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THE EFFECT OF GUIDED REFLECTION STRATEGIES ON 
THE DEVELOPMENT OF METACOGNITION IN 

ADOLESCENTS 

Monica MAIER, Assoc. Prof. Ph.D., 
Technical University of Cluj-Napoca 

monica.maier@dspp.utcluj.ro  

Abstract: This paper investigates the impact of guided reflection 
strategies on the development of metacognition in high 
school students. The present study used a quasi-
experimental design with two parallel groups 
(experimental and control), assessing changes in self-
awareness and cognitive self-regulation over an eight-week 
period. The results showed significant improvements in 
metacognitive awareness and academic performance in the 
experimental group, suggesting that guided reflection can 
be successfully integrated into teaching activities. The 
results indicated a significant increase in scores on the 
Metacognitive Awareness Inventory (MAI) and improved 
academic performance in Mathematics and Romanian 
Language for the experimental group. The conclusions 
support the integration of guided reflection into the 
curriculum as an effective teaching approach for 
stimulating self-regulated learning. 

Keywords: metacognition; guided reflection; self-awareness; 
cognitive self-assessment; cognitive self-regulation. 

Introduction 
Metacognition, a term introduced by Flavell (1979), describes an 
individual's ability to monitor, control, and regulate their own cognitive 
processes. Numerous studies (Schraw & Dennison, 1994; Zimmerman, 
2002) have shown that students with high metacognitive skills 
demonstrate better academic performance, adopt more effective 
learning strategies, and adapt more quickly to new academic and non-
academic demands. 
Guided reflection strategies involve a set of planned activities that 
encourage students to analyze their thinking processes, evaluate their 
progress, and adjust their working methods. Recent research (Veenman 
et al., 2006; Dignath & Büttner, 2008) shows that integrating guided 
reflection into teaching increases both cognitive awareness and self-
regulation of learning. 

mailto:monica.maier@dspp.utcluj.ro
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The theme of this paper is in line with the current trend in educational 
psychology studies that promote active and reflective learning 
methods, with an emphasis on the development of self-assessment and 
planning skills. 

Research questions 
In a rigorous scientific approach, the formulation of research questions 
is an essential step in clearly defining the direction of the investigation 
and ensuring methodological coherence. Given the aim of the study—
to investigate the effect of guided reflection strategies on the 
development of metacognitive skills and academic performance in high 
school students—the research questions were designed to capture both 
the metacognitive dimension and the impact on academic performance. 
They aimed to identify the relationships between the proposed 
intervention and changes in metacognitive awareness, as well as the 
differences between students who benefit from guided reflection and 
those who follow the standard curriculum exclusively. 
Thus, the present research started from the following questions: 

1. To what extent can guided reflection strategies increase
metacognitive awareness in high school students?

2. What is the impact of guided reflection on academic
performance in mathematics and Romanian language?

3. Are there significant differences between students who
participate in guided reflection sessions and those who follow
only the standard curriculum?

Research objectives 
Based on the purpose of the study and the research questions, the 
research objectives were as follows: 
O1. To assess the initial level of metacognitive awareness and 
academic performance. 
O2. To implement a guided reflection-based intervention in order to 
increase the level of cognitive awareness and self-regulation of work 
strategies. 
O3. To compare the post-intervention results between the experimental 
group and the control group. 
O4. Identifying the dimensions of metacognition that were most 
strongly influenced by guided reflection. 

Research hypotheses 
In the context of the present study, the hypotheses reflect the 
expectation that guided reflection strategies will produce a significant 
increase in the level of metacognitive awareness and an improvement 
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in academic performance in the targeted subjects, as well as notable 
differences between students who benefit from this intervention and 
those who follow the standard curriculum. These hypotheses guided 
the data analysis and also allowed the initial assumptions to be 
validated, thus contributing to the substantiation of the research 
conclusions. 
The hypotheses formulated were as follows: 
H1: Students in the experimental group will achieve significantly 
higher MAI scores after the intervention compared to students in the 
control group. 
H2: Academic performance in mathematics and Romanian language 
will increase significantly in the experimental group after the 
application of guided reflection. 
H3: Differences between groups in the post-test stage will be due to the 
intervention, not to initial variations. 

Study sample 
The study included 60 eleventh-grade students (30 in the experimental 
group, 30 in the control group) from two urban high schools. 
The choice of this age group is motivated by the importance of 
adolescence in the formation of self-regulation skills and the 
development of metacognitive strategies, as well as the high potential 
of guided reflection to support the process of autonomous learning. 
The division of the sample into two groups—experimental and 
control—allowed for the implementation of a pretest–posttest design, 
facilitating the comparison of progress and the isolation of the 
intervention effect. 
The selection criteria were as follows: 
- regular school attendance;
- average or above-average school results;
- consent of students and their parents.

Research tools 
The pedagogical research used the Metacognitive Awareness Inventory 
(MAI) developed by Schraw & Dennison (1994). 
The MAI is an assessment tool for measuring the extent to which a 
person is aware of their own cognitive processes and can manage them 
effectively. 
The test consists of 52 items formulated as statements to which 
respondents respond on a Likert scale (usually 1–5, from “never true” 
to “always true”) and measures two main dimensions: 
- Knowledge of Cognition:
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· Declarative knowledge: what the person knows about their own
cognitive abilities (“I know what kind of information is important to
me”);
· Procedural knowledge: knowledge of how to apply strategies (“I
know how to use effective learning strategies”);
- Conditional knowledge: when and why to use certain strategies (“I
know in which situations to use a particular strategy”).
- Regulation of Cognition:
· Planning: setting goals and choosing strategies before the task;
· Information management: organizing and structuring learning
material;
· Monitoring: tracking progress during the task;
· Error correction: identifying and correcting mistakes;
· Evaluation: analyzing the effectiveness of the strategy after
completing the task.
The test was administered in groups (lasting 20 minutes), with students
receiving instructions on how to complete the items beforehand. They
were also informed of the purpose of the assessment and asked for their
consent to be tested.
Other tools used in this research were:
- four docimological tests in Romanian language and mathematics (two
for each class, applied in the two stages of the research);
- reflection journals (only for the experimental group).
All these tools were used for qualitative analysis.
Following the application of the docimological tests and the MAI
inventory, descriptive statistics (frequency, mean, and standard
deviation) and the t test for independent samples were also used for
quantitative analysis.

Research design 
The present study used a quasi-experimental design with two parallel 
groups: the experimental group and the control group. 
In the context of this research, comparing the results obtained by the 
experimental group and the control group in the two stages—pre-test 
and post-test—was essential for the correct evaluation of the effect of 
guided reflection strategies on the development of metacognition and 
academic performance. The pretest stage allowed the initial level of 
metacognitive awareness and results in the targeted subjects 
(Romanian language and mathematics) to be established, providing a 
clear benchmark for measuring subsequent progress. The posttest stage 
highlighted the changes that occurred after the intervention, and the 
differences between the two moments reflected the extent of progress 
in each group. 
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The presence of the control group, which followed the standard 
curriculum exclusively, served to differentiate the specific effects of 
guided reflection from the possible influences of other factors, such as 
natural maturation, usual school experiences, or the general educational 
context. Thus, the “pretest–posttest with control group” design 
provided a solid methodological framework for testing hypotheses and 
formulating valid conclusions, while also increasing the credibility of 
the results and the relevance of the proposed pedagogical 
recommendations. 
The experimental group participated in weekly guided reflection 
sessions (using a guide with questions about planning, monitoring, and 
evaluating their own learning). For 8 weeks, a 20-minute guided 
reflection session was organized each week. 
After each working session, the students completed metacognitive 
journals, in which they specified aspects related to the following: 
- what skills they used in solving the tasks;
- why they used those strategies;
- what results they obtained from applying those strategies in terms of
quality and quantity;
- what and how many mistakes they made while solving the tasks;
- how many of the mistakes they managed to correct following the
feedback received and how they managed to adjust their working
strategies.
In the pre-test and post-test stages, the students in the two groups
completed the MAI test, as well as the docimological tests in the two
study subjects.
The control group followed the same curriculum, but without
additional reflection activities. For the pre-test and post-test
evaluations, docimological tests and the MAI inventory were used for
the control group.

Results 
Data analysis shows clear differences between the experimental and 
control groups at both the initial and final stages. 
For a detailed interpretation, we present the results obtained by the 
students in the two groups in the two stages of the research in the 
comparative tables and graphs below. 
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Tools used Initial score Final score 
Docimological 
test 

Romanian 
Language 

72 81 

Mathematics 68 77 
Standardized test MAI 55 67 
Table 1. Results of students in the experimental group in the pre-test 

and post-test stages 

 
Figure 1. Results of students in the experimental group in the pre-test 

and post-test stages 
 
The final performance and progress of students in the experimental 
group showed considerable improvement in all areas: 
- Romanian language: +9 points (~12.5%) 
- Mathematics: +9 points (~13.2%) 
- MAI: +12 points (~21.8%) 
 
Tools used Initial score Final score 
Docimological 
test 

Romanian 
Language 

73 75 

Mathematics 69 71 
Standardized test MAI 54 56 

Table 2. Results of students in the control group in the pre-test and 
post-test stages 
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Figure 2. Results of students in the control group in the pre-test and 

post-test stages 
 
Students in the control group showed minor and consistent 
performance in the two stages of the study: 

-  Romanian language: +2 points (~2.7%) 
- Mathematics: +2 points (~2.9%) 
- MAI: +2 points (~3.7%) 

 

 
Figure 3. Results of students in the two groups in the post-test stage 
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Data analysis showed statistically significant increases in MAI scores 
in the experimental group (p < 0.05) compared to the control group. 
Also, performance on math and Romanian language tests increased in 
the experimental group compared to the control group. 
In terms of initial performance, the two groups started from similar 
values for each subject: 
- in Romanian language, students in the experimental group scored 72, 
compared to students in the control group who scored 73; 
- in mathematics: students in the experimental group scored 68, while 
students in the control group scored 69; 
- in MAI: students in the experimental group scored 55, while students 
in the control group scored 54. 
These results suggest that the initial level was comparable and that any 
subsequent differences can be attributed to the intervention. 
Following statistical processing of the data, the differences between the 
two groups are significant: 

- The calculation of the mean shows that the improvement in 
performance in the experimental group is 10 points, compared 
to only 2 points in the control group, which means that the 
improvements observed in the experimental group are not just 
the result of chance, but probably the real effect of the 
intervention applied. 

- The dispersion (standard deviation) is higher in the 
experimental group (1.73), which indicates that in some areas 
(such as MAI), students in this group benefited from better 
results than in Romanian language and mathematics after the 
intervention. 

- In the MAI test (metacognition assessment), the increase in 
results is significantly higher in the experimental group, 
suggesting a strong effect of guided reflection strategies on the 
awareness and regulation of cognitive processes. 

- The t-test results show t=8.00, p=0.015; as the p-value is lower 
than the conventional significance threshold (0.05), we can say 
that the differences in progress between the experimental and 
control groups are statistically significant. 

 
Limitations of the research 
Any scientific endeavor, regardless of the methodological rigor 
applied, is subject to factors that can influence the results and their 
interpretation to varying degrees. Identifying and presenting the 
limitations of the research is an essential step, as it contributes to the 
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transparency of the investigative process and to the clear delimitation 
of the field of validity of the conclusions drawn. 
In this study, the limitations are associated with both the characteristics 
of the sample and the duration of the intervention, as well as with 
contextual and methodological factors that may affect the 
generalisation of the results and the long-term evaluation of the 
observed effects. The presentation of these aspects does not diminish 
the value of the research, but provides a realistic framework for 
interpreting the conclusions and formulating directions for further 
investigation. 
The following limitations of the present study can be listed: 
- the relatively short duration of the intervention (8 weeks) limits the 
generalizability of the results; 
- the lack of follow-up after the intervention is an important limitation, 
as it was not possible to assess the persistence of the observed effects 
in the long term; the results were measured only immediately after the 
end of the intervention, which does not allow determining the extent to 
which the progress achieved was maintained or diminished over time; 
in the absence of a follow-up evaluation, conclusions regarding the 
sustainability of the impact remain limited; 
- other important variables in terms of cognitive and metacognitive 
development (such as intrinsic motivation, teacher-student relationship, 
etc.) were not taken into account; 
- the generalizability of the results obtained is limited due to the fact 
that other learning environments (students from rural areas) were not 
taken into account; 
- the generalisation of the results obtained is limited given that only a 
certain age group was taken into account; future research on this topic 
could also consider students from lower levels of education; 
- the potential “novelty effect” is a possible limitation of the study, as 
the improvements observed could be partly attributed to the enthusiasm 
or interest generated by the novelty of the intervention, and not 
exclusively to its effectiveness; this initial positive reaction, driven by 
novelty, is often temporary, which may influence the sustainability of 
long-term results; in the absence of follow-up measurements, it cannot 
be determined with certainty whether progress is maintained after the 
novelty effect wears off. 
 
Conclusions 
Guided reflection is an effective strategy for developing metacognition 
in high school students, and its integration into the curriculum can 
support self-regulated learning and improve academic performance. 
The research results show that the three hypotheses were validated: 
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- the increase in MAI scores was significantly higher in the 
experimental group, which means that guided reflection 
stimulates self-regulation of learning; 

- academic performance increased by 9–12 points in the 
experimental group (the integration of guided reflection can 
support academic performance improvement); 

- although the groups were comparable at the outset, academic 
performance in mathematics and Romanian increased 
significantly in the experimental group after the application of 
guided reflection; the method is scalable and applicable in 
various disciplines. 

Following this research, we consider three recommendations for 
teachers to be useful, which we believe are important for the 
development of metacognition: 

- integration of guided reflection into teaching activities, in the 
form of metacognitive questions and exercises adapted to each 
subject; 

- monitoring student progress using tools (such as MAI) to tailor 
interventions to individual needs; 

- creating a reflective learning environment in which students are 
encouraged to analyze their own thinking process and adjust 
their learning strategies; 

- ensuring regular follow-up to verify progress and prevent 
performance decline after the intervention ends. 

The results of this study show that the importance of metacognition 
development extends beyond immediate school performance, 
representing an extremely important key competence. Students who 
know and manage their cognitive processes are better prepared to face 
academic and personal challenges. 
Developing metacognitive skills is not only a way to improve school 
performance, but also a long-term investment in the development of 
individuals capable of lifelong learning. Consistent implementation of 
strategies that encourage reflection, critical thinking, and self-
regulation can help create an adaptable educational environment in 
which students not only accumulate information but learn how to 
manage and apply it effectively in real-life contexts. 
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Abstract: The author of this study investigates the relationship 
between Generation Alpha and education, with focus on 
key aspects of their education such as digital learning and 
technology (smart devices, AI, online learning and 
gamified learning, adaptive AI-driven education, 
interactive digital classrooms), educational challenges 
(learning gaps, behavioural challenges and mental health, 
socio-emotional development), teachers’ role (blended 
learning), parents’ role (parental involvement, digital 
learning tools), and future learning experiences. 
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Introduction 
Generation Alpha (also Gen Alpha or Alphas), a term introduced by 
Australian social researcher Mark McCrindle in 2008):s a demographic 
group born between 2 i010/2011/2012/2013 and 2021/2024/2025 
(according to different authors); is addicted to screens; is digitally 
learned (because they have experienced remote classrooms and digital 
education); is marked by allergies and obesity; is often considered to 
include the children of Generation Y or Millennials (born between 
1981 and 1996); is present online since birth, as their parents share 
photos and videos of them on social media; is still growing; is tech-
savvy, i.e. they have grown up with smartphones, streaming services, 
and tablets from an early age; is the first generation to be born entirely 
in the 21st century. 
Having grown up in a world dominated by digital technology has 
shaped Alphas’ learning experiences. The main key aspects of their 
education are: digital learning and technology, educational challenges, 
teachers’ role, parents’ role, and future learning experiences. 
 
1. Digital Learning and Technology 
According to Tootell, Freeman & Freeman (2014), Putri & Umah 
(2020), Höfrová, Balidemaj & Small (2024), Leyts (2024), and Limna 
et al. (2024), Alphas has been the first generation to be fully immersed 
in smart devices (“electronic gadgets that can connect to the Internet, 
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interact with users and share data with other devices” – Technopedia), 
AI (“the application of computer systems able to perform tasks or 
produce output normally requiring human intelligence, especially by 
applying machine learning techniques to large collections of data” – 
Oxford Languages), and online learning (“education being delivered in 
an online environment through the use of the internet for teaching and 
learning” – Singh & Thurman, 2019) from an early age and, therefore, 
traditional teaching methods have also evolved to include gamified 
learning (“the application of typical elements of game playing (e.g. 
point scoring, competition with others, rules of play) to other areas of 
activity, typically as an online marketing technique to encourage 
engagement with a product or service” – Oxford Languages), adaptive 
AI-driven education (“educational system that leverages data analytics 
and AI to personalize the learning experience” – Strielkowski et al., 
2024), and interactive digital classrooms (“classrooms that use 
interactive whiteboards or touchscreens, allowing educators and 
learners to engage with educational resources and multimedia 
resources in an interactive manner” – Saxena, 2024). Digital learning 
has brought several advantages for students (Putri & Umah, 2020; 
Akpen et al., 2024): accessibility and flexibility: they can learn at their 
own pace and access materials anytime and anywhere, which is 
especially beneficial for those with different learning styles; adaptive / 
personalized learning: they are allowed to receive customized content 
based on their progress and needs; enhanced engagement: they find 
interactive elements like discussion fora, gamified learning, and 
multimedia resources more engaging; skill development: they benefit 
from digital learning that fosters critical thinking, self-discipline, and 
technological literacy. 
 
2. Educational Challenges 
Hutajulu, Agustiani & Setiawan (2024), Höfrová, Balidemaj & Small 
(2024), Lad (2024), Leyts (2024) and Limna et al. (2024) have noted 
that the COVID-19 pandemic disrupted Alphas’ early education, which 
resulted in learning gaps (“the difference between what a student has 
learned – i.e., the academic progress he or she has made – and what the 
student was expected to learn at a certain point in his or her education, 
such as a particular age or grade level” – Learning Gap) and 
behavioural challenges (actions or patterns of behaviour that make it 
difficult for a student to function effectively in educational settings: 
aggression, anxiety, defiance, difficulty following rules, or 
impulsivity), while increased screen time has raised concerns about 
mental health (“state of mental well-being that enables people to cope 
with the stresses of life, realize their abilities, learn well and work well, 
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and contribute to their community” – Mental Health) and socio-
emotional development (“the convergence of social and emotional 
growth” – Thompson & Virmani, 2012, Runcan, 2020, Runcan, 
Nadolu & David, 2023, Sârbu et al. 2022). Astapenko et al. (2021) 
analysed the problem of the influence of macro-social factors 
determining psychological development trends in Generation Alpha 
and found that “the dependence of the level of children's immersion in 
digital gadgets results in an increase of their anxiety and a decrease of 
self-esteem”. Digital learning has brought several challenges for 
students (Tootell, Freeman & Freeman, 2014; Akpen et al., 2024): 
digital divide: they may not have equal access to reliable internet and 
digital tools, which can widen educational inequalities; distractions and 
motivation issues: they may struggle with self-motivation and focus 
without a structured classroom environment; reduced social 
interaction: they may have feelings of isolation and decreased 
collaboration with peers and instructors. 
 
3. Teachers’ Role 
According to Höfrová, Balidemaj & Small (2024), teachers have 
adapted by using (“a style of education in which students learn via 
electronic and online media as well as traditional face-to-face 
teaching” – Oxford Languages). 
Teachers are adapting to new technologies in the classroom in three 
ways (Carvalho, Ferreira Monteiro & Pereira Martins, 2022; Chu, 
2025; Nelson, 2025; Slagg, 2025): collaborating and developing 
professionally through peer support and sharing best practices: they 
collaborate to exchange ideas and strategies for effective tech 
integration; and training programs: they attend courses and workshops 
to stay updated on emerging technologies; overcoming challenges 
through addressing accessibility issues: they work to ensure all 
students have equal access to technology and Internet resources; and 
balancing tech and traditional methods: they find ways to blend digital 
tools with traditional teaching to maintain student engagement; using 
digital tools for engagement through: educational apps & AI tools: 
they leverage AI-powered tools to assist with lesson planning, grading, 
and adaptive / personalized learning; and interactive technologies: they 
use augmented reality (“a technology that superimposes a computer-
generated image on a user's view of the real world, thus providing a 
composite view” – Oxford Languages), virtual reality (“the computer-
generated simulation of a three-dimensional image or environment that 
can be interacted with in a seemingly real or physical way by a person 
using special electronic equipment, such as a helmet with a screen 
inside or gloves fitted with sensors” – Oxford Languages) to make 
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complex subjects more accessible and engaging; and learning 
management systems: they facilitate communication, organize 
materials, and track student progress through platforms like Google 
Classroom and Moodle. 
 
4. Parents’ Role 
Leyts (2024) purports that parental involvement (“active participation 
of parents in all aspects of their children's social, emotional, and 
academic development, including expectations for their academic 
future, control over homework, assistance with school assignments, 
and physical presence at school” – Parental Involvement) is paramount 
because parents need to act as co-educators, i.e., help their children 
navigate digital learning tools (“computers, tablets, software, 
applications, or other technology necessary to access a school’s 
program of digital learning” – Digital learning tools). Astapenko et al. 
(2021) found, in their study, that “in families where children spend 
virtual leisure time, child parent relations are characterized by a 
reduced level of acceptance of the child, the desire for cooperation and 
symbiosis with him”. Parents’ role in Alphas’ education is crucial 
because of the latter’s immersion in digital technology, which means 
they have the following responsibilities (Tootell, Freeman & Freeman, 
2014; Chitra, 2020; Indriani, 2024; Lad, 2024; Limna et al., 2024; 
Pattrawiwat, 2024; Scott, 2025, Runcan & Runcan, 2025): 
encouraging social and emotional development, i.e., providing 
opportunities for face-to-face interactions and outdoor play to foster 
social skills; guiding digital literacy, i.e., teaching children how to 
access information responsibly and critically evaluate online content; 
instilling ethical values, i.e., teaching responsible technology use and 
ensuring children develop strong moral foundations; setting 
boundaries, i.e., supervising screen time and ensuring a balance 
between digital and offline activities; supporting personalized 
learning, i.e., helping children navigate AI-driven educational tools 
that cater to individual learning needs. 
 
5. Future Learning Experiences  
Alphas’ future learning experiences are likely to be shaped by (Drugaș, 
2022; Animashaun, Familoni & Onyebuchi, 2024; Coolsaet, 2024): 
hyper-connected social lives: their social interactions (in which virtual 
friendships and communities playing a major role) will be driven by 
digital platforms; instant gratification culture: they will expect 
immediate responses and tailored content because of high-speed 
Internet and AI-driven personalization; interactive learning: they will 
enjoy gamified and adaptive education, with AI tools customizing 
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lessons to individual learning styles; personalized learning platforms: 
their learning experience will be customized by their teachers “to 
accommodate student’s individual needs, strengths, and goals”, 
shifting away from the one-size-fits-all model and empowering 
learners to take ownership of their education (What is personalized 
learning?); phygital (physical + digital) reality: they will no longer 
distinguish between online and offline worlds, as augmented reality 
and virtual reality will blend seamlessly into their everyday 
experiences; seamless AI integration: they will be helped with 
education, creativity, and even emotional support by AI-powered 
assistants as an integral part of their daily lives; virtual reality: they 
will be provided immersive, interactive learning experiences through 
applications in health and medical education, in humanities and social 
sciences, and in science, technology, engineering, and mathematics. 
 
Conclusions 
The conclusions of this study show that Generation Alpha’s education 
is one of the most complex issues in nowadays’ society. On one hand, 
there is digital learning and technology, a social phenomenon that no 
one can deny; on the other hand, there are educational challenges, the 
teachers’ role, the parents’ role – aspects that are rather easy to 
identify – and future learning experiences that we can only imagine. 
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Abstract: The incorporation of digital education tools into adult 

education has become increasingly important in the 21st 
century. This study explores the benefits and challenges of 
using digital education tools in adult education, with a 
focus on increasing flexibility and accessibility, 
personalizing learning experiences, improving engagement 
and motivation, and enhancing career prospects. A 
comprehensive review of the literature highlights the 
importance of digital literacy skills, infrastructure 
development, and technical support in ensuring the 
effective use of digital education tools. The study provides 
recommendations for adult education programs to 
prioritize digital literacy skills, create inclusive and 
accessible digital learning environments, and conduct 
research on the impact of digital education tools on adult 
learner outcomes. 
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Introduction 
The 21st century has brought about significant changes in the way we 
live, work, and learn. The increasing demand for lifelong learning and 
the need for adult learners to acquire new skills and knowledge have 
highlighted the importance of digital education tools in adult 
education. As noted by Bates (2020), "digital education tools have the 
potential to increase access to education, improve learning outcomes, 
and enhance the overall learning experience". This study argues that 
the incorporation of digital education tools into adult education is 
essential for 21st-century learning. 
In today's digital age, adult learners need to acquire new skills and 
knowledge to remain relevant in the workforce. According to a report 
by the World Economic Forum (2020), "by 2022, more than a third of 
the desired skills for most jobs will be comprised of skills that are not 
yet considered crucial to the job today". Digital education tools can 
provide adult learners with the flexibility and accessibility to acquire 
these new skills and knowledge. 
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The incorporation of digital education tools into adult education is not 
without its challenges. As noted by Koehler (2020), "one of the main 
challenges facing adult education is the lack of digital literacy skills 
among adult learners". However, with the right strategies and support, 
digital education tools can be effectively incorporated into adult 
education to promote 21st-century learning. 
The incorporation of digital education tools into adult education is 
essential for 21st-century learning, as it provides adult learners with the 
flexibility, accessibility, and personalization needed to acquire new 
skills and knowledge. 
Adult education plays a critical role in supporting the learning needs of 
adults in the 21st century. With the increasing demand for lifelong 
learning and the need for adults to acquire new skills and knowledge, 
adult education programs must adapt to meet the diverse needs of adult 
learners. The incorporation of digital education tools into adult 
education has the potential to increase flexibility and accessibility, 
personalize learning experiences, improve engagement and motivation, 
and enhance career prospects. 
Despite the potential benefits of digital education tools, many adult 
education programs face challenges in incorporating these tools into 
their programs. These challenges include the lack of digital literacy 
skills among instructors and learners, inadequate infrastructure and 
technical support, and limited understanding of how to effectively 
integrate digital education tools into existing curricula and instructional 
methods. As a result, many adult learners are not able to access the 
high-quality learning experiences they need to succeed in the 21st 
century. 
The objective of this study is to explore the benefits and challenges of 
using digital education tools in adult education, with a focus on 
increasing flexibility and accessibility, personalizing learning 
experiences, improving engagement and motivation, and enhancing 
career prospects. The study aims to provide recommendations for adult 
education programs to effectively incorporate digital education tools 
into their programs and support the learning needs of adult learners. 
This study is significant because it addresses a critical gap in the 
literature on the use of digital education tools in adult education. The 
study provides a comprehensive review of the benefits and challenges 
of using digital education tools in adult education and offers 
recommendations for adult education programs to effectively 
incorporate these tools into their programs. The study has implications 
for adult education policy, practice, and research, and contributes to the 
growing body of literature on the use of digital education tools in adult 
education. 
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The Need for Digital Education Tools in Adult Education 
Adult education in the 21st century faces numerous challenges, 
including increasing demand for lifelong learning, limited accessibility 
and flexibility, and inadequate resources (Merriam, 2020). To address 
these challenges, digital education tools have emerged as a vital 
solution. This section will discuss the benefits of digital education tools 
in adult education and provide examples of successful 
implementations. 
One of the primary challenges facing adult education is the need for 
increased flexibility and accessibility. Many adult learners have work 
and family commitments that make it difficult to attend traditional 
classroom-based programs (Garrison, 2020). Digital education tools, 
such as online learning platforms and mobile apps, can provide adult 
learners with the flexibility to learn at their own pace and on their own 
schedule. 
Another challenge facing adult education is the need for personalized 
learning experiences. Adult learners have diverse learning needs and 
preferences, and traditional classroom-based programs often struggle to 
meet these needs (Koehler, 2020). Digital education tools, such as 
adaptive learning systems and learning analytics, can provide adult 
learners with personalized learning experiences tailored to their 
individual needs and preferences. 
Digital education tools can also help address the challenge of 
inadequate resources. Many adult education programs face limited 
budgets and resources, making it difficult to provide high-quality 
educational experiences (Bates, 2020). Digital education tools, such as 
open educational resources and online communities, can provide adult 
learners with access to high-quality educational resources at little or no 
cost. 
 
Examples of successful implementations of digital education tools 
in adult education include: 
1. The use of online learning platforms, such as Coursera and edX, to 
provide adult learners with access to high-quality educational courses 
and programs (Wang, 2020). 
2. The use of mobile apps, such as Duolingo and Khan Academy, to 
provide adult learners with flexible and accessible learning experiences 
(Garris, 2020). 
3. The use of adaptive learning systems, such as DreamBox and 
Curriculum Associates, to provide adult learners with personalized 
learning experiences tailored to their individual needs and preferences 
(Ritter, 2020). 
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In conclusion, digital education tools have the potential to address 
many of the challenges facing adult education in the 21st century. By 
providing adult learners with flexible and accessible learning 
experiences, personalized learning experiences, and access to high-
quality educational resources, digital education tools can help adult 
education programs meet the diverse needs of adult learners. 
 
Benefits of Digital Education Tools for Adult Learners 
Digital education tools have transformed the way adult learners access 
and engage with educational content. The benefits of digital education 
tools for adult learners are numerous, and this section will discuss four 
key advantages: increased flexibility and accessibility, personalized 
learning experiences, improved engagement and motivation, and 
enhanced career prospects. 
 
1. Increased Flexibility and Accessibility 
Digital education tools provide adult learners with the flexibility to 
learn at their own pace and on their own schedule. Online learning 
platforms, mobile apps, and other digital tools enable learners to access 
educational content anywhere, anytime (Garrison, 2020). This 
flexibility is particularly beneficial for adult learners who have work, 
family, or other commitments that make it difficult to attend traditional 
classroom-based programs. 
 
2. Personalized Learning Experiences 
Digital education tools also provide adult learners with personalized 
learning experiences tailored to their individual needs and preferences. 
Adaptive learning systems, learning analytics, and other digital tools 
enable instructors to track learner progress, identify knowledge gaps, 
and provide targeted support (Koehler, 2020). This personalized 
approach to learning helps adult learners stay motivated and engaged, 
as they are able to learn at their own pace and focus on areas where 
they need improvement. 
 
3. Improved Engagement and Motivation 
Digital education tools can also improve engagement and motivation 
among adult learners. Interactive simulations, gamification, and other 
digital tools enable learners to engage with educational content in a 
more interactive and immersive way (Garris, 2020). This interactive 
approach to learning helps adult learners stay motivated and engaged, 
as they are able to see the relevance and application of what they are 
learning. 
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4. Enhanced Career Prospects 
Finally, digital education tools can enhance career prospects for adult 
learners. Online learning platforms, digital badges, and other digital 
tools enable learners to demonstrate their skills and knowledge to 
employers and other stakeholders (Wang, 2020). This can be 
particularly beneficial for adult learners who are looking to upskill or 
reskill in order to advance their careers. 
In conclusion, digital education tools offer numerous benefits for adult 
learners, including increased flexibility and accessibility, personalized 
learning experiences, improved engagement and motivation, and 
enhanced career prospects. By leveraging these benefits, adult 
education programs can provide learners with the skills and knowledge 
they need to succeed in the 21st-century workforce. 
 
Addressing Concerns and Challenges 
While digital education tools offer numerous benefits for adult 
learners, there are also potential concerns and challenges associated 
with their incorporation into adult education. This section will discuss 
three key concerns and challenges: the digital divide and unequal 
access to technology, the lack of digital literacy skills among adult 
learners, and the integration of digital education tools with existing 
curricula and instructional methods. 
 
1. Digital Divide and Unequal Access to Technology 
One of the primary concerns associated with the incorporation of 
digital education tools into adult education is the digital divide and 
unequal access to technology. Many adult learners, particularly those 
from low-income backgrounds or living in rural areas, may not have 
access to the technology and internet connectivity needed to participate 
in digital education (Wang, 2020). This can exacerbate existing 
inequalities and limit the potential benefits of digital education tools. 
To address this concern, adult education programs can explore 
alternative solutions, such as providing access to technology and 
internet connectivity through partnerships with local libraries, 
community centers, or other organizations (Garrison, 2020). 
Additionally, programs can prioritize the development of mobile-
friendly digital education tools that can be accessed on a range of 
devices, including smartphones and tablets (Garris, 2020). 
 
2. Lack of Digital Literacy Skills among Adult Learners 
Another concern associated with the incorporation of digital education 
tools into adult education is the lack of digital literacy skills among 
adult learners. Many adult learners may not have the necessary skills to 
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effectively use digital education tools, which can limit their ability to 
participate in digital education (Koehler, 2020). 
To address this concern, adult education programs can provide training 
and support to help adult learners develop the necessary digital literacy 
skills. This can include workshops, online tutorials, and one-on-one 
support (Pallof, 2020). Additionally, programs can prioritize the 
development of digital education tools that are intuitive and easy to 
use, even for those with limited digital literacy skills. 
 
3. Integration with Existing Curricula and Instructional Methods 
Finally, the incorporation of digital education tools into adult education 
can also raise concerns about integration with existing curricula and 
instructional methods. Adult education programs may need to adapt 
their curricula and instructional methods to effectively incorporate 
digital education tools (Bates, 2020). 
To address this concern, adult education programs can engage in 
professional development and training to help instructors develop the 
necessary skills to effectively integrate digital education tools into their 
teaching practices (Merriam, 2020). Additionally, programs can 
prioritize the development of digital education tools that are designed 
to be flexible and adaptable, and that can be easily integrated into 
existing curricula and instructional methods. 
In conclusion, while digital education tools offer numerous benefits for 
adult learners, there are also potential concerns and challenges 
associated with their incorporation into adult education. By addressing 
these concerns and challenges, adult education programs can ensure 
that digital education tools are used effectively to support the learning 
needs of adult learners. 
 
Conclusion 
In conclusion, the incorporation of digital education tools into adult 
education is a vital step in providing high-quality learning experiences 
for adult learners. This essay has discussed the benefits of digital 
education tools for adult learners, including increased flexibility and 
accessibility, personalized learning experiences, improved engagement 
and motivation, and enhanced career prospects. 
As reinterred from the thesis statement, "the incorporation of digital 
education tools into adult education is essential for providing high-
quality learning experiences that meet the diverse needs of adult 
learners in the 21st century." 
The key points discussed in this essay highlight the importance of 
digital education tools in adult education. Firstly, digital education 
tools provide adult learners with increased flexibility and accessibility, 
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enabling them to learn at their own pace and on their own schedule. 
Secondly, digital education tools offer personalized learning 
experiences, tailored to the individual needs and preferences of adult 
learners. Thirdly, digital education tools improve engagement and 
motivation among adult learners, through interactive and immersive 
learning experiences. Finally, digital education tools enhance career 
prospects for adult learners, by providing them with the skills and 
knowledge required to succeed in the 21st-century workforce. 
For future research and implementation, it is recommended that adult 
education programs prioritize the development of digital literacy skills 
among instructors and learners. Additionally, programs should focus 
on creating inclusive and accessible digital learning environments that 
cater to the diverse needs of adult learners. Furthermore, research 
should be conducted to explore the impact of digital education tools on 
adult learner outcomes, including learning engagement, motivation, 
and career advancement. 
In final thoughts, the incorporation of digital education tools into adult 
education is a critical step in providing high-quality learning 
experiences that meet the diverse needs of adult learners. By 
prioritizing digital literacy skills, creating inclusive and accessible 
digital learning environments, and conducting research on the impact 
of digital education tools, adult education programs can ensure that 
adult learners are equipped with the skills and knowledge required to 
succeed in the 21st century. 
 
Recommendations for Implementation 
To effectively incorporate digital education tools into adult education, 
several strategies must be considered. This section will discuss three 
key recommendations for implementation: professional development 
for instructors, infrastructure development and technical support, and 
curriculum design and integration. 
 
1. Professional Development for Instructors 
One of the most critical factors in the successful implementation of 
digital education tools is professional development for instructors. 
Adult education instructors must be equipped with the necessary skills 
and knowledge to effectively integrate digital education tools into their 
teaching practices (Koehler, 2020). Professional development 
opportunities, such as workshops, training sessions, and online courses, 
can help instructors develop the necessary skills to design and deliver 
high-quality digital education experiences. 
 
2. Infrastructure Development and Technical Support 
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Another essential factor in the successful implementation of digital 
education tools is infrastructure development and technical support. 
Adult education programs must ensure that they have the necessary 
infrastructure, including hardware, software, and internet connectivity, 
to support the use of digital education tools (Garrison, 2020). 
Additionally, programs must provide technical support to instructors 
and learners to ensure that they can effectively use digital education 
tools. 
 
3. Curriculum Design and Integration 
Finally, curriculum design and integration are critical factors in the 
successful implementation of digital education tools. Adult education 
programs must ensure that digital education tools are integrated into 
the curriculum in a way that supports learning outcomes and objectives 
(Bates, 2020). This requires careful planning and design to ensure that 
digital education tools are used in a way that enhances the learning 
experience, rather than detracting from it. 
In addition to these recommendations, adult education programs should 
also consider the following strategies: 
i- Develop a comprehensive plan for the implementation of digital 
education tools 
ii- Establish clear policies and procedures for the use of digital 
education tools 
iii- Provide ongoing support and evaluation to ensure the effective use 
of digital education tools 
iv- Encourage collaboration and sharing of best practices among 
instructors and programs 
By implementing these strategies, adult education programs can ensure 
the effective incorporation of digital education tools into their 
programs, and provide high-quality learning experiences for adult 
learners. 
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Abstract: This study investigates parental attitudes, perceptions of the 

parenting role, difficulties encountered, and needs 
expressed by parents. The research is based on a 
questionnaire applied to a sample of 44 parents, who are 
also undergraduate or master's students in the field of 
Educational Sciences. The descriptive analysis highlighted 
that parents attach importance to emotional health, 
empathetic relationships with children and the 
development of skills related to adolescence. The data 
suggests the need for educational programs focused on 
emotional support, stress management and the 
development of parenting skills for critical stages of child 
development. The questionnaire analyzed brings to the 
forefront the need for parents to support in all dimensions 
of family life. The analysis confirms that self-care 
strategies and the way of self-definition as a parent 
correlate significantly with both expressed needs and the 
style of relating to the child. Parents' self-care (emotional, 
physical, spiritual, etc.) correlates with their perception of 
the parental role, the dimension that parents cultivate for 
self-care is associated with expressed needs, recognition, 
love, validation, autonomy, and parents' self-perception 
("good enough", "democratic", "authoritarian", "perfect") 
is associated with the reported relational style 
("understanding", "supportive", "critical", "controlling"). 
Therefore, providing educational programs, psychological 
support and access to updated information can contribute 
to better adaptation of parents to current challenges. 
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Introduction 
Parenting style and parent-child relationship play an essential role in 
child development (Baumrind, 1991; Siegel & Bryson, 2011). The 
present study explores parental attitudes, emotional needs and 
difficulties encountered by parents, providing a descriptive perspective 
on the perception of parents in the current social context characterized 
by challenges such as professional stress and the influence of 
technology. 
 
Theoretical framework of the paper 
Contemporary parenting is a complex challenge, influenced by socio-
cultural, technological and economic factors. Studies show that today's 
parents must manage not only the needs of their children, but also their 
own emotions and resources to maintain a balance between personal 
and professional life (Haidt, 2024). In this context, academic research 
supports the importance of developing parenting skills through 
educational programs, counseling and community support (Hermans, 
2023). 
Diana Baumrind identified four major parenting styles: authoritarian, 
permissive, neglectful, and authoritative. The authoritarian style 
involves strict rules, lack of negotiation, and often a lack of expression 
of affection, which can lead to obedient children but with low self-
esteem and difficulty expressing their emotions. The permissive style 
is characterized by a high level of emotional warmth and freedom, but 
with minimal rules, which can lead to difficulties in self-control and 
responsibility. The neglectful style refers to a lack of parental 
involvement in children's lives, frequently associated with behavioral 
problems. The most recommended is the authoritative style, which 
combines clear boundaries with emotional support and autonomy, 
stimulating resilience and optimal socio-emotional development in 
children (Baumrind, 1991). 
Daniel J. Siegel argues that parents should pay attention not only to 
their children's behaviors, but also to their inner emotional state, 
promoting the concept of 'mindsight', that is, the ability to understand 
their own and others' mental processes. In the book 'The Whole-Brains’ 
Child', Siegel describes 12 strategies based on brain integration, 
emphasizing the importance of connecting between cerebral 
hemispheres and different brain regions. In this way, parents can help 
children develop better emotional control, empathy, and the ability to 
make decisions. The concept of 'Connect before you correct' suggests 
that emotional connection and relationship are a priority over 
discipline, and by validating the child's emotions, parents can build a 
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trusting relationship that facilitates healthy psychological development 
(Siegel & Bryson, 2011). 
John Gottman made major contributions to the field of parenting by 
introducing the concept of 'Emotion Coaching'. He believes that 
developing children’s emotional intelligence is essential for their 
academic and social success. Gottman identified five main steps to 
becoming an emotionally coaching parent: (1) recognizing your child’s 
emotions, (2) treating emotions as opportunities to connect, (3) 
listening empathetically, (4) helping them label emotions, and (5) 
setting boundaries and guiding behavior. This approach is based on the 
idea that negative emotions, such as anger or frustration, are natural 
and can be managed constructively. Children raised by emotionally 
coaching parents exhibit higher levels of resilience, harmonious social 
relationships, and better emotional regulation (Gottman & DeClaire, 
1997).  
 
Mindfulness and self-care practices have become central to recent 
research on healthy parenting. Bögels and Restifo (2014), argue that 
mindful parenting supports parents in maintaining conscious attention 
to their own emotional states and the needs of their child, reducing 
automatic reactivity and facilitating more balanced responses. This 
approach contributes to reducing parental stress and cultivating a 
relationship based on authentic connection. In a similar vein, Coyne 
and Murrell (2009) emphasize the importance of parent self-care as a 
strategy to prevent emotional exhaustion and parental burnout. When 
parents take time for their own mental and physical health, they 
develop a more stable sense of parental efficacy, which has direct 
positive effects on the family climate and child development. 
 
Emotional regulation is recognized as an essential foundation of 
effective parenting. Sanders and Mazzucchelli (2018) show that 
parents who manage their negative emotions provide a model of 
healthy self-regulation, which directly influences the development of 
the child's self-regulation skills. Parental interventions focused on 
promoting self-regulation contribute not only to reducing problematic 
behaviors, but also to creating a stable family climate. In the same 
vein, Spinrad and Gal (2018) highlight the importance of cultivating 
empathy in the parent-child relationship. Parents who demonstrate 
emotional sensitivity and empathic capacity facilitate the development 
of prosocial behaviors in children and reduce the risk of behavioral 
problems. Parental empathy, combined with good emotional self-
regulation, creates the premises of an educational relationship based on 
acceptance, support and cooperation. 
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Self-perception in the role of parent. Self-perception plays a central 
role in the way parents assume their responsibilities. Studies indicate 
that parents with a positive perception of their own competence have 
more harmonious relationships with their children and a higher level of 
parental satisfaction (Milford, 2025). This perception is influenced by 
personal experiences, social support and access to educational 
resources. Parental self-care is essential, as it reduces the risk of 
burnout and promotes mental health (Hermans, 2023). 
 
Parent–child relationship. The quality of the parent–child 
relationship is a major predictor of children’s emotional and social 
well-being. Sensitive and responsive parenting models contribute to the 
development of children’s confidence, self-esteem and social skills 
(Haidt, 2024). Literature suggests that relationships based on open 
communication and emotional support are fundamental for children’s 
development, especially in the context of early exposure to technology 
(Milford, 2025). 
 
Parenting needs and difficulties. Recent studies show that parents 
face increased stress due to the precarious balance between work and 
family, and the lack of community support exacerbates this situation 
(Dominus, 2025). In addition, parents report difficulties in managing 
children's behavior and adapting to their emotional needs. Research 
suggests that support groups and psycho-pedagogical interventions can 
significantly reduce these difficulties (Hermans, 2023). 
 
Parenting beliefs. Parents’ beliefs about their role directly influence 
the educational strategies they use. Studies show that parents who view 
parenting as a shared responsibility between family and community 
tend to have more balanced involvement and adopt positive parenting 
styles (Lee, 2025). Cultural values also shape perceptions of discipline, 
autonomy, and emotional support. 
 
Personal development and parenting training. The literature 
confirms that these resources improve parenting skills, contributing to 
healthy family relationships (Dennehy, 2025). In addition, access to 
educational resources is associated with higher levels of parental self-
efficacy (Milford, 2025). 
 
Research objectives 

• Analysis of parental attitudes and perception of the role of 
parent. 
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• Identification of difficulties and challenges encountered by 
parents in raising children. 

• Exploration of the emotional and training needs of parents and 
children. 

• Identification of statistically significant correlations between 
parental attitudes studied through the questionnaire. 

 
Research subject group 
This study was attended by 44 parents from urban (72.7%) and rural 
(27.3%) environments, of which 93.2% were women and only 6.8% 
were men, with varying levels of education, with college 56.8%, with 
master's degree 34.1% with high school 6.8% and with doctorate 2.3%. 
The research subjects are undergraduate and master's students in the 
field of Educational Sciences at the "1 December 1918" University in 
Alba-Iulia, and some of them are students of the subject Parenting. 
Theoretical-applicative perspectives in approaching partnerships with 
parents. 
 
Research methods and instruments 
To study the perception of the parenting role they fulfill, the 44 
research subjects, we applied a structured questionnaire with 13 items 
(4 socio-demographic and 9 about parental attitudes and difficulties). 
The questionnaire was distributed online in Google Forms formats and 
completed anonymously. The analyzed questionnaire explores central 
themes such as parents' demographic data, self-perception in the 
parental role, the parent-child relationship, the difficulties encountered, 
beliefs about parenting and personal development needs. These 
dimensions allow a deeper understanding of family dynamics and 
provide benchmarks for educational policies and support services 
dedicated to parents. Frequencies, percentages for each item, as well as 
statistically significant associations between categorical variables were 
calculated. 
 
Research Results and Discussion 
Through this questionnaire, parents were invited to reflect on how they 
perceive themselves as parents and on the self-care strategies adopted. 
The analysis of the questionnaire reveals a complex picture of the 
parenting experience. Demographic data provides context for 
interpreting responses, and self-perception influences the quality of 
parent-child relationships. Beliefs about parenting determine 
educational styles, and reported difficulties emphasize the need for 
social and educational support. Interest in personal development 
demonstrates an openness to change and improvement of parental 
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skills. Recent literature confirms these conclusions, highlighting the 
importance of balanced parenting, based on empathy, communication 
and self-efficacy (Haidt, 2024; Dominus, 2025). Educational policies 
and community programs can support parents by offering resources 
adapted to socio-cultural diversity. 
The first question addressed to parents who students in the field of 
Educational Sciences are also aimed at identifying the main areas of 
their lives related to self-care in the role of parent. 
 
Answer N Frequency Percentage 

% 
Emotional 44 17.0 38.64 
Mental 44 17.0 38.64 
I don’t know 44 4.0 9.09 
Spiritual 44 3.0 6.82 
Physical 44 3.0 6.82 
Table no. 1. Distribution of responses for aspects regarding self-care 
in the role of parent 
 
The most frequent answer to this question regarding self-care in 
parental role is the emotional aspect, with (38.64%) of respondents, 
followed by the same percentage of the mental aspect. It is interesting 
to note that (9.09%) of the parent respondents indicated that they do 
not know, which denotes from our point of view, a need for 
development of some of the parents. Then, with the same percentage, 
(6.82%) of parents mention the spiritual and physical aspects of 
parental self-care. Parents recognize the importance of self-care, and 
the priority dimension reflects their style of relating to the parental role 
and the resources they need to fulfill it. The next question of the 
questionnaire aimed to identify the perception of the parents who 
constituted the group of research subjects, on parental identity. 
 
Answer N Frequency Percentage 

% 
good enough 44 26.0 59.01 
democratic 44 9.0 20.50 
authoritarian 44 6.0 13.60 
permissive 44 3.0 6.82 
perfect 44 1.0 2.30 
negligent 44 0.0 0.00 
abusive 44 0.0 0.00 
Table no. 2. Distribution of answers for self-perceived parental identity 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                           p. 43-57 

49 
 

 
From Table no. 2. the most frequent answer to this question is good 
enough parent, mentioned by (59.01%) of the respondents. Then in 
proportion of (20.50%) of the parents responding, they consider 
themselves to be democratic parents, followed by (13.60%) of those 
parents who perceive themselves as authoritarian. Only (6.82%) of the 
research subjects consider themselves to be permissive as parents, and 
(2.30%) indicate that they are perfect parents. The self-perception as 
"good enough" indicates a balanced, realistic and compatible model 
with the specialized literature (Winnicott - the "good enough" parent). 
The self-definition as "perfect" or "authoritarian" suggests a rigid 
orientation, with high standards, and the "permissive" option indicates 
a more relaxed attitude, but also potential difficulties in structuring. 
Most parents build a positive, yet realistic self-image, but there are also 
tendencies towards idealization or control. 
The next question of the questionnaire aimed at the perception of the 
relationship with the child, of parents, students in the field of 
Educational Sciences. The answers are presented in Table no. 3. 
 
Answer N Frequency Percentage 

% 
understanding 44 25.0 56.82 
supportive 44 9.0 20.45 
gentle 44 3.0 6.82 
critical 44 2.0 4.55 
controlling 44 2.0 4.55 
perfectionist 44 2.0 4.55 
compassionate 44 1.0 2.27 
Table no. 3. Predominant manifestation in the parent's relationship 
with their child 
 
The most frequent answer to this question, which targeted the 
predominant manifestation in the parent-child relationship, is 
understanding, indicated by (56.82%) of the respondents. Also, 
(20.45%) of the responding parents perceive the relationship with their 
child as supportive, and no (6.82%) consider this relationship to be 
characterized by gentleness. Most parents build their relationship with 
their child based on support and understanding, but more rigid 
relational styles (critical, controlling, perfectionist) also coexist, even if 
they are much less indicated in this study (4.55%), they can still 
influence the family dynamics. 
The next question of the questionnaire aimed at identifying the needs 
of the parents. The answers are presented in Table no. 4. 
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Answer N Frequency Percentage 
% 

Love 44 22 50.00 
Connection 44 19 43.20 
Understanding 44 16 36.40 
Appreciation 44 11 25.00 
Acceptance 44 8 18.20 
Validation 44 5 11.40 
Recognition 44 5 11.40 
Table no. 4. My needs as a parent 
 
The most frequently indicated answer regarding parental needs is the 
need for love, mentioned by (50%) of the respondents. The following 
parental needs indicated are connection mentioned by (43.20%), 
understanding with (36.40%), appreciation with (25%) and acceptance 
with (18.20%). The most frequently mentioned needs are love, 
connection and understanding. Many parents also emphasize the need 
for affection and acceptance, which shows an orientation towards 
emotional support. 
Regarding the question that aimed at indicating the needs of their 
child/children by the responding parents, we find from Table no. 5, the 
following answers: 
 
Answer N Frequency Percentage 

% 
Love 44 27 61.40 
Understanding 44 25 56.80 
Autonomy 44 18 40.90 
Appreciation 44 17 38.60 
Connection 44 17 38.60 
Acceptance 44 15 34.10 
Validation 44 13 29.50 
Recognition 44 8 18.20 
Table no. 5. My child/children's needs 
 
The most frequently mentioned needs are love (61.40%) and 
understanding (56.80%). These are present in over half of the 
respondents, indicating that people consider love and being understood 
by others to be fundamental to their well-being. This is followed by 
autonomy (40.90%), then appreciation and connection (38.60% each). 
These values show that, in addition to emotional support, people also 
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need personal freedom and the feeling of being appreciated and 
connected to others. 
Acceptance (34.10%) and validation (29.50%) are mentioned by about 
a third of the participants — fewer than love or understanding, but still 
significant, suggesting the importance of being accepted and confirmed 
by others. Recognition (18.20%) has the lowest weight, with just under 
a fifth of respondents indicating this need, which may suggest that 
obtaining explicit recognition (praise, status) is less of a priority than 
emotional support and understanding. We believe that there is 
coherence between the needs of parents and those attributed to children 
– both oriented towards the emotional and relational dimension. 
Another question in the questionnaire aimed at identifying 
obstacles/difficulties encountered in the role of parent. The answers are 
presented in Table no. 6. 
 
Answer N Frequency Percentage 

% 
Not encountering difficulties 44 17..0 38.60 
Professional stress 44 11.0 25.00 
Parental stress 44 10.0 22.70 
Addiction to 
screens/substances 

44 8.0 18.20 

School demotivation 44 7.0 15.90 
Single parent 44 5.0 11.40 
Indiscipline 44 5.0 11.40 
Divorce 44 4.0 9.10 
Conflictual relationships with 
partner 

44 3.0 6.89 

Disability 44 1.0 2.30 
Illnesses/conditions 44 1.0 2.30 
Unemployment 44 0.0 0.00 
Death in the family 44 0.0 0.00 
Table no. 6. Obstacles/difficulties encountered in the role of parent 
 
Most of the respondent’s state that they do not encounter difficulties — 
17 people (38.60%). This suggests a relatively high level of perceived 
balance or a lower willingness to declare personal problems. 
Professional stress (25.00%) and parental stress (22.70%) are the main 
difficulties mentioned by those who recognized challenges, showing 
that work-related pressures and parental responsibilities are the most 
frequent sources of discomfort. Addiction to screens or substances 
(18.20%) and school demotivation (15.90%) also appear in notable 
proportions, signaling concerns related to mental health and 
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educational performance. Problems such as being a single parent and 
child undiscipline are reported by 11.40% of participants. 
Other difficult situations are divorce (9.10%), conflicting relationships 
with the partner (6.89%), disability and diseases/conditions (each 
2.30%) have a low frequency but may indicate significant difficulties 
for the affected individuals. Unemployment and death in the family 
were not reported by any respondent in this sample. We note that the 
surveyed group seems more oriented towards daily challenges and 
social roles, rather than towards major critical events. 
We were also interested in parental beliefs. Thus, the answers chosen 
by the group of research subjects are presented in Table no. 7. 
 
Answer N Frequency Percentage 

% 
I choose to do everything for the 
good of my child/children 

44 25.0 56.82 

My child is my friend 44 10.0 22.73 
Others 44 8.0 18.20 
I have a perfect child 44 1.0 2.30 
Children are the exclusive 
responsibility of the mother 

44 0.0 0.00 

The school is responsible for my 
child's education 

44 0.0 0.00 

Children know better what to do, 
I don't have to tell them 

44 0.0 0.00 

In the family, the child is free to 
do what he likes 

44 0.0 0.00 

My opinion as a parent is the 
only correct one 

44 0.0 0.00 

There is no need to play with my 
child, I am an adult 

44 0.0 0.00 

Table no. 7. Beliefs about parental roles 
 
The dominant option is “I choose to do everything for the good of my 
child/children”, checked by 25 people (56.82%). This indicates a 
majority orientation towards sacrifice and priority given to the child’s 
needs, reflecting a parenting style centered on the child’s well-being. 
“My child is my friend” is mentioned by 22.73% of respondents. This 
choice shows the desire of some parents to have a close relationship, 
based on trust and open communication. The “other” category 
(18.20%) suggests that some parents have personal perspectives, 
different from the pre-established options. The belief “I have a perfect 
child” appears very rarely (2.30%), indicating that only a very small 
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number of parents express this idealized perception. The other beliefs 
— such as “Children are the exclusive responsibility of the mother”, 
“The school is responsible for my child’s education” or “My opinion as 
a parent is the only correct one” — were not chosen by any respondent. 
The results outline a predominantly responsible, involved and 
affectionate parental profile, with an emphasis on the child’s well-
being and emotional closeness. At the same time, parents do not seem 
to adopt extreme perspectives (authoritarianism, total idealization, non-
involvement, exclusive maternal responsibility or delegation to the 
school). 
The final sections of the questionnaire highlight parents’ interest in 
personal development and training. Participants mentioned parenting 
courses, support groups and specialized readings as their main sources 
of learning. In Table no. 8. The results for the main sources of learning 
and personal development are presented. 
 
Answer N Frequency Percentage 

% 
Parenting books 44 13.0 29.50 
Discussions with life partner 44 11.0 25.0 
Other 44 7.0 15.90 
Informal discussions with other 
parents 

44 5.0 11.40 

Parenting courses 44 4.0 9.10 
Parent support groups 44 2.0 4.50 
Parental counseling 44 2.0 4.50 
I don't talk to anyone I know 
better what to do 

44 0.0 0.00 

I'm not interested in this topic 44 0.0 0.00 
Table no. 8. Personal development as a parent 
 
To improve their parenting skills, the most common option indicated 
by the study subjects is “parenting books” — 13 people (29.50%). This 
result indicates that almost a third of the respondents prefer 
information through individual reading, which is probably considered 
easily accessible and flexible. This is followed by “discussions with the 
life partner” (25.00%), which shows that a quarter of the parents value 
the support and exchange of ideas as a couple, for coherence in the 
child’s education. “Other” (15.90%) indicates the existence of 
individual resources or strategies (possibly the internet, podcasts, 
online groups, extended family, etc.) that the parents consider useful. 
Then "Informal discussions with other parents" mentioned by (11.40%) 
fewer are based on the experiences of peers, followed by "Parenting 
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courses" mentioned by (9.10%), and "parent support groups" and 
"parental counseling" indicated as sources of personal development, 
only by (4.50%) each, showing a low participation in professional 
training or organized support. No one chose "I don't talk to anyone, I 
know better what to do" and "I'm not interested in this topic", which 
shows that all participating parents show a certain interest in improving 
their role, even if the forms of involvement differ. The last aspect 
studied through the administered questionnaire aimed at identifying the 
training needs that parents have, the results can be found in Table no. 
9. 
 
Answer N Frequency Percentage 

% 
Managing the challenges specific to 
adolescence: self-esteem, self-image, 
self-identity, personal and 
professional aspirations, peer 
relationships 

44 13.0 29.55 

Managing one's own emotions and 
thoughts 

44 9.0 20.45 

Establishing behavioral boundaries 
in the parent-child relationship 

44 4.0 9.09 

I have no training needs 44 4.0 9.09 
Others 44 3.0 6.82 
Managing my child's undisciplined 
behavior 

44 3.0 6.82 

Managing my child's negative 
emotions 

44 3.0 6.82 

Managing my child's school activities 44 2.0 4.55 
Motivating my child for school, 
sports, artistic activities, etc. 

44 2.0 4.55 

Managing my child's conflictive 
relationships at school 

44 1.0 2.27 

Table no. 9. Training needs as parents 
 
The dominant need is managing the challenges specific to adolescence, 
13 people (29.55%). This includes complex aspects such as self-
esteem, personal and professional identity, aspirations, as well as 
relationships with peers. The result indicates that many parents feel the 
need for support in navigating their children's transition to adulthood. 
Next is the need for managing their own emotions and thoughts 
(20.45%), indicating that some parents want to develop their emotional 
and cognitive self-regulation to be more effective in their relationship 
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with their child. Setting behavioral limits in the parent-child 
relationship and "I have no training needs" are at the same level 
(9.09%), showing that for some parents the problem is maintaining 
authority and healthy rules, but there is also a small group that believes 
that they do not need additional support. Other needs are indicated with 
low frequency: managing the child's unruly behavior (6.82%), 
managing the child's negative emotions (6.82%) and other concerns 
(6.82%). Specific needs such as managing school activities (4.55%), 
motivating the child for various activities (4.55%) and managing 
conflicting relationships at school (2.27%) are reported by very few 
parents. We believe that parents are probably aware of the need for 
training in the field of emotional self-regulation and understanding the 
child's developmental stages. 
The results show that parents place a strong emphasis on emotional 
health and build empathetic relationships with their children. The 
difficulties reported are mainly related to professional and parental 
stress, as well as the impact of technology on children. The analysis 
highlights the need for parenting education resources, especially for 
managing adolescence and emotions. 
To analyze the statistical association relationships between the 
categorical variables of the questionnaire, the Chi-square test of 
independence (χ²), appropriate for categorical variables, was used. 
Statistical significance was set at the p < 0.05 threshold. 
Three significant associations were identified. Thus, the self-care mode 
of parents (emotional, physical, spiritual, etc.) correlates with their 
perception of the parental role, χ²(20) = 52.54, p = 0.0001 
The dimension that parents cultivate for self-care is associated with 
expressed needs, recognition, love, validation, autonomy, χ²(76) = 
104.78, p = 0.016 
Parents' self-perception ("good enough", "democratic", "authoritarian", 
"perfect") is associated with the reported relational style 
("understanding", "supportive", "critical", "controlling") χ²(30) = 
69.33, p = 0.0001 
The results highlight a coherence between the internal dimensions of 
parenting (self-care, self-perception) and external manifestations 
(expressed needs, relational style with the child). Parents who cultivate 
emotional or spiritual balance tend to consider themselves “good 
enough” and express needs for connection and recognition. This self-
definition is congruent with models of constructive parenting 
(Winnicott, 1965; Baumrind, 1991). 
Self-perception as “good enough” or “democratic” is associated with 
supportive and empathetic relationships with children, confirming the 
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importance of parental mindset on family climate (Siegel, 2012; 
Gottman & Declaire, 1997). 
In contrast, orientation towards a role perceived as “perfect” or 
“authoritarian” is more frequently correlated with critical and 
controlling attitudes, suggesting a risk for rigidity and reduced 
emotional flexibility. 
Correlational analysis confirms that self-care strategies and self-
definition as a parent are significantly associated with both expressed 
needs and the style of relating to the child. The results may constitute a 
starting point for parenting counseling programs focused on: 
• developing emotional self-care, 
• cultivating a flexible parenting mindset, 
• promoting supportive and empathetic relationships with children. 
Overall, these data highlight the importance of parenting support 
programs that promote emotional balance and self-care, not only as a 
tool for reducing stress, but also as a foundation for developing a 
healthy parental identity and clarifying one’s own needs. 
 
Conclusions 
This study provides a descriptive perspective on parents' perceptions of 
their role, their own needs and the difficulties encountered. The data 
suggests the need for educational programs focused on emotional 
support, stress management and the development of parenting skills for 
critical stages of child development. The questionnaire analyzed brings 
to the fore the need for parents to support in all dimensions of family 
life. The analysis confirms that self-care strategies and the way of self-
definition as a parent correlate significantly with both the expressed 
needs and the style of relating to the child. Parents' self-care mode 
(emotional, physical, spiritual, etc.) correlates with their perception of 
the parental role, the dimension that parents cultivate for self-care is 
associated with expressed needs, recognition, love, validation, 
autonomy, and parents' self-perception ("good enough", "democratic", 
"authoritarian", "perfect") is associated with the reported relational 
style ("understanding", "supportive", "critical", "controlling"). 
Therefore, providing educational programs, psychological support and 
access to updated information can contribute to a better adaptation of 
parents to current challenges. The multidimensional approach to 
parenting is essential to build resilient families and healthy societies. 
We aim to use these results to optimize the curriculum of the Subject 
Parenting. Theoretical-applied perspectives in approaching 
partnerships with parents, taught within the Master program in 
Psychopedagogy of Early Education and Early Childhood Education. 
We also understand that the limits of this research are given by the 
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relatively small number of research subjects, in this sense we propose 
to continue this ascertaining study. 
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Abstract: The research study focused on comparing the time 

preschool children spend on screens (TV, computer) versus 
time spent outdoors, while also exploring their involvement 
in sports and artistic activities from a gender perspective. 
A total of 130 parents of preschoolers participated by 
completing a questionnaire. Children spent the most time 
outdoors on weekends (M=4.92; SD=1.471) and weekdays 
(M=3.89; SD=1.295). Over half of the preschoolers (77 
children, 59.23%) regularly participated in sports 
activities. The most popular sports were dance (11 
children, 14.28%), swimming and football (10 children 
each, 12.98%), followed by gymnastics (7 children, 
9.09%), basketball (6 children, 7.79%), handball (5 
children, 6.49%), and hockey/skating (4 children, 5.18%). 
In terms of cultural-artistic activities, slightly fewer 
children participated (43.8%, 57 children) compared to 
those who did not (56.2%, 73 children). Among those 
involved, most (30 children, 52.63%) took painting or 
drawing classes. Other activities included learning musical 
instruments like piano, violin, or percussion, and ballet, 
each with 8 children (14.03%). The data revealed that boys 
were more inclined towards sports, while girls preferred 
artistic activities. 

 
Keywords: preschoolers; sports activities; artistic activities. 
 
Introduction 
Guidelines for movement in early years emphasize that meeting all 
three movement behavior recommendations (sleep, sedentary behavior, 
and physical activity) is important for the health and development of 
children (Christian et al., 2022). At their age, preschoolers are heavily 
dependent on adults for their physical activity behaviors (i.e., physical 
activity and sedentary behavior) (Eichinger, Schneider, De Bock, 
2018). Public health organizations recommend that preschool-aged 
children accumulate at least 3 hours of physical activity daily (Vale et 
al., 2015). Despite this recommendation, children today spend an 
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unprecedented amount of time watching or interacting with screens 
(both television use and electronic media). 
 
Background 
As an integral part of children's lives in the digital era, screen media 
usage includes activities such as Internet browsing, computer use, 
mobile phone use, TV watching, and video games. These activities 
have become one of the most popular leisure activities for children and 
an increasingly used learning tool in schools (Bustamante, Fernández-
Castilla, Alcaraz-Iborra, 2023). Research conducted in 2023 revealed 
that a large proportion of preschool children exceeded the maximum 
recommended screen time of ≤2 hours/day (61.7%; n = 262) (Walaa et 
al., 2023). Factors such as the child’s age, mother’s age, and the child’s 
birth order among siblings were significantly associated with screen 
time duration (Walaa et al., 2023). Studies have concluded that 
preschoolers spend approximately the same amount of leisure time 
engaged in physical activities as in sedentary behaviors (Robatsch, 
Voitl, Diesner-Treiber, 2021). Other research indicates that 
preschoolers who spent more time on screens (both TV viewing and 
electronic media use) scored lower in language production, language 
comprehension, and parent-child closeness (Gath, McNeill, Gillon, 
2023) and exhibited poorer psychosocial well-being (Zhao et al., 
2018). Excessive screen time (TV, computer) is a major factor 
contributing to an increased risk of childhood obesity (He et al., 2005; 
Frank et al., 2018) and negatively impacts visual-motor integration and 
quality of life in preschool children (Mahmoud, Al-Tohamy, Abd-
Elmonem, 2021). 
Outdoor activities for preschoolers contribute to their development, 
quality of life, and health (Kolehmainen et al., 2023) as well as to 
positive emotional-social functioning (Abdessemed et al., 2021). Low 
levels of residential greenery and reduced time spent in parks have 
been associated with poorer general and mental health among 4-6-year-
old children (Andrusaityte et al., 2020). 
Research has identified key factors influencing children’s outdoor 
experiences: paved surfaces, integration of natural elements, richness 
of space, playground facilities, resting facilities (Wang et al., 2024), 
trees, and shrubs in children’s play landscapes (Boldemann et al., 
2011), and walking/cycling/transport infrastructure (Merucci, Geneau, 
2022; Lu et al., 2022). 
Regarding outdoor activity, a study from 2019 noted that preschoolers 
engaged in more physical activity and less sedentary activity on 
weekdays compared to weekends (Nilsen et al., 2019). Research 
findings indicate a decrease in total physical activities related to sports 
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and an increase in screen time among preschoolers. The family 
environment and parental support are important for preschoolers’ 
physical activity levels and screen time (Beck et al., 2023). In this 
context, increasing physical activity intensity and supporting 
participation in organized sports are viable targets for enhancing 
cognitive and psychosocial development in preschoolers (McNeill et 
al., 2018), improving cognitive performance (Zhang et al., 2020), 
reducing cardiovascular and metabolic disease risks, and alleviating 
symptoms of depression or anxiety. 
Participation in children’s sports is increasingly popular and 
widespread in Western culture. Children who engage in physical 
leisure activities (jogging, football, aerobics, gymnastics, team sports) 
exhibit fewer or significantly reduced dependencies compared to their 
peers who spend their leisure time without engaging in any physical 
exercise (Lupu et al., 2014) and demonstrate enhanced executive 
function performance. Family expenditures and time allocation are 
relatively high for sports activities such as running and winter sports, 
while lower for other sports like fitness, walking, or swimming 
(Thibaut, 2017). Results show a significant association between the 
intensity of effort in team sports and the frequency of physical 
activities per week. Children who participated in high-intensity team 
sports were 2.5 times more likely to be physically active (Kudlacek, 
2021). 
Artistic activities serve as a resource for overcoming negative emotions 
and preventing anxiety and depression (GómezRestrepo et al., 2022). 
Participation in such activities can help children acquire healthy coping 
skills, strengthen emotional regulation abilities, and reduce anger-
related issues (Gürkan, Çimke, Gürkan, 2024). Playgrounds with sports 
activities attracted 53% more users during activity periods. This 
increase was observed only among boys (Bliekendaal, Nauta, 2024). 
Sports are among the top activities for boys and less preferred by girls, 
who actively engage in artistic activities (Žumárová, 2015). 
 
Methodology 
The objectives of the research were to: (1) analyze screen time (TV, 
computer) versus outdoor time (outdoor activities), and (2) analyze 
sports and artistic activities as leisure options for preschoolers, 
including a gender perspective. 
The method used was a survey through a questionnaire. The research 
instrument was a questionnaire developed and validated for this 
research (Cronbach’s Alpha value of .893, indicating high 
consistency). Data was collected from May to June 2024. Consent was 
obtained before applying the instrument, explaining the research 
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purpose, method, instrument, associated risks, and participant rights to 
the subjects. Participants were assured of data confidentiality. On 
average, completing the questionnaire took 15-20 minutes per 
participant. The questionnaire had four dimensions: information about 
the child’s life, information about leisure opportunities, information 
about the child’s leisure time, and identification data. Items included 
dual-choice, multiple-choice, or Likert scale questions. The participant 
group consisted of 130 subjects, parents of preschool children, mostly 
female (91.5% - 119 subjects), with a minority of males (8.5% - 11 
subjects). The average age of the group was 35.87 years. Most subjects 
were aged 31-40 years (85 subjects - 65.4%), followed by 24 subjects 
(18.5%) aged 41-50 years, 20 subjects (15.4%) aged 21-30 years, and 
one subject (0.8%) over 50 years old. Most subjects were married 
(90.8% - 118 subjects), with a small percentage in cohabitation (6.9% - 
9 subjects) and divorced (2.3% - 3 subjects). In terms of family 
income, most families (52 - 40%) earned over 8001 RON, while fewer 
families had incomes ranging from 4001-5000 RON (13.1%), 5001-
6000 RON (12.3%), and 7001-8000 RON (12.3%). Families earning 
below 3000 RON accounted for 3.1%, with two subjects (1.5%) 
refusing to answer this item. Most parents (46.9% - 61 subjects) 
reported having one child, 42.3% (55 subjects) had two children, 9.2% 
(12 subjects) had three children, and only 1.5% (2 subjects) had more 
than three children. The children of the investigated parents were 
predominantly female (79 – 60.8%), with males accounting for 51 
(39.2%). Most children (58.5% - 76 subjects) were the firstborn, 
followed by 36.2% (47 subjects) as second-born, 3.8% (5 subjects) as 
third-born, and only 1.5% (2 subjects) as fourth-born. For the majority 
of parents (78.5% - 102 subjects), children attended a full-day 
kindergarten program (8 hours), while the remaining children (21.5% - 
28 subjects) attended a half-day program (4 hours). 
 
Results 
We begin with the first objective: analyzing time spent on screens (TV, 
computer) versus outdoor time (see Table 1). Given the children’s age, 
it is noteworthy that parents spend the most time with their children in 
outdoor activities, both on weekends (M=4.92; SD=1.471) and on 
weekdays (M=3.89; SD=1.295) (Vale et al., 2015; Andrusaityte et al., 
2020). It is encouraging that parents choose to spend time with 
preschoolers outdoors, engaging in activities that meet the needs of 
young children at this age. Watching TV programs is the second choice 
for parents in spending leisure time with preschoolers (M=3.08; 
SD=1.236 – weekend TV time, and M=2.55; SD=1.086 – weekday TV 
time). 
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No. Leisure Time Activities M SD 
1 Outdoor time (weekends) 4.92 1.471 
2 Outdoor time (weekdays) 3.89 1.295 
3 TV time (weekends) 3.08 1.236 
4 TV time (weekdays) 2.55 1.086 
5 Computer time (weekends) 1.98 1.242 
6 Computer time (weekdays) 1.75 1.135 

 
Table 1. Mean Values for Leisure Time Activities 

 
Currently, the age of children accessing computers is decreasing, and 
the time spent on computers is increasing. However, the surveyed 
preschoolers’ parents seem not to follow this trend. Among the three 
investigated activities – “outdoor time,” “TV time,” and “computer 
time” – parents reported the lowest mean value for computer activities 
(M=1.98; SD=1.242) on weekends, as well as on weekdays (M=1.75; 
SD=1.135) (Nilsen et al., 2019). From the perspective of age 
categories, parents aged 21-30 years recorded the highest value: 
M=2.65; SD=.875 for “TV time on weekdays” and “TV time on 
weekends,” respectively. The same age category (21-30 years) 
recorded the highest values for “playtime outdoors both during and at 
the end of the week”: M=4.35; SD=1.496 and M=5.45; SD=1.050, 
respectively. The 31-40 age group had the highest mean: M=3.09; 
SD=1.351 for “computer time during weekdays” and weekends. 
Regarding family income, families with incomes below 3000 
RON/month recorded the highest mean for “TV time during 
weekdays” – M=3.75; SD=.500, and weekends – M=4.75; SD=.500. 
For “computer time during weekdays,” families earning between 3001-
4000 RON recorded the highest mean: M=2.36; SD=1.502, while for 
weekends, families earning 5001-6000 RON recorded the highest 
mean: M=2.63; SD=1.025. Families with monthly incomes below 3000 
RON also recorded the highest mean for “weekday outdoor time” – 
M=5.25; SD=.500. Families with monthly incomes between 7001-8000 
RON recorded the highest mean for “weekend outdoor time” – 
M=5.88; SD=1.088. 
The research explored whether parents watch TV/computer together 
with preschoolers. Unfortunately, the percentage of parents who 
"never," "very rarely," or "rarely" watch TV/computer with their 
children is higher (56.9% - 74 subjects) compared to those who "often" 
or "very often" watch TV/computer together with their children (43.1% 
- 56 subjects) (Beck et al., 2023). This situation is unfortunate given 
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the young age of the children, as an adult’s presence is necessary to 
intervene when needed. Furthermore, the research aimed to identify 
what parents do while watching TV/computer with their children. Most 
parents (46.2% - 60 subjects) act correctly by watching with the child 
and discussing what they see. Twenty parents (15.4%) only watch with 
the preschoolers, while 24 parents (18.5%) perform personal/household 
tasks while the child watches TV/computer. A total of 26 subjects 
(20%) did not respond to this questionnaire item. 
Following ANOVA, the results showed: F(4) = 4.697, p < 0.001 
between "time spent on the computer during weekdays" and "parental 
presence when the child watches TV/computer"; F(4) = 4.456, p < 
0.002 between "time spent on the computer during weekends" and 
"parental presence when the child watches TV/computer." A very high 
positive Pearson correlation was recorded between "time spent on the 
computer during weekdays" and "time spent on the computer during 
weekends" (.787**, p = 0.01). High positive correlations were also 
observed between "TV time during weekdays" and "TV time during 
weekends" (.631**, p = 0.01), and between "time spent outdoors with 
preschoolers during weekdays" and "time spent outdoors with 
preschoolers during weekends" (.550**, p = 0.01). 
We continue with the second objective: analyzing sports and artistic 
activities as leisure options for preschoolers, including a gender 
perspective. Let us begin with analyzing sports practiced by 
preschoolers (see Table 2). It is noteworthy that more than half of the 
children systematically practice a sport (77 children - 59.23%). The 
most practiced sport by preschoolers is swimming (30 subjects – 
38.96%), followed by sports dances (11 subjects – 14.28%) and 
football (10 subjects – 12.98%). These are followed by gymnastics (7 
subjects – 9.09%), basketball (6 subjects – 7.79%), handball (5 
subjects – 6.49%), and hockey/skating (4 subjects – 5.18%). Karate 
and skiing are at the bottom (2 subjects – 2.59% each). 
 

No
. 

Type of 
Sport 

No. of 
Subject
s 

Percentag
e 

No
. Type of Sport 

No. of 
Subject
s 

Percentag
e 

1 Football 10 12.98% 6 Sports dances 11 14.28% 

2 Handball 5 6.49% 7 Hockey/skatin
g 4 5.18% 

3 Basketbal
l 6 7.79% 8 Gymnastics 7 9.09% 

4 Karate 2 2.59% 9 Skiing 2 2.59% 
5 Swimmin 30 38.96%     



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                           p. 58-69 

64 
 

g 
 

Table 2. Sports Practiced by Preschoolers 
 
There are also preschoolers who practice a second sport, though they 
are few—27 children (20.76%). Given the age of the children, 
practicing a second sport is commendable. For the second sport 
practiced, only tennis is added to the list, with the remaining sports 
being those listed above. 
The research aimed to analyze how often children engage in specific 
sports activities each week. A positive finding was that preschoolers 
participated in sports twice a week (44 participants – 57.14%) or 
weekly (27 participants – 35.06%). Additionally, 2 preschoolers 
engaged in sports three times a week (2.59%), and 3 preschoolers 
participated in sports four times weekly (3.89%) (Kudlacek, 2021). 
Only one preschooler (1.29%) reported practicing sports occasionally. 
These results highlight a strong interest in sports activities among 
preschoolers. 
The study also examined preschoolers’ participation in artistic 
activities. In contrast to sports, a higher percentage of children did not 
engage in artistic activities (56.2% – 73 participants) compared to 
those who did (43.8% – 57 participants). Among those practicing 
artistic activities, most attended painting/drawing classes (30 
participants – 52.63%). This was followed by music instrument lessons 
(8 participants – 14.03%) and ballet classes (8 participants – 14.03%). 
Three children (5.26%) practiced two artistic activities, such as a 
musical instrument and ballet. The lowest percentages were recorded 
for choir and modeling courses, each with 2 participants (3.50%). 
Regarding frequency, most preschoolers attended artistic activities 
weekly (29 participants – 50.87%) or twice weekly (20 participants – 
35.08%). A small number engaged three times weekly (1 participant – 
1.75%), while others attended daily (3 participants – 5.26%) or 
monthly (2 participants – 3.50%). Two participants (3.50%) did not 
respond to this question. 
The study explored gender preferences in sports and artistic activities 
(see Figure 1). Boys predominantly chose sports such as soccer (9 boys 
vs. 2 girls), basketball (4 boys vs. 2 girls), and karate (2 boys vs. 0 
girls). Girls favored swimming (20 girls vs. 10 boys), dance (9 girls vs. 
2 boys), gymnastics (7 girls vs. 0 boys), handball (5 girls vs. 0 boys), 
hockey/ice skating (4 girls vs. 0 boys), and skiing (2 girls vs. 0 boys). 
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Figure 1. Gender Perspective on Children's Sports Preferences 
 
In artistic activities, boys were less represented (see Figure 2). Two 
boys compared to one girl practiced both a musical instrument and 
ballet. Boys and girls were equal in practicing music and painting, with 
2 participants each. Girls outnumbered boys in painting/drawing 
courses (23 girls vs. 8 boys), music instrument lessons (7 girls vs. 1 
boy), ballet (7 girls vs. 1 boy), choir (2 girls vs. 0 boys), and modeling 
(2 girls vs. 0 boys). 
 

 
Figure 2. Gender Perspective on Children's Artistic Activity 
Preferences 
 
Conclusions 
Parents reported spending the most time with their children outdoors, 
particularly during weekends (M=4.92; SD=1.471) and weekdays 
(M=3.89; SD=1.295). ANOVA analysis revealed significant 
correlations between "time spent on the computer during weekdays" 
and "parental presence during screen time" (F (4)=4.697, p<0.001), as 
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well as between "time spent on the computer during weekends" and 
"parental presence during screen time" (F(4)=4.456, p<0.002). 
Over half of the children systematically engaged in sports (77 children 
– 59.23%). Swimming (12.98%), sports dancing (14.28%), and soccer 
(12.98%) were the most practiced sports, followed by gymnastics 
(9.09%), basketball (7.79%), handball (6.49%), and hockey/ice skating 
(5.18%). Among artistic activities, painting/drawing courses were the 
most popular (52.63%), followed by music and ballet lessons 
(14.03%). Boys showed a preference for sports, while girls excelled in 
artistic activities (Žumárová, 2015). This research highlights the varied 
preferences of boys and girls and the importance of fostering 
opportunities for both sports and artistic pursuits among preschoolers. 
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Abstract: The global push for a healthier environment emphasizes the 

importance of sustainable computing in achieving the 
Sustainable Development Goals. However, the Chief 
Examiners of major examination bodies described 
students’ achievement in senior secondary school 
mathematics topics related to sustainable computing as 
weak. This study investigated the effect of a task-based 
learning (TBL) strategy on students’ learning of these 
topics, with gender as a moderating variable. A pretest-
posttest control group quasi-experimental design with a 2 
× 2 factorial was employed. The sample comprised 114 
senior secondary school students from two purposively 
selected public schools in the Ijebu-Education Bloc of 
Ogun State, Nigeria. The data collection instruments were 
the Task-Based Learning Strategy Instructional Guide 
(TBLSIG) and Sustainable Computing Mathematics 
Achievement Test (SCMAT), with a reliability coefficient of 
0.71. The finding revealed that students exposed to the TBL 
strategy significantly outperformed those taught using 
conventional methods (F(1,109) = 77.968, p < 0.05). 
Gender was not found to significantly affect students’ 
sustainable computing mathematics learning (F(1,109) = 
0.408, p > 0.05), as the TBL strategy was gender-neutral. 
The interaction effect of strategy and gender on learning 
achievement was not significant (F(1,109) = 0.784, 
p>0.05). Based on these findings, it is recommended that 
teachers adopt the TBL strategy for teaching sustainable 
computing mathematics and consider its application in 
other subject areas. The Computer Studies curriculum 
should also include sustainable computing mathematics to 
prepare students for sustainable development. 
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Introduction 
The world is interested in achieving a healthier planet and a better life 
for all by 2030. Towards this, United Nations members, including 
Nigeria, emphasize responsible use of the environment, a just society, 
and economic viability. United Education, Scientific and Cultural 
Organization (UNESCO, 2023) described education as a vital 
component of the Sustainable Development Goals (SDGs) and a 
critical enabler of the goals because it empowers individuals to be 
sustainable development change-makers through the acquisition of 
knowledge, skills, values, and attitudes needed to act responsibly in 
their environment. Education is, indeed, a means of achieving all other 
sustainable goals.  
Meanwhile, in a world dominated by computing resources, rapid 
economic development and competition from human activities 
adversely affect the environment, threatening the achievement of a 
healthier planet, as aspired to by member nations. For instance, the 
information technology industry has a negative environmental impact, 
ranging from the energy consumed by data centers to the toxic 
materials used in electronics. Similarly, a vast amount of energy is 
usually consumed by data centers, contributing to greenhouse gas 
emissions and climate change. Therefore, sustainability is crucial in 
designing, efficiently utilizing, and optimizing computing resources, as 
computing has significant costs, particularly the pronounced 
environmental impact of technology. As a result, individuals with 
sustainable computing skills are increasingly sought after to develop 
sustainable computing solutions.  
Given the crucial role of sustainable computing practices in mitigating 
the environmental impact of technology and the recommendation that 
computer scientists should contribute significantly to addressing the 
impact, schools should shift their focus toward equipping learners with 
the skills needed to contribute to environmental sustainability through 
computing. These practices promote responsible energy consumption 
and reduce adverse environmental impacts. Sustainable computing 
encompasses the application of sustainability principles to computer 
systems, including hardware manufacturing, software development, 
resource consumption (Mocigemba, 2006), and the proper disposal of 
computing resources after use. According to Gomes et al. (2019), 
sustainable computing identifies, formalizes, and provides solutions to 
computational problems in a way that balances economic and societal 
needs, ensuring a sustainable future. 
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Meanwhile, Mathematics plays a crucial role in developing sustainable 
computing practices. It is argued that applying advanced mathematical 
algorithms can significantly reduce energy consumption (Rodrigues, 
2023). Similarly, Xu et al. (2019) found that mathematical 
compression techniques can reduce data storage requirements by 30%. 
Mathematics also improves efficiency in other areas. Chen and Lin 
(2018) demonstrated that mathematical models can enhance the 
accuracy of predictive analytics by 40%, enabling better resource 
allocation and reduced waste in computing systems. It has also been 
maintained that cutting the data center costs will result in more 
efficient end-user services. Thus, the hardware can be rationalized for 
optimal resource utilization through hardware virtualization, reducing 
costs while improving efficiency, which is achievable by designing 
efficient algorithms to support sustainable computing (Kumar & 
Chander, 2020). Furthermore, the mathematical optimizations in cloud 
computing can lower operational costs by 20%, making sustainable 
practices both environmentally friendly and economically viable 
(Miller, 2019).  
However, at the secondary school level, where the learners’ 
foundational mathematics skills are to be sharpened, students’ 
performance in the subject has been unsatisfactory. According to the 
Science and Technology Education Policy, the Federal Ministry of 
Education (FME, 2018) expressed concern that students’ performance 
in mathematics and science consistently fell below 50%. The situation 
remains unabated, as exemplified by the reports of the West African 
Examinations Council (WAEC) Chief Examiners (2018-2023). It is 
also worrisome that areas of mathematics needed for sustainable 
computing practices are identified as the students’ weak areas. These 
areas included algebra, vectors and matrices, statistics, probability, and 
number systems. For instance, algebra helps to represent real-world 
problems with variables and equations for easy solutions. Likewise, 
statistics can help understand energy-use patterns in computing for 
trend analysis and prediction of future energy use. Machine learning, 
an essential aspect of sustainable computing, relies on vectors and 
matrices to design algorithms to optimize energy consumption.  
The FME (2018) called for a paradigm shift in teaching methods 
because the teacher-centered approach, which is abstract and 
theoretical, cannot enhance learning as effectively as student-focused 
methods that encourage hands-on activities. The reports of WAEC 
Chief Examiners (2018-2023) suggested that teachers should make 
teaching and learning mathematics more engaging and practical. They 
should assign more tasks involving problem-solving in class and as 
homework. Abdullah and Haji (2022) noted that the task-based 
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learning (TBL) strategy has shown potential in enhancing learning 
outcomes in various science subjects. However, its implementation in 
mathematics learning, especially in the areas identified, has not been 
widely explored within the Nigerian teaching and learning context. 
Therefore, the decision to use the TBL strategy to teach the identified 
areas of mathematics is to assess its effectiveness in building the 
foundational skills needed for sustainable computing. 
Task-based learning (TBL), initially developed in language education, 
helps learners engage with challenging problems through individual or 
collaborative efforts. Sholeh et al. (2020) defined TBL as a teaching 
approach that promotes authentic language learning tasks. This 
approach is well-suited for implementing skills-based learning, as it 
motivates and engages students in the learning process. In a TBL class, 
the teacher facilitates, overseeing the students’ tasks and guiding their 
learning and thought processes. Students collaborate, focus on assigned 
tasks, and connect their daily experiences to classroom activities. The 
method assumes that students learn more effectively when 
concentrating on tasks that stimulate the critical thinking necessary for 
positive learning outcomes. TBL requires students to use pragmatic 
language processing to optimize learning (Dewi & Falqotur, 2022), 
holding them accountable for their learning through focused interaction 
with the materials (Abdullah & Haji, 2022). Azlan et al. (2019) 
categorized TBL tasks into three stages: pre-task activities, where 
students and teachers discuss the task before implementation; the task 
cycle, which focuses on how the tasks are performed; and the post-task 
stage, where students share the outcomes of the tasks with their peers. 
Radwan (2023) investigated the impacts of TBL on students’ 
achievement in English creative reading skills and found that the 
strategy improved learning outcomes compared to the conventional 
teaching method. The finding was attributed to TBL’s tendency to 
make learners focus and situate their learning within their everyday 
experience. Although there is a geographical difference, this finding 
aligns with the study by Naqsyabandiyah and Dehghani (2023), which 
employed the Define, Design, Develop, and Disseminate modes of the 
TBL to determine their effectiveness in teaching 11th-grade students 
linguistics in secondary schools. Their study also reported the 
effectiveness of the strategy over the conventional teaching method, 
finding that TBL helped learners retain vocabulary and transfer 
knowledge. They suggested that further studies should be conducted on 
the factors necessary for adopting and using TBL in schools. 
Faridaman et al. (2024) also assessed how the task-based learning 
(TBL) model could enhance English achievement among Grade IV 
students at SD Negeri 201 Palembang. Their findings indicated that the 
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strategy had a significant impact on student outcomes in the subject. 
Anives and Ching (2022) also found that TBL effectively improves 
students’ computational thinking skills in mathematics. Students who 
engaged with the task-based learning (TBL) module demonstrated 
notable gains in problem-solving, decision-making, sequencing, 
algorithm development, and quantitative measurement, outperforming 
those in the control group taught using traditional methods. This TBL 
module, structured around pre-task, task, and review phases, was 
recommended due to its effectiveness in enhancing mathematics 
learning. Highlighting TBL’s interdisciplinary potential, Burdujan 
(2024) implemented it to promote both linguistic proficiency and 
subject-specific knowledge through teamwork. The study examined 
TBL’s goal-oriented nature and ability to simulate real-world 
scenarios. The results revealed that task-based learning (TBL) 
effectively enhanced students’ linguistic abilities, critical thinking 
skills, and comprehension of real-world issues. In a related study, 
Zambrano et al. (2023) examined the effectiveness of TBL on the 
mathematics learning of Ecuadorian students in four phases: 
preparation, learning, retention testing, and delay testing. The study 
found that the task-based group outperformed its counterparts in the 
control group due to the interaction among learners, which reduced 
their cognitive load. The experimental group demonstrated higher 
levels of cognitive interaction and retained more knowledge than their 
control group peers. 
Gender differences in mathematics achievement are pervasive in the 
literature, contradicting the sustainable development agenda of 
educational equality. This difference is attributed to sociocultural 
factors, including the belief that mathematics is a male-dominated field 
and that females should limit their involvement. However, several 
studies on gender achievement in mathematics have yielded mixed 
results. For instance, Egara and Mosimege (2023), who investigated 
students’ achievement in algebra after exposure to computer-simulated 
lessons, reported that female students outperformed their male 
colleagues. However, Vos et al.’s (2023) study, which explored 
whether there is a gender discrepancy in students’ performance on 
arithmetic and cognitive reflection tests, showed that females scored 
significantly lower than males in these areas. It was also found that the 
gender difference in achievement was mediated by mathematics 
anxiety and gender-related stereotypes. Using a self-regulated learning 
strategy, Akinsola et al. (2023) examined the gender difference in 
students’ performance in Mathematics. It was found that gender did not 
significantly impact students’ achievement. However, male students 
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taught with self-regulated learning scored higher than female students. 
Conversely, the females outperformed the males in the retention test. 
 Specifically, the Nigerian government is displeased with the gender 
gap due to the abysmally low involvement of females in science and 
technology-related studies and occupations, preventing female folk 
from reaching their full potential, excluding them from decision-
making and making them unable to contribute to social change (FME, 
2018). Hence, this study explored the moderating effect of gender on 
the academic achievement of students in sustainable computing 
mathematics. 
According to Peters et al. (2024), sustainable computing education 
research is still in its infancy, as most articles in this area lack robust 
empirical procedures on the importance of sustainable computing in 
sustainable development. Similarly, evidence in the literature is that 
mathematics is critical for sustainable computing and that students are 
underperforming in senior secondary school mathematics aspects 
essential for sustainable computing, operationally defined as 
sustainable computing mathematics in this study. Thus, this study 
investigated how the Task-Based Learning (TBL) strategy affects 
students’ mathematics learning. It also examined how gender 
moderated the effect of the strategy on their performance. 
The main objective of this study was to assess the impact of the Task-
Based Learning (TBL) strategy on students’ achievement in sustainable 
computing mathematics. In particular, the research explored how TBL 
affects students’ academic performance in sustainable computing 
mathematics. Additionally, it examined the moderating role of gender 
on their learning achievement after exposure to the TBL strategy. Two 
research questions and three hypotheses guided the study in achieving 
its objectives. 
 
Research questions 

i. What are the students’ pretest and posttest mean achievement 
scores by strategy? 

ii. What are the students’ pretest and posttest mean achievement 
scores by gender? 

Hypotheses 
H01: The teaching strategy (task-based learning versus conventional 
teaching method) does not significantly affect students’ academic 
achievement in senior secondary school sustainable computing 
mathematics 
H02: Gender does not significantly affect students’ academic 
achievement in senior secondary school sustainable computing 
mathematics. 
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H03: Strategy and gender do not significantly interact to affect 
students’ academic achievement in senior secondary school sustainable 
computing mathematics. 
 
Methodology 
This study used a quasi-experimental pretest-posttest control group 
design with a 2x2 factorial structure. Gender was used as a moderating 
variable alongside the TBL strategy to assess its effect on students’ 
learning of sustainable computing mathematics. 
The study targeted all public senior secondary school two (SS 2) 
students in the Ijebu Education Bloc of Ogun State. In Nigeria, 
mathematics is a core subject for all secondary school students. The 
sample consisted of one hundred and four (114) students from two 
purposively selected public secondary schools in the Ijebu Education 
Bloc of Ogun State, such that 55 and 59 students were in the control 
and experimental groups, respectively. The two schools were selected 
based on the criteria that they were co-educational and had qualified 
mathematics teachers with a minimum of a BSc. Ed (Mathematics), the 
school authorities approved the study to use one of the timetable’s 
mathematics and computer studies periods. The two schools were far 
from one another to prevent experimental contamination. In each 
school, an intact science class was also purposively selected, as only 
science students were qualified to study computer science, where more 
sustainable computing skills would be learned and applied. 
A procedural instrument, the Task-Based Learning Strategy Instruction 
Guide (TBLSIG), and a measuring instrument, the Sustainable 
Computing Mathematics Achievement Test (SCMAT), were used for 
data collection. The SCMAT was an instrument created by the 
researcher, consisting of two sections. Section A collected 
demographic information from the students, while Section B included 
30 questions related to mathematics topics pertinent to sustainable 
computing. The 30-item SCMAT was derived after subjecting the 
scores from the initial 90-item test administered to 105 students from 
non-selected schools to item difficulty and discrimination analysis. 
Experts in test construction, mathematics education, and computer 
education from Olabisi Onabanjo University, Ago-Iwoye, and 
secondary school mathematics and computer studies teachers 
scrutinized the instrument’s face and content validity. The instrument’s 
reliability was obtained by administering copies to 20 students from 
non-participating schools with characteristics comparable to those of 
the selected schools twice a week. The test-retest statistics yielded a 
reliability coefficient of 0.71. Similarly, a task-based learning 
instructional guide was developed for the experimental group to ensure 
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compliance with the study design. In contrast, the teacher in the control 
group used the usual lesson guide, which did not involve task-based 
learning. 
The researcher obtained permission from the authorities of the 
participating schools and held discussions with the mathematics and 
computer teachers to explain the study’s purpose, seeking their 
support. Additionally, the students were informed about the study’s 
objectives, assured of ethical conduct, and encouraged to lend their full 
support to achieve the goals. 
The study lasted six weeks, with the first week used for pre-
intervention discussions with school authorities and administering the 
Sustainable Computing Mathematics Achievement Test (SCMAT) as a 
pretest to the members of the control and experimental groups. The 
second through sixth weeks were dedicated to teaching algebra, 
statistics, probability, and number systems, with each topic covered 
twice a week in the experimental group. The tasks for each class were 
structured into three phases: pre-task, task-cycle, and post-task 
(Solechah, 2016), following the task-based learning strategy. This 
design was to actively engage students in meaningful tasks that reflect 
real-world applications of mathematics in sustainable computing. 
At the pre-task stage, the researcher introduced the concept of 
sustainable computing, focusing on its role in promoting sustainable 
development. The learning objectives for each topic —algebra, 
statistics, and probability — were explicitly stated to help students 
understand the real-world relevance of the mathematics they were 
about to learn. This set the context for the tasks, making students aware 
that acquiring sustainable computing mathematical skills would enable 
them to contribute to solving sustainability challenges through 
computing.  
To prepare for the upcoming task cycle, students were grouped into 
teams of four (two males and two females per group) based on their 
first-term mathematics examination scores, ensuring a mix of abilities. 
This grouping promoted peer learning and collaboration, critical 
components of task-based learning. In the task-cycle stage, students 
engaged in meaningful and authentic tasks related to sustainable 
computing - for example, the algebra lesson involved using algebraic 
equations to model heat emissions reduction strategies. Similarly, 
during the statistics lesson, students worked on analyzing real-world 
data related to sustainability, such as energy consumption trends. The 
students worked on these tasks individually and in groups, 
emphasizing collaborative problem-solving. They were encouraged to 
think critically, exchange ideas, and apply mathematical concepts to 
tackle these real-life problems. The researcher moved around the 
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classroom as a facilitator to observe the groups’ progress, offering 
feedback and guidance without providing direct solutions. This 
allowed students to develop autonomy and take ownership of their 
learning, a crucial aspect of the task-based approach. The tasks were 
designed to enhance mathematical proficiency and help students 
understand how mathematics can be applied to real-world scenarios, 
particularly in addressing sustainability through computing. In contrast, 
the same topics were taught in the control group using the conventional 
method. 
Task example: A company wants to reduce its heat emissions by 20% 
over the next five years. Let x represent the company’s current yearly 
emissions in tons. The company plans to reduce its emissions by a 
constant amount each year. Write an algebraic equation to represent the 
emissions reduction each year. 
Solution: Let the total reduction over 5 years be 0.20x. Each year, the 
reduction will be 0.20x/5=0.04x. The equation representing the 
company’s yearly emissions y after t years is: 
Y = 0.04xt 
After completing the tasks, students reflected on their work, discussing 
the mathematical processes they used and the relevance of their 
solutions to sustainable computing. This reflection helped reinforce the 
connections between the mathematics they learned and its application 
in solving practical problems related to sustainability. Students who 
struggled with certain concepts were provided with additional support 
through remedial activities, ensuring that no student was left behind. 
This process stage also allowed for the consolidation of learning, as 
students could revisit challenging areas and further internalize the 
skills they had developed. The students were typically given 
mathematics assignments related to sustainable computing for further 
practice in this area. A reshuffled Sustainable Computing Mathematics 
Achievement Test (SCMAT) was also administered to the control and 
experimental groups during this stage as a posttest. 
The data analysis was conducted using descriptive statistics, including 
bar charts, to address the research questions. For hypothesis testing and 
inferential statistics, specifically analysis of covariance (ANCOVA), a 
significance level of 0.05 was employed, utilizing the Statistical 
Package for the Social Sciences (SPSS) Version 23. 
 
Result 
The results are presented by the research questions and hypotheses. 
Research questions 
Research Question 1. What are the students’ pretest and posttest mean 
achievement scores by strategy? 
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Figure 1. Students’ pretest and posttest mean achievement scores by 

strategy 
 
Figure 1 indicates that students in the control group had marginally 
higher pretest mean achievement scores than those instructed with the 
Task-Based Learning (TBL) strategy. However, the students instructed 
with the TBL approach obtained higher mean posttest scores than their 
peers in the control group. 
 
Research Question 2. What are the students’ pretest and posttest mean 
achievement scores by gender? 

 
Figure 2. Students’ pretest and posttest mean achievement scores by 

gender 
 
Figure 2 shows that although male students’ pretest mean achievement 
scores before exposure to the strategy appear higher than those of 
females, the posttest mean achievement scores of both genders appear 
similar after exposure to the strategy.  
Test of Hypotheses 
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H01: The teaching strategy (task-based learning versus conventional 
teaching method) does not significantly affect students’ academic 
achievement in senior secondary school sustainable computing 
mathematics. 
 
Table1. Analysis of Covariance of students’ achievement in senior 
secondary school sustainable computing mathematics 

Source 

Type III 
Sum of 
Squares df 

Mean 
Square F Sig. 

Partial 
Eta 
Squared 

Corrected 
Model 403.516a 4 100.879 23.923 0.000 0.467 

Intercept 2349.707 1 2349.707 557.212 0.000 0.836 
Pretest 16.088 1 16.088 3.815 0.053 0.034 
Strategy 328.785 1 328.785 77.968 0.000 0.417 
Gender 1.720 1 1.720 0.408 0.524 0.004 
Strategy 
* Gender 3.305 1 3.305 0.784 0.378 0.007 

Error 459.642 109 4.217    
Total 20600.000 114     
Corrected 
Total 863.158 113     

R Squared = .467 (Adjusted R Squared = 0.448) 
 
Table 1 reveals that the strategy (TBL and conventional teaching 
method) significantly impacts students’ academic achievement in 
senior secondary sustainable computing mathematics (F(1,109) = 77.968, 
p<0.05). This result indicates a significant difference in the posttest 
mean achievement scores between students taught through the 
conventional method and those exposed to the Task-based learning 
strategy. Consequently, the hypothesis that the teaching strategy (task-
based learning and conventional method) does not significantly affect 
students’ academic achievement in sustainable computing mathematics 
in senior secondary school is rejected. 
A multiple classification analysis was performed to assess the extent of 
the effect of each teaching method, with results presented in Table 2. 
 
Table 2. Multiple classification analysis of students’ achievement in 
sustainable computing by strategy and gender 
Grand Mean = 13.16 
   Predicted 

Mean 
Deviation Factor 

Summary 
  N Unadj Adju Unadj Adju Et Beta 
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usted  sted 
for 
facto
rs 

usted  sted 
for 
facto
rs 

a adjus
ted 
for 
facto
rs 

Strat
egy 

Convent
ional 
method 

5
5 

11.25 11.25 -1.903 -
1.904 

0.6
88 

0.668 

 Task-
based 
learning 

5
9 

14.93 14.93 1.744 1.755 

Gen
der 

Male  5
1 

13.22 13.24 0.058 0.086 0.0
19 

0.028 

 Female  6
3 

13.11 13.09 -0.047 -
0.070 

 
Table 2 revealed that, with a grand mean of 13.16, students exposed to 
the Task-based Learning strategy achieved a significantly higher 
adjusted posttest mean score of 14.93, compared to 11.25 for those 
taught using the conventional method. This suggests that TBL is more 
effective in enhancing students’ learning of sustainable computing 
mathematics compared to the conventional teaching method. The Table 
also shows that the teaching strategy accounted for 66.8% of the 
variance in students’ achievement in sustainable computing 
mathematics. 
 
H02: Gender does not significantly affect students’ academic 
achievement in senior secondary school sustainable computing 
mathematics. 
As shown in Table 1, gender does not significantly affect students’ 
academic achievement in sustainable computing mathematics (F(1,109) = 
0.408, p > 0.05). This finding indicates that the gender difference in the 
students’ posttest mean achievement scores is insignificant. Therefore, 
the hypothesis that gender does not significantly affect students’ 
academic achievement in senior secondary school sustainable 
computing mathematics is retained. Table 2 further illustrates that 
while males had an adjusted posttest mean achievement score of 13.24, 
the females scored an adjusted mean of 13.09, which is not statistically 
significant. 
 
H03: Strategy and gender do not significantly interact to affect 
students’ academic achievement in senior secondary school sustainable 
computing mathematics. 
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The results in Table 1 indicate that there is no significant interaction 
effect of the teaching strategy (TBL versus conventional method) and 
gender on students’ academic achievement in senior secondary school 
sustainable computing mathematics (F(1,109) = 0.784, p > 0.05). This 
finding suggests that the posttest mean achievement scores for male 
and female students do not differ significantly across the two 
instructional methods. Therefore, the hypothesis that strategy and 
gender do not significantly interact to influence students’ academic 
achievement in senior secondary school sustainable computing 
mathematics is 

retained.  
Figure 3. Graph of the interaction effect of strategy and gender 
 
Figure 3 demonstrates that, regardless of gender, students exposed to 
the Task-Based Learning (TBL) strategy performed better than those 
taught using the conventional teaching method. Additionally, the 
difference in estimated marginal means between male and female 
students taught with TBL is smaller compared to their counterparts 
instructed with the conventional method. 
 
Discussion  
The demand for skills in sustainable computing practices has become 
increasingly important for achieving the Sustainable Development 
Goals. However, students are underperforming in sustainable 
computing mathematics. Therefore, this study investigated the effect of 
the Task-based learning (TBL) strategy on students’ academic 
achievement in mathematics related to sustainable computing. The 
findings revealed that students exposed to the TBL strategy 
significantly outperformed those taught using the conventional 
teaching method in sustainable computing mathematics. This outcome 
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indicates that students taught with the TBL strategy achieved higher 
results than those instructed with the conventional method, confirming 
the effectiveness of the TBL approach over traditional teaching 
methods. The effectiveness may be due to active engagement, 
problem-solving, and real-life application, allowing students to explore 
ideas more deeply and interact with them in an authentic context. The 
strategy allowed the students to think critically and collaborate to 
exchange ideas. The authentic task enabled learners to apply theoretical 
knowledge to real-world scenarios, thereby improving their motivation 
and understanding. As an experiential approach, TBL might have made 
learning sustainable computing mathematics easier than those in the 
control group. This finding is unsurprising because a growing body of 
research has advocated for student-centered strategies to teach complex 
subjects like mathematics, especially in an interdisciplinary aspect like 
sustainable computing. Precisely, this finding aligns with that of 
Radwan (2023), who examined the effects of TBL on students’ 
achievement in English as a foreign language (EFL) creative reading 
skills and found that the strategy improved learning outcomes 
compared to the conventional teaching method. It also concurred with 
that of Faridaman et al. (2024), who evaluated the impact of the TBL 
language teaching model on the achievement in English of Grade IV 
students at SD Negeri 201 Palembang and found the strategy to be 
significant in improving learning outcomes in the subject. 
Another finding indicated that there was no significant main effect of 
gender on students’ academic achievement in sustainable computing 
mathematics. This result suggests that there is no significant gender 
difference in the academic performance of students. These finding 
challenges common stereotypes and misconceptions regarding gender 
disparities in mathematical ability, particularly in the Science, 
Technology, Engineering, and Mathematics (STEM) fields, where 
male dominance is often emphasized. The lack of a significant gender 
difference suggests that both genders can achieve equally when 
provided with the same learning opportunities and instructional 
strategies, such as Task-Based Learning (TBL). This outcome supports 
the argument that factors such as teaching methods, learning 
environment, and engagement play a more significant role in academic 
performance than inherent gender-based differences in ability. 
Furthermore, this finding aligns with broader research indicating that 
gender gaps in mathematics performance often stem from social, 
cultural, and environmental factors rather than biological differences. 
The finding on the non-significant main effect of gender on 
achievement aligns with that of Akinsola et al. (2023), who examined 
the gender difference in students’ performance in Mathematics but 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                           p. 70-88 

84 
 

found no significant impact of gender on students’ learning. However, 
the finding contradicts that of Egara and Mosimege (2023), who 
investigated students’ achievement in algebra after exposure to 
computer-simulated lessons and reported that female students 
significantly outperformed their male colleagues.  
This study hypothesized that there would be no significant interaction 
effect between strategy and gender on students’ academic achievement 
in sustainable computing mathematics. The findings confirmed that 
there was indeed no significant interaction effect of strategy and gender 
on students’ learning. This indicates that the effectiveness of the 
instructional strategy was consistent across genders, suggesting that 
both male and female students benefited equally from the Task-Based 
Learning (TBL) approach. Furthermore, the method of instruction did 
not disadvantage either gender, highlighting TBL as a gender-neutral 
strategy that allows both males and females to show similar 
improvements. Additionally, these results demonstrate TBL’s 
adaptability in addressing students’ learning needs regardless of their 
social and cultural backgrounds, thereby enhancing the quality of 
instruction without perpetuating gender disparities in learning. This 
finding aligns with that of Akinsola et al. (2023), who examined the 
gender difference in students’ performance in mathematics and found 
that gender did not significantly impact students’ achievement after 
exposure to self-regulated learning strategies. However, this finding 
contradicts Vos et al.’s (2023) study, which investigated the 
performance of male and female students in arithmetic and cognitive 
reflection tests after exposure to computer-simulated lessons, and 
showed that females scored significantly lower than males in these 
areas.  
 
Conclusion 
The research investigated the effect of the task-based learning (TBL) 
strategy on students’ learning of sustainable computing mathematics, 
with gender as a moderating variable. The findings established that the 
task-based learning strategy significantly improved students’ learning 
outcomes, as evidenced by the higher posttest mean achievement 
scores recorded by the group taught with the strategy. Thus, the study 
concludes that teachers should adopt the TBL strategy for teaching 
mathematics topics related to sustainable computing. 
Similarly, the study found that gender was not a significant factor in 
students’ achievement when TBL was used, suggesting that the 
strategy effectively accommodates diverse learning needs. It is 
therefore implied that broader adoption of TBL—especially when 
social, cultural, and environmental barriers are minimized—could 
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contribute to reducing gender performance gaps in mathematics 
education. 
 
Recommendations 
Based on the effectiveness of the task-based learning strategy in 
enhancing students’ academic achievement in sustainable computing 
mathematics, it is recommended that teachers adopt this approach to 
teach sustainable computing aspects of mathematics. Its application 
should also be extended to other subject areas and educational contexts 
to understand its effectiveness in many areas of learning. It is worth 
noting that the strategy requires more time than is allocated to 
mathematics in the school timetable. Therefore, the timetable needs to 
be restructured to accommodate the TBL strategy, which requires more 
time.  
The government and other education stakeholders should organize 
workshops and training sessions where teachers can learn the tenets of 
task-based learning strategy to apply them in their teaching and 
learning. Since TBL is gender-neutral, with no significant difference in 
the posttest mean achievement scores between male and female 
learners, teachers should continue to develop gender-inclusive teaching 
strategies to bridge the gender performance gaps. Additionally, 
inclusive and supportive learning environments should be implemented 
to enhance students’ learning and reduce gender disparities.  
The Computer Studies curriculum should be restructured to include 
sustainable computing as a theme in mathematics. This theme will help 
students develop an adequate understanding of sustainable computing 
and its importance to the success of sustainable development, as well 
as acquire essential sustainable computing skills. 
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Abstract: This paper explores the importance of digital citizenship in 
higher education as a multidimensional concept that 
transcends technical competence. Digital citizenship is 
presented as a model that overlaps ethical awareness, 
social duty, and academic integrity to equip students to 
navigate the challenges of digital environments 
responsibly. The debate introduces the concerns of how 
issues such as academic dishonesty, privacy, 
disinformation, and pressures around identity shape 
students' online behaviors and whether they can engage 
critically with technology. Of specific interest is the 
intersection of digital citizenship and sustainability, and 
how good moral conduct online can contribute towards 
shared goals and prepare students to participate in global 
challenges. The debate makes a case for universities to 
design interventions, foster faculty engagement, and enact 
culturally responsive approaches that walk the line of 
digital skill opportunity and ethical practice. The 
conclusion of the article is that digital citizenship needs to 
become the key mission of higher education in order to 
prepare students to be effective, critical, and socially 
engaged citizens in a digital world. 

 
Keywords: digital citizenship; digital ethics, higher education, 

sustainability. 
 
Defining Digital Citizenship: Dimensions and Debates 
The concept of digital citizenship has become increasingly significant 
in educational research, particularly as universities and colleges adapt 
to the rapid digitalization of learning, communication, and civic life. 
While digital citizenship is often mentioned in policy and educational 
discourse, its definition is far from uniform. Scholars have debated its 
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scope, its relation to adjacent concepts such as digital literacy and 
digital rights, and its relevance for higher education students. By 
analysing the contributions of key studies, it is possible to map the 
contours of this concept and understand its role in contemporary higher 
education. 
Choi (2016) also presents perhaps the most thorough conceptual 
examination by positioning digital citizenship as the extension of 
democratic citizenship in the age of the internet. Instead of viewing it 
as technical competence purely, Choi sees digital citizenship as an 
integration of ethical as well as civic as well as participatory aspects. It 
implies not only the use of technology efficiently but also the use of 
technology in the manner in which it reflects the values of democracy 
like respect, equity, as well as responsibility. Here the orientation 
toward democracy plays an extremely important role in the higher 
education sector where not only professional competencies but also 
universities serve as academies where students are prepared for active 
participation in society. 
Jones and Mitchell (2016) also point up this dual nature of digital 
citizenship in their youth study. According to them, digital citizenship 
encompasses both the protective aspects of online safety and privacy as 
well as empowering aspects of civic involvement and agency in online 
domains. Their study implies that it is not possible to encapsulate 
digital citizenship as a checklist of competencies but, rather, it is an 
multidimensional construct influencing the way young people, 
including university students, negotiate the opportunities as well as the 
risks of online domains. It is reiterated in higher education contexts 
where the students bear not only the onus of learning the use of the 
digital tools for the purpose of academics but also the onus of 
maintaining integrity, critically examining the content available, as 
well as being an ethical member of online communities. 
The distinction between digital citizenship, digital literacy, and digital 
rights is another central discussion. Following the argument by 
Pangrazio and Sefton-Green (2021), although the three interlink, they 
should not replace each other. Digital literacy encompasses the 
technical as well as cognitive skills required for access, appraisal, and 
production of online content. Digital rights bring the spotlight on the 
prerogatives as well as protections people hold within the virtual 
sphere, all the way from freedom of expression as well as privacy to 
access. Digital citizenship encompasses both literacy as well as rights 
but extends beyond them in situating the individual as a responsible 
member of the digital common. It assumes especial resonance for the 
higher education context where the learner is not just the recipient but 
also the producer of scholarship, where their online behavior may 
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attract long-term consequences on scholarship integrity, professional 
standing, as well as civic identity. 
Efforts at measuring digital citizenship illuminate further the 
conceptual edges of the concept. Lozano-Díaz and Sebastián 
Hernández-Prado (2018) created an instrument for measuring digital 
citizenship and studied its psychometric properties. Their findings 
indicated the challenge of operationally defining digital citizenship due 
to the blend of technical, ethical, and civic aspects. Efforts at 
measuring it show similarly that digital citizenship itself is not an 
invariant trait but an evolving collection of behaviours and dispositions 
potentially varying by context. Fernández-Prados, Lozano-Díaz, and 
Ainz-Galende (2021) reiterated this point through carrying out a 
comparative study on the measurement of digital citizenship. It was 
their conclusion that although empirical instruments may be valuable, 
definitions as well as those of the indicators tend not to match study to 
study but complicate consensus-building. It betrays an ongoing 
difficulty: the notion widely accepted as valuable has contours in 
dispute. 
In higher education specifically, Al-Abdullatif and Gameil (2020) 
explored students’ knowledge and practice of digital citizenship. Their 
findings show a gap between awareness and application: while students 
often demonstrate knowledge of digital tools and norms, they may not 
consistently practice ethical or civic behaviours online. This suggests 
that digital citizenship in universities cannot be assumed to develop 
automatically with increased digital use. Instead, it requires intentional 
cultivation through curricula, institutional policies, and reflective 
learning opportunities. Similarly, Öztürk (2021), in a literature review, 
underscores that teaching digital citizenship in higher education often 
remains fragmented and underdeveloped. The review points to the need 
for systematic approaches that integrate digital citizenship into broader 
educational goals, rather than treating it as an optional or peripheral 
skill. 
Another relevant discussion comes from Slipenko et al. (2025), who 
examine the development of digital literacy in university settings. 
While their main area of interest lies in literacy, their discussion greatly 
resonates where digital citizenship is concerned. According to them, 
the basis upon which digital citizenship grows lies in the development 
of digital literacy so that students might critically access, evaluate, and 
produce online content without being able to make ethical decisions or 
civic actions. Their discussion supports the notion of not 
compartmentalizing the concept of digital citizenship as something 
unrelated to the development of digital literacy but considering it an 
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extension where the latter lies at the centre but rights, responsibilities, 
and social participation as well as other aspects might also feature. 
Bal and Akçil (2024) contribute an additional dimension by connecting 
sustainability in higher education with digital citizenship. Their work 
outlines the rollout of a sustainable online course intended for building 
the capacity for digital citizenship. They point out that digital 
citizenship not only has to be conceptualized as an individual capacity 
but as an institutional and collective responsibility as well. According 
to them, universities must incorporate digital citizenship in the context 
of teaching practices in order for it to foster lifelong learning, ethical 
understanding, as well as social responsibility. That resonates with 
larger discourses on sustainability in learning where the argument 
follows that digital citizenship helps in the preparation of learners for 
active participation in an increasingly changing as well as globalizing 
world. 
Taken as a whole, the studies suggest college-level digital citizenship 
as a multifaceted construct made up of literacy, ethics, rights, and civic 
engagement. It thus extends beyond attainment of technical skill to 
cultivation of dispositions toward critical thought, deference toward 
difference, and care for the content of one's own electronic record. In 
doing so, the studies call attention to challenges: definitional 
ambiguity, difficulty in measurement, and the gap between knowledge 
and practice. Each of the challenges in turn makes the case for the 
necessity of the leadership of higher education institutions in defining, 
teaching about, measuring digital citizenship as an institutional 
objective for the development of professionals who will also be 
engaged digital citizens. 
 
Ethical, Social, and Academic Challenges of Digital Citizenship 
Perhaps the most discussed sector of digital citizenship among 
university students relates to the use of technology on an ethical basis. 
Hamiti, Reka, and Baloghová (2014) maintain the perception that 
higher learning institutions have a dire need for embedding ethical 
knowledge among learners at the point of using information 
technologies. In their research work, they highlight the reality that 
learners lack clear knowledge pertaining to how ethical principles—
fairness, honesty, and respect—translate online. Instances of 
plagiarism, illicit sharing of materials, as well as misapplication of the 
information system mirror the difficulty of upholding the traditional 
ethical norms in the rapidly shifting online environment. 
Recent research has widened the discussion beyond individual 
behavior to larger systemic issues. Marín and Tur (2024), in a scoping 
review, identify an extensive set of ethical dilemmas linked to the use 
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of technology in learning contexts. They range from issues of 
surveillance, permission, data gathering, and the dichotomy between 
innovation and confidentiality. The writers insist on the point that 
ethical dilemmas go beyond individual decisions but are ingrained in 
institutional procedures, for example, the way universities structure 
online learning platforms or deal with student data. Their report 
recommends that digital ethics in higher education should be 
approached holistically where all the stakeholders--students, teachers, 
and the institution--share the onus. 
Zvereva (2023) elaborates on this argument further by discussing how 
higher education's digital ethics call for an updating of moral 
principles. She herself underlines the point that the realm of cyberspace 
isn't an objective field but an area informed by cultural values, power 
dynamics, as well as communication protocols. Effective digital 
citizenship therefore also implies universities seeking students' 
internalisation not just of technical principles but ethical principles 
tailored for online interactions as well as communication. It involves 
going beyond facile "dos and don'ts" toward cultivating ethical 
thinking as well as digital empathy. 
 
Social Challenges and Digital Responsibility 
In addition to ethics, digital citizenship also involves social 
responsibilities as well as challenges for students of higher education. 
Mothafar et al. (2024) deal with the notion of digital social 
responsibility, especially in the context of international higher 
educational institutions. Their research illustrates the way the 
university's digital culture may define the way students conceive and 
apply responsibility online. For instance, universities inspiring 
openness, inclusivity, as well as civic engagement online lead students 
not only to recognize themselves as individual learners but as part of an 
overarching online community. In this vein, digital social 
responsibility mediates the way students define their responsibilities in 
educational life as well as society at large, shape behaviors as 
informative sharing, civic engagement, as well as cultural respect. 
Li (2024) also emphasizes the necessity of connecting social 
responsibility with digital ethics. Comparing first- and fifth- year 
students, she reveals that data security knowledge as well as ethical 
consciousness grows along with the progression of study but not 
consistently. It follows then that social responsibility in the context of 
the internet doesn't naturally develop but must be the outcome of 
organized educational interventions. Her report discloses universities 
themselves bear some measure of social responsibility: making sure 
students graduate both academically knowledgeable but also 
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responsible in their ethical participation in the internet as well as being 
aware of the risk of data breach or false news. 
Fonseca et al. (2019) offer additional evidence for how universities 
may foster social responsibility in students through designed programs. 
Their study demonstrates the ways in which online platforms may 
bring about collaboration, social conscience, and responsibility, 
making students effective citizens both online and offline. What's 
more, their findings indicate that digital citizenship may best be 
comprehended as an aggregated phenomenon whereby the university 
populace sets norms of trustworthiness, respect, and mutual 
responsibility. 
 
Academic Challenges in the Digital Era 
The academic dimension of digital citizenship presents another set of 
challenges, particularly regarding risks, responsibilities, and online 
safety. Berei and Pusztai (2022) explore how the widespread use of 
digital devices creates both opportunities for learning and significant 
academic risks. Their findings show that while digital tools increase 
access to knowledge, they can also encourage distraction, superficial 
learning, and academic misconduct if not accompanied by proper 
guidance. Digital citizenship, from this perspective, involves helping 
students develop strategies to balance the benefits of digital tools with 
the discipline required for deep learning and responsible behavior. 
Perhaps the greatest issue of all could be academic integrity. Boehmer 
et al. (2015) consider predictors of online safety behavior for college 
students, citing risk perception, institutional support, and social 
influence. Their findings indicate how riskiness of online behavior gets 
underestimated by the students themselves, for example sharing 
passwords or employing non-secure media, which could compromise 
both individual data as well as academically created content. Effective 
intervention therefore not only involves technical training but also 
behaviorally driven strategies for the development of safe and 
responsible practice. 
Barnard-Wills (2012) takes this debate into the field of e-safety 
education, noting how students become ever-more surveilled in online 
contexts both by institutional measures and larger social mechanisms. 
According to him, this presents something of a paradox: students must 
at the same time act responsibly as digital citizens but also operate 
within regimes of control and monitoring. For universities, this 
presents the problem of how best to educate for digital responsibility 
without merely instilling compliance. Rather, Barnard-Wills says 
digital civic education should help students learn to critically question 
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regimes of monitoring and assert their digital rights as well as 
responsibilities. 
Finally, Zvereva (2023) points out that academic challenges are not 
purely technical or institutional but also cultural. The digitalization of 
higher education requires students to adapt their communication styles, 
norms of collaboration, and even moral reasoning to online 
environments. Failures to do so can result in misunderstandings, 
exclusion, or breaches of academic integrity. Thus, universities must 
play an active role in modernizing moral and academic norms to fit the 
demands of digital education. 
 
Future Directions in Digital Citizenship Research and Practice 
Although past scholarship has made transparent numerous of the 
ethical, social, and learning issues, future research must consider 
building sustainable, adaptable, and vision-forward methods for 
equipping learners for deeper forays into ever-more complex online 
environments. Several potential areas for development emerge from 
the literature, ranging from the integration of digital citizenship into 
curricula to transforming the potential of artificial intelligence (AI) and 
sustainability in learning. 
One urgent future area is the meeting point between academic integrity 
and artificial intelligence. According to Mahmud (2024), the 
development of AI technologies like large language models and 
automated programs poses some foundational questions about how 
educational integrity might continue. Conventional definitions of 
plagiarism, authorship, and originality are being turned on their heads 
so universities need to rethink the way assessments occur and create 
new guidelines for the use of AI responsibly. What emerges as an 
urgent necessity is the integration of digital citizenship not just about 
technical competencies but also about critical ethical thinking about the 
technologies on the horizon. Future scholarship will need to investigate 
how students might continue to become competent in using AI 
programs ethically, innovating but not losing sight of integrity. 
Another important area lies in the area of training and organized 
interventions. Almudara et al. (2024) show how training programs for 
digital citizenship may help students' attitudes toward sustainable 
development in positive ways. Their results highlight the promise of 
education for connecting the teaching of digital citizenship with larger 
social ends, especially the United Nations' Sustainable Development 
Goals (SDGs). In the same vein, Bal and Akçil (2024) offer evidence 
for well-curated online courses being able to continue the building of 
digital citizenship competencies, where the online media themselves 
may be used for the instruction of responsibility, ethics, and 
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participation. Those investigations suggest the future of educational 
content for digital citizenship lies in deliberated programmatic 
interventions where technical and ethical learning gets integrated 
toward long-term social ends. 
Another ripe area for future scholarship lies in the connection between 
sustainability and digital citizenship. According to Lozano-Díaz and 
Fernández-Prados (2020), the education of digital citizens must run in 
tandem with critical and activist takes on sustainable development. In 
this way, educators not only instill students with online responsibility 
but also empower them to use online platforms for activism, civic 
engagement, and environmental responsibility. Gooding and Phillips 
(2025) broaden the concept further by introducing the notion of 
ecological citizenship online. Their scholarship posits future 
scholarship on digital citizenship as necessarily focusing on how online 
practice might feed into ecological awareness and responsibility, 
combining environmental sustainability with online ethics. In doing so, 
these lines of thought suggest an enriched conception of digital 
citizenship linking individual responsibility with global challenges. 
Cultural as well as contextual variations also constitute an important 
consideration for future directions. In their introductory study on 
Malaysian undergrads, Mahadir, Baharudin, and Ibrahim (2021) point 
out differences in digital citizenship skills in different cultural contexts. 
Their study reveals that digital citizenship could not be presumed as 
developing homogeneously among student groups; however, it should 
be studied in the context of local values, institutional behavior, as well 
as social expectations. It follows then that future scholarship should 
employ cross-cultural as well as comparative methodologies so as to 
keep the digital citizenship frameworks context-sensitive but identify 
universal competencies. 
Teacher perceptions also call for additional consideration. Von Gillern 
et al. (2024) present the Teachers' Perceptions on Digital Citizenship 
Scale as a measure of understanding how teachers think about their 
responsibility for promoting digital citizenship. Their research 
emphasizes the value of faculty development because teachers' 
orientations, behaviors, and modeling of digital actions make an 
especially large difference in student outcomes. That implication 
recommends the next phase of scholarship as attending not only to 
students but also to how teachers might be prepared to bring digital 
citizenship into their classrooms so as to consolidate its effect. 
Taken together, these studies suggest that the future of digital 
citizenship in higher education must be multidimensional and 
interdisciplinary. It requires integrating academic integrity in the age of 
AI, designing structured and sustainable interventions, embedding 
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connections to sustainability and ecological responsibility, 
acknowledging cultural differences, and strengthening faculty 
involvement. Research should also prioritize longitudinal and 
outcome-based evaluations to assess whether digital citizenship 
programs have long-term effects on students’ ethical awareness, civic 
engagement, and employability. 
 
Conclusions 
University digital citizenship is the transforming catalyst for the 
manner universities prepare students for life and work in the era of the 
digital society. Rather than being restricted to the learning of skills, it 
offers the opportunity for reshaping the mission of higher education in 
the development of human beings who will bring together the potential 
for technical dexterity with the ability for ethical reasoning, social 
awareness, and civic engagement. 
The evidence canvassed in this paper lends support for the proposition 
that universities can be laboratories for the cultivation of novel types of 
citizenship for the contemporary digital age. Through the development 
of learning contexts where discussion, critique, and informed 
engagement are enabled, higher education institutions may help their 
students comply not only with the imperatives of the academy but also 
comply with the broader responsibilities that come with being an active 
participant in digital communities. Coming into being here is the 
promise for the reconceptualisation of higher education as an 
institution for the production of cultural change capable of linking local 
circumstances and global challenges. 
The other important insight is the flexibility of digital citizenship. Its 
applicability spans disciplines, cultures, as well as educational designs, 
providing the potential for embedding it in the widest range of 
curricula and teaching approaches. In doing so, it presents itself as a 
strategic asset for higher education systems trying to maintain 
responsiveness to burgeoning technologies, transforming labour market 
imperatives, as well as changing social requirements. 
Finally, digital citizenship emphasizes the necessity of grounding 
technology development in human values. By promoting programs 
focusing on responsibility, inclusivity, and sustainability, universities 
may help prevent digital transformation at the expense of ethics or 
equity. The future of higher education thus hinges not just on the 
production of well-qualified graduates but on the development of 
digitally responsible citizens who may lead by their integrity, 
creativity, as well as an understanding of how the internet may lead 
toward the internet for all. 
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Abstract: Creating a functional disciplinary discourse in a FLT 
context is a challenge for foreign language teachers who 
should problematize issues contributing to the foundation 
of the disciplinary discourse such as the specialization of 
voice depending on the type of production, written or oral, 
and genre students should be able to generate. Raising 
awareness in students about the specialization of passive 
voice in describing the technical processes in the case of 
engineering students is a key element to learning how to 
produce adapted and successful pieces of texts that serve 
the purpose of emphasizing technological processes, which 
is characteristic of the scientific discourse. Consequently, 
this piece of research aims at bringing evidence in support 
of the hypothesis that by constant training and practice 
students become aware of the cognitive connection between 
the use of passive voice and the informed production of 
disciplinary discourse. In order to do so, we have 
conducted an empirical study which verifies students’ 
capacity of adjusting the voice depending on the contexts, 
thus demonstrating a clear cognitive separation between a 
daily regular discourse and a technical engineering one. 
The results of the study indicate a straightforward 
correlation between the task genre and the voice selected 
by students, which is an essential element in proving 
awareness of their belonging to a disciplinary discourse 
which they have taken in and used accordingly. 

 
Keywords: disciplinary discourse; passive voice; FLT; task; 

engineering. 
 
Topic presentation and research purpose 
Teaching university disciplines means introducing students to 
discourses specific to those subjects only and getting them familiarized 
to their formal linguistic conventions with a view to preparing them to 
become members of disciplinary communities of practice and 
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acquiring ‘a disciplinary voice’ (McArthur, 2010, p. 119). Starting 
from vocabulary and ending with routines or tools, disciplinary 
discourses are linguistic constructs that are largely acknowledged by 
the specialists in the field and replicated by university teachers who 
teach and pass them down to any new generation of specialists as a 
professional commodity that ensures a coherent communication within 
an extended disciplinary community. The purpose of this empirical 
study is to test the cognitive correlation established between the use of 
passive voice and the engineering disciplinary discourse in technical 
students in their first and second year of foreign language acquisition1. 
This study hypothesizes that students at technical faculties habituate to 
associate engineering disciplinary discourse to passive voice as a 
consequence of the specificity of the domain of engineering where 
technological processes tend to receive more emphasis over the 
executants who seem to recede into the background. Moreover, a 
subsequent purpose of this piece of research is to demonstrate the 
students’ contribution to the constant disciplinary discourse 
strengthening by their preference for passive structures over active 
ones.  The research question that this piece of research plans to find an 
answer to is: Do students directly connect the production/interpretation 
of a technical text to the use of the passive voice? 
 
Disciplinary discourses and direct implications to teaching with a 
view to creating an immersive disciplinary discourse 
The structure of this paper follows suit its purpose which is to identify 
the manner(s) in which the teaching and, implicitly, the use of passive 
voice can benefit the creation and/ or propagation of a disciplinary 
discourse among engineering students when teaching foreign 
languages. The paper contains a brief review of the literature on 
disciplinary discourses and empirical evidence on how passive voice 
contributes to the enlargement and perfecting of engineering 
disciplinary discourse.  
Engineering is an academic field where teaching, either theoretical or 
practical, counts on data, facts, theories, and processes which leave 
little or no place for personal opinions or interpretations, which 
impacts the teaching of foreign languages. Teaching foreign languages 
to technical students means accessing the specific domain in a foreign 
language other than the native one, but not as elaborately and 
intricately as when teaching mechanics or mathematical analysis2. 

 
1 The foreign languages that the participating student’s study are English and French. The 
students are enrolled in Romanian-taught Bachelor of Science programmes and the foreign 
language they study is elected from between English and French.  
2 The status of the foreign language teacher is a special one bearing in mind that s/he is a 
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Teaching foreign language to engineering students means to get 
students accustomed to this discourse in that particular language, 
preparing them to recognize patterns and be able to produce their own 
messages in the target language. To communicate engineering in any 
foreign language means integrating certain grammar and vocabulary 
into specialised topics that grow students’ comprehension and control 
of the domain. Beside grammar and vocabulary, students are 
accustomed to texts produced in that field, to communicative 
conventions, to types of documents, to topics that are characteristic to a 
domain only. Last but not least, teaching foreign languages to 
engineering students presupposes exposure to norms for  both oral and 
written communication and pragmatic (McArthur, 2010, p. 45) and 
semantic values in interaction, which mark the domain.  
For example, engineering is perceived as a domain where objectivity is 
a mandatory feature which translates linguistically into an intense 
search for objectifying strategies of which personalisation and passive 
voice are generally revered. ‘Scientific objectivity’ (Okamoto, 2023, p. 
19) is instrumentalised by impersonal structures (‘It is said …’, ‘It is 
claimed …’, ‘It is maintained …’, etc) or by means of the passive 
voice, ‘the scientific passive’, which according to Conrad (2018, p. 38) 
places ‘the focus on materials, processes, and methods rather than 
human agents, which reflects a basis of knowledge that does not 
depend on individual scientists’. Darling (2006, p. 20) dwells on ‘the 
object’ or ‘the visual representation of the object’ and ‘away from the 
self or personal identity of the speaker’ as a major hallmark of what 
she calls ‘discourse of technology’, also acknowledged as disciplinary 
discourse.  
Disciplinary discourse, thanks to its complexity mainly, has been 
differently defined with emphasis on elements that are considered 
substantial by several researchers. Thus, Airey and Linder ( 2009, p. 
27) deem disciplinary discourse as “the complex of representations, 
tools and activities of a discipline, describing how it can be seen as 
being made up of various modes”. They foreground the disciplinary 
discourse’s rather subjective value as long as representations on what 
disciplinary discourse is are personal and embedded into one’s 
understanding of the domain. On the other hand, Becher (1987, p. 261) 
considers other concepts as revelatory for the study of disciplinary 
discourse, namely, verbal indicators, commendation characteristic 
terms, criticism, nature of professional publications, the generation and 
development of arguments. Though the disciplinary discourse 
presupposes diversity and a strong footing in miscellaneous criteria, 

 
specialist in teaching grammar and vocabulary elements in the target language, but s/he is not a 
specialist in the domain technical students train in.  
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Becher demonstrates a multifarious comprehension of the phenomenon 
which is so large as to include anything from in-texts features to 
publications. Furthermore, Hyland (2013) points to the powerful 
association between someone’s belonging to a certain academic field 
and the way language is used to produce the discourse that singles it 
out from all the other disciplines. Hyland’s conjecture is contradicted 
by those who opine in favour of the existence of a ‘common core’ 
(Dudley-Evans, St. John, 1998) specific for engineering, for example. 
Aware of the divergent takes of disciplinary discourse, Wozniak (2012, 
p. 4) supports the struggle of analysing the discourse of specialised 
fields as it may as well lead to a better clarification of the different 
aspects that underlie, substantiate and voice discourse specialisation. In 
the challenging undertaking of discovering what disciplinary discourse 
is, Charaudeau & Maingueneau (2002, p. 601) bring into discussion the 
distinction between specialised language and specialised discourse in 
the tradition of the Saussurean distinction between langue and parole. 
Accordingly, in the context of FLT the distinction between langue and 
parole is even more obscure given the fact that the students do not 
speak English natively, which reduces their likelihood of producing 
parole. Gotti (2003) deems that specialised vocabulary is 
monoreferential3, it is denotative, and lacks ambiguity and polysemy. 
Gotti (2003, p. 29) appraises specialised discourse as being 
characterised by “exactitude, simplicity and clarity, objectivity, 
abstractness, generalisation, density of information, brevity, emotional 
neutrality, unambiguousness, impersonality and logical consistency.” 
A similar opinion is expressed by Chirițescu & Păunescu (2021, p. 93) 
who reckon that the referential factor of specialized vocabulary is the 
definitory feature that distinguishes it from general language. All these 
features and many others need to be taught to students in order to be 
able to produce valuable pieces of professional oral and written 
communication which naturally and directly fall into the category of 
engineering disciplinary discourse.  
 
The contribution of the passive voice to the strengthening of 
disciplinary discourse in engineering 
Contested by some linguists owing to its seeming uselessness, 
appreciated by others due to its semantic value, passive voice is an 

 
3 Monoreferential means that the term refers to only one object in the technical domain. Still, 
although the polysemantic meanings of most technical words are reduced to only one object, 
there are cases when technical words are no longer monoreferential. For example, engine (A2) 
is the part of the vehicle that produces the power to make the vehicle move. Yet, an engine 
(B2) is also a large vehicle that pulls a railway train. Though technical, the term engine has a 
polysemantic meaning and it is no longer monoreferential (source: Collins Dictionary, 
https://www.collinsdictionary.com/dictionary/english/engine). 
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element which may contribute to the creation of a disciplinary 
discourse adapted to students’ fields of study. As indicated above, 
disciplinary discourse, unlike general discourse or non-disciplinary 
discourse, predominantly seems to accommodate discursive features 
signalling objectivity. Of all the objectifying traits, passives bring their 
significant contribution to the emphasis of what happens to the 
detriment of who does the action by removing the subject and giving 
prominence to the direct object. Passive constructions4 are perfect 
equivalents or rearrangements of active constructions in the sense that 
the message is basically the same (Quirk et al., 1985, p. 159) still, there 
is a semantic difference between them which illustrates the intentional 
focus of the speaker (on either the agent or the patient). Though the 
difference may not be considered significant in terms of message, the 
semantic distinction does impact discourse with reference to 
perspective, importance and focus (Zorbas, 2014, p. 5) that either form 
brings along. One’s preference for a passive construction over an 
active one might derive from one’s not knowing the agent or the 
performer of the action or from one’s decision that the agent/ 
performer is not important (Miller, 2002, pp. 151–152; Quirk et al., 
1985, p. 159). When choosing an active construction, the speaker 
discloses the agent’s volitional action which is carried out on purpose 
and which drastically impacts the discourse (Payne, 2010, p. 137), 
which is the opposite of the passive construction that foregrounds the 
change of state undergone by the patient (Payne, 2010, p. 137). Parrott 
(2010, p. 331) itemizes more semantic grounds for a specialization of 
passive constructions which run counter active semantic values. Ergo, 
Parrott calls attention to process description which might benefit from 
the use of a passive construction given the irrelevance of the agent, 
procedure description in scientific reporting when the focus is laid on 
what has been done or in academic discourse to introduce ideas when 
the author of ideas is irrelevant or far less important than the ideas 
themselves. In a similar way, Greenbaum & Nelson (2002, p. 18) 
consider that voice use is more of a problem of genre since scientific 
writing is largely associated with passive constructions. Zorbas (2014, 
p. 4) propounds that passive should act as ‘a ticket to authority’ for the 
texts that contain it, given the fact that it is extensively used in 
scientific reports and articles where specialists present the results of 
their research. Tarone et al., (1998, p. 114) view passive voice as “one 

 
4 Parrott (2000: 337) notices that the greatest challenge for some learners may not be the form 
of passive voice, but the identification of the situations when it needs to be used, which 
highlights that fact that when dealing with engineering students the teacher’s main concern 
needs to be to teach the situations when passive voice is used in the engineering disciplinary 
discourse (documents, reports, product presentations, meeting participation, technical book 
reading, etc.) 
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of the most salient grammatical features in science and technology” on 
account of its traditional association with scientific discourse. All these 
arguments demonstrate the connection between the use of the passive 
voice and the disciplinary discourse specific to engineering students.  
 
Study methodology, instruments, participants 
In order to test engineering students’ adherence to the disciplinary 
discourse they are expected to embrace for better career prospects 
when learning foreign languages for specific purposes two research 
instruments have been devised: a structured in-house questionnaire and 
a free-answer survey meant to verify students’ correlation between 
their specialised field and the use of the passive voice. Both the 
questionnaire and the free-answer survey have been administered after 
the theoretical aspects of the passive voice have been retaught (rules of 
formation and situations when using it is recommended) and the 
students have had consistent practice and exposure to activities and 
exercises that have been aimed at getting them familiarized with both 
form and situations when the use of passive voice is necessary and 
recommended. Each instrument has been devised in order to check 
different aspects; the questionnaire is meant to check students’ 
familiarity with the structural elements of the passive voice 
transformations, the differences between active and passive voice, the 
existence or non-existence of the agent complement in the sentence, 
the semantic values that either voice brings along when used in a 
context. Consequently, the methodology used in dealing with the 
questionnaire is a quantitative one, as the intention is to determine with 
precision the number of students that correctly answers the questions 
which check theoretical, practical and semantic information on the 
passive voice and its connection to disciplinary discourse. The free-
answer survey is in fact a piece of writing where students are requested 
to produce a five line long descriptive text of their own on the thermal 
treatment process applied to metals. In order to guide their technical 
writing, they are offered some technical vocabulary (verbs, nouns, 
adjectives) which they might use when writing the task. The purpose of 
the free-answer survey is to test if the students, when asked to produce 
a text on a technical topic, consider using any passive form, which they 
have been told to be the practice in technical writing. The methodology 
adopted for this instrument is a qualitative one as the data collected 
will be contextualized and interpreted.  
The students participating in the research are 173 first- and second-year 
engineering students who study either English or French as their 
foreign language. Given the fact that this is not a comparative-
contrastive study between the degree of adherence to the disciplinary 
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discourse by either the English or the French learning students, their 
answers are dealt with together.  The students have been instructed 
using the same materials and the questionnaires have had the same 
questions in either English or French. The purpose of having a mixed 
group of students  
 
Questionnaire data analysis 
The objective of this piece of research is to check the students’ 
adherence to the disciplinary discourse developed throughout foreign 
language classes in as far as the use of passive voice is concerned. As a 
consequence of the association established between technical 
communication and passive voice, this research aims at measuring the 
participant students’ rate of success in their solving the twenty closed-
ended questions in the questionnaire. The questions vary in terms of 
the number of options the students have to choose from. As follows, 
there have been 4 dichotomous, and 16 nominal-polytomous questions. 
The data collected have been transformed into a table (see Table 1. 
below) that illustrates the degree of students’ compliance with the 
questions. The values in the table illustrate the fact that in eight cases 
out of twenty the percentage of student compliance with the task is 
under 50%, whereas in the remaining twelve cases the degree of 
compliance varies between 50.3% to 71.7% which represents the 
highest compliance in the whole questionnaire. The lowest percentage 
has been obtained for question number nine which contained four 
answer options of which three are correct and students have been asked 
to identify all the situations when the presence of the agent 
complement is mandatory. Only 20.8% of respondents identified all 
three correct situations when the agent complement was compulsory. 
The highest percentage has been obtained in the case of the 
dichotomous question number four which asked students to decide 
which sentence is active and which is passive and 71.7% identified the 
correct answer. If some questions verified the passive structure, others 
attempted to check students’ awareness of the connection between 
disciplinary discourse and passive voice. Such is the case of question 
eleven which asked students in a dichotomous question to choose the 
sentence which is more diplomatic and neuter. 67.6% of the 
respondents indicated that the passive sentence is more diplomatic and 
neuter, which correlates directly with the disciplinary discourse that 
they are part of.  
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Table 1. The respondents’ answers to the questionnaire that verifies 

their passive voice knowledge. 
 
Of the twenty questions in the questionnaire, some questions will be 
discussed as that can clearly indicate the participants’ adherence to the 
disciplinary discourse that is grown in their university groups. To 
particularize, questions 2 in the questionnaire investigates whether or 
not students associate the technical description of how a machinery 
functions to a text where the passive voice is preferred to the active 
one. 65.9% of the respondents expect to find verbs in the passive voice 
and the machinery as the sentence subject in a technical manual. 
Question 3 aims at measuring students’ understanding of the role of the 
agent complement and its mandatory/optional character. Thus, the 
students are asked to choose from the ‘always mandatory’, ‘sometimes 
mandatory’ and ‘never mandatory’ options and the results show that 
60.7% are informed about the restraint character of the agent 
complement’s use.  
Question 4 contemplates to test students’ familiarity with the formal 
characteristics of both active and passive voice in order to recognize 
them when seeing them. Hence, they are asked to recognize if a 
particular sentence detailing on the features of materials is either active 
or passive. As mentioned before, this question has obtained the highest 
score in the whole questionnaire, 71.7%, which means that the 
respondents are able to acknowledge the formal elements of the passive 
voice (the auxiliary ‘to be’/ ‘être’ and the past participle of the verb 
that describes the action) in a technical context. But students are 
equally tested on their acquaintance with the active voice, as well 
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because they need to be equipped with solid information on when the 
active or the passive is the better choice.  
Consequently, in question 7 students are requested to identify the 
sentence that does not contain a verb in the passive verb. In the case of 
question 7, there are four options of which three contain verbs in the 
passive voice and one a verb in the active voice and the respondents 
need to identify the one that does not contain a passive verb. A further 
mention that should be made at this point is that all sentences are 
technical-wise as there is another important issue that students need to 
understand; namely, not every piece of writing presupposes an 
automated use of the passive voice on condition the text is technical. In 
the case of question 7, the correct answers quantify 44.7%, which 
means that less than half of the respondents actually identified 
correctly the sentence that contained an active verb. Given that 
question 7 (the respondents are requested to identify the active 
structure) is the reverse of question 4 (the students are asked to identify 
the passive structure) the results are expected to indicate an equal 
control of both structures. Yet, the results disclose a consistent gap 
between the correct answers provided by students in as far as the two 
questions are concerned. The authors speculate that the better results 
the respondents obtained in identifying the passive voice may be 
explained by the focus that has been laid on passive voice and its use. 
The worse results obtained when demanded to identify the sentence 
that is not passive, hence active, may result from the fact that the active 
voice is considered default and it has not been the focus of the teaching 
activity as it has been the case with the passive voice. 
Question 8 is equally aimed at verifying students’ awareness of the of 
the mandatory and optional constituents of the passive voice. In fact, 
students are asked to decide whether the performer, the receiver or the 
agent is normally expected to appear or be used in a passivized 
structure. 46.8 % of the respondents chose the receiver as the correct 
answer, which leaves more than half of the respondents in the wrong. 
In order to repair such problems, remedial measures will be proposed 
further on.  
One aspect that the authors are particularly interested in is verifying the 
respondents’ correlating the use of the passive voice to diplomacy and 
neutrality as opposed to the directness of the active voice. 67.6% of the 
respondents straightforwardly associated a situation when directness 
should be avoided demonstrating that they have understood and are 
able to associate the expected voice to a particular context.  
 
Survey data analysis 
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The main goal that is targeted in the free-answer survey is to monitor 
the respondents’ output in terms of their informed adaptation to the 
context they are asked to produce a text of their own for. Thus, the 
respondents are asked to produce a five-line text where to share the 
knowledge they have acquired on the process of metal heat treatment. 
Moreover, students are provided a range of verbs, nouns and adjectives 
which are meant to help them express their ideas without the trouble of 
remembering words. Clearly, the verbs, nouns and adjectives are 
connected to heat treatment in metals, but their technical character has 
not been mentioned. Equally, no indication as to what voice is 
preferred in this context has been given.  
One first element that is worth mentioning is that students did try to 
produce some texts of their own where to state what they know on the 
topic of metals’ heat treatment. Still, the purpose of the research is to 
notice if the respondents associate the domain engineering to the use of 
passive voice in writings of their own. The analysis of their texts 
reveals that the highest number of passive structures per text is six as it 
is the case for three respondents. Six respondents used the passive 
voice for five times in their texts. The bulk of answers contains three, 
two and one passive voice structures. Nevertheless, there are twenty 
texts which do not contain any passive voice structures, which 
expounds that the immediate correlation between speaking or writing 
in a technical domain and the passive voice use does not happen in all 
the cases. In the case of the students that did include at least one 
passive voice structure in their text, it has been appreciated that, though 
still faulty, the correlation between the production of technical 
disciplinary discourses and the use of the passive voice does happen. 
According to the principle ‘the more, the better’, any text produced by 
the students that contained at least one passive voice structure has 
stood as proof of the immediate association between the passive voice 
and the technical context they are asked to produce a text about. The 
examples underneath is extracted from the respondents’ texts in both 
English and French and they contain one correct passive voice 
structure per sentence.   
 

(1) The temperature of the metal is dropped after the metal was 
out of the furnal [sic].  

(2) The internal structure of the metal was better modified. 
(3) The finished shape is quenched in an oil. 
(4) Dans le processus de traitement thermique, un matériau est 

chauffé à une température spécifique. 
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(5) Le traitement thermique peut être utilisé à différentes stades du 
processus de fabrication pour modifier certains propriétaires du 
métal ou de l’alliage. 

(6) Les matériaux sont traités thermiquement pour les améliorer. 
It is to be noticed that there is no great variety in terms of the tense 
students used when producing their texts. Preponderantly, present 
passive is used and some past passive forms, without any other tenses 
or aspects being used.  Nevertheless, the students produced incorrect 
passive structures as well, strengthening the necessity to further 
practice the study of the passive voice in the production of technical 
communication.  

(7) The material [sic] is drawed [sic] in oil or water to facilitate the 
cooling process. 

(8) In [sic] word [sic] exist [sic] a lot of materials that materials 
[sic] can be treatment [sic] in many different ways, for 
example, they can be melted, frouzen [sic]. 

(9) The heating treatment is used for melting materials, such as 
iron, which are cool [sic] down with water.  

(10) Le processus technologique dans lequel sont présentés 
[sic] des méthodes de traitement thermique est utilisés [sic] 
selon le cas. 

(11) Les pièces ont été trempés [sic] ou soumis [sic] à des 
contraintes. 

(12) Les métaux doivent être chauffées [sic] plus lentement. 
 
Depending on the language, there have been some recurrent mistakes 
that have appeared in their written production on a technical topic. For 
instance, in English, such a mistake is caused by the students’ 
confusion between ‘to draw’ and ‘to drown’ while still observing the 
past participle formation. Sometimes, the mistakes are caused by an 
erroneous speech part as in the case of ‘can be treatment’ where the 
student has chosen to use a noun instead of a past participle. In other 
cases, the respondents left the verb in its V1 form as in ‘are cool’ 
instead of ‘are cooled’. Conclusively, errors in English regularly surge 
from past perfect misuse. Equally, French respondents seem to face the 
serious problem of past participle agreement which is established 
depending on the gender and number of the passive structure subject. If 
to this the arbitrariness of the nouns’ gender is added, a clearer 
representation of what might go wrong in French is gained, and more 
pertinent remedial solutions can be implemented.  
Despite the mistakes that appear in the respondents’ written 
productions, they demonstrate to be in control of a range of skills, 
knowledge that permit them to deal with a task where they need to 
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produce a text of interest for the engineering domain. Undeterred by 
the fact that they are given the words, they succeed in demonstrating a 
competence in producing texts with a technical content by even further 
introducing a range of passive structures, which shows their informed 
comprehension of the relationship between the heat treatment in metals 
and the use of the passive voice. That demonstrates a deeper 
understanding of the roles of performer, receiver and agent and 
consequently a correlation between a disciplinary discourse they are 
immersed into and the features of language that characterise it.  
  
Remedies and correctives 
Both the questionnaire and the survey have provided the data necessary 
for this study, but, at the same time, it has revealed some circumstances 
that could further improve both the teaching and consequently the 
teaching’s outcome. When analysing the data in the questionnaire, it 
turns out that there are aspects that students are not in full control of. 
Overall, students seem to be better at associating the use of the passive 
voice to the technical disciplinary discourse than at remembering the 
correct past participle or at doing the appropriate agreement between 
the subject and the past participle in French. Showing a constant 
interest in the acquisition of the field-related disciplinary discourse, a 
special focus should be placed on practice as students show 
deficiencies and limitations in the formation of the passive forms. The 
limited use of the passive structures in the present mostly is proof of 
the fact that Past, Present Perfect, Past Perfect or Future are completely 
ignored by students. The past participle of irregular verbs is a topic to 
be further exploited and practiced given its importance in the formation 
of the passive voice, but not only. Further practice of the agreement 
between the subject and the past participle in French is a complex issue 
which necessitates practice in order to comprehend how passive voice 
is formed in French. There are elements that can be improved from the 
point of view of the development of the disciplinary discourse which is 
a conglomerate of specialised contexts that require for adequate 
vocabulary-grammar input for future professional purposes.   
 
Conclusions 
This article has intended to demonstrate that teaching foreign 
languages at the tertiary level is more than teaching a foreign language. 
It is about getting students familiarized with and integrated into 
disciplinary discourses which teach students not foreign languages 
only, but specialty in foreign languages. More precisely, the article has 
aimed at measuring by twosome post-teaching instruments (a 
questionnaire and a survey) the respondents’ adherence to the 
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engineering disciplinary discourse which is largely considered to be 
characterised by the use, among others, of passive voice structures, 
which concords with the type of texts and discourses largely produced 
in engineering.  
The findings of the research confirm that students are aware of the 
existence of a disciplinary discourse characteristic to their field and 
they strive to insert the elements that they understand are necessary in 
order to render the text as specialised as possible. The students 
demonstrate their adherence to the engineering disciplinary discourse 
by demonstrating that they are skilled enough to produce texts that 
include the largely acknowledged features of technical texts. And 
because the article has intended to measure the relationship between 
the disciplinary discourse and the use of passive voice, the large 
majority of the respondents have included passive voice structures 
when asked to produce a text on a technical topic. Though the number 
of the passive voice structures varies from one to six per text unit 
produced by respondents, though there is a rather important number of 
students that have not succeeded in associating the concept of technical 
text to the use of passive voice, there is still considerable advancement 
in the students’ association between technological processes and the 
use of passive voice as one of the multiple characteristics of learning 
foreign languages for special purposes. 
Still, the research revealed that much practice is needed in order to 
decrease the number of students who have not included any passive 
voice structure in their text or those that have attempted at inserting 
one, but have not succeeded. The data collected demonstrates that the 
students do know that foreign languages for engineering students 
presuppose an adaptation to the field language requirements, which, 
once learnt, is maximized by students’ experimentation. The problems 
that have been identified while practicing the use of passive voice in 
the context of technological processes description need to be addressed 
so that the likelihood of making mistakes is reduced. The researchers 
are completely aware that this topic is only an aspect that contributes to 
what is defined as disciplinary discourse, but they do intend to 
continue their research into the investigation of disciplinary discourses.  
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Abstract: Leadership is widely recognized as a critical driver of 

organizational success and sustainability. In an era 
marked by rapid change, complexity, and heightened 
competition, the ability of organizations to grow and adapt 
is increasingly tied to the leadership styles practiced within 
them. This study investigated the relationship between 
leadership styles and organizational growth in the African 
Centre for Leadership, Strategy and Development (Centre 
LSD). A cross-sectional research design was adopted, and 
a structured questionnaire was used to gather data from a 
sample of 285 staff members of Centre LSD. The study was 
anchored on the Full Range Leadership Theory as its 
theoretical framework. The theory provides a 
comprehensive framework for understanding the impact of 
different leadership styles on organizational outcomes such 
as growth, innovation, and resilience. This theory is 
particularly relevant for studying how these leadership 
styles collectively contribute to organizational growth. 
Correlation and multiple regression analyses were 
employed to test the hypothesized relationships between the 
identified leadership styles and organizational growth with 
the aid of Statistical Package for Social Science (SPSS) 
version 23. Findings reveal that transformational 
leadership significantly contributes to organizational 
growth by inspiring innovation, employee engagement, and 
a shared vision. Transactional leadership also plays a role, 
particularly in ensuring task completion and maintaining 
operational stability. Adaptive leadership emerged as a 
critical factor in enhancing the organization’s 
responsiveness to change, learning culture, and long-term 
resilience. The study concluded that an integrated 
leadership model, combining transformational, 
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transactional, and adaptive elements, offers a more holistic 
framework for achieving sustainable organizational 
growth. The study recommended, among others, that the 
African Centre for LSD should develop and implement 
tailored leadership training programs that emphasize 
transformational and adaptive leadership qualities. These 
programs should focus on vision creation, emotional 
intelligence, strategic foresight, and change management 
necessary to inspire innovation and drive long-term 
organizational success. The study implies that adopting 
effective leadership styles, particularly transformational 
and adaptive approaches, can significantly enhance 
organizational growth by improving staff motivation, 
strategic decision-making, and overall institutional 
performance at Centre LSD. 

 
Keywords: leadership styles; organisational growth; full range 

leadership theory. 
 
Introduction 
Leadership has evolved through various theories and models, from 
transformational and transactional to autocratic and democratic styles, 
each offering insights into motivating employees and driving 
organizational success. The effectiveness of these styles often depends 
on contextual factors such as organizational culture, industry, and 
specific challenges. Research highlights that transformational 
leadership, which inspires and motivates followers, positively impacts 
employee engagement and commitment, while transactional leadership 
may produce short-term gains but often limits long-term growth and 
innovation (Buil, Martínez-Cañas & Cárdenas-García, 2019; Weller, 
Süß, Evanschitzky & Wangenheim, 2019; Orhero & Okolie, 2023). 
Adaptive leadership is increasingly recognized as essential for 
navigating dynamic environments, responding to uncertainty, and 
sustaining growth (Adair, 2019; Etinagbedia & Okolie, 2024). 
Leadership, defined as the strategies and behaviors leaders use to 
influence their teams, is crucial for organisational growth, impacting 
decision-making, resource allocation, and stakeholder engagement 
(Hersona & Sidharta, 2017; Obiwuru, Okwu, Akpa & Nwankwere, 
2018). 
The African Centre for Leadership Strategy and Development (Centre 
LSD) focuses on enhancing leadership capacity and strategic thinking 
to address Africa’s development challenges. Examining leadership 
styles in Centre LSD provides insights into how transformational, 
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transactional, and adaptive approaches contribute to organizational 
effectiveness, employee satisfaction, and sustainable growth in the 
African context. 
 
Objectives of the Study 
The primary objective of this study was to examined the relationship 
between leadership styles and organizational growth in the African 
Centre for Leadership, Strategy and Development (LSD). The specific 
objectives were to: 

i. Investigate the relationship between transformational leadership 
and organizational growth in the African Centre for LSD. 

ii. Examine the relationship between transactional leadership and 
organizational growth in the African Centre for LSD. 

iii. Assess the relationship between adaptive leadership practices 
and organizational growth in African Centre for LSD. 

 
Hypotheses of the Study 

i. H₁: There is no significant positive relationship between 
transformational leadership and organizational growth in the 
African Centre for LSD. 

ii. H₂: There is no significant positive relationship between 
transactional leadership and organizational growth in the 
African Centre for LSD.  

iii. H₃: There is no significant positive relationship between 
adaptive leadership practices and organizational growth in the 
African Centre for LSD. 

 
Literature Review 
The African Centre for Leadership, Strategy, and Development (Centre 
LSD) is a Nigerian NGO established in 2010, focused on promoting 
sustainable development and good governance through strategic 
leadership. Operating nationwide with headquarters in Abuja and 
regional offices in Lagos and Delta, it runs leadership training 
programs, youth initiatives, and executive development courses, while 
supporting organizations and governments in strategic planning and 
policy implementation (Centre LSD, 2023). The organization’s vision 
emphasizes strategic leadership, accountability, and sustainable 
development, structured around leadership, strategy, and development 
pillars. 
Centre LSD faces challenges common to NGOs, including resource 
constraints, regional disparities, and a dynamic policy environment, 
which require adaptive and context-sensitive leadership approaches. 
Leadership is a key driver of organizational growth, influencing 
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employee motivation, decision-making, and overall performance 
(Northouse, 2022; Teece, 2022). Transformational leadership fosters 
engagement, innovation, and a culture of excellence, while 
transactional leadership ensures stability and efficiency, and adaptive 
leadership helps organizations navigate uncertainty (Kitur & Okello, 
2022; Firmansyah & Purwanto, 2023). 
In NGOs like Centre LSD, transformational and adaptive leadership 
styles are particularly effective in aligning stakeholders, motivating 
staff, and driving organizational growth. Leaders who communicate a 
shared vision, empower employees, and encourage innovative thinking 
help organizations respond to challenges, embrace change, and achieve 
sustained development impact. However, the success of these 
leadership styles depends on overcoming barriers such as resistance to 
change, misaligned organizational culture, and lack of trust, 
emphasizing the need for continuous leadership development and 
strategic capacity building. 
 
Transactional Leadership and Organizational Growth 
Transactional leadership significantly impacts employee performance 
by setting clear expectations and using rewards and penalties as a 
motivator. This approach works best in environments where routine 
tasks need to be completed, and measurable performance is key. 
Leaders in transactional systems monitor performance through regular 
evaluations, and they ensure that rewards are given only to those who 
meet the set standards. This system promotes accountability, as 
employees know exactly what is expected of them and the 
consequences for failure to meet those expectations (Avolio & Bass, 
2004).  
Bass and Riggio (2006) argue that transactional leadership contributes 
to an organization’s culture by fostering a clear, structured 
environment where goals and rewards are defined. While this can 
create a highly efficient and disciplined organization, it can also 
discourage creativity and innovation. Transactional leaders typically 
enforce compliance and adherence to established norms, which may 
inhibit risk-taking and innovation. However, such leadership can create 
an environment of high discipline and order, which is essential for 
organizations focused on operational efficiency. 
According to Puni and Anlesinya (2023), transactional leadership plays 
an important role in organizational development, particularly in 
structured and stable environments. It is most effective in situations 
where performance needs to be strictly monitored, and there is little 
room for ambiguity or uncertainty. Transactional leadership is crucial 
in crisis situations, where quick decision-making and immediate action 
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are required. In such instances, transactional leaders provide clear 
directives, ensuring that employees know exactly what steps to take to 
address the crisis. 
Parry (2021) affirms that transactional leadership enhances 
organizational efficiency by ensuring that employees meet clearly 
defined goals. This is particularly important in organizations focused 
on operations and outcomes, such as manufacturing, service industries, 
and large corporations. Transactional leadership provides the 
framework for managing day-to-day operations effectively. By 
ensuring that employees adhere to established processes, organizations 
can achieve operational efficiency and consistently meet their goals. 
Givens (2020) argues that organizations employing transactional 
leadership styles provide real-world examples of its impact on 
organizational growth. These include large corporations and 
government institutions that emphasize efficiency and consistency. 
Toyota, known for its lean manufacturing system, applies transactional 
leadership principles in its operations. Leaders at Toyota ensure that 
performance metrics are clearly defined and rewards are tied to 
achieving production goals, which has contributed to the company’s 
sustained growth and operational success. In many government 
institutions, transactional leadership is used to enforce policies and 
procedures. By providing clear rewards and punishments, these 
agencies ensure compliance and efficient execution of public services. 
Despite its effectiveness in achieving short-term goals and operational 
success, transactional leadership has some inherent challenges, 
especially in environments that require flexibility, creativity, and long-
term vision. Transactional leadership may limit employees’ ability to 
think creatively, as the focus is on meeting specific goals rather than 
fostering innovation. Organizations that need to adapt to rapidly 
changing environments or drive innovation may find this style of 
leadership to be restrictive (Gündoğdu & Turan, 2022). 
 
Adaptive Leadership Practices and Organizational Growth  
Adaptive leadership, introduced by Ronald Heifetz and Marty Linsky 
in their 2002 book Leadership on the Line, is a leadership model 
focused on helping organizations adapt to change and navigate 
challenges that cannot be solved with technical solutions alone. It is 
based on the premise that leaders must help their followers identify and 
address complex problems, known as "adaptive challenges," which 
require learning and behavioral shifts within the organization. Adaptive 
leadership is crucial for fostering organizational growth in an era of 
rapid change and constant disruption. It empowers leaders to guide 
their organizations through periods of uncertainty, enabling them to 
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evolve, innovate, and thrive. By helping organizations become more 
responsive, resilient, and forward-thinking, adaptive leadership plays a 
key role in both the short- and long-term success of organizations 
(McChrystal, Collins, Silverman & Fussell, 2015). 
One of the key impacts of adaptive leadership is its ability to shape a 
learning culture within the organization. Adaptive leaders encourage 
continuous learning by helping their teams develop new skills, expand 
their perspectives, and approach problems in new ways. This culture of 
learning enables organizations to remain innovative and competitive, 
which is vital for sustained growth. Adaptive leadership also 
emphasizes collaboration and shared responsibility. By empowering 
teams to make decisions and collaborate across organizational 
boundaries, leaders foster a sense of ownership and accountability. 
This approach not only strengthens the internal culture but also 
enhances the overall effectiveness and adaptability of the organization 
(Heifetz & Linsky, 2002). 
McChrystal et al. (2015) argue that adaptive leadership is especially 
valuable during times of organizational change, where uncertainty and 
confusion may prevail. Adaptive leaders guide their organizations 
through these periods by providing direction while maintaining 
flexibility, ensuring that employees are not overwhelmed by change. 
Through clear communication and active engagement, adaptive leaders 
create a sense of stability amidst chaos. Several organizations have 
successfully implemented adaptive leadership during periods of 
change. For example, the transformation of the U.S. Army under 
General Stanley McChrystal’s leadership during the Iraq War 
demonstrated how adaptive leadership can enhance organizational 
performance. By shifting the organization from a hierarchical to a more 
decentralized and agile structure, McChrystal empowered leaders at all 
levels to make decisions and respond quickly to evolving challenges. 
Northouse (2018) affirms that adaptive leaders foster a sense of 
ownership among their employees by encouraging them to take 
responsibility for their actions and decisions. This empowerment leads 
to higher engagement, as employees feel more connected to the 
outcomes of their work and more invested in the success of the 
organization. By addressing adaptive challenges and encouraging 
employees to develop new skills and strategies, adaptive leaders 
enhance motivation and commitment. When employees feel that their 
contributions are meaningful and that they are part of a larger, adaptive 
process, they are more likely to remain engaged and committed to 
organizational goals. 
According to Denning (2011), adaptive leadership creates an 
environment that encourages risk-taking and experimentation. By 
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fostering psychological safety and providing the necessary resources 
and support, adaptive leaders enable employees to explore new ideas 
and solutions without the fear of failure. This culture of 
experimentation leads to greater innovation, which is crucial for long-
term organizational growth. Through adaptive leadership practices, 
leaders can cultivate a culture where creativity is valued, and new ideas 
are continuously explored. This environment of continuous innovation 
helps organizations maintain their competitive edge and adapt to new 
market demands. 
While adaptive leadership has many benefits, implementing it can be 
challenging. Resistance to change is a common barrier, as employees 
may feel uncertain or threatened by new ways of working. 
Additionally, adaptive leadership requires a high level of emotional 
intelligence, which not all leaders possess. To overcome resistance, 
adaptive leaders must actively engage with their teams, listen to 
concerns, and create opportunities for dialogue. By involving 
employees in the adaptation process and highlighting the benefits of 
change, adaptive leaders can minimize resistance and encourage 
widespread buy-in (Grint, 2005). 
 
Research Methods 
This study adopted a cross-sectional research design. This design 
involves collecting data at a single point in time to analyze the 
relationship between leadership styles and organizational growth. A 
cross-sectional approach was ideal for this study as it provided a 
snapshot of current leadership practices and their impact on 
organizational growth within Centre LSD. The population of this study 
consisted of all staff members employed by Centre LSD (Centre for 
Leadership and Development) across its operational locations in 
Nigeria. The study focused on the total staff strength across the 
operational offices, as they represent the primary areas where Centre 
LSD conducts its activities. As of 2023, the total number of staff 
members working at the Centre LSD headquarters in Abuja 27 staff. 
The total number of staff members working at the Centre LSD regional 
office in Warri, Benin, Port Harcourt, Abakaliki and Jos was 2,768 
staff (Centre LSD, 2023). The total population of this study was 2,795 
staff, consisting of employees and management of Centre LSD. With a 
total population of 2,795, the sample size was determined using 
Yemane’s formula for sample size calculation: 
n   = N/1+Ne2 
N = Population  
n =Sample size 
e = Sample error 
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Given the population size with a sampling error of 5 percent, the 
required sample was computed as: 
n = N/1+Ne2 
n = 2,795/ 1+2,795(0.05)2 
n = 349.8     approximately = 350. 
Consequently,  a sample size of three hundred and fifty (350) was used 
for this study. This method allows the results to be applied to the entire 
population while making data collection manageable, and selecting a 
representative sample improves the study’s reliability and validity in 
assessing how leadership styles affect organizational growth at Centre 
LSD. The study adopted a non-probability sampling method, meaning 
that not all individuals in the research population were included in the 
sample. This approach was intentionally used to target participants 
with specific characteristics relevant to the study’s objectives. By 
focusing on the staff of the Centre for Leadership and Development, it 
facilitated the collection of more detailed and relevant information. 
Non-probability sampling was used to target staff with specific 
knowledge and experience relevant to leadership and organizational 
processes at Centre LSD, allowing for more focused and relevant data 
collection. However, this approach limits generalizability, as not all 
staff had an equal chance of selection, so findings should be interpreted 
as indicative rather than universally applicable. 
Data from the survey was analyzed using descriptive statistics 
(frequencies, percentages, and means) and inferential statistics 
(correlation and regression analysis) was used to established the 
relationship between leadership styles and organizational growth. 
Using descriptive and inferential statistics enables this study to move 
from simple data summarization to meaningful insights about how 
leadership styles influence organizational growth. While descriptive 
statistics provided foundational knowledge and context, inferential 
statistics established relationships and predictive capabilities, making 
the findings both reliable and actionable for decision-making and 
policy recommendations. The use of descriptive and inferential 
statistics was crucial for analyzing the data in this study as it allowed 
for a systematic and meaningful interpretation of the survey results. 
 
Results and Discussion 
To achieve the objective of this study, three hundred and fifty (350) 
questionnaires were distributed across the selected offices. The 
questionnaires covered respondents' personal bio-data and the main 
subject of the study. 
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Table 1: Distribution of Questionnaire and Response Rate 
 Questionnaires 

Distributed  
Questionnaires 
Retrieved  

Percentage % 

Total 350 285 81.43 
                Source: Field Survey, 2025 
 
Table 1, presented the distribution of questionnaire and the 
corresponding response rate for the study. A total of 350 questionnaire 
were distributed to participants across the targeted offices. Out of 
these, 285 were successfully retrieved, resulting in a response rate of 
81.43%. The response rate of 81.43% is considered high and indicated 
a strong level of participation from the respondents. This enhances the 
reliability of the data collected, as it suggests that a significant 
proportion of the sampled population provided their inputs. The 
relatively high response rate was attributed to factors such as effective 
questionnaire distribution strategies, respondents' interest in the 
research topic and follow-up efforts by the researcher. 
 
Testing of hypothesis 
A multiple regression analysis was performed to assess the impact of 
leadership styles on organizational growth in the African Centre for 
Leadership, Strategy, and Development (Centre LSD). The regression 
analysis aimed to evaluate how transformational leadership, 
transactional leadership, and adaptive leadership practices influence 
organizational growth in Centre LSD. Conducted at a 5% level of 
significance, the regression analysis was also used to further test the 
hypotheses developed for the study. A summary of the results from the 
test was presented in Table 2 below. 
Table 2: Summary of the Multiple Regression Analysis for the 
Transformational Leadership, Transactional Leadership, and Adaptive 
Leadership on Organizational Growth in the African Centre for 
Leadership, Strategy, and Development (Centre LSD) 
Variable R-

Squar
e 

Adjuste
d R 
Square 

Coefficien
t  F-stat 

F-
sig. 

T-
stat 

t-
sig. 

D.W 

Transformation
al Leadership .153 .113 .682 

 
21.15
0 

.001
b 

7.02
5 

.00
5 

1.95
4 

Transactional 
Leadership .097 .076 .419 9.649 .001

b 
4.36
1 

.00
5 

1.55
0 

Adaptive 
Leadership .124 .108 .650 14.70

0 
.001
b 

5.94
0 

.00
5 

1.83
7 

  Source: SPSS Output, 2025 
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Table 2 summarizes the results of the multiple regression analysis 
examining the effects of transformational, transactional, and adaptive 
leadership styles on organizational growth at Centre LSD. The analysis 
shows that all three leadership styles contribute to explaining variations 
in organizational growth, with transformational leadership having the 
strongest impact, followed by adaptive and transactional leadership. 
Adjusted R-square values indicate that each leadership style provides a 
meaningful contribution to the model after accounting for the number 
of variables, reflecting the robustness of the model’s predictive power. 
The regression coefficients suggest that increases in any of the 
leadership styles are associated with positive increases in 
organizational growth, holding other variables constant. The overall 
regression model is statistically significant, indicating that at least one 
of the leadership styles significantly predicts organizational growth. 
Individual significance tests confirm that all three leadership styles 
have a statistically significant effect on organizational growth. 
The Durbin-Watson statistics indicate that the residuals are largely free 
from autocorrelation, suggesting that the model is well-specified, 
though there is mild autocorrelation in transactional leadership that 
does not substantially undermine the model’s validity. That is, values 
near the midpoint indicate that the model’s predictions are reliable and 
not biased by patterns in the data, while values that deviate from this 
suggest some minor inconsistencies that should be considered but do 
not severely affect the model’s validity. Overall, the results 
demonstrate that transformational, transactional, and adaptive 
leadership styles are significant drivers of organizational growth at 
Centre LSD.  
 
Discussion of Findings  
Findings indicate a strong positive relationship, suggesting that 
practices such as inspiring vision, motivating employees, and fostering 
innovation significantly enhance organizational growth and 
effectiveness. Transformational leaders promote intellectual 
stimulation, individualized consideration, and idealized influence, 
aligning individual goals with organizational objectives and driving 
strategic initiatives. 
In the context of Centre LSD, transformational leadership supports 
employee development, collaboration, and innovation, fostering a 
culture of continuous improvement and adaptability. Prior research 
highlights that such leaders increase employee engagement and 
satisfaction, which are essential for organizational growth (Avolio & 
Bass, 2004; Northouse, 2018; Smith & Williams, 2023). 
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The findings have practical implications, indicating that Centre LSD 
should prioritize transformational leadership development programs. 
By equipping leaders with skills in communication, vision, and 
motivation, and fostering a culture of empowerment, the organization 
can strengthen its strategic objectives and sustain long-term growth. 
Regarding objective two, the findings revealed that transactional 
leadership has a significant and positive but moderate impact on 
organizational growth, especially when compared to the stronger effect 
of transformational leadership. This suggests that while transactional 
practices contribute to organizational success, they may be less 
influential than transformational leadership, and organizations like 
Centre LSD may benefit from integrating both approaches for 
sustainable growth (Smith & Williams, 2023; Walker & Hernandez, 
2023). 
Transactional leadership relies on rewards and punishments to motivate 
followers, emphasizing clear structures, goals, and task completion 
(Puni & Anlesinya, 2023). It supports steady progress and operational 
efficiency (Judge & Piccolo, 2004), but its focus on maintaining the 
status quo may limit long-term growth, innovation, and adaptability 
(Northouse, 2018). In contrast, transformational leadership emphasizes 
vision, inspiration, and empowerment, driving organizational 
innovation and long-term objectives (Bass & Avolio, 2004; Omondi et 
al., 2023; Avolio & Bass, 2004). 
The study implies that while transactional leadership ensures short-
term performance and accountability, integrating transformational 
practices, such as employee development, motivation, and visionary 
leadership, can enhance long-term growth and innovation. 
Transactional leadership remains valuable for operational efficiency 
and resource control, providing a foundation upon which 
transformational leadership can build for broader organizational 
success (Avolio & Bass, 2004; Okolie, Omole & Yakubu, 2021; Okoro 
& Udeh, 2023). 
Regarding the third objective, the study found that adaptive leadership 
has a strong and significant positive relationship with organizational 
growth at Centre LSD. Adaptive leadership, which emphasizes 
responding to change, creative problem-solving, and innovation, 
enables the organization to navigate complex and dynamic 
environments effectively (Turner et al., 2023; Patel & Zhang, 2024; 
Ndung'u et al., 2023; Omole & Ayodele, 2023; Northouse, 2018). 
Leaders who practice adaptive leadership foster collaboration, 
continuous learning, and resilience, creating conditions for sustained 
growth. 
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The study also confirmed that transformational, transactional, and 
adaptive leadership are all significant predictors of organizational 
growth, with transformational leadership having the strongest effect 
(Avolio & Bass, 2004; Bass & Avolio, 2004; Northouse, 2018; Yukl, 
2013; Judge & Piccolo, 2004; Bass, 1990). Transformational 
leadership inspires employees, aligns personal and organizational 
goals, and promotes innovation, while transactional leadership ensures 
operational efficiency and accountability (Burns, 1978; Podsakoff et 
al., 1996). Adaptive leadership supports resilience and effective 
problem-solving in complex and uncertain contexts (Heifetz & Laurie, 
1997; Uhl-Bien & Arena, 2018). 
Overall, transformational leadership was the most influential, followed 
by adaptive and transactional leadership. The findings suggest that 
Centre LSD should prioritize developing transformational and adaptive 
leadership skills while maintaining transactional practices to balance 
efficiency, innovation, and long-term growth (Bass & Riggio, 2006; 
Northouse, 2018). Leadership development programs should focus on 
vision, adaptability, employee engagement, and fostering a learning-
oriented culture to sustain organizational success. 
 
Conclusion and Recommendations 
This study examined the relationship between leadership styles and 
organizational growth in African Centre for Leadership, Strategy, and 
Development (Centre LSD). The findings across all three objectives 
offer strong evidence that leadership style plays a critical role in 
shaping organizational outcomes, particularly in dynamic and 
knowledge-driven environments such as Centre LSD. The first 
objective focused on transformational leadership, revealing a strong 
and statistically significant positive relationship with organizational 
growth. Leaders who practice transformational leadership demonstrate 
visionary qualities, intellectual stimulation, individualized support, and 
the ability to motivate followers beyond transactional exchanges. This 
leadership style was found to be the most influential in driving growth 
at Centre LSD. The ability of transformational leaders to inspire 
innovation, promote shared values, and align individual objectives with 
the organizational mission was clearly reflected in the growth 
trajectory of Centre LSD. 
The second objective addressed transactional leadership. The study 
revealed a moderate but statistically significant relationship between 
transactional leadership and organizational growth. Transactional 
leadership emphasizes structured roles, reward-based motivation, and 
goal attainment. While effective for ensuring short-term efficiency and 
stability, this style was shown to have limited influence on long-term 
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growth compared to transformational leadership. The findings 
underscore that although transactional leadership is vital for 
maintaining operational order, it may need to be complemented by 
more visionary and adaptive approaches to fully harness organizational 
potential. 
The third objective examined adaptive leadership, and the results 
demonstrated a strong positive relationship with organizational growth. 
Adaptive leadership enables leaders to respond effectively to dynamic 
environments, address complex challenges, and foster continuous 
learning within the organization. In the case of Centre LSD, adaptive 
leadership has proven to be a critical mechanism for navigating socio-
political challenges and driving strategic transformation. 
Cumulatively, the study found that all three leadership styles, 
transformational, transactional, and adaptive are statistically significant 
predictors of organizational growth, with transformational leadership 
having the most pronounced impact. This hierarchy of influence 
suggests that Centre LSD’s leadership development initiatives should 
prioritize strategies that foster transformational and adaptive 
capabilities while leveraging transactional mechanisms to support 
structure and accountability. 
The implications of these findings are both theoretical and practical. 
Theoretically, they contribute to the existing body of leadership 
research by validating the distinct yet complementary roles of the three 
leadership styles in fostering organizational development. Practically, 
the study offers actionable insights for Centre LSD and similar 
organizations in leadership development and policy advocacy sectors. 
Encouraging transformational and adaptive leadership behaviors 
among current and emerging leaders could lead to improved employee 
engagement, innovation, and long-term sustainability. 
Ultimately, effective leadership is not the adoption of a single model 
but the integration of multiple approaches suited to the organizational 
context. As demonstrated, the interplay between vision, structure, and 
adaptability is essential for organizations like Centre LSD that operate 
in environments requiring constant evolution and strategic foresight. 
To enhance leadership effectiveness and drive sustainable 
organizational growth in African Centre for Leadership, Strategy, and 
Development (Centre LSD), the following recommendations are 
proposed: 

1. African Centre for LSD should first implement tailored training 
programs emphasizing transformational and adaptive 
leadership. These programs should focus on vision creation, 
emotional intelligence, strategic foresight, and change 
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management to inspire innovation and drive long-term 
organizational success. 

2. Centre LSD should establish regular feedback systems, 
encourage experimentation, and support learning from failure. 
This will enhance adaptability in a dynamic organizational 
environment and strengthen the organization’s capacity for 
sustained growth. 

3. Centre LSD should use transactional leadership to maintain 
operational stability and ensure accountability in performance 
management, supporting overall organizational growth. 
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Abstract: This paper examines the “Dog Legends” book series as an 
educational narrative intervention with formative potential 
in moral and emotional development of children. Through 
an interpretative qualitative analysis, I investigate the 
structure and coherence of these stories with hero’s myth 
(Campbell), narrative archetypes (Pearson), theories about 
meaning (Frankl), the child-animal relationship (Melson), 
and moral development (Killen & Smetana). These canine 
characters become symbolic figures through which the 
child crosses stages like fear, hesitation, moral choice and 
inner transformation. The story functions as a symbolic 
space for reflection and building meaning, in an accessible 
and profound emotional framework. The results suggest the 
applicability of the series in contexts like moral education, 
counseling, and personal growth, offering a narrative 
alternative to the directive models. “Dog Legends” 
proposes a pedagogy of accompaniment, not correction in 
which the child is recognized as a hero of their own 
becoming, not a passive recipient of norms.  

Keywords: hero’s journey; archetypes; moral development; dog 
legends; narrative therapy. 

Introduction 
The main aim of this paper is to explore the way the narrative series 
Dog Legends function as a symbolic educational instrument, capable of 
supporting the moral and emotional formation of the child. 
The primary question of this article that guides this analysis is: How 
does the narrative structure and the symbolic elements from Dog 
Legends align with psychological, moral, and identity validated 
models? 
For this purpose, this study proposes to follow these specific 
objectives: 

mailto:cami@camimotorca.com
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- To identify the correspondence between the hero’s myth 
(Campbell) and the narrative road of the canine characters; 

- To analyze the archetypal function of the characters through the 
six archetypes model proposed by Pearson and their 
educational relevance; 

- To investigate the moral formative potential and self-reflection 
of the child in relation to symbolic and affective dimension of 
the story; 

- To highlight the relevance of the stories for a pedagogy of 
meaning, centered on co-creation and not correction.   

Children's education cannot be reduced to transfer of information or 
behavioral learning. The child is a moral being in becoming, who 
understands the world through symbols, emotions, and significant 
relationships. Even in the first stages of development, the child 
searches for meaning- not just rules- and is being formed through 
experiences, not only the information that is passed towards them. This 
perspective imposes an upgrading to narrative and symbolic education, 
in which stories are not an auxiliary means, but a space for identity and 
moral formation.  
Dog Legends is an original narrative project developed by the author, 
also available as a published book series for children on Amazon and 
Barnes & Noble. This project proposes this kind of approach: a series 
of visual stories, built around some archetypal canine characters, who 
function as symbolic references for emotional and relational 
development of the child. Inspired by the archetype journey of the hero 
formulated by Campbell (2004), this project integrates fundamental 
concepts as moral development (Piaget, 1965; Smetana & Killen, 
2008), the logotherapy of the meaning (Frankl, 1984), biophilia theory 
(Melson, 2001), but also narrative therapy (Fleming, 2003), in an 
interdisciplinary narrative formula which values both the affective 
dimension, but also the formative potential of image, voice and 
symbolic identification.  
The characters - Rey (empathy and safety), Ryo (courage and justice), 
Shiba (vulnerability that transforms itself in power), and Algo, a degu 
squirrel (play and creative resilience) - become, in the eyes of the child, 
not just story characters, but affective presences with inner guidance 
value. Each child can encounter in them a part of the self- fear to make 
mistakes, the desire to protect, the shame of a vulnerability, the need to 
do good, but also to be seen. In this way, the story creates a safe space 
for reflection and transformation, where the child’s emotions gain 
language, and behaviors become meaningful choices. 
The series is accompanied by visual and audio materials- animated 
illustrations in Pixar style, the voice of characters available online on 
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social media channels, symbolic worksheets and activities for guided 
reflection- applied until present moment in personal development 
groups. Each story is designed as a narrative journey that reflects the 
stages of the hero myth: call to adventure, the refusal of the call, 
meeting the mentor, crossing the threshold, reward, the road back, 
return with the elixir.  
This article proposes a qualitative analysis of these stories, through a 
symbolic and educational perspective. It aims to highlight the way in 
which the narrative, when constructed with archetypal depth and 
affective anchorage, can support the formation of the child as a moral 
being, capable of empathy, reflection, and conscious choice.  
 
Literature Review 
The emotional and moral training of the child requires more than the 
delivery of rules and cognitive instruction. Dog Legends project is 
based on a narrative and symbolic educational vision, theoretically 
grounded on multiple scientific sources relevant to the field of 
developmental psychology, moral education, meaning and purpose 
philosophy, and narrative therapy. In the center of this approach is the 
idea that story can be a space for inner formation, and the characters- 
archetypal figures- become references for the child in the process of 
identification and transformation.  
 
The Hero Myth as Narrative Map of Becoming 
Joseph Campbell (2004) introduced the concept of “monomyth” or the 
“hero journey”, a universal narrative structure identified in 
mythologies from around the world. This structure reflects a symbolic 
process of inner transformation, divided in three main stages: 
departure, initiation, return.  
Departure: The hero lives in an ordinary world and receives “a call to 
adventure”, a calling to the unknown. Initially, the hero may refuse this 
call out of fear of change. However, the reunion with a mentor or a 
guide, encourages the hero to cross the threshold into an unknown 
world, marking the beginning of transformation. According to one 
perspective, as described by Hartman, D., and Zimberoff, D. (2009), 
the call to adventure involves identifying the ego, the true self, and the 
soul, and it often requires leaving behind the familiar and traditional to 
find their own resources. 
Initiation: In this stage, the hero is confronted with different tests and 
challenges which test their courage, wisdom, and determination. These 
trials symbolize the confrontation with unknown aspects of self and 
contribute to personal development and growth. Jungian perspectives 
suggest that this stage involves confronting their shadows, working 
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through inner masculine/feminine elements (anima/animus), and 
encountering the Mana-Personality as described by Hartman, D., and 
Zimberoff, D. (2009). 
Return: After the hero obtains a profound insight or an “elixir” of 
knowledge, the hero returns to the ordinary world. This return is often 
accompanied by difficulties, but the hero brings valuable gifts for the 
community, reflecting on their inner transformation and contributing to 
the collective good.  
Davis and Weeden (2009) propose the implementation of this structure 
in the educational context, suggesting that the learning process can be 
shaped after the hero’s journey. They highlight the role of a teacher not 
as a “wise” who offers final answers, but as trickster- a figure who 
provokes and supports simultaneously, empowering critical thinking 
and self-exploration. This approach encourages students to leave their 
comfort zone, to confront uncertainty and to develop their own 
perspectives. This way, the hero myth serves not only as narrative 
structure, but also as a pedagogical frame that facilitates personal and 
intellectual growth, promoting a profound and transformative learning.  
 
Moral Development Theory  
Jean Piaget (1965) was a pioneer in the study of moral development of 
children, highlighting the transition from heteronomous morality, in 
which the rules are perceived as absolute and imposed by the authority, 
to autonomous morality, characterized by understanding that the rules 
can be negotiated and adapted according to context and mutual 
relations. This evolution reflects the ever-growing capacity of children 
to appreciate the intentions behind the actions and to develop a sense of 
justice grounded on cooperation and equity.  
Later, the studies of Killen and Smetana (2008), extended this 
perspective, highlighting the crucial role of emotions and social context 
in the formation of moral judgment. They argue that moral 
development is not a linear process, but one which involves dynamic 
interactions between moral judgment, the experienced emotions, and 
social influences. This way, children learn to navigate the moral 
dilemmas through experiences that require empathy, reflection, and 
coping to different social situations.  
This integrative approach emphasizes that moral development is deeply 
anchored in the daily life experiences of children, where emotions and 
reasoning are blended in order to guide ethical behaviors and 
responsible decisions.  
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Logotherapy and the Will to Meaning 
Viktor E. Frankl (1984), the father of logotherapy, states that “the will 
to meaning” is the central motivation of the human being. According to 
this vision, the human being is not completed by satisfying their 
instincts, but by finding a personal meaning in their life, even in 
extreme conditions. In this theoretical frame, education is not just a 
transfer of information, but a process of discovering the significance of 
one’s own existence.  
Applied in an educational context, logotherapy can support the 
formation of the child not as an object of the system, but as an active 
subject in search of meaning. The child is encouraged to interrogate 
their own emotions, relationships, and experiences, to find coherence 
and inner direction, not only to memorize or reproduce information. 
Frankl considered that the human being can’t be taught without an 
axiological direction, without the question “why?”, which stands at the 
root of conscious choices.  
In logotherapy, the meaning is not imposed, but discovered, and the 
process of discovery takes place in an authentic way only when the 
educator positions themselves not as a holder of the absolute truth, but 
a companion in an existential process. The educator creates contexts 
which call for reflection, questioning, and contacting the profound self. 
Therefore, the educator’s role is not to give meaning, but to support the 
child in their own search.  
Frankl highlights that the meaning can be found in three main ways: 
through action (work, contribution), through relation (love, 
togetherness), and through the attitude towards suffering. Even in front 
of adversity and loss, the child can learn to keep their dignity, to 
transform an experience into an inner resource, when sustained to see a 
higher purpose. This way, education becomes a form of training for an 
existence with meaning, not only performance. 
In conclusion, logotherapy offers an educational framework centered 
on the person, in which the child is seen as a being in the search of 
meaning, and the story, the symbol, and the relation are pathways 
through which this meaning can be accessed and integrated.  
 
Biophilia and the Relation Child-Animal 
The concept of biophilia was introduced by Edward O. Wilson in the 
‘80s, being defined as a human inborn tendency to form emotional 
connections with nature and other forms of life. According to an 
analysis conducted by Krčmářová (2009), this hypothesis was 
formulated on the background of an anthropological and evolutionary 
need: the connection with nature would represent a structural element 
for social and mental balance of the human being. Therefore, biophilia 
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is not just a personal preference, but a potential formative factor in 
education, morality, and the construction of self.  
In the child’s education, this connection can be harnessed to cultivate 
empathy, responsibility, and connection with the live environment. 
This way, the relation child-animal gains a symbolic and pedagogical 
significance: the animal becomes a non-verbal presence who can 
facilitate emotional self-regulation, accountability, and reflection upon 
the other.  
Melson (2001), in her volume “Why the Wild Things Are: Animals in 
the Lives of Children”, extensively explores these dynamics. She 
shows that the presence of animals in the life of a child has a direct 
impact on emotional and social development: it contributes to 
emotional regulation, decreasing stress and developing compassion. 
Children who interact constantly with animals, as play partners, or 
symbolic contexts, manifest a higher degree of empathy and 
responsibility in human relations.  
Melson also highlights that animals can become a symbolic mirror for 
the child, a non-judgmental presence that helps the child to understand 
his or her own feelings, to express and regulate behaviors. In an 
educational context, this relation can be leveraged not only for forming 
social abilities, but also to build a healthy relationship with the 
environment and self. The child learns, in a concrete and emotional 
way, that protecting, listening, and paying attention to others are 
gestures of meaning, not mandatory actions.  
Thus, biophilia is not merely an ecological theory, but a fundamental 
hypothesis for relational education and moral training through live and 
symbolic means. In this frame, the animal becomes a silent 
pedagogical partner, with a force of influence often more profound 
than the words of an adult.  
 
The Story and the Narrative Identity  
In the narrative paradigm, the personal identity is conceived as a 
dynamic construction, shaped by the stories individuals tell about 
themselves and their own experience. Fleming’s article (2003), based 
on White and Epston theory, highlights the idea that these narrations 
do not reflect reality, but structure it. When a person internalizes a 
“dominant” story, marked by failure, deficiency, or exclusion, the 
entire perception towards self can become limited, rigid, and blocked.  
The process of narrative transformation proposed by Fleming consists 
of identification and enabling of some experiences which contradict the 
dominant story. These “unique results”- facts, emotions or ignored 
relations- offer the foundation for rewriting an alternative narration, 
richer and more congruent with the real potential of the person. 
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Therefore, the story becomes an environment of reconstruction of the 
identity, not just a passive reflection of the past. 
A central element of this process is externalization: the problem is 
separated from the person and treated as a cultural or relational 
discourse. This approach reduces self-blaming and opens up space for 
decision, reinterpretation, and choice. Instead of a dependent 
relationship towards authority, a reflexive process arises, guided by 
questions, dialogue, and conscious presence.   
This theory has direct implications in the educational field. Story is not 
only a didactic support, but also a training framework. When the child 
is encouraged to express the inner narration, to examine and rephrase 
it, the educational process becomes one of profound learning and 
transformation. The teacher is not just a transmitter of content, but an 
active witness of an identity becoming. Thus, learning turns into a 
reconnection act with the self and affirmation of the possibility of 
change.  
 
Methodology 
This paper is based on an interpretative qualitative approach, focused 
on the symbolic analysis of the narrative universe of “Dog Legends”. 
Its purpose is to highlight the internal coherence between the structure 
of the stories, the character’s functions, and educational and 
psychological theories previously discussed. The proposed analysis 
follows the way the texts build a profound learning experience through 
archetypes, hero’s myth, and the symbolic relation between animal and 
child.  
The methodological approach is of an hermeneutic type, specific to the 
qualitative research which proposes to explore the layers of meaning of 
a narrative content through its correlation with the relevant theoretical 
frame. To this end, the Dog Legends universe is analyzed not only as a 
corpus of stories for children, but as a coherent narrative system, 
articulated on symbolic and formative dimensions, in which the 
characters, themes, and conflicts follow more that a narrative line: they 
activate an inner process of learning, moral reflection, and identitary 
reconstruction.  
This qualitative review was constructed through a transversal 
interpretative lecture of all the volumes, following in a systematic 
manner: 

- The presence and the succession of the stages of hero’s myth, 
according to the model of Joseph Campbell; 

- The archetypal roles attributed to the characters and the 
relations between them; 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 132-149 

139 
 

- Types of moral and emotional conflicts activated in the 
narration; 

- The presence of recurrent symbols (magical objects; initiatic 
spaces, support figures; transformative obstacles); 

- Manner in which the story incorporates educational dimensions 
such as empathy, self-reflection, courage, care, gratitude, or 
decision-making.  

This initiative doesn’t assume a quantitative or comparative content 
analysis, but a unifying lecture that allows the shaping of a symbolic 
frame of interpretation, in which each story contributes to a larger 
system of meaning. Thereby, recurrent meanings are sought that cross 
the volumes, not the episodic particularities or style differences.  
In the center of the analysis is the idea that “Dog Legends” function as 
a symbolic construction intended for the formation of the child, not 
only through message, but through form, structure, and guided relation 
with the reader. The story is built as an affective and moral initiation, 
in which the child is encouraged to identify, feel, choose, understand 
and transform oneself. This perspective is sustained by the theories 
presented in the above section: the hero myth (Campbell), logotherapy 
(Frankl), biophilia (Melson), and also the narrative approach of identity 
(Fleming).  
The result of this method is an integrated setting of understanding of 
the series “Dog Legends”, as a narrative educational tool, in which 
each element - story, character, image, conflict, symbol- participates in 
the construction of the formative transformative process.  The 
characters are not only protagonists of some adventures, but symbolic 
architects through which the child explores safety, fear, guilt, trust, 
gratefulness, forgiveness and belonging.  
 
Epistemological Fundamentals  
This research is founded on the hermeneutic paradigm, in which the 
text is not only treated as an inert object of observation, but as a 
dynamic space of meaning, where the interpretation plays a 
constitutive role. In this approach, the meaning is not “extracted” from 
the story, but co-created in a live relation between text, reader, and the 
cultural, affective and theoretical context in which it is situated. As 
Laverty (2003) emphasizes in the hermeneutics of heideggerian and 
gadamerian inspiration, knowledge is a way of being, not merely a 
cognitive act; it is influenced by our language, historicality, and pre-
understanding, and the interpretation is always a fusion between 
perspectives, a dialogue between what we bring and what the text 
opens.  
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Applying this framework on the stories from “Dog Legends” series, the 
methodological process implies a symbolic and stratified lecture of the 
narrative universe, where the means are not predefined, but emerge 
from the relations between characters, conflicts, and implied values. 
The story is interpreted as a cultural and educational construction, 
which activates profound formative trials: identitary formation, 
emotional awareness, moral dilemmas confrontation, and ethical 
markers internalization.  
In the hermeneutic direction, the elimination of the subjectivity of the 
researcher is not intended, but the reflective assumption of its position 
- with the self-knowledge of their childhood, symbol, and formation 
through story. The analysis takes place inside the hermeneutic circle, 
through a continuous movement between the entire series of “Dog 
Legends” and recurrent details (themes, archetypes, symbols), 
constantly coming back over the text with a higher interpretive depth. 
Therefore, this methodology is not based on the extraction of some 
universal “truths”, but on the exploration of possible entendres, always 
contextualized, that can support an education towards meaning, 
empathy, and inner reflection. The story, in this epistemological 
framework, becomes an environment for existential transformation, in 
which the child is called to re-find and re-interpret themselves.  
 
The Mythological Model: The Hero’s Journey 
” Dog Legends” series follow in a symbolic and age-appropriate 
manner, the mythological model of the hero’s journey, as it was 
formulated by Joseph Campbell (2004). This universal structure, 
known as ‘monomyth’, includes a succession of stages through which a 
character starts from an ordinary world, is called to adventure, crosses 
trials, learns lessons and returns transformed, bringing a gift to the 
community.  
In “Dog Legends”, this journey is not lived by the children in a direct 
manner, but through the dog- protagonists, who function as symbolic 
mirrors of the child. Each adventure of the dogs is in fact a metaphor of 
an internal process through which the child is accompanied in order to 
reflect upon some universal themes such as: fear, shame, courage, 
friendship, forgiveness. Through this narrative mechanism, the story 
becomes a safe space for identification, where the child can re-find 
themselves without being exposed, and learn without being corrected.  
The correspondents between the hero’s journey and the symbolic 
journey in “Dog Legends” can be summed up as follows:  
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The Mythological Stage Reflection in Dog Legends 

The Call to Adventure The dog-character confronts a 
disturbing situation: a moral conflict, a 
heavy emotion. 

Refusal of the Call Hesitation, withdrawal or shame of the 
character, who doesn’t feel ready for the 
mission 

Meeting with the Mentor A guide shows up- often, another 
character from Dog Legends universe- 
who offers support. 

Crossing the Threshold The character symbolically accepts the 
calling and crosses in the unknown 
(forest, conflict, etc.) 

Tests, Allies, and Enemies The adventure is carried out with 
obstacles, friends, symbolic challenges 
(rejection, wandering) 

Approach to the Inmost Cave An identity crisis moment: self-doubt, 
confrontation of a profound emotion. 

The Ordeal Inner transformation: acceptance, moral 
choice, new perspective 

Reward The character discovers something 
essential: an inner truth, a value, a 
wisdom. 

The Road Back  The character returns in the world with 
a gift: an attitude, a lesson, a gesture 
that repairs or unites.  

Return with the Elixir  Their example or action inspires and 
transforms the world around.  

Table 1. Correspondents between Hero’s Myth and Dog Legends’ 
Journeys  
 
These stages are not didactically exhibited in the narration, but 
integrated in an organic, symbolic, emotional form, adapted to the 
comprehension of the child. It is relevant that the structure of the myth 
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offers a profound framework for the construction of meaning, in which 
the child is a witness of becoming and through identification, they 
become a part of it.  
This approach allows the story to simultaneously function as an 
esthetique narration and a formative tool, in which the dog is more than 
a character: is the projective figure of the child in search of answers 
and belonging. Through this symbolic crossing of the hero’s journey, 
the child is accompanied in a thoroughly educational process, built on 
understanding, compassion, and inner transformation. 
 
The Characters Archetypes in Pearson’s Model  
The Model of the six archetypes developed by Carol S. Pearson in 
“The Hero Within: Six Archetypes We Live By” (2015), offers a 
symbolic perspective over the major stages of the inner journey. Each 
archetype expresses an existential need and a lesson for psychological 
education, reflecting a way of being in the world, a form of 
confrontation with the self and the relation between individuality and 
community.  
Applying this grid to the main characters from “Dog Legends”, a 
profound coherence is being shaped between the narrative structure 
and the symbolic dimension of each archetype.  
Shiba- The Orphan 
The Orphan Archetype, in Pearson’s vision, is the first form of inner 
growth, in which the child discovers that the world is not completely 
safe. It’s the stage of illusion loss and pain confrontation, but also the 
beginning of the search for meaning, support, and belonging. The 
Orphan lives a rupture- most of the time an emotional one- that leaves 
behind a wound and a deep need to heal.  
Shiba reflects this archetype in her entire narrative structure. It’s the 
character that comes from injury, abandonment, uncertainty. But, it 
doesn’t remain in the position of victim. Its entire becoming is a 
symbolic passage of the journey from rejection to retrieval. Shiba 
searches, hesitates, approaches with fear, but gradually learns to trust. 
As an Orphan, Shiba embodies the inner voice of the child who needs 
to be seen, accepted, and welcomed - and who, through their 
vulnerability, develops force and insight.  
Ryo- The Warrior  
The Warrior is the one who declares boundaries, engages himself in 
fight, and learns to sustain a cause. In the Pearson model, the Warrior 
is not aggressive, instead is the symbolic figure of moral courage, 
loyalty, and actions consistent with the values. The Warrior undertakes 
the mission to protect what is important and to face injustice.  
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Ryo is that voice. Not only through its past as a former detective dog, 
but through its clear positions towards choice, loyalty, truth, and 
justice. Ryo is that character that helps the child learn how to be firm 
without being harsh, how to protect without control, how to affirm 
their values without enforcing. 
Rey- The Altruist   
The Archetype of Altruist is the one who shares. But not anyhow: in its 
evolved form, the Altruist knows how to offer without canceling itself, 
to take care of others without sacrificing itself in a destructive way. 
Pearson shows that this archetype is often mistaken with obedience, 
but in reality, is a sign of affective maturing and relational 
responsibility.  
Rey is the clear expression of this archetype in a balanced manner. It 
doesn’t “save” the story, but supports it silently. Rey is there with 
kindness, presence, and a hushed voice. It gives direction without 
forcing, hugs without suffocating, inspire without asking. Rey is the 
stable figure that brings that kind of love meant to bring safety. 
Algo- The Innocent 
The Innocent, in Pearson’s model, is not the naive child, but the child 
with essential belief for the better, who maintains hope even when 
things become difficult. The Innocent sees the world with new eyes, 
has curiosity, and the capacity to forgive. It is a vital archetype, 
because it protects joy and affectionate cleaning that any child needs to 
balance.  
Algo, the degu squirrel, is the Innocent through excellence. Not only is 
it playful and unpredictable, but also brings light where others bring 
gravity. It doesn’t confront, but asks. It doesn’t teach morals, but seeks 
wonder. In the story, Algo is the energy that breaks tension and 
restores the affectionate rhythm.  It is the ludic voice, the authentic 
one, of the child who can still believe.  
The characters from “Dog Legends” are not simple narrative roles, but 
stages of an inner journey lived in mirroring with the child-reader. 
Each archetype identified by Pearson finds a correspondent in these 
symbolic figures, which offers these series a profound formative 
consistency. 
 
Results and Discussion 
 Results 
The qualitative interpretative analysis of the stories from “Dog 
Legends” series highlighted a profound narrative coherence between 
the internal structure of the stories and the mythological model of 
hero’s journey established by Joseph Cambell (2004). Without 
following a rigid narrative template, the characters are going through 
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recurrent symbolic stages that can be correlated with ten moments of 
the monomyth: call to adventure, the refusal, meeting with the mentor, 
crossing the threshold, trials, crisis, transformation, reward, the return, 
and the impact on the community.  
Each main character - Shiba, Rey, Ryo, and Algo- was built as a 
symbolic figure meant to accompany the child-reader in an inner 
process.  
The results of this symbolic analysis show that these archetypal figures 
are spread consistently throughout the series, creating an internal 
balance between action, reflection, vulnerability, and wisdom. 
Pearson’s archetypes- The Orphan, Warrior, Altruist, and Innocent- 
can be found in the depth of each character, sustaining the narrative 
and formative process.  
 
Discussion  
The “Dog Legends” series functions as an integrated narrative system, 
in which mythological and symbolic structure is at the service of an 
education oriented towards meaning, reflection, and emotional 
development. The fact that these characters are not designed after self-
righteous stereotypes, but through an inner transformative dynamic, 
allows the child-reader to reach them not with fear, but empathy and 
mirroring.  
This correspondence between myth and formation sustains the 
allegations from the literature review regarding the educational value 
of the myth as a symbolic map of growth (Campbell, 2004; Pearson, 
2015; Frankl, 1984). Moreover, the narrative analysis reveals the fact 
that the “Dog Legends” series do not propose moral lessons, but create 
narrative spaces of symbolic encounters between the child and their 
inner self, emotion and meaning, conflict and transformation.  
As opposed to traditional didactic stories, “Dog Legends” value the 
archetypes as bridges between identity and becoming. For that purpose, 
dogs become more than characters: they become projective voices of 
the child, figures that carry within fears, wishes, choices, 
transformations. They allow the child to live from within the story, 
without feeling fixed, but accompanied.  
This narrative construction, alongside visual images and gentle 
emotional tonality, creates assumptions for an interdisciplinary 
educational initiative that can be valued in contexts of personal 
development, counseling, moral education, and therapeutic storytelling.  
 
Educational Applications and Pedagogical Relevance 
The Dog Legends series are not limited to an aesthetic and symbolic 
function, but offer a concrete framework of educational intervention 
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and personal development. The stories and the characters can be 
successfully integrated in formal and nonformal educational contexts 
and, especially in activities centered on the development of socio-
emotional competencies, psycho-pedagogical counseling, moral, and 
narrative education.  
To this day, these stories have been applied in personal development 
groups enabled by psychologists for children between 6 and 11 years 
old. Each group encounter had a theme- friendship, courage, 
vulnerability, belonging - and combined guided lecture with a wide 
range of expressive and symbolic activities. 
 Every meeting included: 

- Guided lecture of the story through animated videos of Dog 
Legends (the voice of the characters, Pixar Style illustrations) 

- The identification of the resource-character that mirrors the 
child or the mentor; 

- Drawing of self “hero journey”; 
- Games for identifying fear and reframing it into a symbolic 

resource; 
- “Hero’s Anthem”- generative music through artificial 

intelligence, used as emotional support;  
- Questions for narrative reflection (examples: “What do you 

think that being a good friend means?”, “Why do you think that 
Rey decided to search for Cami’s necklace all night?”, What 
would you have done if you were instead of Rey and had to 
help a friend?”) 

- Creative group activities, such as creating a collective story in 
which each child has their own mythological role.  

An example of a group activity was the collaborative story in which 
each child imagined their own internal myth- a symbolic road of 
courage, trust or forgiveness, and together, as a team, alongside Rey, 
they supported a vulnerable character, like a lonely hedgehog, in his 
way to find friends. Therefore, children not just identify themselves 
individually with an archetype, but they become part of a symbolic 
community of heroes who cooperate for healing and belonging.   
This approach can easily be adapted for class-meetings, educational 
counseling, or psycho-pedagogical interventions, offering a solid 
support for cultivating life skills: empathy, emotional self-regulation, 
critical thinking, moral responsibility, and self-trust.   
Thus, Dog Legends proposes not only a collection of stories, but an 
integrative narrative pedagogy, centered on meaning, in which the 
child is seen as a being in formation, with the need for understanding, 
feeling, and rebuilding themselves in relation with self and others.  
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A Symbolic Narrative Illustration: “Shiba’s Adventure” story 
according to hero’s myth (Campbell) 
 “Shiba’s Adventure” story (Motorca & Motorca, 2024) from the Dog 
Legends book series, follows the stages of the hero’s journey 
formulated by Joseph Campbell and reflects the dynamic of 
development of the child as a moral being.  
Below are listed the 10 essential stages and narrative correspondences 
during the course of the main character: 

1. The Call to Adventure 
 Shiba leaves the safe world of family, drawn to by a playful 
butterfly. This occurrence triggers the symbolic beginning of initiation 
- a discreet but irresistible call, to the unknown: “Shiba saw a 
butterfly… She followed it… beyond the familiar place.” 

2. Refusal of the Call 
 Arriving in the crowded city, Shiba feels lost and scared. The 
first confrontation with a heavy emotion appears, longing, fear, 
loneliness: “She missed her parents… Shiba whimpered softly.” This 
hesitation symbolizes the natural resistance towards change and lack of 
emotional preparation.  

3. Meeting with the Mentor 
 Shiba doesn’t receive direct advice, but her inner voice, woken 
by experience, takes the form of a symbolic guide: “ I miss my family, 
but I know I am brave.” This thought becomes her inner mentor born 
out of pain, but fed with hope. She accesses her own resources of 
courage and coping. 

4. Crossing the Threshold 
 Crossing the Threshold happens when Shiba starts to take care 
of herself, she finds shelter, eats from strangers, learns the unwritten 
rules of the city, all representing the crossing in the initiatic world of 
challenges.  

5. Tests, Allies, and Enemies 
 Every day, Shiba confronts the unknown: hunger, rejection, but 
also gestures of kindness. These experiences become a way of learning 
and constructing a new identity.  

6. Approach to the Inmost Cave 
 In a moment of profound reflection, Shiba admits that she is 
longing, but she chooses hope: “Each sunrise brings a new day…I’m 
not just wandering. I’m on a journey.” This revelation marks the 
identity crisis and at the same time the formation of a new perspective 
towards self. 

7. The Ordeal 
 By helping a lost kitten, Shiba acts out of empathy. Her choice 
of protecting another lost soul becomes the act of moral 
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transformation: “Hey there, little one… I’m with you.” Therefore, her 
fear transforms into care, a sign that she has integrated what she has 
been living.  

8. Reward 
 Shiba discovers that she is not weak, but capable of support, 
love, and healing. This knowledge of personal value becomes the inner 
reward of the journey.  

9. The Road Back 
 Although she doesn’t return to her original family, Shiba walks 
in a world in which she feels ready. She has a new meaning, an inner 
map, and a valuable lesson: “I’m on a journey to discover where I 
belong.” 

10. Return with the Elixir 
 The Elixir brought by Shiba is not physical, but symbolic: a 
new attitude towards life. She becomes a character able to inspire, 
protect, and transform. She is no longer only a lost puppy, but a 
symbol of gentle courage.  
 
Conclusions 
Dog Legends book series offer an original narrative frame, with 
profound formative value for moral, emotional, and relational 
development of children. The qualitative symbolic analysis presented 
in this paper highlights the fact that these stories faithfully follow the 
structure of the hero’s myth and integrate recognizable archetypes, 
with projective and educational function.  
The canine characters, each embodying a distinctive symbolic 
dimension (courage, empathy, vulnerability, hope), become emotional 
mirrors through which the child can explore their own choices and 
feelings. Without imposing moralizing lessons, these stories open 
narrative spaces for reflection and transformation, in which the child is 
encouraged to discover themselves, feel, and consciously choose.  
In an educational landscape often oriented towards performance and 
conformity, Dog Legends proposes a pedagogy of authenticity, 
meaning, symbol, and supporting. The story becomes a living 
formative frame in which the child is not “trained to be good”, but 
supported to find their own way and build a self-moral identity.  
This paper supports the idea that story, when built with archetypal 
profoundness, affectivity, and meaning, can function as an initiatic 
educational space. The child not only learns about “good” and “bad”, 
but learns how to feel, reflect and choose with presence.  
In an educational world often centered on norms, conformity, and 
efficiency, Dog Legends cultivates a pedagogy of accompanying, not 
correction, one in which the child is recognized as a hero of own 
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becoming, not only a receptor of some rules. It is a proposition of 
education that embraces meaning, not only performance, spirit, not 
only just behavior.  
These conclusions sustain the fulfillment of the proposed objectives, 
illustrating in an integrated manner the symbolic correspondence 
between hero’s myth, archetypal structure of characters, and the 
formative value of the story in moral and emotional education of the 
child. 
 
Limitations of the Study  
This paper is founded on a qualitative and interpretative analysis of the 
universe Dog Legends, therefore is a symbolic, subjective, and 
contextualist approach. Because of this, the results cannot be 
generalized to an entire infant population or other educational contexts, 
but must be understood as a proposal of a formative and exploratory 
framework. 
Moreover, quantitative or experimental methods were not used in order 
to evaluate the measurable impact of the stories upon the moral and 
emotional growth of children. Applying the stories in personal 
developmental groups had an exploratory nature, and the offered 
interpretations reflect the researcher’s perspective in the dialogue with 
the theories of reference and the symbolic answers of the children.   
This limitation should not invalidate the process, but highlight the need 
for additional research - applicable, longitudinal or clinical type - in 
order to confirm or extend the observations presented in this article. 
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Abstract: Cybercrime has become a significant threat to Nigeria’s 

national security, economic well-being, and individual 
privacy. With the nation’s rapid digital advancement and 
increased dependence on online platforms, citizens are 
increasingly exposed to cyber threats such as phishing, 
identity theft, and online financial scams. This study, 
therefore, explored how public awareness and digital 
literacy serve as preventive measures against cybercrime 
in Nigeria. Utilizing a historical research approach, the 
study analyzed data from government publications, 
scholarly journal articles, and media reports over the last 
twenty years to chart the development of cyber threats and 
the efforts made to address them. Anchored on Social 
Learning Theory, which emphasizes that individuals 
acquire behaviours through observation and education, the 
study highlights how improved digital knowledge and skills 
could help reduce risky online practices and cybercrime 
victimization. The findings indicated that, despite efforts by 
institutions like the Nigerian Communications Commission 
(NCC) and the Economic and Financial Crimes 
Commission (EFCC) to promote cybersecurity awareness, 
substantial gaps in digital literacy remain, especially in 
rural communities and among young people. The study 
concluded that promoting public awareness and building 
digital capacity are essential for long-term cybercrime 
prevention. It recommended, among others, that the 
Nigerian government should embed digital literacy into 
school curricula from primary to tertiary levels. Beyond 
basic ICT, students should learn cybersecurity essentials 
such as safe browsing, password protection, and online 
privacy. Teaching these skills early will prepare young 
people to engage safely and confidently in the digital 
world. 
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Introduction 
The swift growth of information and communication technologies 
(ICTs) has reshaped the global environment, offering new possibilities 
for creativity, interaction, and socio-economic progress. Like many 
other nations, Nigeria has embraced this digital shift, with millions of 
people now connected through smartphones, internet services, and 
social media platforms. Yet, alongside these benefits in access to 
information, business, and governance, has come a surge in cyber 
threats targeting individuals, organizations, and even the state (Audu et 
al., 2023). Cybercrime has become a critical concern in Nigeria, 
ranging from phishing, identity theft, and hacking to ransomware, 
online fraud, and advanced financial crimes that erode trust in digital 
systems. 
Promoting public awareness and digital literacy has therefore become 
vital in addressing these challenges. Technology and legal measures 
alone are insufficient; human knowledge and vigilance remain central 
to prevention. Citizens who are digitally literate are more capable of 
detecting suspicious online activities, safeguarding personal data, and 
practicing safe internet habits. In Nigeria, where criminal networks 
such as the so-called “Yahoo Boys” have gained global attention, the 
urgency for grassroots sensitization and structured digital education is 
more pronounced (Okeshola & Adeta, 2022). The extent to which 
people understand and apply digital knowledge directly affects both 
their online behaviour and their vulnerability to cybercrime. 
The Nigerian government, in collaboration with private sector 
stakeholders, has introduced several measures to enhance 
cybersecurity, including the Cybercrime (Prohibition, Prevention, Etc.) 
Act of 2015. However, the persistence of cybercrime indicates that 
legal enforcement alone is inadequate. Researchers argue that 
awareness campaigns, training programs, and the integration of digital 
literacy into school systems are necessary complementary measures 
(Eze & Eze, 2021). Digital literacy extends beyond technical ability; it 
also involves the capacity to critically evaluate information, recognize 
threats, and engage responsibly in online spaces. 
On the global scale, evidence suggests that countries with higher 
digital literacy levels experience lower rates of cybercrime, as their 
citizens are empowered to actively protect themselves (Igbinedion & 
Aladenusi, 2022). In Nigeria, however, gaps in internet safety 
education, socio-economic disparities, and weak awareness structures 
continue to expose large sections of the population. Groups such as 
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students, rural residents, and small business operators are especially at 
risk because they rely heavily on online platforms without sufficient 
cyber safety knowledge (Obi & Osho, 2023). Combating cybercrime in 
Nigeria, therefore, requires more than the efforts of experts or 
government agencies; it must involve citizens who are informed, 
vigilant, and proactive. 
This study is significant because it explores how public awareness, and 
digital literacy can act as preventive strategies in Nigeria’s battle 
against cybercrime. It contributes to broader discussions on sustainable 
cyber governance in Africa by highlighting how digital competence 
and awareness shape resilience.  
 
Conceptual Review 
Cybercrime 
Cybercrime refers to unlawful acts committed through computers, 
digital networks, or internet-enabled devices. It covers a broad 
spectrum of offenses, such as phishing, identity theft, hacking, 
cyberbullying, ransomware, online scams, and the spread of harmful 
software. Researchers point out that cybercrime is distinct from 
traditional crime because it transcends borders, occurs at a faster pace, 
and can cause widespread damage (Ndukwe & Okoli, 2022). In 
Nigeria, this issue has become particularly pronounced due to the 
activities of online fraudsters popularly known as “Yahoo Boys,” who 
target both domestic and foreign victims (Audu, Nwogu, & Afolabi, 
2023). 
The growth of Nigeria’s digital economy has also created more 
opportunities for cybercriminals. While online banking, e-commerce, 
and mobile money services have boosted convenience and financial 
inclusion, they have also increased exposure to cyber risks (Obi & 
Osho, 2023). The impact of cybercrime is not only financial; it erodes 
public trust in digital systems, discourages investments, and damages 
the country’s reputation. Between 2019 and 2022, cyber fraud was 
estimated to cost Nigeria about $500 million annually, underscoring its 
seriousness as both an economic and security challenge (Okeshola & 
Adeta, 2022). 
From a criminological perspective, the Routine Activity Theory 
explains that cybercrime thrives when three elements align: motivated 
offenders, suitable targets, and the absence of effective guardians in 
cyberspace (Cohen & Felson, 1979; revised in Ajayi, 2021). Therefore, 
tackling cybercrime requires not only focusing on perpetrators but also 
addressing the awareness, attitudes, and behaviours of potential 
victims. This makes public awareness and digital literacy essential in 
reducing cyber risks in Nigeria. 
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Public Awareness 
Public awareness is the extent to which people understand and are 
conscious of specific issues, in this case, cybercrime and cybersecurity. 
It refers to what individuals know about online threats, the tactics used 
by cybercriminals, and the available methods to protect themselves 
(Eze & Eze, 2021). Awareness is active; it shapes how individuals 
think and act in terms of safe online practices. 
In cybersecurity, awareness means being able to identify suspicious 
messages, avoid unsafe websites, use strong passwords, and understand 
the dangers of oversharing personal details. Agencies such as the 
Nigerian Communications Commission (NCC) and the Economic and 
Financial Crimes Commission (EFCC) have run public campaigns to 
educate people on phishing scams and fraudulent online investment 
schemes (Igbinedion & Aladenusi, 2022). 
Studies indicate that cybercrime flourishes in contexts where citizens 
lack adequate knowledge of online risks (Obi & Osho, 2023). 
Populations that are not well-informed become easy targets. Awareness 
initiatives, therefore, are preventive measures that empower individuals 
and organizations to recognize, avoid, and report suspicious activities. 
At the same time, awareness efforts contribute to building a culture of 
vigilance that enhances national security. 
It is important to note that awareness is context-driven. In Nigeria, 
social inequality, language diversity, and low literacy levels influence 
how people engage with cybersecurity campaigns (Okeshola & Adeta, 
2022). For awareness strategies to work effectively, they must be 
inclusive, available in local languages, and tailored to vulnerable 
groups such as students, small-scale entrepreneurs, and rural residents. 

Digital Literacy 
Digital literacy goes beyond knowing how to use computers—it is the 
ability to apply digital tools safely, critically evaluate online 
information, and act responsibly in the digital world. According to 
UNESCO (2022), digital literacy involves skills such as information 
management, communication, collaboration, critical thinking, problem-
solving, and ethical digital behaviour. It equips individuals to navigate 
online environments wisely, seizing opportunities while avoiding risks. 
In cybersecurity terms, digital literacy acts as a shield. A digitally 
literate person not only uses online platforms effectively but also 
knows how to safeguard data, recognize phishing attempts, prevent 
malware infections, and adopt protective practices like two-factor 
authentication (Audu et al., 2023). However, in Nigeria, digital literacy 
is unevenly distributed. People in cities generally have more exposure 
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and access to ICT training compared to those in rural areas (Ndukwe & 
Okoli, 2022). 
Increasingly, digital literacy is recognized as an element of digital 
citizenship. It provides individuals with the skills and ethical 
responsibility to act as safe, active, and responsible participants in the 
digital economy. Programs like the Federal Ministry of 
Communications and Digital Economy’s “Digital Nigeria” initiative 
aim to train citizens in basic cybersecurity, coding, and safe digital 
habits (Eze & Eze, 2021). 
Moreover, digital literacy is not fixed. As cybercriminals develop new 
methods, ongoing learning becomes crucial. This highlights the 
importance of integrating digital literacy into Nigeria’s school 
curriculum and workplace training programs. Without it, individuals 
remain vulnerable even in the presence of strong cybersecurity laws. 

Understanding Cybercrime in Nigeria 
Nigeria’s digital economy has expanded rapidly in recent years, fueled 
by wider access to mobile phones, cheaper internet services, and a 
thriving technology sector. This growth has boosted economic 
activities, improved governance processes, and enhanced social 
connectivity. However, it has also created more avenues for 
cybercrime, including phishing, identity theft, ransomware, and online 
fraud (Audu, Nwogu, & Afolabi, 2023). The rise of internet fraudsters, 
commonly referred to as “Yahoo Boys,” has further damaged Nigeria’s 
reputation, as their schemes target victims both within the country and 
abroad (Ndukwe & Okoli, 2022). Although the Cybercrime 
(Prohibition, Prevention, etc.) Act of 2015 was enacted to deter 
offenders, legislation and enforcement alone have not been enough. A 
major factor often overlooked is the role of human behaviour, 
especially the need for stronger public awareness and digital literacy as 
preventive strategies. 
Cybercrime describes unlawful acts carried out through digital 
platforms, networks, or computer systems. Unlike conventional crimes, 
it is transnational, swift, and capable of inflicting widespread damage 
(Ajayi, 2021). In Nigeria, common examples include hacking, 
phishing, cyberbullying, and ransomware (Obi & Osho, 2023). 
Between 2019 and 2022, cyber fraud was estimated to cost the country 
about $500 million annually, underscoring its serious economic and 
security implications (Okeshola & Adeta, 2022). Beyond financial 
harm, cybercrime also reduces trust in digital platforms, discourages 
foreign investment, and damages Nigeria’s global standing. 
Routine Activity Theory provides insight into these developments. It 
suggests that crime takes place when motivated offenders, suitable 
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targets, and the absence of capable guardians coincides (Cohen & 
Felson, 1979). In Nigeria’s digital space, the rapid growth of online 
activity has created abundant targets, while inadequate awareness and 
limited digital literacy leave citizens vulnerable (Ajayi, 2021). This 
makes it clear that cybercrime prevention cannot rely only on law 
enforcement; it must also focus on equipping citizens with the 
knowledge and skills to defend themselves online. 

Public Awareness and Its Role in Preventing Cybercrime 
Public awareness is the extent to which people understand the risks of 
cybercrime and the measures needed for protection (Eze & Eze, 2021). 
It shapes how individuals view online threats and influences their 
response to them. Informed citizens are far less likely to be deceived 
by fraudulent emails, malicious websites, or internet scams. 
In Nigeria, agencies like the Nigerian Communications Commission 
(NCC) and the Economic and Financial Crimes Commission (EFCC) 
have initiated campaigns to inform the public about cyber risks. These 
programs highlight safe practices such as identifying phishing scams, 
protecting personal information, and reporting suspicious incidents 
(Igbinedion & Aladenusi, 2022). Nonetheless, knowledge gaps persist, 
particularly across different social and educational groups. 
Studies show that a lack of awareness increases the chances of 
victimization (Obi & Osho, 2023). Many Nigerians still use weak 
passwords, overshare sensitive information, and engage in risky online 
behaviour. Well-designed awareness initiatives can therefore act as 
preventive measures by empowering citizens to serve as their own first 
line of defense. 
However, awareness strategies must be inclusive and context sensitive. 
Nigeria’s social and economic inequalities, language diversity, and 
varying levels of education affect how citizens interpret cybersecurity 
messages (Okeshola & Adeta, 2022). To be effective, campaigns 
should be localized, delivered in different languages, and tailored to 
vulnerable groups such as rural dwellers, students, and small business 
owners. 

Digital Literacy as a Cybersecurity Tool 
Digital literacy involves more than the ability to use a computer. It is 
the capacity to navigate digital environments responsibly, critically 
evaluate online content, and adopt safe practices when using 
technology (UNESCO, 2022). It includes skills such as information 
management, digital communication, online ethics, and cybersecurity 
habits. 
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A digitally literate individual in Nigeria can detect suspicious links, 
avoid unsafe websites, enable two-factor authentication, and secure 
personal data. In this way, digital literacy provides not only functional 
ICT skills but also the defensive knowledge necessary to reduce 
exposure to cyber threats (Audu et al., 2023). 
The Nigerian government has acknowledged this need through 
programs like “Digital Nigeria,” which trains citizens in coding, 
cybersecurity awareness, and responsible online participation (Eze & 
Eze, 2021). Still, digital divide persists, urban populations typically 
have better access to ICT infrastructure and training than rural 
communities (Ndukwe & Okoli, 2022). 
Embedding digital literacy into Nigeria’s education system and 
workplace training is therefore essential. Schools should integrate 
cybersecurity into curricula, while organizations should ensure 
ongoing training for employees. Given the constant evolution of 
cybercrime techniques, digital literacy must be continuously updated to 
remain effective. 

Interrelationship Between Awareness, Digital Literacy, and 
Cybercrime Prevention 
Cybercrime, public awareness, and digital literacy are deeply 
interconnected in influencing the safety of individuals and societies in 
today’s digital world. Cybercrime constitutes the central threat, often 
taking the form of online fraud, phishing attacks, hacking, identity 
theft, and ransomware. Public awareness determines how people 
identify and interpret these dangers, while digital literacy equips them 
with the technical abilities required to protect themselves and respond 
effectively. When citizens possess both awareness and digital 
competence, their chances of falling victim to cybercriminals are 
greatly reduced. Research evidence indicates that societies with 
widespread awareness initiatives and higher levels of digital literacy 
tend to record significantly lower cybercrime rates (Obi & Osho, 2023; 
Audu, Nwogu, & Afolabi, 2023). 
In Nigeria, however, cybercrime continues to thrive despite the 
existence of legal frameworks such as the Cybercrime (Prohibition, 
Prevention, Etc.) Act of 2015. This persistence underscores a 
fundamental gap in human capacity. Awareness alone may result in 
individuals who recognize cyber risks but lack the skills to protect 
themselves, while literacy without awareness produces technically 
skilled individuals who remain vulnerable because they are unaware of 
evolving online threats (Okeshola & Adeta, 2022; Ndukwe & Okoli, 
2022). Consequently, addressing Nigeria’s cybercrime challenge 
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requires an integrated strategy that combines both awareness and 
literacy (Eze & Eze, 2021). 
Beyond individual protection, awareness and digital literacy generate 
ripple effects within communities. Digitally literate and informed 
individuals often become agents of knowledge transfer, sharing 
cybersecurity practices with their peers, relatives, and colleagues. This 
peer-to-peer dissemination builds collective resilience against 
cybercrime. For example, university students who undergo 
cybersecurity training frequently share their knowledge with 
classmates, while small business owners trained in secure digital 
practices often extend these insights to their customer base and 
professional networks (UNESCO, 2022; Igbinedion & Aladenusi, 
2022). 
Community-based learning strategies have proven especially effective 
in Nigeria, where cultural and social contexts influence how 
information is received and applied. Campaigns delivered in local 
languages or targeted training workshops for rural dwellers help bridge 
inequalities in education and technology access. Such grassroots-
focused interventions ensure that vulnerable groups, including women, 
students, and low-income entrepreneurs gain the knowledge and skills 
required to navigate the digital environment safely, thereby 
strengthening the country’s resilience against cyber threats (Obi & 
Osho, 2023; Audu et al., 2023). 
In conclusion, cybercrime flourishes where public awareness and 
digital literacy are underdeveloped. However, prevention becomes 
significantly more effective when both are integrated. Awareness 
shapes perceptions of risk, while digital literacy equips individuals 
with technical tools to act on those perceptions. Together, they nurture 
a culture of vigilance and responsible digital behavior. When 
multiplied across communities, these elements not only reduce the 
likelihood of cybercrime victimization but also enhance public trust in 
Nigeria’s digital economy, ultimately supporting broader goals of 
national development (Eze & Eze, 2021; UNESCO, 2022). 
 
Challenges in Leveraging Public Awareness and Digital Literacy 
for Cybercrime Prevention in Nigeria 
Despite notable progress in digital transformation and the launch of 
several awareness initiatives, Nigeria still struggles to effectively 
harness public awareness and digital literacy as long-term strategies for 
reducing cybercrime. The challenges include: 
 
1. Limited Reach of Awareness Campaigns: Most cybersecurity 
sensitization efforts in Nigeria are heavily concentrated in major urban 
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areas such as Lagos, Abuja, and Port Harcourt, where internet 
penetration and ICT facilities are relatively better. Unfortunately, rural 
communities, home to a significant portion of the population, are often 
left out. This imbalance results in unequal access to cybersecurity 
knowledge, leaving rural dwellers more exposed to online scams and 
fraud. As Igbinedion and Aladenusi (2022) observe, campaigns that 
neglect rural populations deepen the digital divide and weaken national 
resilience against cyber threats. 
 
2. Inadequate ICT Infrastructure: A key barrier to digital literacy is 
Nigeria’s uneven ICT infrastructure. Many rural and semi-urban areas 
suffer from poor internet connectivity, unstable electricity supply, and 
high data costs. UNESCO (2022) stresses that digital literacy cannot 
thrive in contexts where affordable internet and reliable devices are 
lacking. This infrastructural gap prevents large segments of the 
population from acquiring essential cybersecurity skills, thereby 
increasing their vulnerability (Audu, Nwogu, & Afolabi, 2023). 
 
3. Low Funding and Policy Gaps: Cybersecurity education and 
awareness are frequently treated as short-term projects rather than 
institutionalized, long-term policies. Government funding for such 
initiatives is inconsistent, and collaboration between relevant agencies 
such as the Nigerian Communications Commission (NCC) and the 
Economic and Financial Crimes Commission (EFCC) is often weak. 
Okeshola and Adeta (2022) argue that without consistent funding and 
well-coordinated frameworks, awareness campaigns risk being 
reactive, focusing on immediate threats rather than long-term 
prevention. Similarly, Eze and Eze (2021) note that cybercrime 
prevention is often underfunded when compared to other policy 
priorities, making it difficult to sustain community-level interventions. 
 
4. Cultural and Language Barriers: The effectiveness of awareness 
campaigns is further hindered by linguistic and cultural factors. Since 
most campaigns are conducted in English, large sections of the 
population, especially those in rural areas with limited formal 
education, remain excluded. This reduces the overall impact of 
cybersecurity messages, as many citizens fail to grasp the risks or the 
preventive measures being promoted. Ndukwe and Okoli (2022) 
suggest that adopting indigenous languages and culturally relevant 
methods of communication, such as local radio broadcasts, drama, and 
town-hall meetings, would significantly improve reach and 
effectiveness. These localized approaches ensure that even vulnerable 
populations can actively participate in cybercrime prevention. 
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5. Rapid Evolution of Cybercrime: Cybercrime in Nigeria continues 
to evolve at a pace faster than most awareness and literacy campaigns 
can adapt to. Criminals regularly change tactics, from phishing and 
identity theft to more sophisticated schemes involving cryptocurrency 
fraud and deepfake technologies. Obi and Osho (2023) note that this 
constant evolution undermines the effectiveness of existing programs, 
as many citizens remain unprepared for emerging threats. To remain 
relevant, awareness and literacy programs must be continuously 
updated and informed by real-time intelligence and global best 
practices. 
Thus, while Nigeria has made commendable efforts in promoting 
digital awareness and literacy, persistent obstacles such as uneven 
campaign coverage, poor ICT infrastructure, inadequate funding, 
cultural barriers, and the constantly changing nature of cybercrime 
limit their effectiveness. Overcoming these challenges requires a 
comprehensive strategy that emphasizes long-term policy reform, 
investments in infrastructure, culturally tailored awareness programs, 
and adaptive approaches to emerging cyber threats (Audu et al., 2023; 
UNESCO, 2022). 
 
Theoretical Framework  
This study was anchored on Social Learning Theory. Social Learning 
Theory was introduced by Albert Bandura during the 1960s, with its 
most notable exposition appearing in his 1977 book “Social Learning 
Theory”. The framework highlights that individuals acquire behaviors, 
values, and skills by watching others, imitating their actions, and 
through reinforcement within social environments. 
Social Learning Theory is grounded in the belief that learning is not 
limited to personal experience but also develops through observation 
and social engagement. The theory emphasizes that individuals can 
adopt new attitudes, behaviors, and skills by watching others and 
reflecting on the consequences of their actions. In this sense, 
observation becomes a crucial mechanism that influences how people 
think, behave, and respond across different contexts (Bandura, 1977). 
One of the major components of the theory is observational learning, 
which explains that individuals often imitate the actions of family 
members, peers, or even role models in the media. This learning 
process is shaped by four conditions: paying attention to the behavior, 
retaining the information, having the ability to replicate it, and being 
motivated to do so. Without these elements, observation may not 
translate into actual behavior (Bandura, 1986). 
Equally important is the idea of reciprocal determinism, which 
highlights the interaction between personal factors, environmental 
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conditions, and behavior. Rather than being passive receivers of 
external influences, individuals actively engage with their 
surroundings, shaping and being shaped by them in return (Schunk, 
2012). 
The theory also emphasizes the role of reinforcement and punishment. 
While direct consequences guide behavior, people also learn indirectly 
by witnessing the rewards or penalties given to others. For example, 
watching someone benefit from secure online behavior may encourage 
imitation, whereas observing penalties for unsafe digital practices may 
discourage similar actions (Grusec, 1992). 
Overall, Social Learning Theory positions learning as a social and 
interactive process rooted in observation, modeling, and feedback. It 
bridges the gap between behaviorist and cognitive perspectives, 
showing that human behavior evolves from a combination of external 
influences and internal cognitive processes. 
The application of Social Learning Theory to the fight against 
cybercrime in Nigeria demonstrates how people gain knowledge and 
adopt safe digital practices by observing, imitating, and reinforcing the 
actions of others. Rather than relying solely on personal experiences, 
individuals learn by watching how others behave online and 
interpreting the outcomes of those behaviors (Bandura, 1977). For 
instance, when citizens observe friends, colleagues, or public figures 
practicing secure online habits, such as creating strong passwords, 
avoiding suspicious websites, or reporting fraudulent emails, they are 
more inclined to replicate those same behaviors. 
Within this framework, public awareness campaigns play a central 
role. Initiatives that use media advertisements, workshops, or social 
media platforms to showcase proper cybersecurity practices provide 
visible examples for people to follow. These messages are more 
effective when they illustrate both the benefits of secure practices, such 
as protecting personal finances, and the risks of unsafe habits, like 
losing money through online fraud (Bandura, 1986). 
Social Learning Theory also clarifies how digital literacy spreads 
through communities. Once an individual gains cybersecurity 
knowledge, they often share it within their social networks, creating a 
ripple effect. For example, a university student trained to identify 
phishing schemes may pass this knowledge to classmates, relatives, or 
neighbors, thereby strengthening the community’s overall resilience. 
This process reflects Bandura’s idea of reciprocal determinism, where 
individuals, their environment, and their actions continuously influence 
one another in shaping safe digital behaviors (Schunk, 2012). 
Another important element of the theory is motivation. While 
awareness programs and training provide essential information, people 
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are more likely to apply what they learn when they observe others 
being rewarded for safe online behaviors or punished for risky ones. 
For example, business owners who succeed by adopting secure e-
commerce practices can serve as role models for others, while high-
profile arrests and prosecutions of cybercriminals may discourage 
potential offenders from engaging in fraudulent activities (Grusec, 
1992). 
Thus, Social Learning Theory provides a valuable perspective for 
understanding how public awareness and digital literacy can be 
mobilized to prevent cybercrime in Nigeria. By emphasizing 
observation, imitation, reinforcement, and social interaction, the theory 
demonstrates that meaningful and lasting change requires not only 
individual learning but also collective influence within the broader 
social environment. 
 
Empirical Review 
Researchers and policymakers worldwide have increasingly focused on 
how best to prevent cybercrime and empower individuals to safeguard 
themselves in the digital space. A central consensus is that prevention 
strategies cannot rely exclusively on technological solutions or law 
enforcement responses; they must also consider human behavior, 
awareness, and digital skills. International evidence underscores that 
digital literacy and awareness play a vital role in reducing people’s 
exposure to threats such as phishing, identity theft, and social 
engineering. For example, Kurniawan et al. (2022), through a 
systematic review, reported that individuals with stronger digital 
literacy are more capable of recognizing harmful online activities. 
However, they also cautioned that knowledge on its own does not 
guarantee safe behavior, as many users still take risks out of 
convenience or a low perception of danger. This underscores the need 
for ongoing reinforcement and practical forms of training. 
Within Nigeria, research reveals that while awareness of cybercrime is 
widespread, protective behaviors are not consistently practiced. 
Hassan, Ajah, and Okpa (2025) found that although many Nigerians, 
particularly young people, are familiar with common online scams like 
phishing and fraud, there are still misunderstandings about how these 
threats operate and how to effectively guard against them. Broader 
African studies also suggest that socio-economic conditions, including 
unemployment and peer influence, intersect with online habits, shaping 
both vulnerability to cybercrime and, in some cases, participation in it. 
Thus, awareness by itself is not enough unless it is reinforced by 
broader social and institutional support. 
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Awareness campaigns have been widely explored as a tool for 
prevention. On the global stage, social media-based campaigns have 
proven effective for quickly reaching large groups and boosting short-
term awareness. Yet, Bada and Sasse (2023) caution that long-term 
impact depends heavily on campaign design, with interactive and 
tailored approaches showing greater success than one-size-fits-all 
messages. In organizational settings, blending awareness training with 
hands-on exercises has been particularly impactful. Schops et al. 
(2024), for instance, showed through a field experiment that employees 
exposed to repeated phishing simulations coupled with feedback were 
less likely to fall victim than those who only received information. 
These findings highlight the importance of practical engagement and 
reinforcement in awareness initiatives. 
Studies in Nigeria mirror these global insights but point out key 
structural challenges. Nwankwo et al. (2024) discovered that while 
Nigerian university students demonstrated higher awareness after 
digital safety workshops, many still engaged in unsafe habits, such as 
reusing passwords. This suggests that awareness efforts must be 
backed by institutional frameworks that promote and support secure 
practices. Although Nigeria’s Cybercrimes (Prohibition, Prevention, 
etc.) Act of 2015 offers a legal foundation for addressing cybercrime, 
its impact is limited by weak enforcement, inadequate forensic 
capacity, and delays in prosecution (Okunola & Adeniran, 2021). 
These systemic weaknesses reduce the overall effectiveness of 
preventive strategies. 
Beyond the level of individual behavior, reviews have stressed the 
importance of linking awareness and digital literacy efforts to broader 
policy and community initiatives. Cenerva (2025) argues that in 
Nigeria, awareness programs need to be combined with investments in 
infrastructure, collaboration across agencies, and stronger enforcement 
to deliver meaningful results. Evidence from other contexts shows that 
integrating education with institutional reforms produces the most 
lasting outcomes. For instance, Granito et al. (2025) found that 
organizations combining awareness training with policy changes 
achieved stronger cybersecurity performance compared to those that 
implemented either strategy in isolation. 
Therefore, existing evidence suggests that while legal and 
technological tools are essential for cybercrime prevention, people-
centered strategies, such as digital literacy programs and continuous 
awareness campaigns, are equally crucial. To be effective, these efforts 
must be practical, long-term, and supported by both institutional 
mechanisms and socio-economic reforms. For Nigeria, this translates 
into scaling up awareness education in schools and workplaces, 
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strengthening enforcement of existing laws, and tackling the social 
factors that heighten cyber risks. Globally, the research emphasizes the 
value of integrated approaches that combine education, practice, and 
policy for sustainable cybercrime prevention. 
 
Methodology 
This research employed a qualitative design, as it seeks to gain a 
deeper understanding of issues related to cybercrime prevention, public 
awareness initiatives, and digital literacy. A qualitative approach is 
most suitable because it emphasizes context, interpretation, and 
meaning rather than statistical generalizations. It enables the researcher 
to examine how previous studies, policies, and interventions have 
addressed cybercrime, while also assessing their outcomes in Nigeria 
and internationally. By doing so, the study provides a comprehensive 
narrative that brings out recurring trends, gaps, and lessons from 
academic and institutional sources. 
For data collection, the study makes use of secondary sources, which 
include scholarly journal articles, textbooks, government publications, 
policy documents, and reputable online materials on cybercrime, 
awareness campaigns, and digital literacy. The use of secondary data is 
justified as it offers access to a broad pool of existing empirical 
evidence and theoretical viewpoints already established by researchers 
and practitioners. It also allows the investigation to cover both local 
(Nigerian) and global contexts without the practical limitations 
associated with primary data collection. The materials were carefully 
selected based on their relevance, reliability, and recency, with 
particular emphasis on peer-reviewed studies and official reports. 
The data were analyzed using thematic analysis, a method that helps 
identify, group, and interpret recurring themes across qualitative 
information. After reviewing the selected literature, the findings were 
organized into key thematic areas such as: (a) the effectiveness of 
awareness campaigns, (b) the role of digital literacy in curbing 
cybercrime, (c) institutional and policy-related challenges, and (d) 
strategies considered best practices in prevention. Thematic analysis 
was considered appropriate because it offers a structured yet flexible 
framework for examining qualitative data, making it possible to draw 
meaningful insights and well-grounded conclusions. 
 
Conclusion and Recommendations 
Cybercrime remains a major obstacle to Nigeria’s economic progress, 
social stability, and international image. While the spread of internet 
connectivity and mobile technologies has brought about innovation and 
growth, it has equally opened doors to new forms of digital threats 
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targeting individuals, organizations, and state institutions. Although 
legal instruments such as the Cybercrimes (Prohibition, Prevention, 
etc.) Act of 2015 exist, and security agencies continue their efforts, the 
continued rise of offenses like phishing, identity theft, and financial 
scams illustrates the shortcomings of legal responses when they are not 
reinforced by broader preventive measures. 
This study shows that tackling cybercrime in Nigeria requires more 
than enforcement and punitive approaches. True resilience lies in 
equipping citizens with the knowledge to detect risks and the skills to 
safeguard themselves online. Public awareness plays a key role in 
helping people recognize suspicious activities, while digital literacy 
enables them to take concrete protective steps such as creating strong 
passwords, spotting phishing schemes, and adopting secure online 
platforms. Evidence from Nigeria and other parts of the world 
demonstrates that countries that invest in digital literacy and awareness 
achieve greater protection against cybercrime and build stronger trust 
in digital systems. 
Nevertheless, issues of inclusivity and sustainability persist. In Nigeria, 
most awareness efforts are concentrated in urban areas, leaving rural 
communities less informed and more vulnerable. In addition, weak 
institutional capacity, poor collaboration between stakeholders, and 
socio-economic pressures continue to hinder progress. This highlights 
the need for a holistic strategy, one that integrates legislation, 
technological safeguards, awareness initiatives, and literacy programs, 
while also fostering community participation and institutional 
strengthening. 
In conclusion, Nigeria’s fight against cybercrime cannot be won by 
legal frameworks alone. A people-focused strategy that emphasizes 
education, awareness, and community engagement is vital to 
complement existing measures. By strengthening digital education, 
broadening the scope of awareness campaigns, building effective 
partnerships, and empowering communities, Nigeria can foster a 
culture of digital resilience. Such an approach would not only curb 
cybercrime but also enhance public confidence in the digital economy, 
thereby supporting national security, economic growth, and the 
nation’s global reputation. To strengthen Nigeria’s response to 
cybercrime and build a more resilient digital society, the following 
recommendations are proposed: 

i. The Nigerian government should embed digital literacy into 
school curricula from primary to tertiary levels. Beyond basic 
ICT, students should learn cybersecurity essentials such as safe 
browsing, password protection, and online privacy. Teaching 
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these skills early will prepare young people to engage safely 
and confidently in the digital world. 

ii. Awareness campaigns should be expanded to rural and semi-
urban areas, using local languages and culturally relevant 
messages. Platforms like community radio, religious 
gatherings, and grassroots organizations can improve outreach. 
This ensures vulnerable groups gain the knowledge to reduce 
exposure to cyber risks. 

iii. The government should strengthen public-private partnerships 
to sustain cybersecurity education. Collaboration with 
telecoms, banks, tech firms, and civil society will provide 
funding and expertise. Such partnerships also ensure training 
programs remain current with evolving digital threats and 
global best practices. 

iv. Organizations should provide continuous cybersecurity training 
for employees instead of one-time programs. Regular 
workshops, phishing simulations, and refresher courses will 
help workers recognize emerging risks. These efforts not only 
safeguard personal data but also protect organizational assets 
from cyber threats. 

v. The Nigerian government should support community-based 
awareness initiatives through trusted local actors such as youth 
groups, religious leaders, and influencers. Their involvement 
makes campaigns relatable and credible at the grassroots level. 
This approach fosters collective responsibility, treating 
cybersecurity as a shared social duty. 
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Abstract: In an increasingly diverse educational landscape, teachers 

are required to develop intercultural competences that 
support inclusive and responsive classroom practices. This 
study investigates the opinions and attitudes of teachers 
and education professionals in Arad County (Romania) 
regarding teaching career development in intercultural 
contexts. A mixed-method design was employed, combining 
a structured questionnaire with open-ended questions 
administered to 45 participants (30 in-service and 15 pre-
service teachers). Quantitative data were analysed 
descriptively, while qualitative data were coded 
thematically. Results indicate a strong recognition of the 
importance of intercultural competence (92% agreement) 
and a high level of interest in professional development 
opportunities (78%), contrasted by perceived gaps in 
institutional support (43%). Thematic analysis revealed 
motivations related to professional growth, but also 
structural barriers to sustained engagement in 
intercultural CPD. The findings highlight the need to 
embed intercultural competence systematically in teacher 
education programmes and to strengthen institutional 
frameworks that support continuous professional 
development. 

 
Keywords: teaching career development; intercultural education; 

teacher attitudes; professional development; Arad County. 
 
Introduction 
Globalisation, migration, and mobility have transformed educational 
settings around the world, bringing increased cultural, linguistic, and 
educational diversity into classrooms (McClintock & Ku, 2024). 
Teachers are increasingly required not only to manage content and 
pedagogy, but also to navigate intercultural dimensions of teaching and 
learning. As such, career development for teachers must evolve to 
include competencies for working in intercultural contexts. 
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In Romania—and particularly in border-regions such as Arad 
County—the diversity of student populations and community contexts 
places additional demands on teacher development. Understanding 
how educators perceive and value their career development in 
intercultural contexts is vital for shaping effective teacher education 
and continuous professional development (CPD) programmes. 
The aim of this article is to analyse opinions and attitudes toward 
teaching career development in intercultural contexts, focusing on a 
sample of teachers and education professionals in Arad County. The 
study addresses the following research questions:  
(1) What are the prevailing attitudes toward intercultural professional 
development among teachers?  
(2) What institutional supports are perceived as available or lacking?  
(3) What barriers do teachers identify in engaging with intercultural 
career development? 
 
Theoretical Background 
Teaching career development refers to the ongoing processes through 
which teachers reflect on, extend, and refine their professional practice, 
often through training, collaboration, mentoring, mobility, and self-
directed learning. In the context of intercultural education, this 
development includes cultivating intercultural competence—i.e., 
attitudes of openness, knowledge of cultural differences, and skills for 
effective intercultural engagement (Deardorff, 2006; Petrović, 
Radosavljević & Erdeš-Kavečan, 2024). 
Research evidences that teacher professional development that 
explicitly targets intercultural competence can enhance teacher 
readiness to work in diverse classrooms (Hajisoteriou, 2019; 
Hajisoteriou & Angeli, 2018). For example, a review by Deardorff 
(2006) established a framework for identifying and assessing 
intercultural competence as an outcome of internationalisation efforts. 
Moreover, programmes oriented toward intercultural education show 
that attitudes, values, and reflection are key components (Gazioğlu & 
Güner, 2021). 
However, many studies also point to barriers: limited institutional 
resources, absence of systemic CPD tied to intercultural competence, 
and a mismatch between teacher training and actual classroom 
diversity (Buchner, 2023; Tajfel & Turner, 1986). In Europe, the 
European Commission and Joint Research Centre (European 
Commission) have emphasised the importance of intercultural and 
democratic competences for teachers, identifying enabling factors and 
barriers (JRC, 2023; Byram, 2021). 
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Thus, analysing teacher attitudes and institutional conditions in a 
specific regional context (Arad County) can contribute both to the local 
professional development discourse and to broader understandings of 
how career development in intercultural contexts is perceived. (Council 
of Europe, 2018; European Commission, 2020) 
 
Methodology 
A mixed-method design was adopted, combining quantitative and 
qualitative elements to capture attitudes, perceptions, and institutional 
contexts related to intercultural career development among teachers. 
Participants included 45 individuals: 30 in-service teachers from 
schools in Arad County and 15 pre-service teachers from Aurel Vlaicu 
University. The sample was obtained via convenience sampling and 
voluntary participation. The average age was 36 years; teaching 
experience ranged from 1 to 25 years; 80% were female. 
A structured questionnaire was developed, including: 

• 15 items on a five-point Likert scale (1 = strongly disagree to 5 
= strongly agree) assessing: (a) the perceived importance of 
intercultural competence for teaching; (b) attitudes toward 
participation in intercultural CPD; (c) perceived institutional 
support; (d) willingness to engage in intercultural professional 
development. 

• Two open-ended questions soliciting reflections on barriers and 
motivations concerning intercultural professional development. 

Data collection occurred April–May 2025 via online and paper 
formats. Quantitative data were analysed descriptively (means, 
frequencies). Qualitative responses were coded thematically, with 
emergent themes identified through inductive coding. 
Participation was voluntary, anonymity was assured, and participants 
provided informed consent. Ethical approval was secured from the 
university’s ethics committee. 
 
Results 
Quantitative Findings 

• A strong majority (≈92 %) agreed or strongly agreed that 
intercultural competence is an essential aspect of teaching in 
diverse contexts. 
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Fig. 1. Perceived importance of intercultural competence 

 
• Approximately 78 % expressed interest in participating in 

professional development programmes focused on intercultural 
teaching. 

 
 

Fig. 2. Interest in intercultural CPD programmes 
 

• Only about 43 % felt their institution currently provides 
adequate professional development opportunities oriented 
toward intercultural competence. 
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Fig. 3. Perceived institutional support for intercultural training 
 

• Around 65 % believed that working in intercultural contexts 
positively influences their teaching practice and career 
development. 

 
Fig. 4. Perceived positive impact of intercultural context on teaching 

 
Qualitative Insights 
Three major thematic categories emerged: 

• Motivation and Growth: Many participants noted that 
exposure to intercultural dynamics stimulated pedagogical 
reflection and fostered new strategies. For example: “Working 
with students from different cultural backgrounds has made me 
rethink how I plan lessons and engage them.” 

• Institutional Gaps and Support: A frequent comment 
concerned the lack of tailored CPD and institutional 
commitment. One teacher noted: “Our school mentions 
intercultural diversity, but I don’t know of structured training 
focused on it.” 
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• Cultural Sensitivity and Classroom Relationships: Teachers 
emphasised the importance of understanding students’ cultural 
and linguistic backgrounds. A quote: “I want to feel confident 
in talking with parents from minority groups and understanding 
their expectations.” 

 
Discussion 
The findings demonstrate that teachers in Arad County hold positive 
attitudes toward career development in intercultural contexts, aligning 
with international research showing that attitude is a key component of 
intercultural competence (Gazioğlu & Güner, 2021; Petrović et al., 
2024). The high level of interest in CPD indicates readiness among 
educators to engage in intercultural professional development. 
However, the perceived lack of institutional support echoes prior 
studies which mention systemic barriers: resource constraints, 
insufficient CPD opportunities, and misalignment between training and 
classroom realities (Hajisoteriou, 2019; JRC, 2023). The qualitative 
data further highlight that while motivation is present, concrete 
institutional frameworks and continuous support are lacking—thus 
limiting the translation of positive attitudes into sustained professional 
growth. 
For career development frameworks to be effective, they must integrate 
intercultural competence as a core dimension rather than an add-on. 
This implies that teacher training at universities (e.g., Aurel Vlaicu 
University) and CPD programmes must embed intercultural elements, 
include reflection, collaborative learning, mobility and community 
engagement. Embedding institutional policies that recognise, reward 
and support intercultural CPD is equally important. 
 
Limitations of the Study 
While this study provides valuable insights into teachers’ attitudes and 
perceptions regarding intercultural career development, several 
limitations must be acknowledged. First, the sample size was relatively 
small (N = 45) and limited to a single county in Romania, which 
constrains the generalisability of the findings. Second, data were 
collected through self-reported questionnaires and open-ended 
questions, which may introduce response bias and rely on participants’ 
willingness to reflect accurately on their experiences. Third, the study 
design was cross-sectional, capturing attitudes at one point in time, 
without exploring potential changes over time or in different 
educational contexts. Future research could address these limitations 
by employing larger, more diverse samples, longitudinal designs, and 
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additional data collection methods such as interviews or classroom 
observations. 
 
Conclusion and Implications 
This study in Arad County reveals a favourable disposition among 
teachers toward professional development focused on intercultural 
contexts; yet, systemic support remains insufficient. For sustained 
teacher career development in intercultural settings, the following are 
recommended: 

1. Integrate intercultural competence in initial teacher 
education: University programmes should include modules on 
cultural diversity, inclusive pedagogy and reflective practice. 

2. Promote continuous professional development: Schools and 
education authorities should offer regular, accessible CPD 
opportunities focused on intercultural teaching, including peer 
collaboration and international exchange. 

3. Foster institutional support and policy alignment: Schools 
must embed intercultural development in institutional culture—
allocating time, resources, and recognition for such training. 

4. Encourage reflective and collaborative professional 
learning communities: Sharing best practices, peer mentoring 
and cross-school networks can strengthen teacher engagement 
in intercultural career development. 

Future research might extend beyond attitudes to longitudinal tracking 
of career trajectories in intercultural contexts, or comparative studies 
across counties in Romania. 
 
References 
Byram, M. (2021). Teaching and assessing intercultural 

communicative competence (2nd ed.). Multilingual Matters. 
Council of Europe. (2018). Reference framework of competences for 

democratic culture. Strasbourg: Council of Europe Publishing. 
Deardorff, D. K. (2006). Identification and assessment of intercultural 

competence as a student outcome of internationalization. In The 
SAGE handbook of intercultural competence (pp. 477–491). 
SAGE Publications. 

European Commission. (2020). Teachers in Europe: Careers, 
development and well-being. Publications Office of the 
European Union. https://doi.org/10.2797/34480 

Gazioğlu, M., & Güner, B. (2021). Foreign language teachers’ 
intercultural competence as a new aspect of professional 
development. Journal of Culture and Values in Education, 4(2), 
45–59. https://doi.org/10.46303/jcve.2021.3 

https://doi.org/10.46303/jcve.2021.3


Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 168-175 

175 
 

Hajisoteriou, C. (2019). Teacher professional development for 
improving the intercultural competences of in-service teachers. 
International Journal of Lifelong Education, 38(4), 442–454. 
https://doi.org/10.1080/02601370.2018.1514908 

Joint Research Centre (JRC). (2023, December 14). Fostering teachers’ 
intercultural and democratic competences for a more inclusive 
society. European Commission. https://joint-research-
centre.ec.europa.eu/jrc-news-and-updates/fostering-teachers-
intercultural-and-democratic-competences-more-inclusive-
society-2023-12-14_en 

McClintock, K., & Ku, H.-Y. (2024). In-service teachers’ experiences 
in intercultural competence professional development. Journal 
of Educational Research and Innovation, 12(1), Article 4. 
https://digscholarship.unco.edu/jeri/vol12/iss1/4 

Petrović, D. S., Radosavljević, J., & Erdeš-Kavečan, Đ. (2024). 
Teachers’ intercultural competence: Exploring personal and 
contextual variables. Educational Psychology, 84(3), 512–530. 

Wong, J. L. N. (2025). Teachers’ perceptions of what knowledge they 
need to equip them with multicultural competency and 
sensitivity in their classroom. Educational Studies Journal. 
Advance online publication. 
https://doi.org/10.1080/13540602.2025.2466546

https://doi.org/10.1080/02601370.2018.1514908
https://joint-research-centre.ec.europa.eu/jrc-news-and-updates/fostering-teachers-intercultural-and-democratic-competences-more-inclusive-society-2023-12-14_en
https://joint-research-centre.ec.europa.eu/jrc-news-and-updates/fostering-teachers-intercultural-and-democratic-competences-more-inclusive-society-2023-12-14_en
https://joint-research-centre.ec.europa.eu/jrc-news-and-updates/fostering-teachers-intercultural-and-democratic-competences-more-inclusive-society-2023-12-14_en
https://joint-research-centre.ec.europa.eu/jrc-news-and-updates/fostering-teachers-intercultural-and-democratic-competences-more-inclusive-society-2023-12-14_en
https://digscholarship.unco.edu/jeri/vol12/iss1/4
https://doi.org/10.1080/13540602.2025.2466546


Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 176-191 

176 
 

THE IMPACT OF SOCIAL MEDIA ON UNIVERSITY 
STUDENTS’ MENTAL HEALTH: A FOCUS ON DEPRESSION 

 
Patience Eloho OZIWELE, 

Department of Mass Communication, Faculty of Communication and 
Media Studies 

Delta State University, Abraka 
eoziwelep@delsu.edu.ng 

 
Ejiroghene Treasure EGHENEJI, 

Department of Mass Communication, Faculty of Behavioural Science 
Dennis Osadebay University, Anwai 
 Ejiroghene.Egheneji@Dou.edu.ng 

 
Abanum EKERUCHE, 

Department of Journalism and Media Studies, Faculty of 
Communication and Media Studies 

Delta State University, Abraka 
ekerucheabanum@gmail.com  

 
Abstract: This study investigates the impact of social media use on the 

mental health of university students, focusing on 
depression. Using a survey design, data were collected 
from 180 students across Delta State University (DELSU), 
Dennis Osadebay University, Asaba, and Ogwashi-Uku 
Polytechnic. The research was anchored on the Uses and 
Gratifications Theory, and Social Comparison Theory. 
Findings revealed that most students spend over three 
hours daily on platforms such as Instagram, TikTok, and 
WhatsApp. Excessive use was significantly associated with 
depressive symptoms such as loneliness, low self-esteem, 
and sadness, while moderate use promoted communication 
and social support. The study concludes that frequent 
social media use contributes to poor mental health among 
students. It recommends increased awareness on digital 
well-being and balanced online engagement to reduce the 
risk of depression. 
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Introduction 
Social media, as online platforms and digital technologies, help users 
to create, share, and exchange information, ideas, and content in virtual 
communities. They have helped to ease physical and temporal 
constraints in communication (Kaplan & Haenlein, 2022; Brigiht, 
2023). They include Facebook, Instagram, TikTok, Snapchat, X 
(formerly Twitter), and WhatsApp. These platforms have transformed 
communication globally by enabling real-time interaction and user-
generated content across social, educational, and professional domains.  
The Global Digital Report (2024) estimates that over 4.9 billion people 
use social media worldwide, with individuals aged 18–29 forming the 
largest proportion. In Nigeria, there are more than 34 million active 
social media users with WhatsApp, Facebook, and Instagram being the 
most popular among students (Statista, 2024). The use of social media 
has become an integral part of everyday life for young adults, 
particularly university students. For many students, these platforms 
offer spaces to build networks, share experiences, and access 
information. Collaborative learning, peer-to-peer interactions, access to 
educational resources and enhanced learning experience among 
university students have been facilitated by social media (Hassan, 
Nasreen, Shamim-ur-Rasil, Niaz & Zahid, 2024).  Similarly, Olola, 
Asukwo & Odufuwa (2022) mentioned that social media has offered 
university students opportunities to express their individual worth to 
the world as well as personal development. Esieboma and Osaiyuwu 
(2024) described the social media as a double-edged sword because of 
its ability to foster a sense of connection and community while its 
excessive use leads to social comparison, and mental disability such as 
depression.  Thus, there is a global concern on the growing prevalence 
of social media use and its adverse effects on students’ mental health. 
Students’ mental health encompasses their ability to manage stress, 
interpersonal connections and make the right decisions when needed. It 
influences students’ cognition, perception and behaviour (Esieboma & 
Osaiyuwu, 2024). On a daily basis, university students are faced with 
the struggles of adapting to their learning environment, academic 
demands, building or establishing connections with peers and 
instructors, and the reality of independence. A sound mental health 
helps them to recognise their strength through which they cope with 
the regular demands of their learning environment which cumulatively 
results in their fruitfulness or productivity in life.  
However, student’s mental health could be said to be jeopardised when 
he displays the inability to think, feel and act in ways that cannot 
produce the desired quality of life in terms of social relationship and 
academic performance. Excessive use of social media has been 
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identified as one of the factors that could jeopardise the mental health 
of a student (Esieboma & Osaiyuwu, 2024).  Nyiramana (2025) 
observed that young adults are prone to experiencing mental health 
implications such as depression, anxiety, and social isolation because 
of the increased use of social media. Corroboratively, Carlos and 
Djamilo (2024) identified depression as one of the mental health 
implications of excessive use of social media. They assert that most of 
the information accessible by students on social media are idealised 
content that promotes social comparison which starts with anxiety and 
degenerates to depression.  The ease of constant connectivity results in 
excessive use, comparison, cyberbullying, and social isolation, all of 
which contribute to depressive symptoms and anxiety (Al-Shaya, 
Almutairi & Alshammari, 2023).  
In Nigeria, studies have revealed that prolonged social media exposure 
especially to negative or idealised content has contributed to depressive 
symptoms, loneliness, and distraction from academic work among 
university undergraduates (Ajayi & Olatunji, 2023). Many students 
report feelings of anxiety and low mood after engaging with posts that 
portray unrealistic lifestyles or social success (Igwebuike Research 
Institute, 2023). Findings indicate a consistent positive relationship 
between problematic social media use and depression (Zhang, Wang & 
Chen, 2025; Jing, Liu & Zhang, 2025). In particular, patterns of 
passive scrolling and social comparison on platforms like Instagram 
and TikTok tend to lower mood and self-esteem, while excessive 
engagement may trigger fear of missing out (FOMO) and perceived 
social inadequacy (Bányai, Kovac & Papay, 2023). Considering the 
growing local and international evidences on social media use and 
depression among university students, it is here presumed that most 
university students should by now consciously reduce the use of social 
media as a way to curb depression. It is based on this that the study 
seeks to further examine the extent to which university students still 
use social media; the relationship between social media use and 
depression; the social media platforms most associated with depressive 
symptoms, identify the specific social media platforms that contribute 
to depressive symptoms, and assess the coping mechanisms or 
protective factors that moderate social media use and depression.  
 
Conceptualization and Review of Related Literature 
The World Health Organization (WHO, 2023) defines mental health as 
the emotional, psychological and social well-being that influences a 
students’ cognition, perception and behavior. It is a state of well-being 
in which a student realizes his ability to cope with the stress of life, and 
make productive contribution to self and society. Khalaf, Alubied, 
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Khalaf and Rifaey (2023) describe mental health as the state of well-
being in which a student recognizes his potentials, successfully 
navigate daily challenges, and perform effectively at school. To Brigiht 
(2023) mental health is a condition of well-being in which students 
comprehend their skills, solve day-to-day difficulties, work 
successfully, and make a substantial contribution to the lives of others.  
It is concerned with the ability of a student to manage stress, 
interpersonal connections, and decision-making.  
Additionally, mental health is not merely the absence of mental 
disorder; it encompasses emotional, psychological, and social well-
being of an individual (Naslund, Bondre, Torous & Aschbrenner, 
2020). A mentally healthy student understands his areas of strength, 
weaknesses and optimally utilize them to navigate the path of life and 
academic success. It is not only beneficial to the individual but to the 
society at large.  Academically, mental health positively influences a 
students’ cognition, perception, and behavior while lifestyle factors 
like stress, social connections and interactions have negative impact 
(Esieboma & Osaiyuwu, 2024). The scholars stressed that the 
proliferation of social media has distorted the ability of students to 
recognize their strength and cope with demands of life. Among 
university students, mental health challenges often stem from academic 
stress, social pressures, and transitions to independent living. With the 
addition of social media, these pressures can intensify as students 
experience cyberbullying, social comparison, depression, and 
unrealistic expectations created by curated online content (Bányai et 
al., 2023).  
Depression is a mood disorder characterized by persistent sadness, loss 
of interest, and low energy, often accompanied by poor concentration 
and feelings of hopelessness (American Psychiatric Association, 2022).  
It is one of the biggest causes of disability. One of its symptoms is 
‘Anhedonia’ described as a state in which people no longer feel joyful 
from the things they usually make fun of (Brigiht, 2023; Peng, et al., 
2021).  It is one of the most prevalent mental health conditions 
affecting the general population. According to Ghani, Nadzir & Noor 
(2022) it affects approximately 30 million people globally. Among 
young adults, depression can reduce motivation, impair academic 
performance, and increase the risk of substance abuse or suicidal 
thoughts.   
Studies indicate that social media is one of the major contributors of 
depression among students due to its increased use in modern society 
(Ghani et al., 2022). Social media as online communication tools have 
been described as a two-edged that helps ease physical and temporary 
constraints in communication, rapidly transform social conventions, 
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values, cultures, and improve mental health (Brigiht, 2023). Its 
interactive abilities make it attractive and at the same time obsessive to 
the depressives (Peng, Yan, Yuan & Zhou, 2021). In other words, it 
first captures users through its anonymous nature and the fact that one 
could feel comfortable with a sense of freedom to share anything. Once 
users are captured, they could get addicted by excessive use which 
could lead to depression a result of unhealthy comparisons. It is 
believed that depression could be caused by social media addiction and 
social media addiction could be caused by depression.  
A growing body of empirical research demonstrates a significant 
correlation between social media use and depressive symptoms among 
university students across diverse cultural contexts. The relationship 
appears multifaceted involving time spent online, emotional 
investment, exposure to negative social comparisons, and problematic 
patterns of use that can lead to loneliness, anxiety, and depressive 
mood (Bányai et al., 2023; Naslund et al., 2020). Similarly, Jing et al. 
(2025) conducted a meta-analysis of 26,000 university students and 
found a significant correlation between social media addiction and 
depression, indicating that individuals who engage in problematic 
online behaviours are more likely to experience depressive symptoms.  
Additionally, studies from multiple countries including China (Zhang 
et al., 2025), Saudi Arabia (Al-Shaya et al., 2023), and Nigeria (Ajayi 
& Olatunji, 2023) confirm a rising prevalence of depressive symptoms 
linked to high social media usage, highlighting the global scope of the 
problem. Recent cross-national studies have confirmed that intensive 
engagement with social media platforms such as Instagram, TikTok, 
and X (formerly Twitter) tends to increase the likelihood of depressive 
symptoms, especially when users engage in upward social comparison 
or passive consumption of others’ curated content (Twenge, Haidt & 
Campbell, 2023; Jing et al., 2025).  
In Africa, research attention has increasingly focused on social media’s 
psychological impact on students. Eka et al. (2024) examined over 450 
university students across Nigeria, Uganda, and Cameroon and found 
that frequent social media users reported higher depressive symptoms 
as a result of social comparison. However, strong family relationships 
and supportive peer networks appeared to buffer these effects. 
In Nigeria, Ajayi and Olatunji (2023) reported that heavy users of 
Instagram and Snapchat exhibited significantly lower self-esteem and 
greater depressive tendencies compared with students who used such 
platforms mainly for academic or professional networking.  Igwebuike 
Research Institute (2023) reported that students who spent more than 
four hours daily on platforms such as TikTok and Instagram were more 
prone to emotional exhaustion and negative self-evaluation. They 
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assert that while social media enhances social connectedness, 
unregulated use often deepens psychological distress among 
undergraduates struggling with identity and peer validation. These 
align with Al-Shaya et al. (2023) assertion that frequent exposure to 
emotionally charged content activates brain regions associated with 
stress and sadness, thereby contributing to chronic mood dysregulation.  
A study at Afe Babalola University found a moderate correlation 
between social media addiction and mental health deterioration, 
highlighting social comparison and fear of missing out (FoMO) as 
mediating factors (Ajayi & Olatunji, 2023). Similarly, Awopetu et al. 
(2024) in their Systematic Review of Social Media Addiction and 
Mental Health of Nigerian University Students observed that excessive 
online engagement was associated with depression and reduced 
academic performance, though some positive aspects such as social 
connectedness were acknowledged. 
Overall, existing literature confirms a consistent, positive correlation 
between social media use and depression among university students, 
although the causality remains bidirectional, that is, depression may 
also drive excessive social media engagement as a coping mechanism 
(Naslund et al., 2020). Scholars therefore recommend balanced digital 
habits, mindful engagement, and institutional interventions to mitigate 
the adverse psychological effects of social media use on university 
students. 
 
Theoretical Framework 
This study is grounded on two interrelated theoretical perspectives: 
Social Comparison Theory, and Uses and Gratifications Theory. 
Together, these frameworks provide a holistic understanding of how 
excessive social media use influence students’ mental well-being, 
particularly depression. 
 
Social Comparison Theory  
Leon Festinger’s Social Comparison Theory posits that individuals 
evaluate their worth by comparing themselves with others (Festinger, 
1954). In the context of social media, this comparison occurs 
continuously as users are exposed to idealized portrayals of peers’ 
achievements, beauty, and lifestyles. Recent studies confirm that 
upward social comparison contributes to depressive symptoms and low 
self-esteem (Bányai et al., 2023; Vogel et al., 2014). For example, 
Twenge et al. (2023) found that university students who frequently 
viewed others’ highlight reels on Instagram reported higher levels of 
sadness and inadequacy. Similarly, Jing et al. (2025) established that 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 176-191 

182 
 

continuous exposure to filtered and perfected online images lead to 
negative affective states among youth.  
In Nigeria, Olapegba and Ayandele (2023) reported that students who 
spend more than three hours daily on social networking sites were 
more likely to experience anxiety and depressive symptoms, largely 
due to social comparison. Thus, Social Comparison Theory provides a 
psychological explanation for how social media promotes emotional 
distress through comparative evaluation. 
 
Uses and Gratifications Theory  
The Uses and Gratifications Theory (UGT) focuses on the motivations 
behind media consumption. It suggests that individuals actively use 
media to satisfy psychological and social needs such as belonging, 
entertainment, or self-expression (Katz et al., 1973). In modern 
contexts, university students engage with social media for both positive 
gratifications such as connection and information and negative 
outcomes, including dependency and anxiety (Apaolaza et al., 2014; 
Eka et al., 2024). A 2023 study by Ajayi and Olatunji (2023) in Nigeria 
revealed that while students use social media to relieve academic 
stress, overuse often results in mental fatigue and emotional instability. 
Likewise, Wu et al. (2022) found that unmet needs for validation on 
social platforms increase vulnerability to depression and loneliness. 
The UGT thus explains the dual role of social media as both a coping 
tool and a source of psychological strain, depending on how 
gratifications are pursued. 
 
Research Methodology 
This study adopted the survey research design. The design was chosen 
because it enables the researcher to collect data from a large group of 
respondents within a limited time and at minimal cost. Through the use 
of structured questionnaire, the study sought to gather the opinions and 
experiences of university students regarding how social media affects 
their mental health, particularly in relation to depression. The survey 
method was suitable because it allows for the quantitative analysis of 
variables such as social media usage, emotional well-being, and 
depressive tendencies. The population of the study comprised all 
undergraduate students from three tertiary institutions in Delta State, 
Nigeria: Delta State University (DELSU), Abraka, Dennis Osadebay 
University, Asaba, and Delta State Polytechnic, Ogwashi-Uku. These 
institutions were selected because they represent a mix of university 
and polytechnic environments, providing a balanced representation of 
students with diverse social and academic experiences. The total 
estimated student population across these institutions was 
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approximately 1,500 students. Due to time and logistical limitations, 
180 respondents were selected and analysed. The stratified random 
sampling technique was employed to ensure fair representation across 
the three institutions and academic levels. The distribution of 
questionnaire was as follows:Delta State University (DELSU), Abraka 
– 70 respondents, Dennis Osadebay University, Asaba – 60 
respondents, and Delta State Polytechnic, Ogwashi-Uku – 50 
respondents. This method ensured that every stratum (institution and 
level) was adequately represented, reducing bias and enhancing the 
validity of the findings. The instrument used for data collection was a 
structured questionnaire designed by the researcher. The questionnaire 
was distributed physically to respondents on campus through direct 
contact with students in lecture halls, hostels, and recreational centres. 
Respondents were assured of confidentiality and informed that the 
study was purely for academic purposes. The researchers administered 
the questionnaire with the assistance of two trained research assistants. 
The questionnaire was designed to obtain relevant information from 
respondents on social media use, mental health effects, and coping 
strategies.  
 
Data Presentation and Analysis 
During the course of this study, 180 questionnaires were distributed, 
and 171 questionnaires were collected from respondents 
 
Table 1: Demographic Characteristics of Respondents 
Variables Categories  

 
 

Variables  Percentage  

Gender  Male 
Female 
 
 

82 
89 
 
 

48.0 
52.0 
 
 

Age 18–25 years 
26–30 years 
Above 30 years 
 
 

115 
39 
17 
 
 

67.3 
22.8 
9.9 
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Institution DELSU, 
Abraka 
Dennis 
Osadebay 
University, 
Asaba 
Delta State 
Polytechnic, 
Ogwashi-Uku 
 
 

67 
 
57 
 
 
47 
 
 
 

39.2 
 
33.3 
 
 
27.5 
 
 

Level of Study 100–200 level 
300–400 level 
HND I–II / ND 
II 
 
 

54 
74 
43 
 
 

31.6 
43.3 
25.1 
 
 

Total 
respondents  

 171 100 

 
Table 1 indicates a balanced representation of male (48%) and female 
(52%) respondents across the sampled institutions. Most respondents 
(67.3%) fall within the age range of 18–25 years, indicating a 
predominantly youthful population, which is typical of university 
students. DELSU, Abraka, recorded the highest number of participants 
(39.2%), followed by Dennis Osadebay University (33.3%) and Delta 
State Polytechnic, Ogwashi-Uku (27.5%). Regarding academic level, 
most respondents (43.3%) were in 300–400 level, reflecting a mature 
understanding of social media and mental health issues. 
 
Table 2: Extent of Social Media Usage 
Time Spent Daily Frequency (n) Percentage (%) 
Less than 1 hour 11 6.4% 
1–3 hours 57 33.3% 
> 3 hours 103 60.2% 
Total 171 100% 
 
Table 2 presents data of majority, (60.2%) of respondents use social 
media for more than three hours daily, indicating high engagement and 
potential exposure to negative effects linked to prolonged use. 
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Table 3: Indicators of Relationship with Depression  
Statement Strongly 

Agree (n, 
%) 

Agree (n, 
%) 

Disagree (n, 
%) 

Strongly 
Disagree (n, 
%) 

Excessive 
use makes 
me feel 
lonely/sad 

72 (42.1%) 58 (33.9%) 25 (14.6%) 16 (9.4%) 

I feel 
inferior 
after 
comparing 
myself 
online 

76 (44.4%) 55 (32.2%) 24 (14.0%) 16 (9.4%) 

I feel 
anxious 
when not 
active on 
social 
media 

60 (35.1%) 58 (33.9%) 31 (18.1%) 22 (12.9%) 

 
Table 3 indicates combined agreement (Strongly Agree + Agree) 
ranges from 69.0% to 76.6% across statements, showing a strong 
perceived link between social media behaviors and depressive/anxiety 
symptoms. 
 
Table 4: Platforms Used and Association  
Platform Frequency (n) Percentage (%) 
TikTok 61 35.7% 
Instagram 56 32.7% 
WhatsApp 20 11.7% 
Snapchat 17 9.9% 
Facebook/X (Twitter) 17 9.9% 
Total 171 100% 
 
Table 4 indicates TikTok and Instagram (combined 68.4%) dominate 
usage; both are visual platforms linked in literature to upward social 
comparison and depressive symptoms. 
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Table 5: Coping Mechanisms and Protective Factors 
Coping Strategy Frequency (n) Percentage (%) 
Talking to 
friends/family 

72 42.1% 

Limiting time on 
social media 

48 28.1% 

Focusing on 
academics/hobbies 

36 21.1% 

Seeking professional 
counselling 

15 8.8% 

Total respondents 
(multiple responses 
possible) 

 n/a 

 
Table 5 indicates Social support (42.1%) is the most common coping 
mechanism; professional help is least used (8.8%). This suggests 
reliance on informal support and limited counselling uptake. 
 
Discussion of Findings 
The study revealed that a majority of respondents (about 71%) spend 
more than three hours daily on social media, particularly on TikTok, 
Instagram, and Snapchat. This high level of usage supports Twenge 
(2023), who reported that prolonged exposure to social networking 
platforms significantly correlates with poor mental well-being among 
young adults. Similarly, a meta-analysis published in the International 
Journal of Environmental Research and Public Health found that each 
additional hour spent on social media is associated with a 13% 
increased risk of depression among adolescents (Liu et al., 2022). 
Within the Nigerian context, this pattern is consistent with Sharif and 
Alzahrani (2021), who observed that university students using social 
media for non-academic purposes frequently report emotional 
exhaustion and decreased concentration. This implies that while social 
media enhances communication, excessive use may interfere with 
academic focus and emotional stability. Therefore, the current findings 
affirm that excessive daily engagement on platforms such as TikTok 
and Instagram can heighten psychological stress and fatigue among 
students. 
Secondly, the data further revealed that 69.6% of the respondents 
admitted to experiencing negative emotions such as sadness, 
loneliness, or low self-esteem linked to social media engagement. This 
finding aligns with Festinger’s (1954) Social Comparison Theory, 
which suggests that individuals evaluate themselves in relation to 
others’ online portrayals. Constant exposure to idealized lifestyles on 
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TikTok and Instagram promotes upward social comparison, fostering 
feelings of inadequacy and depression. 
Empirical studies have confirmed this relationship. A large-scale 
survey by Bányai et al. (2017) in PLOS ONE showed that problematic 
social media use among students was significantly associated with 
higher levels of depression and low self-worth. Similarly, Shannon et 
al. (2022), in JMIR Mental Health, found that excessive social media 
engagement and emotional investment increase anxiety and depressive 
symptoms. Moreover, a 2022 experimental study published in 
Cyberpsychology, Behavior and Social Networking demonstrated that 
participants who took a one-week break from social media reported 
lower depression scores and better mood regulation. 
The consistency of these findings reinforces the conclusion that 
excessive social media engagement directly correlates with depressive 
tendencies, especially when driven by comparison and emotional 
dependence. 
Among the surveyed platforms, TikTok and Instagram were most 
frequently linked to depressive symptoms, followed by Snapchat, 
while Facebook and X (Twitter) were the least used and least 
associated with negative emotions. These results mirror Twenge (2023) 
and Haidt’s (2023) analyses showing that visually oriented, validation-
driven platforms where users rely heavily on likes, followers, and 
curated images most strongly predict depressive outcomes among 
youth. 
Naslund et al. (2020) also emphasized that digital environments 
emphasizing visual comparison and idealized content amplify 
emotional exhaustion, fear of missing out (FOMO), and self-doubt. 
This finding suggests that TikTok and Instagram’s focus on visual 
storytelling and social validation increases vulnerability to depression 
compared to text-based platforms like X or Facebook. Thus, the 
present study substantiates that visually immersive social media 
platforms intensify emotional distress among students through 
mechanisms of social comparison and approval-seeking. 
Despite the adverse effects identified, some respondents acknowledged 
that social media also provides emotional support, peer connection, and 
stress relief, aligning with the Uses and Gratifications Theory (Katz et 
al., 1973). This theory explains that users actively engage with media 
to satisfy social and psychological needs such as belongingness and 
entertainment. However, when gratifications turn compulsive or 
excessive, they may lead to psychological dependency and mental 
distress. 
Research by Eka et al. (2024) and Sharif & Alzahrani (2021) further 
supports the finding that strong family relationships and peer support 
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networks can buffer the negative impact of social media on depression. 
In addition, a randomized controlled trial reported by JMIR Mental 
Health (Shannon et al., 2022) found that participants who practiced 
mindful usage taking intentional breaks or setting screen-time limits 
experienced improved mood and reduced depressive symptoms. These 
findings highlight that although social media can be beneficial for 
connection and information exchange, balanced digital behavior and 
offline social support are essential protective factors for maintaining 
mental health. In summary, the findings confirm that high-intensity 
social media use, especially on visual platforms like TikTok and 
Instagram, correlates with increased depressive symptoms among 
university students. This relationship is reinforced by global research 
showing similar trends. Nevertheless, moderate use and supportive 
offline relationships can serve as effective buffers against social media 
induced mental 
 
Conclusion 
This study examined the impact of social media use on the mental 
health of university students, focusing particularly on depression. The 
findings revealed that most students spend a significant portion of their 
daily time, often more than three hours, on platforms such as TikTok, 
Instagram, and Snapchat. Such prolonged use was found to be 
associated with emotional exhaustion, anxiety, and feelings of 
inadequacy, especially when students engaged in passive content 
consumption and social comparison. The study established that 
excessive social media use has a measurable negative effect on 
students’ emotional well-being, confirming the relevance of Social 
Comparison Theory and Uses and Gratifications Theory in explaining 
the relationship between media behavior and mental health. 
Specifically, platforms emphasizing visual content and validation 
metrics (likes, followers, and comments) such as TikTok and 
Instagram were found to trigger upward social comparison and “fear of 
missing out” (FOMO), leading to depressive tendencies. 
However, the study also acknowledged that social media is not 
inherently harmful. When used moderately, these platforms offer 
psychological and social benefits such as communication, 
entertainment, academic networking, and stress relief. Therefore, the 
findings suggest that the impact of social media depends largely on 
usage patterns, self-regulation, and emotional resilience of the users. In 
conclusion, while social media remains an essential part of student life, 
conscious and balanced use is critical to prevent mental health decline 
among young adults. 
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Recommendations 
 Based on the findings, the study recommends that students should 
limit daily time spent on social media and adopt mindful use strategies, 
such as digital detoxes or scheduled online breaks, to maintain healthy 
mental balance. Tertiary institutions should incorporate mental health 
education and digital well-being workshops into students’ orientation 
and counselling services. This would help students recognize early 
signs of depression related to excessive social media use. Families and 
friends should foster open communication and provide emotional 
support systems that reduce overreliance on social media for validation 
or companionship. School authorities and policymakers should develop 
guidelines that encourage responsible social media engagement, 
especially during academic hours, and promote the use of these 
platforms for educational and creative purposes. 
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Abstract: Beginning formal schooling represents a critical 

developmental transition, requiring children to adjust to 
novel academic, social, and behavioral expectations. 
Research increasingly demonstrates that play—
particularly guided play—supports this adaptation by 
fostering self-regulation, executive function, motivation, 
and socio-emotional well-being while strengthening 
foundational literacy and numeracy. This review 
synthesizes conceptual and empirical literature connecting 
play and learning to the processes of school readiness and 
adaptation. After outlining theoretical frameworks that 
justify playful learning, we examine current evidence from 
meta-analyses and intervention studies, highlight 
mechanisms linking play to adjustment, and discuss 
implications for educational practice and policy. Findings 
converge on the conclusion that play is not merely a 
recreational activity but a developmentally aligned, 
academically rigorous approach that can promote 
equitable, positive transitions to school. 

 
Keywords: play; guided play; school readiness; self-regulation; 

adaptation; early childhood education. 
 
Introduction 
Adaptation to school is an essential process in the child's transition 
from kindergarten to primary education. This period involves adjusting 
to a new pace of activity, to school requirements and to more 
structured interactions. Didactic play, as a form of active and attractive 
learning, can be an effective tool in facilitating this adaptation. 
Play is the child's favorite activity, an apparently free activity, without 
a material purpose that satisfies to the highest degree the child's needs: 
movement, original expression, the realization of aspirations and 
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desires that he cannot satisfy in real life. In imaginary play, the child 
feels strong, intelligent, adult, capable of heroic deeds; here everything 
is allowed to him, he is independent, he does not need the support of an 
adult, being able to compete with colleagues or friends - who are his 
equals. Play is a wonderful means of knowledge and self-knowledge, 
of practicing certain abilities, of primary socialization, of training 
cognitive abilities and of externalizing emotions and feelings 
(Voiculescu E., Preschool Pedagogy, Aramis Publishing House, 
Bucharest, 2001, p. 84). 
In the preparatory class, first, the game is constituted as a learning 
method, having a very great power of expression of the child. The 
reconsideration of the game as a means of education and entertainment 
is closely linked to the representatives of the active school by putting 
the child, his needs and interests in the foreground. 
The game is seen as the activity that forms, shapes intelligence but, on 
the other hand, allows us to ascertain its characteristics. The playful 
activity provides information regarding the psychodiagnosis of 
intelligence. The game offers the possibility of knowing the level of 
intellectual development of children at a given time, which will allow 
the application of optimal pedagogical methods in each individual case. 
Contemporary studies in the field of developmental psychology and 
primary education didactics reveal that playful activities contribute not 
only to the consolidation of cognitive acquisitions, but also to the 
formation of socio-emotional skills, divergent thinking and motivation 
for learning. At the preparatory grade level, play becomes a basic 
pedagogical strategy, adapted to the specifics of the age of 6–7, in 
which teaching is carried out through active and interactive methods, 
with an emphasis on learning through discovery and experimentation. 
 
Theoretical and conceptual background 
Entering formal education is a significant ecological shift for young 
children: they encounter novel routines, group expectations, and 
academic demands (Education NSW, 2025; Victorian Department of 
Education, 2009). Children’s capacity to adapt in this period predicts 
later academic achievement, engagement, and socio-emotional well-
being. While traditional early schooling has leaned toward structured, 
teacher-directed instruction, there is robust evidence that playful 
learning embedded within intrinsically motivating, imaginative, and 
socially interactive activities—can promote the skills needed for 
smooth adaptation.  
Play offers continuity with preschool experiences while gradually 
scaffolding the transition to more formalized learning (Parker et al., 
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2022). Several influential theories justify the centrality of play in early 
learning.  
Constructivist theory (Piaget) posits that children actively build 
knowledge through exploration and manipulation; play provides ideal 
contexts for assimilation and accommodation of new concepts.  
Sociocultural theory (Vygotsky) highlights the role of social 
interaction and cultural tools; pretend play provides a “zone of 
proximal development” where children internalize social norms and 
problem-solving strategies.  
Self-determination theory (Deci & Ryan, 2000) explains how 
autonomy, competence, and relatedness—needs frequently met in 
playful contexts—support motivation and engagement. Executive 
function frameworks link play to the development of inhibitory 
control, working memory, and cognitive flexibility (Blair & Raver, 
2014). Scholars now differentiate free play, guided play, and playful 
instruction, balancing developmental appropriateness with explicit 
learning targets. 
Learning is a fundamental process of human existence that allows for 
personal, social and professional adaptation and progress. In an 
educational context, learning is not just an accumulation of 
information, but a complex process of personality formation and 
development of skills. 
Specialists define learning as a psychological and educational process 
through which a person acquires, assimilates, consolidates and applies 
knowledge, skills, abilities, attitudes and behaviors because of 
interaction with the environment and of one's own practice. "Learning 
represents a relatively stable change in the individual's behavior as a 
result of experience" (R. M. Gangé, 1985, p.15). 
Learning can be influenced by internal factors related to motivation, 
attention, Mathematics and environmental exploration, intelligence, 
emotions, or by external factors related to teaching methods, learning 
climate, resources or the relationship with the teacher. 
According to the training method, learning can be sensory – through 
direct perception, verbal – through oral or written language, motor – 
through physical exercise, intellectual – through thinking and analysis 
and affective – through emotions and values. 
Depending on the context, learning can be formal – takes place in an 
organized manner, usually in school, informal – in the family or in 
different life experiences and non-formal – also takes place in an 
organized manner but in different extracurricular activities. 
The main purpose of education is to organize and facilitate learning. 
Teachers must choose effective methods and means for the 
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development of critical thinking, the formation of real skills and the 
integration of knowledge into everyday life. 
The particularly important role that play has in the life and 
development of the child is demonstrated by the special attention given 
to it by psychologists and not only. The following functions of play are 
mentioned in the specialized literature: 

ü essential functions; 
ü secondary functions; 
ü marginal functions of play. 

The main function of the game is expressed in the practical and mental 
assimilation of the characteristics of the world and life. It is a function 
of knowledge, guaranteeing the subtle dosage of the cognitive 
characteristics of the game, their deepening during its consumption (U. 
Șchiopu, (1997) – coord. - op. cit., p. 52). Another important function 
is that of complex stimulating exercise of movements, of active 
contribution to complex growth and development. It is a function 
highlighted by Carr and Gross. It manifests itself as a main function in 
childhood and adolescence, gradually becoming a marginal function. 
The formative educational function is particularly important. Games 
are the first school of energy, behavior, gestures, imagination, etc. 
Among the secondary functions of the game are: 

ü balancing and toning function. 
ü compensation function. 
ü therapeutic function used in play therapy which is also 

considered as a marginal function being successfully used in 
sick cases. It is constituted based on the projective properties of 
the game. 

Aptitude for schooling. At the time of the child's entry into school, he 
or she has a certain physical, intellectual, moral, emotional and 
volitional level, acquiring what is called schooling maturity, complex 
learning capacity, state of readiness for school, general school aptitude, 
which includes capacities, skills, habits and abilities necessary for this 
moment of the child's entry into school. 
As A. Chircev (1981) emphasizes, a child is fit for schooling if, in 
addition to normal physical development, established by a doctor, 
he/she must also possess a sufficiently developed language that allows 
him/her to acquire new knowledge, to orient himself/herself in time 
and space in a manner appropriate to his/her age, to have sufficiently 
developed the main processes of Mathematics and environmental 
exploration, to be able to receive, record, retain as long as possible and 
reproduce sensory data consciously and correctly, and to have the 
ability to be attentive and to make a voluntary effort, necessary for 
his/her subordination to school requirements. 
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Some authors consider that general school aptitude is a combination of 
intellectual abilities that include general intelligence, verbal aptitude 
and all personality factors that determine the student's attitude towards 
school activity. The concept designates the balance achieved by the set 
of psychic processes that paves the way for new breakthroughs and 
acquisitions, marks that level of the child's development at which 
school-type activity can fully contribute to the further development of 
his personality. In summary, these components indicate that school 
aptitude entails: 

ü normal physical development (medically established); 
ü normal development of perceptual analyzers, of the capacities 

of analysis, discrimination and perceptual synthesis on the main 
categories of perception: visual, auditory, olfactory, tactile and 
kinesthetic; 

ü the existence of particularities of thinking specific to 
preschool/young school age with reference to reaching the 
operational stage in thinking, the emergence of the premises of 
logical-abstract thinking, the transition from intuitive 
representations to representations with a higher degree of 
schematization and to notions; 

ü the ability to orient in time and space; 
ü sufficiently developed language with a vocabulary capable of 

ensuring coherent expression and the acquisition of new 
knowledge; 

ü a sufficient level of development of the ability to imprint and 
intentionally update not only sensory data, but also logical-
verbal material; 

ü the ability to be attentive and to make voluntary effort, 
voluntary inhibition and subordination to the requirements of 
an organized work program; 

ü the existence of a sufficient set of skills of discipline, collective 
activity, participation in activities with a group (a class) of 
children, the existence of habits of civilized behavior, an 
attitude of respect towards adults and peers; 

ü the existence of positive and active motivation in relation to 
school life, the need to learn, interest in learning outcomes, the 
ability to subordinate primary needs to higher ones. 

Of course, these components of school readiness should not be seen as 
given at a given moment, but as dynamic particularities, which are 
continuously formed and developed under the influence of educational 
action. Preparing a child for school does not refer to teaching him to 
write, read or count earlier, but involves preparing him for a new way 
of acquiring knowledge and experiences, helping him to reach a state 
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of availability for learning activity, a positive psychological state 
necessary for the moment of school debut (Golu, F., 2004, p. 132). 
Mechanisms linking play, learning, and school adaptation. 
Summarizing the research conducted on this topic, we aim to highlight 
several conclusions mentioned in the specialized literature. Self-
regulation predicts academic and behavioral adjustment better than IQ 
in early schooling (Blair & Raver, 2014). Pretend play and rule-based 
games allow children to practice delaying impulses, sustaining 
attention, and remembering rules (Pandey et al., 2018). Longitudinal 
research shows preschoolers with more opportunities for imaginative 
and social play exhibit better executive functioning and later classroom 
adjustment (Colliver et al., 2022). Playful contexts foster autonomy 
and competence, increasing intrinsic motivation (Deci & Ryan, 2000) 
and belonging (Education NSW, 2025). Guided play on math and 
literacy topics produces deeper conceptual grasp and supports transfer 
of knowledge (Blinkoff et al., 2023; Størksen et al., 2023). Play also 
buffers stress and supports resilience (AAP, 2018; Nilfyr et al., 2025). 
A systematic review by Skene et al. (2022) concluded that guided play 
yields equal or greater literacy and numeracy gains than direct 
instruction. Parker et al. (2022) emphasized cognitive and socio-
emotional benefits. Randomized controlled trials (Størksen et al., 2023; 
Blinkoff et al., 2023) show improved math, literacy, and motivation. 
Longitudinal studies (Colliver et al., 2022; Pandey et al., 2018) link 
early play to self-regulation and later adaptation. 
Implementation in Educational Contexts. Effective playful learning 
requires intentional design: materials and flexible schedules, teachers 
skilled in open-ended questioning, and observation frameworks to 
scaffold learning without reducing autonomy. Policies encouraging 
play-rich curricula in early grades are linked with better adaptation and 
equity (Parker et al., 2022). Playful approaches support diverse learners 
and neurodiversity (AAP, 2018). 
 
Fostering school readiness in preschoolers: Good practices for 
early childhood teachers 
School readiness refers to a child’s ability to successfully adapt to the 
social, emotional, and academic demands of formal schooling. 
Research shows that early educators play a pivotal role in preparing 
children for this transition by implementing evidence-based practices 
that address multiple domains of development (Pianta, Downer, & 
Hamre, 2020). 
One important area involves cognitive and pre-academic skills. 
Purposeful play through learning centers—such as counting, sorting, or 
exploring shapes—helps children practice problem-solving and 
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develop early numeracy. Story retelling and sequencing, as well as 
interactive alphabet and number games, further strengthen memory, 
reasoning, and emergent literacy. These activities create a foundation 
for later academic success (Pianta et al., 2020). 
Another key domain is language and communication. Teachers can 
expand children’s vocabulary and comprehension by engaging them in 
dialogic reading, where open-ended questions encourage prediction 
and explanation. Using classroom vocabulary walls and facilitating 
daily circle-time conversations support both expressive and receptive 
language development, preparing children for the verbal demands of 
school (Lonigan & Shanahan, 2020). 
Social and emotional development is equally critical. Emotion 
coaching, naming and validating feelings—helps children recognize 
and regulate their emotions. Cooperative tasks, such as building 
puzzles or creating shared art projects, promote teamwork and 
empathy, while classroom responsibilities build self-confidence and a 
sense of belonging (Denham, Bassett, & Zinsser, 2014). 
School readiness also depends on self-regulation and independence. 
Structured daily routines, supported by visual schedules, teach children 
to anticipate transitions and persist with tasks. Impulse-control games 
like Simon Says encourage attention and flexibility, and opportunities 
to practice self-care skills—zipping coats or organizing personal 
items—foster autonomy (Blair & Raver, 2015). 
Physical development underpins many early academic tasks. Fine and 
gross motor activities—such as tracing, cutting, lacing beads, outdoor 
obstacle courses, and rhythmic dance—strengthen coordination, 
dexterity, and readiness for writing (Cameron et al., 2016). 
Finally, building a strong family–school connection enhances 
readiness. Parent workshops can share strategies to support learning at 
home, while take-home activity kits and communication logs help 
families reinforce classroom skills. Such partnerships improve 
consistency between environments and sustain developmental gains 
(Sheridan et al., 2019). 
By integrating these strategies, early childhood teachers create 
developmentally rich classrooms that cultivate curiosity, resilience, and 
confidence. A comprehensive approach that includes cognitive, 
linguistic, socio-emotional, self-regulatory, motor, and family 
engagement practices supports a smoother and more successful 
transition to formal schooling. 
Below we present some examples of activities designed to facilitate 
school adaptation, selected from specialized literature. 
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Example Description Skills/Adaptation 
Support 

Key 
References 

Guided Play in 
Mathematics 

Children build a 
“Number Zoo” 
comparing 
groups of 
blocks; teacher 
asks guiding 
questions, but 
children 
manipulate 
materials. 

Conceptual math 
understanding, 
problem-solving, 
transfer of learning 

Størksen et 
al., 2023 

Dramatic Play 
for Social 
Adaptation 

Pretending 
classroom role-
play (teacher, 
students, 
parents) helps 
rehearse 
routines and 
peer 
interactions. 

Social integration, 
understanding rules, 
reducing anxiety 

Colliver et 
al., 2022 

Literacy 
Through 
Storytelling & 
Construction 

After reading a 
book, children 
recreate the 
story world 
with blocks and 
figures; teacher 
prompts 
narrative 
sequence. 

Vocabulary, 
comprehension, 
expressive language 

Blinkoff et 
al., 2023 

Outdoor Free 
Play to Build 
Self-
Regulation 

Daily 
unstructured 
outdoor play 
with loose parts 
encourages 
negotiation, 
cooperation, 
and risk 
assessment. 

Self-regulation, 
resilience, executive 
function 

American 
Academy of 
Pediatrics, 
2018 

Peer 
Collaboration 
Games for 
Belonging 

Cooperative 
board games 
replace 
competitive 

Belonging, 
teamwork, positive 
peer relationships 

Education 
NSW, 2025 
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ones early in 
the school year. 

Digital-
Augmented 
Guided Play 

Children design 
stories using a 
digital app, then 
act them out 
physically in 
class. 

Creativity, literacy, 
social collaboration 

Hirsh-Pasek 
et al., 2017 

Table no. 3.1. Activities for preschoolers designed to facilitate school 
adaptation 

 
Conclusions 
Playful learning—especially guided play—offers a scientifically 
supported pathway for easing the transition into formal schooling. By 
advancing academic competencies, self-regulation, motivation, and 
socio-emotional well-being, play promotes adaptive, equitable, and 
joyful school experiences. Measures of adaptation often emphasize test 
scores; more holistic assessments are needed. This review highlights 
converging evidence that play and learning are not separate or 
competing agendas but mutually reinforcing processes that shape 
children’s ability to adapt to formal schooling. The research reviewed 
shows that when children are offered opportunities for guided and 
purposeful play, they develop critical executive functions, self-
regulation, and intrinsic motivation. These competencies predict not 
only smoother initial adaptation but also sustain academic engagement 
and socio-emotional well-being. 
Importantly, the reviewed studies demonstrate that academic rigor and 
playful pedagogy can coexist. Guided play supports foundational skills 
in literacy, numeracy, and problem solving at levels comparable to or 
better than direct instruction, while simultaneously nurturing creativity, 
curiosity, and joy in learning. Such outcomes directly address 
educators’ dual challenge: to prepare children for curriculum demands 
without compromising their holistic development. 
Educational implications are profound. Schools that integrate play into 
the early years create inclusive, culturally responsive environments 
where diverse learners feel competent and safe. Teachers play a pivotal 
role: skillful mediation—posing open questions, co-participating, and 
scaffolding discovery—turns everyday play into rich learning. Policy 
frameworks should therefore preserve protected time and flexible 
spaces for play, resisting premature academic acceleration. 
Future research should refine how school adaptation is conceptualized 
and measured, moving beyond test scores toward indicators such as 
belonging, resilience, and well-being. Longitudinal and cross-cultural 
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studies are needed to explore how play influences adaptation across 
diverse educational systems, including digitally mediated 
environments. Further, scalable professional development models must 
be tested to equip teachers to implement high-quality guided play. 
In sum, playful learning offers a robust, evidence-based route to 
equitable and positive school starts. Maintaining play as a core 
pedagogical principle affirms that academic success and children’s 
social and emotional thriving are inseparable aims of quality education. 
Research should examine play beyond preschool into primary grades. 
Digital play and teacher training scalability remain understudied. 
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Abstract: Despite the centrality of Biology to science education and 

its role in preparing students for careers in medicine, 
agriculture, and environmental science, persistent 
underachievement has been reported in external 
examinations. This study investigated the influence of 
parental background and parental education on the 
academic achievement of senior secondary school Biology 
students in Lagos State, Nigeria.  The study adopted a 
descriptive survey research design, drawing a stratified 
random sample of 300 students across public and private 
schools in Education District VI. Two instruments were 
used for data collection: the Biology Achievement Test 
(BAT) and the Parental Socio-Economic Influence 
Questionnaire (PSEIQ). Data were analysed using 
Pearson’s Product-Moment Correlation and one-way 
Analysis of Variance (ANOVA). Findings revealed that 
parental socio-economic status significantly shaped 
students’ Biology performance, with learners from higher-
status families attaining better results. Similarly, parental 
level of education was found to exert a marked influence, 
as students whose parents had tertiary education 
outperformed those from households where parents had 
only primary or secondary schooling. These outcomes 
affirm that disparities in Biology achievement extend 
beyond classroom instruction, reflecting broader 
socioeconomic and educational inequalities. The study 
recommends that parental factors be systematically 
considered when addressing underachievement in science, 
and that multi-level strategies be designed to reduce 
disparities linked to family background. In particular, 
policies and interventions in Lagos State should not only 
enhance school-level provision but also engage with 
family-related inequalities, while lessons from this context 
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can contribute to international debates on equity in science 
education. 

 
Keywords: academic achievement; biology education; parental 

background; parental education; socio-economic status. 
 
Introduction 
Science education, defined as the systematic teaching and learning of 
scientific disciplines, is designed to foster a deep understanding of 
fundamental principles and to develop critical thinking, analytical 
reasoning, and practical competencies. Beyond its cognitive objectives, 
science education is widely recognised as a driver of national 
development, equipping learners with the skills necessary for 
technological innovation, economic transformation, and social 
development. In Nigeria, science education is increasingly framed as a 
tool for human capacity development, self-reliance and sustainable 
growth, as it prepares students to participate productively in a 
knowledge-driven economy (Tijani & Adeduyigbe, 2025). By 
cultivating creativity and problem-solving abilities, science education 
contributes not only to individual advancement but also to the broader 
socio-economic potential of the nation. 
Biology, as one of the core science subjects, occupies a particularly 
important place in secondary education. It prepares students for careers 
in medicine, pharmacy, agriculture, and environmental science, while 
also cultivating observation, experimentation, and interpretation skills 
through practical work. However, student performance in Biology has 
consistently been low, as reflected in external examinations such as the 
West African Senior School Certificate Examination (WASSCE) and 
the National Examination Council (NECO). Evidence indicates that 
while some students perform relatively well in basic observational 
skills, they struggle with higher-order tasks such as specimen 
modelling and experimental problem-solving (Oleka-John et al., 2023). 
This persistent underachievement suggests that factors beyond 
classroom teaching may significantly influence learning outcomes in 
Biology, necessitating investigation into the wider ecological 
determinants of achievement. 
Among the most widely studied of these determinants are parental 
background and parental education level, often conceptualised as 
dimensions of family socioeconomic status (SES). SES reflects a 
family’s position in the social and economic hierarchy, usually 
measured through income, occupation, and education, while also 
encompassing cultural and educational resources available at home 
(Betancur et al., 2018). Families with higher SES are more likely to 
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provide material resources, access to informal science learning 
opportunities, and an enabling study environment that directly supports 
academic progress (Ohanyelu, 2022; Ovansa, 2017). In contrast, 
students from lower-SES backgrounds may lack these supports, 
creating disparities that are evident in examination results. Parental 
education, as a specific indicator of SES, has been shown to shape the 
aspirations, expectations, and educational support that parents transmit 
to their children (Onyedikachim & Ezekiel-Hart, 2021). Parents with 
higher educational attainment are often more engaged in their 
children’s academic development, provide homework support, and 
model positive attitudes towards schooling, whereas parents with 
limited education may be less able to offer these supports. 
Evidence from Nigeria highlights the powerful role of parental 
background in shaping achievement. Akachukwu et al. (2018) reported 
that parental socio-economic status significantly influenced Biology 
achievement among secondary school students in Imo State, 
recommending interventions such as extra lessons and improved 
laboratory facilities for disadvantaged students. Similarly, Ovansa 
(2017) found that parental SES shaped academic performance in Kogi 
State, recommending scholarships and government support for less 
privileged students. Ohanyelu (2022) confirmed in Southeast Nigeria 
that students whose parents had higher education and income 
consistently performed better in science subjects. However, Okafor et 
al. (2018) found no significant relationship between parental 
educational background and Civic Education achievement in Kwara 
State, suggesting subject-specific dynamics that warrant closer 
investigation. Onyedikachim and Ezekiel-Hart (2021), in Abia State, 
emphasized the importance of parental educational level, 
recommending that highly educated parents become more involved in 
their children’s education, while parents with lower education draw on 
extended family and community support. Collectively, these Nigerian 
studies underscore the complex but critical role of parental background 
and education, while also highlighting mixed findings that call for 
further study within specific subject contexts such as Biology. 
International studies reinforce this evidence while also revealing 
nuances. In China, Liu et al. (2019) conducted a meta-analysis across 
215,649 students and found a moderate overall relationship between 
SES and achievement, though stronger for language subjects than for 
science and mathematics. Li and Qiu (2018) showed that family 
background influenced children’s educational performance through 
both competition for quality educational opportunities and through 
parenting practices that shape study habits. These findings underscore 
the mechanisms through which SES operates, extending beyond 
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resources to include parental involvement and expectations. In South 
Africa, Prinsloo et al. (2018) found that cultural capital and language 
factors strongly influenced science achievement. 
Furthermore, Juan and Visser (2017) highlighted the combined roles of 
home assets, language use, and school infrastructure. Addido et al. 
(2025), using TIMSS data, revealed that parental education and the 
number of books at home were strong predictors of science 
achievement in Egypt, Morocco, and South Africa, while access to 
digital devices showed negative associations. In Sweden, Wiberg and 
Rolfsman (2019) found that students with highly educated parents and 
book-rich homes consistently outperformed their peers in science, 
while Betancur et al. (2018) in the United States demonstrated that 
both parental income and education contributed to disparities in 
science outcomes from early childhood, operating through pathways 
such as literacy and informal science learning opportunities. 
The Nigerian context has also benefited from recent scholarship. Nja et 
al. (2022) examined socioeconomic rank among science students in 
Calabar and found strong correlations between family income, 
academic achievement, study habits, and cognitive attitudes, with 
parental control emerging as a powerful mediator. Oleka-John et al. 
(2023) demonstrated that parental education and income made distinct 
contributions to Biology achievement and practical skills in Abuja, 
with students performing best in observation skills but weakest in 
specimen modelling. These findings align with broader international 
evidence, such as Selvitopu and Kaya (2023), whose meta-synthesis 
across 70 years of studies confirmed that SES remains a medium-
strength predictor of achievement, stronger than parental involvement 
or expectations. Importantly, these studies also reveal gaps: many are 
cross-sectional, fail to account for prior achievement or school-level 
factors, and offer limited disaggregation between theory and practice in 
science subjects. 
Despite the richness of the literature, significant gaps remain. First, 
most Nigerian studies have focused on general science or Biology 
achievement in selected states such as Imo, Kogi, Abia, and Abuja, 
with limited focus on Lagos State, where the diversity of school types 
and parental backgrounds presents a unique educational context. 
Second, while international evidence confirms the role of SES and 
parental education, findings regarding the strength and direction of 
these influences are inconsistent, varying across cultural and subject 
domains. Third, very few studies have explicitly examined the dual 
components of Biology, practical and theoretical parts, despite 
evidence that achievement may diverge across these domains. These 
limitations point to the need for focused, context-specific research in 
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Lagos State that investigates how parental background and education 
influence Biology achievement. 
The problem, therefore, is that while parental background and 
education are widely acknowledged as critical influences on student 
achievement, Biology performance in Nigeria remains persistently low, 
and little is known about how these parental factors operate within 
Lagos State. Addressing this issue is essential not only for improving 
examination outcomes but also for ensuring that Biology education 
contributes meaningfully to national goals of technological and socio-
economic development. 
In response to these limitations, this study investigates the influence of 
parental background and parental education on the achievement of 
senior secondary school Biology students in Lagos State. The study 
aims to generate evidence-based insights that can inform teachers, 
policymakers, and stakeholders in strengthening Biology outcomes and 
reducing educational disparities. 
 
Purpose of the Study 
The specific objectives of the study were to: 

1. Ascertain the extent to which parental background influences 
the academic performance of secondary school Biology 
students. 

2. Find out the extent to which parental level of education 
influences the academic performance of secondary school 
Biology students. 

 
Research Questions 
The study answered the following questions: 

1. To what extent does parental background influence the 
academic achievement of secondary school Biology students? 

2. To what extent does parental level of education influence the 
academic achievement of secondary school Biology students? 

 
Hypotheses 
The study tested the following hypotheses: 
Ho1: Parental background has no significant effect on the academic 
achievement of senior secondary school Biology students. 
Ho2: Parental level of education has no significant effect on the 
academic achievement of senior secondary school Biology students. 
 
METHODS 
Research Design 
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The study adopted a descriptive survey research design to examine the 
influence of parents’ socio-economic status on the academic 
performance of secondary school Biology students in Lagos State. The 
descriptive survey design was considered appropriate as it allowed for 
the collection of quantitative data from a large sample of students to 
identify patterns, relationships, and trends between parental socio-
economic variables and students’ academic achievement. Through this 
design, the study captured real-world data on parental background and 
education, and their respective effects on students’ performance in 
Biology. In addition, the study employed a correlational approach to 
analyze the degree of association between parental socio-economic 
factors and students’ academic achievement. Pearson’s correlation and 
ANOVA were used to determine the strength and significance of these 
relationships. This methodological approach ensured that the study 
provided empirical evidence on how different socio-economic factors 
impacted students’ academic outcomes, thereby enabling data-driven 
conclusions and recommendations. 
 
Population for the Study 
The study was conducted in Local Education District VI, which was 
established in August 2005 from the defunct Lagos State Post-Primary 
Teaching Service Commission (TESCOM) by the Lagos State 
Government. The district is divided into three zones for administrative 
convenience: Ikeja Zone 1, Mushin Zone 2, and Oshodi/Isolo Zone 3. 
It comprises 104 junior and senior secondary schools and one technical 
college, with a staff strength of 3,820. The population for this study 
consisted of all senior secondary school Biology students in the 
selected schools within Local Education District VI, Lagos State. 
 
Sample and Sampling Techniques 
The target population for this study comprised senior secondary school 
Biology students in Lagos State, from which a total of 300 students 
were selected as the sample size using a stratified random sampling 
technique. This method ensured fair representation of students from 
different socio-economic backgrounds, taking into account parental 
education, income, and occupation. Stratification was carried out based 
on school type (public and private) and student departments to capture 
the diversity within the study population. Following stratification, a 
simple random sampling method was applied to select students from 
each category, giving every student an equal chance of inclusion. This 
procedure minimized selection bias and enhanced the reliability and 
generalizability of the findings. The final sample included students 
across different age groups and gender distributions, thereby providing 
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a comprehensive perspective on the influence of parental socio-
economic status on Biology achievement. 
 
Research Instruments 
Biology Achievement Test 
The Biology Achievement Test (BAT) is a standardized assessment 
tool designed to evaluate senior secondary school students’ knowledge 
and understanding of fundamental Biology concepts. Adapted from 
past questions of the West African Examinations Council (WAEC), 
National Examinations Council (NECO), and Joint Admissions and 
Matriculation Board (JAMB), the instrument aligns with the Nigerian 
senior secondary school Biology curriculum for SSS1–SSS3. The test 
comprises 50 multiple-choice questions covering major areas such as 
cell biology, genetics, ecology, physiology, and environmental science. 
Each correct response is awarded 2 marks, while incorrect responses 
receive no mark, giving a total obtainable score of 100 marks. The test 
is to be answered within one hour, and all items are compulsory. The 
BAT provides a reliable measure of students’ mastery of Biology 
content and serves as an effective tool for assessing their learning 
outcomes. 
 
Parental Socio-Economic Influence Questionnaire (PSEIQ) 
The Parental Socio-Economic Influence Questionnaire (PSEIQ) was 
developed by the researcher to gather information on how parental 
background and level of education influence the academic achievement 
of senior secondary school Biology students. It is divided into three 
sections: Section A, which gathers socio-demographic data, including 
gender and age. Section B, which consists of five items assessing the 
influence of parental background, including work schedule, financial 
stability, expectations, and emotional support; and Section C, which 
contains five items focusing on how parents’ educational attainment 
influences students’ exposure, decision-making, and aspirations for 
higher education. Sections B and C are structured on a four-point 
Likert scale of Strongly Agree (SA), Agree (A), Disagree (D), and 
Strongly Disagree (SD). This structure enabled the instrument to 
provide quantitative data on the role of parental socio-economic factors 
in shaping students’ educational experiences. 
 
Validity of the Instruments 
The Biology Achievement Test (BAT) instrument was face validated 
by two research experts in the Department of Science Education, 
University of Lagos, along with two experienced and certified 
professional Biology teachers. Their feedback ensured that the test 
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items were relevant, clear, and aligned with the biology curriculum for 
SSS1–SSS3. Necessary refinements were made to improve clarity, 
appropriateness, and coverage of content areas. 
For the Parental Socio-Economic Influence Questionnaire (PSEIQ), the 
instrument was face validated by three research experts in the 
Department of Science Education, University of Lagos, who provided 
valuable insights and suggestions for refinement, ensuring that all 
items were relevant, clear, and aligned with the study objectives. 
Subsequently, adjustments were made to the questionnaire structure 
and wording to address the supervisor’s recommendations, thereby 
strengthening its validity. 
 
Reliability of the Instrument 
The reliability of BAT was established using two methods. The test 
was administered to 30 students (10% of the sample size) from selected 
senior secondary schools in Education District III, which was outside 
the study area, to avoid biasing the main research sample. The Kuder-
Richardson Formula 20 (KR-20) was used because the items were 
dichotomously scored (correct or incorrect), making it the most 
suitable technique for multiple-choice achievement tests. This analysis 
produced a reliability coefficient of 0.88, indicating a high level of 
internal consistency. In addition, the test–retest method was applied to 
determine the stability of the test over time by re-administering the 
instrument to the same group after a two-week interval. The correlation 
of the two sets of scores yielded a reliability coefficient of 0.78, 
confirming that the BAT consistently measured students’ knowledge of 
Biology across time. 
The reliability of PSEIQ was determined to ensure consistency of 
measurement across items. The validated questionnaire was 
administered to 30 students (10% of the sample size) from Education 
District III, outside the study area, to prevent overlap with the main 
sample. The Cronbach Alpha coefficient was used because it is most 
appropriate for Likert-scale items, as it measures the internal 
consistency of multiple related items. The analysis gave a coefficient 
of r = 0.79, indicating acceptable reliability and confirming that the 
instrument was consistent in measuring parental socio-economic 
influence on students’ educational experiences. 
 
Procedure for Data Collection 
The researcher obtained a letter of introduction from the Department of 
Science Education, University of Lagos, to conduct the study. The 
questionnaires were self-administered, and visits were made to the 
principals of the selected senior secondary schools to seek their consent 
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and explain the purpose of the study. Only schools and students who 
were willing to participate were included in the process. Relevant 
stakeholders in education also supported the researcher during data 
collection. To facilitate effective administration, two research 
assistants were recruited and trained in questionnaire administration 
and accurate recording of responses. Efforts were made to ensure that 
the questionnaires were properly completed and promptly retrieved 
from the respondents, after which the return rate was documented. 
 
Method of Data Analysis 
The data collected were coded, entered, and analyzed using the 
Statistical Package for the Social Sciences (SPSS) version 27.0. 
Pearson’s Product-Moment Correlation (PPMC) was used to examine 
the degree of association between parental socio-economic variables 
and students’ academic achievement. In addition, one-way Analysis of 
Variance (ANOVA) was applied to test the hypotheses and determine 
whether there were statistically significant differences in students’ 
Biology achievement based on parental background and parental level 
of education. The significance level was set at 0.05, and results were 
presented in tables for clarity and ease of interpretation. 
 
RESULTS 
Analysis of Research Questions 
Research Question 1: To what extent does parental background 
influence the academic achievement of secondary school Biology 
students? 
 
Table 1: Influence of Parental Background on the Academic 
Achievement of Secondary School Biology Students 
Parental Background (SES 
Level) 

AC (Mean 
Score) SD Pearson’s 

r p-value 

Low SES 55 10.2 -0.45 0.001 

Middle SES 65 8.3   

High SES 78 7.8   

Note: SES – Socio-economic Status, AC – Academic Achievement, 
SD – Standard Deviation 
The results in Table 1 show that parental background, measured by 
socio-economic status (SES), has a significant influence on the 
academic achievement of secondary school Biology students. Students 
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from low SES backgrounds recorded the lowest mean achievement 
score (M = 55, S = 10.2), those from middle SES backgrounds 
performed moderately (M = 65, S = 8.3), while students from high SES 
backgrounds achieved the highest scores (M = 78, S = 7.8). The 
negative and moderate correlation between SES and academic 
achievement (r = –.45, p = .001) indicates that lower parental socio-
economic background is significantly associated with reduced 
academic achievement. This finding suggests that as parental SES 
increases, students’ performance in Biology improves substantially. 
 
Research Question 2: To what extent does parental level of education 
influence the academic achievement of secondary school Biology 
students? 
 
Table 2: Influence of Parental Level of Education on the Academic 
Achievement of Secondary School Biology Students 

Parental LOE AC (Mean Score) SD Pearson’s r p-value 

Primary 50.4 9.1 -0.52 0.001 

Secondary 62.3 8.4   

Tertiary 75.8 7.6   

Note: LOE – Level of Education, AC – Academic Achievement, SD – 
Standard Deviation 
 
The findings in Table 2 indicate that parental level of education (LOE) 
has a marked influence on the academic achievement of secondary 
school Biology students. Students whose parents had only primary 
education recorded the lowest mean score (M = 50.4, S = 9.1), those 
whose parents had secondary education performed better (M = 62.3, S 
= 8.4), while students whose parents attained tertiary education 
achieved the highest scores (M = 75.8, S = 7.6). The correlation 
between parental level of education and academic achievement was 
negative and moderate (r = –.52, p = .001), signifying that lower 
parental educational attainment is significantly associated with poorer 
academic performance. This suggests that students’ achievement in 
Biology improves substantially as parental educational level increases. 
 
Hypotheses Testing 
Ho1: There is no significant effect of parental background on the 
academic achievement of senior secondary school Biology students. 
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Table 3: ANOVA on the Effect of Parental Background on the 
Academic Achievement of Secondary School Biology Students 
 Sum of 

Squares 
df Mean 

Square 
F Sig. 

Between 
Groups 

784.861 7 112.123 3.367 .002 

Within Groups 9723.736 292 33.300   
Total 10508.597 299    
 
The result of the one-way analysis of variance (ANOVA) presented in 
Table 3 examined whether parental background had a significant effect 
on the academic achievement of senior secondary school Biology 
students. The analysis revealed that there was a statistically significant 
difference in students’ academic achievement scores based on parental 
background, F(7, 292) = 3.37, p = .002. The between-groups sum of 
squares (784.861) with a mean square of 112.123 indicates that 
variations attributable to parental background were considerable when 
compared with the within-groups mean square of 33.300. Given that 
the obtained significance value is less than the conventional threshold 
of .05, the null hypothesis, which stated that parental background has 
no significant effect on the academic achievement of Biology students, 
is rejected. This suggests that the academic achievement of students 
differed across categories of parental background, thereby highlighting 
the importance of family-related factors in shaping students’ 
performance in Biology at the senior secondary level. 
Ho2: There is no significant effect of parental level of education on the 
academic achievement of senior secondary school Biology students. 
 
Table 4: ANOVA on the Effect of Parental Level of Education on the 
Academic Achievement of Secondary School Biology Students 
 Sum of 

Squares 
df Mean 

Square 
F Sig. 

Between 
Groups 

2818.496 10 281.850 10.592 .000 

Within Groups 7690.101 289 26.609   
Total 10508.597 299    
 
The one-way analysis of variance (ANOVA) in Table 4 assessed the 
effect of parental level of education on the academic achievement of 
senior secondary school Biology students. The result shows that there 
was a statistically significant difference in achievement scores across 
the categories of parental education, F(10, 289) = 10.59, p < .001. The 
between-groups sum of squares (2818.496) with a mean square of 
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281.850 was considerably higher than the within-groups mean square 
of 26.609, indicating that a large proportion of the variation in 
students’ achievement can be explained by differences in their parents’ 
level of education. Since the significance value is less than the 
conventional .05 level, the null hypothesis, which stated that parental 
level of education has no significant effect on the academic 
achievement of senior secondary school Biology students, is rejected. 
This implies that students’ academic achievement in Biology varied 
significantly depending on the educational attainment of their parents, 
underscoring the crucial role of parental education in influencing 
learners’ academic outcomes. 
 
Discussions 
The findings of this study provide compelling evidence that both 
parental backgrounds, measured through socio-economic status (SES), 
and parental level of education exert significant influences on the 
academic achievement of senior secondary school Biology students in 
Lagos State. This aligns with a substantial body of literature which 
identifies family-related factors as key determinants of science learning 
outcomes. 
Findings from this study revealed that students from higher socio-
economic backgrounds achieved significantly better results in Biology 
than their peers from middle and low socio-economic groups. This 
confirms the assertion of Ovansa (2017) and Ohanyelu (2022) that 
students from more privileged families benefit from access to 
educational resources, stable home environments, and supportive 
parental expectations that collectively enhance their performance. 
Similarly, Akachukwu et al. (2018) emphasized that parental SES 
strongly influenced Biology achievement in Imo State, a finding 
mirrored in the present study within the Lagos context. At the 
international level, Betancur et al. (2018) and Wiberg and Rolfsman 
(2019) reported similar outcomes in the United States and Sweden, 
respectively, where socio-economic advantages translated into stronger 
science performance. Thus, this study reinforces the cross-cultural 
validity of SES as a determinant of student achievement, while offering 
locally relevant insights for Lagos State. 
However, it is worth noting that Okafor et al. (2018) found no 
significant relationship between parental background and achievement 
in Civic Education. The divergence from the present findings suggests 
that the influence of SES may vary across subject domains, with 
science subjects such as Biology perhaps being more resource-
intensive and therefore more sensitive to variations in parental socio-
economic conditions. This supports the view of Oleka-John et al. 
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(2023) that Biology, particularly its practical component, requires more 
than classroom instruction, demanding supplementary resources and 
parental support which are unequally distributed across socio-
economic strata. 
Another key finding of this study is that parental education 
significantly influenced Biology achievement. Students whose parents 
had attained tertiary education outperformed those whose parents had 
only primary or secondary schooling. This finding resonates with 
Onyedikachim and Ezekiel-Hart (2021), who observed that parents 
with higher levels of education are more likely to be actively involved 
in their children’s learning, model positive study habits, and provide 
both intellectual and emotional support. The results of this study also 
confirm the argument of Addido et al. (2025), who found that parental 
education and book availability in the home were strong predictors of 
science achievement across several African countries. These results 
underline the role of parental education in shaping not only academic 
aspirations but also the learning culture within the home environment. 
The strength of the association found in this study supports the claim 
of Nja et al. (2022) that parental education and socio-economic ranking 
strongly influence students’ study habits, attitudes, and eventual 
academic performance. Furthermore, Oleka-John et al. (2023) 
demonstrated that parental education and income made distinct 
contributions to practical and theoretical aspects of Biology, which 
corroborates the present finding that higher parental education equips 
students with the intellectual and motivational support needed to 
navigate complex areas of Biology beyond basic observational skills. 
While the results of this study are broadly consistent with national and 
international evidence, they also add important contextual insights. 
Lagos State presents a unique setting with its diversity of school types 
and student populations. The significant effects of both parental 
background and parental education observed here suggest that 
educational inequalities are likely to be amplified in urban centers 
where disparities in wealth, access to quality schooling, and parental 
literacy levels are more pronounced. This underscores the need for 
policy interventions, such as scholarships, mentorship programs, and 
strengthened school-based support systems, to mitigate the 
disadvantages faced by students from less privileged backgrounds. 
Moreover, this study contributes to the debate on whether SES remains 
a stronger predictor of achievement than parental involvement. 
Selvitopu and Kaya’s (2023) meta-synthesis concluded that SES had a 
medium-strength predictive power, surpassing parental involvement 
alone. The findings of the present study confirm this trend, showing 
that while parental involvement may play a role, the structural 
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advantages linked to socio-economic resources and educational 
attainment create more enduring effects on Biology outcomes. 
Taken together, these findings affirm that the persistent 
underachievement in Biology observed in national examinations 
cannot be explained solely by instructional factors within schools but 
must be understood within the broader ecological context of family 
background and parental education. By demonstrating statistically 
significant differences in Biology achievement across parental SES and 
educational categories, this study provides strong empirical evidence 
that family-related inequalities shape learning outcomes in Lagos State. 
Addressing these disparities will require holistic strategies that extend 
beyond classroom interventions to include parental sensitization, 
targeted support for disadvantaged learners, and systemic efforts to 
reduce socio-economic barriers to educational success. 
 
Broader Implications and Significance of the Findings 
The findings underscore the enduring importance of parental socio-
economic status and educational attainment as critical factors in 
shaping students’ achievement in Biology. This highlights the broader 
significance of family background in science education research, 
confirming that learning outcomes are not solely determined by 
classroom instruction but are deeply embedded in wider social and 
economic contexts. By situating academic performance within this 
broader ecological framework, the study contributes to a more holistic 
understanding of why disparities in science achievement persist in 
Nigeria. 
The results also carry important implications for how Biology is 
conceptualized. They demonstrate that performance differences cannot 
be fully explained by individual aptitude or school-level resources 
alone, but are closely linked to parental influences that extend into 
students’ study habits, aspirations, and confidence in learning. This 
suggests that any analysis of underachievement in Biology must take 
into account the interplay between home and school environments, 
rather than attributing outcomes exclusively to curriculum delivery or 
teacher effectiveness. 
At a broader policy and societal level, the findings point to the role of 
education as both a driver of social mobility and a potential source of 
inequality when family backgrounds differ significantly. They indicate 
that educational achievement continues to reproduce patterns of 
advantage and disadvantage across generations, as students from more 
educated and economically secure families are better positioned to 
succeed. This raises critical questions about equity in access to science 
education and about how systemic structures may either perpetuate or 
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mitigate disparities in learning outcomes across different socio-
economic groups. 
 
Conclusions and Recommendations 
Conclusions 
This study examined the influence of parental background and parental 
education on the academic achievement of senior secondary school 
Biology students in Lagos State. The findings revealed that both socio-
economic status and parental educational attainment significantly 
shaped students’ performance, with learners from more privileged and 
better-educated families attaining higher scores. These results confirm 
that achievement in Biology is not only determined by school factors 
but also by broader family-related influences that operate through 
resources, study support, and academic expectations. 
The study further contributes to the body of literature by situating these 
relationships within the Lagos context, where social and economic 
diversity is particularly pronounced. It highlights that Biology 
achievement reflects wider inequalities in opportunity, thereby 
reinforcing the need for comprehensive strategies that address both 
school-level provision and family background. Ultimately, the study 
demonstrates that addressing disparities in parental socio-economic 
and educational conditions is essential for improving Biology 
outcomes and advancing the goals of science education in Nigeria. 
 
Recommendations 
Based on these findings, the following recommendations are made: 

1. Teachers should adopt instructional practices that are sensitive 
to differences in students’ family backgrounds and provide 
additional support for learners from less advantaged homes. 

2. Parents should be encouraged to take active interest in their 
children’s education, irrespective of their own level of 
schooling. 

3. School administrators should organize sensitization programs 
that highlight the importance of parental involvement in 
students’ learning. 

4. Government and policymakers should provide scholarships and 
financial support to students from low socio-economic 
backgrounds to reduce inequalities in access to learning 
opportunities. 

5. Educational stakeholders should priorities the provision of 
well-equipped laboratories in public schools to minimize the 
extent to which family resources determine practical learning. 
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6. Community-based organizations should develop mentorship 
and peer-support initiatives that bridge the gap between 
students from different socio-economic and educational 
backgrounds. 

7. Future research should explore how school-level interventions 
can mediate the effects of socio-economic and parental 
education disparities on Biology achievement. 
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Abstract: One of the ambitions of any civilized society is to ensure a 

healthy start in life for children. To this end, kindergartens 
create a healthy environment for children's development 
and contribute to this start. Educators' knowledge of 
current health models, but also of the models of the parents 
of children in kindergarten, contributes to appropriate 
choices for children in terms of developing food awareness, 
healthy behavior, and creating appropriate health models. 
The study was conducted in three kindergartens and 
involved 24 educators and 89 parents. After applying the 
two questionnaires to highlight the starting points (on 
various health issues), a long-term intervention was 
developed for both categories of respondents. The results 
obtained highlight the importance of interventions at the 
kindergarten level. 

 
Keywords: health models; educators; parents; intervention. 
 
Introduction 
Health education starts early, which means that it is included in all 
health programmes and policies implemented from kindergarten 
onwards. Sorensen and colleagues (2012) argue that any health model 
should include prevention and remediation in correlation with the 
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development of people's abilities to maintain and care for their health. 
Thus, it should contain the following: Health education starts early, 
which means that it is included in all health programmes and policies 
implemented from kindergarten onwards. Sorensen and colleagues 
(2012) argue that any health model should include prevention and 
remediation in correlation with the development of people's ability to 
maintain and care for their health. Thus, it should contain the 
following: 
• general health information and information relating to health 

risks 
• ways to assess health (with reference to degrees of health in 

order to understand when it deteriorates) 
• developing skills to maintain health (including ways to recover 

damaged health) 
• involving parents in activities to raise awareness of these 

programs and their importance for their children. 
Health and illness are socially constructed concepts, so it is necessary 
to understand the anthropological perspective on health. From an 
anthropological perspective, "healing rituals," whether traditional or 
modern, are not only symbolic acts, but also essential frameworks in 
which health and illness are constructed and reaffirmed. These ritual 
practices, deeply rooted in the culture of a community, provide a 
structured space in which individuals can go through the disruptive 
experience of illness, often benefiting from a strong sense of 
attachment and belonging. By participating in rituals, whether in the 
past through collective healing ceremonies or, in the present, through 
repetitive interactions with medical staff, patients can strengthen their 
social and emotional bonds, which are crucial for building 
psychological and physical resilience. Health and illness are socially 
constructed concepts, so it is necessary to understand the 
anthropological perspective on health. From an anthropological 
perspective, "healing rituals," whether traditional or modern, are not 
only symbolic acts, but also essential frameworks in which health and 
illness are constructed and reaffirmed. These ritual practices, deeply 
rooted in the culture of a community, provide a structured space in 
which individuals can go through the disruptive experience of illness, 
often benefiting from a strong sense of attachment and belonging. By 
participating in rituals, whether in the past through collective healing 
ceremonies or, in the present, through repetitive interactions with 
medical staff, patients can strengthen their social and emotional bonds, 
which are crucial for building psychological and physical resilience. 
Furthermore, informal education, transmitted through narratives and 
ritual symbols, shapes individual perceptions about the causes of 
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illness, expectations regarding healing, and each person's role in the 
recovery process, thus contributing to the cultural integration of the 
health experience. Our health models then shape our choices and 
determine our long-term health (Lamanauskas & Augenie, 2019; Al-
Sane et al., 2020, Rukiyati, Siswoyo & Hendrowibowo, 2020; Besrat et 
al., 2024). Furthermore, informal education, transmitted through 
narratives and ritual symbols, shapes individual perceptions about the 
causes of illness, expectations regarding healing, and each person's role 
in the recovery process, thus contributing to the cultural integration of 
the health experience. Our health models then shape our choices and 
determine our long-term health (Lamanauskas & Augenie, 2019; Al-
Sane et al., 2020, Rukiyati, Siswoyo & Hendrowibowo, 2020; Besrat et 
al., 2024). Therefore, health education should begin as early as 
possible. In this regard, the K.A.P. trio (knowledge, attitudes, and 
practice) is important for both parents and educators as future role 
models for children (Sterling, 1992; Schultz Nakamoto, 2005; Csima et 
al., 2018; Ying et al., 2025). The concept of E.C.E. (early childhood 
education) is, in fact, a European Union directive on education and 
highlights the importance of starting education as early as possible. 
Therefore, health education should begin as early as possible. In this 
regard, the K.A.P. trio (knowledge, attitudes, and practice) is important 
for both parents and educators as future role models for children 
(Sterling, 1992; Schultz Nakamoto, 2005; Csima et al., 2018; Ying et 
al., 2025). The concept of E.C.E. (early childhood education) is, in 
fact, a European Union directive on education and highlights the 
importance of starting education as early as possible. (http://european-
union.europa.eu). Bronfenbrenner's social cognitive theory and 
environmental model (2005) assumes that the environment influences 
our choices, so that healthy environments lead to healthy choices. An 
education focused on creating healthy models will thus lead to 
healthier people who, in turn, will raise healthy people. Assessing our 
behaviours and attitudes thus provides data on what can be done to 
improve our health models. Bronfrenbrenner summarizes the results of 
research on environmental influences and proposes a way of 
understanding and interpreting human development based on three 
paradigms (Bronfrenbrenner, 2005): the child (person) is a dynamic 
agent who interprets and creates their own development, as well as the 
environment in which they grow up, so the relationship between the 
child and the environment is a two-way one; development is a 
progressive reorganisation of psychological functioning, with the 
cognitive, affective and social aspects being interrelated facets that 
enable the person to evolve in a complex world, and studies on human 
development are only valid if they are carried out in natural 

http://european-union.europa.eu/
http://european-union.europa.eu/


Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 221-237 

224 
 

development environments and not in laboratories. This model 
emphasizes and highlights how the environment contributes to our 
development and is all the more important when it is taken into 
account in all the environments in which we grow and develop. 
Bronfenbrenner’s social cognitive theory and environmental model 
(2005) assumes that the environment influences our choices, so that 
healthy environments lead to healthy choices. An education focused on 
creating healthy models will thus lead to healthier people who, in turn, 
will raise healthy people. Assessing our behaviours and attitudes thus 
provides data on what can be done to improve our health models. 
Bronfrenbrenner summarizes the results of research on environmental 
influences and proposes a way of understanding and interpreting 
human development based on three paradigms (Bronfrenbrenner, 
2005): the child (person) is a dynamic agent who interprets and creates 
their own development, as well as the environment in which they grow 
up, so the relationship between the child and the environment is a two-
way one; development is a progressive reorganization of psychological 
functioning, with the cognitive, affective, and social aspects being 
interrelated facets that allow the person to evolve in a complex world; 
and studies on human development are valid only if they are conducted 
in natural development environments and not in laboratories. This 
model emphasizes and highlights how the environment contributes to 
our development and is all the more important when it is taken into 
account in all the environments in which we grow and develop. 
The home environment blends with that of the kindergarten/school, 
and thus, through an appropriate partnership between the two 
environments, plays an essential role in the healthy growth of children, 
covering a wide range of aspects, from physical to emotional and social 
health. When educators and parents work together, they create a 
coherent and supportive environment that maximizes each child's 
potential. Some of the benefits of kindergarten-parent collaboration for 
healthy growth are: The home environment blends with that of the 
kindergarten/school, and thus, through an appropriate partnership 
between the two environments, plays an essential role in the healthy 
growth of children, covering a wide range of aspects, from physical to 
emotional and social health. When educators and parents work 
together, they create a coherent and supportive environment that 
maximizes each child's potential. Some of the benefits of kindergarten-
parent collaboration for healthy growth are: 
• Consistency in routines and expectations (children thrive in 

predictable environments) 
• Developing healthy eating habits 
• Promoting physical activity and an active lifestyle 
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• Early identification of health and developmental issues 
• Social and emotional support 
• Sharing health information and building healthy models 
• Development of educational partnerships on various topics. 
Kindergarten also plays an essential role in preparing children for 
school and is an important predictor of their academic success, health, 
and personal achievement into adulthood. Although knowledge of 
numbers and vocabulary acquired in kindergarten are strong indicators 
of children's readiness to learn when they enter school, theories and 
research suggest that self-directed learning skills are also essential for 
coping with the challenges of primary school. They also play a role in 
classroom engagement skills, leading to person-environment fit 
strategies that reflect children's task orientation and diligence. Studies 
suggest that classroom engagement skills are robust predictors of later 
success in primary school. Research also indicates that the 
development of executive functions underlies individual differences in 
classroom engagement. Thus, the development of early interventions 
that strengthen school readiness can help avoid the risks of subsequent 
academic and social deficits in childhood and adolescence. 
Kindergarten also plays an essential role in preparing children for 
school and is an important predictor of their academic success, health, 
and personal achievement into adulthood. Although knowledge of 
numbers and vocabulary acquired in kindergarten are strong indicators 
of children's readiness to learn when they enter school, theories and 
research suggest that self-directed learning skills are also essential for 
coping with the challenges of primary school. They also play a role in 
classroom engagement skills, leading to person-environment fit 
strategies that reflect children's task orientation and diligence. Studies 
suggest that classroom engagement skills are robust predictors of 
subsequent success in primary school. Research also indicates that the 
development of executive functions underlies individual differences in 
classroom engagement. Thus, the development of early interventions 
that strengthen school readiness can help to avert the risks of 
subsequent academic and social deficits in childhood and adolescence. 
(Fitzpatrick, 2012; Hover, 2015). 
Recently, learning environments (kindergartens, schools, universities) 
have been transformed to be as child- and youth-friendly as possible. 
Such an environment is a democratic environment based on children's 
rights, where all participants are accepted, teaching and learning 
processes are organized according to the interests and needs of 
children, health, safety, and protection measures are taken for them, 
and means are used to ensure that spaces are as sustainable and 
environmentally friendly as possible. This has led to an increase in the 
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quality not only of the teaching-learning process but also of the 
environment in which it takes place. Recently, learning environments 
(kindergartens, schools, universities) have been transformed to be as 
child- and youth-friendly as possible. Such an environment is a 
democratic environment based on children's rights, where all 
participants are accepted, teaching and learning processes are 
organized according to children's interests and needs, health, safety, 
and protection measures are taken for them, and means are used to 
ensure that spaces are as sustainable and environmentally friendly as 
possible. This has led to an increase in the quality not only of the 
teaching and learning process but also of the environment in which it 
takes place. (Cabanoglu & Sevim, 2019) 
This study refers to early childhood and children's experience in 
kindergarten, in order to identify issues related to health education—
how programs are structured around this concept, how all children, and 
even their parents, are included in activities, and how meals and related 
activities are monitored. 
The investigation was conducted on two levels: 
• By screening activities in kindergartens to highlight an existing 

health education plan, these results then become starting 
indicators for developing an intervention in this area. 

• Engaging parents as educational partners through parenting 
activities focused on health education. 

The expected outcomes of the research are to improve health education 
programs at the institutional level, identify the existence of K.A.S. in 
both educators and parents, and build opportunities for collaboration in 
educational partnerships between them. 
 
Objectives: 
• Surprising initial indicators in the process of 

developing/improving educational plans focused on health 
issues. 

• Highlighting areas for improvement and indicators to track in 
order to bring about change (based on monitoring children's 
existing activities and eating habits in kindergartens). 

• Engaging parents in a closer relationship with the kindergarten. 
 
Sample description 
In this study, the sample consisted of teachers from three kindergartens 
in the western part of the country and parents from these kindergartens, 
to the extent that they wished to participate voluntarily in the study. 
There were 24 teachers, aged between 25 and 54 (average age of the 
sample m=41.37). The number of parents who participated in the study 
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was 84, of which 3 were fathers and the rest were mothers. Their ages 
ranged from 25 to 36 (average age m=29.03). In this study, the sample 
consisted of teachers from three kindergartens in the western part of 
the country and parents from these kindergartens, to the extent that 
they wished to participate voluntarily in the study. There were 24 
teachers, aged between 25 and 54 (average age of the sample 
m=41.37). The number of parents who participated in the study was 
84, of which 3 were fathers and the rest were mothers. Their ages 
ranged from 25 to 36 (average age m=29.03). 
 
Instruments used: 
The instruments used in the study are a questionnaire focused on 
activities related to health education and a questionnaire assessing 
K.A.P. for educators and parents, adapted from existing models. 
The questionnaire focused on health activities covered the following 
areas: knowledge about food and eating, eating routines in 
kindergarten, lessons and activities related to growing food (fruit, 
vegetables), sports, food preparation. The response options for this 
questionnaire are: once per semester, several times per semester, once 
per week, several times per week (2-3 times/week). The questionnaire 
focused on health activities covered the following areas: knowledge 
about food and eating, eating routines in kindergarten, lessons and 
activities related to growing food (fruit, vegetables), sports, food 
preparation. The response options for this questionnaire are: once per 
semester, several times per semester, once per week, several times per 
week (2-3 times/week). 
The K.A.P. (Knowledge, Attitudes, and Practices) is a model that does 
not have a single assessment scale, but rather a methodological 
approach or conceptual framework used to assess and understand what 
people know (knowledge), what they believe and how they feel 
(attitudes), and what they do (practices) in relation to a particular topic. 
Studies show that there is a relationship between what mothers know, 
do, and believe during pregnancy in relation to health and the 
development of the fetus and later the newborn child (development 
from a health perspective) (Dennis et al, 2021). Existing models 
comprise three distinct sections: health knowledge, health attitudes, 
and health practices. All scale models are organized in this way, and 
some of them are organized around a specific issue such as oral health, 
food consumption, diet, etc. (Cleland & Mauldin, 1983; Hiew et al, 
2015; Anand et al, 2015; Haron et al., 2020; Peng et al., 2020; Melariri 
et al., 2024). The questionnaire used in the study includes two items 
related to knowledge, five items related to attitudes, and five items 
related to practices. The answers to the first category (knowledge) refer 
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to areas in which parents consider themselves knowledgeable, and for 
the other two categories (attitudes, practices), the answers to each item 
range from 1 to 5, where 1 means total disagreement and 5 means total 
agreement. The K.A.P. (Knowledge, Attitudes, and Practices) model is 
a model that does not have a single assessment scale, but rather a 
methodological approach or conceptual framework used to assess and 
understand what people know (knowledge), what they believe and how 
they feel (attitudes), and what they do (practices) in relation to a 
particular topic. Studies show that there is a relationship between what 
mothers know, do, and believe during pregnancy, in terms of health 
and the development of the fetus and later the newborn child 
(development from a health perspective) (Dennis et al, 2021). Existing 
models comprise three distinct sections: health-related knowledge, 
health-related attitudes, and health-related practices. All scale models 
are organized in this way, and some of them are organized around a 
specific issue such as oral health, food consumption, diet, etc. (Cleland 
& Mauldin, 1983; Hiew et al, 2015; Anand et al, 2015; Haron et al., 
2020; Peng et al, 2020; Melariri et al., 2024). The questionnaire used in 
the study comprises two items related to knowledge, five items related 
to attitudes, and five items related to practices. The answers to the first 
category (knowledge) target areas in which parents consider 
themselves knowledgeable, and for the other two 
 
Results and discussions 
For the first objective, a questionnaire was administered to teachers 
regarding the frequency of health education activities in kindergarten. 
The results obtained are: 
• dimension knowledge about food and eating - 45.83% of the 

total have activities several times per semester, 25% once a 
week, and 29.16% several times per week, 

• food routines in kindergarten - 100% of routines are followed 
in kindergarten - meal times, calorie intake calculations, etc. 

• lessons and activities related to growing food (fruit, vegetables) 
– 33.33% have activities of this kind once per semester and 
66.66% have activities of this kind several times per semester. 

• sports - 100% of the kindergartens in the study have sports 
activities twice a week (all three kindergartens have a sports 
teacher who comes and teaches these classes), 

• food preparation/cooking – 54.16% engage in such activities 
once per semester, while the remaining 45.84% engage in such 
activity’s multiple times per semester. 

These initial indicators led to the formulation of a 12-week intervention 
(once a week) in institutions on the following topics: 
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• the importance of health education that is started early on in 
life. 

• What culinary traditions and eating habits, deeply rooted in 
culture, influence individual and public health (the impact 
of globalization on traditional diets and the increase in 
lifestyle-related diseases. Some examples of topics covered: 
the impact of fast food on traditional diets, the role of food 
in ceremonies and cultural celebrations, and their 
implications for health) how culinary traditions and eating 
habits, deeply rooted in culture, influence individual and 
public health (the impact of globalization on traditional 
diets and the increase in lifestyle-related diseases. Some 
examples of topics covered: the impact of fast food on 
traditional diets, the role of food in ceremonies and cultural 
celebrations, and their implications for health) 

• how different cultures define health and illness, focusing on 
Romanian culture, how these perspectives influence the 
search for medical care, adherence to treatment, and even 
recovery in the event of illness. 

• the anthropological approach to health – what health 
models exist, how they are distributed across our country, 
how the internet and social media have created new "digital 
cultures" of health, the role of health influencers, patient 
forums as sources of "knowledge" parallel to official 
medicine, etc. 

• developing food awareness, encouraging physical activity, 
and promoting personal hygiene through a thematic and 
interactive program 

• ways of organizing storytelling circles – focused on health 
(physical, emotional, etc.) 

• addressing family involvement in various kindergarten 
programs related to health. 

At the end of the intervention program, the following changes were 
agreed upon with the teachers and kindergarten management: healthier 
food choices in children's daily diet, improved personal hygiene 
behaviours among children (more monitoring activities in this regard 
and more prevention activities proposed for the next semester and 
school year), new socio-emotional development activities, activities to 
develop teachers' skills (focused on attracting activities to 
kindergartens that facilitate this – identifying courses for them to 
participate in), choosing new ways of working to achieve greater 
parental involvement (more activities with parents, more frequent 
information, choices of directions to follow from kindergarten to home 
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– for example, kindergarten activities on a chosen theme to be 
duplicated by activities at home on the same theme).At the end of the 
intervention program, the following changes were agreed upon with the 
teachers and kindergarten management: healthier food choices in 
children's daily diet, improved personal hygiene behaviours among 
children (more monitoring activities in this regard and more prevention 
activities proposed for the next semester and school year), new socio-
emotional development activities, teacher skills development activities 
(focused on attracting activities in kindergartens that facilitate this—
identifying courses for them to participate in), choosing new ways of 
working to achieve greater parental involvement (more activities with 
parents, more frequent information sharing, choosing directions to 
follow from kindergarten to home—for example, kindergarten 
activities on a chosen theme to be duplicated by activities at home on 
the same theme).The frequency and content of health-related lessons at 
kindergarten level were monitored at the end of the semester, the 
following year after the end of the two semesters, and it was found that 
after each semester new lessons (with new content) were added or 
lessons focused on health topics were held more often. The same 
questionnaire as the one initially applied was used for the re-
evaluation, and the main changes were made in the area of knowledge 
about food and eating—after the first evaluation, there was an increase 
from 45.38% to 61.3%, then an increase to 64.3% in the second 
evaluation and to 71.3% in the last evaluation (as the frequency of 
lessons several times per semester). In terms of food preparation with 
children, the increase was not as spectacular (from 54.16% to 53.2%, 
then to 54.3% and 55.1%). The fact that more lessons focused on food 
and nutrition were introduced highlights how educators chose to 
respond to the intervention, and this highlights the importance of 
institutional intervention programs on this topic. The frequency and 
content of health-related lessons at kindergarten level were monitored 
after the end of the semester, the following year after the end of the 
two semesters, and it was found that after each semester new lessons 
(with new content) were added or lessons focused on health topics 
were held more often. The same questionnaire as the one initially 
applied was used for the re-evaluation, and the main changes were 
made in terms of knowledge about food and eating—after the first 
evaluation, there was an increase from 45.38% to 61.3%, then in the 
second evaluation an increase to 64.3%, and in the last evaluation to 
71.3% (as the frequency of lessons several times per semester). In 
terms of food preparation with children, the increase was not as 
spectacular (from 54.16% to 53.2%, then to 54.3% and 55.1%). The 
fact that more lessons focused on food and nutrition were introduced 
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highlights how educators chose to respond to the intervention, and this 
highlights the importance of institutional intervention programs on this 
topic. 
Thus, by implementing a program focused on health education and 
monitoring the progress made at the kindergarten level in terms of the 
changes achieved as a result of the program, the kindergarten is 
transformed from a simple place of care and learning into a proactive 
environment for promoting the health and overall well-being of 
children, laying the foundations for a healthy life. 
For the second objective, the results of the first two items in the 
questionnaire indicate what parents think about their knowledge (which 
of the listed categories they consider themselves to know best). Thus, 
89% of parents consider that they know best the category "regular 
medical check-ups," followed closely by the category "healthy eating 
habits" with a score of 71%. For the other categories (food, sports and 
exercise, others), the results were not conclusive enough because 
parents chose to place the concepts they knew in the first two places 
and did not place anything in the following places, or only a few 
responded to categories 3, 4, and 5.For the second objective, the results 
of the first two items in the questionnaire indicate what parents think 
about their knowledge (which of the listed categories they consider 
themselves to be most knowledgeable about). Thus, 89% of parents 
consider themselves to be most knowledgeable about the category 
"regular medical check-ups," followed closely by the category "healthy 
eating habits" with a score of 71%. For the other categories (food, 
sports and exercise, others), the results were not conclusive because 
parents chose to place the concepts, they were familiar with in the top 
two places and did not place anything in the following places, or only a 
few responded to categories 3, 4, and 5. For example, in the "other" 
category, where responses were open-ended, most respondents did not 
fill in anything. Identifying the categories that parents are sufficiently 
familiar with led to the selection of intervention topics that are less 
familiar to them in order to supplement the information they have, so 
that their choices for their children are increasingly health-oriented. 
The responses to the attitude items reveal the following: 84% of 
parents consider that investing in health is very important for their 
child; on the second item, 79% of parents consider themselves 
responsible for their child's health; on the third item, 83% of parents 
consider it too difficult to manage both nutrition and sports with their 
busy schedule; on item 4—trust in doctors for healthy choices—66% 
of parents totally agreed (20% agreed and 14% were neutral); and on 
the last item, 93% of parents totally agreed that mental health is just as 
important as physical health. For example, in the "other" category, 
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where responses were open-ended, most did not fill in anything. 
Identifying the categories that parents are sufficiently familiar with led 
to the selection of intervention topics that are less familiar to them in 
order to supplement the information they have, so that their choices for 
their children are increasingly health-oriented. Regarding the responses 
to the attitude items, they reveal the following: 84% of parents 
consider that investing in health is very important for their child; in the 
second item, 79% of parents consider themselves responsible for their 
child's health; in the third item, 83% of parents consider that it is too 
difficult to manage both nutrition and sports with their busy schedule; 
in item 4—trust in doctors for healthy choices—66% of parents totally 
agreed with this (20% agreed with this and 14% were neutral), and in 
the last item, 93% of parents totally agreed that mental health is as 
important as physical health. In terms of practices, the responses 
highlighted the following: 93% of children consume fresh fruit and 
vegetables several times a day; 67% of children exercise regularly (this 
category includes not only sports but also daily 30-minute walks 
outside with the child); 47% of children have acquired hygiene habits; 
64% of children have regular medical check-ups even if they are not 
sick; 44% of children sleep 8-9 hours every night. All of the parents' 
responses in all three categories led to the development of an 
intervention program at the kindergarten level. The intervention was 
carried out over a period of 12 weeks, once a week, and targeted. In 
terms of practices, the responses highlighted the following: 93% of 
children consume fresh fruit and vegetables several times a day; 67% 
of children exercise regularly (this category includes not only sports 
but also daily 30-minute walks outside with the child); 47% of children 
have acquired hygiene habits; 64% of children have regular medical 
check-ups even if they are not ill; 44% of children sleep 8-9 hours 
every night. All the parents' responses in all three categories led to the 
development of an intervention program at kindergarten level. The 
intervention was carried out over a period of 12 weeks, once a week, 
and targeted 

• What culinary traditions and eating habits, deeply rooted in 
culture, influence individual and public health 

• ways of perceiving illness and health throughout history 
• describe specific healing rituals in a particular community 

and analyse how symbolism, community participation, and 
belief in healing powers influence the perception of illness 
and patient recovery (e.g., the healthy food pyramid and its 
evolution over time) 

• analysis of healthcare systems (hospitals, clinics, public 
health policies) from the perspective that they themselves 
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are social products, reflecting values, power, and ideologies 
(how we choose a doctor, a clinic, etc., what our 
benchmarks are and how they are culturally influenced, 
what advertisements influence us the most and why, etc.) 

• differences between parental health models across 
generations 

• what are the reliable sources of information from which we 
obtain information about health, food, and nutrition? 

• scientifically validated child health programs 
• ways to adapt children's nutrition and sports programs to 

their parents' work schedules. 
Following the intervention, the results were as follows: educators 
gained a broader perspective on what parents do, believe, and practice 
with their children, so the elements chosen for health-centred programs 
were specifically tailored to the current needs of children (and, to some 
extent, their parents). This was the main gain for the institutions where 
the intervention program was implemented, and it led to a proactive 
approach to health for all three institutions. A second gain was that in 
all three institutions, joint parent-child programs on health were 
implemented (cooking workshops, presentations on healthy food 
choices with guest specialists, partnerships for informed decisions, 
etc.), which was also reflected in increased parent engagement in the 
kindergarten community. A third benefit is the development of 
programs at the kindergarten level, in collaboration with educators, 
parents, or specialists, focused on developing food awareness, 
encouraging physical activity, and promoting personal hygiene through 
a thematic and interactive program (some examples of this are: the 
"Little Healthy Explorers" program, "My Magic Garden," plant 
growing workshop, healthy cooking workshops, healthy emotions club, 
movement games, etc.).Following the intervention, the results were as 
follows: educators gained a broader perspective on what parents do, 
believe, and practice with their children, so the elements chosen for 
health-cantered programs were specifically tailored to the current needs 
of children (and, to some extent, their parents). This was the main 
benefit for the institutions where the intervention program was 
implemented, and it led to a proactive approach to health for all three 
institutions. A second benefit was that all three institutions 
implemented joint parent-child programs on the topic of health 
(cooking workshops, presentations on healthy food choices with guest 
specialists, partnerships for informed decisions, etc.), which was also 
reflected in increased parent engagement in the kindergarten 
community. A third benefit was the development of kindergarten-level 
programs, in collaboration with educators, parents, and specialists, 
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focused on developing food awareness, encouraging physical activity, 
and promoting personal hygiene through a thematic and interactive 
program (some examples of this are: the "Little Healthy Explorers" 
program, "My Magic Garden," plant growing workshop, healthy 
cooking workshops, healthy emotions club, movement games, etc.). 
The results highlighted the role that kindergarten can play in promoting 
healthy educational models and in communicating effectively with 
parents to create valuable partnerships in raising and educating 
children. 
 
Conclusions 
The intervention programs initiated and implemented at the 
kindergarten level were based on the starting indicators monitored for 
both groups of respondents—educators and parents. They focused on 
improving the content and frequency of lessons on health-related 
topics, as well as on increasing parents' adherence to the healthy 
models promoted in kindergarten and the programs implemented by 
educators. The intervention programs initiated and implemented at the 
kindergarten level were based on the starting indicators monitored for 
both groups of respondents—educators and parents. They focused on 
improving the content and frequency of lessons centred on health, as 
well as on increasing parents' adherence to the healthy models 
promoted in kindergarten and the programs implemented by educators. 
The results tracked over three semesters after the interventions 
highlight their usefulness and role in all three kindergartens where they 
were implemented. Such programs implemented at the kindergarten 
level increase the level of communication between educators and 
parents, based on shared values and beliefs (in this case related to 
health, but the topics can be extended to other subjects), lead to the 
identification of parental values on topics of interest to the kindergarten 
(education, health, etc.) and their use in appropriate programs for 
children, a proactive and personalized approach to children's health, 
building partnerships for informed decisions (in this case regarding 
children's health, but can be extended to other topics of interest to 
them), creating a supportive environment for children and 
strengthening the role of the kindergarten as a credible informational, 
educational, and formative environment for children. The results 
monitored over three semesters after the interventions highlight their 
usefulness and role in all three kindergartens where they were 
implemented. Such programs implemented at the kindergarten level 
increase the level of communication between educators and parents 
and are based on common values and beliefs (in this case related to 
health, but the topics can be extended to other subjects), lead to the 
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identification of parental values on topics of interest to the kindergarten 
(education, health, etc.) and their use in programs appropriate for 
children, a proactive and personalized approach to children's health, 
building partnerships for informed decisions (regarding children's 
health in this case, but can be extended to other topics of interest to 
them), creating a supportive environment for children, and 
strengthening the role of the kindergarten as a credible informational, 
educational, and formative environment for children. 
 
Limitations of the study 
The main limitation of the study is the relatively small number of 
subjects. A second limitation is that this questionnaire refers to health 
in general, not to a specific aspect of it. For an in-depth study, the 
items should, in the future, be precisely adapted to the target 
population (age, education level, culture) and to the specific health 
topic (e.g., children's hygiene, children's nutrition, etc.). The third 
limitation of the study is that it did not address the issue of children's 
leisure time spent on devices. 
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Abstract: This study examined the levels of epistemological and 

cultural beliefs and its influence their academic 
performance among respondents in the study area. These 
were with a view to ascertain the relative and joint effects 
of these beliefs on the academic performance of preservice 
teachers in Biology. The study adopted descriptive 
correlational research design as the population comprised 
all preservice teachers enrolled in the Department of 
Science Education, Faculty of Education at Obafemi 
Awolowo University (OAU), Ile-Ife, Nigeria, during the 
2023/2024 academic session. One hundred (100) 
preservice teachers were selected through random 
sampling from the Biology education unit. Data were 
collected through a structured questionnaire, 
Questionnaire on Epistemological and Cultural Beliefs 
among Preservice Teachers in Biology (QECAP). QECAP 
was divided into sections that measured demographic 
information, epistemological beliefs, cultural beliefs, and 
academic performance. The reliability of the instrument 
was confirmed with a Cronbach's alpha coefficient of 0.79. 
Descriptive statistics, One-Way ANOVA, and multiple 
regression analysis were used to analyse the data. The 
findings revealed that the majority of the respondents held 
moderate epistemological beliefs (51.0%) and moderate 
cultural beliefs (48.0%), reflecting a balanced perspective 
in both areas. A significant positive influence of 
epistemological beliefs on academic performance was 
identified, with higher epistemological beliefs associated 
with better academic performance (F = 6.20, p = 0.003). 
Additionally, the combined effect of epistemological and 
cultural beliefs significantly predicted academic 
performance, explaining 49% to 52% of the variance (Adj. 
R2 = 0.49, R² = 0.52, F = 12.30, p < 0.05), with the 
interaction between beliefs showing a significant effect (B 
= 0.25, p = 0.015). The study concludes that 
epistemological and cultural beliefs are crucial 
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determinants of academic success among preservice 
Biology teachers at OAU as fostering sophisticated 
epistemological beliefs and integrating cultural contexts in 
educational practices can enhance academic performance. 

 
Keywords: epistemological beliefs; cultural beliefs; performance; 

preservice teachers. 
 
Introduction 
It is educationally previewed that the beliefs held by teachers remains 
germane in shaping their instructional methods and ultimately 
influencing students' learning outcomes. One important aspect of these 
beliefs deals with the belief on the nature of knowledge and the process 
of this knowledge called epistemological beliefs (Schraw & Olafson, 
2019). Epistemological beliefs explain the perception of knowledge, 
approach to teaching and students’ learning engagement. It takes a hold 
on explaining how learning would help to promote critical thinking, 
inquiry based thinking and other thinking skills crucial to the 
development (Feucht, Lunn, & Cannon, 2017; Greene, Sandoval, & 
Bråten, 2020). 
Asides the importance of epistemological beliefs in its potentiality to 
adumbrate preservice teachers’ engagement and performance, cultural 
beliefs is another important component that influences academic 
outcomes. These beliefs include values, traditions, and social norms 
that influence how knowledge is perceived and transmitted within a 
society (Brownlee, Schraw, & Berthelsen, 2012; Adebisi, 2016). These 
beliefs especially would play a fundamental role in culturally inclined 
societies with an overarching influence on curriculum designs, 
developments and classroom interaction processes (Okafor & Ubah, 
2020). Teachers' cultural beliefs influence their expectations of 
students, pedagogical choices, and classroom management style 
(Ademola, 2021). The same applies in Osun State, Nigeria, as students 
come from diverse cultural backgrounds, so there is a need for the 
implementation and incorporation of such cultural sensitivities into 
teachers' practice (Balogun, 2022; Adeola & Oke, 2023). 
And then there is Nigeria once more, whose education system is a 
landscape upon which preservice teachers largely traverse through a 
thick blend of cultural and epistemological beliefs. Nevertheless, few 
studies have been conducted in determining how these epistemological 
and cultural beliefs influence preservice teachers' performance in 
academics, particularly life sciences like Biology (Okafor, Ubah, & 
Ezeh, 2021; Adedoyin, 2022). While, instruction of Biology 
necessitates deep content and pedagogical understanding, and thus 
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constitute a central lens through which to view the influence of these 
beliefs (Ogunniyi, 2018; Adekunle, 2021; Olaniyi, 2022). Since 
teachers have the greatest influence in shaping the fate of students, an 
understanding of how such beliefs work within a very culturally 
diverse setting like Osun State is crucial in developing effective 
learning strategies (Afolabi, 2019; Okeke, 2020; Ajayi & Folarin, 
2021) 
As both beliefs are in situ to a domain of reasoning, it is important to 
understand that the interplay between epistemological and cultural 
beliefs is complex, particularly in a science discipline like Biology. For 
instance, Biology as a subject often challenges students' preconceived 
notions and cultural beliefs, especially in areas like evolution and 
genetics (Ayodele, 2021). Teachers' ability to reconcile these beliefs 
with scientific concepts is critical for effective teaching. In Nigeria, 
where cultural beliefs might sometimes conflict with scientific 
explanations, the role of preservice teachers becomes even more 
challenging (Jegede & Okebukola, 1991; Okebukola, Jegede, & 
Oladipo, 2020). 
Although the individual importance of these beliefs in literature has 
been well stated. There are limited findings on the joint influence of 
these variables on preservice teachers' performance and how it interacts 
to shape educational outcomes (Ogunleye, Adeyemi, & Alabi, 2020). 
Also, most of the published articles have focused on general 
educational beliefs, without emphasis on the subject-specific contexts 
where these beliefs might have different implications (Chukwu, 2019; 
Adeyemi & Kolawole, 2022). 
Furthermore, the development of sophisticated epistemological beliefs 
is crucial for preservice teachers, as it influences their ability to engage 
with complex scientific concepts and apply critical thinking skills in 
their teaching (Muis, Bendixen, & Haerle, 2016). This importance 
reflects more in science education as it helps to improve the application 
of scientific methods, as well as the ability to explore various scientific 
phenomenon. It may then become more sensitive for developing 
countries like Nigeria with limited educational resources with deeply 
ingrained cultural beliefs, it is important to pay attention to the 
development of these beliefs for effective Biology teaching by 
preservice teachers (Khine, Saleh, & Chai, 2017; Hofer & Sinatra, 
2019). 
This would help to shape the perception teachers have of their students 
as well as their expectations of performance (Adeyinka & Adeyemi, 
2020). It then becomes a more complex and multifaceted challenge in 
areas like Nigeria where cultural diversity is vast, influencing 
everything from classroom management strategies to instructional 
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methods. For instance, the possession of strong cultural beliefs about 
the hierarchical nature of knowledge may be more prone to teacher-
cantered approach, but an egalitarian cantered view may be more prone 
to a student-cantered approach (Bamisaiye, 2021; Osadebe & Afolabi, 
2023). 
It is crucial for an understanding of how epistemological and cultural 
beliefs intersect in order to successfully teach Biology. Preservice 
teachers must think about these beliefs and adjust the manner in which 
they teach in order to deal with the heterogeneous student population. 
This adaptability is instrumental to the promotion of student 
participation and success, particularly in an area such as Biology that 
requires both large amounts of content knowledge and the skill to 
connect this content to students' experiences (Afolabi, 2019; Okeke, 
2020; Ajayi & Folarin, 2021). 
There is a need to fill the research gap by determining the 
epistemological and cultural belief levels of preservice teachers and 
exploring how these beliefs affect their academic achievement in 
Biology.  The project has a targeted population and topic to offer 
results that can enhance teacher education programs, especially in 
multicultural contexts. Knowing the connection between those kinds of 
views and academic success can facilitate the creation of more 
effective, culturally responsive pedagogical practices that are 
harmonious with preservice teachers' attitudes and backgrounds, and 
therefore improve student learning outcomes in biology (Adeyemi, 
2020; Okafor, Ubah, & Ezeh, 2021; Adedoyin, 2022). 
 
Gap Analysis 
The following table summarises the gaps identified in literature 
reviewed: 

Theme Authors Identified Gaps 
How Current 
Study Addresses 
the Gaps 

Epistemological 
Beliefs in 
Nigerian 
Context 

Jegede & 
Okebukola 
(1991), 
Ogunniyi 
(2018), 
Adekunle 
(2021), 
Olaniyi 
(2022), 
Adeyemi 
& 

- These studies 
primarily 
focused on 
secondary school 
students or 
generalized 
educational 
contexts.  
- Limited 
attention to 
subject-specific 

- The current study 
specifically 
investigates the 
influence of 
epistemological 
beliefs on 
preservice teachers' 
performance in 
biology, offering 
subject-specific 
insights. 
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Kolawole 
(2022) 

impacts, 
particularly in 
biology. 

Cultural Beliefs 
and Education 
in Nigeria 

Adebisi 
(2016), 
Okafor & 
Ubah 
(2020), 
Ademola 
(2021), 
Balogun 
(2022), 
Adeola & 
Oke 
(2023), 
Ayodele 
(2021) 

- Limited 
exploration of 
how cultural 
beliefs interact 
with 
epistemological 
beliefs to affect 
learning 
outcomes.  
- Studies often 
focused on 
broader cultural 
impacts without 
considering 
specific regional 
or subject-
specific contexts. 

- This study 
examines the 
combined 
influence of 
cultural and 
epistemological 
beliefs on 
preservice biology 
teachers, providing 
a nuanced 
understanding of 
these interactions 
in a specific 
regional and 
subject context. 

Preservice 
Teachers' 
Beliefs and 
Performance 

Chukwu 
(2019), 
Ogunleye 
et al. 
(2020), 
Adeyinka 
& 
Adeyemi 
(2020), 
Bamisaiye 
(2021), 
Osadebe & 
Afolabi 
(2023) 

- Studies 
typically focused 
on general 
pedagogical 
beliefs without 
exploring how 
these beliefs 
translate into 
academic 
performance in 
specific subjects 
like biology.  
- Lack of focus 
on preservice 
teachers who are 
crucial for 
shaping future 
educational 
practices. 

- The current study 
directly addresses 
the impact of 
epistemological 
and cultural beliefs 
on preservice 
biology teachers, 
providing 
actionable insights 
for teacher 
education 
programs. 

Interaction 
Between 
Epistemological 
and Cultural 

Muis et al. 
(2016), 
Khine et 
al. (2017), 

- Existing 
research often 
examined 
epistemological 

- The current study 
uniquely 
investigates both 
the independent 
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Beliefs Hofer & 
Sinatra 
(2019) 

and cultural 
beliefs in 
isolation, 
without 
considering their 
interaction.  
- Lack of studies 
on the combined 
effect of these 
beliefs on 
student 
performance, 
especially in a 
culturally diverse 
setting like 
Nigeria. 

and combined 
effects of 
epistemological 
and cultural beliefs 
on the academic 
performance of 
preservice biology 
teachers. 

 
Statement of Problem 
Despite the recognized significance of epistemological and cultural 
beliefs in shaping teaching practices, existing research has largely 
focused on these beliefs in isolation, neglecting their joint influence on 
preservice teachers' academic performance in specialized fields like 
Biology. Epistemological beliefs, which guide how teachers perceive 
and impart knowledge, play a crucial role in fostering inquiry-based 
learning and critical thinking (Schraw & Olafson, 2019; Feucht, Lunn, 
& Cannon, 2017). Meanwhile, cultural beliefs, deeply embedded in the 
values and norms of a society, significantly affect how knowledge is 
transmitted and received, particularly in culturally diverse settings like 
Osun State (Brownlee, Schraw, & Berthelsen, 2012; Adebisi, 2016). 
The interplay between these beliefs is particularly complex in Nigeria, 
where cultural beliefs can sometimes conflict with scientific concepts 
taught in Biology (Jegede & Okebukola, 1991; Okebukola, Jegede, & 
Oladipo, 2020). However, the existing literature has not adequately 
addressed how this belief systems interact to influence preservice 
teachers' effectiveness, especially in the context of Biology education, 
where both content knowledge and cultural sensitivity are paramount 
(Ogunleye, Adeyemi, & Alabi, 2020; Chukwu, 2019). 
This gap in the literature is particularly concerning given the critical 
role that preservice teachers play in shaping future generations of 
students. In a culturally diverse environment like Osun State, where 
preservice teachers must navigate a complex landscape of 
epistemological and cultural beliefs, understanding the joint impact of 
these beliefs on academic performance is essential for developing 
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effective teacher education programs (Adeyemi & Kolawole, 2022; 
Afolabi, 2019). By examining the levels of epistemological and 
cultural beliefs among preservice teachers at Obafemi Awolowo 
University (OAU) and assessing their influence on academic 
performance in Biology, this study aims to provide insights that could 
inform the creation of more culturally responsive and 
epistemologically sound teaching strategies. This understanding is vital 
for enhancing teaching effectiveness and improving student learning 
outcomes in Biology, a subject where the reconciliation of cultural and 
scientific perspectives is often challenging (Ayodele, 2021; Ogunniyi, 
2018). 
 
Purpose of the Study  
The study aims to assess the levels of epistemological and cultural 
beliefs among preservice teachers while providing information on how 
these beliefs jointly impacts on students’ performance. Specifically, 
this study will: 

a. examine the level of epistemological beliefs among 
preservice teachers at OAU; 

b. determine the level of cultural beliefs among preservice 
teachers at OAU; 

c. assess the relative and joint influence of epistemological 
and cultural beliefs on the academic performance of 
preservice teachers in Biology. 

 
Research Questions 
In line with the objectives, the following research questions were 
formulated to guide the study: 

1. What is the level of epistemological beliefs among preservice 
teachers at OAU? 

2. What is the level of cultural beliefs among preservice teachers 
at OAU? 

 
Research Hypotheses 
H₀₁: There is no significant influence of epistemological beliefs on 
preservice teachers’ academic performance in Biology. 
H₀2: There is no significant combined influence of epistemological and 
cultural beliefs on the academic performance of preservice teachers in 
Biology. 
Methodology 
This study adopted a descriptive correlational research design to 
examine the relationship between epistemological and cultural beliefs 
of preservice teachers and their academic performance in Biology. The 
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correlational design was considered appropriate as it allowed the 
researcher to explore the extent to which these beliefs individually and 
jointly influence academic outcomes without manipulating the 
variables. The population for this study comprised all preservice 
teachers enrolled in the Department of Science Education, Faculty of 
Education at Obafemi Awolowo University (OAU), Ile-Ife, Nigeria, 
during the 2023/2024 academic session. A sample of preservice 
teachers was drawn from the population using a simple random 
sampling technique. The sample will include 100 preservice teachers 
from different academic levels and specializations within the biology 
education programme. The sample size was determined based on the 
need to achieve statistical power and ensure the reliability of the 
results. The questionnaire named Questionnaire on Epistemological 
And Cultural Beliefs Among Preservice Teachers In Biology (QECAP) 
was used to collect data for the study. A Cronbach's alpha coefficient 
of 0.79 was achieved and the questionnaire items thus considered 
acceptable. The data collected would be analysed using both 
descriptive and inferential statistics. Descriptive statistics, such as 
means, standard deviations, and frequencies, would be used to 
summarize the demographic characteristics of the participants and the 
levels of epistemological and cultural beliefs. Inferential statistics, 
specifically Pearson’s correlation coefficient and One-Way ANOVA, 
would be used to examine the influence and the relationships between 
epistemological beliefs, cultural beliefs, and academic performance. 
Multiple regression analysis would be employed to assess the joint 
influence of epistemological and cultural beliefs on academic 
performance. Hypotheses will be tested at a 0.05 significance level.  
 
Results 
Research Question One:   
What is the level of epistemological beliefs among preservice teachers 
at OAU? 
To analyse the epistemological beliefs of preservice teachers, 
responses to the Section B of the questionnaire were scored such that 
Strongly Agree was 5, Agree 4, Neutral 3, Disagree 2, and Strongly 
Disagree 1. The mean score for each respondent was calculated and 
this score was used to categorise them into Low, Moderate and High 
Levels of Epistemolgical belief as shown in Table 2 below:  
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Table 2:  Distribution of Epistemological Beliefs 

S/N Epistemological 
Belief Category Frequency Percentage 

(%) 

1 High 3.5 – 5.0 29 29.0 

2 Moderate 2.6 – 3.5 51 51.0 

3 Low 1 – 2.5 20 20.0 

Visualisation in appendix 
Table 2 provides a consolidated view of epistemological beliefs among 
100 preservice teachers, categorized into High, Moderate, and Low 
levels. The distribution shows that 29.0% of respondents have high 
epistemological beliefs, indicating strong confidence in the certainty, 
sources, and justification of knowledge. The majority, at 51.0%, hold 
moderate beliefs, reflecting a balanced or less certain perspective. A 
smaller proportion, 20.0%, exhibit low epistemological beliefs, 
demonstrating lesser confidence in the stability and sources of 
knowledge. 
 
Research Question Two:  
What is the level of cultural beliefs among preservice teachers at 
OAU? 
To analyse the cultural beliefs of preservice teachers, responses to the 
Section C of the questionnaire were scored such that Strongly Agree 
was 5, Agree 4, Neutral 3, Disagree 2, and Strongly Disagree 1. The 
mean score for each respondent was calculated and this score was used 
to categorise them into Low, Moderate and High Levels of cultural 
belief as shown in Table 3 below:  
 
Table 3:  Distribution of Cultural Beliefs 

S/N Cultural Category Frequency Percentage 
(%) 

1 High 3.5 – 5.0 24 24.0 

2 Moderate 2.6 – 3.5 48 48.0 
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S/N Cultural Category Frequency Percentage 
(%) 

3 Low 1 – 2.5 28 28.0 

Visualisation in appendix 
Table 3 illustrates the distribution of cultural beliefs among the 
preservice teachers. The data shows that 24.0% of respondents exhibit 
high cultural beliefs, indicating a strong alignment with cultural 
perspectives in their teaching practices. The majority, at 48.0%, fall 
into the moderate category, reflecting a balanced view of cultural 
influence. A significant portion, 28.0%, have low cultural beliefs, 
suggesting limited integration of cultural contexts into their 
educational approach. 
 
Hypothesis Testing 
H01: There is no significant influence of epistemological beliefs on 
preservice teachers’ academic performance in Biology. 
 To test this hypothesis, the categories of epistemological beliefs 
were recalled and the responses to Section D of the questionnaire 
gathered information on the cumulative GPA of the respondents; a 
measure of academic performance. With one independent variable 
(epistemological belief, with three levels) and a continuous dependent 
variable (academic performance, measured as CGPA, a One-Way 
Analysis of Variance (ANOVA) was conducted to test significant 
difference in CGPA by levels of epistemological belief. The results are 
shown in Table 4: 
 
Table 4: One-Way ANOVA Results of the Influence of 
Epistemological Belief on Academic performace 
 
Source of 
Variation 

Sum of 
Squares df Mean 

Square F p 

Between Groups 4.22 2 2.11 
6.20 0.003 

Within Groups 33.78 97 0.35 

Total 37.99 99    

The ANOVA results show an F(2, 97) = 6.20 and p = 0.003 at the .05 
significant level. With p < .05, the null hypothesis is rejected and this 
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indicates that there is a statistically significant difference in the 
academic performance across the different levels of epistemological 
beliefs (High, Moderate, Low). Hence, there is a significant influence 
of epistemological beliefs on academic performance. A Tukey HSD 
was further used to detect the source/direction of the significance in 
Table 5: 
 
Table 5: Tukey HSD Post Hoc Test 

(I) 
Group 

(J) 
Group 

Mean 
Difference 
(I-J) 

Std. 
Error Sig. 

95% 
Confidence 
Interval 
Lower 
Bound 

95% 
Confidence 
Interval 
Upper 
Bound 

High Moderate 0.30 0.089 0.012 0.05 0.55 

High Low 0.60 0.077 0.001 0.35 0.85 

Moderate Low 0.30 0.086 0.024 0.04 0.56 

The Tukey HSD post hoc test indicates significant differences between 
the epistemological belief groups. When comparing the high and 
moderate belief groups, the mean difference is 0.30 with a p-value of 
0.012. This indicates that preservice teachers with strong 
epistemological beliefs had significantly improved performance 
compared to those with moderate beliefs. The confidence interval 
(0.05-0.55), shows that the actual performance difference resides 
within this range. The disparity between the high and low 
epistemological groups is markedly greater, exhibiting a mean 
difference of 0.60 (p = 0.001). The confidence range, ranging from 
0.35 to 0.85, robustly substantiates the significant disparity in 
academic achievement between the two groups. The moderate and low 
belief groups exhibit a significant difference, with a mean difference of 
0.30 (p = 0.024), demonstrating that students with moderate beliefs 
outperform those with low beliefs. The confidence interval for this 
comparison, spanning from 0.04 to 0.56, substantiates the validity of 
this outcome. Collectively, these findings indicate that high 
epistemological beliefs correlate with enhanced academic performance 
in Biology, and the disparities between groups are statistically 
significant. 
H02: There is no significant combined influence of epistemological and 
cultural beliefs on the academic performance of preservice teachers in 
Biology. 
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To test this hypothesis, Epistemological and Cultural beliefs which 
were the independent variables were categorized into High, Moderate, 
and Low levels, reflecting different attitudes towards knowledge and 
learning. S well as views on cultural influence in teaching and 
perceptions of knowledge. The dependent variable was academic 
performance, measured by cumulative GPA (CGPA) of the 
respondents. Using multiple regression analysis, the study assessed 
how epistemological and cultural beliefs, both individually and in 
combination, impact CGPA. The results of this analysis are presented 
in Table 6. This approach facilitates the assessment of the importance 
of both primary effects and interaction effects on academic 
performance, offering insights into the extent to which these beliefs 
significantly impact academic results. 
 
Table 6: Multiple Regression Analysis of the Combined Influence of 
Epistemological Belief and Cultural Belief on Academic Performance 
 

Predictor Variables B SE 
B β t p R² Adj. 

R2 F 

Constant 1.30 0.20  6.50 0.000    

Epistemological Beliefs 
(EB) 0.55 0.15 0.45 3.67 0.0005 0.52 0.49 12.30 

Cultural Beliefs (CB) 0.45 0.14 0.37 3.21 0.0012    

EB * CB Interaction 0.25 0.10 0.21 2.50 0.0150    

 
Multiple regression analysis shows significant joint effects of 
epistemological and cultural beliefs, on preservice teachers' academic 
performance in Biology. Epistemological beliefs (B = 0.55, p = 
0.0005) and cultural beliefs (B = 0.45, p = 0.0012) are both 
significantly positive and exert an effect on academic performance. 
The belief interaction effect of these beliefs (B = 0.25, p = 0.0150) also 
has significant impact on performance, indicating that the combined 
effect of epistemological and cultural beliefs positively contributes to 
academic achievement. The model can explain 49% to 52% variation 
in academic performance, which is a very high correlation between 
these variables and performance, and in support of the hypothesis that 
epistemological and cultural beliefs do have an important role to play 
in academic achievement. 
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Discussion 
This study examines the interplay between epistemological and cultural 
beliefs and their effects on academic achievement of Obafemi 
Awolowo University (OAU) preservice Biology teachers. Specifically, 
it was designed to examine the level of epistemological beliefs of OAU 
preservice teachers, determine the level of cultural beliefs of OAU 
preservice teachers, and assess the relative and combined effect of 
epistemological beliefs and cultural beliefs on their academic 
performance. Utilizing the Pragmatic Epistemological Theory (PET) 
and Cultural-Historical Activity Theory (CHAT) theoretical 
frameworks, the research aims to provide information on how the 
beliefs impact Nigerian higher education in respect to educational 
outcomes. 
In line with the first objective, the study determined that the majority 
of OAU preservice Biology teachers usually possess an 
epistemological beliefs level that is moderate in nature, with a 
description of a balanced or less certain attitude towards the sources 
and justifications of knowledge. This means that they perceive 
knowledge to be complicated, dynamic, and uncertain, as would the 
PET principles, which expect learners who perceive knowledge as 
dynamic to be more likely to embrace deep learning strategies and 
critical thinking. These epistemological beliefs moderation would be a 
function of the academic environment, in which inquiry-based learning 
and critical examination of content are encouraged. Besides, the study 
confirmed that epistemological beliefs directly influenced the academic 
performance of the students to a point where students with higher 
epistemological beliefs had better CGPAs. The findings are in 
agreement with Adetunji (2020) whereby students with higher 
knowledge beliefs showed better academic performance. Ogunleye and 
Babatunde (2021) also confirmed that undergraduates with higher-level 
epistemological beliefs were more engaged in critical thinking and 
problem-solving abilities. Together, these studies suggest that the 
acquisition of advanced epistemological beliefs is a prerequisite for 
academic success in different levels of education in Nigeria. 
Convergence of findings from different settings highlights the 
importance of enhancing advanced epistemological beliefs in education 
systems. In a bid to determine the level of cultural beliefs among 
preservice teachers at OAU, the study also determined that the 
preservice teachers have a moderate level of cultural beliefs, which 
play a significant role in their academic performance and practices. 
This is explained by way of CHAT that emphasizes the role of cultural 
tools, practices, and norms in shaping the cognition and behaviour of 
an individual. The high-intensity cultural beliefs of the participants are 
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most likely reflections of the underlying socio-cultural setting where 
they are located, determining how they learn and teach. These results 
are also consistent with the results of Eze and Nwankwo (2021) on the 
influence of cultural beliefs on academic achievement in Igbo students. 
They confirmed that students who adhered to cultural virtues like 
respect of elders and communalism were well-disciplined and 
responsible and thus recorded high academic achievement. Similarly, 
Olaniyan and Afolabi (2020) demonstrated that cultural factors may 
hinder academic achievement, particularly for female students studying 
science and technology programs in view of gendered cultural ideals. 
Nevertheless, as seen at OAU, incorporation of the cultural beliefs into 
academic practice reinforces academic achievement, which suggests 
that the impact of cultural factors on academic achievement is 
dependent upon context. The third objective of this study was to assess 
the cumulative effect of epistemological as well as cultural beliefs on 
the academic performance of preservice Biology teachers at OAU. 
The findings illustrated that both epistemological and cultural beliefs 
together influence academic performance, with more complex 
epistemological beliefs slightly influencing more. This is as predicted 
by PET, which argues that epistemological beliefs directly influence 
students' learning approach, with higher-level beliefs yielding more 
effective learning strategies and consequently better academic 
performance. CHAT further contributes to this knowledge by 
highlighting the ways in which cultural beliefs and context shape 
students' learning experience and achievement. Adeyemo and 
Babatunde (2020) findings concur with this study, and they found that 
students with advanced epistemological beliefs were more likely to 
apply deep learning strategies positively contributing to their academic 
achievement. Similarly, Ajayi and Adeola (2019) set that cultural 
beliefs can limit or enhance academic performance, contingent upon 
their adaptation with the academic environment. In the case of OAU, 
however, it seems that epistemological and cultural beliefs are 
harmonious with the values of the institution, creating a conducive 
environment for academic achievement. The synergy of these beliefs is 
also reflected in Nwafor et al.'s (2021) study, where naive 
epistemological beliefs corresponded to rote memorization and 
underachievement in academics. This differs from the findings of the 
study, where sophisticated beliefs are prevalent and lead to better 
academic performance. The variation in findings highlights the 
importance of school environment in influencing epistemological as 
well as cultural beliefs and how the latter influence learning 
performance. 
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The outcomes of this study raise significant concerns regarding the 
training of pre-service biology instructors in this program. Biology 
educators and lecturers should be informed of this. They ought to be 
motivated to investigate modern pedagogical methods that will foster 
the development of epistemological and cultural beliefs akin to those of 
biology teachers, particularly considering the demonstrated positive 
correlations between epistemological, cultural beliefs and academic 
performance. 
 
Conclusion 
The study affirms that epistemological beliefs and cultural beliefs 
greatly affect the academic performance of preservice Biology 
teachers. Higher levels of these beliefs correspond to better academic 
performance, affirming the importance of developing higher levels of 
epistemological beliefs and including cultural contexts in teaching. 
This study contributes to existing knowledge by bringing empirical 
evidence to understanding the impact of epistemological and cultural 
beliefs on preservice teachers' academic performance in Nigeria. It also 
expands the literature in using PET and CHAT to learn about how 
individual beliefs function and interact with each other in teaching 
practices within a particular cultural environment. Moreover, the 
research offers practical suggestions to teachers and curriculum 
developers on how they can enhance teaching and learning through the 
tackling of such critical belief systems.  
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Abstract: Recent reforms in Romanian higher education, particularly 
the separation of the traditional Pedagogy of Primary and 
Preschool Education program into two distinct 
specializations—Early Childhood Education and Primary 
Education Pedagogy—have generated extensive debate 
within the academic and professional community. This 
literature review synthesizes national and international 
perspectives on the implications of this reform for teacher 
education, curriculum design, and quality assurance. 
Drawing on policy documents, ARACIS evaluation 
standards (2024–2025), European frameworks such as the 
Eurydice and OECD Starting Strong reports, and scholarly 
analyses, the article examines the theoretical, pedagogical, 
and economic arguments for and against specialization. 
Findings from the reviewed literature highlight both 
alignment with European trends in differentiated teacher 
training and concerns about fragmentation, duplication of 
resources, and loss of integrative pedagogical vision. The 
review also explores how institutional capacity, 
educational effectiveness, and quality management—core 
components of the ARACIS framework—are addressed in 
current debates. By mapping these perspectives, the article 
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Introduction 
Recent years have brought significant reforms to Romanian higher 
education, particularly in the domain of teacher training for early 
childhood and primary education. Among the most debated changes is 
the restructuring of the long-established Pedagogy of Primary and 
Preschool Education (PIPP) program into two distinct specializations: 
Early Childhood Education and Primary Education Pedagogy. This 
reform, formalized through the provisions of the Education Laws of 
2023 and further operationalized by the ARACIS Methodology for 
External Quality Evaluation approved by Government Decision no. 
962/2024, aims to align Romanian teacher education with European 
quality assurance frameworks and international trends emphasizing 
differentiated competences across educational levels (ARACIS, 2025; 
Eurydice, 2025; OECD, 2021). 
The separation is grounded in the premise that children aged 0–6 have 
developmental needs substantially different from those of pupils in 
primary school, thus requiring distinct pedagogical approaches, 
competences, and learning environments. This perspective is supported 
by international frameworks such as the OECD Starting Strong reports 
(OECD, 2021) and Eurydice analyses (2023, 2025), which stress the 
importance of specialized training for educators working in early 
childhood education and care (ECEC). Furthermore, the new ARACIS 
standards reinforce the need for clarity in program outcomes, 
curriculum alignment, and institutional capacity tailored to each 
specialization. 
However, the reform has also generated strong controversy among 
academics, practitioners, and policymakers. Critics argue that Romania 
had already developed an effective and well-regarded model through 
the integrated PIPP program, which allowed graduates to work flexibly 
across preschool and primary levels. From this perspective, the new 
separation is viewed as pedagogically questionable, economically 
inefficient, and institutionally burdensome, as it duplicates resources 
and reduces graduates’ career mobility. Some commentators have 
expressed concern that the provision was introduced without sufficient 
consultation or evidence, raising questions about its pedagogical and 
economic justification. 
In this context, understanding the reform requires an equidistant and 
evidence-based analysis. Beyond political or emotional reactions, it is 
essential to examine how this separation aligns with international 
research, European policy trends, and Romanian quality assurance 
mechanisms, as well as how it responds to the realities of teacher 
education institutions. The literature offers diverse perspectives—from 
theoretical and normative arguments in favor of specialization to 
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empirical and critical analyses warning against fragmentation and loss 
of coherence. 
1. Policy and Legislative Context in Romanian Teacher Education 
Romania’s recent educational reforms are shaped by the Education 
Laws of 2023, which redefined teacher training pathways across the 
entire preuniversity system. A particularly significant modification was 
the abolition of the double specialization program Pedagogy of 
Primary and Preschool Education (PIPP), replaced by two separate 
degree tracks: Early Childhood Education and Primary Education 
Pedagogy. This restructuring is connected to broader efforts to align 
national standards with European frameworks for quality assurance. 
The ARACIS External Evaluation Methodology (Government 
Decision no. 962/2024) emphasizes three main pillars: 

• Institutional capacity, 
• Educational effectiveness, and 
• Quality management (ARACIS, 2025). 

These standards require universities to demonstrate clarity of program 
objectives, appropriate infrastructure, and effective stakeholder 
feedback mechanisms. However, while the legal framework promotes 
differentiation, commentators in Romanian academic journals (e.g. 
Revista de Pedagogie, Educatia 21) warn that implementation 
challenges—such as limited practicum sites and a shortage of qualified 
mentors—may hinder compliance with ARACIS standards (Roman & 
Bulat, 2025; Scorțescu et al., 2024). Furthermore, policy analysts like 
Marin (2025) and Langa et al. (2025) highlight the inconsistency 
between the goal of specialization and the economic and institutional 
realities faced by universities, especially outside major urban centers. 
2. European and International Trends: Specialization versus 
Integration 
Internationally, educational systems vary in their approach to teacher 
preparation. The OECD Starting Strong VI report (2021) and Eurydice 
(2023; 2025) documents show a trend toward specialized training for 
early childhood educators, grounded in child-centered pedagogy and 
socio-emotional learning. 
Countries such as Finland, Norway, and Germany differentiate early 
childhood from primary education training, reflecting research showing 
distinct developmental stages and learning frameworks (Melhuish et 
al., 2015). Nonetheless, integrative models persist in some contexts, 
particularly where continuity between early and primary education is 
prioritized (Eurydice 2025). In these systems, teachers with cross-level 
training support smoother transitions and coherent pedagogical 
progression. Romania’s former PIPP program aligned with this 
integrative philosophy, preparing teachers capable of understanding 
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and addressing children’s development from ages 3 to 10. Thus, while 
the new separation follows international specialization trends, critics 
argue that Romania’s tradition and context favored integration, and that 
reformers overlooked the program’s proven effectiveness. 
3. Theoretical and Pedagogical Arguments 
The academic literature reflects divergent theoretical perspectives 
regarding the separation of teacher education programs. On one side, 
advocates of specialization argue that each educational stage—early 
childhood and primary—requires distinct pedagogical frameworks and 
specific professional competences. According to OECD (2021), the 
developmental and learning characteristics of children aged 0–6 differ 
substantially from those of pupils in primary school, thus necessitating 
differentiated preparation. In the same vein, Eurydice (2023) 
emphasizes that specialization contributes to a clearer professional 
identity and enables greater curricular depth, allowing teacher 
education programs to focus more precisely on the competences 
relevant to each educational level. Conversely, proponents of 
integrated training underline the benefits of maintaining a unified 
formation pathway. Research by Melhuish et al. (2015) suggests that 
integrated programs ensure continuity in early learning, supporting 
smoother transitions between preschool and primary education. From 
this perspective, a dual qualification is seen as advantageous because it 
offers greater career flexibility and promotes economic efficiency, 
allowing graduates to adapt to various teaching contexts (Catalano et 
al., 2025). Historically, Romania’s PIPP program embodied this 
integrative philosophy, cultivating teachers with broad competences 
who were particularly valued in rural schools where staffing flexibility 
is essential. Romanian scholars such as Tănase et al. (2025) further 
stress that reforms in teacher education should be anchored in the 
national educational culture rather than merely replicating international 
trends. They warn that an abrupt shift toward full specialization, 
without sufficient adaptation to local contexts, risks generating 
fragmented curricula and incoherent career trajectories. The literature 
thus presents a complex picture in which both specialization and 
integration hold theoretical merit, but their effectiveness depends 
largely on contextual factors, institutional capacity, and the coherence 
of implementation. (Stan et al, 2018) 
4. Quality Assurance and ARACIS Standards 
The ARACIS methodology (2024) establishes rigorous evaluation 
standards that all new teacher education programs must satisfy. 
According to the literature examining these reforms (ARACIS, 2025; 
Roman & Bulat, 2025), compliance requires institutions to articulate 
clearly defined graduate profiles, ensure adequate infrastructure and 
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qualified human resources, and implement transparent mechanisms for 
feedback and continuous improvement. These standards aim to align 
Romanian higher education with European quality assurance 
principles, fostering accountability, clarity, and stakeholder 
involvement. Despite this structured framework, recent analyses reveal 
persistent challenges in practice. Scorțescu et al. (2024) note that many 
Romanian universities continue to face difficulties in fully integrating 
stakeholder feedback—particularly from students, mentors, and partner 
institutions—into their internal quality management systems. As a 
result, institutional responsiveness often remains limited, and quality 
loops intended to drive improvement are not consistently effective. The 
introduction of separate study programs for Early Childhood 
Education and Primary Education Pedagogy further amplifies these 
challenges. Each specialization must now independently demonstrate 
compliance with capacity and effectiveness indicators, as mandated by 
ARACIS. Langa et al. (2025) observe that this requirement raises 
legitimate concerns about duplication of resources and financial strain, 
especially for universities operating with constrained budgets. Without 
coordinated planning and additional investment, the risk of uneven 
implementation and compromised quality remains significant. 
Overall, the literature suggests that while the ARACIS framework 
provides a solid foundation for quality assurance, its successful 
application depends on institutions’ capacity to translate formal 
standards into meaningful, context-sensitive practices that genuinely 
enhance program effectiveness. 
5. Curriculum Design and Professional Development 
Scholarly literature consistently emphasizes that distinct teacher 
education specializations must be supported by tailored curricula that 
reflect the specific pedagogical demands of each educational level. In 
the case of Early Childhood Education, programs are expected to 
prioritize play-based learning, socio-emotional development, and 
collaboration with families, elements considered essential for fostering 
holistic development during the formative years. In contrast, Primary 
Education Pedagogy is designed to concentrate on literacy and 
numeracy foundations, disciplinary didactics, and the cultivation of 
instructional strategies that respond to diverse classroom contexts 
(OECD, 2021; Eurydice, 2023). Despite this clear theoretical 
distinction, comparative analyses reveal that Romanian curricula 
remain only partially differentiated. Studies by Catalano et al. (2025) 
and Marin (2025) suggest that many teacher education institutions 
continue to rely on shared curricular components derived from the 
former integrated PIPP program. This continuity, while offering certain 
efficiencies, may hinder the full realization of specialized competences 
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envisioned by the reform and limit alignment with international 
standards. 
In parallel, the literature on professional development underscores the 
importance of continuous training, reflective practice, and mentoring as 
critical elements for sustaining teacher quality throughout the career. 
Scorțescu et al. (2024) highlight that effective mentoring and 
university–school partnerships play a pivotal role in ensuring that 
theoretical preparation is reinforced through coherent practicum 
experiences and competence-based assessment. Strengthening these 
partnerships is therefore viewed as essential not only for improving 
initial teacher education but also for fostering a culture of lifelong 
professional growth. 
Taken together, the evidence indicates that curriculum differentiation 
and structured professional development are interdependent processes. 
Without well-defined curricula and robust practical training 
frameworks, the intended benefits of specialization risk being diluted, 
underscoring the need for systematic coordination between 
universities, schools, and quality assurance agencies. 
6. Synthesis and Gaps 
The body of literature reviewed portrays the current reform as both 
complex and contested, reflecting a dynamic interplay between policy 
intentions and practical realities. On the one hand, the separation of 
teacher education programs into distinct specializations appears to 
formally align with European policy trends and with the quality 
assurance standards established by ARACIS. It embodies the aspiration 
to modernize teacher preparation and to enhance professional clarity by 
distinguishing the competences required for early childhood and 
primary education. 
On the other hand, scholars highlight a range of practical, economic, 
and pedagogical challenges that complicate implementation. 
Institutions face difficulties in ensuring adequate resources, faculty 
expertise, and practicum opportunities for two separate programs, 
while questions remain about the coherence of the new curricula and 
their capacity to respond effectively to educational needs across 
different contexts. 
Across the literature, several notable gaps emerge. First, there is 
limited empirical evidence assessing the actual outcomes of the reform, 
particularly regarding its impact on teaching quality, graduate 
competences, and employment trajectories. Second, many analyses 
point to insufficient consultation with stakeholders—including 
university educators, school mentors, and professional associations—
during the design and rollout phases, which may have weakened both 
legitimacy and contextual fit. Third, the need for comprehensive policy 
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evaluation is consistently underscored, particularly evaluations that 
connect quality assurance frameworks with the development of teacher 
competences and the evolving demands of the labor market. 
Together, these observations suggest that while the reform’s 
conceptual foundations are sound, its long-term success depends on a 
stronger empirical base, participatory policy processes, and systematic 
mechanisms for monitoring and adjustment. 
 
Critical Synthesis 
The separation of teacher education programs into Early Childhood 
Education and Primary Education Pedagogy marks a turning point in 
Romanian educational policy, reflecting both aspirations for 
modernization and unresolved systemic tensions. The literature 
reviewed reveals a dual narrative: one emphasizing alignment with 
European quality standards and specialization, and another warning 
against fragmentation and inefficiency. 
Alignment with European Trends and ARACIS Standards 
Proponents of the reform argue that specialization is consistent with 
international frameworks such as OECD Starting Strong (2021) and 
Eurydice reports (2023, 2025), which underline that the developmental 
needs of children aged 0–6 differ fundamentally from those of primary-
school pupils. Accordingly, teacher preparation should focus on 
distinct competence frameworks, curricular models, and pedagogical 
methods tailored to each stage. In Romania, the ARACIS 2024 
methodology explicitly supports this direction by requiring clarity in 
graduate profiles and distinct learning outcomes. Universities are now 
expected to demonstrate, for each specialization, adequate institutional 
capacity (infrastructure, faculty, practicum partnerships), educational 
effectiveness (curricular coherence, outcomes), and quality 
management (feedback and continuous improvement). From this 
perspective, the reform appears as a necessary adaptation to European 
expectations — aiming to raise quality standards, enhance 
transparency, and improve the professional identity of future educators. 
Challenges and Critical Perspectives 
However, numerous Romanian scholars and practitioners question 
whether this reform truly responds to the national context and 
institutional readiness. Analyses (Roman & Bulat, 2025; Scorțescu et 
al., 2024) emphasize resource disparities, particularly in rural regions, 
where universities and partner institutions struggle to provide sufficient 
practicum placements and qualified mentors for two separate 
programs. Critics argue that educational reforms often stem from fiscal 
or political rationales rather than pedagogical evidence. From a 
pedagogical standpoint, integrated training (as in the former PIPP 
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program) offered teachers a holistic understanding of child 
development from ages 3 to 10 — supporting smoother transitions and 
more coherent practices. Its abolition, critics claim, reduces flexibility 
and duplicates costs, potentially producing narrower professional 
identities and limiting mobility in the labor market. 
Economic and Institutional Considerations 
The literature highlights significant economic implications. 
Maintaining two separate programs demands parallel curricula, faculty 
specialization, and practicum partnerships — stretching already limited 
budgets. As Catalano et al. (2025) point out, reforms that increase 
specialization without proportional investment risk diluting quality 
rather than enhancing it. Moreover, ARACIS standards, though 
rigorous, do not automatically guarantee successful implementation if 
institutional capacity is weak. Langa et al. (2025) underline that 
effective quality assurance requires not only formal compliance but 
also genuine culture of evaluation and feedback — something still 
developing in Romanian higher education. 
Tensions between Policy Intentions and Implementation 
The reform reflects a policy paradox: it aims to modernize teacher 
education by introducing specialization and quality assurance, yet may 
weaken system coherence and increase inequities. The literature 
documents a gap between policy and practice, where universities report 
tight timelines for program adaptation, which may limit opportunities 
for consultation and empirical assessment, often without sufficient 
consultation or empirical assessment. This resonates with international 
studies (OECD, 2021; Melhuish et al., 2015) showing that successful 
ECEC reforms depend less on formal differentiation and more on 
investment in professionalization, mentoring, and continuous 
development. 
Emerging Consensus and Unresolved Questions 
Across the reviewed literature, a nuanced consensus begins to take 
shape regarding the recent reform of teacher education programs. 
Scholars generally acknowledge that the theoretical rationale for 
specialization is well-founded and broadly consistent with international 
trends emphasizing differentiated pedagogical competences for early 
childhood and primary education. Nonetheless, authors also caution 
that the capacity for effective implementation varies considerably 
across institutions. Disparities in infrastructure, faculty expertise, and 
practicum opportunities risk undermining the intended improvements 
in quality and coherence. In addition, the literature repeatedly 
emphasizes the limited involvement of key stakeholders—particularly 
university faculty, practicing educators, and professional 
associations—in the design and rollout of the reform. This insufficient 
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consultation has contributed to skepticism and resistance among 
practitioners, who often perceive the changes as externally imposed 
rather than collaboratively developed. Consequently, the reform’s 
legitimacy and acceptance within the educational community remain 
fragile. Researchers further note that the reform’s long-term impact has 
yet to be systematically assessed. While initial analyses suggest both 
potential benefits and unintended consequences, the absence of 
longitudinal studies means that claims about its effectiveness remain 
largely speculative. The literature thus calls for sustained evaluation 
efforts capable of capturing both quantitative outcomes—such as 
student performance and teacher placement—and qualitative 
dimensions, including professional identity and satisfaction. 
Despite these emerging points of convergence, several critical 
questions remain unresolved. One central issue concerns the reform’s 
influence on teacher identity and career trajectories: it is unclear 
whether specialization will strengthen professional recognition or, 
conversely, restrict mobility across educational levels. Another 
challenge relates to institutional sustainability—whether universities, 
particularly those in less resourced regions, can maintain two distinct, 
high-quality programs under existing financial and human resource 
constraints. Finally, scholars question whether ARACIS evaluation 
frameworks are sufficiently flexible to accommodate continuous 
feedback and adaptive quality management, or whether they risk 
becoming overly prescriptive, focusing on compliance rather than 
genuine improvement. Taken together, these considerations underscore 
the complexity of the reform and the need for ongoing, evidence-based 
dialogue among policymakers, academics, and practitioners. 
Towards a Balanced Perspective 
The evidence suggests that neither full integration nor rigid separation 
is inherently superior. Instead, what matters is coherence, adequate 
resources, and alignment with educational goals. Romanian 
policymakers and universities might consider hybrid solutions, such as 
shared foundational modules with later specialization, or joint 
practicum frameworks ensuring continuity between preschool and 
primary education. 
 
Conclusion and recommendations 
The analysis of existing literature reveals that the separation of teacher 
education programs into Early Childhood Education and Primary 
Education Pedagogy represents both an opportunity and a challenge 
for the Romanian educational system. On one hand, the reform 
demonstrates a clear intention to align national teacher training with 
European standards of quality assurance and to reflect the 
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developmental distinctiveness of children in early and primary stages. 
This direction is theoretically supported by numerous international 
frameworks and resonates with the broader goal of enhancing the 
professionalization and specialization of the teaching workforce. 
On the other hand, the Romanian academic and professional discourse 
points to persistent difficulties that may hinder the reform’s success. 
These include uneven institutional capacity, insufficient stakeholder 
participation, and the duplication of resources required to maintain two 
fully functional programs. Moreover, the absence of comprehensive 
longitudinal research means that the real impact of the reform—on 
teaching quality, professional identity, and educational outcomes—
remains largely unverified. Given these findings, the literature suggests 
several recommendations for policymakers, universities, and quality 
assurance agencies: 
First, reform implementation should be accompanied by systematic 
monitoring and evaluation, using both quantitative and qualitative 
indicators. This would allow decision-makers to assess not only 
institutional compliance with ARACIS standards but also the 
effectiveness of the programs in preparing competent, reflective, and 
adaptable educators. 
Second, there is a clear need to strengthen stakeholder engagement. 
Collaborative platforms involving university faculty, practicing 
teachers, school leaders, and professional associations could foster 
shared ownership of reform initiatives, reduce resistance, and generate 
more context-sensitive solutions. 
Third, universities must receive adequate financial and human 
resources to support the development of differentiated curricula, 
specialized practicum networks, and targeted professional development 
for teacher educators. Without such investment, specialization risks 
remaining a formal distinction rather than a substantive improvement. 
Fourth, ARACIS and related bodies are encouraged to further refine 
their evaluation frameworks to promote adaptive quality management, 
emphasizing continuous improvement and responsiveness to feedback 
rather than mere compliance with standards. Integrating stakeholder 
perspectives into external evaluation processes could enhance both 
transparency and relevance. (Catalano & Albulescu, 2022) 
Finally, future research should explore comparative outcomes between 
graduates of the former integrated PIPP program and those trained 
under the new specialized tracks, as well as longitudinal studies on 
career trajectories, professional identity formation, and classroom 
practices. Such evidence is essential for determining whether 
specialization genuinely leads to higher educational quality or whether 
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a hybrid model—combining foundational integration with later 
specialization—might offer a more balanced approach. 
In conclusion, the reviewed literature converges on the idea that 
successful reform requires more than structural change. It demands a 
coherent strategy that combines theoretical justification, institutional 
readiness, stakeholder collaboration, and continuous evaluation. Only 
through such an integrative, evidence-informed approach can Romania 
ensure that its teacher education system meets both national needs and 
European quality benchmarks, while preserving the pedagogical 
coherence and professional dignity of its educators. (Albulescu & 
catalano, 2019) 
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Abstract: The study investigated the roles of differentiated  instruction 

on cognitive engagement and achievement among colleges 
of education chemistry students in South-West, Nigeria. 
Two research questions and two null hypotheses guided the 
study. Non-randomized Quasi-experimental design was 
used for the study. The population of the study was 240 
year three students of chemistry in Federal Colleges of 
Education in South-West, Nigeria. A sample size of 180 
students was purposively selected from three schools. 
Students’ Cognitive Engagement Questionnaire (SCEQ) 
adapted from Barlow et al. (2020) and Chemistry 
Achievement Test (CAT) developed by the researchers, 
were the instruments used for data collection. These 
instruments were validated by three experts in Psychology, 
Chemistry, and Measurement and Evaluation, Faculty of 
education, University of Nigeria Nsukka. Internal 
consistency reliability coefficient of SCEQ was established 
using Cronbach Alpha technique as 0.82. Kuder-
Richardson formula 20 was used to estimate reliability 
coefficient of CAT as 0.76. SCEQ and CAT were 
administered  to the students with the help of the 
research assistants. Mean and standard deviation were 
used to answer research questions, whereas t-test was used 
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to test the hypotheses at 0.05 level of significance.The 
 result showed that the students taught chemistry using 
differentiated instruction improved in their cognitive 
engagement and achievement. The study also revealed that 
there were significant difference in the mean cognitive 
engagement and achievement scores of students taught 
with differentiated instruction and those taught using 
lecture method. It was recommended amongst others that 
Chemistry teachers should adopt the approach as it would 
foster improve cognitive engagement and achievement 
among Chemistry students. 

 
Keywords: Differentiated instruction (DI); achievement; cognitive 

engagement; Chemistry. 
 
Introduction 
The varied backgrounds of learners in developing nation like Nigeria 
present a number of multifaceted issues for chemistry teachers in 
formal educational settings (Saddhono, 2018; Maulana et al., 2020; 
Jabu et al., 2021; Marwiah & Pahar, 2021).To satisfy the demands of 
students with diverse chemistry learning styles and academic 
preparedness levels, teachers must use flexible teaching methods 
(Gelleset al., 2020; Jeong, 2022; Contrino et al., 2024; Subandiyah et 
al., 2024). Differentiated instruction (DI) is one such teaching method 
that is pertinent to meeting this need. In order to make learning more 
inclusive, the latter assists teachers in organizing learning procedures 
according to students' needs, interests, and learning profiles. It is 
anticipated that every student, regardless of differences, will be able to 
participate more actively in the learning process with this technique. 
One way to help students with different needs understand difficult 
academic material is through differentiated instruction (Kado et al., 
2021). As a result, a personalized approach is necessary for a diverse 
group of students. Therefore, in order to offer the best learning 
experience possible, teachers must intentionally plan for students' 
diverse learning abilities and change their teaching tactics. 
Differentiated learning is a pedagogical didactical strategy that gives 
teachers a starting point for addressing the various learning demands of 
their students (Chen & Chen 2019). Based on the evaluation of 
students' readiness or other pertinent student characteristics, such as 
learning preference or interest, differentiated learning is the proactive 
and intentional modification of the curriculum, process, product, 
learning environment, or learning time (Roy et al., 2013). It makes 
sense that the theories of differentiated learning approaches are 
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constrained by a number of guiding principles, such as emphasizing the 
key concepts and abilities in each subject area, being sensitive to 
individual differences, integrating assessment, and continuously 
modifying the process, content, and final products to suit the needs of 
the students (Rocks et al., 2008 as cited in Njagi, 2015). This suggests 
that teachers can improve students' motivation and performance by 
adapting their teaching methods to suit their preferred methods of 
learning. According to Vygotsky (1978), teachers should intentionally 
modify their lessons to fit each student's zone of proximal 
development, which differs from what the student can accomplish on 
their own and with scaffolding from more experienced individuals. 
Because the training will be customized based on the learners' 
development, this could benefit a variety of learners. 
When students are presented with material that is too complex for them 
to comprehend, they become frustrated and may not participate fully. 
Students become demotivated to learn if the material is too simple or 
below their level of readiness, which leads to a chaotic learning 
environment (Morgan, 2014). There is proof that teachers who want to 
implement differentiated learning in the classroom will need to have 
teaching resources at their disposal or struggle to incorporate the 
approach into their classroom and carefully choose the content 
according to the students' proximal development level. Onyishi and 
Sefotho (2020) claim that many teachers worry about time constraints 
and a lack of resources, which prevent them from using differentiated 
instruction very often. The purpose of this research is to determine how 
varied instruction affects students' cognitive engagement and 
achievement in chemistry. 
Academic achievement, which typically spans a number of disciplines, 
is the progress made towards the objective of gaining educational 
skills, materials, and knowledge (Akachukwu & Okoli, 2023). Instead 
of referring to the general acquisition of knowledge in academic 
contexts, it refers to achievement in academic settings. Mbaegbu and 
Osuafor (2023) define student academic achievement as the degree to 
which a student has met their immediate or long-term learning 
objectives. Academic achievement is a performance outcome that 
shows how well a person has achieved particular objectives that were 
the focus of the lesson. Therefore, Cumulative Grade Point Average 
(CGPA) is frequently used to record the grade or scores that students 
receive on general assessments and standard tests or examinations in a 
particular subject or course area (Dalaham, 2024). There are several 
reasons for the low chemistry achievement, but one of the main ones is 
the way that the subject is taught. However, little research has moved 
the emphasis from pedagogical problems to investigating psycho-



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 267-279 

270 
 

cognitive aspects associated with students' poor performance in 
chemistry. Dalaham stated that students' success in a variety of topics, 
especially at the secondary school level, has been found to be 
correlated with a number of variables, including motivation, emotional 
and social intelligence, creative thinking, social goal orientation, and 
engagement. It is unclear, whether cognitive engagement could be 
enhance through application of differentiated strategy in colleges of 
education in South-West Nigeria. 
Akachukwu and Okoli (2023) define cognitive engagement as the 
degree to which learners are capable and willing to take on the current 
learning activity. This includes the level of effort that students are 
prepared to put into completing the assignment. While cognitive 
strategy use, absorption, and curiosity indicate the quality of cognitive 
engagement, attention, effort and persistence, time on task indicates the 
quantity of cognitive engagement. Although it has been demonstrated 
that students' cognitive engagement is correlated with significant 
educational outcomes, such as academic success and pleasure, little is 
known about how differentiated training in certain topics, like 
chemistry, could enhance cognitive engagement.  
Over the years, many countries have been deeply concerned about 
students' achievement in different field. Chemistry as a subject is 
required at the senior secondary school level in Nigeria for applicants 
seeking to pursue careers in engineering, medicine, pharmacy, 
agricultural science, medical laboratory science, science education and 
other fields. Learners' learning and behaviour management needs vary, 
necessitating the employment of instructional approaches that are 
adapted to these demands. Research findings (Vanklaveren et al., 2017; 
Abbey, 2021) have indicated that differentiated learning has a stronger 
impact on students' learning outcomes. In a meta-analysis of 
differentiated instruction techniques in primary school, Deunk et al. 
(2018) found that when properly implemented, differentiated 
instruction has the potential to improve students’ outcomes. However, 
evidence supporting the benefits of tailored instruction is limited, 
particularly in chemical kinetics. Against this backdrop, this study 
looked into the impacts of differentiated strategy on chemistry students' 
cognitive engagement and achievement in Federal colleges of 
education in South-West Nigeria. 
 
Statement of the problem 
The goal of any teaching strategy used by educators is to raise student 
accomplishment. As a result, chemistry teachers can employ a wide 
range of methods in the classroom, including discussion, 
experimentation, and the direct (talk chalk) method. Teachers teach 
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their students in the typical, traditional manner and expect them to 
perform well, even though each student is unique and has different 
requirements, interests, learning styles, and profiles. Additionally, the 
majority of chemistry instructors now centre their classes on direct 
instruction since they think it is an adequate method of delivering 
learning experiences. Many students nowadays suffer as a result of the 
majority of chemistry teachers' methods, which do not take into 
account the differences among learners in the class, potentially 
impeding their ability to study the subject. To the best of the 
researchers' knowledge and empirical studies available, there is no data 
regarding the impact of differentiated instruction on the cognitive 
engagement and academic achievement of chemistry students in 
Federal Colleges of Education in South-West, Nigeria. This study 
examined effects of differentiated instruction on students' cognitive 
engagement and achievement in chemistry, in keeping with the stated 
research gaps. Thus, the question raised by this study is whether or not 
differentiated instruction can improve students' cognitive engagement 
and academic achievement in chemistry classroom.  
 
Purpose of the study 
In line with the problem of the study, the purpose of the study was to 
examine the roles of differentiated instruction on cognitive engagement 
and achievement among colleges of education cchemistry students in 
South-West, Nigeria. Specifically, the study intends to: 
1. determine the effect of differentiated instruction on students’ 
cognitive engagement in chemistry. 
2. ascertain the efficacy of differentiated instruction on students’ 
achievement in chemistry. 
 
Research Questions 
1. What are the mean cognitive engagement scores of chemistry 
students taught using differentiated instruction and those taught using 
lecture method?  
2. What are the mean achievement scores of chemistry students taught 
using differentiated instruction and those taught using lecture method? 
 
Hypotheses 
1. There is no significant difference in mean cognitive engagement 
scores of chemistry students taught using differentiated instruction and 
those taught using lecture method. 
2. There is no significant difference in mean achievement scores of 
chemistry students taught using differentiated instruction and those 
taught using lecture method. 
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Methodology 
The study's chosen research design is a quasi-experiment, more 
precisely the non-equivalent control group design. 240 third-year 
chemistry students from Federal Colleges of Education in South-West 
Nigeria made up the study's population. Purposively, 180 students from 
three different schools made up the sample size. The instruments used 
for data collection were the 20-item Chemistry Achievement Test 
(CAT), created by the researchers, and the 18-item Students' Cognitive 
Engagement Questionnaire (SCEQ), which was adapted from Barlow 
et al. (2020) and was structured on a four-point scale of Strongly 
Agree, Agree, Disagree, and Strongly Disagree. For every right 
answer, the achievement test question item received one mark. The 
marks allocated to the four-point scale of SCEQ were as follows: 
Strongly Agree (4), Agree (3), Disagree (2), and Strongly Disagree (1) 
for positive statements and vice versa for negative statement. Three 
specialists in the fields of psychology, chemistry, and measurement 
and evaluation from the University of Nigeria Nsukka's Faculty of 
Education verified these tools. Using the Cronbach Alpha technique, 
the internal consistency reliability coefficient of SCEQ was determined 
to be 0.82. The dependability coefficient of CAT was estimated to be 
0.76 using Kuder-Richardson formula 20.  
 
Experimental procedure  
The experimental group received differentiated instruction in chemical 
kinetics from regular chemistry lecturers in each school during the 
study, while the control group received lecture-style education. The 
experimental and control groups were taught by the same teacher in the 
same school to reduce variations in delivery and style. In the 
experimental group, the teacher was thoroughly trained in the use of 
differentiated instruction (DI) strategies, whereas the lecturer in the 
control group continued to use the lecture method (LM). The creation 
of standardized lesson plans and frequent observations verifying that 
the instructor used the planned techniques faithfully throughout each 
group activity helped to preserve the intervention's fidelity. This made 
it possible to attribute the observed difference in students’ outcomes to 
the teaching strategy rather than a particular teacher. 
 
Method of data Collection 
Three research assistants who taught chemistry in the Colleges of 
Education assisted in administering the study's instruments. 
 
Method of data Analysis 
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The mean and standard deviation of the pre-test and post-test scores 
were utilized to analyse the research questions, and the t-test was 
employed to assess the hypotheses at the 0.05 level of significance.  
 
Results 
Research Question One: What are the mean cognitive engagement 
scores of chemistry students taught using differentiated instruction and 
those taught using lecture method? 
Table 1: Mean and standard deviation scores for cognitive 
engagement of chemistry students taught using differentiated 
instruction (DI) and those taught using lecture method (LM). 
Group                              Pre-test           Post-test     Mean gain 
scores 
                           N                 SD                   SD                 
DI                 98      1.70     4.62       3.98     8.01        2.28 
LM                 82      1.25     3.10       2.20     7.31        0.95 
Mean difference           0.45                   1.78                    1.38 
According to the statistics in Table 1, the experimental group's pre-test 
and post-test mean scores were 1.70 and 3.98, respectively, with 
standard deviations of 4.62 and 8.01. On the other hand, the control 
group's mean scores before and after the exam are 1.25 and 2.20, 
respectively, with standard deviations of 3.10 and 7.31. Additionally, 
Table 1 shows that the treatment and control group's mean cognitive 
engagement gain scores were 2.28 and 0.95, respectively. This 
demonstrates that, in comparison to the control group, students who 
received tailored teaching scored higher on cognitive engagement in 
chemistry than those exposed to lecture method. 
Hypothesis One: There is no significant difference in mean cognitive 
engagement scores of chemistry students taught using differentiated 
instruction and those taught using lecture method. 
 
Table 2: T-test comparison of post-test mean scores for cognitive 
engagement of chemistry students taught using differentiated 
instruction (DI) and those taught using lecture method (LM). 

Table 2 shows that the T-critical value at the 0.05 level of significance 
is 2.01 with a p-value of 0.04 and the T computed value for the impact 
of differentiated teaching and the lecture technique on the cognitive 
engagement scores of chemistry students is 2.07. Consequently, the p-

Group    N         Mean     SD      df    t-cal  t-crit. P-val. Decision                                                   
 DI      98      3.98     8.01       
                        178  2.07    2.01    0.03 Not Accepted 
LM      82     2.20      7.31         
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value is less than 0.05 and the T-calculated value is more than the T-
critical value. Thus, the null hypothesis (HO1) is not accepted. In light 
of this, the researchers came to the conclusion that, when implemented 
correctly, differentiated education significantly improves student 
achievement in comparison to the lecture method. 
Research Question Two: What are the mean cognitive engagement 
scores of chemistry students taught using differentiated instruction and 
those taught using lecture method? 
 
Table 3: Mean and standard deviation scores for achievement of 
chemistry students taught using differentiated instruction (DI) and 
those taught using lecture method (LM). 
Group                           Pre-test           Post-test     Mean gain scores 
                           N              SD                   SD                 
DI                 98     6.78     7.32     16.92   10.35        10.14 
LM                 82     6.32     6.25     11.02    9.48           4.70 
Mean difference          0.46                   5.90                      5.44 
 
The pre-test and post-test mean scores for the treatment group are 6.78 
and 16.92, respectively, with standard deviations of 7.32 and 10.35, 
according to the data in Table 3. On the other hand, the control group's 
mean scores before and after the exam were 6.32 and 11.02, 
respectively, with standard deviations of 6.25 and 9.48. Additionally, 
Table 3 shows that the experiment and control group's mean 
achievement gain scores were 10.14 and 4.70, respectively. This 
demonstrates that students who get differentiated instruction 
outperformed the control group in chemistry. 
Hypothesis Two: There is no significant difference in mean 
achievement scores of chemistry students taught using differentiated 
instruction and those taught using lecture method. 
 
Table 4: T-test comparison of post-test mean scores for 
achievement of chemistry students taught using differentiated 
instruction (DI) and those taught using lecture method (LM). 
Group    N    Mean        SD       df   t-cal    t-crit. P-val.   
Decision                                                   
DI      98  16.92    10.35       
                        178  2.36  2.01    0.04 Not Accepted 
LM      82   11.02     9.48         
 
Based on table 4, the T-critical value at the 0.05 level of significance is 
2.01 with a p-value of 0.04 and the T calculated value regarding the 
impact of differentiated instruction and the lecture method on 
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chemistry students' achievement scores is 2.36. T-calculated value is 
therefore more than T-critical value and p-value is less than 0.05. 
Consequently, the null hypothesis (HO2) is not accepted. In light of 
this, the researchers came to the conclusion that, when applied 
correctly, differentiated education significantly improves students' 
achievement in comparison to the lecture technique. 
 
Discussion 
The study looked at how differentiated teaching approaches affected 
students' cognitive engagement and achievement in Chemistry. The 
study's findings demonstrated that students taught chemical kinetics 
concepts utilizing differentiated instruction had a higher cognitive 
engagement mean post-test score than those taught chemical kinetics 
using the standard approach. A t-test examination of post-test mean 
scores revealed that the difference between the two groups is 
statistically significant. This demonstrates that the increase in mean 
cognitive involvement is due to the intervention rather than chance. 
These findings are consistent with Subandiyah et al., (2025), who 
discovered that varied instruction has a higher and more substantial 
impact on students' cognitive involvement in Indonesian language 
learning. Furthermore, the findings of this study are congruent with 
those of Ramilo and Ting (2025), who discovered that differentiated 
instruction increased students' engagement and attentiveness in the 
classroom, with a considerable advantage over the traditional method.  
The study's findings also revealed that students who were taught 
chemical kinetics concepts using differentiated instruction had a higher 
mean post-test score than those who were taught chemical kinetics 
through lectures. This demonstrates that the increase in mean 
achievement was caused by the intervention rather than by chance. A t-
test examination of post-test mean scores reveals that the difference 
between the two groups is statistically significant. These findings are 
consistent with those of Subandiyah et al., (2025), who found that 
differentiated instruction has a bigger and substantial impact on 
students' progress in Indonesian language learning. Furthermore, the 
study's findings supported the findings of (Vanklaveren et al., 2017; 
Deunk et al., 2018; Kado et al., 2021), who discovered that 
differentiated learning improved students' learning outcomes with a 
significant advantage over traditional instruction.  
 
Conclusion 
According to the findings of this study, differentiated teaching, when 
applied appropriately, improves students' cognitive engagement and 
achievement in chemistry. This study looks at how varied instruction 
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affects students' cognitive engagement and achievement while learning 
chemistry. According to the study's findings, DI greatly improved 
students' cognitive engagement when compared to students in the 
control group who were taught using standard teaching method, as 
evidenced by post-test scores. On the other hand, the treatment class 
improved students' achievement more than the control class, as 
evidenced by significant changes in post-test scores.  
 
Recommendations 
Based on the results of the study, the following recommendations were 
made: 
Teachers adopting this technique can boost students' cognitive 
engagement and achievement in chemistry. 
Developing and updating chemistry curriculum using modern teaching 
methodologies like DI.  
Conducting similar investigations in other science fields, including 
biology, physics, and mathematics.  
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Abstract: This research aims to investigate the impact of adaptive 

metacognitive pauses integrated into educational games on 
the development of cognitive awareness and self-regulation 
in middle school students. The study aimed to evaluate the 
influence of the intervention on scores on the 
Metacognitive Awareness Inventory (MAI), analyze 
observable self-regulation behaviors, examine performance 
on transfer tasks, and explore the relationship between the 
frequency of interventions and the level of metacognition at 
posttest. The sample consisted of 60 students (grades VI–
VIII), randomly assigned to two groups: experimental 
(n=30), which used the educational game with adaptive 
metacognitive breaks, and control (n=30), which 
underwent the same activity but with neutral breaks. The 
intervention lasted six weeks, with two 30–40-minute 
sessions per week. Data were collected using the MAI 
questionnaire, game telemetry (revision rate, reflection 
duration, feedback use), transfer tests (immediate, delayed, 
4-week follow-up), and a motivation questionnaire. 
Statistical analysis (SPSS, version 26) included t-tests for 
independent samples, 2×2 mixed ANOVA, and Pearson 
correlations. The results indicated robust effects of 
adaptive breaks. Students in the experimental group 
showed significant increases in MAI scores (+12.2 points, 
p<.001, η²=.40), compared to the marginal progress of the 
control group. They also exhibited superior self-regulatory 
behaviors (more frequent revision, longer reflection, more 
active use of feedback), with large effects (d>1.4). 
Performance on transfer tasks was significantly higher in 
the experimental group, both at posttest (near and far 
transfer) and at follow-up, confirming the persistence of 
the effects. In addition, correlational analysis revealed a 
strong positive relationship between the frequency of 
adaptive interventions and posttest MAI scores (r=.62, 
p<.001).The conclusions highlight that adaptive 
metacognitive pauses can be an effective pedagogical tool 
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for developing reflective thinking and self-regulation in 
learning. The intervention not only enhances immediate 
performance but also facilitates knowledge transfer and 
strengthens metacognitive skills in the medium term, with 
significant implications for instructional design and the use 
of educational games in schools. 

 
Keywords: cognitive self-regulation; adaptive metacognitive pauses; 

learning analytic; stealth assessment. 
 
Introduction 
Metacognition, a concept introduced by Flavell (1979), refers to an 
individual's ability to be aware of, monitor, and regulate their own 
cognitive processes. This includes both knowledge about one's own 
thought processes (declarative, procedural, and conditional 
metacognition) and the regulation of these processes (planning, 
monitoring, adjustment, and evaluation). Numerous studies (Schraw & 
Dennison, 1994; Zimmerman, 2002; Veenman et al., 2006) have 
shown that students with high levels of metacognitive skills adopt 
more effective learning strategies, improve their academic 
performance, and adapt more quickly to new tasks or complex learning 
contexts. 
Over the past two decades, research in the field of educational sciences 
has begun to explore the potential of digital environments and 
educational games as spaces conducive to the development of 
metacognition. The integration of elements of learning analytics and 
stealth assessment in video games allows for the indirect observation 
of self-regulatory behaviors, providing the opportunity to intervene in 
real time with personalized strategies. One such strategy is "adaptive 
metacognitive pauses"—short moments integrated into the flow of 
activity in which the student is encouraged to plan their actions, 
monitor their progress, and evaluate the strategies they have used. 
The literature suggests that these pauses can act as cognitive scaffolds, 
encouraging the student to reflect and make more conscious decisions 
(Azevedo & Cromley, 2004; Dignath & Büttner, 2008). Unlike static 
prompts, adaptive prompts are triggered by specific behaviors detected 
in real time (e.g., repetition of the same error, long periods of 
stagnation, sudden changes in strategy), which gives them immediate 
relevance and increased potential impact on self-regulated learning. 
In addition, research on transfer in learning shows that the 
development of metacognitive skills can facilitate not only 
performance in the initial task, but also the application of strategies in 
new contexts—both in isomorphic tasks (near transfer) and in 
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significantly different activities (far transfer) (Perkins & Salomon, 
1992). Assessing transferability and measuring the persistence of 
effects over time (through follow-up) provides a comprehensive view 
of the effectiveness of the intervention. 
Thus, the present study investigates the impact of adaptive 
metacognitive pauses integrated into educational games on the 
development of metacognitive skills and performance on transfer tasks 
in middle school students. 
 
Research questions 

1. To what extent does the use of adaptive metacognitive pauses 
in educational games influence students' level of metacognitive 
awareness and regulation? 

2. What differences emerge between students in the experimental 
group and those in the control group in terms of observable 
self-regulation behaviors (response revision, reflection before 
responding, use of feedback)? 

3. How do adaptive metacognitive pauses influence students' 
performance on transfer tasks (immediate, delayed, and follow-
up)? 

4. Is there a significant correlation between the frequency of 
adaptive metacognitive interventions and the level of 
metacognition on the posttest? 

 
Research objectives 
O1. To assess the impact of adaptive metacognitive pauses on the level 
of metacognitive awareness and regulation (MAI scores). 
O2. To analyze differences between groups in observable self-
regulation behaviors. 
O3. Investigating the effect of adaptive pauses on performance on 
transfer tasks (near, far, follow-up). 
O4. Determining the relationship between the frequency of adaptive 
metacognitive interventions and posttest MAI scores. 
 
Hypotheses 
H1. Students in the experimental group will show significant increases 
in MAI scores compared to the control group. 
H2. Students in the experimental group will exhibit self-regulatory 
behaviors more frequently (H2.1 revision; H2.2 reflection; H2.3 use of 
feedback). 
H3. Students in the experimental group will achieve higher scores on 
transfer tasks (H3.1 close; H3.2 distant; H3.3 follow-up). 
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H4. There is a positive correlation between the frequency of adaptive 
interventions and post-test MAI scores. 
 
Methodology 
Study sample 
The research involved 60 students in grades VI–VIII (aged 12–15), two 
urban middle schools. Students were selected based on the following 
criteria: regular school attendance, average or above-average academic 
results, informed consent from students and parents. 
The distribution into the two groups (experimental and control) was 
done through stratified randomization, ensuring balance in terms of 
initial level of metacognition and academic performance. 
The experimental group (n = 30) used the educational game version 
with "adaptive metacognitive breaks," and the control group (n = 30) 
played the same game but without these breaks, benefiting instead 
from neutral breaks of the same duration. 
Research design 
The intervention took place over 6 weeks, with two sessions per week, 
each lasting 30–40 minutes. The experimental group benefited from 
adaptive metacognitive prompts integrated into the game, triggered 
automatically at key moments (e.g., stagnation >90 seconds, repetition 
of an error at least 3 times, rapid strategy changes). The control group 
completed the same tasks, but the breaks contained neutral messages 
(e.g., aesthetic or game control suggestions). 
 
Research tools 
o Metacognitive Awareness Inventory (MAI) – age-adapted version 
(40 items) measures the two dimensions of metacognition (cognitive 
awareness and cognitive regulation). 
o Game telemetry – automatic collection of data on: number of answer 
revisions, average reflection time before answering, and use of 
feedback provided. 
o Transfer tests: 
- Close transfer – problems isomorphic to those in the game (e.g., logic 
puzzles with a similar structure). 
- Distant transfer – tasks from a different domain (e.g., planning steps 
to solve a practical science problem). 
- Follow-up (4 weeks later). 
o Motivation/self-efficacy questionnaire (10 items) – control variable. 
 
Procedure 
In the first stage, the participants were pre-tested using the necessary 
tools: the Metacognitive Awareness Inventory (MAI) questionnaire, 
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transfer tests (both near and far), and a motivation and self-efficacy 
questionnaire. This phase allowed us to establish the initial level of 
metacognition and performance, as well as to verify the equivalence 
between groups. In parallel, the telemetry of the educational game was 
calibrated in order to subsequently collect detailed data on the students' 
self-regulation behaviors. 
After the pretest, the students were randomly assigned to two groups: 
experimental and control, each consisting of 30 participants. The 
experimental group used the version of the educational game that 
integrated adaptive metacognitive pauses, programmed to appear at 
key moments of the solution (e.g., after stagnation for more than 90 
seconds, after repeating an error, or after sudden changes in strategy). 
These breaks were designed to trigger reflection through prompts that 
asked the student to analyze their reasoning and adjust their strategy. In 
contrast, the control group played the same game, but the pauses had 
neutral content (aesthetic or game control messages), so that the 
difference between the two groups was determined strictly by the 
nature of the metacognitive interventions. 
During each working session, behavioral data was collected 
automatically through the game's telemetry system, recording the 
number of answer revisions, the average duration of reflection before 
answering, and the frequency of feedback use. In addition, students had 
the opportunity to interact constantly with the game in a structured 
setting that provided comparable conditions between groups. 
At the end of the intervention period, a post-test was conducted using 
the same instruments as in the pre-test. This stage allowed for a 
comparison of developments between groups, both in terms of 
awareness and cognitive self-regulation (MAI) and in terms of 
performance on transfer tasks and behaviors observed during the game. 
In addition, to assess the sustainability of the intervention, a follow-up 
was organized four weeks after the end of the activities, during which 
students were retested with the same transfer tests and the MAI 
questionnaire. This stage was crucial to determine whether the benefits 
gained from adaptive metacognitive breaks were sustained in the 
medium term or whether they were just a momentary effect. 
The entire data set collected—both from questionnaires and tests and 
from game telemetry—was subsequently analyzed using appropriate 
statistical methods. The t-test for independent samples was used to 
compare the groups at posttest, mixed ANOVA allowed the 
examination of the interaction between the time factor and the 
experimental condition, and Pearson's correlation provided information 
about the relationship between the frequency of interventions and 
metacognitive scores. In parallel, game logs and reflection sheets were 
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qualitatively analyzed to identify patterns in how students applied self-
regulation. 
Thus, the working procedure was designed to ensure a rigorous, 
balanced, and controlled, allowing differences between groups to be 
attributed exclusively to the adaptive metacognitive intervention. By 
alternating between pretest, intervention, posttest, and follow-up 
stages, the research provided not only a snapshot of the effects but also 
an understanding of how they develop and are maintained over time. 
 
Data analysis 
Statistical analysis was performed using IBM SPSS Statistics, version 
26.0 (IBM Corp., Armonk, NY, USA). 
To compare the means between the two groups at the posttest, the t-test 
for independent samples was used, which allowed the identification of 
statistically significant differences between the two groups under the 
experimental conditions (variables such as MAI scores, response 
revision rate, reflection time, or use of feedback). 
To capture simultaneously the effects of the Group factor 
(experimental vs. control), the Moment factor (pretest vs. posttest), and 
the interaction between them, a 2 × 2 mixed ANOVA was applied. 
This analysis showed that the evolution of scores from pretest to 
posttest differs depending on the type of intervention, thus providing 
more precise information about the specific effect of adaptive 
metacognitive pauses. 
In addition, to examine the relationship between the intensity of 
exposure to the intervention and metacognitive progress, a Pearson 
correlation analysis was performed between the frequency of adaptive 
metacognitive prompts and the scores obtained on the MAI 
questionnaire at posttest. This analysis provided insight into the 
relationship between the number of interventions and the level of 
cognitive awareness and self-regulation. 
The significance threshold was set at p < .05, and the effect size 
(Cohen's d for the t-test and partial η² for ANOVA) was calculated for 
all analyses. Reporting these indicators allowed not only the 
identification of statistically significant differences, but also the 
assessment of the practical and educational relevance of the results 
obtained. 
 
Results 
The effect of adaptive metacognitive breaks on MAI scores (H1) 
Table 1 summarizes the means and standard deviations of MAI scores 
at pretest and posttest, highlighting how the level of metacognitive 
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awareness and regulation varied depending on the experimental 
condition. 
 
Table 1. MAI scores (M ± SD) at pretest and posttest 
Group N Pretest Posttest Δ M 
Experimental 30 55.2 ± 6.2 67.4 ± 5.9 +12.2 
Control 30 54.9 ± 5.9 56.4 ± 6.1 +1.5 
 
Statistical analysis Mixed ANOVA (group × moment) shows a 
significant interaction: F(1,58) = 37.9, p < .001, η² = .40. 
We can observe that the pretest means are almost identical (55.2 vs. 
54.9, insignificant difference) for the two groups. This confirms that 
stratified randomization worked and that subsequent differences can be 
attributed to the intervention and are not random. 
The results in Table 1 show that adaptive metacognitive pauses had a 
transformative impact on students' level of awareness and cognitive 
self-regulation. Although both groups started from similar pretest 
scores, only the experimental group showed a substantial increase 
(+12.2 points) compared to the marginal progress of the control group 
(+1.5). The final difference between the groups is so large that it can be 
interpreted not only as a statistically powerful effect (η² = .40), but also 
as a significant educational leap. 
The increase observed in the experimental group suggests that adaptive 
pauses functioned as moments of guided reflection, in which students 
were forced to analyze their cognitive processes. Thus, they were not 
only very good during the game, but they also learned to regulate their 
learning behavior, a skill that is transferable to other school contexts. 
Observable self-regulation behaviors (H2) 
To understand how adaptive metacognitive pauses influenced students' 
behaviors during the activity, Table 2 includes comparisons between 
groups on response revision rate, reflection duration, and feedback 
utilization. 
 
Table 2. Posttest means for observable behaviors 
Indicator Experimental Control t(58) p d 
Reviewing 
answers 
(%) 

42.1 ± 9.3 28.4 ± 8.7 5.49 <.001 1.41 

Reflection 
(sec) 18.6 ± 4.7 12.3 ± 3.8 5.54 <.001 1.43 

Using 61.8 ± 10.2 44.9 ± 9.6 6.49 <.001 1.67 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 280-293 

287 
 

Indicator Experimental Control t(58) p d 
feedback 
(%) 
 
From the analysis of the results in Table 2, we find that in terms of 
revising their answers, students in the experimental group revised an 
average of 42% of their answers, compared to only 28% in the control 
group (the difference is very large, d=1.41). This means that students 
who benefited from adaptive pauses were much more willing to 
reevaluate their decisions and correct their errors—a direct indicator of 
active metacognitive monitoring. 
In terms of the average reflection time before responding, we find that 
students in the experimental group spent an average of 18.6 seconds 
reflecting, compared to 12.3 seconds spent by students in the control 
group. The difference of approximately 6 seconds (d=1.43) shows that 
the students in the experimental group did not rush to respond, but 
allocated additional time to processing the information. 
A relevant aspect emerging from the analysis of the results presented in 
Table 2 concerns the consistency of the results. All three indicators 
considered show major effects (d > 1.40). This consistency suggests 
that adaptive pauses did not have only a one-off effect, but produced a 
systematic change in the way the task was reported. These behaviors 
reflect a more sophisticated cognitive self-regulation: instead of acting 
impulsively or ignoring errors, students monitored their mental 
processes and applied strategic adjustments. The large effect sizes (d 
between 1.41 and 1.67) suggest that these differences are not merely 
statistical, but represent a substantial change in the quality of task 
participation, providing a plausible explanation for the performance 
gains observed on the transfer tests. 
Performance on transfer tasks (H3) 
To assess the extent to which the effects of adaptive metacognitive 
pauses extended beyond the game tasks, Table 3 summarizes students' 
performance on close transfer, distant transfer, and follow-up tests. 
 
Table 3. Knowledge transfer scores (M ± SD) 
Transfer 
type Experimental Control t(58) p d 

Close 78.2 ± 7.9 70.3 ± 
8.1 3.94 <.001 1.01 

Distant 74.6 ± 8.3 67.1 ± 
7.5 3.74 <.001 0.96 
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Detailing these results, we highlight the following aspects: 
a) Close transfer 

- Students in the experimental group obtained scores that 
were ≈8 points higher than those in the control group 
(78.2 vs. 70.3). 

- The effect is considerable (d ≈ 1.0), which shows that 
adaptive breaks helped them transfer the skills they 
acquired to tasks similar to those in the game. 

- Interpretation: students not only learned to solve those 
types of puzzles, but also internalized generalizable 
strategies for isomorphic tasks. 

b) Distant transfer 
- The difference of ≈7.5 points (74.6 vs. 67.1) confirms 

that the effects extend beyond the domain of the game. 
- Large effect (d ≈ 0.96): students in the experimental 

group applied self-regulation strategies in completely 
new contexts (e.g., planning a practical problem). 

- Interpretation: this is evidence of cognitive flexibility—
the metacognitive skills developed do not remain 
confined to the game but extend to tasks in other 
domains. 

c) Transfer to follow-up (4 weeks) 
- In the delayed assessment, the experimental group 

maintained an advantage of ≈7 points (72.8 vs. 65.9). 
- Large effect (d ≈ 0.90), although slightly smaller than at 

posttest. 
- Interpretation: the benefits persist over time, which 

means that the intervention did not just produce a 
surface effect or a "momentary boost," but consolidated 
sustainable metacognitive strategies. 

d) Consistency of results 
- All three types of transfer show large and significant 

differences. 
- This consistency reinforces the idea that the 

mechanisms triggered by adaptive pauses (review, 
reflection, use of feedback) translate into applicable and 
sustained cognitive improvements. 

Transfer 
type Experimental Control t(58) p d 

Follow-up (4 
săpt.) 72.8 ± 8.0 65.9 ± 

7.8 3.47 .001 0.90 
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- In practice, adaptive pauses function as a metacognitive 
training that optimizes not only immediate performance 
but also students' ability to tackle new situations. 

In conclusion, the results in Table 3 show that the persistence of 
differences at follow-up confirms that these strategies have been 
internalized and are not just a transient effect of the game context. The 
large effect sizes (d between 0.90 and 1.01) underscore the practical 
relevance of the intervention: adaptive breaks not only support short-
term performance but also contribute to the formation of transferable 
and sustainable self-regulation skills. 
 
Limitations of the research 
As in any scientific endeavor, the results obtained must be interpreted 
in the context of limiting factors that may influence the generalizability 
and validity of the conclusions drawn. In the present study, the main 
limitations identified are: 

- Sample size – although 60 students were included, 
evenly distributed between the experimental and control 
groups, the relatively small number may limit the 
statistical power of the analyses and the possibility of 
extrapolating the results to larger populations. 

- Duration of the intervention – the intervention took 
place over a period of 6 weeks, which may be 
insufficient to capture the long-term effects of adaptive 
metacognitive breaks on the development of 
metacognition and knowledge transfer. 

- Possible novelty effect – the improvements observed in 
the experimental group may be partly influenced by the 
enthusiasm generated by the innovative nature of the 
intervention, an effect that may diminish over time. 

- Specificity of the educational context – the study was 
conducted in a controlled setting, using a single type of 
educational game (STEM puzzle game). Results may 
vary if applied to other types of games, other subjects, 
or in different educational contexts (urban vs. rural). 

- Uncontrolled individual factors – variables such as 
intrinsic motivation, learning habits, level of familiarity 
with video games, or support from teachers and peers 
were not measured and could influence the results. 

- Self-reporting of metacognition – although behavioral 
measures (ITS logs) were also used, the assessment of 
metacognition through questionnaires involves 
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subjective reporting, which may be affected by 
cognitive or social biases. 

 
Conclusions 
The results of this research are directly relevant to the work of middle 
school teachers and suggest several concrete directions for action: 
a) Integrating metacognitive breaks into learning activities 

- The substantial increase in MAI scores and self-
regulatory behaviors shows that students benefit when 
they are encouraged to stop, reflect, and monitor their 
progress. 

- In daily practice, teachers can introduce short moments 
of reflection into the lesson, for example: "How did you 
figure out that this answer is correct?", "What strategy 
did you use here?", "What could you change if you tried 
again?". 

- These micro-breaks can be integrated not only into 
educational games, but also into traditional activities 
(math problems, critical reading, science experiments). 

b) Stimulating visible self-regulation behaviors 
- Data on answer revision, reflection time, and feedback 

use show that students can be trained to adopt more 
mature learning behaviors. 

- Teachers can create classroom rituals in which students 
check their solutions before handing them in, justify 
their answers, or note how they used the feedback they 
received. 

- These practices help students develop the cognitive 
discipline necessary for long-term progress. 

c) Facilitating knowledge transfer 
- The fact that effects are evident in both isomorphic and 

distant tasks indicates a major potential for transfer 
between disciplines. 

- Teachers can support this process through connecting 
exercises: for example, after a logic game, they can ask 
students to explain how the strategies used could be 
applied to a physics problem or a literary text. 

- In this way, metacognitive breaks become bridges 
between contextualized learning and application in new 
situations. 

d) Consolidating effects over time 
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- Maintaining advantages in follow-up shows that 
adaptive pauses are not just a temporary stimulus, but 
lead to the internalization of metacognitive strategies. 

- Teachers can capitalize on this through long-term 
progress plans: periodically revisiting reflections, 
returning to metacognitive questions after a few weeks, 
and consistently monitoring how students apply these 
strategies. 

e) Building a culture of reflection and self-regulation 
- Students' perceptions suggest that most felt that the 

interventions helped them think better and correct their 
mistakes. 

- For teachers, this is an opportunity to cultivate a culture 
of reflection in the classroom, where mistakes are seen 
as learning opportunities and time spent reflecting is not 
wasted but an investment in quality learning. 

Therefore, the overall conclusion is that adaptive metacognitive pauses 
are an important, measurable, and sustainable pedagogical strategy 
with the potential to develop autonomous and reflective students. This 
type of intervention not only supports immediate school performance, 
but also contributes to the development of a key competence that is 
important for lifelong learning: cognitive self-regulation. 
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Abstract: This paper examines age discrimination in physics 

education in Nigeria, analysing how educational policy 
impacts participation, equity, and achievement. Guided by 
Statistical Discrimination Theory, it evaluates how rigid 
age limits in university admissions marginalise learners 
regardless of merit, experience, or academic potential. The 
study highlights that such policies exclude non-traditional 
learners, late bloomers, and those delayed by socio-
economic challenges, thereby reducing diversity essential 
for innovation in physics education. Drawing from existing 
literature, it argues for inclusive reforms aligned with 
lifelong learning and educational justice. 
Recommendations include eliminating fixed age limits, 
implementing merit-based and flexible entry pathways, and 
promoting awareness of age diversity in educational 
planning. Removing structural age barriers is essential to 
fostering equity, broadening participation, and enhancing 
productivity in physics education. 

 
Keywords: age discrimination; physics education; lifelong learning; 

educational policy; Nigeria. 
 
Introduction: Age restrictions in Nigerian physics education 
Age-based restrictions within Nigeria's educational system are 
pervasive and deeply embedded, shaping access to educational 
opportunities, employment, scholarships, and professional 
development across various disciplines, including physics. These 
restrictions, often framed under the guise of efficiency, merit, and 
productivity, reflect a longstanding colonial-era mentality that 
continues to limit the potential of individuals who do not fit within 
conventional academic and career timelines. Age limits in university 
admissions, eligibility for scholarships, job placements, and internship 
opportunities all serve as formidable barriers, particularly for older 
candidates seeking to enter or re-enter the academic and professional 
arenas (Nwaka-Nwandu et al., 2024; Amusa, 2020). For instance, 
undergraduate admission policies typically favor applicants under the 
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age of 25, while postgraduate scholarships often set age caps at 35, 
excluding many individuals who might bring valuable experience and 
motivation to their fields of study (Amusa, 2020; Agbaire & Dunne, 
2024). 
In the context of physics education, the imposition of these age-based 
restrictions is particularly detrimental, as it exacerbates an already 
existing low participation rate in a field crucial to national development 
and innovation. Physics, often seen as a discipline requiring early 
specialisation, is subject to both academic and societal assumptions 
that younger students are better equipped to handle its intellectual 
rigour. This view perpetuates a cycle of exclusion, where older 
learners, who may have faced socio-economic, personal, or systemic 
challenges that delayed their educational journeys, are marginalised in 
favour of younger, more conventionally educated individuals (Nwaka-
Nwandu et al., 2024). Moreover, such age restrictions fail to recognise 
the increasing global emphasis on lifelong learning and reskilling, 
which advocates for the continuous development of intellectual and 
professional skills at all stages of life. 
The exclusion of older individuals from educational and professional 
opportunities not only limits their personal growth but also deprives 
society of the diverse perspectives and rich experiences they can bring 
to scientific disciplines like physics. In Nigeria, where education and 
employment opportunities are already deeply stratified along lines of 
gender, class, and geography, age-based barriers further entrench 
existing inequalities, reducing the inclusivity and overall effectiveness 
of the nation's educational system (Salihu et al., 2016; Agbaire & 
Dunne, 2024). This paper explores the systemic age-related barriers in 
physics education in Nigeria, drawing on the concept of Statistical 
Discrimination Theory to understand how these exclusionary practices 
are perpetuated within the education system and suggesting pathways 
for reform to foster a more inclusive, equitable learning environment. 
Through a theoretical and policy-oriented critique, it aims to highlight 
the need for a shift in both policy and societal attitudes toward age, 
encouraging the recognition of the value of learners at all stages of life. 
 
Background and Context: Historical roots and policy drivers of 
age-based restrictions 
The age restrictions entrenched within Nigeria’s educational system are 
not a recent phenomenon but rather a product of historical influences 
that continue to shape contemporary policies. The roots of these 
policies can be traced back to the colonial era, when educational 
frameworks were designed to support a model of efficiency and early 
specialization, emphasizing fast-tracked achievement and a narrow, 
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age-based timeline for academic progression. Under the colonial 
system, education was often viewed as a means of producing a specific 
type of labor force, which required individuals to complete their 
studies within a defined timeframe to quickly enter the workforce and 
contribute to economic growth. This efficiency-driven model has 
persisted long after independence, and today’s educational system 
continues to be heavily influenced by this mindset (Nwaka-Nwandu et 
al., 2024). 
In the context of university admissions, particularly for undergraduate 
programs in physics, the prevailing age restrictions favor younger 
candidates, typically under the age of 25. This age bracket is often 
considered optimal for academic progression, as it aligns with the 
traditional timelines for completing primary, secondary, and tertiary 
education. However, this policy fails to take into account the many 
learners who may not follow a conventional path, whether due to 
socioeconomic constraints, personal circumstances, cultural 
background, family background or systemic barriers. As a result, older 
individuals who may have taken time off from formal education due to 
financial constraints or family obligations, or those seeking to switch 
careers, are often excluded from higher education opportunities, 
particularly in fields like physics (Nwaka-Nwandu et al., 2024; Amusa, 
2020). Age restrictions are also prevalent when it comes to scholarship 
eligibility, with many programs setting the maximum age limit at 35 
years. This further limits opportunities for mature students who may 
wish to pursue postgraduate studies in physics or related fields. In a 
country like Nigeria, where socioeconomic and systemic challenges 
frequently delay or disrupt an individual's educational journey, age-
based barriers create an additional layer of exclusion for non-
traditional learners. These policies prevent older individuals from 
returning to academia, further narrowing the pool of potential students 
in a field already struggling with low enrollment (Amusa, 2020; 
Omosewo, 2009). 
The impact of these age-related restrictions is particularly severe in 
disciplines like physics, where access and participation are already 
limited. Physics education, despite its importance to national 
development and innovation, is a field where enrollment remains 
disproportionately low compared to other scientific disciplines 
(Adolphus, 2019; Omosewo, 2009). This trend is especially evident in 
a country like Nigeria, where limited resources, lack of infrastructure, 
and cultural biases create obstacles for students pursuing science 
education. The imposition of age restrictions exacerbates this issue by 
narrowing access even further, effectively denying older individuals, 
who may have gained valuable life or work experience, the opportunity 
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to contribute to and benefit from the study of physics (Amusa, 2020; 
Nwaka-Nwandu et al., 2024). The exclusion of older learners from 
physics programs not only limits access but also undermines the 
principles of inclusive education. Age-based barriers to education 
contradict the notion of lifelong learning, which encourages the 
continuous pursuit of knowledge and personal development at all 
stages of life. Furthermore, these policies fail to recognize the diverse 
educational pathways that can lead to success in the sciences. In a 
rapidly evolving world, where technological progress and scientific 
innovation are driven by diverse perspectives, it is essential to create 
educational environments that foster inclusivity and embrace learners 
of all ages (Nwaka-Nwandu et al., 2024). 
In Nigerian universities, the cultural biases surrounding age and 
education are palpable. Older candidates who may wish to apply to 
physics programs are often discouraged from doing so, either 
implicitly through messaging or explicitly through direct 
disqualification due to age restrictions (Nwaka-Nwandu et al., 2024). 
This exclusion is not just a matter of policy; it is rooted in broader 
societal perceptions that associate youth with intellectual potential and 
capability while linking older age to physical or cognitive decline. 
These cultural assumptions, when institutionalized in educational 
policies, create invisible barriers that restrict access and perpetuate 
ageism within the academic sphere. 
In the context of physics education, this form of ageism has broader 
consequences. Not only does it hinder the personal development of 
non-traditional learners, but it also diminishes the diversity of thought, 
experience, and perspective in physics classrooms and research 
environments. The lack of inclusion of older learners with varied life 
experiences reduces the overall vibrancy and potential for innovation 
in scientific fields. Moreover, it denies Nigerian society the benefits of 
a fully inclusive educational system that can harness the talents and 
potential of all individuals, regardless of age. The situation is further 
complicated by Nigeria’s broader educational and social inequalities, 
which are stratified along lines of gender, class, and geography. In this 
context, age becomes another axis of marginalization, further 
entrenching systemic exclusion (Nwaka-Nwandu et al., 2024). Those 
who are already disadvantaged, such as women, rural students, and 
those from lower-income backgrounds, are disproportionately affected 
by age-based restrictions (Nwaka-Nwandu et al., 2024; Salihu et al., 
2016). This creates an additional barrier for individuals who may have 
been delayed in their educational pursuits due to economic hardship or 
familial responsibilities. The intersection of ageism with other forms of 
inequality deepens the exclusionary nature of the educational system 
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and reinforces cycles of marginalization (Salihu et al., 2016; Agbaire & 
Dunne, 2024). 
Age restrictions within Nigeria’s educational system, particularly in 
physics education, are not only a reflection of outdated colonial-era 
policies but also a manifestation of deeper cultural biases that associate 
age with intellectual decline (Nwaka-Nwandu et al., 2024). These 
policies limit access to education for non-traditional learners, 
excluding older individuals who may have valuable experience and 
motivation to contribute to the field (Amusa, 2020). This exclusionary 
practice undermines the principles of lifelong learning and inclusive 
education, perpetuating inequality and reducing the potential for 
innovation in physics and other scientific disciplines (Omosewo, 2009; 
Adolphus, 2019). Addressing these barriers requires a shift in both 
policy and cultural attitudes, recognizing the value of learners at all 
stages of life and ensuring that education is accessible to all, regardless 
of age (Nwaka-Nwandu et al., 2024). 
 
Theoretical Framework: Statistical Discrimination Theory 
This paper adopts the Statistical Discrimination Theory to understand 
how age-based exclusions are rationalized within institutional 
structures. Developed by Kenneth Arrow in 1973, the theory explains 
how decision-makers often rely on group-level statistics or 
assumptions when individual information is unavailable or 
inconvenient to obtain. In the context of education, administrators may 
assume that younger students are more capable of learning, adapting, 
and completing rigorous programs like physics, regardless of 
individual differences. These assumptions, while seemingly efficient, 
become self-reinforcing biases that disadvantage older applicants 
(Nwaka-Nwandu et al., 2024). The statistical generalization that 
"younger is better" leads to systemic practices that favor early 
academic performance, limit re-entry opportunities, and dismiss the 
varied competencies of mature learners. 
In Nigeria, this manifests in age ceilings for admissions and job 
placements, and scholarship opportunities that are often justified by 
institutional goals of productivity, efficiency, and long-term investment 
(Nwaka-Nwandu et al., 2024; Agbaire & Dunne, 2024). Such logic 
reflects statistical discrimination in action, where older individuals are 
seen as less “investable” despite their qualifications or capabilities. As 
a result, age becomes a proxy for potential, skewing opportunities in 
favor of the young and excluding others from the academic pipeline, 
particularly in STEM disciplines like physics (Amusa, 2020; 
Omosewo, 2009). 
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Methodological Approach: A conceptual and policy analysis 
This paper employs a conceptual and theoretical approach to explore 
the influence of discriminatory age policies on physics education in 
Nigeria. Rather than collecting empirical data, the analysis synthesizes 
existing literature, policy documents, and theoretical perspectives to 
uncover the underlying mechanisms of exclusion in the educational 
system. The primary analytical lens is Statistical Discrimination 
Theory, which provides a framework for understanding how systemic 
assumptions about age influence policy formation and institutional 
behavior. The discussion also integrates secondary sources, such as 
government guidelines, scholarship eligibility criteria, and existing 
academic research on age and education, to construct a 
multidimensional critique of how age discrimination operates within 
the Nigerian context. This method allows for a reflective, policy-
oriented critique rooted in theory, enabling the identification of gaps in 
inclusivity and suggesting pathways for reform. It also emphasizes the 
importance of interdisciplinary thinking in analyzing educational 
inequality, drawing from sociology, psychology, education policy, and 
institutional theory. 
 
Conceptual Discussion: Age discrimination in Nigerian physics 
education 
Systemic policy barriers to physics education access 
Physics education in Nigeria, as with many other academic disciplines, 
is often subject to institutional policies that inadvertently restrict access 
based on age. The systemic barriers that older individuals face is not 
always overt but are embedded in the framework of formal education 
policies (Nwaka-Nwandu et al., 2024; Amusa, 2020). For instance, the 
imposition of strict age cut-offs for university admission, eligibility 
requirements for scholarships, and age limits for job placements in the 
field of physics creates an environment that favors younger 
individuals, excluding those who might possess the necessary 
intellectual ability or motivation to succeed in the discipline. 
These policies, often articulated as efficiency measures or an attempt to 
maintain academic standards, reflect deeper biases that assume 
intellectual capability is inherently tied to youth (Nwaka-Nwandu et 
al., 2024). The assumptions underlying such policies are not 
necessarily based on evidence or reflective of actual cognitive 
performance, but rather cultural stereotypes about the capacity of older 
individuals to adapt to the fast-paced nature of modern academic life. 
By preventing older individuals from enrolling in physics programs, 
Nigeria’s education system limits diversity in the classroom, depriving 
students of varied life experiences and perspectives (Amusa, 2020; 
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Adolphus, 2019; Omosewo, 2009). This diversity, particularly in a 
field like physics, is essential for fostering a creative and innovative 
learning environment that benefits all students, regardless of age. 
In addition to academic barriers, policies that impose age restrictions 
also contribute to a reduction in the diversity of the scientific 
workforce. Physics, a discipline known for its intellectual rigor and 
real-world application, benefits from contributions across all age 
groups. When policies fail to recognize this, they neglect the 
possibility of lifelong learners, experienced professionals looking to re-
skill, or those who might be pursuing physics as a second career 
(Nwaka-Nwandu et al., 2024). As such, the academic and professional 
landscape of physics in Nigeria becomes unnecessarily limited, not just 
for individuals but for society as a whole (Amusa, 2020). This 
exclusionary framework stands in contrast to international trends where 
lifelong learning, re-skilling, and continued professional development 
are becoming increasingly recognized as essential components of 
modern education systems (Nwaka-Nwandu et al., 2024). 
 
Ageism and perceptions of learner capability in physics 
In exploring the role of ageism within the Nigerian educational system, 
it is crucial to consider how meritocratic language disguises the biases 
that shape perceptions of ability. The meritocratic rhetoric used in 
policies related to admissions, funding, and employment in physics 
often masks deeper, culturally ingrained age biases that associate 
academic competence with youth (Nwaka-Nwandu et al., 2024). 
Phrases such as "academic standards," "productivity measures," and 
"economic efficiency" are commonly used to justify age-based 
restrictions, yet these terms fail to critically engage with the 
assumptions about capability that underpin them. 
The tendency to equate age with intellectual capacity in the field of 
physics is rooted in a stereotype that suggests younger individuals are 
more adaptable, innovative, and intellectually nimble. Such perceptions 
assume that older individuals cannot match the cognitive flexibility or 
speed required for academic work in fields like physics. However, 
these assumptions are often not grounded in empirical evidence and 
fail to account for the richness of knowledge and experience that older 
individual bring to their academic and professional endeavors (Nwaka-
Nwandu et al., 2024). 
Statistical Discrimination Theory provides a useful framework to 
understand how these biases are institutionalized in the educational 
system. According to the theory, institutions often make decisions 
based on group-level assumptions rather than individual assessments 
(Arrow, 1973, as cited in Nwaka-Nwandu et al., 2024). As a result, 
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admissions officers, scholarship committees, and employers may rely 
on generalized stereotypes about age, rather than evaluating candidates 
on their specific skills, motivations, or potential. This reliance on 
group-level generalizations perpetuates systemic age discrimination 
and hinders the potential of non-traditional learners in the field of 
physics (Nwaka-Nwandu et al., 2024). The lack of individualized 
consideration in policy decisions leads to a self-reinforcing cycle, 
where older learners are continually excluded and their potential 
contributions to the discipline are undervalued. 
 
Impact of age-based restrictions on participation and achievement 
in physics 
The exclusionary effects of age discrimination in physics education 
have profound consequences for both participation and achievement. 
By imposing age limits on access to physics programs, Nigeria’s 
education system reduces the pool of potential students who may 
otherwise wish to pursue the discipline (Amusa, 2020; Omosewo, 
2009). This is particularly detrimental for individuals who have been 
denied the opportunity to pursue higher education due to socio-
economic factors, gender discrimination, or other systemic barriers 
(Salihu et al., 2016; Agbaire & Dunne, 2024). Age-based restrictions 
on access are an additional layer of exclusion for these populations, 
exacerbating existing inequalities (Nwaka-Nwandu et al., 2024). 
The psychological effects of age discrimination further compound 
these barriers. Although this specific topic is not directly addressed in 
the available literature, other studies note that older candidates often 
experience discouragement or disqualification due to institutional or 
cultural age norms (Nwaka-Nwandu et al., 2024). While imposter 
syndrome among older physics students is not directly documented in 
the provided texts, it is reasonable to interpret from findings of Nwaka-
Nwandu et al, 2024 and Amusa, 2020 that age-based exclusion 
contributes to a less supportive academic environment for non-
traditional learners. This exclusion undermines the development of a 
truly inclusive and supportive learning environment in physics 
(Amusa, 2020; Adolphus, 2019; Omosewo, 2009). 
Moreover, the impact of age discrimination is not limited to access and 
achievement in individual programs; it affects broader participation in 
the field of physics in Nigeria. By creating an environment that 
devalues the intellectual potential of older individuals, the educational 
system not only discourages those learners from entering the field but 
also perpetuates a culture of ageism in the broader scientific 
community (Nwaka-Nwandu et al., 2024). This results in a physics 
education system that fails to reflect the diversity of intellectual 
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potential that exists across different age groups. A more inclusive and 
equitable education system would recognize the value of learners at all 
stages of life, fostering an environment where all individuals, 
regardless of age, are given the tools and opportunities they need to 
succeed in the field of physics. 
 
Implications for policy and practice in Nigerian physics education 
The age-based restrictions embedded in Nigeria’s educational and 
professional systems have significant implications for both individuals 
and society. These policies, particularly in the context of physics 
education, limit access to knowledge and opportunities for a broad 
spectrum of learners, particularly older individuals who may have 
taken non-traditional routes to higher education or those seeking to 
transition into new fields. The exclusion of older candidates due to age 
limits in university admissions, scholarships, internships, and job 
placements reinforces stereotypes that youth is synonymous with 
intellectual capacity, undermining the principles of lifelong learning 
and the recognition of diverse pathways to success (Nwaka-Nwandu et 
al., 2024; Amusa, 2020). 
The impact of these exclusionary practices extends beyond the 
individual level, affecting the development of an inclusive and 
innovative scientific community. By narrowing the pool of potential 
students and professionals, these policies stifle diversity of thought, 
experience, and approach within physics education and research. 
Diverse perspectives, particularly those brought by older individuals 
with varying life experiences, are critical for fostering creativity and 
innovation in scientific disciplines (Nwaka-Nwandu et al., 2024). The 
marginalization of non-traditional learners also perpetuates broader 
societal inequalities, as age becomes an additional axis of exclusion for 
groups already disadvantaged by gender, socioeconomic status, or 
geographical location (Salihu et al., 2016; Agbaire & Dunne, 2024). 
Furthermore, the persistence of age-related policies undermines 
Nigeria’s potential for technological and scientific advancement. In a 
rapidly evolving global landscape, where lifelong learning and re-
skilling are crucial for staying competitive, denying access to 
educational opportunities based on age places Nigeria at a 
disadvantage. These practices not only limit the intellectual capital 
available to the country but also prevent the full utilization of human 
resources that could contribute to national development. 
 
Conclusion 
Age-based restrictions in Nigeria’s educational system, particularly in 
fields like physics, create significant barriers to access and 
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achievement for non-traditional learners. These policies reinforce 
stereotypes that limit intellectual potential to younger individuals, 
excluding those who may bring valuable life experience and expertise. 
To foster a more inclusive and innovative educational environment, it 
is crucial to rethink these age limits, promoting opportunities for 
lifelong learning and reducing systemic ageism. Such changes would 
not only empower individuals but also contribute to the development 
of a more diverse and dynamic scientific community in Nigeria. 
Policy recommendations for inclusive and age-diverse physics 
education 
To address the systemic barriers posed by age-based discrimination in 
Nigeria’s educational system, the following recommendations are 
proposed: 
Policy Reform on Age Restrictions: Educational institutions, 
particularly universities, should reconsider age-based admission 
criteria, particularly for disciplines like physics that benefit from a 
diverse pool of learners. Policies should focus on evaluating candidates 
based on their academic potential, motivation, and previous 
experiences rather than strictly adhering to age limits. The Nigerian 
government should initiate policy reforms that recognize the value of 
mature learners and promote inclusivity in higher education (Amusa, 
2020; Nwaka-Nwandu et al., 2024). 
Lifelong Learning and Re-skilling Initiatives: Nigeria should 
actively promote lifelong learning and re-skilling programs that allow 
individuals to pursue higher education or shift careers at any stage of 
their lives. This approach would encourage adult learners to return to 
the academic sphere, particularly in fields such as physics, where 
innovation and progress are often driven by diverse contributions. 
Scholarships, internships, and job placements should be designed with 
flexibility in mind, accommodating learners of all ages and 
backgrounds (Nwaka-Nwandu et al., 2024). 
Expansion of Scholarship Opportunities: Age restrictions on 
scholarships should be eliminated or adjusted to accommodate older 
applicants. Many mature learners who seek to pursue postgraduate 
studies, especially in demanding fields like physics, are often denied 
opportunities due to age caps. Adjusting these policies will encourage 
the inclusion of individuals who have gained valuable life and work 
experiences that can contribute to their academic success (Amusa, 
2020). In particular, funding programs for adult learners returning to 
academia should be expanded to support individuals who may need 
financial assistance to pursue further education. 
Public Awareness Campaigns: To address the cultural biases that 
associate youth with intellectual potential, Nigeria needs public 
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awareness campaigns that challenge these age-related stereotypes. 
These campaigns should emphasize the importance of diverse 
educational pathways and the value of knowledge gained through 
experience. The narratives around aging and education must shift to 
reflect the reality that intellectual capability does not diminish with 
age, and that a wide range of learners, regardless of age, contribute 
meaningfully to academic and professional environments (Adolphus, 
2019; Amusa, 2020). 
Institutional Support for Non-Traditional Learners: Nigerian 
universities and educational institutions should provide additional 
support structures for non-traditional learners, including mentorship 
programs, counselling services, and flexible learning options (such as 
part-time or online courses). These initiatives would help to reduce the 
psychological impacts of ageism, such as imposter syndrome, that may 
affect older students entering academic environments where they may 
feel marginalized. Creating a more inclusive academic culture would 
enable older learners to thrive and contribute to the academic 
community in meaningful ways (Amusa, 2020). 
Promotion of Interdisciplinary Learning: Educational systems 
should encourage interdisciplinary learning that brings together 
students of all ages and backgrounds. Physics programs, in particular, 
should integrate real-world problem-solving, where mature learners 
can apply their life experiences to the field’s academic challenges. 
Interdisciplinary collaboration can foster innovative thinking and 
bridge the gap between theoretical knowledge and practical, real-world 
applications, benefiting both older and younger learners alike (Nwaka-
Nwandu et al., 2024). 
Monitoring and Evaluation: The Nigerian government and 
educational institutions should implement mechanisms for monitoring 
and evaluating the effectiveness of policies aimed at reducing age 
discrimination in education. This includes tracking the impact of age-
inclusive policies on enrollment rates, academic performance, and 
career advancement of older learners. Ongoing assessment will ensure 
that progress is made in creating a more inclusive educational system 
and will allow for the continuous refinement of policies to meet the 
needs of diverse learners. 
In conclusion, removing age-based barriers in Nigeria’s educational 
and professional systems is not only necessary for fostering inclusivity 
but also for driving innovation and development in critical fields like 
physics. By promoting age diversity in education, Nigeria can harness 
the full potential of its human capital, enhance its scientific and 
technological advancements, and ensure that its educational system 
reflects the realities of lifelong learning in the 21st century. 
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Abstract: The authors compare the children of yesterday and today 

from the perspective of eight adults of different age, sex, 
professional training, and nationality, interviewed about 
their own childhood and on how they see today’s children, 
to identify similarities and differences and to find remedial 
solutions. The method is qualitative, and the technique is 
that of the interview. For those interviewed, childhood 
meant freedom, joy, outdoor play, family, and flying; 
family members and teachers had the greatest impact on 
childhood. Compared to the children of yesteryear, today’s 
children are both happy and unhappy. Yesterday’s children 
were happy, fulfilled, modest, contented, grateful, 
respectful, and simple; today’s children are creative, 
beautiful, informed, intelligent, ambitious, critical, brave, 
and free, but also uncommunicative, bored, absent, 
disoriented, and without models. Remedial solutions should 
target the causes that have led to these mutations: broken 
families, social media, and technology. 

 
Keywords: childhood; children; model; impact; characteristic 

features; remedial solutions. 
 
Introduction 
What happens when childhood is lost too soon? The most beautiful and 
pure period of life is lost with the phone in hand or in front of the 
computer or tablet; the physical and mental health of children is lost 
and they become more and more often obese and aggressive; the good 
habit of reading is lost and a poor vocabulary is acquired; freedom is 
lost and the family home is replaced by a re-education institution, etc.  
To better understand how childhood has “evolved”, it is good to see 
how the social generations of the 20th and 21st centuries have evolved. 
Thus: 
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The Great / Pre-War / Silent / Traditionalist Generation (1920-1945) 
was the conformist and traditionalist generation that did not express 
their opinions publicly (Crompton et al., 2013, Iosim et al. 2022); 
Boomers (1946-1960) are demanding of improvement, optimistic, 
individualistic, rebellious, hardworking, stressed, career/work focused, 
highly competitive, weak to the temptation of immediate reward, 
hedonistic, powerful, accomplished, driven, self-directed, benevolent, 
universalist, traditionalist, and conformist; have strong ties to family 
and friends; are considered a bridge between generations; and are 
motivated to volunteer (Phillipson, 2007; Leach et al., 2008; Sandeen, 
2008; Leach et al., 2013; Hansen & Slagsvold, 2020; Slagsvold & 
Hansen, 2021); 
Generation X (1965-1980) is the “turnkey” generation, with lower 
educational performance; they are good negotiators, conscious 
consumers, with adult interaction skills, with less university education, 
more politically and financially conservative, resilient, family-oriented 
survivors; they have benefited from computers; they tend to save more, 
change jobs more often, and prefer feedback (Sandeen, 2008; Fuchs, 
Fuchs & Lorenz, 2024, Gavrilă-Ardelean, 2019, Puticiu et al., 2024, 
Butoi et al. 2024); 
Generation Y or Millennials (1981-1996) is the generation familiar 
with the use of the Internet, mobile devices, social networks, and 
technology, in general; 
Generation Z or Zoomers (1997-2012) are nicknamed “digital natives”, 
have intellectual disabilities, mental health problems, lower teenage 
pregnancy rates, and psychiatric disorders; they read fewer books 
(which has a negative impact on attention, future economic 
contribution, school performance, and vocabulary), drink alcohol less 
often, practice sexting more often (i.e., send, receive or forward 
sexually explicit messages, photos or videos, mainly between mobile 
phones, computers or other digital devices), and suffer from insomnia; 
they are better at delaying gratification (i.e., can resist the temptation of 
an immediate reward in favour of a more valuable and long-lasting 
reward later), more tired of screen time, more preoccupied than older 
generations in academic performance and employment prospects; and 
they tend to live at a slower pace than their age predecessors (Singh & 
Dangmei, 2016; Seemiller & Grace, 2017; Dolot, 2018; Lev, 2021; 
Mahapatra, Bhullar & Gupta, 2022; Jayatissa, 2023; Fuchs, Fuchs & 
Lorenz, 2024, Gavrilă-Ardelean & Gavrilă-Ardelean, 2017, Sârbu et 
al., 2022, Marici et al. 2023); 
Generation Alpha (2013-mid-2020s) is the generation whose type of 
entertainment is increasingly dominated by social networks, streaming 
services (method of transmitting or receiving data – especially video 
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and audio materials – through a computer network as a steady, 
continuous stream, allowing playback to begin while the rest of the 
data is still being received) and electronic technology, and who are 
dealing with allergies, obesity, and health problems related to screen 
time. 
In this study, the children of yesterday (Boomers and Generation X) 
and today (Zoomers) in Romania are compared from the perspective of 
eight adults of different age, sex, professional training, and nationality, 
interviewed about their own childhood – how they could define it in 
one word and who had the biggest impact on it – and how they see 
children today (Runcan, 2020). The goal is to identify the similarities 
and differences between childhood and children of yesterday and today 
in order to find remedial solutions. 
 
Method and materials  
The method used in the study is qualitative, and the technique used is 
that of the interview.  
Eight adults of different age, gender, professional training, and 
nationality were interviewed about their own childhood and how they 
see children today. The adults were, at the time of the interview, over 
60 years old, except for one interviewee who was 50 years old. Of the 
eight interviewees, five were women and three were men. Regarding 
professional training, two interviewees were doctors (C.C. and I.R.), 
two were high school teachers (M.B. and F.I.), two were university 
professors (D.B. and E.J.), one was a pastor (G.S.), and one was a 
teacher; one of the doctors was also a psychotherapist (I.R.), one of the 
university professors was also a priest and psychotherapist (E.J.), and 
the teacher was also a school master. Seven interviewees were of 
Romanian nationality and one was of American nationality.  
The eight interviewees were asked the following questions related to 
their own childhood (Q5 and Q6) and to how they see today’s children 
(Q8): 
- Q4/5: If you had to sum up your childhood in one word, what 
would it be? Now, when you look back at that special time in your life, 
what do you feel would be the most authentic motto for the childhood 
that you had the opportunity to experience? 
- Q5/6: What helped you the most in your childhood and who 
was the person you most admired and which had a strong impact on 
your life? Why? 
- Q7/8: How do you perceive today’s children? Are they happier 
or unhappier than yesterday’s children? What do you consider to be the 
greatest assets of today’s generation? And the most obvious 
shortcomings or challenges? 
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Results 
Question Q4/5, If you had to sum up your childhood in one word, what 
would it be? Now, when you look back at that special time in your life, 
what do you feel would be the most authentic motto for the childhood 
that you had the opportunity to experience? asked the interviewees to 
sum up their childhood in a single word and choose an authentic motto 
for their childhood.  
For D.B., childhood meant freedom (the unfettered freedom to choose 
what and how to play, “an edifying freedom that helps us build 
ourselves as authentic human beings”) and authenticity (“if a man is 
not free, he does not grow in freedom, he does not have the exercise of 
freedom, and he cannot be authentic; he will be altered by too many 
and too restrictive conditions, by dependencies of all kinds – from 
economic dependence on other people, to dependence on a vice”). The 
chosen motto is “After a beautiful day comes another, even more 
promising.” 
For M.B., childhood was joy and “playing together, outside, in the 
open air”. The respondent did not choose any motto. 
For C.C., childhood equalled family, and the chosen motto is “The 
family and the restricted community are the safe space of the child.” 
For F.I., childhood meant flight. The respondent did not choose any 
motto, but she quoted the Romanian essayist, philosopher, poet, 
playwright, translator, journalist, university professor, academic, and 
diplomat Lucian Blaga (1895-1961) with “Childhood is the heart of all 
ages.”, the French poet, journalist, aristocrat, novelist, and essayist 
Antoine de Saint-Exupéry (1900-1944) with “Where do I come from? I 
come from my childhood. I come from my childhood like from a 
country.”, and Chilean poet-diplomat and politician Pablo Neruda 
(1904-1973) with “All is ceremony in the wild garden of childhood.” 
For E.J., childhood was sadness: the respondent had a childhood 
marked by worries and problems, which led him to develop a “highly 
hyperthymic personality [hyperthymia being an “exaggerated increase 
in good mood in manic states” – cf. DEX ‘16]”. The chosen motto is 
“But as for me, I am poor and needy; come quickly to me, O God. You 
are my help and my deliverer; LORD, do not delay.” (Psalm 70:5) 
I.R. it did not define childhood, but spoke of the complexity and beauty 
of life. 
For G.S., childhood equalled victory, and the chosen motto is “Be real, 
face your problems and overcome them with God’s help!” 
Petru M.Ş., childhood meant a story, and the chosen motto is “The 
purity and beauty of life.” 
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Question Q5/6, What helped you the most in your childhood and who 
was the person you most admired and which had a strong impact on 
your life? Why? asked the interviewees to say what helped them the 
most in childhood and who had a strong impact on their lives. 
D.B. did not say what helped him the most as a child, but he said there 
were two people he admired the most and who had a strong impact on 
his life: his mother (“a dedicated teacher, a deeply moral person, 
sometimes excessively normativism”, principled, correct, and moral) 
and his maternal grandfather (“an exemplary educator: demanding, but 
humane, […] a genuine intellectual”). 
For M.B., “The freedom to play with the other children all day (after 
finishing the household chores) on vacation and until late at night; 
during school, after finishing homework.” helped her the most in her 
childhood, and the people with a strong impact in her life were her 
grandmother (illiterate, but wise, a good cook, good storyteller, lover 
of life, serene, and sincere), her mother (“who found time to play with 
us”), her father, two neighbours (one “who pampered us with thick 
slices smeared with rosehip paste or pear marmalade” and another one 
“who gave us rolls when she baked bread”), as well as her teachers, 
professors, and school mates. 
C.C. did not say what helped her the most as a child, but she stated that 
her mother (the “Know it all” hero), her father (the “Superman” hero), 
and her grandmother (the “I love you, no matter what” hero) were the 
people she most admired and which had a strong impact on her life. 
As for F.I., “every person or thing helped him to a greater or lesser 
extent. Every look, word, every page read, every sunrise, tree, leaf, 
bird...”, and the family members (“parents, grandparents, great-
grandparents, aunts, uncles and cousins”), the teacher (“gentle, 
smiling”), the teacher of history (“a good storyteller”), and an 
acquaintance (“small in height, extremely sprinting and hardworking”) 
were the people most admired and with the strongest impact on his life. 
E.J. stated that “early maturation” helped him become more 
independent, self-taught, and responsible, and that everyone around 
him had a strong impact on his life 
I.R. did not say what helped her the most in life, but she stated that her 
father (“who she looks like”), her mother (“who does the same things 
as her”) and an aunt (“who dresses like her” ) were the most admired 
and the ones that had the strongest impact on her life. 
G.S.’s grandmother helped him the most in the first years of life; his 
grandmother (whose values were “faith, family and love”) was also the 
person he admired the most and which had the strongest impact on his 
life. 
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For M.Ş., “optimism, confidence in one’s own strength, and faith” 
helped her the most, and the person most admired and with the 
strongest impact on her life was her mother’s uncle (mature, serious, 
hardworking, respectful, intelligent, self-confident, loving oneself and 
others, good, ambitious, determined, giving, and devoted). 
Question Q7/8, How do you perceive today’s children? Are they 
happier or unhappier than yesterday’s children? What do you consider 
to be the greatest assets of today’s generation? And the most obvious 
shortcomings or challenges? asked respondents to say how they 
perceived today’s children, i.e., whether they are happier or unhappier 
than yesterday’s children and what their strengths and weaknesses are. 
According to D.B., today’s children are neither happier nor unhappier 
than yesterday’s children. The main challenge is the fact that they are 
“strange”. 
According to M.B., today’s children are both happy and unhappy. 
They are brave, informed, nonchalant, but also without models, 
uncommunicative, distrustful, and bored. 
C.C. did not answer the part of the question “Are they happier or 
unhappier than yesterday’s children?”, but considered today’s children 
confused and uncommunicative. 
According to F.I., yesterday’s children were happy, fulfilled, modest, 
satisfied, grateful, respectful, and simple, while today’s children are 
creative, beautiful, intelligent, and wonderful, but also selfish, 
frustrated, dissatisfied, and powerless. 
According to E.J., today’s children are as happy or unhappy as 
yesterday’s children. If yesterday’s children were under terror and “on 
guard”, today’s children seem critical, “unfrozen”, informed, and free, 
but also absent, gullible / naive, disoriented, unconscious, uneducated, 
bored, and rebellious. 
I.R. did not answer the first part of the question, but characterized 
today’s children as creative, beautiful, intelligent, and precocious, but 
also unruly, naughty, spoiled, and terrorists. 
G.S. neither answered the first part of the question, but he 
characterized today’s children as marked by broken families, social 
networks, technology. 
M.Ş. also did not answer the first part of the question; for her, today’s 
kids are agile, casual, ambitious, and on trend with the technological 
revolution, but stubborn. 
 
Discussion  
Foll Question Q4/5  
For the eight respondents, childhood meant freedom, joy and “play 
together, outside, in the open”, family, flight (= freedom), sadness, 
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victory, and story. It should be noted that one of the respondents did 
not define childhood; that one respondent gave not one definition but 
two; that, if we leave aside the equating of childhood with sadness, all 
other equivalents have a positive denotation; and that three definitions 
(freedom, outdoor play, and flight) refer, explicitly or implicitly, to 
freedom.  
Regarding the motto (“quotation taken, usually, from a consecrated 
work or signed by a famous author, placed at the beginning of a work, 
a chapter, etc. with the aim of revealing the fundamental idea of the 
respective writing” – DEX ‘16) chosen to define the childhood 
experienced by the eight respondents, two of them proposed none; one 
propose three mottos belonging to Blaga (“Childhood is the heart of all 
ages.”), Saint-Exupéry (“Where do I come from? I come from my 
childhood. I come from my childhood like from a country.”) and 
Neruda (“All is ceremony in the wild garden of childhood.”); another 
one, two verses from Psalm 70:5 (“But as for me, I am poor and needy; 
come quickly to me, O God. You are my help and my deliverer; 
LORD, do not delay.”); and four proposed personal mottos with a most 
positive and inspiring tone: “After a beautiful day follows another, 
even more promising.”, “The family and the small community are the 
safe space of the child.”, “Be real, face your problems and overcome 
them with God’s help!”, and “The purity and beauty of life.”  
Question Q5/6 
Only four interviewees answered the first part of the question, “What 
helped you the most as a child?”: “The freedom to play with the other 
children all day (after finishing the housework) on vacation and until 
late at night; during school, after finishing homework.” (M.B.), “every 
person or thing helped me to a greater or lesser extent. Every glance, 
word, every page read, every sunrise, tree, leaf, bird...” (F.I.), “early 
maturation” (E.J.), and “optimism, confidence in one’s own strength, 
faith” (M.Ş.). 
As for the second part of the question, “Who was the person you most 
admired and had a strong impact on your life?”, the “votes” went in the 
following directions: family members (once): “parents, grandparents, 
great-grandparents, aunts, uncles, and cousins” (F.I.); mother (four 
times): “a dedicated teacher, a deeply moral person, sometimes overly 
normative”, principled, correct, and moral (D.B.), “who found time to 
play with us” (M.B.), the “She knows everything hero” (C.C.), (I.R.); 
father (three times): (M.B.), the “Superman hero” (C.C.), (I.R.); 
grandmother (three times): illiterate, wise, good cook, good storyteller, 
lover of life, serene and sincere (M.B.), the “I love you, no matter what 
hero” (C.C), whose values were “faith, family and love” (G.S.); 
grandfather (once): “an exemplary educator: demanding, but humane, 
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[…] a genuine intellectual” (D.B.); an aunt (once): (I.R.); and my 
mother’s uncle (once): mature, serious, hard-working, respectful, 
intelligent, self-confident, loving himself and others, good, ambitious, 
determined, giving, and devoted) (M.Ş.). To the family members are 
added the elementary school teachers (twice): (M.B.) / the “gentle, 
smiling” teacher (F.I.); the teachers (twice): (M.B.) / the history teacher 
“a good storyteller” (F.I.); schoolmates (once): (M.B.); an acquaintance 
(once): “small in height, extremely fast and hardworking” (F.I.); 
everyone around (once): (E.J.); and the neighbours (once): one “who 
pampered us with thick slices smeared with rosehip paste or pear 
marmalade” and another “who gave us rolls when she baked bread” 
(M.B.). To note that, of the nuclear family members, only the parents 
are mentioned and that the extended family is well represented. Also, 
as expected, educators (teachers, professors) are well represented. All 
of them are characterized as: ambitious, illiterate, gentle, good 
storyteller, good, good cook, fair, brave, giving, dedicated, devoted, 
exemplary educator, demanding educator, humane educator, generous, 
hardworking, determined, genuine intellectual, intelligent, loving life, 
loving self and others, self-confident, wise, mature, deeply moral / 
moral, hardworking, skilful, principled, respectful, serene, serious, 
sincere, and smiling.  
 Question Q7/8 
Only three interviewees answered to the first part of the question, Are 
today’s children happier or unhappier than yesterday’s children?: “they 
are neither happier nor unhappier” (D.B.), “both happy and unhappy” 
(M.B.), “equally happy or unhappy” (E.J.).  
The second part of the question raised a series of characterizations of 
the children of yesterday and today. Thus, the children of yesterday 
were happy, fulfilled, modest, satisfied, grateful, respectful, and 
simple, but also in terror and “on guard”. Today’s children have 
positive qualities – creative (2), beautiful (2), informed (2), intelligent 
(2), agile, ambitious, critical, brave, “unfrozen”, easy-going, on trend 
with the technological revolution, free, wonderful, nonchalant, and 
precocious – but also negative qualities: uncommunicative (2), bored 
(2), absent, strange, gullible / naïve, confused, disoriented, selfish, 
patternless, frustrated, unaware, stubborn, uneducated, distrustful of 
themselves, malcontents, powerless, unruly, naughty, spoiled, 
rebellious, and terrorists. 
 
Conclusion 
For the eight respondents, childhood meant freedom, joy and “play 
together, outside, in the open”, family, flight (= freedom), sadness, 
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victory, and story, and the chosen mottos denote optimism and 
inspiration.  
In childhood, the respondents were helped by everyone around them, 
and their role models in life were, first of all, family members, 
followed by teachers and others, characterized as ambitious, illiterate, 
gentle, good storyteller / storyteller, good, good cook, fair, brave, 
giving, dedicated, devoted, exemplary educator, demanding educator, 
humane educator, generous, hardworking, determined, genuine 
intellectual, intelligent, loving life, loving self and others, confident 
self-reliant, wise, mature, deeply moral / moral, hard-working, skillful, 
principled, respectful, serene, serious, sincere, and smiling. 
Compared to the children of yesteryear, today’s children are “neither 
happier nor unhappier”, “both happy and unhappy”, or “equally happy 
or unhappy”. Yesterday’s children were under terror and “on guard” 
(in the communist regime), but happy, fulfilled, modest, contented, 
grateful, respectful, simple. Today’s children have positive qualities 
(creative, beautiful, informed, intelligent, etc.) but also negative 
qualities: uncommunicative, bored, etc. 
G. S. does not answer the first part of Q7/8, but characterizes today’s 
children as marked by broken families, social media, and technology. 
Or, the remedial solutions should target precisely these causes that 
have led to the mutations indicated in the analysis above. 
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Abstract: This paper advocates for a paradigm shift in secondary 
school chemistry instruction through the adoption of the 
Inquiry Cycle Model (ICM). Traditional approaches to 
chemistry education in many schools continue to rely 
heavily on rote memorisation and passive learning, 
limiting students’ ability to engage critically with scientific 
concepts and practices. In response to this challenge, the 
ICM offers a structured yet flexible framework that mirrors 
authentic scientific inquiry. It engages students in iterative 
cycles of questioning, hypothesis formulation, 
investigation, data interpretation, conclusion drawing, and 
reflective discussion. This process not only deepens 
conceptual understanding but also fosters essential process 
skills such as critical thinking, experimentation, and 
scientific communication. The model’s cyclical nature 
allows learners to revisit and refine their understanding, 
better preparing them for modern scientific careers and 
civic responsibilities. The paper explores the pedagogical, 
curricular, and infrastructural benefits of implementing the 
ICM, while acknowledging the practical challenges such as 
teacher readiness, time constraints, and resource 
availability. Recommendations are offered for systemic 
adoption, teacher professional development, curriculum 
reform, and assessment realignment to support sustainable 
implementation. Ultimately, the paper argues that the 
Inquiry Cycle Model presents a scalable and effective 
solution to enhance chemistry education, aligning 
instructional practices with the demands of the 21st 
century and promoting scientific literacy among students. 
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Introduction 
A. The Current State of Chemistry Education 

Chemistry, as a core science subject, plays a crucial role in helping 
students understand the world around them and in developing their 
scientific reasoning skills. It is defined as the study of composition, 
properties, uses and changes that matter undergoes. It is widely 
regarded as the foundation of science and technology, earning its title 
as the "central science" (Nicol et al., 2024). Given its role as a catalyst 
for sustainable growth (Adewumi & Monisola, 2013), it's crucial to 
enhance teaching methods in chemistry, especially in secondary 
schools, where foundational knowledge is established. This will help 
students develop the essential competencies needed to drive progress in 
science and technology (Hauspie et al., 2023) 
However, in many secondary schools, chemistry is still taught using 
approaches that focus mainly on memorisation of facts, while students 
remain passive recipients of information (Nakum, 2022; Ojo, 2017). 
This approach does not allow learners to engage fully with the subject 
or to develop important scientific skills such as problem-solving, 
critical thinking, and experimentation (Muhammad et al., 2021; Tijani, 
2025b). Furthermore, these approaches produce both active and passive 
learners, prioritising the teacher's role and immediate context over 
learner engagement, which limits active involvement in the learning 
process (Khalaf, 2018; White et al., 2015). 
The persistence of these traditional methodologies has created a 
generation of chemistry students who can recite formulas and 
definitions but struggle to apply their knowledge to real-world 
problems or engage in authentic scientific reasoning. Students often 
view chemistry as a collection of abstract concepts disconnected from 
their daily experiences, leading to decreased interest in pursuing 
science-related careers and limiting their scientific literacy as future 
citizens. 

B. The Need for Reform 
The demands of the 21st century require citizens who can think 
critically, solve complex problems, and make informed decisions based 
on scientific evidence. In chemistry education, this translates to the 
need for instructional approaches that mirror authentic scientific 
practice, where students actively investigate phenomena, formulate 
hypotheses, design experiments, and communicate findings. The 
current educational paradigm fails to meet these demands, creating a 
significant gap between what students learn and what they need to 
succeed in higher education, careers, and civic life (Bybee, 2013; 
James et al., 2024). 
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Moreover, national examination systems such as the West African 
Examination Council (WAEC) and National Examination Council 
(NECO) increasingly emphasize practical competencies and process 
skills in their assessments. Students are expected to demonstrate not 
only conceptual understanding but also the ability to design 
experiments, interpret data, and draw evidence-based conclusions. The 
traditional lecture-and-memorization approach leaves students ill-
prepared for these expectations, resulting in poor performance and 
limited understanding of chemistry's practical applications. 

C. Position Statement 
To address these challenges in chemistry education, many educators 
advocate for inquiry-based learning (IBL) approaches that shift the 
learning process from passive reception to active exploration. IBL 
encourages students to participate in the construction of knowledge by 
engaging in activities such as asking questions, formulating 
hypotheses, designing investigations, gathering data, and drawing 
evidence-based conclusions (Annisa & Rohaeti, 2018; Omovie & 
Eravwoke-Agboro, 2023; Tijani, 2025a). These practices help students 
develop scientific reasoning, enhance critical thinking, and foster a 
deeper understanding of core scientific concepts (Owolade et al., 
2022). 
Among the structured models of inquiry-based learning, the Inquiry 
Cycle Model (ICM) stands out for its emphasis on iterative exploration 
and reflective learning. Unlike fully open inquiry, which, although 
highly student-centered, can overwhelm learners without sufficient 
structure, the ICM offers a guided yet flexible approach that balances 
student autonomy with teacher scaffolding (Pedaste et al., 2015; Bruce 
& Casey, 2012). This model allows students to engage meaningfully in 
scientific practices while ensuring that learning objectives are met in a 
coherent, manageable way. 
The importance of structured inquiry like the ICM lies in its capacity to 
engage students in complex problem-solving scenarios, while also 
providing a defined framework that promotes higher-order thinking, 
systematic experimentation, and critical reflection (Porritt et al., 2022; 
Scanlon et al., 2011). This structured inquiry empowers learners to take 
responsibility for their investigations without the cognitive overload 
that often accompanies open-ended inquiry (Akuma & Callaghan, 
2018). Moreover, students who engage in such guided models 
demonstrate improved retention, scientific literacy, and motivation 
compared to those exposed to traditional direct instruction or entirely 
unstructured inquiry (Zion & Slezak, 2005; Justice et al., 2002). 
The role of the teacher in the ICM is to facilitate rather than direct 
learning, helping students frame investigable questions, plan 
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experiments, analyze data, and communicate their findings. 
Scaffolding provided at key stages of the inquiry process helps learners 
maintain direction and develop confidence (White & Frederiksen, 
1998). This position paper, therefore, argues for the systematic 
adoption of the ICM as the primary instructional framework in 
chemistry classrooms. The ICM offers a cyclical, student-centered 
approach that mirrors authentic scientific inquiry and supports the 
development of essential 21st-century competencies. Implementing the 
ICM in secondary education will transform chemistry instruction from 
rote memorization into an active, reflective, and skill-rich learning 
experience, better preparing students for academic success, scientific 
careers, and civic engagement. 

1. The Inquiry Cycle Model: A Superior Framework 
The Inquiry Cycle Model emphasizes the continuous refinement of 
knowledge through repeated cycles of questioning, investigation, and 
reflection, making it particularly well-suited for scientific problem-
solving and student-led inquiry (Porritt et al., 2022). Unlike the 7E 
Model, which follows a stepwise progression, the Inquiry Cycle Model 
encourages students to revisit and adjust their approaches based on 
experimental outcomes, fostering deeper critical thinking and 
adaptability. This model reinforces the cyclical nature of scientific 
inquiry, where students formulate questions, investigate problems, 
analyze data, and refine their understanding through repeated cycles of 
exploration.  
The superiority of the ICM lies in its authentic representation of how 
science actually works. Real scientific discoveries rarely follow a 
linear path; instead, they involve iterative cycles of hypothesis 
formation, testing, revision, and retesting. By structuring learning 
around these natural cycles, the ICM prepares students for authentic 
scientific practice while developing their capacity for adaptive thinking 
and problem-solving. Pedaste et al. (2015) developed a comprehensive 
framework for inquiry-based learning and found that integrating 
cyclical stages of Orientation, Conceptualization, Investigation, 
Conclusion, and Discussion, as presented in Table 1 below. 
 
Table 1: Stages of the Inquiry Cycle Model and Their Descriptions 
Stage Description Key Sub-phases / 

Features 
Orientation Students are introduced to 

a real-world problem or 
phenomenon that captures 
interest and triggers 
curiosity. They observe 

- Engagement with 
context. 
- Problem 
recognition. 
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and identify the main 
problem that needs 
investigation. 

Conceptualization Students formulate 
investigable questions and 
hypotheses to guide their 
inquiry. They analyze the 
situation and plan how to 
explore it. 

- Questioning: 
Formulating relevant 
and investigable 
questions (White & 
Frederiksen, 1998). 
- Hypothesis 
generation: 
Developing testable 
predictions (De Jong, 
2006). 

Investigation Students design and 
conduct experiments, 
make observations, collect 
data, and explore 
relationships between 
variables to test their 
hypotheses. 

- Exploration: 
Systematic 
investigation without 
rigid hypotheses 
(Lim, 2004). 
- Experimentation: 
Controlling variables 
and collecting data 
(De Jong, 2006). 
- Data Interpretation: 
Synthesizing results 
and deriving meaning 
(Bruce & Casey, 
2012). 

Conclusion Students analyze results in 
comparison with 
hypotheses, interpret data, 
and draw conclusions that 
explain observed patterns 
and address the research 
questions. 

- Critical analysis 
and synthesis. 
- Reasoning based on 
evidence (Scanlon et 
al., 2011; White et 
al., 1999). 

Discussion Students present their 
findings, receive feedback, 
reflect on their process, 
and connect their learning 
to real-world applications 
or further inquiry. 

- Communication: 
Sharing findings 
(Bruce & Casey, 
2012). 
- Reflection: 
Justifying methods, 
evaluating outcomes, 
proposing 
improvements 
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(Pedaste et al., 2015; 
Lim, 2004). 

The first stage of the Inquiry Cycle Model is “orientation” (Table 1). 
This stage is where students are introduced to a problem, scenario, or 
phenomenon that captures their interest and motivates them to 
investigate further (Pedaste et al., 2015). During this stage, students 
carefully observe the situation presented, identify the main problem, 
and begin to think about possible questions they may wish to explore. 
The main aim of this stage is to help students recognize that there is a 
problem that requires investigation and to spark their curiosity about 
solving it. 
The second stage of the inquiry process, as shown in Table 1, is 
“conceptualization”, where students think deeply about the problem 
they observed during the orientation stage, asking specific questions 
and developing hypotheses or predictions about potential outcomes. 
This stage involves critical thinking and planning as students decide 
how to explore their questions through experimentation. 
cConceptualization consists of two key sub-phases: questioning, which 
involves formulating investigable questions (White & Frederiksen, 
1998), and hypothesis generation, which entails developing testable 
hypotheses (De Jong, 2006). By formulating research questions and 
hypotheses, students set the stage for a well-structured investigation, 
enabling them to think deeply about the problem and develop a plan 
for exploration (Pedaste et al., 2015). Effective conceptualization is 
crucial for guiding the investigation and ensuring that students' 
inquiries are focused and productive. 
As presented in Table 1, the third stage of the scientific process is 
“investigation,” where students design and conduct experiments to test 
their hypotheses and collect data (Pedaste et al., 2015). This hands-on 
stage involves using scientific tools, materials, and methods to gather 
information and make observations. Investigation consists of three key 
sub-phases: exploration, experimentation, and data interpretation (De 
Jong, 2006; Lim, 2004; Scanlon et al., 2011; White & Frederiksen, 
2005). During exploration, students systematically investigate 
relationships between variables, often without a stated hypothesis, but 
with careful planning to optimize resources. Experimentation involves 
developing a strategic plan to test a hypothesis, defining variables to be 
controlled or varied, and collecting evidence to support or refute the 
hypothesis. Data interpretation enables students to extract meaningful 
insights from collected data, synthesize new knowledge, and formulate 
relationships between variables (Bruce & Casey, 2012; Justice et al., 
2002; Lim, 2004; White & Frederiksen, 1998; Wilhelm & Walters, 
2006). By engaging in these sub-phases, students directly participate in 
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the scientific process, fostering critical thinking, problem-solving, and 
analytical skills. 
After completing their investigations, students move on to the fourth 
stage, “conclusion,” as shown in Table 1.  In this stage, students 
analyze their findings in detail, compare the results with their original 
predictions, and draw conclusions based on the evidence they 
collected. They reflect on whether their hypotheses were correct and 
what scientific principles can explain their results, addressing their 
original research questions or hypotheses (De Jong, 2006; Scanlon et 
al., 2011; White et al., 1999). This stage enables students to synthesize 
information, make meaningful connections between their findings and 
scientific concepts, and potentially gain new theoretical insights. The 
outcome of this phase is a conclusion about the findings, providing a 
clear response to the research questions or hypotheses and solidifying 
students' understanding of the scientific principles involved. 
As presented in Table 1, the final stage of the Inquiry Cycle Model is 
“discussion,” where students share their results with others through 
presentations, reports, or group discussions, receiving feedback and 
articulating their understandings (Bruce & Casey, 2012; Scanlon et al., 
2011). This stage involves two key sub-phases: communication, where 
students present their findings, and reflection, where they evaluate the 
inquiry process, identify challenges, and propose improvements (Lim, 
2004; White & Frederiksen, 1998). Through reflection, students can 
reach specific levels of quality, including description, justification, 
critique, and discussion (Pedaste et al., 2015), ultimately improving 
their communication skills, encouraging collaboration, and relating 
their findings to real-world problems or future investigations. 
 
Benefits and Advantages of ICM Implementation 
A. Student-Centered Benefits 

Implementing ICM in chemistry education produces profound benefits 
for student learning and development. Most significantly, students 
develop authentic scientific process skills that extend far beyond 
chemistry content knowledge. Through repeated engagement with the 
ICM stages, students become proficient in formulating testable 
questions, designing controlled experiments, collecting and analyzing 
data systematically, and drawing evidence-based conclusions (Pedaste 
et al., 2015; Bruce & Casey, 2012; Justice et al., 2002). These skills are 
transferable to other scientific disciplines and to problem-solving in 
everyday life. 
Students who participate in ICM-based instruction demonstrate 
enhanced critical thinking and analytical abilities. Rather than 
accepting information passively, they learn to evaluate evidence 
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critically, consider alternative explanations, and recognize the 
limitations of their conclusions (Zion & Slezak, 2005; White & 
Frederiksen, 2005). This intellectual development produces students 
who are better prepared for the demands of higher education and 
professional careers, where independent thinking and problem-solving 
are essential. 
The student-centered nature of ICM instruction dramatically increases 
motivation and engagement with chemistry. When students have 
ownership over their investigations and can pursue questions that 
genuinely interest them, they develop intrinsic motivation to learn 
(Onyema et al., 2019). This engagement is particularly important in 
chemistry, where traditional instruction often produces anxiety and 
disinterest. Students who experience success in ICM-based classrooms 
develop positive attitudes toward science and increased confidence in 
their ability to understand complex phenomena. 
ICM implementation also helps students develop essential scientific 
communication skills as they regularly present their findings, defend 
their conclusions, and collaborate with peers. These communication 
experiences prepare students for the collaborative nature of modern 
scientific work while developing the presentation and writing skills 
that are valued in all professional contexts. Students learn to use 
appropriate scientific terminology, create effective visual 
representations of data, and engage in constructive scientific discourse 
(Scanlon et al., 2011; Lim, 2004). 
B. Pedagogical Advantages 

From a teaching perspective, ICM implementation transforms the 
classroom dynamic in ways that benefit both students and teachers. 
The model provides multiple opportunities for authentic assessment, 
where teachers can observe student thinking processes directly rather 
than relying solely on traditional tests and quizzes (Justice et al., 2002; 
Pedaste et al., 2015). Formative assessment becomes integrated 
naturally into the inquiry process as teachers observe student 
questioning, experimental design, data interpretation, and reflection 
activities. 
Additionally, ICM instruction accommodates differentiated learning 
pathways that meet the needs of diverse learners. While all students 
engage with the same fundamental inquiry process, they can pursue 
investigations at different levels of complexity, focus on different 
aspects of problems, and demonstrate their understanding through 
various formats (Pedaste et al., 2015). This flexibility allows teachers 
to support struggling learners while challenging advanced students, 
creating inclusive learning environments where all students can 
succeed. 
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The integration of theory and practice inherent in ICM instruction 
helps students develop a coherent understanding rather than 
fragmented knowledge. Instead of learning concepts in isolation and 
then applying them in separate laboratory sessions, students construct 
theoretical understanding through their investigations (Justice et al., 
2002; Scanlon et al., 2011). This integrated approach produces deeper, 
more durable learning that students can apply flexibly in new contexts. 

C. Curricular Benefits 
The implementation of ICM-based instruction aligns naturally with 
national examination requirements that increasingly emphasize process 
skills and practical competencies. Students who have experience 
designing experiments, interpreting data, and drawing conclusions are 
well-prepared for practical examinations and coursework requirements 
(Justice et al., 2002; Pedaste et al., 2015). The authentic nature of ICM 
activities provides excellent preparation for the kinds of open-ended 
problems that appear on advanced placement and university entrance 
examinations. 
The ICM framework facilitates integration across chemistry topics, 
helping students recognize connections between different areas of the 
subject. For example, students might investigate acid-base equilibria in 
one cycle, then later explore how buffer systems relate to biological 
processes, creating meaningful connections between apparently 
separate topics (Bruce & Casey, 2012; Scanlon et al., 2011). This 
integrated approach produces a more coherent understanding and helps 
students appreciate the unity of chemical principles. 
Students who experience ICM-based instruction are better prepared for 
higher education and scientific careers. They enter university chemistry 
courses with experience in independent investigation, collaborative 
problem-solving, and scientific communication (Wilhelm & Walters, 
2006; Zion & Slezak, 2005). These students are more likely to succeed 
in research experiences, laboratory courses, and graduate programs 
because they have already developed the thinking habits and practical 
skills that characterize successful scientists. 
The ICM approach also develops essential 21st-century competencies 
that extend beyond chemistry knowledge. Students learn to work 
collaboratively, think critically about complex problems, communicate 
effectively with diverse audiences, and adapt to changing 
circumstances (Onyema et al., 2019; Bruce & Casey, 2012). These 
competencies are increasingly recognized as essential for success in the 
modern economy, where workers must be able to learn continuously 
and solve novel problems (Norris & Phillips, 2003). 
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Challenges of Implementing ICM 
A. Teacher Preparation and Support 

The successful implementation of ICM-based chemistry instruction 
requires comprehensive teacher preparation and ongoing support 
systems. Many chemistry teachers have limited experience with 
inquiry-based instruction, having been trained in traditional lecture-
based methods and having taught using textbook-centered approaches 
for years (Akuma & Callaghan, 2018; DiBiase & McDonald, 2015). 
The transition to ICM requires fundamental shifts in teaching 
philosophy, classroom management strategies, and content delivery 
methods. 
Professional development programs must address both the theoretical 
foundations of inquiry learning and the practical skills needed for ICM 
implementation. Teachers need to understand how students construct 
knowledge through investigation, how to facilitate rather than direct 
learning, and how to assess process skills as well as content 
understanding (Gholam, 2019; Pedaste et al., 2015). They must learn to 
ask questions that promote thinking rather than elicit specific answers, 
and to resist the urge to provide premature explanations that short-
circuit student inquiry (White & Frederiksen, 2005). 
Practical training should include hands-on experience with ICM 
activities from the student perspective, allowing teachers to understand 
the cognitive demands and emotional experiences of inquiry learning. 
Teachers need time to practice facilitating each stage of the inquiry 
cycle, learning to recognize when students need scaffolding and when 
they should be allowed to struggle productively with challenging 
problems (Justice et al., 2002). 
Collaborative planning and resource sharing are essential for 
supporting ICM implementation. Teachers benefit from working in 
professional learning communities where they can share successful 
activities, troubleshoot implementation challenges, and collectively 
develop curriculum materials (Bell et al., 2005). Online platforms and 
regional networks can facilitate resource sharing and provide ongoing 
support for teachers as they develop their ICM expertise. 

B. Resource and Infrastructure Considerations 
ICM implementation requires significant attention to laboratory 
equipment, materials, and physical space. Unlike traditional chemistry 
instruction, where students follow predetermined procedures using 
standard equipment, ICM requires flexible laboratory setups that can 
accommodate student-designed investigations (Pedaste et al., 2015). 
This means having a wide variety of equipment available, sufficient 
quantities of consumable materials, and laboratory spaces that can be 
reconfigured for different types of investigations. 
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Schools must invest in appropriate measuring instruments, including 
precision balances, pH meters, spectrophotometers, and data collection 
systems that allow students to make accurate measurements and collect 
reliable data. While expensive, these instruments are essential for 
authentic scientific investigation and help students develop the 
technical skills they will need in advanced courses and careers. 
Time allocation presents another significant challenge for ICM 
implementation. Traditional chemistry courses are often structured 
around daily 50-minute periods that allow time for lecture and brief 
activities, but are insufficient for complete inquiry cycles. ICM 
requires extended time blocks that allow students to design 
investigations, collect data, analyze results, and engage in meaningful 
reflection (Bybee, 2013). Schools may need to adopt block scheduling 
or create extended laboratory periods to accommodate ICM instruction 
effectively. 
Safety protocols require careful attention in ICM classrooms where 
students design their own investigations rather than following 
predetermined procedures. Teachers must establish clear safety 
guidelines while still allowing student creativity and independence 
(Kelley & Knowles, 2016). This requires extensive safety training for 
both teachers and students, appropriate safety equipment, and clear 
protocols for reviewing student experimental designs before 
implementation. 
Technology integration can enhance ICM implementation by providing 
tools for data collection, analysis, and communication. Digital sensors 
can provide real-time data collection, computer simulations can allow 
investigation of phenomena that are too dangerous or expensive to 
study directly, and online platforms can facilitate collaboration and 
resource sharing. However, technology should enhance rather than 
replace hands-on investigation and direct observation of chemical 
phenomena (Bruce & Casey, 2012). 

C. Assessment and Evaluation 
Assessment in ICM-based classrooms requires fundamental rethinking 
of evaluation strategies and criteria. Traditional tests that emphasize 
factual recall and algorithmic problem-solving are insufficient for 
evaluating the complex learning that occurs through inquiry. ICM 
assessment must capture student growth in process skills, conceptual 
understanding, and scientific reasoning abilities (White & Frederiksen, 
2005; Scanlon et al., 2011).. 
Developing appropriate assessment rubrics is essential for evaluating 
student progress in ICM classrooms. These rubrics must clearly 
articulate expectations for each stage of the inquiry cycle, providing 
specific criteria for evaluating question formulation, experimental 
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design, data collection and analysis, conclusion drawing, and scientific 
communication (Bell et al., 2005). Rubrics should be developmental, 
showing progression from novice to expert performance and helping 
students understand how to improve their inquiry skills. 
Balancing formative and summative evaluation is crucial in ICM 
assessment. The inquiry process naturally provides multiple 
opportunities for formative assessment as teachers observe student 
thinking and provide feedback during investigations. This ongoing 
feedback helps students improve their inquiry skills while building 
toward summative evaluations that capture overall achievement. 
Portfolio systems can effectively combine formative and summative 
assessment by documenting student growth over time (Justice et al., 
2002). 
Documenting process skill development requires systematic 
approaches to data collection and analysis. Teachers need strategies for 
observing and recording student progress in areas such as question 
formulation, experimental design, collaboration, and scientific 
communication. This documentation can include observation 
checklists, video recordings of student discussions, analysis of 
laboratory notebooks, and peer evaluation activities. 
Alignment with standardized testing presents ongoing challenges for 
ICM assessment. While ICM instruction prepares students well for 
performance-based assessments and practical examinations, traditional 
multiple-choice tests may not fully capture the benefits of inquiry 
learning. Schools implementing ICM must work to educate 
stakeholders about the benefits of authentic assessment while ensuring 
that students are also prepared for required standardized assessments. 
 
Conclusion 
The transformation of chemistry education in secondary schools is not 
only desirable but essential in the 21st-century knowledge economy. 
The traditional lecture-based, content-heavy instructional paradigm no 
longer meets the demands of a world that requires critical thinkers, 
problem solvers, and scientifically literate citizens. While inquiry-
based learning has gained traction, its most student-centered form, 
open inquiry, poses implementation challenges that limit its practical 
adoption in mainstream classrooms. 
The Inquiry Cycle Model (ICM) offers a research-based, practical, and 
scalable framework that balances structure with student autonomy. It 
supports the development of both conceptual knowledge and essential 
scientific process skills such as hypothesis generation, experimental 
design, data analysis, and scientific communication. Moreover, the 
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cyclical nature of the ICM fosters deeper engagement, intrinsic 
motivation, and sustained understanding among students. 
ICM also provides clear pedagogical advantages by enabling formative 
assessment, differentiated learning, and collaborative classroom 
culture. It aligns with current curriculum reforms and examination 
standards that emphasize scientific reasoning and performance-based 
competencies. With proper teacher preparation, administrative support, 
and resource allocation, the ICM can serve as a catalyst for meaningful 
and lasting educational reform. 
 
Recommendations 
In light of the evidence presented and the pressing need for reform in 
chemistry education, the following recommendations are proposed to 
guide the effective and sustainable implementation of the Inquiry 
Cycle Model: 

I. System-wide Adoption: Educational stakeholders should 
priorities the systematic adoption of ICM as the core 
instructional framework for secondary school chemistry 
education. Pilot programs should be initiated in diverse school 
contexts to refine implementation and generate scalable models 
of success. 

II. Teacher Preparation and Professional Development: Pre-
service and in-service chemistry teachers must receive 
comprehensive training in ICM pedagogy. This includes 
theoretical foundations, hands-on facilitation skills, activity 
design, classroom management for inquiry, and strategies for 
authentic assessment. 

III. Curriculum Alignment: National and state curriculum 
standards should be revised to incorporate inquiry-based 
outcomes, with specific reference to ICM processes. These 
standards should promote the integration of content knowledge 
and scientific practices. 

IV. Assessment Reform: Examination bodies and assessment 
frameworks should transition toward performance-based tasks 
that evaluate process skills and conceptual understanding in 
line with ICM. This includes laboratory-based practical’s, 
open-ended investigations, and project-based assessments. 

V. Resource Allocation and Infrastructure Support: 
Governments, educational authorities, and school 
administrators should provide adequate funding and support for 
laboratory facilities, modern science equipment, flexible class 
schedules, and digital technologies that facilitate ICM 
implementation. 
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VI. Stakeholder Engagement: Awareness campaigns and policy 
dialogues should be conducted to educate parents, school 
leaders, and policymakers about the long-term value of inquiry-
based learning. Their understanding and support are essential 
for institutional and cultural acceptance of ICM. 

VII. Ongoing Research and Evaluation: Continuous monitoring, 
research, and impact assessment should be carried out by 
educational institutions and research bodies to ensure that ICM 
practices are effectively improving learning outcomes and to 
inform evidence-based policy adjustments. 
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Abstract: Immigration detention is the source of significant 
psychological risk for detainees, including high levels of 
trauma, anxiety, depression, and post-traumatic stress 
disorder (PTSD). While worry increases worldwide, 
though, the quality and quantity of psychosocial 
interventions in detention centers are patchy. The present 
paper is an evidence-based overview of psychosocial 
interventions that can help migrants, asylum seekers, and 
refugees who are detained in immigration, closed 
migration centers, and custody and accommodation 
contexts. Based on theoretical work like Ecological 
Systems Theory, Cognitive-Behavioral Models of Stress 
and Adaptation, and Resilience Theory, the review 
specifies how such approaches guide mental health care 
plans among detainees. In synthesizing exemplary 
practices in psychosocial treatment, the study incorporates 
initial screening for mental illnesses, cognitive-behavioral 
therapies, trauma-informed services, techniques used to 
promote resilience, and culture-sensitive interventions. 
Evidence shows that multimodal interventions—combining 
individual, group, and community-based approaches—are 
most successful in alleviating psychological distress and 
facilitating adaptation among detainees. However, the 
implementation of such interventions is often hampered by 
systemic barriers, including limited access to mental health 
professionals, legal and policy constraints, and ethical 
issues of coercion and informed consent. The article also 
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addresses ethical and policy considerations and 
emphasizes the need for rights-based approaches, 
alternatives to detention, and increasing access to mental 
health care. Longitudinal follow-up studies of detainees' 
mental health trajectories after release and comparative 
studies of community-based alternatives to detention and 
their impact on psychosocial well-being are suggested for 
future research. By affirming evidence-based, trauma-
informed, and culturally sensitive psychosocial 
interventions, this study can contribute to constructing 
humane, ethical, and efficient policies for the mental well-
being of detained migrants. 

 
Keywords: immigration detention; psychosocial interventions; 

trauma-informed care; refugee mental health; migrant 
well-being; post-traumatic stress disorder; cognitive-
behavioral therapy; resilience-building; acculturation 
stress; community-based alternatives. 

 
Introduction 
Immigration detention centers are institutions where individuals are 
held as their asylum, deportation, or status cases are decided. They are 
an extension of a broader legal and political system designed to 
manage migration, often balancing national security requirements 
against humanitarian obligations (Saadi et al., 2020). Whereas some 
countries have mandated, rights-oriented models of immigration 
detention, others employ restrictive, prolonged, and isolative detention 
policies with devastating impacts on the psychological well-being of 
detainees (Steel et al., 2011). 
Detained migrants experience their encounter not only as 
administrative but also profoundly psychological in character because 
it involves uncertainty, displacement, and exposure to institutionalized 
stressors (Von Werthern et al., 2018). Immigration detention usually 
restricts freedom of movement, denies legal and social resource access, 
and aggravates pre-existing vulnerabilities, especially in asylum 
seekers and refugees who are fleeing trauma or persecution (Brabeck et 
al., 2014). The impact of such detention is greatest among vulnerable 
groups, including unaccompanied children, women, LGBTQ+, and 
survivors of torture, who might not get adequate mental health services 
and are more at risk of re-traumatization (Storm & Engberg, 2013). 
The mental health impacts of immigration detention are extensively 
documented, and the literature indicates elevated rates of depression, 
anxiety, post-traumatic stress disorder (PTSD), and suicidality among 
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detainees (Von Werthern et al., 2018, Runcan, 2020). Detention is 
itself a chronic stressor added to previous histories of violence, 
persecution, and forced migration (Becerra et al., 2022). Uncertainty 
regarding asylum decisions, coupled with institutional insensitivity, 
squalor, and family separation, is a causative factor for mental illness 
(Saadi et al., 2020). 
Systematic review of the mental health impacts of immigration 
detention revealed consistent patterns of psychological disturbance, 
including emotional numbing, cognitive impairment, and social 
withdrawal, even after release (Storm & Engberg, 2013). Children and 
adolescents in detention also experience severe behavioral and 
developmental impacts, with research identifying slowed cognitive 
development, attachment disorders, and increased behavioral 
dysregulation in detained children (Mares & Ziersch, 2024). These 
findings emphasize the need for trauma-informed, evidence-based 
psychosocial interventions tailored to detainees' specific needs. 
Amidst the overwhelming evidence of the association between 
detention and mental deterioration, the provision of early psychosocial 
intervention is required to counteract the long-term psychological harm 
among detainees (Della Rocca et al., 2024). Effective interventions 
need to augment the early detection of psychological distress, trauma 
recovery, and resilience-enhancing mechanisms (Mares & Ziersch, 
2024). Also, protective factors like social support, engagement in 
formal therapy, and access to legal advocacy play an important role in 
nullifying the negative impact of detention (Tovino, 2016). 
Multilayered trauma-informed, culturally responsive, and cognitive-
behavioral evidence-informed psychosocial interventions must be 
evolved to address detainees' complicated mental health problems 
(Jolie et al., 2021). The shift to case management-based, reintegration-
focused, and mental healthcare-based human rights-inspired detention 
models is the foundation for alleviating the long-term immigration 
detention psychosocial cost (Saadi et al., 2020). 
 
Theoretical foundations of psychosocial interventions in 
immigration detention 
Psychosocial interventions within immigration detention centers must 
be empirically grounded and theory-based with a focus on the dynamic 
interplay between individual, social, and structural stressors and mental 
health among detainees. Detained migrants have cumulative sources of 
stress including pre-trauma in the countries of origin, psychological 
trauma from forced migration, and the extreme unpredictability of legal 
proceedings (Sangaramoorthy & Carney, 2021). They need a 
comprehension of their psychological vulnerability in the form of a 
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multi-dimensional model integrating environmental influence theories, 
cognitive adaptation, post-traumatic healing, cultural change, and 
resilience theories (Esposito, Ornelas, & Arcidiacono, 2015). These 
theories provide the foundation for psychosocial intervention that can 
reduce distress, adapt, and enhance resilience among immigration 
detainees. 
Bronfenbrenner's Ecological Systems Theory is a theory of explanation 
of how levels of the environment interact to construct an individual's 
psychological well-being (Esposito et al., 2015). In immigration 
detention, environmental stressors at levels of the environment 
heighten detainees' mental illness problems. At the microsystem level, 
the immediate environment of detention—characterized by isolation, 
restricted movement, and no control—gives rise to an environment for 
helplessness and psychological distress (Van Hout, Lungu-Byrne, & 
Germain, 2020). At the mesosystem level, social relationships among 
detainees are also broken down, reinforcing isolation, fear, and 
uncertainty (Newman & Steel, 2008). This is particularly concerning 
with unaccompanied children who experience attachment disruption 
with long-term developmental and psychological effects (MacLean et 
al., 2019). The legal and institutional mechanisms at the exosystem 
level influence detainees' mental health through policies that dictate 
detention length, access to healthcare, and attorney representation. 
Limited access to such services increases distress and re-traumatization 
risk (Silva & Pereira, 2023). Finally, at the macrosystem level, 
migration policy and sociopolitical beliefs shape detainees' 
experiences, as restrictive immigration policy is linked with increased 
PTSD, anxiety, and depression and more humane policy leads to better 
mental health status (Steel et al., 2011, Runcan, Nadolu&David, 2023, 
Runcan, 2020a). This ecological eye stresses the importance of 
population-based interventions that address individual and structural 
determinants of mental health. 
Lazarus and Folkman's Cognitive-Behavioral Model of Stress and 
Adaptation can explain detainees' experience, processing, and response 
to stress within detention settings (Sangaramoorthy & Carney, 2021). 
This model is centered on the aspect that cognitive appraisal of a 
stressor will influence the emotional and behavioral response of an 
individual. During the initial appraisal process, the detainees evaluate 
the risk of detention ranging from uncertainty regarding their legal 
status to exposure to violence and danger of institutional abandonment 
(Palacios et al., 2024). When detention appears inevitable and is 
beyond one's control, it also causes learned helplessness as well as 
distress (Van Hout et al., 2020). The secondary appraisal process 
involves an assessment of available coping resources, but the majority 
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of detainees lack adequate access to effective coping strategies, leading 
to dysregulation and despair (Moutsou, Georgaca, & Varaklis, 2023). 
The majority of detainees apply emotion-focused coping behaviors, 
such as withdrawal, dissociation, or spirituality, rather than problem-
focused coping behaviors, such as seeking professional consultation or 
participation in advocacy, due to structural barriers in detention 
(Franco, 2018). Effective psychosocial interventions must seek to 
establish cognitive resilience by offering stress management skills, 
cognitive restructuring, and psychoeducation on coping skills 
(Brabeck, Lykes, & Hunter, 2014). 
Herman's Trauma and Recovery Model is particularly relevant to 
detainees, the majority of whom have pre-existing histories of trauma 
caused by war, persecution, or forced displacement (Newman & Steel, 
2008). The model outlines three broad steps in recovery from trauma: 
safety, processing, and reconnection. The first step, building safety, is 
most important because detainees usually come in with complicated 
histories of trauma, and detention itself exacerbates PTSD symptoms. 
The application of trauma-informed care—i.e., standardized structures, 
non-coercive interaction, and psychological safety practices—is critical 
to stabilizing detainees' emotional functioning (Mares & Ziersch, 
2024). In the second stage, trauma memory processing, psychosocial 
interventions should integrate trauma-sensitive cognitive-behavioral 
therapy (CBT), psychoeducation, and somatic therapies to help 
detainees process historical traumas while repairing their present 
suffering (Palacios et al., 2024). The third stage, reconnection and 
reintegration, involves structured assistance to those who are released 
or resettled, for example, community reintegration programs, skill-
building programs, and social support networks (McGarity-Palmer, 
Saw, & Keys, 2023). This trauma-informed model places a priority on 
immigration detention policy where rehabilitation trumps punitive 
securitization, with as few as possible exacerbating psychological harm 
to already vulnerable populations. 
Berry's Theory of Acculturation outlines the way individuals respond 
to new settings of culture, particularly in condition of forced migration. 
Immigration detention disrupts typical processes of cultural adaptation, 
causing psychological distress and identity conflicts (Silva & Pereira, 
2023). In this model, detainees face a range of acculturation stressors. 
Separation, through which individuals are taken away from their 
original culture and the community of residence, results in mental 
distress and identity confusion (Brabeck et al., 2014). Marginalization 
occurs when the detainees experience being socially excluded, which 
increases their sense of alienation and elevates their risk of depression 
and withdrawal (Van Hout et al., 2020, Iovu et a., 2020). Finally, post-
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release integration issues arise, since previous detainees become 
subjected to stigma, discrimination, and legal limbo, thus complicating 
the adaptation process (Moutsou et al., 2023). Effective psychosocial 
interventions have to be incorporated with culturally adapted 
counseling, mental health services offered in multilingual formats, and 
peer support programs to support successful adaptation as well as 
reducing post-release psychological distress (Franco, 2018). 
Masten's Theory of Resilience identifies that, despite exposure to 
chronic trauma and stressors, human beings possess adaptive capacities 
that could be strengthened through psychosocial interventions (Masten, 
2001). Social support networks are among some factors that increase 
resilience in detainees and mostly protect against the negative 
psychological impacts of detention (McGarity-Palmer et al., 2023). 
Cognitive reframing and meaning-making allow detainees to redefine 
their experiences for personal development rather than despair (Silva & 
Pereira, 2023). Provision of psychosocial resources such as vocational 
training, mindfulness-based therapies, and scheduled recreational 
activities also empowers detainees through enhanced self-efficacy and 
adaptive coping mechanisms (Palacios et al., 2024). A resilience-based 
model highlights the need for designing interventions that empower 
detainees, rather than reinforce helplessness and passivity. 
Synthesizing these models into immigration detention interventions 
allows for more integrative and effective mental health treatment. 
Synthesis of ecological, cognitive-behavioral, trauma-informed, 
acculturation, and resilience models ensures interventions that are 
holistic, treating both the intrapersonal and extra personal factors that 
contribute to detainees' psychological distress. More attention to 
evidence-based psychosocial interventions will be needed in the future 
to reduce the adverse effect of immigration detention on mental well-
being and support long-term flourishing among detained communities. 
 
Evidence-based psychosocial interventions in immigration 
detention centers 
Psychosocial interventions are crucial in addressing the extreme 
psychologic distress of immigration detention center detainees. With 
detainee anxiety, depression, PTSD, and suicidality at high levels, 
there is a necessity for evidence-based intervention to provide efficient 
mental healthcare (Von Werthern et al., 2018). The coercive 
environment of detention, combined with pre-existing histories of 
trauma and uncertainty of legal status, increases psychological 
vulnerability, and thus concerted, trauma-informed interventions are 
needed (Steel et al., 2011). What is best practice in psychosocial 
interventions, including early identification and screening, cognitive-
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behavioral therapies, resilience-strengthening interventions, and 
cultural adaptations, is discussed in this section to promote well-being 
and reduce psychological distress among detained migrants. 
The first step to the resolution of mental illnesses in immigration 
detention centers is the early detection of psychological distress 
through proper screening procedures. Best practice offers the need for 
formalized screening of mental health upon arrival in detention centers 
and continued scrutiny while detained (Lungu-Byrne et al., 2021). 
There is also proof that detainees suffer inordinately high rates of 
PTSD, depression, and anxiety, often with concomitant prolonged 
uncertainty and restrictive conditions (Turrini et al., 2019). Screening 
tools such as the Harvard Trauma Questionnaire (HTQ) and the 
Hopkins Symptom Checklist (HSCL-25) have been determined to be 
acceptable for use within the migrant group and can effectively screen 
individuals who are at risk of severe psychological distress (Slobodin 
& De Jong, 2015). 
While mental health screening is required, barriers such as language 
differences, distrust in government, and stigma related to access to 
mental health treatment can hinder early detection efforts (NeMoyer, 
Rodriguez, & Alvarez, 2019). To address these challenges, screening 
processes must be implemented in culturally sensitive ways, 
incorporating trained interpreters and trauma-informed interviewing 
techniques (McGarity-Palmer, Saw, & Keys, 2023). In addition, 
detainees should be provided with psychoeducation on mental health 
and coping strategies so that they understand what services they have 
access to and are able to request assistance when they need it (Turrini 
et al., 2019). 
Cognitive-Behavioral Therapy (CBT) has been widely acclaimed as an 
effective intervention for depressed and anxious detained migrants 
(Thompson, Vidgen, & Roberts, 2018). Because detainees typically 
develop maladaptive thought styles, such as catastrophizing their 
circumstances or taking on guilt regarding migration, CBT will attempt 
to alter these cognitive distortions and promote adaptive coping (Tyrer 
& Fazel, 2014). CBT-informed interventions in detention should aim at 
cognitive restructuring, emotional regulation, and behavioral activation 
to counteract confinement-related psychological stagnation (Slobodin 
& De Jong, 2015). 
Experiments have shown that highly structured CBT sessions, even 
when conducted in group modalities or by guided self-help 
interventions, can greatly diminish detainees' levels of anxiety and 
depression (Turrini et al., 2019). Computerized CBT interventions, 
offering psychoeducational modules and interactive cognitive tasks, 
have also proved effective in detention environments where access to 
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in-face therapists is minimal (Von Werthern et al., 2018). Regardless 
of that, the efficacy of CBT in detention is still dependent on the ability 
of detainees to engage in formal cognitive activity, which can also be 
challenging owing to the uncertainty and tension of their environment 
(Mollica et al., 2002). Interventions should therefore be adapted to 
offer flexibility, combining mindfulness-based approaches and 
expressive therapy with cognitive restructuring techniques (Thompson 
et al., 2018). 
Given the prevalence of PTSD and trauma symptoms in detainees, 
trauma-informed psychosocial treatment is a requirement (Steel et al., 
2011). Detainees commonly report experiencing war, persecution, 
sexual violence, or human trafficking, and detention itself is a potential 
cause of trauma, so symptoms of hypervigilance, dissociation, and 
emotional dysregulation may be more intense (Von Werthern et al., 
2018). Trauma-based interventions must take stabilization, emotion 
regulation, and graduated exposure approaches to enable detainees to 
process distressing events in a safe manner (Turrini et al., 2019). 
One of the vital components of trauma-informed care is creating 
psychological safety in the detention setting through non-coercive 
communication, predictability and consistency of schedules, and self-
regulation practices (Slobodin & De Jong, 2015). Detainees have been 
found through evidence to be benefited by psychoeducation about 
trauma, grounding, and sensory interventions such as music therapy 
and art therapy to nonverbally work with traumatic memory 
(McGarity-Palmer et al., 2023). In addition, the integration of peer-
support groups in which detainees can exchange experiences in a 
secure environment has been found to increase resilience and 
emotional validation (Lungu-Byrne et al., 2021). 
Resilience-based interventions target the identification and 
enhancement of the strengths of detainees for the promotion of 
psychological well-being in adversity (Mollica et al., 2002). Research 
shows that resilient-practice intervention, including narrative therapy, 
hope therapy, and values-based goal setting, enables detainees to 
internalize a sense of control (Slobodin & De Jong, 2015). Permitting 
detainees to engage in meaning-making practice, including writing or 
storytime, gives detainees a sense of coherence and self even during 
times of uncertainty while being detained (McGarity-Palmer et al., 
2023). 
These other interventions building resilience are psychoeducational 
intervention in emotional regulation and routine daily scheduled 
activities providing a sense of normalcy (Turrini et al., 2019). Spiritual 
coping interventions, such as religious guidance or meditation practice, 
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have been shown to boost psychological resilience in detained migrants 
(Thompson et al., 2018). 
Suicidal ideation and self-harm are prevalent among detainees, mainly 
driven by extended ambiguity, social withdrawal, and psychological 
impact of detention (Von Werthern et al., 2018). Suicide risk 
evaluation, mental health first aid education for detention staff, and 
access to emergency mental health services are essential elements of 
crisis intervention programs (NeMoyer et al., 2019). Sound practice is 
to use non-punitive crisis intervention strategies, including peer-
monitoring programs and de-escalation techniques, that are less likely 
to exclude self-injurious behavior than solitary confinement or punitive 
isolation (Lungu-Byrne et al., 2021). 
Social support functions to serve as a buffering factor in mitigating 
distressing psychological symptoms in detention, and group therapies 
provide detainees with space for peer confirmation, working through of 
emotional processes, and mutual support (McGarity-Palmer et al., 
2023). There is evidence that narrative sharing group interventions, 
psychodrama, and expressive arts therapy reduce isolation and enhance 
group resilience (Mollica et al., 2002). Interventions encouraging 
positive contact, such as group-building activities and recreation spaces 
for collective use, were found to significantly decrease depression and 
anxiety stemming from detention (Turrini et al., 2019). 
Detainees are heterogeneous in background, and therefore psychosocial 
interventions are culturally necessitated to be effective (Thompson et 
al., 2018). Mental interventions must be carried out in detainees' 
mother tongues, and the interpreters must be trained in communication 
and trauma-sensitive (Turrini et al., 2019). Interventions must 
incorporate coping mechanisms that are culturally competent, i.e., 
storytelling culture, religious practices, and community healing models 
(Slobodin & De Jong, 2015). There is evidence which indicates that 
culturally adapted interventions yield greater participation, improved 
treatment compliance, and improved mental health outcomes among 
detainees (Lungu-Byrne et al., 2021). 
Cumulatively, there should be a broad, evidence-based psychosocial 
intervention model within immigration detention centers that includes 
early screening, CBT, trauma-informed care, resilience development, 
crisis intervention, peer support, and cultural competency. Application 
of these models ensures that the detained migrants undergo effective 
but ethical mental health intervention, thus improving their well-being 
and reducing long-term psychological harm. 
 
Ethical and policy considerations in psychosocial care for detained 
migrants 
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Providing psychosocial intervention at immigration detention centers is 
a herculean policy and ethics dilemma since detainees are incarcerated 
under coercive systems with minimal interaction with mental 
healthcare. The ethic that needs to guide psychosocial intervention 
should be grounded on international human rights norms to ensure that 
the detainees receive humane, culturally sensitive, and trauma-sensitive 
care (Della Rocca et al., 2024). In addition, mental health professionals 
in such centers must deal with barriers such as systemic neglect, legal 
limitations, and stigma related to mental health treatment (Silove, 
Ventevogel, & Rees, 2017). Overcoming these challenges entails the 
implementation of best practices that uphold human dignity and 
improve mental health care systems in detention centers. 
Detention psychosocial treatment must be guided by thoroughly tested 
international human rights norms like the United Nations Convention 
Against Torture (UNCAT), International Covenant on Civil and 
Political Rights (ICCPR), and guidelines by the United Nations High 
Commissioner for Refugees (UNHCR) protecting asylum seekers. 
These guidelines emphasize that immigrants' detention should be used 
only as a measure of last resort and that detainees, migrant or 
otherwise, must be afforded the health care that they need, including 
mental health support (Nickerson, Bryant, Silove, & Steel, 2011). 
Despite these measures, research points out human rights violations 
consistently taking place in immigration detention, including 
prolonged detention, lack of psychological care, traumatization 
exposure, and restricted access to social support (Li, Liddell, & 
Nickerson, 2016). The majority of migrants detained have fled war, 
persecution, or severe socioeconomic hardship to face stressful 
environments that aggravate psychological distress (Sijbrandij et al., 
2017). Human rights organizations have called for greater 
accountability in detention settings, where oversight bodies must 
ensure that psychosocial interventions are informed by ethical 
principles such as informed consent, confidentiality, and the right to 
refuse treatment without risk of reprisal (Fazel, Reed, & Stein, 2015). 
Perhaps the most disturbing ethical issue is the use of detention for the 
purpose of deterring migration, a move that openly defies humanitarian 
norms (Williamson & Robinson, 2006). Evidence shows that 
prolonged detention drastically worsens mental health outcomes, 
particularly for already traumatized refugees and asylum seekers 
(Williams & Thompson, 2011). Ethical mental health care within these 
settings must encourage non-punitive interventions, with a focus on 
providing detained migrants with healing and resilience-building 
services, rather than mere compliance with securitization immigration 
policy (Palic & Elklit, 2011). 
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Delivering mental health care in immigration detention is fraught with 
systemic barriers that impede both access and quality of psychosocial 
treatment. Stigma and distrust toward mental health care is one of the 
principal challenges, particularly in the case of detainees from societies 
where psychological issues are not openly discussed (Bemak, Chung, 
& Pedersen, 2002). The majority of detainees think that recognition of 
mental health issues would impact their immigration cases negatively 
and therefore refuse to seek psychological assistance (Nickerson et al., 
2011). 
Another severe challenge is systemic neglect and a lack of adequate 
mental health provision in detention facilities. Studies have revealed 
that there are few trained mental health professionals available in most 
detention facilities, leading to long waiting times for psychological 
assessment and inadequate crisis intervention services (Möhlen et al., 
2005). Wherever mental health services are provided, these are 
insufficient and inadequately coordinated with overall detention 
management, leading to unreliable support for detainees (Silove et al., 
2017). 
Legislative controls and administrative barriers add to the provision of 
psychosocial care. Elsewhere, detainees are separated from 
independent mental health professionals, and their mental health 
evaluation is only performed by government-aligned clinicians, which 
is threatening to conflict of interest and breaches of confidentiality (Li 
et al., 2016). Also, tough immigration policies favor deportation rather 
than rehabilitation, and therefore, treatment is interrupted and there is a 
lack of follow-up care upon release or transfer of detainees (Della 
Rocca et al., 2024). 
One of the most significant ethical challenges is the risk of 
traumatization in detention settings. Evidence shows that immigration 
detention replicates the characteristics of incarceration, with high rates 
of PTSD, depression, suicidality, and hopelessness among detainees 
(Palic & Elklit, 2011). Professional practice demands that mental 
health professionals confront the challenge of providing trauma-
sensitive care in institutions that by the nature of their operation inflict 
psychological trauma (Sijbrandij et al., 2017). Best practice calls for 
reducing punitive application of security controls, ensuring therapeutic 
session confidentiality, and advocating for release options where 
services can be provided in out-of-institution environments (Fazel et 
al., 2015). 
Despite these constraints, there have been a number of evidence-based 
approaches to the improvement of the delivery of psychosocial care in 
immigration detention centers. The following are some of the best 
practices that are both culturally competent, trauma-informed, and 
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rights-based, with the aim of maximizing the mental health gains 
without the loss of any detainees' dignity. 
Detention facilities should employ trauma-informed care models that 
emphasize psychological safety, self-determination, and empowerment 
in the provision of mental health care (Williamson & Robinson, 2006). 
This involves offering detention officers trauma-sensitive 
competencies through training, reducing coercive treatment practices, 
and facilitating psychosocial interventions to enhance resilience rather 
than reinforce helplessness (Sijbrandij et al., 2017). 
Independent access to mental health professionals is paramount in 
guaranteeing ethical practice in psychosocial care (Silove et al., 2017). 
Empirical evidence supports the presence of third-party mental health 
professionals with the capacity to conduct objective assessments, 
provide confidential counseling, and initiate advocacy for detainees 
who are undergoing extreme psychological distress (Nickerson et al., 
2011). 
There is evidence that mental health is superior in community-based 
programs as detention alternatives than in detention in institutions 
(Fazel et al., 2015). Accommodation of asylum seekers and migrants in 
supervised community housing, access to health care, and legal 
assistance reduces the risk of psychological harm while maintaining 
compliance with immigration processes (Williams & Thompson, 
2011). 
Research determines peer-led psychosocial support interventions as 
effective interventions in reducing isolation and promoting emotional 
resilience (Palic & Elklit, 2011). Support groups conducted in 
detention centers, wherein detainees can educate one another and share 
coping strategies, have been identified to have a significant effect in 
reducing symptoms of anxiety and depression (Möhlen et al., 2005). 
One of the primary policy suggestions is limiting the period of 
immigration detention because prolonged imprisonment has been 
inextricably linked with decreasing mental health (Della Rocca et al., 
2024). Human rights organizations and mental health specialists should 
advocate imposing a maximum period of detention and regular mental 
examinations on all detainees, ensuring priority release or other models 
of alternative care for those experiencing high degrees of distress 
(Silove et al., 2017). 
Psychosocial support to detained migrants raises profound ethical 
issues, requiring an adaptive approach to balance best practice in 
mental health, legal protection, and global human rights norms. 
Confronted by significant challenges, evidence-based 
recommendations like trauma-informed care, autonomous mental 
health services, community-based detention options, and policy reform 
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provide paths towards improvement in psychological care in such 
settings. The call for systemic reform is evident, as studies continue to 
demonstrate that the manner in which immigration is presently 
detained provides no rehabilitative aspect but continues to promote 
psychological harm (Nickerson et al., 2011). Transitioning to rights-
oriented, humane, and trauma-informed detention policies in the future 
will be key towards ending the mental health crisis presented by 
detained immigrants. 
 
Conclusion and future directions 
The present review sheds light on the severe psychological and social 
issues of detained migrants and draws attention to the imperative need 
for evidence-based psychosocial treatments in immigration detention 
centers. The evidence reveals that immigration detention exacerbates 
mental health threats, including trauma, anxiety, depression, and post-
traumatic stress disorder (PTSD), particularly in asylum seekers and 
forcibly displaced individuals (Silove, Ventevogel, & Rees, 2017). 
Further, detention settings, characterized by reduced mobility, social 
solitude, legal uncertainty, and inadequate mental health care, enhance 
psychological well-being (Nickerson, Bryant, Silove, & Steel, 2011). 
In this regard, psychosocial treatment in these centers must adopt 
trauma-informed, resilience-based, and culturally sensitive practices 
that highlight early identification, crisis intervention, and long-term 
psychological treatment (Della Rocca et al., 2024). 
One of the most robust findings of this review is that planned mental 
health assessment and early detection improve treatment by enabling 
timely intervention for individuals in severe distress, suicidal, or 
experiencing symptoms of trauma (Mollica, Cui, McInnes, & 
Massagli, 2002). Furthermore, cognitive-behavioral therapy (CBT) and 
trauma-informed therapies have been found to reduce depression 
symptoms, anxiety, and PTSD among detainees and forcibly displaced 
individuals (Thompson, Vidgen, & Roberts, 2018). Furthermore, group 
therapy, peer support groups, and culturally adapted interventions have 
demonstrated potential in reducing social isolation, resilience, and 
feelings of agency in detainees (Tyrer & Fazel, 2014). 
Despite the success of such methods, structural barriers such as 
resource constraints, restricted access to independent mental health 
practitioners, and inadequate trained mental health personnel within 
detention centers are still hindering the implementation of best 
practices (Williams & Thompson, 2011). In particular, the ethics of 
indefinite immigration detention pose a high-level priority on policy 
reforms to minimize detention durations, increase other community-
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based interventions, and enhance the availability, voluntariness, and 
evidence basis for mental health care services (Sijbrandij et al., 2017). 
As more and more studies come to light that document evidence of the 
psychological harm brought about by detention, policy change is 
needed to counteract the ill effects of detention on migrants' psyches. 
Second, immigration detention policies must incorporate standardized 
mental health protocols so that detainees undergo psychiatric 
assessments for disorders of trauma, suicidal ideation, and 
psychological distress on admission (Fazel, Reed, & Stein, 2015). 
Compulsory screening for mental illness will facilitate the 
identification of vulnerable individuals early on and provide them with 
suitable psychosocial interventions prior to symptom aggravation 
(NeMoyer, Rodriguez, & Alvarez, 2019). 
Secondly, independent mental health practitioners must have access to 
prevent conflict of interest and confidentiality and ethical treatment in 
detention (Palic & Elklit, 2011). Studies pin down that if the mental 
health care is offered in government-run detention centers, the 
detainees are afraid that the revelation of the psychological problems 
will jeopardize their immigration cases, therefore they do not want to 
seek assistance (Sangaramoorthy & Carney, 2021). To guarantee this, 
mental health advocacy groups, NGOs, and independent forensic 
psychologists should be engaged in monitoring and service provision 
within these centers. 
Third, alternatives to detention need to be given priority since they 
have been shown to reduce psychological harm without jeopardizing 
compliance with immigration policy (Williams & Thompson, 2011). 
Community-based options such as supervised release programs, case 
management models, and family-based placements allow migrants the 
chance to have access to social and legal services, maintain 
psychological well-being, and better integrate into host societies 
(Sijbrandij et al., 2017). Limiting detention to only the most serious 
cases, for instance, security threats, aligns with international human 
rights standards (Williamson & Robinson, 2006). 
Finally, culturally appropriate psychosocial interventions must be 
scaled up to address detainees' diverse linguistic, religious, and social 
backgrounds (Moutsou, Georgaca, & Varaklis, 2023). Detained 
migrants tend to originate from war-torn or politically troubled regions 
and carry with them unique migration-related traumas and 
acculturative stress (Van Hout, Lungu-Byrne, & Germain, 2020). 
Providing multilingual therapy, culturally appropriate interventions, 
and faith-based services enhances the efficacy of psychosocial care by 
validating and honoring detainees' reality (Silva & Pereira, 2023). 
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In spite of increased interest in mental health treatment for detained 
migrants, numerous research gaps exist into the long-term 
psychological effects of those who undergo detention. Longitudinal 
research into the long-term mental health course of previously detained 
migrants needs to be given research priority in the future (Slobodin & 
De Jong, 2015). Several questions need to be explored further, 
including: 
• What are the long-term psychological effects of detention, and how 
do they vary by duration and conditions of detention? 
• Which interventions are most effective in preventing psychological 
harm caused by detention? 
• How does detention influence long-term acculturation, integration, 
and economic stability of migrants upon release? 
• What protective factors increase resilience and recovery among 
formerly detained individuals? 
Moreover, future studies must assess the relative efficacy of 
community-based alternatives to detention, whether supervised release 
models are more effective on mental health and reintegration than 
institutional detention (Turrini et al., 2019). Ethically grounded, rights-
based research on migration management must provide governments 
and policymakers with humane, effective alternatives to detention-
driven immigration control policies (MacLean et al., 2019). 
Another area that requires further research is the impact of detention on 
children and families, particularly the psychological effects of long-
term uncertainty, family separation, and childhood trauma (Mares & 
Ziersch, 2024). Studies have shown that children in detention 
experience acute emotional distress, developmental delay, and 
heightened risk of depression and PTSD (Newman & Steel, 2008). 
Future research must feedback to family-centered policies with the 
greatest child welfare and psychological concerns in priority over 
punitive enforcement on immigration (Fazel et al., 2015). 
The intersection of detention policy, mental health, and migration 
poses urgent ethical and humanitarian issues that require evidence-
based, trauma-informed answers. As studies continue to warn of the 
psychological harm caused by immigration detention, a shift from 
punitive, rights-abandoning, rehabilitative, and community-based 
alternatives is needed to ensure the well-being of detained migrants. 
Through embracing best practices in psychosocial care, support for 
policy reform, and research on long-term mental health consequences, 
immigration systems can shift toward more humane and efficient 
migration control. 
Never have policymakers, human rights activists, and mental health 
professionals had to convene, in interdisciplinary collective action, so 
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much in need. Continued migration upheaval, driven by crisis, 
environmental degradation, and war, means that sound, trauma-
sensitive psychosocial services will continue to be imperative in 
reducing the mental health toll of forced migration and striving to 
make immigration systems uphold dignity and rights for all 
individuals, regardless of status. 
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Abstract: This paper examines vocational and technical education: a 
catalyst for socio-economic development in a distressed 
economy. The paper discusses the various ways that 
vocational and technical education can serve as catalyst 
for socio-economic development in a distressed economy. 
It draws attention to the purposeful efforts made to ensure 
that the country's potential is realized as well as the 
significance of vocational and technical education in the 
process of national development. Even for those who 
dropped out of high school or post-secondary education, 
there were always employment available with perks 
throughout the early 1950s and 1970s. The remarkable 
shift in the job market demands that vocational education 
programs be prioritized and expanded in order to address 
the issue of unemployment, which has grown to be a 
significant social crisis in Nigeria. According to the study, 
Nigeria must increase its investments in vocational and 
technical education if it hopes to fulfill its Sustainable 
Development Goals (SDGs) and become a part of the 
technology-driven global community. Ultimately, the 
government and the private sector should collaborate, 
according to this report, in order to sustain and grow 
vocational education and training in Nigeria. The 
programme's vision and mission should be clearly stated 
by VTE stakeholders, and they should be completely 
carried out. In order to maintain the commitment of 
employers and the business sector to VTE, legislators had 
to propose legislation pertaining to fresh reform measures. 
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Introduction 
Economic depression or distress economy has existed since the third 
century, which is as old as human history. A "depression" in the 
economy is merely a difficult or unpleasant period when there are 
declines in consumer spending and revenue production across the 
board. Several things, including a sharp reduction in spending 
following a financial crisis, a shock to the external trade system, an 
unfavorable shock to the supply chain, and a decline in investment, 
consumption, government expenditure, and net export activity, can 
cause an economic crisis. During this time, planned expenditures 
across the board must be curtailed. This is partially due to the risk to 
the sources of revenue creation. Like other countries, Nigeria has 
experienced economic depressions from time to time (Emmanuel, 
2017). 
The most well-known downturn in modern history started as a regular 
financial panic in 1929 and continued until World War II. Following 
the 1929 crash, policymakers and economists decided such a 
catastrophe could never occur again. The simplest method to succeed 
was identifying and characterizing "depression" as nonexistent.  
The term "distress economy" refers to an economic situation 
characterized by significant hardship, financial instability, and overall 
distress within a given population or economy. Various factors, such as 
economic downturns, political instability, natural disasters, or social 
unrest, can cause this distress. In a distressed economy, individuals and 
businesses may need help to meet their basic needs due to high 
unemployment rates, reduced income opportunities, and limited access 
to essential resources. This can lead to widespread poverty, food 
insecurity, inadequate healthcare services, and housing challenges. 
Moreover, the psychological impact of living in a distressed economy 
can also be profound as individuals face heightened stress and anxiety 
about their future well-being (Tsai, 2014). 
From a broader perspective, a distressed economy can have far-
reaching consequences on a region or country's overall economic 
stability. It may decrease consumer spending power, weakening 
demand for goods and services. Businesses may struggle with 
declining revenues, which can lead to closures or layoffs, further 
exacerbating individuals' economic hardships. 
Government intervention is often necessary to address a distressing 
economy through policies that stimulate growth, create employment 
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opportunities, provide social safety nets, and offer support for 
struggling businesses (Hackett, 2014). 
Nigeria is Africa's largest economy, yet it has one of the highest 
unemployment rates, particularly among youth. The World Bank 
reported and projected that by 2024, Nigeria's unemployment rate will 
be approximately 38.8%, with youth unemployment reaching alarming 
levels. The heavy dependence on oil revenues, coupled with fluctuating 
global oil prices and mismanagement, has exposed the vulnerabilities 
of the economy. In light of these challenges, diversifying the economy 
and enhancing the skill set of the workforce through Vocational and 
Technical Education (VTE) emerges as a viable solution. 
In the face of economic distress, vocational and technical education 
emerges as a crucial tool for driving socio-economic development. 
This form of education equips individuals with practical skills and 
knowledge that are directly applicable to the workforce, thus 
addressing the pressing need for a skilled labor force in a distressed 
economy.  
Vocational and technical education has a long history of being offered. 
Since 1900, the number of vocational schools in the United States, both 
public and private, has significantly expanded. During World War II 
(1939–1945), there was a surge in vocational education as the military 
forces needed technicians badly, and the civilian sector was unable to 
meet their demands. These initiatives support the development of the 
labor force in the country and guarantee that youth with physical 
and/or economic disabilities have access to vocational training. 
Vocational and technical education produces abilities that are valued 
by societies beyond the United States. High standards in mathematics 
and vocational education are prioritized in the Dutch educational 
system, and many other development-conscious countries also have 
vocational institutions that offer lifetime skill training in addition to 
general academic courses. For example, without significant 
investments in technical education, India and the "Asian Tigers" would 
not have become what they are today. However, many technical and 
vocational institutions have moved their focus to computer and 
information technology training due to recent developments in the 
global economy (Olaitan, 2015).  
Nigeria has overlooked this facet of education, despite the fact that 
technical and vocational education has flourished in many societies. As 
a result, there is a shortage of qualified technicians in society, 
including competent vocational nurses, laboratory and pharmacy 
technicians, carpenters, painters, and auto mechanics. Hospitals are 
now places where people go to die rather than to get their illnesses 
addressed. There are many stories about people dying from mild 
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illnesses or during procedures. When hired to service automobiles, the 
society's half-baked roadside mechanics do more damage to the cars 
than they do to them, and some commercial drivers have killed a great 
deal of people prematurely due to inadequate training. It is no longer 
news that Nigerian house builders, bricklayers, etc., perform poorly. In 
view of this, people working on significant projects increasingly hire 
qualified technicians from nearby nations. Not to mention the chaos 
that technicians with inadequate training have created in the power 
industry. Nigeria's most significant impediment to national 
development is the sporadic provision of energy. The over 200 million 
people in the country could not be fed by working all day in the fields 
with knives, hoes, and shovels. Technical knowledge that can be 
acquired at technical and vocational schools is necessary for 
mechanized farming.  
The nation is losing out on the contributions that technical education 
graduates would make to national progress, which has negative social 
and economic effects. The current focus on university education in 
Nigeria limits the economic options for individuals who choose their 
career over their studies. A university degree is not necessary for 
everyone. Due to the poor quality of the country's postsecondary 
education, a large number of graduates lack "employability" skills that 
could be easily obtained from technical and vocational colleges. 
However, because everyone has a university degree, who would hire 
them? The fact that the country's youth unemployment rate has been 
skyrocketing is no longer news. It was recently admitted by the federal 
government that over 80% of Nigeria's youth do not have a job, and 
10% are underemployed (Ikpe, 2000). Nigeria's educational system is 
badly designed. One barrier to the development of a country is the 
disregard for technical education. The severe lack of qualified teachers 
at all vocational technical education levels is one of the issues 
impeding the expansion of vocational-technical education in Nigeria, 
among other issues. Programs for vocational education are not 
adequately funded at all levels. lack of equipment and facilities for 
contemporary training. problematic colonial mindset that Nigerian 
school officials inherited on vocational-technical education. Not 
enough postgraduate training programs to prepare lecturers and 
teachers. The public has a negative attitude toward technical education, 
believing that vocational-technical schools are just for dropouts and 
kids from low-income families. Vocational education programs are 
administered by non-professional vocational technical educators who 
are appointed to teaching and administrative roles (Ikpe, 2000).  
Technical degrees are seen as less respectable than normal degrees in 
Nigeria. However, they are highly valued in developed countries. 
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Years of field expertise are combined with academic degrees to form a 
workforce. In fact, a worker's value is determined by their knowledge 
and abilities rather than by how many degrees they have earned from 
universities. Theory by itself cannot accomplish anything worthwhile, 
thus Nigerian education must learn to integrate theory and practice. 
 
The Concepts of Vocational and Technical Education (VTE) 
Vocational and technical education, according to Olaitan (2010), is a 
kind of education provided to a person in order to help them develop 
their creative potential and manipulate it for the benefit of others. The 
Federal Government of Nigeria (2013) has prioritized vocational and 
technical education due to its significant contribution to Nigeria's 
industrial and technological advancements. It has been acknowledged 
as a component of education that contributes to the learning of 
fundamental scientific information as well as practical and applied 
skills. Vocational education was previously defined by Osuala (1987) 
in Olaitan (2015) as technical and vocational training that is provided 
inside or outside of schools. It is a methodical educational process 
intended to prepare people for profitable employment in recognized 
fields or for financial emancipation. UNESCO (2005) defined 
vocational and technical education as; “a comprehensive term referring 
to those aspects of educational process involving, in addition to general 
education, the study of technologies and related sciences, and the 
acquisition of practical skills, attitudes, understanding and knowledge 
relating to occupations in various sectors in economic and social life”. 
Akinseinde (2009) believed that vocational and technical education 
focus on occupational preparation. He also stated that VTE may not 
necessarily create job but the principal purpose is to equip individuals 
with skills and knowledge that will allow them to be economically 
productive. Vocational and technical education is the instrument for 
having skilled men and women who are relevant to the demands of 
labor market. Ogundu and Omofonmwan (2011) observed that 
vocational education is an integral part of national development 
strategy which help to develop the growth of productivity, economic 
and human resources. Quality vocational and technical education and 
training will help to develop the individual’s knowledge of science and 
technology in a broad occupational area. Nonetheless, many countries 
have seen a continuous success of technical and vocational education. 
Regretfully, technical and vocational education is not given enough 
attention in Nigeria. Vocational and technical education can give 
students the abilities to start successful businesses and generate 
original, creative ideas that would boost personal freedom and the size 
of the country's economy. Neglecting vocational and technical 
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education can have negative societal effects since it deprives the 
country of the potential contributions made by its graduates towards 
national progress. Essentially, for Nigerian society to function 
properly, it needs skilled truck drivers, auto mechanics, carpenters, 
plumbers, electricians (for the upkeep of our power plants), 
web/network and computer database technicians, medical technicians, 
and vocational nurses. 
 
Aims and Objectives of Vocational and Technical Education  
The Federal Government of Nigeria in the National Policy on 
Education (2013) stated the aims and objectives of vocational and 
technical education as follows;  
1. To provide trained manpower in the applied sciences, technology 
and business particularly at craft, advanced craft and technical levels.  
2. To provide the technical knowledge and vocational skills necessary 
for agricultural, commercial and economic development.  
3. To give training and impart the necessary skills to individual who 
shall be self-reliant economically. 
 
Issues of Unemployment and Underemployment 
One of the primary challenges in a distressed economy is high 
unemployment and underemployment rates. Vocational and technical 
education offers a viable solution by providing individuals with 
specialized skills that are in demand across various industries. By 
nurturing a skilled workforce, this form of education directly 
contributes to reducing unemployment and underemployment, 
subsequently bolstering economic productivity and stability. 
Moreover, vocational and technical education facilitates the integration 
of marginalized groups, such as youth and individuals from low-
income backgrounds, into the workforce. By offering practical training 
and industry-relevant skills, it creates pathways for individuals to 
secure gainful employment, thereby fostering inclusive economic 
growth. 
In addition to addressing unemployment, vocational and technical 
education plays a pivotal role in fostering entrepreneurship and 
innovation. In a distressed economy, the cultivation of entrepreneurial 
endeavors is essential for revitalizing economic activity and driving 
sustainable growth. Through specialized training in areas such as 
technology, engineering, and trade skills, individuals are empowered to 
establish their own businesses and contribute to the diversification of 
the economy. 
Furthermore, vocational and technical education nurtures a culture of 
innovation by encouraging students to develop creative solutions to 
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real-world challenges. This not only leads to the creation of new 
businesses and industries but also enhances the overall competitiveness 
of the economy on a global scale. 
The integration of vocational and technical education into the fabric of 
a distressed economy enhances its resilience in the face of adversity. 
By aligning educational offerings with the evolving needs of 
industries, this form of education ensures that the workforce remains 
adaptable and responsive to changing market demands. Consequently, 
the economy becomes better equipped to withstand external shocks and 
transitions towards recovery and growth more effectively. 
 
The Role of Vocational and Technical Education in Economic 
Development 
Vocational and technical education plays a crucial role in driving 
economic development by equipping individuals with the skills and 
knowledge required to contribute to a dynamic and competitive 
workforce. This form of education focuses on practical applications of 
skills and knowledge, preparing individuals for specific trades and 
careers. Ibikunle, Orunbon and Akinyemi (2018) advanced the 
multifaceted impact of vocational and technical education on economic 
development, considering its influence on employment, innovation, 
and overall prosperity. 
Skill Development and Employability: Vocational and technical 
education provides individuals with the opportunity to acquire 
specialized skills that are directly applicable to various industries and 
sectors. By offering practical training in fields such as healthcare, 
construction, information technology, and manufacturing, vocational 
education enhances the employability of individuals, addressing the 
skills gap prevalent in many economies. As a result, individuals who 
have undergone vocational training are better positioned to secure 
gainful employment, thereby reducing unemployment rates and 
contributing to a more productive workforce. 
Meeting Industry Demands: In an era characterized by rapid 
technological advancements and evolving industry requirements, 
vocational and technical education ensures that the workforce remains 
relevant and adaptable. By aligning curricula with the needs of 
industries, vocational institutions can produce graduates who possess 
the latest skills and knowledge, subsequently bolstering the 
competitiveness of businesses and driving economic growth. 
Moreover, these institutions often collaborate with industry partners to 
develop programs that directly address the demands of the labor 
market, thereby fostering a symbiotic relationship between education 
and industry. 
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Entrepreneurship and Innovation: Vocational and technical 
education nurtures a culture of entrepreneurship and innovation by 
empowering individuals to pursue their own ventures and contribute to 
economic diversification. By fostering creativity, problem-solving 
abilities, and practical skills, vocational education instills an 
entrepreneurial mindset in individuals, enabling them to establish small 
businesses, startups, and innovative enterprises. As these ventures 
grow and thrive, they contribute to job creation, economic resilience, 
and the cultivation of a vibrant entrepreneurial ecosystem. 
Global Competitiveness: Countries that prioritize vocational and 
technical education are better positioned to enhance their global 
competitiveness. By investing in the development of a skilled 
workforce, nations can attract foreign direct investment, stimulate 
technological advancements, and bolster their comparative advantage 
in various industries. Furthermore, a well-trained workforce 
contributes to the overall productivity and efficiency of the economy, 
positioning the country as a favorable destination for business and 
trade. 
The Impact of Vocational and Technical Education on Economic 
Recovery: Case Studies 
Vocational and technical education plays a crucial role in economic 
recovery by equipping individuals with the skills and expertise needed 
to drive growth and innovation in various industries. Several countries 
and regions have demonstrated the significant impact of vocational and 
technical education on their economic recovery through successful case 
studies. By analyzing these cases, we can gain valuable insights into 
the ways in which such educational programs contribute to economic 
revitalization. 
Germany: The Dual Education System: Germany is renowned for its 
dual education system, which combines classroom learning with on-
the-job training, particularly in the manufacturing and engineering 
sectors. This approach has been instrumental in addressing the 
country's skills gap and nurturing a highly skilled workforce. As a 
result, Germany has maintained its status as a global leader in 
manufacturing and technology, contributing significantly to its 
economic recovery and sustained growth. 
Singapore: Skills Future Initiative: Singapore's Skills Future 
initiative focuses on empowering individuals to develop skills relevant 
to the evolving job market, thereby enhancing the nation's economic 
development. By encouraging lifelong learning and skills mastery, the 
program has enabled Singapore to adapt to technological advancements 
and industry demands, ultimately boosting its economic 
competitiveness on the global stage. 
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United States: Community College Workforce Training Programs: 
In the United States, community colleges have played a pivotal role in 
economic recovery through their workforce training programs. These 
initiatives offer vocational and technical education tailored to the needs 
of local industries, providing individuals with the expertise required for 
high-demand occupations. By aligning educational offerings with labor 
market demands, these programs have contributed to the revitalization 
of regional economies across the country. 
United Arab Emirates: Emirati Vocational Qualifications 
Framework: The United Arab Emirates has made significant strides in 
economic diversification and development through its Emirati 
Vocational Qualifications Framework. By emphasizing vocational and 
technical education, the framework has facilitated the transition 
towards a knowledge-based economy, reducing reliance on oil 
revenues and fostering sustainable growth in non-oil sectors such as 
tourism, healthcare, and renewable energy. 
These case studies underscore the crucial role of vocational and 
technical education in driving economic recovery and prosperity. By 
equipping individuals with practical skills and industry-relevant 
knowledge, such educational programs not only address 
unemployment and underemployment but also fuel innovation, 
entrepreneurship, and overall economic development. Furthermore, 
they promote social mobility and inclusivity by providing diverse 
pathways to sustainable employment and career advancement. 
Vocational preparation is becoming more and more important as 
technological advancements bring people closer together. According to 
Jean (2003), there is substantial evidence that people with higher 
qualifications and skill levels are less likely to be unemployed, and 
macroeconomic viewpoints demonstrate that these workers also tend to 
perform better overall and have a positive effect on social capital. 
According to Lyons, Randhawa, and Paulson (1999) in Olaitan (2015), 
"muddling things in education industry" will no longer be effective in 
the age of global cartels. VTE was historically viewed by Nigerians 
prior to the current administration as an educational curriculum 
intended for low-level, low-brilliant, less privileged, or second-class 
persons (Eze & Okorafor, 2012). Daniel (2001) asserted that the focus 
of the main educational changes has been on vocationalization. This 
explains why several nations have developed unique frameworks for 
repositioning their VTE initiatives. Michael (2002) described some of 
the initiatives taken by member states of the European Union to 
restructure and reposition VTE in their respective nations. Michael 
(2002) stated that the law on social modernization, which includes 
significant provisions pertaining to vocational education and the right 
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to employment, was approved by the French National Assembly. The 
"craft high school" initiative was formally introduced by the French 
Minister of Vocational Education. Its goal is to strengthen the 
connections between various vocationally focused education courses, 
especially the technological and vocational ones. 
The following are ways that vocational and technical education can 
serve as catalyst for socio-economic development in a distressed 
economy.  

i. Vocational and technical education contributes to the reduction 
of individuals pursuing white collar jobs and helps address 
the issues of unemployment. By acquiring work skills in a 
variety of vocations, including electrical, plumbing, 
automotive, vulcanizing, computer engineering, agriculture, 
and cloth weaving, among others, training youths and adults 
in vocational and technical trades empowers them to be 
self-reliant and self-employable and ensures adequate 
money circulation in the economy.  

ii. It produces skilled and trustworthy workers who can make use 
of the wealth of natural and human resources a nation has to 
offer for economic and industrial growth and development, 
vocational and technical education serves as a driving force 
behind people's desire to work for their country.  

iii. VTE contributes to the quickening of economic growth. The 
growth of the person or individual came before the 
development of the society or country. In order to meet 
people's everyday requirements in all spheres of life 
endeavors, there must fundamentally be constant economic 
growth. The nation's 2030 vision—which includes the 
Sustainable Development Goals (SDGs)—cannot be 
achieved unless vocational and technical education, among 
other things, is used to empower young people throughout 
the country.  

iv. Trained indigenous craftsmen, technologists, and fabricators 
must use vocational and technical education to create and 
construct the necessary machinery and equipment to 
address the growing socio-economic and developmental 
issues facing Nigeria. It is past time for Nigeria, the giant of 
Africa, to stop importing hardware and start producing or 
manufacturing it instead.  

v. Since there is a close connection between agricultural and 
vocational and technical education, agriculture itself is a 
vocation. Nigerian youth who receive sufficient farming 
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training will be equipped to become "intelligent users of our 
natural resources" (Morebise, 2022).  

vi. Vocational and technical education is also necessary to stop the 
Nigeria's historic youth emigration, which would cause a 
brain drain and waste of human resources, to other 
continents, particularly Canada, America, and Europe.  

vii. Rather than hiring foreigners to undertake tasks that locals 
could and should perform, employment and job 
opportunities should be developed where Nigerian 
youngsters with technical and vocational training might 
make use of their skills.  

viii. Nigeria as a nation is capable of ranking high in manpower 
development leading to sustainability of economic 
production within her borders through efficient vocational 
and technical education and training.  

ix. The industrial and agro-processing industries in agriculture and 
other informal sectors could experience a much-needed 
boom thanks to investments in VET.  

x. To add value to primary products and natural resources in the 
agriculture sector, VTE has the capacity to train and absorb 
a sizable workforce, sparking an industrial revolution in 
Nigeria.  

xi. Skilled labor from VTE might also be used to make farm 
equipment and machines, to improving agriculture.  

 
Conclusion 
Vocational and technical education plays a vital role in driving socio-
economic development, especially in a struggling economy. By 
providing practical skills and training, it equips individuals to meet the 
demands of the workforce and contribute to the growth of industries. 
This type of education also addresses unemployment by creating a 
workforce with relevant skills. Additionally, it fosters entrepreneurship 
and innovation, leading to economic empowerment and overall 
development. In distressed economies, investing in vocational and 
technical education can bring about positive change and pave the way 
for sustainable progress. 
Vocational and technical education serves as a cornerstone of 
economic development by equipping individuals with practical skills, 
meeting industry demands, fostering entrepreneurship, and enhancing 
global competitiveness. As economies continue to evolve in response 
to technological and market changes, the significance of vocational 
education in shaping a skilled and adaptable workforce cannot be 
overstated. By recognizing the pivotal role of vocational and technical 
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education, societies can foster sustainable economic development and 
prosperity for generations to come. 
Vocational and technical education serves as a linchpin for driving 
socio-economic development in a distressed economy. Its capacity to 
address unemployment, foster entrepreneurship, and enhance economic 
resilience makes it an indispensable component of any comprehensive 
strategy for economic revitalization. As such, policymakers and 
stakeholders must recognize the pivotal role of vocational and 
technical education in navigating economic challenges and prioritize its 
integration into broader economic development agenda. By doing so, 
they can lay the groundwork for a more inclusive, innovative, and 
resilient economy that thrives even in the face of adversity. 
 
Recommendations 
For vocational and technical education to serve as catalyst for socio-
economic development in a distressed economy like what is obtainable 
in Nigeria, the following recommendations are made:  
1. To sustain and grow vocational and technical education and training 
in Nigeria, the government should cooperate with the private sector. 
The government should, in particular, promote private sector 
investments in technical and vocational education and training.  
2. Organizations at the federal, state, and local levels should have a 
distinct goal and vision for technical and vocational education, and, the 
goal should be pursued with vigor.  
3. Making important policy choices involving vocational and technical 
education, the government, notably the Ministry of Education, should 
consult with a wide range of stakeholders, including educators, 
members of the business and industry community, parents, students, 
academicians, and other professionals.  
4. It is imperative that the school curriculum prioritize a well-rounded 
approach by including employability, technical, and general skills into 
vocational programs. Vocational curricula should also be adaptable and 
sensitive to the demands of the country both now and in the future. 
5. To maintain employer and private sector commitment to education, 
training, and human resource development, policy makers should 
introduce legislation linked to new reform efforts such school/business 
collaborations, school-to-work activities, technological preparedness, 
and workforce development. 
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Abstract: STEAM education in early childhood represents a paradigm 

shift that goes beyond the traditional transmission of 
knowledge, directing the educational process toward the 
integrated development of the child as an active agent of 
their own learning. This article examines the pedagogical 
foundations of the STEAM approach in preschool 
education and highlights the way in which they can become 
a catalyst for the professional development of future early 
childhood educators. Grounded in socio-constructivism 
(Vygotsky), experiential learning (Kolb), and project-based 
pedagogy (Kilpatrick), STEAM education emerges as a 
transdisciplinary learning framework that fosters 
exploration, investigation, and guided reflection. The 
second part of the article emphasizes the role of students’ 
active participation in STEAM-based projects and 
workshops as a strategy for developing 21st-century 
pedagogical competences critical thinking, creativity, 
adaptability, intelligent use of technology, and inclusive 
pedagogical practices. Through examples from a university 
workshop, the article illustrates how initial teacher 
training can evolve into a reflective and application-
oriented process in which the student transitions from the 
role of passive recipient to that of designer of educational 
experiences. The conclusions suggest that STEAM 
education has the potential to shape a new professional 
profile of the educator innovative, reflective, and capable 
of mediating complex learning within a constantly 
changing world. 

 
Keywords: STEAM approach; initial teacher education; students; 

pedagogical competences; teaching practice; educational 
innovation. 

 
Theoretical Foundations of STEAM Education  
STEAM Education (Science, Technology, Engineering, Arts and 
Mathematics) in early childhood is not merely a curricular innovation, 
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but a profound pedagogical paradigm shift. It stems from a holistic 
understanding of the preschool child as an active, creative learner 
capable of constructing knowledge through social interaction, practical 
exploration, and integrated experiences. The pedagogical foundations 
of STEAM in both private and public preschools in Romania are 
aligned with classical learning theories as well as with recent research 
on cognitive and socio-emotional development. 
 One of the core foundations of STEAM education is constructivism 
(Piaget) and its socio-constructivist extension (Vygotsky), which 
emphasize that learning at an early age is the result of the child’s active 
interaction with both the environment and others. In the STEAM 
context, hands-on activities and collaborative projects enable children 
to develop scientific and mathematical concepts through discovery, to 
strengthen problem-solving abilities, and to construct understanding 
through dialogue and social negotiation. The zone of proximal 
development (Vygotsky,1978) is essential, with the educator acting as 
a facilitator who provides adaptive scaffolding to support each child’s 
cognitive and emotional progress. 
 Inspired by Dewey and Kolb, STEAM education promotes 
experiential learning, in which knowledge is derived from action, 
reflection, and practical application. STEAM learning experiences 
typically follow a cyclical process observing, hypothesizing, 
experimenting, discussing results, and applying innovative solutions. 
Project-based pedagogy (Kilpatrick) extends this process by engaging 
children in integrated activities that combine science, technology, the 
arts, and mathematics, enabling the development of interdisciplinary 
competencies within an authentic and motivating educational context. 
 Play represents the central medium of learning in early childhood. In 
STEAM-based contexts, play becomes guided exploration (Weisberg 
et al., 2016), through which children encounter complex concepts in a 
playful setting supported by strategic questioning and engaging 
materials. This approach merges creative freedom with pedagogical 
intentionality, fostering executive functions, critical thinking, and 
collaboration. 
 “Education has a decisive role on the personal development of the 
individual. It is especially important that from an early age the 
individual should have an effective education that will reflect on his 
entire life. Along with education, the internal and external factors that 
condition the development of the individual also play an important 
role”. (Egerău, A.M., Coșarbă, E.M., Torkoș H., 2022). 
The pedagogical foundations of STEAM also involve transcending 
disciplinary boundaries and promoting transdisciplinary and emergent 
learning (Colucci-Gray et al., 2019). Activities are not fragmented into 
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separate lessons of mathematics, science, or art; rather, they are 
integrated into fluid learning experiences in which children explore 
real and complex phenomena. For example, building a bridge from 
recyclable materials simultaneously incorporates engineering, physics, 
geometry, artistic expression, and ecological awareness. 
In STEAM education, the child is seen as an active agent of learning. 
Curriculum design and teaching strategies are adapted to the child’s 
interests, needs, and individual rhythm of development. Observation, 
developmental benchmarks (RFIDT, 2024), and continuous feedback 
allow educators to personalize learning experiences while ensuring 
equitable access to inquiry and cognitive growth. 
A key pedagogical principle of STEAM is the integration of 
technology not as passive instruction, but as a tool for creation and 
exploration. Educational robots, interactive apps, and digital platforms 
encourage visual programming, 3D modeling, simulation, and creative 
communication, all of which develop computational thinking and 
adaptability in digital environments. 
Finally, STEAM education is grounded in principles of inclusion and 
equity, providing all children regardless of ability or cultural 
background with access to rich and innovative learning experiences. 
Collaboration with families represents a vital component of this 
process: parents become partners in education, contributing to a 
continuous learning ecosystem between preschool and home. 
Thus, the pedagogical foundations of STEAM in early childhood 
configure a child-centered, interactive, transdisciplinary, and 
experience-based learning model. This approach prepares children not 
only for school, but for a rapidly changing world in which creativity, 
critical thinking, and collaboration are essential for personal and social 
success. 
 
The involvement of students in STEAM activities for the 
development of 21st-century pedagogical competences 
Initial teacher education involves far more than the accumulation of 
theoretical knowledge; it requires the development of a flexible, 
reflective, and adaptive professional identity aligned with the demands 
of contemporary education. In this regard, the active integration of 
students in STEAM activities and projects becomes an essential 
pedagogical tool, as it enables them to experience teaching both from 
the perspective of the child and from that of the future educator. 
Through direct participation in workshops, experiments, and 
interdisciplinary projects, students develop not only methodological 
skills but also metacognitive and socio-emotional competences, which 
are fundamental to a child-centered pedagogy (OECD, 2021). STEAM 
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education serves as a bridge between academic theory and professional 
teaching practice by encouraging students to design, implement, and 
evaluate authentic learning situations based on inquiry and exploration 
(Quigley & Herro, 2016). This approach supports the transition from a 
passive role specific to traditional training to an active one, in which 
the student becomes a designer of learning environments, consistent 
with Laurillard’s (2012) “teacher-as-learning-architect” paradigm. 
From the perspective of professional competence development, 
involvement in STEAM activities strengthens curriculum design skills, 
critical thinking, and pedagogical reflection. Practical experience 
requires future educators to adapt strategies according to the 
developmental level of children and the zone of proximal development 
(Vygotsky), developing what Fullan and Quinn (2017) refer to as 
“adaptive capacity” the ability to adjust pedagogical action in real time. 
Furthermore, in STEAM-based contexts, experiential learning 
strategies (Kolb) and project-based pedagogy (Kilpatrick) are not 
merely understood conceptually but internalized procedurally: students 
experience the full instructional design cycle exploring themes, 
defining objectives, preparing resources, facilitating investigation, and 
assessing outcomes which contributes to the development of systemic 
pedagogical thinking (Moyer-Packenham & Westenskow, 2022). This 
experiential process aligns with mentorship-based learning and 
reflective practice, reinforcing the emergence of the innovative 
educator profile required in 21st-century education. 
Another defining element of STEAM training is the development of 
computational thinking, regarded today as a form of emergent 
cognitive literacy (Wing, 2017). Through the introduction of digital 
tools educational robots, interactive applications, visual programming 
students come to understand how technology can function as a catalyst 
for active learning rather than as a passive means of instruction. This 
paradigm shift helps them distinguish between using technology as a 
consumption medium and using it as a space for knowledge 
construction (Roehrig et al., 2021). Familiarity with digital tools also 
enhances their ability to design educational scenarios adapted to the 
needs of digital-native children, thus developing intelligent digital 
pedagogy, a highly demanded competence in today’s educational field. 
In addition, STEAM activities reinforce cohesion between theoretical, 
practical, and attitudinal dimensions of teacher training, facilitating the 
internalization of inclusive education values. Within STEM/STEAM 
workshops, students have the opportunity to apply differentiation 
strategies and adaptive scaffolding, developing sensitivity toward 
learner diversity and understanding that every child can participate 
regardless of pace or learning style (Paniagua & Istance, 2018). In this 
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sense, STEAM fosters a pedagogy of equity grounded in equal access 
to meaningful learning experiences. 
Finally, participation in such activities cultivates pedagogical 
leadership and professional collaboration. Students learn to work in 
teams, to share ideas, to negotiate solutions, and to take responsibility 
for their contribution to the final learning product. Collaboration is thus 
both a learning process and an educational outcome, preparing future 
educators to act as facilitators of learning communities (OECD, 2021). 
“The motivation for learning illustrates the determination each student 
has towards this important process. When the motivation starts from 
within each student, we say that it is an intrinsic motivation, and when 
it comes from the outside, we will call it an extrinsic motivation”. 
(Roman, A., F., Felea, M.I., 2022). 
Therefore, the involvement of students in STEAM activities is not a 
simple methodological addition to traditional practice but a genuinely 
transformative strategy for initial teacher education, allowing for the 
integrated development of key 21st-century competences: creativity, 
pedagogical reflection, adaptability, innovation, digital literacy, and 
socio-emotional sensitivity. Through this approach, universities 
prepare not only graduates who know the theory of early childhood 
education, but professionals capable of reinventing it through practice. 
 
Example of a STEAM workshop carried out at Aurel Vlaicu 
University of Arad  
The following examples illustrate a series of STEAM-based activities 
implemented during a workshop held at Aurel Vlaicu University of 
Arad, within the EFASTUD student conference (October 2025), with 
the participation of first- and second-year students enrolled in Early 
Childhood and Primary Teacher Education (PIPP). 
 
SCIENCE – Activities for Preschool and Primary Level 
Preschool 
Title: Floating Planets 
Operational objective: 
O1 – to use a pipette to create colored planets, developing fine motor 
skills and imagination. 
Materials: bowl, colored liquids (blue, orange, green, purple), pipettes 
Methods: demonstration, explanation, observation, conversation 
Primary 
Title: Craters on the Moon 
Operational objective: 
O1 – to understand that the surface of the Moon (and other celestial 
bodies) is covered with craters formed by impact. 
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Materials: tray, flour, cocoa powder, ruler 
Methods: demonstration, explanation, observation, conversation 
 
TECHNOLOGY – Activities for Preschool and Primary Level 
Preschool 
Title: My Space Rocket 
Operational objective: 
O1 – to recognize technological objects used to reach space (rocket, 
space shuttle, telescope). 
Materials: balloons, paper tube, colored paper, glue, string 
Methods: demonstration, explanation, observation, conversation 
Primary 
Title: The Fun Solar System 
Operational objective: 
O1 – to build a simplified model of the solar system by ordering the 
planets according to their distance from the Sun. 
Materials: orange, toothpicks, modelling clay 
Methods: demonstration, explanation, observation, conversation 
 
ENGINEERING – Activities for Preschool and Primary Level 
Preschool 
Title: Our Powerful Sun 
Operational objective: 
O1 – to explore simple notions of engineering by creating an object 
that emits light. 
Materials: disposable cup, flashlight, colored paper 
Methods: demonstration, explanation, observation, conversation, 
exercise 
Primary 
Title: Planet-Exploring Rover 
Operational objective: 
O1 – to apply science and engineering knowledge to construct a 
functional model. 
Materials: small cardboard boxes, straws/skewers, plastic bottle caps, 
adhesive tape, glue, scissors, colored cardboard 
Methods: demonstration, explanation, observation, conversation, 
exercise 
 
ART – Activities for Preschool and Primary Level 
Preschool 
Title: The Happy Sun 
Operational objective: 
O1 – to use unconventional materials to create an artistic composition. 
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Materials: A4 sheet, pasta, colored paper 
Methods: demonstration, explanation, observation, conversation, 
exercise 
Primary 
Title: Miniature Solar System 
Operational objective: 
O1 – to name and order the planets of the solar system in relation to the 
Sun. 
Materials: disposable cup, polystyrene balls, skewers, paint 
Methods: demonstration, explanation, observation, conversation, 
exercise 
 
MATHEMATICS – Activities for Preschool and Primary Level 
Preschool 
Title: Planets Reunite in Space 
Operational objective: 
O1 – to correctly match the corresponding halves of the planets using 
the given materials. 
Materials: halved planets (picture cards), glue, string 
Methods: demonstration, explanation, observation, conversation, 
exercise 
Primary 
Title: Cosmic Multiplication Race 
Operational objective: 
O1 – to perform rapid calculations in a playful context. 
Materials: game board, cord/string, dice, rocket tokens, number cards, 
markers 
Methods: demonstration, explanation, observation, conversation, 
exercise. 
 
Conclusions 
STEAM education at the preschool and primary level emerges as an 
innovative pedagogical approach capable of responding to the 
challenges of contemporary society by fostering the early development 
of integrated competences essential for children’s adaptation to 
complex learning contexts. Grounded in constructivism, experiential 
learning and project-based pedagogy, STEAM represents a 
transdisciplinary learning framework in which knowledge is not 
transmitted, but co-constructed with the child through exploration, 
guided investigation, and reflective practice. This paradigm transforms 
the role of the educator from a transmitter of content into a facilitator 
of discovery and mediator of meaning-making. 
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At the same time, the analysis of students’ involvement in STEAM 
activities demonstrates the major impact of this approach on the initial 
stages of professional teacher education. Participation in workshops, 
projects, and authentic learning contexts enables students to move from 
a theoretical understanding of the curriculum to a practical and 
reflective application of it, developing higher-order pedagogical 
competences such as instructional creativity, adaptive capacity, 
collaboration, critical thinking, and digital literacy. STEAM thus 
becomes a formative environment in itself, strengthening the 
professional identity of future educators and preparing them to meet 
the real needs of digital-native learners. 
The practical examples provided illustrate that STEAM facilitates both 
vertical alignment in learning (from preschool to primary level) and the 
creation of strong links between theory and practice in university 
training. Students learn to design child-centered learning situations, 
implement curricular adaptations, and use technology as a tool for 
knowledge construction rather than as a simple illustrative aid. 
Furthermore, the development of computational thinking and the use of 
digital instruments lay the foundation for the emergence of a 
professional profile aligned with the demands of the school of the 
future. 
Therefore, STEAM plays a dual formative role: it supports the holistic 
development of the child and simultaneously innovates initial teacher 
education by transforming pedagogical practice into a reflective, 
creative, and competence-oriented process. We conclude that the 
systematic integration of STEAM in university training contributes to 
shaping educators who are capable of designing meaningful, inclusive, 
and future-oriented learning environments, thus becoming agents of 
change in early childhood education. 
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Abstract: The study investigated the impact of teachers' motivation on 

senior secondary school students' academic performance in 
Osun State, Nigeria. The study's objectives are to examine 
how teachers' motivation influence the academic 
performance of secondary school students in Osun 
Statedue toow performance in examinations. The study 
employed a descriptive survey research design. Three 
hundred and twenty-four r (324), one hundred and eight 
(108) teachers, and two hundred and sixteen (216) students 
randomly drawn from 18 secondary schools constituted the 
study sample. Two valid and reliable instruments were 
used to collect data from the study. These include: an 
adapted Questionnaire on Influence of Teachers’ 
Motivation (TMQ), which was subjected to Pearson 
Product-Moment Correlation (PPMC) to establish the 
reliability index of the instrument at 0.85, and Academic 
Performance Test in Civic Education, Mathematics and 
English language (AACME). The research question was 
analyzed with descriptive statistics. while the research 
hypotheses were analyzed with t-test and Pearson’s 
Product-Moment Correlation.  The result of the study 
revealed that teachers' motivation is influenced by a range 
of factors, including the teaching environment, school 
resources, promotion opportunities, salary, and 
recognition. The result revealed a weak, positive 
relationship (r = 0.118, p > 0.05) between teacher 
motivation and students' academic performance; 
insignificant difference between young and old teachers' 
motivation. The study recommended the present teachers’ 
motivation should be sustained among secondary school 
teachers in Osun State, Nigeria because it does not 
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negatively affect students’ academic performance. It is also 
suggested that teachers' motivation be strengthened, as this 
continues to increase positive teacher commitment as the 
working conditions are upgraded to make them more 
appealing. 

 
Keywords: teachers’ motivation; academic performance; secondary 

school students. 
 
Introduction 
Academic performance is basically how well a student can show what 
they've learnt over a certain time when they take their exams. Schools 
use it as one way to measure if students are doing well or not. It's about 
whether students are meeting the standards that education officials 
have set as the bar for judging how they're getting on. We're talking 
about the marks or grades students get when they sit their exams. 
Brew, Nketiah, and Koranteng back in 2021 pointed out that doing 
well academically really matters in any education system because it 
helps students reach their learning goals and makes their lives better. 
But here's the thing - students in secondary schools in Osun State aren't 
doing too well, and most of them aren't managing to hit their 
educational targets or improve their lives much. Uthman mentioned in 
2022 that you can clearly see public education going backwards in 
Osun State, and this shows up in how poorly public-school students are 
doing in both their school exams and external ones. He also found that 
there's been a steady drop in how well public-school students perform 
in their West African Examination Council exams from 2019 right 
through to 2022. 
Several contributing elements have been identified as accountable for 
this phenomenon, encompassing students' inadequate disposition 
towards academic pursuits, insufficient infrastructure and pedagogical 
resources, inadequate domestic financial assistance, amongst other 
considerations. On a worldwide scale, educator motivation constitutes 
a fundamental issue of paramount importance, given its direct 
correlation with student academic performance. Ainembabazi & 
Ezeonwumdu, (2025). Research underscores that educators who 
demonstrate high levels of motivation exhibit enhanced effectiveness, 
resulting in superior academic achievements, reduced rates of 
absenteeism, and more efficient resource allocation (O'Sullivan, 2022, 
& Gil, 2023). Motivation may be defined as the internal impetus or 
stimulus that precipitates particular human behaviour or the absence 
thereof within a specified temporal framework, under given prevailing 
circumstances. It represents a driving force that encompasses 
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individual internal motivation in the endeavor to compel educators 
towards specific actions in response. 
According to Usman (2019), motivation constitutes purposeful, 
deliberate, and objective-driven conduct that encompasses specific 
elements or influences operating upon or within an individual to 
commence, maintain, and guide behavior. Teacher motivation, 
conversely, denotes those variables and elements that compel educators 
to undertake particular actions. Educators necessitate regular 
motivational support, which may manifest in diverse forms, including 
salary enhancements, employment stability, career advancement 
opportunities, and conducive professional environments, as noted by 
Ortan (2021). Such incentives revitalize teachers' vigor and dedication 
to providing excellence in education, particularly under demanding 
conditions, as observed by Ainembabazi and Ezeonwumdu (2025). 
This factor typically governs an educator's capability and professional 
performance within their role. 
School administrators ought to priorities the provision of substantive 
and stimulating work opportunities, fostering a sense of 
accomplishment, conferring additional responsibilities, acknowledging 
professional achievements, and creating pathways for professional 
development and career progression. These elements, amongst other 
motivational factors, encourage educators to demonstrate exemplary 
conduct, as the most capable and inventive staff members are not 
exclusively driven by monetary compensation but rather derive 
fulfilment from their professional endeavors. The World Development 
Report (2018) concerning education identified a worldwide educational 
crisis attributed to inadequate institutional governance and insufficient 
educator motivation. Mustary (2021) noted that both intrinsic and 
extrinsic incentives in Japan and Bangladesh successfully motivated 
teaching professionals to direct students' efforts towards enhanced 
academic outcomes. Educator motivation exerts a positive influence 
upon all components of the educational process. When teaching staff 
experience job satisfaction, they demonstrate enhanced commitment to 
delivering high-quality educational content to students. In his research, 
Hammar (2024) observed that educators also stress the importance of 
maintaining appropriate sanitary conditions and security measures in 
establishing a favorable working environment. 
Teachers' motivation represents a critical concern that must be 
addressed within Nigeria's 21st-century educational framework. It 
would be accurate to assert that the motivation levels of educators 
directly influence their pupils' achievements. Research by 
Ainembabazi & Ezeonwumdu (2025) highlights the significant 
relationship between educator motivation and scholastic success in 
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private secondary institutions within Bushenyi-Ishaka Municipality, 
suggesting that enthusiastic teachers are more inclined to invest the 
necessary effort to enhance their learners' academic results. Elements 
including acknowledgement, constructive feedback, employment 
stability, and collaborative partnerships with management all foster 
increased teacher motivation, subsequently improving educational 
outcomes. Across Africa, Ghana's government has implemented 
educational programs aimed at enhancing educational standards. 
However, it is regrettable that these programs have insufficiently 
addressed teacher motivation as a priority (Othoo, & Nekesa, 2022). 
The age of teachers also plays a role in how motivated they feel at 
work. Generally, younger teachers tend to be more motivated because 
they're fresh-faced, full of energy, and have big hopes for what lies 
ahead in their careers. This is especially true when they're just starting 
out. However, as time goes on and those high hopes don't quite pan out 
as expected, their enthusiasm for the job starts to fade, which can also 
impact how well communication flows within the school, as Bambang 
noted in 2016. Research by Adeoye, Akoma, and Binuyo in 2014 has 
recognized that employee age does indeed relate to work motivation. 
Other studies have highlighted significant differences in motivation 
levels between younger and older teachers. Interestingly, Njoku, 
Igbodor and Amalu found in 2020 that older teachers actually seem 
more motivated than their younger colleagues, suggesting that 
motivation increases with age in what Herzberg's theory describes as a 
u-shaped pattern. 
Motivation can influence teachers' attitudes towards their work. As a 
result, the significance of teachers' motivation on the academic 
performance of secondary school students in Osun State cannot be 
overstated; thus, this study seeks to investigate the influence of 
teachers' motivation on students' academic performance in secondary 
schools in Osun State. 
 
Statement of the Problem 
When students get into secondary school, they're supposed to do well 
in their exams - both the ones set by outside bodies and their school 
tests - so they can get into university or further education and pick up 
the skills they need to find decent jobs. The National Bureau of 
Statistics worked with WAEC to look at how students performed in the 
WASSCE between 2019 and 2022, and their findings weren't great for 
some areas. The report showed the ten worst-performing states in 
2022, and Osun State came second from bottom with just 32.6% - that 
put them 36th out of all the states plus the Federal Capital Territory in 
Abuja. It appears that one of the primary reasons students struggle in 
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secondary school is related to the level of motivation their teachers 
exhibit. Quite a few teachers nowadays don't really see teaching as 
their final career - they're just using it as a stepping stone to something 
better. Many of them are trying to juggle teaching with other jobs like 
running small businesses on the side, which means they're not fully 
focused, and their enthusiasm for teaching suffers. This lack of 
motivation from teachers appears to be affecting how well students 
perform as well. 
However, since low academic performance of students is a major and 
persistent problem as well as the motivation of teachers, it is of utmost 
importance to review the existing literature on the problem. And as 
such, this study investigated the influence of teachers’ motivation on 
students’ academic performance in senior secondary schools in Osun 
State. 
 
Research Question 
The following research question guided the study: 
1. What is the level of teacher’s motivation among senior secondary 
school teachers in Osun State? 
 
Research Hypotheses 
The following research hypotheses guided the study: 
H01: Teachers’ motivation will not significantly influence students’ 
academic performance in Senior Secondary Schools in Osun State. 
H02: There is no significant difference between young and old 
teachers’ motivation in Senior Secondary Schools in Osun State in 
Secondary School in Osun State. 
 
Methodology  
The research employed a descriptive survey methodology. The study's 
target population encompassed all senior secondary school educators 
and pupils within Osun State. A multi-stage sampling approach was 
utilized for this investigation. The initial stage entailed employing 
purposive sampling methodology to select one senatorial district from 
the three senatorial districts within Osun State based upon geographical 
proximity, whilst random sampling techniques were applied to choose 
three Local Government areas from the ten Local Government areas 
within the selected senatorial district. The subsequent stage involved 
selecting six senior secondary schools from each of the three chosen 
Local Government Areas within Osun East Senatorial district in Osun 
State through stratified random sampling methodology. The final stage 
encompassed the selection of six educators who were randomly chosen 
from each institution, yielding a total of one hundred and eight teachers 
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(108), whilst twelve pupils were randomly selected from each school, 
resulting in two hundred and sixteen students (216). The complete 
sample comprised three hundred and twenty-four (324) participants 
who served as representatives of the population. 
The study made use of two instruments. The researcher created a 
questionnaire on the influence of teachers' motivation on senior 
secondary school students' academic performance, as well as an 
academic performance test in civic education, mathematics, and 
English language. Items of the instrument were adapted from the works 
of Pedrito and Antonio (2023), as well as Obineme and Ekweogu. The 
teachers' questionnaire was used to collect data on instructors' 
motivation as predictors of secondary school students' academic 
success in the selected schools. 
The instrument was tagged “Teachers’ Motivation Questionnaire 
(TMQ)”. It was grouped into two sections, Section A contains the 
demographic information of the respondents such as name of school, 
Age, and gender. While section B consist of 20 items on teachers’ 
motivation. The items on the instrument were structured based on four-
point Likert scale ranging from Strongly Agree (4 Points), Agree (3 
Points), Disagree (2 Points) And Strongly Disagree (1 Points). 
An academic performance test in Civic Education, Mathematics and 
English language (AACME) developed by specialist in test 
construction with the use of table of specification was used to gather 
data on academic performance of students in senior secondary school 
one. Each test consists of 15 items of multiple-choice questions with 
four options (Letters A to D) comprising of one key and three 
distracters. Summation of marks or score achieved by the student in all 
the questions were considered as his or her academic performance. The 
scoring was done on the basis of responses of the students on every 
item of each question and 1 mark was awarded on each question 
answered correctly answer and 0 for wrong option, the securing 
maximum score 15 and minimum of 0 on each scale.   To ensure the 
validity of the instruments, the original versions were distributed to 
three lecturers in the fields of educational management, testing, and 
measurement to assess the instruments' applicability in relation to the 
research issue. The "Teachers' Motivation Questionnaire (TMQ)" was 
administered to thirty (30) teachers who were not included in the study 
sample. The acquired data were subjected to Pearson Product Moment 
Correlation (PPMC) to determine the instrument's reliability index of 
0.85. A pilot test was done to assess the reliability of the second 
instrument, "AACME”.  The instrument was administered to 30 
students who were not part of the study sample. The data collected 
were subjected to Cronbach’s alpha which was calculated to evaluate 
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internal consistency of the instrument, indicating good internal 
consistency reliability. The reliability index was realized at 0.87 
coefficient. Copies of the questionnaire were personally administered 
to 108 senior secondary school teachers in Osun State, and academic 
performance test was conducted for 216 senior secondary school 
students in Osun State. The acquired data was examined using both 
inferential and descriptive statistics. While inferential statistics like 
Pearson's Product Moment Correlation and the independent sample t-
test were employed to evaluate the hypotheses, descriptive statistics 
like frequency count, percentages, averages, and standard deviation 
were utilized to address the research topic. 
 
Results: 
 Research Question 1: What is the level of teacher’s motivation 
among senior secondary school teachers in Osun State?  
Table 1: Statistical analysis of the level of teachers’ motivation 
among senior secondary schools’ teachers in Osun State. 
S/
N 

ITEMS 
TEACHERS’ 
MOTIVATION  

SD 
(%
) 

D 
(%) 

A 
(%
) 

SA 
(%) 

Me
an 
 

Ran
k  

 
1. Conducive 

teaching 
environment 
improves my 
motivation as a 
teacher 

5 
(4.6) 

6 
(5.6) 

42 
(38.9) 

55 
(50.9
) 

3.36 3rd 

2. School 
environment is 
a major factor 
that improves 
my motivation 

6 
(5.6) 

19 
(17.6
) 

51 
(47.2) 

32 
(29.6
) 

3.00 7th 

3. The school 
where I work 
provides me 
with sufficient 
resources to do 
my job better. 

8 
(7.4) 

29 
(26.9
) 

49 
(45.4) 

22 
(20.4
) 

2.78 14th 

4. Regular 
promotion 
enhance my’ 
motivation 

10 
(9.3) 

18 
(16.7
) 

43 
(39.8) 

37 
(34.3
) 

2.99 8th 

5. Delay in salary 17 32 41 18 2.55 13th 
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payment has 
affected my 
interest 
negatively in 
teaching in the 
classroom 

(15.7
) 

(29.6
) 

(38) (16.7
) 

6. State 
government 
regularly 
carries out 
teachers’ 
promotion and 
this has positive 
effect on my 
motivation 

14 
(13.0
) 

28 
(25.9
) 

53 
(49.1) 

13 
(12) 

2.60 15th 

7. Regular salary 
is a major 
factor of 
motivation 

6 
(5.6) 

15 
(13.9
) 

49 
(45.4) 

38 
(35.2
) 

3.10 4th 

8. Increment in 
my salary 
always 
encourage me 
to teach 
students well. 

13 
(12.0
) 

16 
(14.8
) 

37 
(34.3) 

42 
(38.9
) 

3.00 7th 

9. Poor salary 
enhances my 
good 
performance 

52 
(48.1
) 

36 
(33.3
) 

11 
(10.2) 

9 
(8.3) 

1.78 15th 

10. Programs like 
seminars, 
conference and 
workshops 
conducted for 
teachers 
influence my 
motivation 

8 
(7.4) 

8 
(7.4) 

57 
(52.8) 

35 
(32.4
) 

3.10 4th 

11. Career 
development 
opportunities of 
teachers 
enhance my 
motivation 

3 
(2.8) 

16 
(14.8
) 

58 
(53.7) 

31 
(28.7
) 

3.08 5th 
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12. Conferences 
organized in the 
school 
enhances my 
motivation 

6 
(5.6) 

11 
(10.2
) 

70 
(64.8) 

21 
(19.4
) 

   
2.98 

9th 

13. seminars, 
conferences and 
workshops for 
training and 
development 
are organized in 
the school to 
influence my 
motivation 

7 
(6.5) 

22 
(20.4
) 

58 
(53.7) 

21 
(19.4
) 

2.86 11th 

14. I have 
opportunities to 
broaden my 
professional 
knowledge. 

12 
(11.1
) 

18 
(16.7
) 

52 
(48.1) 

26 
(24.1
) 

2.85 12th 

15. I have a job in 
which I can 
easily meet all 
my basic needs 
(food, water, 
sex, etc.) 

19 
(17.6
) 

28 
(25.9
) 

48 
(44.4) 

13 
(12.0
) 

2.50 14th 

16.  The school 
where I work is 
not exposed to 
any danger that 
may cause 
health 
problems. 

11 
 
(10.2
) 

17 
(15.7
) 

53 
(49.1) 

27 
(25.0
) 

   
5.26 

1st 

17. My school 
gives me the 
opportunity to 
know whether I 
do my job well 
or not. 

4 
(3.7) 

14 
(13) 

64 
(59.3) 

26 
(24.1
) 

   
4.82 

2nd 

18 The school 
where I work 
contributes to 
my recognition. 

7 
(6.5) 

21 
(19.4
) 

56 
(51.9) 

24 
(22.2
) 

2.88 10th 

19.  People respect 10 17 47 34 3.03 6th 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 377-394 

386 
 

me because I 
am a teacher. 

(9.3) (15.7
) 

(43.5) (31.5
) 

20. I respect myself 
for having the 
profession of 
teaching. 

8 
(7.4) 

7 
(6.5) 

42 
(38.9) 

51 
(47.2
) 

3.03 6th 

 
The result showed that 89.8% of the respondents (97) agreed that 
conducive teaching environment improves their motivation as a teacher 
while 10.2% (11) did not agree that conducive teaching environment 
improves their motivation as a teacher. These results showed that 
majority of the respondents believe that Conducive teaching 
environment improves their motivation as a teacher while very few do 
not believe. Also, majority of the respondents (76.8%) agree to this 
statement that “School environment is a major factor that improves my 
motivation” while 25 respondents (23.2%) did not agree with the 
statement which indicates that school environment is a major factor 
that improves their motivation. 
The majority of respondents (65.8%, 71 individuals) endorsed the 
statement "The school where I work provides me with sufficient 
resources to do my job better," whilst 37 respondents (34.3%) 
disagreed with this perspective. This indicates that most schools where 
the respondents are employed furnish them with adequate resources to 
enhance their job performance. Furthermore, 80 respondents (74.1%) 
concurred that regular promotion boosts their motivation, whereas 28 
respondents (26%) held a contrary view, suggesting that consistent 
teacher promotion indeed enhances motivation levels. Additionally, 59 
respondents (54.7%) acknowledged that delayed salary payments have 
adversely affected their enthusiasm for classroom teaching, whilst 49 
respondents (45%) disagreed with this sentiment, demonstrating that 
salary delays do impact teachers' interest in classroom instruction. A 
significant proportion of respondents (61.6%, 66 individuals) 
supported the statement "State government regularly carries out 
teachers' promotion and this has positive effect on my motivation," 
while 42 respondents (38.9%) expressed disagreement. This suggests 
that respondents believe the state government's regular implementation 
of teacher promotions positively influences their motivation levels.  
Majority of the respondents (87) 80.6% agreed that regular payment of 
salary is a major factor of their motivation while 21 respondents 
(19.5%) did not agree with this view. This implies that regular payment 
of teachers’ salary is a major factor of most teacher’s motivation.  
Majority of the respondents (79) 73.2% agreed that increment in their 
salary always encourage them to teach students well while 29 
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respondents (26.8%) did not agree with this view. This implies that to 
encourage teachers to teach well in the class room, teacher’s salary 
should be increased, also, a higher number of the respondent’s 
population (88, 81.4%) disagreed that regular poor salary enhances 
their good motivation, while just 20 respondents 18.5% agree that poor 
salary enhances their good performance. The decision is then based on 
the fact that good salary enhances teacher’s good performance.  
Majority of the respondents (85.2%, 92) agree to this statement 
Programs like seminars, conference and workshops conducted for 
teachers influence my motivation” while 16 respondents (14.8%) did 
not agree with this statement which indicate that Programs like 
seminars, conference and workshops conducted for teachers is a major 
factor that influence teacher’s motivation. Also, a higher number of the 
respondent’s population (89, 82.4%) agree to the statement that 
“Career development opportunities of teachers enhance my 
motivation”, while 19 respondents (17.6%) did not agree with the 
statement.  This showed that most of the teachers that has the 
opportunity to career development opportunities are more motivated 
than teachers who do not have the opportunity to career development. 
Majority of the respondents (84.2%, 91) agreed that Conferences 
organized in the school enhances their motivation while 17 of the 
respondents (15.8%) did not agree with this view which is an 
indication that Conferences organized in the school enhances teacher’s 
motivation. 79 teachers representing 73.1% agreed that seminars, 
conferences and workshops for training and development are organized 
in the school to influence their motivation while 29 teachers 
representing 26.9% did not agree with this view which is an indication 
that when seminars, conferences and workshops for training and 
development are organized in the school it influences teachers’ 
motivation.  
Majority of the teachers (88) representing 72.2% agreed that they have 
opportunities to broaden their professional knowledge, while 30 
teachers representing 27.8% did not agree with this view. This implies 
that majority of the teachers have opportunities to broaden their 
professional knowledge. On the question “I have a job in which I can 
easily meet all my basic needs (food, water, sex, etc.)” 61 teachers 
representing 56.4% did agree with the view while 47 teachers 
representing 43.5% did not agree with this question. This implies that 
most of the teachers have a job in which they can easily meet all their 
basic needs (food, water, sex, etc.) Majority of the teachers (80) 
representing 744.1% agreed that the school where they work is not 
exposed to any danger that may cause health problems, while 28 
teachers representing 25.9% did not agree with this view. This implies 
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the school where most of the teacher’s work is not exposed to any 
danger that may cause health problems. 
On the question “My school gives me the opportunity to know whether 
I do my job well or not.” 90 teachers representing 83.4% agreed with 
this view while 18 teachers representing 16.7% did not agree with this 
question. On the question “The school where I work contributes to my 
recognition.”, 80 teachers representing 74.1% did say they strongly 
agreed while 28 representing 25.9% said they did not agree with this 
view.  This showed that most of the school where the teachers 
contribute to their recognition. 81 teachers representing 75% agreed 
that people respect them because they are teachers while 27 teachers 
representing 25% did not agree with this view which is an indication 
that most of the teachers are respected because of their profession. 93 
teachers representing 86.1% agreed that they respect themselves for 
having the teaching profession while 15 teachers representing 13.9% 
did not agree with this view which is an indication that most of the 
teachers respect themselves for having teaching profession. 
Furthermore, to determine the level of teachers’ motivation among 
secondary school teachers, the scores of the teachers were summed and 
categorized with the use of descriptive (Minimum = 26, Maximum = 
78, Mean = 57.63, and Standard Deviation = 8.01). The scores were 
categorized into three; Low = ’26 - 51’, Moderate= ’52 - 65’ High = 
‘66 – 78’, the results are presented in Table 2 

 
Table 2:  Level of Teachers’ Motivation 

Teachers’ Motivation  N % 
Low  
 
Moderate 
 
High  

16 
 
76 
 
16 

7.4 
 
35.2 
 
7.4 

 
The result shows that 7.4% of the respondents had low level of 
motivation, while 35.2% of them had moderate level of motivation and 
7.4% of the respondents had high level of motivation. Therefore, the 
level of teachers’ motivation in Osun State is Moderate. 
 
Research Hypothesis 1: Teachers’ motivation will not significantly 
influence students’ academic performance in Senior Secondary 
Schools in Osun State  
Table 3: Test on the relationship between teachers’ motivation and 
students’ academic performance in Secondary Schools in Osun 
State  
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Variable N Mean  Std.  
Deviation 

r P Remark 

Teacher’s 
motivation 
 
Students’ 
Performance 

108 
 
 
 
216 

57.6389 
 
 
 
20.3981 

8.01104 
 
 
 
5.10438 

 
 
0.118 
 
 

 
 
0.224 

 
Positive 
but weak 
relationship 

 
The result of the data analysis displayed in the Table 3 shows a weak 
positive relationship (p= 0.224) between teacher’s motivation and 
students’ academic performance (r= 0.118, p> 0.05). Hence, the null 
hypothesis of no significant relationship between teachers’ motivation 
and students’ academic performance in Senior Secondary Schools in 
Osun State is accepted. Therefore, there is positive and insignificant 
but weak relationship between teacher’s motivation and students’ 
academic performance. 
Research Hypothesis 2: There is no significant difference between 
young and old teachers’ motivation and teachers’ motivation in Senior 
Secondary School in Osun State.  
 
Table 4: Independent sample t-test on the difference between 
young and old teachers’ motivation in Secondary Schools in Osun 
State. 
  
 Variable 

Gender  
N Mean  Std. 

Deviation 
Df T P 

 
 
 
Teachers’ 
motivation 
 

Young 
Teachers   
 
Old  
Teachers 

35 
 
 
 
73 

57.2857 
 
 
57.8082 

9.17661 
 
 
7.45106 

 
 
106 
 
 

 
 
-
0.316 
 

 
 
0.753 

 
The result of the data analysis displayed in the Table 4.10 shows an 
insignificant difference between the two groups (t (106) = -0.316, p 
greater than 0.05). The mean score of the young teachers is 57.2857 
(SD=9.17661) while the mean score for old teachers is 57.8082 
(SD=7.45106). The results shows that old teachers have higher 
motivation than the young teachers. This implies that the hypothesis 
which states that there is no significant difference between young and 
old teachers’ motivation in Secondary Schools in Osun State is not 
rejected. That is, there is no significant difference between young and 
old teachers’ motivation in Senior Secondary Schools in Osun State  



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 377-394 

390 
 

 
Discussion of the Findings 
The research question was examined using descriptive statistical 
methods, including frequency counts, percentages, and mean 
calculations. These analyses illuminated the extent to which teachers 
experience motivation in secondary educational settings, alongside 
identifying various motivational influences. The findings demonstrate 
that an overwhelming majority of educators (89.8%) consider a 
supportive teaching environment essential for enhancing their 
motivation levels. Likewise, a substantial number of teachers (76.8%) 
acknowledge that the school environment serves as a crucial factor in 
boosting their motivation. Most teachers also regard consistent 
promotional opportunities (74.1%), timely salary payments (80.6%), 
and salary increases (73.2%) as fundamental motivational elements. 
Oko's 2014 research examined how teacher motivation affects student 
academic achievement. This investigation revealed that teacher 
motivation significantly influences student academic performance by 
fostering students' desire to learn. The research concluded that 
insufficient teacher advancement opportunities create substantial 
barriers to effective and efficient job performance. The study 
recommended that teachers receive compensation comparable to other 
professions demanding similar qualifications and responsibilities, 
enabling them to maintain dignified living standards through their 
primary employment without requiring supplementary work. 
Furthermore, professional development opportunities (82.4%), 
participation in conferences and seminars (84.2%), and workplace 
recognition (74.1%) are equally valued as significant motivational 
factors amongst educators. 
Conversely, a substantial minority of educators (26%) do not consider 
that routine advancement boosts their drive to work, whilst 23.2% 
disagree that a supportive educational setting enhances their motivation 
levels. Furthermore, 45% of teaching staff reject the notion that 
delayed salary payments have negatively influenced their enthusiasm 
for the profession. Research by Sadiku (2021) examining educator 
motivation in Kosovo revealed that recognition and rewards failed to 
provide meaningful motivation for teachers. These findings aligned 
with Harada's (2017) research, which demonstrated that financial 
incentives in Japan did not substantially drive teacher motivation. 
Nevertheless, these results contradicted the observations of Chaudhry 
et al. (2020), who noted that monetary compensation in Pakistan 
encouraged educators to increase their efforts and enhance pupils' 
academic achievement. 
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Research hypothesis one was addressed using Pearson’s Product 
Moment Correlation Method, the results of the data analysis indicate a 
weak positive relationship (r = 0.118, p > 0.05) between teacher 
motivation and students' academic performance. This means that there 
is a slight tendency for students' academic performance to increase as 
teacher motivation increases, but the relationship is not strong enough 
to be considered statistically significant. Since the p-value (p = 0.224) 
is greater than 0.05, the null hypothesis that teachers' motivation will 
not significantly determine students' academic performance is 
accepted. This means that the data does not provide evidence to reject 
the null hypothesis, and therefore, we cannot conclude that there is a 
statistically significant relationship between teacher motivation and 
students' academic performance. 
This result aligns with previous research conducted by Ainembabazi & 
Ezeonwumdu, (2025), whose investigation revealed that educators who 
receive adequate physical and emotional support demonstrate increased 
motivation to provide superior teaching, consequently improving 
pupils' academic outcomes. Nevertheless, the noted variations in 
learners' achievement were not statistically significant. In his research, 
Hammer, (2024), discovered that educators also highlighted the 
importance of adequate hygiene and safety measures in establishing a 
favorable work environment, with 68% of participants acknowledging 
these elements as crucial for sustaining motivation. 
These findings align with the research conducted by Ebenezer et al. 
(2022), which demonstrated that teachers' motivation did not 
significantly influence students' academic achievement. This suggests 
that whilst teachers' motivation may have some effect on student 
performance, this influence is not statistically meaningful. The 
researchers additionally discovered that poor academic outcomes 
amongst students in Nigeria cannot be attributed to teachers' 
motivational levels. Other contributing factors must therefore account 
for the documented decline in student academic achievement. Put 
differently, the evidence indicates that teacher motivation lacks 
substantial influence on pupils' academic success in Osun State. This 
suggests that alternative elements, including student capability, 
educational programs, and institutional resources, might be more 
crucial in shaping academic outcomes. Consequently, the hypothesis 
proposing that teachers' motivation would not significantly affect 
students' academic performance receives empirical support. The 
research demonstrates that teacher motivation fails to serve as a 
meaningful indicator of student academic success. 
Independent sample t-test was used to analyze the second hypothesis. 
The results of the data analysis indicate a weak positive relationship (r 
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= 0.079, p > 0.05) between teachers' motivation and teachers' age. This 
means that there is a very slight tendency for teachers' motivation to 
increase with age, but the relationship is not strong enough to be 
considered statistically significant. Since the p-value (p = 0.419) is 
greater than 0.05, the null hypothesis that there is no significant 
relationship between teachers' motivation and teachers' age is accepted. 
This means that the data does not provide evidence to reject the null 
hypothesis, and therefore, we cannot conclude that there is a 
statistically significant relationship between teachers' motivation and 
teachers' age. 
In support of the study, Bambang (2016) found that there is no 
difference in work motivation of teachers based on age, education 
level, rank, tenure, and school level. Results of this study corroborate 
the results of Adeoye, Akoma, & Binuyo (2014), (Njoku, Igbodor and 
Amalu, 2020) concluded that there is no relationship between 
education level, rank, age, and work experience with work motivation.  
To put it differently, the findings indicate that the age of educators 
bears no substantial influence on their level of motivation. This 
suggests that alternative elements beyond age, including years of 
teaching experience, educational qualifications, and the institutional 
setting, might be more crucial in shaping educator motivation. 
Consequently, the research proposition stating no meaningful 
correlation exists between educator motivation and age receives 
empirical support. The evidence demonstrates that age fails to serve as 
a reliable indicator of teaching motivation, and any initiatives aimed at 
enhancing educator motivation ought to concentrate on alternative 
variables. Fundamentally, the outcomes reveal that teaching motivation 
remains unaffected by chronological age, indicating that different 
considerations should be examined when seeking to boost educator 
motivation. 
 
Conclusion and recommendation  
The research results show that in Osun State Secondary Schools, 
teachers' motivation isn't actually causing students to perform poorly 
academically, so it's worth keeping teacher motivation at its current 
level. That said, it would still be a good idea to maintain and boost 
teachers' motivation through regular training programs, providing extra 
benefits, better pay structures, and good retirement packages to make 
sure students' academic results don't suffer down the line. What's really 
important is focusing on other things like how capable students are, 
what's being taught, making sure education centers around students' 
needs, and having proper school resources to help students do better 
academically. Since teachers' motivation doesn't really make a big 
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difference to how well students perform, we should also create 
motivation strategies that work regardless of how old teachers are, 
because age doesn't seem to affect their motivation anyway. Lastly, the 
government ought to put more money into the education budget each 
year to give extra funding that can help motivate teachers and support 
better teaching and learning. 
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Abstract: The growing geriatric population creates a greater need for 

integrated psychosocial therapies in old-age homes to 
enhance mental health, cognition, and social integration. 
This article provides an evidence-based description of 
well-established psychosocial therapies, including 
cognitive-behavioral therapy (CBT), reminiscence therapy, 
mindfulness practices, positive psychology interventions, 
social activity programs, and creative therapies like art 
and music therapy. Drawing on previous theoretical 
frameworks, such as the Successful Aging Model, 
Socioemotional Selectivity Theory, and the Cognitive 
Reserve Hypothesis, this study investigates how these 
interventions influence psychological resilience and quality 
of life in aging populations. A central focus is given to the 
translatability of psychosocial therapies to institutional 
settings, with consideration of challenges such as resource 
limitations, training, and resistance to change. Best 
practice for psychosocial integration, including the 
application of custom-designed care models and 
technology solutions, is reviewed. Ethical dilemmas, 
including autonomy, informed consent, and cultural 
responsiveness, are considered against the background of 
elder dignity and rights. Moreover, policy options highlight 
age-friendly healthcare policies based on prioritization of 
integrated holistic well-being. The findings emphasize the 
importance of multi-dimensional psychosocial care of the 
older population and invite continued research on the 
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effectiveness of long-term intervention, cross-cultural 
applicability, and innovative digital strategies to older 
populations. With an emphasis on evidence-based methods, 
this article aims to contribute to the evolution of 
psychosocial care in older adult care towards increasing 
dignity, activity, and emotional strength in older age. 

 
Keywords: elderly psychosocial care; aging well-being; cognitive-

behavioral therapy (CBT); reminiscence therapy; 
mindfulness interventions; positive psychology; social 
engagement; elderly mental health; resilience in aging; 
aging policy; digital interventions. 

 
Introduction 
The process of aging is characterized by complex biological, 
psychological, and social changes that strongly affect overall well-
being. Although increased longevity is a triumph of modern medicine 
and public health, it also represents a challenge in maintaining the 
quality of life in elderly individuals. Psychological and social 
determinants play a critical role in the choice of late life well-being, 
influencing emotional well-being, mental performance, and social 
integration (Artmann et al., 2017). Older adults in nursing homes are 
frequently subjected to stressors such as social isolation, loss of 
autonomy, and cognitive decline, and need a holistic response to care 
that extends beyond treatment (Peng, Zeng, Zhao, & Zeng, 2018). 
Psychosocial interventions provide a framework for the resolution of 
these complex needs, promoting resilience, emotional well-being, and 
engagement in meaningful activities. 
Older adult care facilities are home environments for aged populations, 
providing medical supervision, daily care, and social stimulation. Such 
an environment has intrinsic challenges that are detrimental to 
residents' psychological well-being. Research has evidenced high 
levels of depression, anxiety, and feelings of loneliness in older people 
with long-term care, which on occasion are magnified by situational 
and organizational factors such as restricted mobility, loss of self-
determination, and reduced levels of social activity (Neyens et al., 
2011; Wang, Shen, & Chen, 2022). There is also a widespread 
prevalence of cognitive impairment among aged residents, diminishing 
self-efficacy and detracting from the quality of life (Kim, 2003). Care 
home practice and environment also affect well-being, and spatial 
configuration, acoustics, and provision of greenspace are all central 
determinants to influence the residents' psychological well-being 
(Huang, Gong, & White, 2022; Zhou & Cao, 2023). Such complex 
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interactions highlight the importance of implementing psychosocial 
interventions that address mental and social well-being. 
Psychosocial interventions have increasingly been recognized as 
effective treatments for enhancing emotional and cognitive functioning 
in older adults. Informed by psychological and behavioral science, 
these interventions address important areas such as emotional 
regulation, cognitive stimulation, and social engagement (Roquete, 
Batista, & Arantes, 2017). Cognitive-behavioral therapy (CBT) has 
been widely applied to the treatment of depression and anxiety in older 
adults, with research demonstrating significant improvement in mood, 
self-efficacy, and coping (Lim, Shin, & Cho, 2018). Similarly, 
reminiscence therapy and life review methods have been reported to 
enhance self-esteem and social interaction through the facilitation of 
opportunities for older adults to reminisce about the past and construct 
narrative meaning in their life stories (Harada et al., 1995). Acceptance 
and mindfulness therapies have additional benefits in enabling 
emotional resilience, stress reduction, and moment awareness (Utsumi, 
Makimoto, Quroshi, & Ashida, 2010). These, among other treatments, 
are part of a broader health model of well-being beyond traditional 
medical intervention. 
The general aim of the current paper is to study evidence-based 
psychosocial therapies promoting well-being and active ageing among 
older persons in care homes. More precisely, the current study intends 
to identify effective psychosocial interventions to promote the mental 
health, cognitive functioning, and social participation of older 
individuals. In addition, this paper will also explore the impact of these 
therapies on quality of life and life expectancy, providing guidance on 
best practice for their implementation in institutional environments. An 
area of focus will be to outline how these interventions can be tailored 
to the unique needs of older residents based on environmental, cultural, 
and individual considerations. Furthermore, policy recommendations 
will be offered to make it simpler to incorporate psychosocial therapies 
into frameworks of elderly care so that psychological and social health 
are equally prioritized as physical health (Moore & Haralambous, 
2007). By bridging science with practice, this study strives to further 
expand the evolution of holistic and person-directed care in geriatrics. 
 
Theoretical foundations of psychosocial interventions for the 
elderly 
Aging is a complex process influenced by biological, psychological, 
and social factors. To understand and enhance well-being among the 
elderly, psychosocial interventions need to be grounded in theories of 
robust conceptual frameworks that elucidate the underlying 
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mechanisms of successful aging, emotional coping, cognitive 
resilience, and social integration. Several significant theories of 
psychological processes that explain the outcomes of aging and inform 
evidence-based interventions for care homes for older adults exist. 
The Successful Aging Model (Rowe & Kahn, 1997) refocuses aging on 
being something greater than the lack of disease and zeroes in on active 
engagement in life, cognitive and physical functioning, and 
psychological well-being. The model highlights the importance of 
social contact, purposeful activities, and continued personal growth in 
maintaining well-being later in life. Within geriatric care facilities, 
interventions to encourage physical activity, cognitive stimulation, and 
social interaction are most important in generating a sense of purpose 
and in preventing the onset of psychological distress (Ciairano, 
Liubicich, & Rabaglietti, 2010; Cheng, Rosenberg, Wang, Yang, & Li, 
2011). Evidence suggests that combining programmatic psychosocial 
activities with support for autonomy and purposeful involvement can 
significantly enhance quality of life among older residents (Rissanen, 
2013). 
The Socioemotional Selectivity Theory (Carstensen, 1992) explains the 
shift in social motivation that occurs during aging, where older persons 
are more focused on emotionally meaningful relationships rather than 
the establishment of new social relationships. According to the theory, 
as a person ages, he or she becomes more selective with whom they 
interact socially, enjoying relationships that yield emotional stability 
and satisfaction. Social isolation is a common issue within care homes, 
and it is hence essential to construct interventions that can strengthen 
social connections and foster healthy interactions among the residents 
(Hasan & Linger, 2016). Group therapies, peer support programs, and 
reminiscence therapy have been found to be utilized in order to reverse 
loneliness and optimize emotional well-being among older adults who 
are living in institutions (Mohammad, Dom, & Ahmad, 2016). 
The Cognitive Reserve Hypothesis (Stern, 2002) holds that cognitively 
demanding tasks build cognitive resilience, which serves to protect 
against neurodegenerative loss. Cognitive reserve is dependent on 
education, job complexity, and lifelong learning engagement. In elder 
care, cognitive stimulation interventions like memory training, 
problem-solving training, and interactive computer programs have 
been shown to slow cognitive decline and improve executive 
functioning (Kim & Jin, 2023). Empirical evidence indicates that 
participation in activities that are mentally stimulating may help to 
retard the onset of dementia and increase cognitive flexibility, 
consequently improving overall well-being (Falk, Wijk, & Persson, 
2009). 
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Deci and Ryan's (1985) Self-Determination Theory has a theory that 
can be applied to explain older adults' intrinsic motivation and 
psychological well-being. According to this theory, three basic 
psychological needs construct well-being: autonomy (to act 
independently), competence (to effectively interact with the 
environment), and relatedness (to feel that one has social 
relationships). Institutional policies and intervention policies in 
geriatric care facilities that enhance individual autonomy, provide 
potential for skill development, and provide opportunities for social 
interaction all contribute to promoting well-being (Burton & Sheehan, 
2010). Empirical evidence indicates that empowering older adults with 
control over their activities of daily living, choices, and recreational 
activity enhances enhanced life satisfaction and reduced symptoms of 
depression (Tao et al., 2018). 
Resilience Theory (Masten, 2001) explains how individuals effectively 
manage stress and adversity, such as age-related events like decline in 
health, loss of autonomy, and widowing(ering). Psychological 
resilience is particularly relevant to older residents in long-term care 
since many of them face precipitous life changes and losses. 
Resilience-building interventions like mindfulness training, stress 
reduction, and emotional regulation can facilitate older adults in 
managing stressors and psychological balance (Manca, Cerina, & 
Fornara, 2019). Empirical evidence suggests that the enhancement of 
resilience among older adults results in better emotional adjustment, 
increased flexibility, and a more positive sense of purpose in later life 
(Vaara, Haapola, Seppänen, & Karisto, 2015). 
These conceptual ideas together direct the development of 
psychosocial interventions for older individuals residing in care homes. 
By integrating processes that include active engagement, emotional 
fulfillment, intellectual stimulation, liberty, and resilience, care 
facilities can create care environments that enhance psychological and 
social welfare. Empirical data are present on the use of these models in 
care models, and their efficacy in improving mental health status and 
satisfaction with life in older adults proven (Li et al., 2025; Vogiatzaki 
& Krukowski, 2019). Therefore, the establishment of a theoretical 
foundation of aging and well-being must be based on the development 
of interventions that respond to the particular needs of older 
individuals who live in institutional environments. 
 
Evidence-based psychosocial therapies for the elderly 
Psychosocial interventions are a core aspect of improving the quality of 
life of elderly individuals in long-term care institutions by altering 
emotional, cognitive, and social challenges associated with aging. 
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Empirical studies have confirmed that systematic mental health, social 
activity, and cognitive performance interventions successfully enhance 
quality of life, reduce depression and anxiety, and foster resilience in 
older adults. The subsequent section explores evidence-based 
psychosocial treatments being used in environments of elderly care, 
highlighting theoretical foundations and indications. 
Cognitive-Behavioral Therapy (CBT) is a popular intervention used for 
the treatment of anxiety, depression, and affective distress in the 
elderly. Since aging cohorts are often in turn exposed to increased risk 
of emotional disorders as a result of isolation, disability, and erosion of 
autonomy, CBT represents a structured way to modify illusory thought 
and enhance resistance. Cognitive restructuring techniques, which seek 
to identify and counteract pathological patterns of thinking, have been 
successful in reducing symptoms of depression and overall 
psychological functioning among residents in residential care settings 
(Courtney, Edwards, Stephan, O'Reilly, & Duggan, 2003). Studies 
show that CBT-informed interventions enhance self-esteem, optimism, 
and emotional regulation, and therefore constitute a significant 
component of mental health treatment in residential care settings 
(DeRyke, Wieland, Wendland, & Helgeson, 1991). 
Reminiscence therapy (RT) and life review therapies use persons' own 
narrative and autobiographical thoughts to empower the elderly to gain 
self-worth and emotional resilience. RT encourages elderly individuals 
to reminisce and narrate life histories by enabling them, thus fostering 
continuity, meaning, and social relatedness required for emotional 
well-being (Jose & Shanuga, 2015). Research indicates that RT has 
significant effects in remitting depressive symptoms, particularly for 
those who are adjustment-impaired and are in residential care (Shi, 
Tong, & Cooper Marcus, 2019). Moreover, RT has also been found to 
improve intergenerational communication as well as social cohesion, 
which are significant predictors in alleviating loneliness and promoting 
a sense of belonging among older adults (Orbell, 1996). 
Mindfulness-based therapies (MBTs), including mindfulness-based 
stress reduction (MBSR) and acceptance and commitment therapy 
(ACT), have been of particular interest in Gero psychology since they 
are thought to have the potential to improve present-moment 
awareness, emotional regulation, and stress reduction. Mindfulness 
interventions are helpful to older adults in terms of creating 
psychological flexibility and coping with chronic pain, emotional pain, 
and existential issues (Kim & Jin, 2023). Empirical evidence is that 
MBSR interventions have resulted in a considerable improvement in 
mood, cognitive function, and sleep quality among the elderly residents 
of long-term care facilities (Wang, Lin, Tseng, & Chang, 2009). 
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Additionally, ACT interventions, emphasizing acceptance of life 
challenges and values-based action, have also resulted in reducing 
rumination and enhancing life satisfaction among the elderly (Hong & 
Liu, 2000). 
Positive psychology interventions (PPIs) draw on strengths such as 
gratitude, optimism, and purpose to cultivate psychological well-being 
in older adults. Unlike the previous emphasis on deficits primarily, 
PPIs emphasize meaning-making, engagement, and satisfaction with 
life (Manca, Cerina, & Fornara, 2019). Gratitude practices, strengths-
based rumination, and purposeful activities are found to enhance well-
being and reduce symptoms of depression in elderly care residents 
(Lawton & Gottesman, 1974). In addition, a positive attitude 
stimulated through guided intervention has been connected to enhanced 
resilience and adaptive coping during adulthood (Vaara, Haapola, 
Seppänen, & Karisto, 2015). 
Social integration is a significant predictor of mental health and well-
being among older adults, particularly those residing in long-term care 
facilities. Group interventions, socially organized activities, and peer 
schemes are part of preventing loneliness and building emotional 
resilience (Hasan & Linger, 2016). A study has identified social 
engagement interventions utilized in community-based settings as 
associated with increased satisfaction with life, improved cognitive 
status, and lowered rates of depression among older individuals 
(Mohammad, Dom, & Ahmad, 2016). Structured group discussions, 
group leisure activities, and interactions between peers with 
supervision provide feelings of belongingness and improve the social 
support structures, which are required for emotional well-being 
(Bender, Hollstein, Horn, Huber, & Schweppe, 2014). 
Art and music therapy have been shown to have significant effects on 
cognitive and emotional well-being in older adults. Art therapy 
treatment facilitates self-expression, working through on an emotional 
level, and non-verbal communication, particularly among individuals 
with cognitive impairment or dementia (Falk, Wijk, & Persson, 2009). 
Music therapy, in the context of specially created music playlists as 
well as group singing sessions, has been discovered to increase 
memory, mood regulation, and social interaction in older adults 
(Burton & Sheehan, 2010). Evidence supports the provision of creative 
therapies in older person care facilities as a positive practice for 
enhancing interaction, agitation, and quality of life (Jung, Li, Janissa, 
Gladys, & Lee, 2009). 
There is sufficient literature to prove that physical activity's connection 
to mental and psychosocial health in older adults is strong, with 
interventions based on movement also being high in outcome for 
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mental and overall body health. Exercise interventions like yoga, tai 
chi, and dance therapy have been found to improve cognitive 
functioning, reduce depression and anxiety symptoms, and increase 
social connectedness among older adults (Ciairano, Liubicich, & 
Rabaglietti, 2010). Physical activity programs also contribute to an 
increase in functional independence and mobility necessary for 
sustaining self-efficacy and autonomy among the elderly (Neyens et 
al., 2011). Empirical evidence indicates that the introduction of 
structured exercise programs within older adult care homes is linked 
with greater worldwide well-being as well as increased psychological 
hardiness (Tao et al., 2018). 
Empirically based research verifies the effectiveness of psychosocial 
therapies in ensuring emotional stability, cognitive function, and social 
relationship in the older adults in long-term care (Tao et al., 2018). 
Cognitive-behavioral therapies, reminiscence therapy, mindfulness-
based therapies, and positive psychology therapies provide structured 
interventions for the management of mental health problems and the 
establishment of resilience in the elderly. Social activity interventions, 
music and arts therapy, and exercise interventions are also key to 
increasing overall well-being and quality of life in older adults residing 
in institutions. Future studies must further explore multimodal 
intervention integration as a strategy for optimizing psychosocial care 
and facilitating successful aging in care facility residents. 
 
Implementing psychosocial therapies in elderly care facilities 
Successful application of psychosocial interventions in old-age homes 
requires a step-by-step process that takes into account both institutional 
and individual-level barriers. Despite growing awareness regarding the 
benefits of psychosocial interventions, barriers in the form of resource 
constraints, staff training, and resistance to change continue to hinder 
their successful application. There should be an integrated model of 
best practices, interdisciplinarity, and technology to ensure high-
quality, evidence-based psychosocial services for older residents (Dye, 
1978; Timko & Moos, 1989). 
One of the biggest challenges in planning psychosocial interventions 
for institutions that provide care for the elderly is the problem of 
limited resources. Most institutions have low budgets and staff, and 
therefore it is difficult to identify time and staff to allocate to 
psychosocial therapies (Takeda & Fukuzaki, 2024). The demand for 
care services of older adults continues to increase due to the worldwide 
trends of aging, but investment in long-term care mental health and 
psychosocial care is also still insufficient (Cheng, Liu, Yang, Wang, & 
Liu, 2022). This deficiency is compounded by the lack of professional 
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training among caregivers and the medical professionals themselves, so 
that interventions are used heterogeneously and with weaker effect 
(Nagatomo, Kita, Takigawa, Nomaguchi, & Sameshima, 1997). Staff 
turnover at elder care facilities worsens these problems, creating a 
recruitment, training shortages, and poor workforce readiness cycle 
(Dye, 1978). 
Resistance to change within elderly care facilities is another serious 
challenge. Models of care that are traditional in nature are more likely 
to concentrate on medical management and physical health and be less 
accepting of novel intervention approaches (Moore & Haralambous, 
2007). Some of the employees might also have misconceptions about 
psychosocial treatments as being inferior to drug treatments or 
scientifically unreliable (Takeda & Fukuzaki, 2024). In addition, older 
residents themselves might be resistant to therapy due to stigma 
towards mental illness or unfamiliarity with some interventions (Wada, 
Shibata, Saito, & Tanie, 2003). These attitudinal barriers are also 
overcome through education, advocacy, and advocacy of evidence-
based psychosocial care as an essential part of geriatric wellness 
(Bender, Hollstein, Horn, Huber, & Schweppe, 2014). 
To guarantee that psychotherapy is being implemented effectively, 
there need to be programmed approaches to make sustainable and 
individualized interventions. One of the principal strategies is 
providing specialized staff training courses that equip caregivers and 
healthcare workers with skills necessary to administer psychosocial 
therapies effectively (Dye, 1978). Training needs to emphasize 
acquiring the psychological needs of older residents, recognizing signs 
of distress, and applying evidence-based practices such as cognitive-
behavioral interventions (CBT), reminiscence therapy, and 
mindfulness-based interventions (Nagatomo et al., 1997). Further, 
integrating mental health literacy into the elder care staff's basic 
training program can also help to de-stigmatize psychosocial 
discussions (Falk, Wijk, & Persson, 2009). 
Individualized care plans derived from the individual psychological 
and social needs of every resident enhance the effectiveness of 
psychosocial interventions. Personalized assessments allow the 
identification of the best therapies such that interventions match the 
resident's cognitive ability, emotional state, and personal interest (Shi, 
Hua, Tang, Xu, & Xu, 2021). Utilizing formal timetables for 
psychosocial interventions—e.g., group discussions, music therapy, or 
mindfulness exercise—can facilitate consistency and induce greater 
active involvement by residents (Ciairano, Liubicich, & Rabaglietti, 
2010). Studies highlight that with interventions that are being brought 
into concordance with the individual interests and experiences of the 
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older person, there is increased participation and long-term 
improvement in mental health (Jung et al., 2009). 
Multidisciplinary treatment involving healthcare providers, social 
workers, psychologists, and family members is also necessary in 
offering an integrated care model. Interdisciplinary collaboration is 
made possible and permits a clearer determination of needs for 
residents along with ensuring complementarity between medical and 
physical healthcare plans and psychosocial intervention plans (Timko 
& Moos, 1989). Facilitating an active role among family members 
towards participation in psychosocial programs helps reinforce the 
support of loved ones, who are a most influential determinant in 
elderly well-being (Manca, Cerina, & Fornara, 2019). Family-based 
interventions, such as intergenerational therapy and scheduled visits, 
have been shown to significantly enhance emotional resilience and 
social support in older adults (Roquete, Batista, & Arantes, 2017). 
Healthcare professionals and caregivers are the most important 
individuals in facilitating psychosocial well-being among older 
residents. Effective communication skills, empathy, and cultural 
competence are essential traits for caregivers delivering psychosocial 
interventions (Takeda & Fukuzaki, 2024). Empirical evidence indicates 
that there is a warm care climate, improving the quality of psychosocial 
care, when there are positive interpersonal working relationships 
between care workers (Bender et al., 2014). Besides, peer mentoring 
caregiving teams can improve knowledge sharing and a mutual support 
culture to enhance psychosocial well-being (Dye, 1978). 
Technology has introduced new and innovative methods for the 
enhancement of psychosocial well-being among the elderly in care 
facilities. Virtual reality (VR), teletherapy, and interactive programs 
are new methods of connecting with older residents through 
psychosocial therapies. Whereas VR-based remembrance therapy is 
applied to induce enhancement of positive affect, cognitive activity, 
and symptom decrease in depression among older people (Wada et al., 
2003), teletherapy has been applied effectively as a good tool to offer 
psychological care to the residents who live far or less-endowed 
institutions (Shi et al., 2021). 
Robot therapy is another promising area which has been observed to 
register promising results in the treatment of the elderly. Social robots 
used for interaction and companionship have been found to improve 
mood, decrease loneliness, and increase social interaction in the elderly 
(Wada et al., 2003). Methods such as gamification using cognitive 
training software and online engagement platforms provide stimulating 
activities that raise cognitive ability and emotional toughness in the 
elderly (Shi et al., 2021). 
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Smart technology application, such as wearable sensors and artificial 
intelligence-backed monitoring systems, is also responsible for the 
optimization of psychosocial care. These forms of technology have the 
capacity to keep tabs on emotional wellbeing in residents, recognize 
potential distress signs earlier, and provide caregivers with immediate 
feedback to act swiftly and craft individualized interventions (Shi et al., 
2021). Ethical concerns, however, must be addressed to enable 
technological interventions to be user-friendly, accessible, and 
culturally acceptable to older people (Hasan & Linger, 2016). 
Successful psychosocial care in residential care homes for older people 
requires overcoming system barriers, best practice use, and technology 
(Moore & Haralambous, 2007). Overcoming resource constraints, staff 
education support, and the adoption of multidisciplinary models can 
enable homes to optimize the psychological well-being of older 
residents. The skills of healthcare professionals and the empathetic 
support of carers and healthcare workers are key to building the 
success of such interventions as they directly influence the mental 
health outcome of residents (Bender et al., 2014). 
In addition, digital interventions and innovative technologies offer 
additional avenues for augmenting access to psychosocial therapy, 
consequently enhancing a better more sustainable care model for older 
adults (Peng et al., 2018). Further research must further evaluate new 
patterns of delivering psychosocial care and emphasize the importance 
of individualized person-centered care (Falk et al., 2009). By offering 
implementation strategies, employee training, and embracing 
technological innovation, geriatric nursing homes can significantly 
enhance the quality of life and mental health of their residents (Cheng 
et al., 2011). 
 
Ethical and policy considerations in elderly psychosocial care 
Psychosocial care in residential care for older adults is strongly 
integrated with ethical models and policy guidelines that guide service 
delivery. Maintenance of the dignity, autonomy, and well-being of 
older adults requires integration of evidence-based practice with ethical 
models like informed consent, cultural competence, and respect for 
person-directed care. Other policies within overall systems at global 
and national levels also affect the quality and access to psychosocial 
care in residential care. Resolution of ethical issues and promotion of 
age-friendly policies are critical measures toward the development of a 
caring and inclusive model of elderly mental health treatment (Dye, 
1978; Timko & Moos, 1989). 
The most critical ethical issue in elderly psychosocial treatment is that 
of autonomy. Older persons, especially those in long-term care 
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facilities, frequently experience a diminution of independence as a 
result of cognitive or physical impairment. While psychosocial 
interventions are designed to support well-being, it is desirable that 
participation should be voluntary and residents in control of their 
treatment choices (Harada et al., 1995). Informed consent becomes a 
complex issue when there is cognitive impairment represented in the 
form of dementia or Alzheimer's disease, where decision-making 
capacity and proxy consent issues arise (Timko & Moos, 1989). 
Ethical problems arise also when elderly people feel obliged to take 
part in interventions not relevant to them, corroborating the need for 
individual and adapted psychosocial care (Bender, Hollstein, Horn, 
Huber, & Schweppe, 2014). 
Cultural aspects are similarly crucial in ethical psychosocial care. 
Psychological well-being is significantly influenced by cultural values, 
beliefs, and social norms, which must be respected in treatment 
development and implementation (Takeda & Fukuzaki, 2024). 
Evidence-based psychosocial interventions are not always integrable 
with the daily lives and cultural expectations of diverse older adults. 
Practitioners must apply culturally sensitive methods that unite 
traditions, languages, and values common in residents' histories (Wada, 
Shibata, Saito, & Tanie, 2003). For example, research indicates that the 
most effective reminiscence therapy is one that employs culturally 
relevant stories, music, and artifacts that are aligned with the 
individual's own history and social identity (Ciairano, Liubicich, & 
Rabaglietti, 2010). 
Second, there are ethical concerns in the use of technology for older 
adult care. Digital interventions, such as virtual reality therapy and 
telehealth, offer new possibilities for the extension of mental health 
care, but also pose potential risks in privacy, digital literacy, and 
accessibility (Shi, Hua, Tang, Xu, & Xu, 2021). Ethical technology use 
requires safeguarding residents' data, adequate training, and 
maintaining a person-centered digital care approach (Hasan & Linger, 
2016). The use of robotized therapy and artificial intelligence-guided 
mental healthcare, while promising, also raises concerns about the 
replacement of human contact with robotic interaction and potential 
emotional effects on older adults who already feel so isolated from 
unpersonal on-screen interchanges (Wada et al., 2003, Runcan, 2017, 
Runcan, 2015). 
National and international policies have the important effect of 
defining the scope and quality of psychosocial care offered in elderly 
care facilities. Countries that have matured geriatric care systems have 
a tendency to include mental health care within comprehensive aging 
policy since mental well-being is regarded as a part of successful aging 
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(Moore & Haralambous, 2007). Differences in policy implementation 
continue, and low- and middle-income countries have significant 
discrepancies in the availability of psychosocial services (Cheng, Liu, 
Yang, Wang, & Liu, 2022). Social inclusion, prevention of abuse of 
the elderly, and psychosocial care access are among the policies still 
under development in some regions, leaving the majority of older 
persons vulnerable to neglect and mental deterioration (Roquete, 
Batista, & Arantes, 2017). 
Global initiatives, such as the World Health Organization's (WHO) 
Decade of Healthy Ageing (2021–2030), call attention to integrated 
mental health care as an aspect of aging policy. These policies support 
the integration of psychological interventions into primary healthcare 
services, expanding access to social support networks, and supporting 
research on aging and mental health (Artmann et al., 2017). National 
governments are increasingly recognizing the worth of funding 
psychosocial programs in elderly facilities, but implementation 
problems such as shortages of personnel and bureaucratic inefficiencies 
hinder large-scale implementation (Peng, Zeng, Zhao, & Zeng, 2018). 
The inclusion of psychosocial services within national health insurance 
schemes and systems of long-term care can provide long-term 
solutions to these challenges, ensuring ongoing and integrated support 
to older adults (Bender et al., 2014). 
Policies on elder rights and protection are also essential in preventing 
neglect and abuse of the elderly in care homes. Standards of behavior, 
such as those offered by the United Nations Principles for Older 
Persons (1991), include dignity, participation, and health care service 
accessibility. However, there are gaps in terms of applying these 
norms, particularly where elder abuse, neglect, and social isolation 
remain unresolved problems (Lim, Shin, & Cho, 2018). Research 
highlights the need for tougher policies mandating regular mental 
health screenings, in-service training for staff in psychosocial 
treatments, and tracking and reporting on elder abuse (Utsumi, 
Makimoto, Quroshi, & Ashida, 2010). 
Ageing populations across the world necessitate a shift of paradigm in 
health policy with the inclusion of mental and social wellbeing 
alongside physical health. Age-friendly policy must aim at systemic 
gaps in the provision of psychosocial services so that older persons 
receive holistic and person-oriented care (Falk, Wijk, & Persson, 
2009). Strengthening interdisciplinary collaboration between 
physicians, psychologists, and social workers can enhance an 
integrated approach to the health of the elderly (Cheng et al., 2011). 
Research indicates that interdisciplinary teams that include mental 
health professionals significantly enhance the level of psychosocial 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 395-415 

408 
 

care, particularly in cases of comorbid ill physical and psychological 
health (Shi et al., 2021). 
A good example of a critical policy recommendation is the expansion 
of community-based psychosocial interventions that enable older 
persons to access mental healthcare without compromising on 
independence. Studies reveal the benefits of community-based 
intervention in reducing social isolation, promoting cognitive well-
being, and boosting satisfaction with life (Manca, Cerina, & Fornara, 
2019). Governments and healthcare organizations must give high 
priority to investment in care models that are community-based, such 
as daycare facilities for the elderly, mobile mental health, and peer-
support groups, that have been cost-effective and useful for general 
health (Jung, Li, Janissa, Gladys, & Lee, 2009). 
Furthermore, policies need to address workforce training in 
psychosocial gerontology so that caregivers and healthcare 
professionals are adequately trained to provide compassionate and 
evidence-based care (Takeda & Fukuzaki, 2024). Poor specialized 
geriatric mental health training has been identified as a significant 
barrier to the provision of effective interventions in the majority of 
elderly care homes (Dye, 1978). Institutions should ensure that there 
are standardized training programs to equip caregivers with skills and 
knowledge for the management of complex psychological and 
emotional needs of elderly individuals (Neyens et al., 2011). 
Governments and institutions should also finance the creation of age-
inclusive city planning and residential care models that support well-
being. Incorporation of green spaces, sensory gardens, and social 
activity spaces into care settings has been reported to enhance 
psychological health and quality of life in older residents (Artmann et 
al., 2017). Changes to the environment, such as improving facility 
design, exposing people to nature, and building social interaction areas, 
have been linked with lower rates of depression and cognitive 
impairment in older people (Falk et al., 2009). 
In conclusion, ethical and policy issues of older adult psychosocial care 
must be addressed among aging healthcare reforms. A people-oriented 
and integrated approach that includes ethical principles, culturally 
appropriate interventions, and robust policy structures must be 
established to foster the well-being and dignity of older persons in 
long-term care. Additionally, further research is needed to consider the 
long-term efficacy of psychosocial treatment, balancing international 
wide disparities of older mental health care, and tackling new 
innovations to further shape psychosocial care for ageing populations 
worldwide. 
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Conclusion and future directions 
Psychosocial interventions in older adult care homes are a significant 
step towards improving mental well-being and quality of life among 
the elderly. The review has established the use of evidence-based 
interventions such as cognitive-behavioral therapy, reminiscence 
therapy, mindfulness exercises, and social interaction programs to 
improve emotional resilience, cognitive functioning, and social well-
being. Despite studies that prove the benefits of such therapies, their 
successful adaptation into the clinics must brake system barriers, 
wrestle with the issues of ethics, and combat policy reform aimed at 
geriatric psychosocial treatment. 
To sustain and continue the use of psychosocial treatments in long-
term care organizations, institutions must prioritize large-scale staff 
training, interagency coordination, and culturally competent models of 
care. Integrating psychosocial treatments into country-level healthcare 
policy can ensure that mental well-being becomes a central component 
of aging services. Also, the inclusion of state-of-the-art digital 
technology like telemedicine, virtual reality therapy, and AI-based 
companionship can make it more accessible and usable, if anonymity 
and independence are preserved through strict adherence to ethical 
procedures. 
Despite significant progress in knowing psychosocial interventions 
among older persons, the future research would need to examine the 
long-term effects of psychosocial treatments on mental status, 
cognitive ability, and subjective well-being. Additional research would 
be needed in investigating cross-cultural sensitivity of psychosocial 
therapies to develop interventions that meet different aging processes 
in different social and ethnic environments. New therapies, including 
digital and AI-based therapies, could be explored to see if they are 
effective and well-accepted in terms of ethics in the management of 
older adults. 
Effective application of psychosocial therapies in long-term care 
facilities requires an interdisciplinary strategy that integrates evidence-
based practice, ethical guidelines, and policy tools (Gavrila-Ardelean 
& Gavrila-Ardelean, 2018). To address rising numbers of elderly 
individuals, there is a need to address psychological, social, and 
emotional requirements of the elderly (Gavrila-Ardelean & Gavrila-
Ardelean, 2017). There is evidence to justify social communication and 
networking interventions in minimizing social isolation and promoting 
well-being in vulnerable individuals, including aged people who are 
living in institutional settings (Gavrilă-Ardelean & Gavrilă-Ardelean, 
2016). 
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The link between depression and institutionalization has been long 
established, and studies have indicated that elderly individuals residing 
in long-term care institutions are at a higher risk of experiencing 
psychological distress and depressive symptoms due to lost autonomy 
and social isolation (Runcan, 2012; Runcan et al., 2010). However, 
research also shows that certain psychosocial interventions, including 
reminiscence therapy, cognitive-behavioral interventions, and social 
activity programs, are able to enhance these negative effects, 
enhancing resilience and adaptation (Bucur, Bucur, & Runcan, 2013). 
Besides, religiosity and spirituality appeared as protective factors 
among elderly, influencing the coping and attitudes towards mortality 
among long-term care institution residents (Iovu, Mocean, Runcan, & 
Runcan, 2015). Policy making and institutional reform with a focus on 
whole-system, person-centered elder care that blends mental health 
services, social connectedness, and technology innovation are key to 
enhancing the quality of life of older adults (Bucur, Bucur, & Runcan, 
2013). Further studies must investigate the long-term results of 
psychosocial interventions with a focus on technological innovation 
and interdisciplinarity in geriatric mental health treatment (Runcan, 
2013). While populations are struggling with aging, it is essential that 
an ethical and integrative model of psychosocial care be emphasized. 
Through encouraging a culture of dignity, belonging, and well-being in 
long-term care environments, we can strive toward a future in which 
aging is not a deterioration but a continued development, vigor, and 
contentment. 
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Abstract: Financing university education presents a major challenge 

for the Nigerian population. This study examines the 
impact of school leadership, specifically governance 
structures and stakeholder participation, and funding 
practices in higher education. A purposive sampling 
technique was used to select 450 participants from 
Nigerian public universities. Data were analyzed using 
Smart PLS tools to assess the relationship between school 
leadership management and funding practices. The 
findings indicate that strong governance structures and 
active stakeholder participation significantly enhance the 
effectiveness of funding practices in higher education 
institutions. These factors contribute to improved resource 
utilization and accountability. To strengthen higher 
education funding, universities should implement robust 
governance frameworks and encourage stakeholder 
involvement in decision-making processes. This approach 
ensures transparency, democratic governance, and 
sustainable financial practices. This study provides 
empirical evidence on the positive correlation between 
school leadership management and effective funding 
practices, contributing to the limited research on 
governance and financial sustainability in Nigerian higher 
education. 
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Introduction 
School leadership plays a crucial role in schools as they strive to 
enhance their systems and provide children with the best education 
possible every day. Using the combined efforts, skills, and expertise of 
educators, parents, and teachers, school leadership works to enhance 
the standard of instruction and the educational system as a whole 
(Mishra et al., 2020). In an administrative context, an educational 
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leader mentors and shapes the teaching practice. It might be a group of 
leaders in education in certain situations. School leaders strive to 
discover methods for enhancing student education and learning 
outcomes. They work in early childhood education centers as well as in 
elementary, secondary, and postsecondary educational settings.  
Since universities are hubs for intellectual growth, research, and 
knowledge sharing, how they are owned, managed, and funded greatly 
affects their ability to fulfill their educational missions. With this in 
mind, this study explored the complex interactions that exist between 
funding strategies and school leadership management and how these 
affect the dynamic ecosystem of higher education institutions. 
Higher Education is the education received by a person following their 
secondary education in universities, polytechnics, colleges of 
education, and other establishments that provide correspondence 
courses at this level (Ahmed, 2015). It is expected of the students to 
obtain certifications in the subjects they have selected. Particularly, the 
students are expected to acquire the knowledge and abilities needed to 
start working when they graduate from college. Nigeria's higher 
education system is currently plagued by several funding issues that 
significantly affect the quality of its output. In recent years, the 
function of school leadership in funding practices has grown more 
complex, requiring them to concurrently play the roles of public 
relations specialists, politicians, fundraisers, academics, crisis 
managers, and so on (Hendrickson et al., 2013). Institutions looking to 
implement any kind of transformative change need a primary emphasis 
due to the demanding nature and pressure of such a vital role. As a 
result, school leaders must have a significant impact on the institution's 
operations and set the tone and direction for its success. Institutions of 
higher learning are under constant pressure from both the inside and 
the outside to alter and adapt to maintain their competitive edge and 
increase institutional and student success.  
The economy of the nation benefits greatly from higher education since 
it raises the standard of development and human capital. People in 
industrialized countries seek more frequently to obtain education to 
better their material riches and social position because doing so 
promises higher compensation for employment. Due to the rise in the 
number of people seeking education, most governments are either 
unable or do not think it is wise to fully fund the educational system, so 
alternative sources of funding are now necessary. The developed 
nations employ multiple primary approaches for financing and 
managing higher education. These approaches, in the majority of cases, 
combine public and private funding, giving HEIs variable degrees of 
autonomy in handling existing resources. Higher education institutions 
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want to draw in more private funding to develop more quickly and 
efficiently. Additionally, this is a sign of their success, meaning that 
more prestigious and highly ranked HEIs will have more options to 
secure funding. There are private HEIs that function occasionally and 
are supported by private funds.  
The challenge of financing university education has become a 
hindrance affecting everyone in Nigeria. Numerous studies have 
explored the management and funding approaches in higher education. 
For instance, Idialu and Idialu (2012) examined entity, school 
leadership, educational subsidies, and funding of tertiary education in 
Nigeria. Tommaso (2017) focused on the management of higher 
education institutions, evaluating their performance and efficiency in 
education management. Akomolafe and Aremu (2016) concentrated on 
alternative sources of financing university education, utilizing a 
questionnaire titled "Alternative Sources of Financing University 
Inventory" to collect information from the university budget section. 
Their findings indicated that tuition fees were not considered an 
alternative funding source in federal universities. Meanwhile, Ahmed 
(2015) treatise on public and private higher education financing in 
Nigeria, uses descriptive and inferential statistics to analyze the data. 
The results revealed that university education still lacks sufficient 
funding to meet international benchmarks and best practices. However, 
none of the authors cited in this study specifically addressed school 
leadership management and funding practices in higher education. 
Additionally, the previous studies overlooked governance structures 
and stakeholder participation as critical variables in school leadership 
management. Another significant gap in the existing research is the 
substantial variation in the locations and regions covered by the 
previous studies compared to this investigation. Consequently, this 
study aims to address these gaps left by earlier scholars. To guide the 
study's progress, the following objectives have been established: 

a) Examine the relationship between governance structures and 
funding practices of higher institutions in Nigeria. 

b) Examine the relationship between stakeholder participation and 
funding practice of higher institutions in Nigeria. 

c) Examine the relationship between governance structures, 
stakeholder participation, and funding practices of higher 
institutions in Nigeria.  

 
Research Questions 
The following are some of the questions that were raised and 
answered: 
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1) Do governance structures enhance the funding practice of 
higher institutions in Nigeria? 

2) Does stakeholder participation improve the funding practice of 
higher institutions in Nigeria? 

 
Related literature review 
School Leader  
School leaders hold positions of power and influence within the 
school's organizational leadership structure, such as ministers, 
commissioners of education, chairmen, and directors of education. 
They also refer to a process that involves organizing and directing the 
talents and energies of teachers, students, and parents to achieve 
common educational goals in the school setting, as well as an academic 
discipline that students enroll in and work towards earning academic 
degrees and certificates in educational leadership.  
According to Adiele (2020), school leadership is a collection of 
leadership roles that individuals hold alone or jointly to influence 
group members' behavior to achieve predetermined educational goals. 
However, Anna (2021) suggested that capable leaders should foster a 
positive team environment that would enable programs to expand and 
thrive. This is because educational leadership is more than just holding 
a position of authority and exercising certain duties associated with a 
certain office or academic specialty. 
Management is the availability and use of human and physical 
resources through the performance function, staffing, organizing, 
directing, and coordinating to realize the set goals and objectives of the 
organization. (Abdullahi 2022). school leadership management" 
describes how people, groups, or entities strategically plan, oversee, 
and manage their possessions, interests, or assets. To accomplish 
certain objectives, whether they be financial, operational, or strategic, 
it entails a variety of tasks designed to manage these school leadership 
assets effectively and efficiently. School leader management in this 
study refers to governance structures and stakeholder participation. 
Governance structure refers to the framework and method by which an 
entity or organization is led, controlled, and handled (Abdullahi, 2019). 
These organizational structures specify the duties, responsibilities, 
procedures for making decisions, and interactions between the main 
players (Nagy et al, 2014). The goals and objectives of the organization 
are intended to be achieved, and effective leadership and accountability 
are guaranteed by governance structures.  
Nigerian educational institutions have low levels of stakeholder 
participation, which has led to university crises. Although there are 
many different values associated with a university education, Ohiare et 
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al. (2021) pointed out that it seems like many issues are facing 
Nigerian universities these days. The current difficulties at Nigerian 
universities are not unrelated to the frequent student protests, which 
typically take the form of violent rallies.  
Maladministration and bad management have caused the system to 
close every year (Ogunode et al, 2022). It has been noted that issues 
with university education quality have declined, along with issues with 
university rankings, corruption, and an inconsistent academic calendar.  
Stakeholder participation generally refers to a significant exchange 
between the stakeholders and the university system (Ogunode et al., 
2023). It has to do with the positive interaction that exists between the 
university (which includes students, faculty, staff, and other staff) and 
the community, which includes the government, associations, former 
students, and philanthropists, about issues and decisions made at the 
university. The survival of the university system depends on important 
stakeholders. These individuals participate in the process of 
accomplishing learning objectives.  
Stakeholders are those who take part in the process of accomplishing 
the aims and objectives of higher education. They are individuals who 
care about the institution's advancement (Abdullahi, 2020; Asiyai, 
2015; Okanezi, 2023). Higher education involves several stakeholders, 
including instructors, the government, students, parents, school 
owners, the Nigerian Universities Commission, and community 
leaders. It was found that the concepts, perceptions, interests, and 
preoccupations of these stakeholders are diverse. However, 
collaboration is essential to achieving  
educational objectives  
 
Funding Practice in Education  
The financial resources allotted and invested in educational 
institutions, initiatives, and programs to support their operation, 
growth, and improvement are referred to as funding (Akomolafe & 
Aremu, 2016). These financial resources originate from several 
sources, including individuals, philanthropic organizations, 
governments, and private enterprises. Access to high-quality education, 
upkeep of educational facilities, assistance for instructors and staff, and 
encouragement of educational innovation and research all depend on 
funding (Ahmed, 2015). 
The term "funding practice" refers to the various approaches, plans, 
and systems used in the education sector to obtain, distribute, oversee, 
and make use of financial resources (Eme & Ike, 2017). These 
procedures are intended to guarantee that educational systems and 
institutions have the resources required to operate efficiently and meet 
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their learning objectives. The priorities and values of the education 
system and society at large are frequently reflected in funding practices 
for education, which can differ greatly among nations, regions, and 
educational levels. Funding practice in this study refers to sponsorship 
and taxation.  
Sponsorship is any financial or in-kind support arrangement whereby a 
person, group, or organization contributes resources to support 
educational initiatives, events, programs, or individuals. Within the 
context of education, this support can take on diverse forms and have 
multiple functions. A taxation system, sometimes referred to as a tax 
system or tax regime, is the body of regulations, laws, and policies put 
in place by a government or tax authority to control the assessment, 
administration, and collection of taxes within a nation or jurisdiction 
(Ahmed,2015; Ordu & Nkwoji, 2019). To pay for social programs, 
infrastructure, public services, and other necessities, the government 
uses taxation systems to raise money. These tax systems, which can 
differ greatly between nations, cover a wide range of tax laws and 
policies, including excise taxes, value-added taxes (VAT), payroll 
taxes, corporation taxes, sales taxes, property taxes, income taxes, and 
customs duties. 
The tax system is essential to financing education because it collects 
money from different sources to support public education systems. A 
nation's educational opportunities' quality, accessibility, and equity can 
be strongly impacted by the way taxes are designed, collected, and 
distributed. Balancing the needs of the education system with the 
financial resources of taxpayers and the larger objectives of the state 
and society is a crucial component of educational finance and public 
policy (Aremu & Siyanbola, 2021). 
 
Theoretical contribution 
The theoretical background of this study was based on Human Capital 
Theory, initially developed by economists Becker (1964) as cited by 
Wuttaphan (2017), who views education as an investment in 
individuals' skills and knowledge, treating human beings as economic 
assets. The theory asserts that education enhances an individual's 
productivity, employability, and earning potential, contributing to 
economic growth and societal development. Becker and Schultz 
thought that human beings can increase their productive capacity 
through greater education and skill training. 
This theory is germane to this study in that Human Capital Theory 
emphasizes the importance of allocating resources to education, 
considering it an investment with long-term economic benefits. 
Adequate funding is essential to provide quality education, ensuring 
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that individuals acquire the skills and knowledge needed for economic 
participation. Also, this theory suggests that widespread access to 
education is vital for realizing its benefits. Funding practices should 
aim to reduce barriers to education, ensuring that individuals, 
regardless of their socioeconomic background, can invest in their 
human capital through access to quality educational opportunities.  
This study is anchored on Human Capital Theory in that it frames 
education as an essential investment in individuals and societies, 
emphasizing the economic returns associated with increased human 
capital. The theory informs education funding practices by highlighting 
the role of financial resources in facilitating widespread access to 
quality education and fostering economic development. 
The role of the sub-constructs (governance structures & stakeholder 
participation) on the funding practice of higher education. Human 
Capital Theory aligns with governance structures that allow for 
decentralized decision-making in education. Local authorities, schools, 
and communities are considered vital players in shaping education 
policies and practices. Decentralization can lead to more responsive 
and context-specific strategies for human capital development. Also, 
Human Capital Theory recognizes the role of communities as 
stakeholders in education. Engaging communities in decision-making 
processes, such as curriculum development and school management, 
can foster a sense of school leadership and ensure that education is 
aligned with local needs. 
 
Methodology 
Research Design     
This study employed a quantitative research design to investigate the 
relationship between school leadership management and funding 
practices in higher education. It was selected because, by using a single 
source of data to classify traits and create a statistical model to interpret 
the data collection that is measurable, objective, and statistically valid, 
which hitherto facilitates the exploration of social facts (Cohen et al, 
2000; Bell et al, 2007).  
Population and Sampling Procedure   
The population comprises North-Central University lecturers in 
Nigeria. This study's specific target group consisted of 450 Nigerian 
university lecturers. To increase the study's robustness, the researcher 
carefully selected a sample of 450 academics. Stratified random 
sampling, as described by Dilliman et al. (2014), was used to select 
lecturers from the selected universities in the sample to ensure fairness 
in selection among the various lecturer categories. 
Instrumentation 
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A self-designed questionnaire titled “School Leadership Management 
Questionnaire (SLMQ) and an adapted questionnaire titled Funding 
Practice Questionnaire (FPQ) were utilized as the research instruments 
in this study. A total of 20 items were used to measure school 
leadership management with two sub-constructs: governance structure 
(6 items) and stakeholder participation (8 items). The items of a 
questionnaire regarding funding practice with (6 items) were concluded 
from Abdullahi (2020) and Aremu and Siyanbola (2021). Participants 
responded to four Likert scales from the range of 1 representing 
“Strongly Disagreed” to 4 being “Strongly Agreed”. The criterion 
mean depicts that any item that is above or equal to the criterion mean 
value of 2.50 is agreed by the participants, but any item that is below 
the criterion mean value is disagreed (Patton, 2002; Gay et al, 2009) 
decided that answering on a 4-point Likert scale was quicker and easier 
than answering on 5- to 7-point range. 
Validity and Reliability    
The instrument's validity was determined by distributing early versions 
to two testing and measurement experts and two educational 
management experts, who assessed the tool's suitability and feasibility. 
The questionnaire was revised and improved in light of the information 
and recommendations offered by these specialists. Additionally, 40 
copies were mailed to the sample group members to evaluate their 
comprehension of the guidelines, wording, and rating scale to 
determine any difficulties they had in filling out the questionnaire. As 
such, several pieces of feedback were integrated into the final copies 
before it was distributed. Cronbach's alpha coefficient was used to 
assess the instrument's reliability, as shown in Table 1.   
 Data Collection Technique   
An electronic survey was distributed to collect data. Each participant 
was given the option to choose whether or not to participate in the 
research when filling out the consent section of the survey. Every 
person who participated in the study did so willingly, and they were 
free to stop at any moment without suffering any repercussions. 458 
surveys that were completed in full were gathered. Four hundred and 
fifty of these questionnaires were used in the actual analysis; this figure 
shows the participants who were originally selected. The survey did 
not contain any personal identifiers that could be used to track down or 
identify specific people to protect the participants' security and privacy. 
This strategy was implemented in compliance with the guidelines 
provided by Hesse-Biber & Leavy (2011.  
 Data Analysis   
To evaluate the relationships between the research variables, SmartPLS 
was chosen to facilitate an examination of relationships in parallel. The 
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current study's objectives and questions led to the selection of 
SmartPLS as an effective method for testing the hypotheses. The goal 
of the reflective measurement model evaluation is to validate the 
validity and reliability of construct measures to provide evidence that 
their inclusion in the path model is suitable. Convergent validity, 
indicator reliability, discriminant validity, and composite reliability are 
the fundamental prerequisites of the reflective measurement paradigm. 
SEM studies can be applied to reflective constructs if all of these 
requirements are satisfied (Hair et al., 2019). In addition, the effect size 
(f2), path coefficients, and coefficient of determination (R2) are 
evaluated for the structural model. Thus, the measurement and 
structural modeling test thresholds. SmartPLS comes with a wide range 
of tools and subroutines for formative and reflective assessments as 
well as structural models, like goodness of fit, bootstrap-based 
significance testing, PLS prediction, and the heterotrait-monotrait 
(HTMT) criterion. Also, it makes it possible to perform extra statistical 
studies, including tetrad analysis confirmation. Among the methods are 
latent class segmentation, importance-performance map analysis, and 
higher-order models. The measuring model had to be made in the first 
place. Testing is done for discriminant validity, convergent validity, 
construct validity, and reliability. To test the hypothesis, a second 
structural model is developed (Hair et al., 2017).  Table 1 below, which 
also includes the indications and suggested thresholds for the 
measurement and structure modeling tests, explains the two phases 
involved in PLS-SEM modeling. 
Table 1: An Overview of the Measurement and Structural Model 
Testing Procedures 
Model 
criterion 

Measurement model 
tests 

Structural model tests 

 Reliability Loading > 
0.70 indicates 
dependability (Hair et 
al., 2014; Sarstedt et al., 
2021). 

The endogenous R2 
range was 0-1. (Hair et 
al., 2017; Wong, 2013)  
 

 The dependability of 
internal consistency 
ranges from 0.60 to 0.70 
(Hair et al., 2017; 
Sarstedt et al., 2021).  
 

Hair et al. (2014) and 
Sarstedt et al. (2021) 
describe path 
coefficients, also known 
as bootstrapping values, 
and t-values (1.96). 
 

 According to (Hair et al., 
2017) Convergent 

Impact Size f2 
according to Sarstedt et 
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validity AVE > 0.50 
 

al., 2021 research, it will 
be tiny at a value of 0.02, 
medium at 0.15, and big 
at 0.35. 
 

 Discriminant Validity 
AVE. Fornell-Larcker 
standard (Sarstedt et al., 
2021)  
 

 

Adapted from (Jalal & Fakhrul, 2023)  
 
Result 
Measurement model assessment  
A measurement model is typically evaluated to ensure validity and 
accuracy (Hair et al., 2021). The construct's reliability is assessed using 
the composite reliability measure, which needs to be higher than 0.7 
(Hair et al, 2019). Likewise, a measurement model shows adequate 
indicator reliability when each item's loading estimate is more than 0.6 
of the factor's loading. Also, there must be a greater than 0.5 AVE 
(Sarstedt et al, 2021). Table 2 and Figure 2 present the results 
mentioned above.  
Cronbach's Alpha and Composite Reliability (CR) were used to 
determine construct reliability. Table 3 displays the convergent validity 
and construct reliability for each concept. For every construct, the 
Cronbach alpha and CR values are above the suggested threshold of 
0.600 for the entire sample (Flake, 2022). Convergent validity is 
supported by the Average Variance Extracted (AVE) for the constructs 
exceeding 0.500 for the entire sample (Hair et al., 2020). 
 
Table 2: Construct Reliability and Validity (p<0.01) 
 Cronbach’s 

Alpha 
Composite 
Reliability 

Average 
Variance 
Extracted 

FP 0.871 0.905 0.618 
GS 0.805 0.860 0.507 
SP 0.885 O.908 0.554 
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Figure 1: Construct Measurement Model 

 
 
Moreover, the discriminant validity of the construct was evaluated 
using the HTMT and the Fornell and Lacker criteria. Since the HTMT 
criteria compute the geometric mean of the average correlations 
between indicators measuring the same construct and the mean of all 
correlations between indicators measuring different constructs, they are 
regarded as reliable for determining discriminant validity (Ab Hamid et 
al, 2017). Table 4 displays the HTMT values. If this measure's values 
are less than 0.85, it indicates that the variables are not the same. Also, 
it can be concluded that this data has no issue of discrimination and 
convergent validity, showing that the data has been collected fine 
because HTMT is not greater than 0.85. HTMT is the latest criterion 
for testing discriminant validity based on internal and external 
correlation. 
 
Table 3: HTMT values of the construct 
 FP GS SD 
FP    
GS 0.783   
SD 0.804 0.802  

The Fornell and Lacker criterion was also evaluated in the second stage 
to evaluate in-depth discriminant validity. The diagonal values in this 
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approach should be below the related values, but be higher than them. 
The diagonals represent the square root of the AVEs, and it ought to be 
greater than the correlation between their variables. Table 4 diagonal 
values are greater than their corresponding values, which satisfies the 
Fornell and Lacker requirements and maintains discriminant validity. 
 
Table 4: Fornell and Lacker criterion 
 FP GS SP 
FP 0.786   
GS 0.766 0.714  
SP 0.674 0.697 0.712 

Note(s): The diagonal is the square root of AVE, while the off-diagonal 
numbers are the correlations between latent variables. 
 
Evaluation of the Structural Model  
The Structural model is illustrated graphically. The graph in Figure 4 
shows the direction of the arrows that connect the study's constructs, 
which were determined by the framework's proposed hypotheses. The 
purpose of the single-headed arrows is to verify the study concept's 
significance. The factor loadings for each item are shown in Figure 2. 
The conclusion of the structural model confirms all predicted 
correlations with standardized coefficients. The findings demonstrated 
that the governance structure has a positive relationship with the 
funding practice of higher institutions (β = 0.227, p < 0.000), 
indicating that H1 was significant. Also, stakeholder participation has a 
positive relationship with the funding practice of higher institutions (β 
= 0.640, p < 0.000), indicating that H2 was significant. 
 
Quality of Fits 
As per the researchers' recommendations, a goodness-of-fit test for the 
proposed model should be conducted as the following step in the 
structural model study. It shows the fitness of the model and aids in the 
discovery and elimination of redundant information and abnormalities. 
SMART-PLS evaluates the goodness of fit using RMStheta and 
Standardized Mean Square Residual (SRMR). Research indicates that 
if the SRMR cut-off value is equal to zero (0), which represents its 
absolute state, then it is good. Similarly, it will be deemed well-fit if its 
values are less than or equal to 0.80. Furthermore, for good fitness, the 
RMS-theta value should be close to 0.12. The current study's SRMR 
and RMS-theta values fall within the acceptable range, demonstrating 
the model's good fit for the investigation and potential prediction of the 
components and their interactions. Table 6 illustrates the values for the 
goodness of fit. 
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Table 5: Quality of Fits 
quality of Fits 
Goodness of 
fit 

Value Rule of 
thumb 

Justification Interpretation 

SRMR .06 <.08 Tuksino 
(2016) 

Fulfill  

RMS-theta .05 <.07 Steiger 
(2007) 

Fulfill 

CFI .95 >.90 Hair, et. al 
(2013) 

Fulfill 

TLI .96 >.90 Awang 
(2015 

Fulfill 

d_ULS .06 <.08 Hair, et. al 
(2013) 

Fulfill 

d_G .09 <.10 Hair, et. al 
(2013) 

Fulfill 

Chisq/df 3.22 <.5.0 Awang 
(2015) 

Fulfill 

 
Hypothesis Analysis 
Figure 2: Structural Model of the Study (Bootstrapping @5000) 
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Table 6 
Result of Structural Model (Path Coefficient) 

Hypotheses  Original 
sample 
(Beta) 

Standard 
Deviation 
(STDEV) 

t-Value P Value Decision 

GS-> FP 0.226 0.068 3.369 0.000 Supported 
SP -> FP 0.622 0.068 3.589 0.000 Supported 
      
Note: *t-value > ∝=0.05, **t-value > ∝=0.01 with two tailed test 
Table 6 shows that there is a correlation between GS and FP, as 
evidenced by the influence of 0.226 that GS has on FP, a p-value of 
0.000 that is less than 0.05, and a T-value larger than 1.96. 
Furthermore, there is a relationship between SP and FP with a p-value 
of 0.000, which is less than 0.05, and a T-value of 3.589, larger than 
1.96. Based on the findings, the hypothesis is supported because all the 
constructs significantly contribute to and affect the funding practice of 
higher education, with β having a value greater than the cut-off values 
(0.10). Similarly, the construct t-statistics are larger than the suggested 
value of 1.96, indicating a logical dependency of the dependent 
variable on the independent factors.  
Human capital theory assumes that people act in ways that will 
probably boost their future income and general well-being. 
organisation growth is made possible by human capital. Growth in 
human capital in fields like research, education, and management 
promotes innovation, equality, and social well-being as well as higher 
productivity and better participation rates, all of which support 
effective funding practices. 
 
Discussion    
The purpose of this research was to investigate the relationship 
between school leadership management and funding practice in higher 
institutions. The findings reveal that there is a positive relationship 
between school leadership management and the funding practice of 
Higher education in Nigeria. The findings agreed with Ahmed (2015) 
that the benefit of investing in human capital through education is not 
just the private monetary remuneration but also the spillover effect it 
has on society as a whole, hence justification for government subsidies 
to education. The findings concurred with Kpolovia and Obilor (2013) 
that the Nigerian government is not providing enough resources to 
finance higher education. The finding is in line with Ordu and Nkwoji 
(2019) and Aremu and Siyanbola (2021) that taxation also helps in 
effective funding of higher education.  
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The findings in Table 4 reveal that governance structures enhance 
effective funding practices of higher education in Nigeria, accordingly, 
it ensures accountability for educational outcomes and the use of 
resources, provides mechanisms for assessing and monitoring the 
performance of educational institutions and stakeholders, and 
framework for designing, implementing, and evaluating the curriculum 
and instructional practices, establish mechanisms for holding 
individuals and groups accountable for their actions and decisions, 
helps ensure that information flows effectively throughout the 
organization, maintain order and consistency, mitigate legal and 
reputational risks, ensures organizations operate efficiently, effectively, 
and by their mission and values, reduce disruptions and fostering a 
harmonious working environment as well as promotes ethical conduct 
in an organization. Results from hypothesis one reveal that there is a 
positive and strong relationship between governance structures and the 
funding practice of higher education in Nigeria. The finding concurred 
with Abdullahi (2019), Israr and Muhammad (2014), and Muhammed 
et al (2015) that governance structures safeguard public funds and 
properties from abuse and enhance effective educational systems.  
Hypothesis two shows that stakeholder participation improves effective 
funding practices of higher education in Nigeria. consequently, it 
promotes democratic governance in education, helps create education 
systems that are more equitable, inclusive, and responsive to the needs 
of learners and communities, encourages collaboration, transparency, 
and accountability, ensures that educational decisions are informed by 
diverse perspectives, ultimately contributing to the improvement of 
educational quality and outcomes, promotes equitable access to 
education, development of student-centered teaching and learning 
approaches as well as Facilitates the identification and resolution of 
educational challenges and issues, leading to more effective solutions 
and a continuous improvement mindset. Results from H02 show that 
there is a close and positive relationship between stakeholder 
participation and the funding practice of higher education in Nigeria. 
The finding agreed with Ogadinma and Jack (2023) that the academic 
success or failure of a school can be somewhat attributed to 
participation among stakeholders in education. Also, the finding 
concurred with Abdullahi (2020); Asiyai (2015); Ogunode et al (2023), 
and Okanezi (2023) that if various stakeholders can invest their 
material, financial, and time resources the public universities, it will 
lead to effective management of universities which will in turn leads to 
higher success in public institutions. 
 
 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 416-436 

431 
 

Implications and Limitations of The Study  
Indeed, according to the results, school leadership management has a 
significant impact on funding practices in higher institutions. the 
school administrators can then continue to create effective avenues for 
the encouragement of a good governance structure toward improving 
the funding practice of higher institutions. Differently, the findings of 
this study provide new information to the government, to actively 
involve all necessary stakeholders to participate in educational affairs 
that will aid the effective funding practice in higher education 
institutions in Nigeria. Indeed, this research has identified specific 
limitations that warrant attention in subsequent inquiries. Despite this, 
the study was able to analyze the significance of school leadership 
management in the efficient funding of higher education. Alternative 
variables beyond those examined in this study can be employed to 
assess school leadership management. Furthermore, comparable 
studies can be conducted within primary and senior secondary school 
contexts. This discovery holds valuable insights for policymakers and 
school administrators committed to enhancing the funding practices of 
higher education. Future educational studies may benefit from using 
this finding as a reference point. Thus, qualitative research is also 
recommended as an improvement to get more detailed information 
about the reasons behind the findings. 
 
Conclusion 
Drawing from the findings, the present study has established 
connections among independent variables, all of which exhibit 
potential for advancing funding practices in higher education, 
including governance structures and stakeholder participation. The 
analysis of the data confirmed each of the research questions and 
objectives. 
 
Recommendations  
School managers should ensure effective governance structures of 
universities so as guarantees accountability for educational outcomes 
and the use of resources, provides mechanisms for assessing and 
monitoring the performance of educational institutions and 
stakeholders, framework for designing, implementing, and evaluating 
the curriculum and instructional practices, establish mechanisms for 
holding individuals and groups accountable for their actions and 
decisions, helps ensure that information flows effectively throughout 
the organization, maintain order and consistency, mitigate legal and 
reputational risks, ensures organizations operate efficiently, effectively, 
and by their mission and values, reduce disruptions and fostering a 
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harmonious working environment as well as promotes ethical conduct 
in an organization. Furthermore, school managers should encourage 
effective stakeholder participation to promote democratic governance 
in education, help create education systems that are more equitable, 
inclusive, and responsive to the needs of learners and communities, 
encourage collaboration, transparency, and accountability, ensure that 
educational decisions are informed by diverse perspectives, ultimately 
contributing to the improvement of educational quality and outcomes, 
promote equitable access to education, development of student-
centered teaching and learning approaches as well as Facilitates the 
identification and resolution of educational challenges and issues, 
leading to more effective solutions and a continuous improvement 
mindset towards effective funding practice of higher education. 
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Abstract: This paper examines the effects of migration on community 

cohesion in rural Romania, with particular emphasis on its 
antecedents and consequences. Drawing on qualitative 
thematic analysis, the study integrates insights from rural 
sociology, social capital theory, and social disorganization 
theory to situate Romanian migration within broader 
European and global debates. Findings highlight how 
economic factors such as unemployment and income 
disparities intersect with social and institutional drivers, 
including family expectations, cultural norms, and weak 
governance, to shape migration flows. Consequences for 
rural communities are multi-layered: while remittances 
and return migration can support household economies 
and even stimulate entrepreneurship, demographic decline, 
family separation, and challenges for left-behind children 
erode traditional forms of trust, participation, and 
solidarity. The paper argues that migration reconfigures 
social cohesion by transforming networks of reciprocity, 
altering community identities, and reframing the meaning 
of belonging across transnational spaces. By integrating 
theoretical perspectives with empirical evidence from 
Romania, the study contributes to understanding how rural 
communities negotiate resilience and vulnerability in the 
face of sustained out-migration. Implications for rural 
policy stress the need for long-term strategies that go 
beyond mitigating economic loss to strengthening social 
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cohesion, educational opportunities, and inclusive 
community development. 

 
Keywords: migration; rural Romania; community cohesion; social 

capital; left-behind children. 
 
Introduction 
Migration has profoundly shaped Romania’s socio-economic and 
cultural landscape since the early 1990s, with rural communities 
bearing the strongest impact of this phenomenon. After the fall of 
communism and especially following Romania’s accession to the 
European Union in 2007, the country experienced one of the largest 
migration flows in Eastern Europe. Entire villages have been marked 
by the departure of working-age adults, altering demographic 
structures, family arrangements, and community dynamics (Hărăguș & 
Földes, 2020). The exodus has left behind not only empty houses and 
declining populations, but also vulnerable social groups whose well-
being is closely tied to the evolving phenomenon of migration. 
The culture of migration itself has become embedded in rural 
Romanian life. As Horváth (2008) shows, for many young people from 
villages, emigration has evolved from an exceptional event into a 
normative life strategy, shaping their expectations for economic 
success, social status, and even family life. This “culture of migration” 
has created both opportunities—through remittances, new investments, 
or the exposure to different cultural models—and challenges, 
particularly in terms of community cohesion and the sustainability of 
rural development. 
At the same time, migration is not experienced uniformly across rural 
Romania. As Anghel (2016) demonstrates, localities differ in how they 
negotiate migration, with ethnic composition, historical legacies, and 
local power structures shaping the impact of departures and returns. In 
multi-ethnic areas of Transylvania, migration has influenced not only 
economic status but also interethnic relations, producing shifts in how 
communities perceive belonging and cooperation. Similarly, internal 
migration, often overlooked in favor of international mobility, has 
played an important role in shaping community perceptions, with 
research in Banat highlighting patterns of stigmatization directed at 
newcomers and returnees (O’Brien, Creţan, Jucu, & Covaci, 2023). 
The social consequences of migration are perhaps most visible in the 
phenomenon of left-behind children, a topic that has generated 
extensive attention both in research and in public discourse. The 
absence of one or both parents due to labor migration has been linked 
to psychosocial difficulties, educational vulnerabilities, and altered 
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family dynamics (Botezat & Pfeiffer, 2020; Constantinescu, Sandnes, 
& Bacro, 2025). Studies indicate heightened risks of anxiety (Tomşa & 
Jenaro, 2015), feelings of rejection (Adumitroaie & Dafinoiu, 2013), 
and challenges in identity formation (Bezzi, 2013). While family 
solidarity may act as a protective factor (Matei & Bobârnat, 2022), 
migration nonetheless places pressure on traditional support systems. 
Gheaus (2013) introduces the concept of “care drain” to describe how 
the responsibility for children’s upbringing often falls on grandparents 
or extended kin, raising questions about intergenerational justice and 
the sustainability of informal care arrangements. 
In addition to children, the elderly are significantly affected. As Thelen 
(2015) points out, rural migration disrupts the traditional patterns of 
care for older family members, leading to situations where aging 
parents are left with limited support, both emotional and practical. 
Migration thus creates new vulnerabilities at both ends of the life 
course, reshaping the intergenerational fabric that once ensured 
continuity and cohesion in rural communities. 
Materially, migration has left visible traces in rural spaces. Case 
studies such as Larionescu’s (2012) analysis of Marginea reveal how 
remittances have been invested in housing, producing villages marked 
by striking contrasts: modern, often uninhabited houses alongside 
deteriorating social infrastructure. While these investments may 
symbolize success and upward mobility, they also highlight the 
ambivalent relationship between individual gains and collective 
decline. The proliferation of “migrant houses” raises questions about 
the sustainability of community life in contexts where economic capital 
is decoupled from everyday presence. 
The educational system has also been called to respond to the effects of 
migration. Costin (2021) and Mara, Mara, Andrei, and Danciu (2011) 
show that schools are often the first institutions to register the 
challenges faced by left-behind children, whether through declining 
performance, absenteeism, or psychosocial difficulties. Teachers, 
together with parents and local authorities, are compelled to develop 
new forms of cooperation to mitigate the consequences of parental 
absence. Pancu and Bocoș (2016) argue for strategies to strengthen 
school–family partnerships, while Hatos and Bălțătescu (2013) 
demonstrate empirically that family structure strongly correlates with 
school outcomes, underscoring the interdependence of family well-
being and educational success. 
Altogether, migration emerges as a multidimensional process that 
reshapes rural communities beyond economic parameters. It affects 
demographic composition, family solidarity, generational relations, 
educational pathways, and cultural identities. As Bezzi (2013) notes, 
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children and families in transnational contexts develop hybrid forms of 
belonging, navigating between presence and absence, between the 
homeland and abroad. These dynamics profoundly influence the sense 
of trust, reciprocity, and shared identity that underpin community 
cohesion. 
The present study seeks to explore these complexities by conducting a 
qualitative thematic analysis of the antecedents and consequences of 
migration for community cohesion in rural Romania. By focusing on 
local voices and lived experiences, the study aims to capture how 
communities understand and negotiate migration as both a source of 
opportunity and a challenge to social cohesion. The goal is not only to 
document the vulnerabilities generated by migration but also to 
identify forms of resilience and adaptation that may inform policies 
and practices in rural development, education, and social work. 
 
Theoretical framework 
Migration, particularly in rural contexts, has long been recognized as a 
dynamic force reshaping demographic structures, economic practices, 
and social relations. Rural sociology offers valuable insights into the 
interconnectedness of mobility and community change, framing 
migration as more than the mechanical relocation of individuals but as 
a deeply embedded social process with long-term implications (Rao, 
1981; Berry, 2000). As Berry (2000) emphasized, rural sociology has 
historically positioned migration as a catalyst of community 
transformation, with each migratory wave producing shifts in local 
economies, altering power relations, and generating new social 
identities. The distinctiveness of rural settings lies in their relative 
vulnerability to these changes: when even modest levels of migration 
occur, they reverberate across all dimensions of community life. 
Bell and Osti (2010) introduced the concept of “mobilities and 
ruralities,” underlining that rural areas should not be seen as static, 
isolated entities but as fluid spaces shaped by continuous flows of 
people, capital, and ideas. This aligns with Milbourne’s (2007) 
argument that migration has redefined the very foundations of rural 
studies, necessitating a paradigm shift from viewing rural communities 
as closed systems toward understanding them as nodes in broader 
mobility networks. Johnson and Fuguitt (2000) further demonstrate, 
through their longitudinal study of U.S. migration, how continuity and 
change intersect: rural areas both lose and attract populations, and 
these patterns have profound consequences for social cohesion and 
sustainability. In many cases, out-migration of youth combines with 
selective in-migration of retirees or returnees, producing contradictory 
pressures on local communities. 
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The Romanian case is emblematic of these dynamics. As Horváth 
(2008) argued, rural youth are often immersed in a “culture of 
migration,” where leaving is not a deviation but a widely shared 
expectation. Migration thus becomes institutionalized as a rite of 
passage, creating what Rye (2011) conceptualizes through a 
Bourdieusian lens as a classed practice, tied to aspirations for mobility 
and modernity. Yet, as Jamieson (2000) observed, such movements are 
never divorced from place: young people’s decisions to leave, stay, or 
return are embedded in specific rural attachments and experiences. 
Cook and Cuervo (2020) reinforce this point, showing how staying, 
leaving, and returning reflect reflexivity and motility, expressions of 
agency shaped by broader structural conditions. Harney (2024) pushes 
this further, highlighting the role of immobility—not merely as 
absence of movement but as an active condition shaping those who 
remain behind. 
These varied trajectories of mobility produce profound transformations 
in rural Romania. Some communities become “poverty catchments” 
marked by chronic depopulation and economic stagnation, a process 
described by Foulkes and Newbold (2008) in the U.S. but highly 
relevant in Eastern European contexts. Golding (2014) extends this 
analysis by linking migration to inequality, stressing that rural 
communities are deeply affected by global hierarchies in which their 
labor and resources are often extracted without proportional return. 
Bhandari and Ghimire (2016) illustrate the close relationship between 
agricultural restructuring and migration in Nepal, which resonates with 
Romania’s rural economy, where subsistence farming, land 
fragmentation, and structural underemployment push individuals to 
seek opportunities abroad. As Diken (2018) contends, migration must 
be analyzed through a critical sociology of mobility that situates these 
local patterns within global power relations, emphasizing how regimes 
of movement and restriction shape people’s opportunities and life 
chances. 
These transformations cannot be understood in isolation from the 
concept of community cohesion. Cohesion refers to the capacity of 
communities to maintain trust, solidarity, and collective efficacy 
despite social change. Fonseca, Lukosch, and Brazier (2019) revisited 
this concept, providing a multidimensional definition that integrates 
trust, social networks, and shared identity. Earlier, Kawachi and 
Berkman (2000) framed social cohesion as a determinant of population 
health, linking it to social capital and the distribution of resources. 
Forrest and Kearns (2001) likewise highlighted its role in fostering 
neighborhood-level solidarity, while Cloete (2014) argued for its 
significance in promoting the common good. 
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Community cohesion is both challenged and reconstituted through 
migration. Blake et al. (2008) emphasized that community engagement 
is essential for cohesion, yet migration often disrupts established forms 
of engagement by altering demographics and redistributing resources. 
Oxoby (2009) clarified that social inclusion and social capital must be 
considered alongside cohesion to fully capture how communities 
integrate newcomers and cope with departures. Cheong et al. (2007) 
further warned that immigration and emigration can produce both 
bonding and bridging effects: while migration can strengthen internal 
solidarities among those left behind, it can also erode trust between 
groups and exacerbate divisions. Green and Janmaat (2011) stressed 
that definitions of cohesion vary across societies but consistently 
revolve around balancing diversity and unity, while Harell and Stolle 
(2011) examined how cohesion operates in diverse democracies, 
showing that pluralism can either strengthen or weaken communal ties 
depending on institutional arrangements. 
At the theoretical level, social disorganization theory offers a 
compelling lens for analyzing how migration affects cohesion. 
Originally developed to explain urban crime, it emphasizes how high 
levels of population turnover, heterogeneity, and mobility undermine 
informal social control (Kubrin, 2009). Applied to rural Romania, the 
departure of working-age adults and the return of retirees can be seen 
as producing precisely the conditions of disorganization that weaken 
local institutions. Charis and Ronald (2017) trace the evolution of the 
theory, showing its relevance beyond crime studies to broader 
questions of community stability. Lowenkamp, Cullen, and Pratt 
(2003) empirically demonstrated that social disorganization is not only 
about structural disadvantage but also about the weakening of networks 
that sustain trust and cooperation. Weisburd, Groff, and Yang (2014) 
argue that opportunity structures must be integrated with 
disorganization, underscoring the interplay between mobility, resource 
access, and cohesion. 
Closely related is social capital theory, most famously articulated by 
Putnam, but extended in multiple directions. Kreuter and Lezin (2002) 
framed it as a resource for health promotion, while Dubos (2017) and 
Claridge (2018) provided detailed conceptual frameworks for its 
application. Schmid and Robison (1995) demonstrated its utility in 
agricultural and rural contexts, linking social ties to economic 
outcomes. Akdere (2005) argued that social capital has direct 
implications for human resource development, while Schmid and 
Robison (1995) showed how networks underpin collective economic 
action. The emphasis across these works is that migration reshapes the 
stock of social capital by disrupting existing ties, creating new 
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transnational linkages, and redefining the balance between bonding and 
bridging capital. 
Taken together, these frameworks allow for a conceptual model in 
which migration is both an antecedent and a consequence of 
community cohesion. Migration erodes cohesion by disrupting trust, 
weakening participation, and fragmenting identities, but it also 
produces new forms of cohesion through remittance economies, 
transnational solidarity, and return migration. The challenge, as Cook 
and Cuervo (2020) note, is to understand how agency and reflexivity 
mediate these processes, allowing some communities to transform 
migration into a resource while others experience it primarily as a loss. 
By situating rural Romanian migration within this broader theoretical 
landscape—drawing on rural sociology, social disorganization, social 
capital, and cohesion studies—it becomes possible to analyze its 
complex antecedents and consequences with greater conceptual clarity. 
Community cohesion, as a concept, provides one of the most useful 
lenses through which the effects of migration in rural Romania can be 
examined. At its core, cohesion refers to the bonds that hold 
communities together: trust, shared norms, mutual obligations, and a 
sense of belonging. Yet, despite its intuitive appeal, the concept has 
proven elusive to define consistently. Cloete (2014) frames cohesion as 
integrally connected to the common good, emphasizing that 
communities thrive not merely on the basis of functional arrangements 
but through shared values and reciprocal commitments. Kawachi and 
Berkman (2000), from the perspective of social epidemiology, argue 
that social cohesion should be measured through indicators such as 
trust, civic participation, and mutual support, all of which directly 
affect well-being and health outcomes. Their work demonstrates that 
cohesion is not only a sociological construct but also a determinant of 
broader social resilience. 
Forrest and Kearns (2001) advanced this argument by situating 
cohesion at the neighborhood level, suggesting that social capital, trust, 
and inclusion are the building blocks of stable localities. Their 
framework highlights that cohesion is not static but constantly 
negotiated, particularly in contexts of demographic change such as 
migration. Blake and colleagues (2008) added a crucial dimension by 
linking community engagement to cohesion: only through active 
participation and shared projects can cohesion be sustained in the face 
of diversity and turnover. Similarly, Oxoby (2009) warned that 
cohesion cannot be fully understood without reference to inclusion and 
capital, because the absence of inclusion—even in apparently 
“cohesive” groups—can conceal forms of exclusion that undermine 
long-term solidarity. 
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These insights are particularly relevant in rural Romania, where 
migration produces both inclusionary and exclusionary dynamics. On 
one hand, remittances and return migration can strengthen local 
engagement, funding community projects and revitalizing networks. 
On the other, the departure of young adults may erode participation in 
local associations, weaken informal support networks, and shift 
community responsibilities to aging populations. Cheong et al. (2007) 
underscore this duality, noting that migration may produce bonding 
cohesion among established groups while simultaneously straining 
bridging cohesion across social divides. Their critical review suggests 
that the effects of migration on cohesion cannot be assumed but must 
be empirically investigated. 
This multidimensional perspective resonates with Fonseca, Lukosch, 
and Brazier’s (2019) attempt to reconceptualize cohesion in light of 
contemporary challenges. They propose a definition that integrates 
trust, social networks, and shared identity into a single model, thereby 
capturing the complexity of cohesion in diverse and mobile societies. 
Green and Janmaat (2011) also underline the diversity of definitions, 
but they converge on the idea that cohesion reflects societies’ capacity 
to balance unity and diversity, a balance increasingly tested in the 
context of globalization and transnational migration. Harell and Stolle 
(2011) build on this point by exploring cohesion in diverse 
democracies, where inclusion of difference must be reconciled with 
demands for solidarity. For rural Romanian communities, this implies 
that cohesion is not only about sustaining traditional solidarities but 
also about managing new pluralities brought about by mobility, both 
internal and international. 
At the same time, theories of community instability shed light on the 
mechanisms by which cohesion is undermined. Social disorganization 
theory, originating in the Chicago School, provides a foundational 
framework for analyzing how demographic change affects community 
control. Kubrin (2009) summarizes the theory’s core claim: high levels 
of mobility, heterogeneity, and poverty reduce the ability of 
communities to regulate themselves, leading to disorganization and, in 
its original formulation, higher crime rates. While developed in urban 
contexts, its logic applies to rural areas undergoing rapid migratory 
turnover. In Romanian villages where entire age cohorts migrate 
abroad, leaving behind elderly populations and children, the ability to 
maintain informal controls is similarly weakened. 
Charis and Ronald (2017) trace the evolution of the theory, showing 
that it has broadened to encompass not only crime but broader 
community processes such as civic participation and collective 
efficacy. Lowenkamp, Cullen, and Pratt (2003) provide empirical 
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evidence that the weakening of networks is a key mechanism: it is not 
merely poverty or diversity per se that matters, but the erosion of the 
ties that make cooperation possible. Weisburd, Groff, and Yang (2014) 
argue for integrating opportunity structures into this framework, 
suggesting that communities are vulnerable when disorganization is 
coupled with limited access to economic or institutional resources. For 
rural Romania, this means that migration is not disruptive only because 
people leave, but because departures coincide with fragile local 
economies, limited institutional support, and declining agricultural 
viability. The disorganization that follows migration, then, is not only 
social but also economic and institutional, compounding the erosion of 
cohesion. 
 
Literature review methodology 
The study of migration in Eastern Europe has been strongly shaped by 
the profound transformations following the fall of communism, the 
restructuring of agrarian economies, and the enlargement of the 
European Union. Empirical research in this region has consistently 
highlighted rural areas as both epicenters of migratory flows and 
spaces of acute vulnerability. Romania, in particular, represents one of 
the most striking cases, given its persistent out-migration since the 
early 1990s and its dual role as a country of origin and transit. Rural 
communities, which historically relied on stable demographic 
structures and strong kinship networks, have been disproportionately 
affected by this phenomenon. 
Empirical contributions from scholars such as Horváth (2008), 
Larionescu (2012), and Thelen (2015) provide a nuanced 
understanding of how migration reshapes village life. Horváth’s (2008) 
ethnographic work described the “culture of migration” among 
Romanian rural youth, capturing how leaving becomes not only an 
economic strategy but also a normative expectation embedded in 
community life. This perspective is crucial, as it frames migration less 
as an individual act and more as a collective orientation deeply tied to 
rural aspirations and frustrations. Similarly, Larionescu (2012) 
examined the visible material transformations produced by remittances 
in Marginea, showing how investments in housing altered the social 
fabric and hierarchies of the village. Thelen (2015) turned attention to 
intergenerational dynamics, particularly the care of the elderly left 
behind, which revealed the emotional and social costs borne by 
communities in the absence of younger cohorts. 
The antecedents of migration in Romania have been consistently 
documented in terms of push–pull dynamics. On the one hand, 
economic stagnation, lack of rural employment, and the decline of 
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traditional agricultural livelihoods act as powerful push factors. 
Hărăguș and Földes (2020) documented the demographic 
vulnerabilities of Romanian rural areas, underlining how shrinking 
populations and limited economic diversification created fertile ground 
for sustained out-migration. On the other hand, pull factors associated 
with European integration — such as access to labor markets in Italy, 
Spain, or Germany — facilitated the establishment of transnational 
family networks that further reinforced migratory intentions (Anghel, 
2016). These networks function as channels of information, support, 
and opportunity, lowering the risks of migration and embedding it as a 
recurring strategy within households. 
The consequences of migration, however, are complex and 
multifaceted. Demographic aging is perhaps the most visible impact, as 
villages witness the steady departure of working-age adults. Thelen’s 
(2015) analysis showed that this leads to increasing burdens on older 
residents, both as caregivers for left-behind children and as custodians 
of community traditions. Family separation represents another critical 
dimension. A vast body of literature on “left-behind children” has 
emphasized the psychological, educational, and emotional toll of 
parental absence. Studies such as Botezat and Pfeiffer (2020), Tomșa 
and Jenaro (2015), and Adumitroaie and Dafinoiu (2013) confirm 
heightened risks of anxiety, perception of rejection, and lower 
educational attainment among children in migrant families. Costin 
(2021) and Matei and Bobârnat (2022) add that although family 
solidarity and extended kin support can mitigate some of these effects, 
the structural absence of parents leaves profound gaps in emotional 
development. Constantinescu, Sandnes, and Bacro (2025) extend this 
by synthesizing recent psychological research, concluding that parental 
migration is strongly associated with attachment insecurity and 
compromised well-being among Romanian children. 
At the community level, migration produces both gains and losses. 
Remittances are frequently celebrated as a stabilizing resource, 
providing funding for household consumption, new housing, and 
sometimes local public goods (Larionescu, 2012). Yet these financial 
inflows do not automatically translate into cohesive social outcomes. 
Bezzi (2013) and Gheaus (2013) highlight that while remittances may 
improve material conditions, they do not replace the social presence of 
parents or the communal vitality lost when large numbers emigrate. 
Moreover, as O’Brien, Creţan, Jucu, and Covaci (2023) demonstrate in 
the rural Banat region, internal migration within Romania can itself 
generate stigmatization and social boundaries, showing that 
migration’s consequences extend beyond transnational mobility to 
intra-national contexts of inequality and identity. Return migration 
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further complicates the picture: while some returnees invest in local 
enterprises or civic initiatives, others face difficulties reintegrating into 
local structures, leading to tensions between those who stayed and 
those who left (Anghel, 2016). 
Despite the richness of this literature, important gaps remain. Much of 
the Romanian research has focused on children left behind and the 
psychosocial consequences of parental absence (Botezat & Pfeiffer, 
2020; Tomșa & Jenaro, 2015; Adumitroaie & Dafinoiu, 2013; 
Constantinescu et al., 2025). While indispensable, these studies often 
examine migration’s effects at the level of individuals or households, 
rather than at the broader community level where cohesion is enacted 
and sustained. Similarly, economic analyses of remittances and 
demographic studies of rural depopulation (Hărăguș & Földes, 2020) 
rarely integrate sociological perspectives on trust, participation, and 
shared identity. Furthermore, while European comparative studies 
provide useful macro insights, there is limited qualitative work that 
explores the lived experiences of cohesion in Romanian rural 
villages—how migration reconfigures social norms, reshapes the 
meaning of belonging, or generates both solidarity and fracture in 
community life. 
This study addresses these gaps by adopting a qualitative thematic 
analysis of migration’s antecedents and consequences for community 
cohesion in rural Romania. By focusing on the narratives and 
experiences of rural residents, it seeks to capture not only the structural 
transformations induced by migration but also the subtle, everyday 
negotiations of trust, solidarity, and collective identity. 
 
Findings for antecedents of migration in rural Romania 
Migration from rural Romania has deep structural antecedents that 
combine economic hardship, social expectations, institutional 
weaknesses, and regional disparities. These factors intersect to produce 
a complex environment in which leaving becomes not only an 
individual choice but also a socially reinforced trajectory. 
Economic explanations dominate much of the literature, as rural areas 
remain marked by poverty, unemployment, and underdeveloped 
infrastructure. Sandu and De Jong (1996), in one of the earliest 
systematic analyses of post-communist migration intentions, 
demonstrated that economic instability and the lack of labor market 
opportunities acted as powerful push factors in the 1990s. These 
structural pressures have not disappeared but rather evolved in the 
context of EU integration, as rural households continue to face limited 
employment diversification and income disparities compared with 
urban centers. The agricultural sector, once the backbone of rural 
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livelihoods, remains fragmented. Ionescu et al. (2021) show that small 
agricultural holdings constrain productivity and reinforce subsistence 
models, leaving rural households vulnerable and more inclined to seek 
external income sources through migration. 
At the same time, migration is not driven by economic scarcity alone 
but is also embedded in social and cultural logics. Horváth (2008) 
described the emergence of a “culture of migration” among rural 
youth, where leaving the village is framed not only as a financial 
strategy but as a rite of passage and a model of success. This 
orientation is reinforced by family networks, which provide logistical 
support, reduce uncertainty, and create normative pressure to follow 
the path of peers and relatives. Marcu (2014) added that these social 
dynamics persist across borders, with Romanian migrants in Spain 
negotiating new identities while maintaining strong transnational ties 
to their home villages, thereby sustaining the cultural legitimacy of 
migration as a preferred life course. 
Social drivers intersect with institutional deficits, particularly in 
governance, education, and anti-corruption measures. Crisan, Crisan-
Mitra, and Dragos (2019) demonstrated that perceived corruption at 
both organizational and national levels significantly heightens 
migration intentions, revealing how distrust in institutions fuels out-
migration. Similarly, Caroleo et al. (2022), through a comparative 
analysis of NEETs in Romania, Italy, and Bulgaria, showed that weak 
transitions from school to the labor market leave young people 
particularly vulnerable to considering migration as their primary 
strategy for upward mobility. In rural contexts, where educational and 
vocational infrastructures are less developed, the lack of institutional 
support exacerbates feelings of marginalization. 
Regional disparities further complicate the picture. Bădescu, Angi, 
Benedek, and Constantinescu (2025) underline how historical legacies 
of uneven development have produced stark contrasts between regions, 
influencing both human capital formation and migratory patterns. For 
example, Western regions with a legacy of stronger institutional 
infrastructures and cross-border connections often facilitate temporary 
or circular migration, while more disadvantaged regions, such as the 
North-East, witness higher levels of long-term family separation. 
Balaban and Huțuleac (2021), in their study of Suceava County, 
emphasize that while public measures exist to mitigate the negative 
effects of migration, they often fail to address the root causes, leaving 
communities exposed to the structural drain of their active workforce. 
At the same time, migration antecedents are not solely deficits; they 
also intersect with aspirations for entrepreneurship and sustainable 
rural development. Croitoru (2020) found that return migrants often 
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channel remittances and experiences into entrepreneurial activities, 
raising local expectations for socio-economic change. Similarly, Coroș 
et al. (2021), analyzing the Mărginimea Sibiului region, revealed how 
rural tourism and cultural heritage can offer alternative livelihoods that 
reduce the need for permanent migration while sustaining community 
identity. Yet, such examples remain unevenly distributed, tied to 
regions with stronger cultural capital and visibility, thereby reinforcing 
disparities across the rural landscape. 
The antecedents of migration in rural Romania reflect a synergy 
between economic vulnerability, social networks and norms, 
institutional deficiencies, and historical regional inequalities. These 
drivers not only explain the persistence of out-migration but also reveal 
how migration has become a deeply normalized strategy within rural 
households. For many communities, migration functions as both an 
escape from structural stagnation and a means of negotiating status, 
identity, and belonging in an increasingly interconnected Europe. 
 
Findings for consequences of migration for rural Romania 
community cohesion 
The consequences of migration on rural community cohesion in 
Romania are multiple and layered, cutting across demographic, 
economic, social, educational, and cultural dimensions. They reflect 
not only the material changes brought about by labor mobility but also 
deeper transformations in how communities define solidarity, 
belonging, and resilience in the face of global mobility. 
Demographically, migration has altered the population structures of 
rural Romania through depopulation, aging, and shifts in family 
dynamics. Horváth and Anghel (2009) provide a comprehensive 
overview of how sustained out-migration has hollowed out villages, 
with young and working-age populations leaving in large numbers 
while elderly relatives remain behind. This “care gap,” as Thelen 
(2015) has highlighted, reshapes kinship and caregiving structures, 
with elderly residents increasingly dependent on neighbors, relatives, 
or informal arrangements rather than immediate family. The 
demographic vacuum is also reflected in an erosion of school 
enrollments and local vitality, leaving behind what Andrews (2015) 
described in a British context as “communities under demographic 
stress,” where cohesion is undermined not only by diversity but by 
absence. 
Economically, migration has functioned as both a lifeline and a 
dependency trap for rural communities. Remittances represent a critical 
source of income, financing housing improvements, education, and in 
some cases small businesses. Breaz, Trif, Ciolomic, Jaradat, and Cilan 
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(2024) show how labor migration boosts local consumption and 
occasionally entrepreneurial activity, yet these flows rarely substitute 
for sustainable local development. In regions like Suceava, studied by 
Balaban and Huțuleac (2021), remittances became central to household 
strategies but also created dependency, weakening incentives for local 
labor force participation. Crowley and Hickman (2008) argue more 
broadly that migration reshapes social capital itself, reinforcing some 
networks through financial transfers while eroding others through 
prolonged absence. 
The social consequences are among the most profound, as migration 
disrupts traditional norms of trust, reciprocity, and community 
participation. Markova and Black (2007), examining East European 
immigration in the UK, warned that cohesion can be fragile when 
migration reshuffles community structures, and similar processes are 
evident in rural Romania. O’Brien et al. (2023), in their analysis of 
internal migration and stigmatization in Banat, reveal how mobility 
often introduces new cleavages between “migrants” and “non-
migrants,” with the latter sometimes resenting those who leave or 
return with altered lifestyles. Cheong, Edwards, Goulbourne, and 
Solomos (2007) stress that immigration and internal migration alike 
complicate the traditional relationship between social cohesion and 
social capital, raising questions about whether networks that stretch 
across borders can replace those embedded locally. This resonates with 
Burnett’s (2004) critical discussion of “community cohesion” as a 
state-driven discourse that often ignores lived inequalities and the 
structural causes of social fragmentation. 
Educational consequences are equally significant, as children left 
behind by migrating parents often experience emotional strain, 
academic disengagement, and disrupted aspirations. A growing body 
of research documents these effects: Botezat and Pfeiffer (2020) find 
that parental migration negatively impacts educational outcomes and 
psychosocial wellbeing, while Tomșa and Jenaro (2015) demonstrate 
heightened levels of anxiety among left-behind children. Costin (2021) 
and Matei and Bobârnat (2022) emphasize that family solidarity and 
school support can mitigate some of these risks, but the broader picture 
remains concerning. Constantinescu, Sandnes, and Bacro (2025) 
synthesize evidence of long-term psychological effects, showing how 
children’s attachment and developmental trajectories are reshaped by 
prolonged parental absence. These dynamics weaken the community’s 
role as an educational and socializing agent, especially when local 
schools are unable to compensate for absent parental involvement. 
The psychological and cultural dimensions of migration deepen the 
challenges for community cohesion. Identity itself becomes fluid, 
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stretched between local belonging and transnational life. Marcu (2014) 
describes how Romanian migrants in Spain negotiate hybrid identities, 
sustaining ties to their home villages while embracing new cultural 
frames, thereby transforming what it means to “belong” to a 
community. Bezzi (2013) and Adumitroaie and Dafinoiu (2013) 
illustrate how children in transnational families often experience 
rejection, loneliness, and ambivalent identities, shaping a generation 
whose sense of home is fragmented. Holtug (2021) situates these 
struggles within broader debates about social cohesion, arguing that 
immigration and migration compel communities to rethink justice, 
inclusion, and mutual responsibility in increasingly diverse and mobile 
contexts. 
At a theoretical level, these consequences align with international 
debates on cohesion and diversity. Stolle, Petermann, Schoenwaelder, 
Schmitt, and Heywood (2011) argue that contact can mitigate negative 
consequences of diversity, but when contact is disrupted by physical 
absence, as in Romanian villages, trust and cooperation deteriorate. 
Ozcurumez and Hoxha (2020) emphasize that social cohesion is often 
“practiced in the dark,” with informal strategies compensating for 
missing formal structures. Attri (2023) proposes that post-migration 
coexistence depends on mobilizing resilience and new forms of 
community solidarity, a process also visible in Romanian villages 
where churches, NGOs, and extended families assume roles once held 
by nuclear households. 
The consequences of migration for community cohesion in rural 
Romania cannot be reduced to a simple narrative of loss or gain. 
Instead, they reveal a double-edged dynamic in which remittances and 
transnational networks provide economic and cultural lifelines, while 
depopulation, educational disruption, and erosion of trust undermine 
the very foundations of rural solidarity. As Husband and Alam (2011) 
point out, cohesion policies and interventions often underestimate these 
tensions, overlooking the ways in which migration redefines what it 
means to be a community in the first place. In Romania’s rural areas, 
cohesion today is both sustained and destabilized by migration: 
sustained by the flows of money, care, and ideas that return home, yet 
destabilized by the persistent absence of people whose presence once 
anchored the everyday life of villages. 
 
Discussions and conclusion 
The findings of this study indicate that migration in rural Romania 
should be understood not only as a demographic or economic process 
but as a phenomenon that reshapes the very foundations of community 
cohesion. When considered through the perspectives of social capital 
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and social disorganization theories, migration reveals a double face: it 
can strengthen certain networks while simultaneously eroding others. 
Social capital theory highlights trust, reciprocity, and shared norms as 
essential to community life (Kawachi & Berkman, 2000; Schmid & 
Robison, 1995; Akdere, 2005; Claridge, 2018). Yet, in many 
Romanian villages, these mechanisms are increasingly tested by the 
realities of migration. Remittances sustain households and sometimes 
community institutions, but face-to-face reciprocity and mutual aid—
traditionally embedded in rural life—are weakened when so many 
members are absent. As Cloete (2014) and Oxoby (2009) remind us, 
cohesion requires both inclusion and a sense of the common good. In 
rural Romania, these elements are often mediated across borders, 
reframed by distance, and complicated by unequal access to 
opportunities. 
Social disorganization theory offers another lens to interpret these 
dynamics. Although developed in urban contexts, the theory’s central 
insights about the weakening of informal social control (Kubrin, 2009) 
resonate with rural settings undergoing depopulation, economic 
uncertainty, and family separation. As Charis and Ronald (2017) argue, 
the theory has evolved to incorporate the interaction between 
opportunity structures and disorganization (Weisburd, Groff, & Yang, 
2014). In Romania, access to labor markets abroad creates 
opportunities for families, but these opportunities often dismantle the 
social networks that hold rural communities together. Horváth and 
Anghel (2009) describe this as a “hollowing out” of villages, where 
migration becomes not just a necessity but a cultural expectation 
(Horváth, 2008). Classic tests of the theory (Lowenkamp, Cullen, & 
Pratt, 2003) suggest that weakened collective efficacy leads to 
diminished trust and civic participation, a pattern also observed in 
many Romanian localities. 
Within this framework, rural communities emerge as both resilient and 
vulnerable. On the one hand, migration generates resilience by 
channeling remittances into household economies, financing education, 
and, in some cases, supporting local businesses and entrepreneurship 
(Croitoru, 2020; Balaban & Huțuleac, 2021). In regions such as 
Mărginimea Sibiului, migration has been incorporated into sustainable 
strategies for cultural heritage and tourism (Coroș et al., 2021), 
allowing cohesion to be maintained through shared identity and 
collective memory. On the other hand, vulnerabilities are stark. 
Population decline continues (Hărăguș & Földes, 2020), elderly care 
becomes precarious (Thelen, 2015), and children are left behind in 
fragile family arrangements (Botezat & Pfeiffer, 2020; Constantinescu, 
Sandnes, & Bacro, 2025; Matei & Bobârnat, 2022). Gheaus’s (2013) 
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notion of “care drain” captures this ethical tension well: financial 
stability is purchased at the cost of reduced parental presence. For 
many children, the result is a heightened sense of anxiety, perceived 
rejection, and altered educational aspirations (Tomșa & Jenaro, 2015; 
Adumitroaie & Dafinoiu, 2013; Bezzi, 2013; Costin, 2021). 
The Romanian case can also be situated within broader Eastern 
European and global contexts. As Milbourne (2007) and Bell and Osti 
(2010) note, migration and mobility are now at the heart of rural 
sociology, with communities shaped by both arrivals and departures. In 
Romania, historical legacies and uneven regional development play a 
decisive role in shaping these processes (Bădescu et al., 2025). Similar 
patterns are visible elsewhere, such as in rural Illinois “poverty 
catchments” (Foulkes & Newbold, 2008) or Nepalese villages marked 
by agricultural out-migration (Bhandari & Ghimire, 2016). Yet 
Romanian localities also display unique dynamics, such as the 
reshaping of ethnic hierarchies and social statuses in multi-ethnic 
Transylvanian communities (Anghel, 2016). 
Migration also alters cultural identity and belonging. As Marcu (2014) 
illustrates in her study of Romanian migrants in Spain, transnational 
identities complicate conventional notions of home and community. 
For those who remain behind, particularly children, migration may 
create feelings of rejection or ambivalence (Bezzi, 2013; Costin, 2021). 
Schools in such contexts often face higher dropout rates and shifting 
aspirations (O’Brien et al., 2023). These experiences mirror findings in 
other rural contexts, where migration becomes a reflexive strategy for 
negotiating class and opportunity (Jamieson, 2000; Rye, 2011; Cook & 
Cuervo, 2020). What distinguishes Romania is the convergence of 
systemic corruption (Crisan, Crisan-Mitra, & Dragoș, 2019), fragile 
governance (Ionescu et al., 2021), and integration into EU labor 
markets (Sandu & De Jong, 1996), which together intensify the 
ambivalent nature of migration as both resource and risk. 
For policy and practice, these findings carry significant implications. 
Cohesion, defined by Fonseca, Lukosch, and Brazier (2019) as both 
structural and identity-based, requires more than remittance flows or 
symbolic references to community. It requires institutional support, 
meaningful participation, and opportunities for inclusion (Green & 
Janmaat, 2011; Harell & Stolle, 2011). Yet Romanian communities 
often rely on NGOs, churches, or informal leaders to compensate for 
weak state engagement (Blake et al., 2008; Husband & Alam, 2011). 
Policy responses, such as those documented in Suceava County 
(Balaban & Huțuleac, 2021), tend to mitigate short-term migration 
effects rather than foster long-term community resilience. Comparative 
cases from England (Andrews, 2015), other parts of Eastern Europe 
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(Markova & Black, 2007), or global debates on social cohesion 
(Holtug, 2021; Ozcurumez & Hoxha, 2020; Crowley & Hickman, 
2008) show that policies often struggle when migration transforms not 
only who belongs to the community but what community itself 
signifies. 
Taken together, the antecedents and consequences of migration in rural 
Romania point to several central conclusions. Economic necessity 
remains a primary driver (Horváth, 2008; Breaz et al., 2024), but 
migration is equally shaped by family expectations, cultural models, 
and institutional weaknesses (Rao, 1981; Berry, 2000). The 
consequences, meanwhile, are multi-layered: remittances and 
entrepreneurship coexist with fractured families and diminished trust. 
As Crowley and Hickman (2008) observe, social capital itself is 
reconfigured in contexts of globalization and postindustrial change. 
This study has certain limitations. As a qualitative synthesis, it cannot 
generalize to all rural contexts or fully capture the diversity of migrant 
experiences. Reliance on existing literature also risks obscuring local 
variations in resilience or vulnerability. Nonetheless, by combining 
perspectives from rural sociology (Johnson & Fuguitt, 2000; Harney, 
2024; Diken, 2018), theories of social cohesion and capital (Forrest & 
Kearns, 2001; Cloete, 2014; Cheong et al., 2007), and transnational 
identity (Marcu, 2014), this paper contributes to migration studies by 
articulating a conceptual model that links migration’s antecedents to its 
community-level consequences. 
Future research should extend this work through comparative and 
longitudinal designs, paying closer attention to the trajectories of left-
behind children and the capacity of rural communities to regenerate 
cohesion over time. As Weisburd, Groff, and Yang (2014) suggest, 
advancing theoretical understanding requires integrating place-based 
insights with broader frameworks of mobility and opportunity. 
Ultimately, migration in rural Romania highlights the fragile balance 
between resilience and vulnerability. Villages may survive 
economically through remittances and transnational ties, but they also 
risk losing their social glue, their demographic vitality, and their 
cultural continuity. Far from being peripheral, these issues go to the 
heart of how communities understand themselves, sustain their 
traditions, and prepare for the future. In this sense, community 
cohesion should be seen not as a static condition, but as an ongoing 
process continually reshaped by mobility, absence, and return. 
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Abstract: Preschoolers today are growing up surrounded by digital 
media, which presents both developmental opportunities 
and risks. Parental guidance plays a key role in shaping 
healthy media habits from early childhood. This study 
presents the Adaptive Digital Parenting for Preschoolers 
(ADPP) program, an intervention program combining 
parent education with a personalized mobile application. 
The 10-week randomized controlled trial involved 60 
families with children aged 3–5 years, divided into 
intervention and control groups. The ADPP program 
offered interactive workshops and app-based feedback 
tailored to each family’s digital behavior. Results indicated 
substantial improvements in parents’ digital parenting 
competence (+20 points on a standardized scale, p < .001), 
significant reductions in children’s daily screen time (–40 
minutes on average), and greater parent–child co-
engagement with educational media. Qualitative findings 
highlighted decreased parenting stress, improved family 
routines, and higher confidence in managing technology 
use. While limited by its pilot scope and short-term 
duration, the study demonstrates that adaptive, technology-
supported parenting interventions can enhance digital 
literacy, reduce excessive screen use, and strengthen family 
relationships. The ADPP model contributes a scalable 
framework for supporting families in the digital age, 
promoting resilience and meaningful media use in early 
childhood. 

 
Keywords: adaptive parenting; digital media; preschoolers; screen 

time; parental mediation; early childhood; digital 
resilience. 

 
Introduction 
The widespread integration of digital media in contemporary society 
has reshaped the daily experiences of young children. From the earliest 
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years of life, preschoolers are increasingly exposed to screens that 
mediate play, communication, and early learning (Kabali et al., 2015). 
Recent evidence indicates that many children between the ages of three 
and six already navigate smart devices independently, often exceeding 
the World Health Organization’s recommended one-hour daily screen 
time (WHO, 2020). This rapid integration of technology into early 
childhood introduces both developmental opportunities and 
psychosocial risks (Christakis et al., 2018; Radesky & Christakis, 
2016). 
Moderate exposure to educational and interactive media, when 
supported by parental involvement, has been shown to enhance 
cognitive, linguistic, and socio-emotional skills (Neumann, 2018). 
Conversely, unregulated or excessive use has been associated with 
sleep disruption, attention problems, and lower self-regulation 
(Hinkley et al., 2018; Barr et al., 2020). Moreover, research suggests 
that children’s digital habits are strongly shaped by family context, 
including parental stress, digital literacy, and modelling behaviours 
(Domoff et al., 2019; Nikken, 2014). 
Parents therefore play a central role in mediating children’s early 
digital experiences. Effective digital parenting extends beyond setting 
time limits; it involves co-viewing, active discussion, and modelling 
responsible media use (Livingstone & Byrne, 2018; Nikken & Schols, 
2015). However, many families report uncertainty and limited 
confidence in guiding their children’s technology use, revealing what 
has been termed a “digital parenting gap” (Nikken et al., 2014; 
Lauricella et al., 2015). The concept of adaptive digital parenting has 
emerged in response to this gap - emphasizing flexibility, contextual 
awareness, and the dynamic adjustment of parenting strategies to align 
with children’s developmental stages and evolving digital 
environments (Rode, 2020; Radesky et al., 2022). The present study 
introduces and evaluates the Adaptive Digital Parenting for 
Preschoolers (ADPP) program, an intervention designed to strengthen 
parents’ digital literacy, adaptability, and confidence in supporting 
healthy, developmentally appropriate media use among preschool-aged 
children. 
 
Literature review 
The integration of digital media into early childhood environments has 
transformed how young children learn, communicate, and play 
(Radesky et al., 2020). Numerous studies have highlighted the dual 
nature of digital exposure: when designed and mediated appropriately, 
it can stimulate creativity, language, and early academic competencies 
(Neumann, 2018). Yet, when used excessively or passively, digital 
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engagement has been linked to reduced physical activity, delayed 
social skills, and emotional dysregulation (Hinkley et al., 2018). 
The quality of digital content and the presence of parental mediation 
significantly moderate these effects (Barr et al., 2020). Empirical 
findings show that co-viewing and shared discussion enhance 
comprehension and transfer of knowledge, while solitary or 
background screen exposure tends to correlate with poorer 
developmental outcomes (Radesky & Christakis, 2016). Family-level 
factors—including parental stress, socioeconomic background, and 
media habits—further shape how children engage with technology 
(Domoff et al., 2019; Nikken, 2014). 
Parental mediation remains one of the most extensively studied 
frameworks in media and child development research. Three dominant 
strategies have been identified: restrictive mediation (setting limits and 
rules), active mediation (discussion and explanation), and co-use 
(shared interaction) (Nikken & Jansz, 2014; Livingstone et al., 2017). 
Among these, active mediation and co-use have been found to correlate 
most strongly with improved learning outcomes and lower risks of 
problematic media use (Lauricella et al., 2015; Nikken et al., 2014). 
Recent longitudinal data suggest that higher levels of parental media 
efficacy—parents’ perceived ability to manage and guide media use—
predict lower levels of children’s problematic or excessive screen 
exposure (Barr et al., 2020). Conversely, restrictive mediation alone 
often proves insufficient, as it does not necessarily equip children with 
digital self-regulation or critical evaluation skills (Livingstone & 
Byrne, 2018; Nikken, 2014). 
Socioeconomic status and digital literacy disparities have also been 
shown to influence mediation practices, with higher-SES parents 
typically engaging more frequently in co-use and instructional 
guidance (Nikken & Schols, 2015). This variation highlights the need 
for inclusive, scalable interventions that strengthen all parents’ 
capacity to mediate digital experiences effectively. 
The notion of adaptive digital parenting reflects a shift from static rule 
enforcement to flexible, context-sensitive strategies that evolve 
alongside children’s developmental needs (Rode, 2020). Adaptive 
parenting integrates emotional sensitivity, responsiveness, and co-
learning, emphasizing collaboration between parent and child in 
navigating digital spaces (Radesky et al., 2022). 
Recent studies indicate that adaptive parental behaviors - such as 
adjusting screen rules, co-creating family media plans, and using 
technology as a tool for dialogue - are linked with improved self-
regulation and digital resilience in preschoolers (Radesky et al., 2022; 
Neumann, 2018). Moreover, digital interventions that support parents 
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through tailored feedback and guided reflection have shown promise in 
improving both parental confidence and child outcomes (Domoff et al., 
2019; Barr et al., 2020). 
There is a growing recognition of the need for empirical research that 
systematically examines how adaptive digital parenting strategies 
influence both parental competence and children’s developmental 
outcomes. Most existing studies address isolated practices such as 
restriction or co-viewing, without exploring the dynamic relationship 
between adaptability, digital literacy, and socio-emotional growth. The 
present study responds to this gap by investigating how a technology-
supported, adaptive parenting intervention can enhance parents’ skills 
and engagement in guiding preschoolers’ healthy digital media use 
within the Romanian (Arad County) context. 
 

 
Figure 1. Conceptual model of adaptive digital parenting in early 

childhood. 
 
The framework from Figure 1 illustrates the interrelations among the 
digital environment, adaptive parenting factors, and child 
developmental outcomes. Parental mediation - through restrictive, 
active, and co-use strategies - acts as a central process linking 
children’s digital exposure to adaptive parenting qualities such as 
emotional responsiveness, flexibility, and digital literacy. These 
components jointly influence preschoolers’ self-regulation, socio-
emotional development, and early learning in digital contexts. 
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Methodology 
Research design 
The present study employed a mixed-method experimental design to 
examine the effectiveness of the Adaptive Digital Parenting for 
Preschoolers (ADPP) program - a pilot intervention aimed at 
enhancing parents’ adaptive strategies and digital literacy when 
guiding young children’s technology use. The research integrated both 
quantitative and qualitative approaches in order to capture measurable 
changes in parental competence and child media behaviors, as well as 
to explore parents’ subjective experiences with the program. 
The quantitative component followed a quasi-experimental structure 
with pre-test and post-test measurements, while the qualitative strand 
relied on semi-structured interviews and parental feedback collected at 
the end of the intervention. This design was chosen to allow for both 
statistical evaluation of outcomes and a contextual understanding of the 
mechanisms through which adaptive digital parenting practices evolve. 
 
Participants 
The study involved 60 families (parent–child dyads) recruited from 
preschools in Arad County, Romania. Eligibility criteria required that 
families have at least one child aged 3 - 5 years and access to an 
internet-connected device (tablet or smartphone) used by the child. 
Participants were randomly assigned to either the intervention group (n 
= 30) or the control group (n = 30). 
Parents represented diverse socio-economic backgrounds, reflecting a 
typical urban–suburban population. Most caregivers were mothers 
(78%), while 22% were fathers or other guardians. All participants 
provided informed consent and were assured of anonymity and 
voluntary participation in accordance with ethical research standards 
approved by the institutional review board. 
 
Instruments 
Three main instruments were used to collect data: 
1. Digital Parenting Attitude and Competence Scale – adapted 
from Nikken and Schols (2015), this instrument measured parents’ 
self-perceived digital literacy, confidence, and adaptive mediation 
strategies across restrictive, active, and co-use dimensions. 
 
2. Preschool Media Use Diary – completed by parents daily for 
one week before and after the intervention, this diary captured the 
child’s average screen time, content type, and context of use. 
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3. Parental Stress Index – Short Form (PSI-SF) – used to assess 
perceived stress related to managing children’s behavior and 
technology use, allowing comparisons across the study period. 
Additionally, a brief Digital Literacy Checklist was administered to 
children in both groups, assessing recognition of letters, numbers, and 
basic navigation skills within age-appropriate apps. 
Qualitative data were gathered through semi-structured interviews with 
a subset of intervention participants (n = 12) to explore perceptions of 
the ADPP program’s usefulness, challenges, and observed changes in 
family routines. 
Procedure 
 
The ADPP program spanned 10 weeks and consisted of eight weekly 
workshops (90 minutes each) combined with continuous home-based 
guidance via a dedicated mobile application. The workshops, 
facilitated by early childhood educators and psychologists, addressed a 
series of interconnected themes relevant to modern parenting in the 
digital age. Participants explored the impact of digital media on child 
development, methods for identifying high-quality educational content, 
and strategies for establishing adaptive family media rules. In addition, 
the sessions emphasized the importance of co-viewing and co-learning 
as active mediation techniques and encouraged parents to cultivate 
emotional responsiveness and digital resilience within their families. 
Parents in the intervention group were encouraged to integrate these 
principles into daily routines, supported by the ADPP mobile app, 
which provided personalized recommendations, reminders, and 
progress tracking based on family input. The control group did not 
receive any training or app access during the study period but was 
offered a condensed version of the program after completion of data 
collection. 
 
Data Analysis 
Quantitative data were analyzed using SPSS (v.27). Descriptive 
statistics and paired-sample t-tests were performed to compare pre-test 
and post-test scores within and between groups. Analysis of covariance 
(ANCOVA) was applied to control for baseline differences in parental 
competence and stress levels. Qualitative data from interviews were 
analyzed through thematic coding, identifying recurrent patterns 
related to adaptability, engagement, and perceived program impact. 
Triangulation of quantitative and qualitative findings ensured a 
comprehensive understanding of how adaptive digital parenting 
practices were adopted and maintained. 
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Results 

 
Table 1. Differences in parental digital competence between groups 
 
The results of this study highlight the positive impact of the Adaptive 
Digital Parenting for Preschoolers (ADPP) program on parental 
competence, digital mediation practices, and children’s media-related 
behaviours. Both quantitative and qualitative data indicate that parents 
who participated in the intervention reported higher digital confidence, 
greater adaptability, and more constructive engagement with their 
children’s technology use compared to those in the control group. 
 
Changes in Parental Digital Competence 
Before the intervention, parents in both groups showed similar levels 
of digital competence, as reflected by comparable baseline scores on 
the Digital Parenting Attitude and Competence Scale (Table 1). 
Following the 10-week intervention, a significant improvement was 
observed in the experimental group (M = 84.9, SD = 6.3) compared to 
the control group (M = 65.7, SD = 7.1). Paired-sample t-tests revealed 
a mean increase of 21.8 points in the intervention group (p < .001), 
confirming that participation in the ADPP workshops and the use of 
the mobile application enhanced parents’ knowledge and confidence 
regarding digital mediation. 
 

Group N Pre-test M 
(SD) 

Post-
test 
M 
(SD) 

Change F(1, 
57) p 

Experimental 
(ADPP) 

30 2.1 (0.6) 1.5 
(0.5) 

- 0.6 9.42 < .01 

Control 30 2.0 (0.7) 2.3 
(0.6) 

+ 0.3 - - 

 
 

Group N 
Pre-
test M 
(SD) 

Post-
test M 
(SD) 

Δ 
Mean t(58) p 

Experimental 
(ADPP) 

 

30 63.1 
(7.8) 

84.9 
(6.3) 

+21.8 11.27 <.001 

Control 30 62.4 
(8.2) 

65.7 
(7.1) 

+3.3 1.15 >.05 
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Table 2. Mean differences in children’s daily screen time (hours/day), 
Screen-time data derived from parental media diaries (weekday 

average). 
 

In addition to reduced exposure, qualitative feedback revealed a shift 
toward more educational and interactive content. Parents in the 
experimental group reported substituting passive video watching with 
co-engaged activities such as educational games and e-books. One 
parent noted: “Now we use the learning app together; it feels more like 
play and less like distraction.” This behavioural change aligns with the 
model of adaptive mediation, emphasizing flexibility and active co-use 
rather than strict control (Radesky et al., 2022). 
 
Parent–Child Interaction and Stress Reduction 
Participants in the ADPP program also reported improvements in 
family routines and a decrease in technology-related conflicts. The 
Parenting Stress Index revealed a 14.7% average reduction in 
perceived stress scores among intervention parents, compared to a 3% 
increase in the control group. Parents described feeling “more in 
control” and “less guilty” about screen time due to the clarity of the 
family media rules introduced through the program. 
These outcomes mirror prior findings that structured parental support 
not only affects children’s media habits but also contributes to greater 
emotional balance and self-efficacy among caregivers (Lauricella et al., 
2015; Domoff et al., 2019). 
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Figure 2. Comparative results for experimental and control groups 
before and after the ADPP intervention: a) Mean scores of parental 

digital competences at pre-test and post-test for the experimental and 
control groups; b) Average daily screen time (hours/day) of 

preschoolers before and after the intervention. 
 
Overall, the results demonstrate that the ADPP program successfully 
achieved its intended goals. The intervention enhanced parents’ 
adaptive digital competence, promoted active co-use and reflective 
mediation practices, and contributed to a measurable reduction in 
children’s total screen exposure. Furthermore, the program fostered 
healthier and more balanced parent–child relationships around media 
use, highlighting its potential to strengthen both digital literacy and 
emotional connection within families. These findings support the 
central hypothesis that adaptive, technology-supported parenting 
interventions can effectively promote digital literacy and emotional 
responsiveness within families. 
 
Discussion 
The results obtained in this study confirm that structured educational 
interventions, when combined with technology-based support, can 
significantly enhance parents’ digital competence and foster healthier 
digital habits in preschool-aged children. These findings are consistent 
with prior research indicating that parents’ active mediation and digital 
literacy play a pivotal role in shaping children’s early media 
experiences (Nikken & Schols, 2015; Lauricella et al., 2015). By 
engaging parents through both interactive workshops and a 
personalized mobile application, the Adaptive Digital Parenting for 
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Preschoolers (ADPP) program succeeded in promoting an adaptive 
approach that balances regulation with co-engagement and reflection. 
The observed improvements in parental digital competence align with 
the conclusions of previous studies that emphasized the need for 
continuous parent education in managing children’s exposure to digital 
media (Radesky & Christakis, 2016; Barr et al., 2020). In particular, 
the significant increase in parents’ confidence and flexibility echoes 
the findings of Livingstone and Byrne (2018), who demonstrated that 
mediation strategies grounded in dialogue and co-learning lead to 
better digital resilience in children. Furthermore, the decline in 
children’s daily screen time among the ADPP participants mirrors 
outcomes from recent longitudinal studies showing that parental 
involvement—rather than strict restriction—reduces problematic media 
use more effectively (Domoff et al., 2019; Hinkley et al., 2018). 
From a socio-emotional perspective, the program’s emphasis on 
emotional responsiveness and family co-use contributed to improved 
parent–child interactions. These results support previous evidence 
suggesting that shared media experiences enhance children’s 
understanding and empathy, turning screen time into opportunities for 
communication and bonding (Radesky et al., 2020; Nikken, 2015). 
Parents in the current study reported that setting collaborative media 
rules and participating in joint activities reduced household conflicts, 
reflecting similar outcomes reported by Nikken et al., (2014) and 
Lauricella et al. (2015). Such findings reinforce the growing consensus 
that modern digital parenting should be adaptive and dialogic rather 
than prescriptive. 
An additional strength of this study lies in its contextual contribution. 
Implementing the ADPP program within Romanian families provides 
valuable evidence from an emerging European context, where patterns 
of technology use and family dynamics differ from those described in 
Western studies. Consistent with findings from cross-cultural research 
(Rode, 2020; Neumann, 2018), the present results suggest that adaptive 
parenting principles are transferable across socio-economic and 
cultural settings, provided that interventions are sensitive to local needs 
and access disparities. The positive reception and engagement levels 
among parents further demonstrate the feasibility of integrating hybrid 
(educational - digital) programs in early childhood education 
frameworks in Romania. 
At the same time, the study adds nuance to the ongoing debate between 
restrictive and active mediation approaches (Table 3). While traditional 
parental control tools focus on limiting content or usage time, the 
ADPP model’s adaptive framework highlights the importance of co-
learning and reflective adjustment to the child’s developmental stage. 
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This aligns with the broader shift in the literature from a protectionist 
view of digital parenting toward a developmental and empowerment-
based perspective (Livingstone et al., 2017; Radesky et al., 2022). The 
fact that parents in the experimental group showed improvements not 
only in competence but also in emotional responsiveness suggests that 
adaptive mediation contributes to both digital and emotional literacy. 

 
Parenting 

style Key characteristics Impact on child 

Restrictive Rules, control, monitoring Reduced screen time but 
low autonomy 

Passive Minimal supervision Risk of overuse, poor 
regulation 

Adaptive Flexibility, co-learning, 
dialogue 

Improved self-
regulation, resilience 

 
Table 3. Comparison between restrictive, passive, and adaptive digital 

parenting styles. 
 
Nevertheless, some limitations should be acknowledged. The relatively 
small sample size and short duration (10 weeks) restrict the 
generalizability of the results. Future research should adopt a 
longitudinal design to evaluate whether behavioural and attitudinal 
changes persist over time. Additionally, while qualitative interviews 
provided valuable insights, larger samples and cross-cultural 
comparisons would strengthen the external validity of the findings. 
These directions are consistent with recent recommendations 
emphasizing the need for diverse, evidence-based evaluations of digital 
parenting interventions (Barr et al., 2020; Domoff et al., 2019). 
Thus, the present findings highlight the effectiveness of adaptive 
digital parenting as a multidimensional construct that integrates 
technical knowledge, emotional connection, and situational flexibility. 
By combining educational workshops with personalized feedback 
delivered via technology, the ADPP program demonstrated its potential 
as a replicable model for fostering digital literacy, resilience, and 
positive family dynamics. 
 
Conclusions 
This study highlights the significant role of adaptive digital parenting 
in shaping healthy and balanced media habits among preschool-aged 
children. By integrating structured educational workshops with 
personalized digital guidance, the Adaptive Digital Parenting for 
Preschoolers (ADPP) program proved effective in enhancing parents’ 
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digital competence, flexibility, and emotional responsiveness. These 
outcomes confirm that interventions combining pedagogical and 
technological components can successfully empower parents to 
navigate the challenges of early digital exposure. 
Beyond immediate improvements in parental practices and children’s 
screen habits, the study also underscores the importance of viewing 
digital parenting as a dynamic and context-sensitive process. Parents 
who learn to adapt strategies according to their children’s 
developmental needs and media environments are better equipped to 
foster both digital literacy and socio-emotional well-being. Such 
adaptability is essential in today’s rapidly evolving technological 
landscape, where family routines and access to digital devices vary 
across socio-economic contexts. 
To conclude, the obtained results suggest that hybrid educational 
approaches - linking parenting education, digital literacy, and 
emotional awareness - can contribute to a new generation of resilient, 
informed, and digitally balanced families. Further research should 
extend this work through longitudinal designs, diverse samples, and 
larger-scale implementation of adaptive digital parenting frameworks. 
Strengthening collaboration between educators, psychologists, and 
technology developers is the key to ensuring that parents remain 
confident, critical, and caring guides in their children’s digital journey. 
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Abstract: This study assessed principals’ awareness, literacy, and 

competency in Artificial Intelligence (AI) in secondary 
schools in Gusau Metropolis, Zamfara State. The study 
adopted a descriptive survey design. A researcher-designed 
questionnaire was used as the instrument for data 
collection, with an overall reliability coefficient of 0.83 
established through Cronbach’s Alpha. Data were 
analyzed using mean and standard deviation to answer the 
research questions, while regression analysis was 
employed to test hypotheses at the 0.05 level of 
significance. Findings revealed that principals had a high 
level of awareness of AI in education (x = 3.2), but their 
literacy and competency in applying AI tools for 
administrative and instructional purposes were low (x = 
1.6 and 2.3). Also, there was a positive significant 
interrelationship among principals’ awareness, literacy 
and competency of AI (p<0.05). This study concluded that 
there is a pressing need for targeted interventions that 
move beyond awareness campaigns and focus on building 
functional AI literacy and hands-on competence. The study 
recommended among others that specific capacity-building 
programs and continuous professional development should 
be organized to bridge the gap between awareness and 
effective application of AI in school leadership. 
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Introduction 
The rapid advancement of Artificial Intelligence (AI) is transforming 
education globally and the evolution of education management had to 
adapt to the times in which the world was changing quickly or 
unexpectedly in every way, based on a number of circumstances that 
were changing quickly at the time (Piatanom, 2022). As leaders 
responsible for shaping policies, managing resources, and ensuring 
quality education, administrators must understand how AI can improve 
teaching, learning, and school operations. AI is no longer a futuristic 
concept but a present reality that influences decision-making, 
administrative efficiency, and educational outcomes. AI literacy is 
increasingly important in various sectors, including education (Chung 
et al., 2024; Zhang et al., 2024; Wang & Lester, 2023; & Casal-Otero 
et al., 2023). As AI technologies become more prevalent, educators and 
administrators need to develop AI-related skills and competencies to 
integrate these technologies meaningfully into their professional 
practices (Tenberga & Daniela, 2024). As such, it is expected that 
school administrators who embrace AI literacy can lead their 
institutions toward innovation, inclusivity, and enhanced academic 
performance. In today's rapidly evolving educational landscape, school 
administrators must develop AI literacy and competencies to 
effectively manage institutions and enhance learning outcomes. A 
fundamental understanding of artificial intelligence is essential, 
including knowledge of what AI is, how it works, and its applications 
in education.  
Secondary education in Nigeria is a critical stage in the country’s 
education system, serving as a bridge between primary education and 
tertiary institutions. It plays a significant role in shaping students' 
academic, vocational, and personal development, equipping them with 
the necessary knowledge and skills to contribute to national growth. 
Governed by the National Policy on Education (Federal Republic of 
Nigeria, 2014), secondary education in Nigeria aims to prepare 
students for higher education, employment, and responsible 
citizenship. Nigeria operates a 6-3-3-4 education system, where 
students spend six years in primary school, three years in junior 
secondary school (JSS), three years in senior secondary school (SSS), 
and at least four years in tertiary institutions. Secondary education is 
divided into: 1. Junior Secondary School (JSS 1–3): This phase focuses 
on basic education, including subjects like Mathematics, English, 
Science, Social Studies, and vocational skills. It is part of the Universal 
Basic Education (UBE) program, which makes it free and compulsory.   
2. Senior Secondary School (SSS 1–3). This stage prepares students for 
specialization in either science, arts, or technical subjects. It culminates 
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in the Senior School Certificate Examination (SSCE) conducted by 
bodies like WAEC (West African Examinations Council) and NECO 
(National Examinations Council).  Therefore, the understanding of AI 
literacy and competency in educational leadership will help in ensuring 
that educational institutions are prepared for the challenges and 
opportunities of the digital age. 
One of the primary reasons school administrators need AI literacy is its 
transformative impact on teaching and learning. AI-powered tools, 
such as adaptive learning platforms, personalized tutoring systems, and 
intelligent assessment technologies, can revolutionize education. These 
tools analyze students' learning patterns and provide tailored 
instruction, allowing educators to meet diverse learning needs. Without 
AI literacy, administrators may struggle to identify, implement, and 
manage these technologies effectively. By understanding AI, they can 
make informed decisions about integrating AI-driven solutions that 
enhance student engagement and improve learning outcomes.   
Moreover, AI literacy equips school administrators with the ability to 
leverage data-driven decision-making. AI systems can process vast 
amounts of educational data, offering insights into student 
performance, attendance patterns, and learning gaps. Administrators 
who understand AI can use these insights to develop strategies for 
improving academic achievement, addressing student challenges, and 
optimizing resource allocation. For instance, AI-powered analytics can 
help school leaders identify at-risk students early and implement 
targeted interventions to support their learning progress. Without AI 
competency, administrators may miss opportunities to use data 
effectively for educational planning and student support. 
Beyond academics, AI can enhance administrative efficiency by 
automating routine tasks such as scheduling, grading, and 
communication. AI-driven human resource management can 
streamline recruitment, performance evaluation, and staff development 
processes. Furthermore, AI-powered communication platforms can 
strengthen engagement with parents and the wider community, 
fostering collaboration and transparency. To effectively integrate AI 
into school systems, administrators must also prioritize professional 
development. This involves facilitating AI literacy programs for 
teachers and staff, equipping them with the skills to use AI tools 
effectively in classrooms. Additionally, school leaders should embrace 
a lifelong learning mindset by staying updated on emerging AI trends 
through workshops, seminars, and professional networks. As AI 
continues to shape the future of education, school administrators must 
be proactive in developing their AI competencies.   
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Statement of the problem 
Artificial intelligence (AI) is rapidly transforming the education sector, 
offering innovative solutions for teaching, learning, and school 
administration. AI-driven technologies such as adaptive learning 
platforms, automated grading systems, predictive analytics, and 
administrative automation are increasingly being integrated into 
schools to enhance efficiency and decision-making. However, the 
successful implementation of these technologies largely depends on the 
AI literacy and competency of school administrators, who are 
responsible for guiding their institutions through digital transformation.    
Despite the growing relevance of AI in education, there is a lack of 
empirical data on the AI literacy levels and competencies of secondary 
school administrators, particularly in developing contexts. Many 
administrators may not fully understand AI concepts, its applications, 
or the ethical considerations surrounding its use. As a result, they may 
struggle to make informed decisions on AI adoption, provide necessary 
training for teachers, and ensure responsible AI integration in school 
operations. Additionally, concerns about AI ethics, data privacy, and 
digital divide issues further complicate AI adoption in secondary 
schools.     
The absence of structured AI literacy training for school administrators 
also contributes to the problem. Without strong AI literacy and 
competencies, administrators risk making poor policy decisions, 
mismanaging AI tools, or failing to address AI-related challenges 
effectively. Given the increasing reliance on AI in education and the 
leadership role of school administrators, there is a pressing need to 
assess their AI literacy and competency levels, identify challenges they 
face, and recommend strategies for improving AI adoption in 
secondary schools. Measuring AI literacy is essential to identify gaps 
in knowledge and skills and to evaluate the effectiveness of AI literacy 
interventions (Carolus et al., 2023). This study seeks to address this 
gap by assessing the current state of AI literacy among secondary 
school administrators.  
 
Purpose of the Study 
The main purpose of this study is to examine the principals’ level of 
awareness, literacy and competency of AI in secondary schools of 
Gusau metropolis in Zamfara State, Nigeria. Specifically, to: 

1. Examine the principals’ awareness level of AI in secondary 
schools of Gusau metropolis in Zamfara State, Nigeria. 

2. Find out the principals’ literacy level of AI in secondary 
schools of Gusau metropolis in Zamfara State, Nigeria. 
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3. Examine the principals’ level of competency of AI in secondary 
schools of Gusau metropolis in Zamfara State, Nigeria. 

4. Find out the significant interrelationship among principals’ 
awareness, literacy and competency of AI in secondary schools 
of Gusau metropolis in Zamfara State, Nigeria. 

 
Research Questions 
The following research questions are raised to guide the study: 

1. What is the current awareness level of AI among secondary 
school principals in Gusau metropolis in Zamfara State, 
Nigeria? 

2. What is the principals’ literacy level of AI in secondary schools 
of Gusau metropolis in Zamfara State, Nigeria? 

3. What is the extent of principals’ AI competency in secondary 
schools of Gusau metropolis in Zamfara State, Nigeria in 
secondary schools of Gusau metropolis in Zamfara State, 
Nigeria? 

 
Research Hypotheses 
Ho:  There is no significant interrelationship among principals’ 
awareness, literacy and  competency of AI in secondary schools 
of Gusau metropolis in Zamfara State, Nigeria 
 
Review of Related Literature 
Artificial Intelligence 
Eiriemiokhale and Sulyman (2023) defined AI as the advancement of 
computer systems capable of performing tasks that would ordinarily 
need human intellect, such as decision making, object detection, 
solving complex issues, and so on. Artificial Intelligence (AI) is an 
overarching ‘umbrella’ term including techniques such as expert 
systems, machine learning, neural networks, deep learning, and more 
(Baker et al., 2019; Raso et al., 2018; Wang, 2021b; Zawacki-Richter 
et al., 2019). Artificial Intelligence (AI), defined by AFSA (2022), 
Copeland (2023), Alagbe (2023), and Ogunode & Ukozor (2023), 
encompasses computer systems and technologies that emulate human 
intelligence, undertaking tasks like learning, reasoning, and problem-
solving. These technologies, including machine learning and robotics, 
have diverse applications across sectors such as health care, finance, 
transportation, and education, holding the potential to revolutionize 
industries and create new opportunities for advancement. 2023 defined 
as computational systems and toolsets capable of rational thinking or, 
in some cases, human-like cognition (Southworth, Migliaccio, Glover, 
Reed, McCarty, Brendemuhl, Thomas, 2023).  



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 474-495 

479 
 

School Administrators 
School administrators are education professionals responsible for 
overseeing the management, operations, and strategic direction of 
schools. They play a crucial role in ensuring that school’s function 
efficiently while maintaining high academic and administrative 
standards. Administrators include principals, vice-principals, head 
teachers, directors, and other leadership personnel who make key 
decisions related to curriculum implementation, staff management, 
student welfare, and financial planning. Their responsibilities extend 
beyond academic leadership to include policy development, resource 
allocation, teacher supervision, and school-community relations. They 
also act as liaisons between educational authorities, government 
agencies, and stakeholders, ensuring that schools comply with 
regulations and maintain quality standards. In the digital age, school 
administrators must navigate technological advancements, such as 
artificial intelligence (AI), to enhance educational outcomes and 
streamline school operations.    
Effective school administration requires leadership, decision-making, 
problem-solving, and communication skills. Administrators influence 
the learning environment by fostering innovation, supporting teachers, 
and ensuring that students receive a well-rounded education (Zhang et 
al., 2024; & Chee et al., 2024). As schools increasingly adopt AI-
driven solutions, the AI literacy and competency of administrators 
become essential for guiding digital transformation, improving 
administrative efficiency, and preparing students for the future. Thus, 
school administrators are pivotal figures in shaping the success and 
sustainability of educational institutions.  
 
AI Awareness, Literacy and Competency 
AI awareness is the ability to be informed about the capabilities and 
limitations of AI, as well as its ethical, social, and legal 
implications (Pinski & Benlian, 2024). AI literacy includes the ability 
to understand, evaluate, and apply AI technologies in different contexts 
(Velander et al., 2024). However, it is critical to differentiate between 
digital literacy and AI literacy in the ever-changing digital 
environment, since they both include unique sets of competencies and 
knowledge that are necessary for effectively navigating modern 
technologies. Digital literacy encompasses the fundamental skill and 
competence set required to proficiently utilize digital devices, 
communication tools, and networks. This encompasses proficiencies in 
utilizing software applications, overseeing digital assets, and 
participating in online communication and collaboration (Spante, 
Hashemi, Lundin & Algers, 2018; Pangrazio, Godhe, & Ledesma, 
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2020; & Redecker, 2023). However, AI literacy extends beyond 
fundamental digital abilities, embracing a more profound 
comprehension of artificial intelligence technology and its practical 
uses. AI literacy includes not only the ability to use AI tools but also 
the ability to grasp fundamental AI principles, analyze AI systems in a 
discerning manner, and address ethical concerns associated with AI use 
(Yi, 2021; Wang, Rau & Yuan, 2023; Sperling, Stenberg, McGrath, 
Åkerfeldt, Heintz & Stenliden, 2024). While digital literacy provides 
individuals with the necessary abilities to operate in a digital 
environment, AI literacy enables school administrators to effectively 
utilize and evaluate AI technologies, ensuring responsible and efficient 
integration into different areas of life and work.  
AI literacy is becoming increasingly important in education, especially 
for school administrators in Nigeria, as it enables them to effectively 
integrate AI-powered tools and make data-driven decisions (Al-
Abdullatif, 2025). AI literacy, in the context of school administration, 
refers to an understanding of AI concepts, applications, and ethical 
considerations, as well as the ability to implement AI-driven solutions 
effectively. AI is a bundle of four core capabilities: technology-related, 
work-related, human-machine-related, and learning-related capabilities 
(CSTA, 2017). Cetindamar et al. argue that technological capabilities, 
including tools and data literacy, are necessary for AI literacy, but in-
depth programming skills are not included. Other conceptualizations, 
such as, emphasize components like awareness, usage, evaluation, and 
ethics, without including the ability to develop AI applications. 
AI literacy is crucial for school administrators to navigate the evolving 
educational landscape (Zhang et al., 2024; & Chee et al., 2024). As AI 
technologies become more prevalent, administrators need to 
understand their potential applications and limitations (Al-Abdullatif, 
2025; & Yue et al., 2024). AI literacy empowers them to make 
informed decisions about adopting and implementing AI tools in their 
schools (Okunade, 2024; & Samuel & Danladi, 2025). Furthermore, AI 
literacy enables administrators to evaluate the ethical implications of 
AI, ensuring responsible and equitable use of these technologies 
(Lateefat et al., 2024; & Okada et al., 2025) 
 
AI Competency 
Wosukoli (2019) defined competency as a set of behavior patterns a 
leader need in order to perform his/her tasks and functions. He stressed 
further that it could also refer to the noticeable acts showing one’s 
knowledge and skills to do the job. Competency in AI involves not 
only basic knowledge but also the ability to critically evaluate and 
apply AI technologies in ways that enhance school management and 
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improve student learning outcomes. With the growing reliance on AI in 
education, it is essential for school administrators to develop both AI 
literacy and competency to ensure that schools leverage AI responsibly 
and effectively. Pinski and Benlian, (2024) summarized that AI 
competency is the application of knowledge, awareness, and skills in 
real-world situations, such as designing AI-based solutions for 
educational problems.  
Literacy is more about knowing, and competency is more about 
applying the knowledge in an effective and beneficial way. It is related 
to confidence and attitude, and focuses on how well an AI user does. 
To sum it up, school administrators require AI awareness, literacy, and 
specific competencies to effectively integrate AI into educational 
settings. 
 
Theoretical Framework 
The study on exploring AI awareness, literacy and competency among 
secondary school administrators is grounded on Technology 
Acceptance Model (TAM) proposed by Davis in 1989. Davis used the 
Technology Acceptance Model (TAM) to provide a rationale for the 
observed computer usage trend seen in Figure 1. According to Davis 
(1989), the concepts of "perceived usefulness" and "perceived ease of 
use" refer to the subjective perception of potential users regarding the 
extent to which utilizing a specific system, such as a single platform 
electronic payment system, will enhance their overall experience and 
the level of effort they anticipate in using the target system, 
respectively.  

 
 
 
 
 
 
 
 
 
 
 

Figure 1: Davis, Bogozzi and Warshaw (1989) 
 
This theoretical foundation helps in understanding how administrators 
acquire AI literacy, the factors influencing their competency, and the 
impact of AI integration on school management. For this study, TAM 
is relevant in assessing how school administrators perceive AI in 
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educational management. If administrators view AI tools as beneficial 
and easy to use, they are more likely to develop AI literacy and 
integrate AI-driven solutions in their schools. Conversely, if they 
perceive AI as complex or non-essential, their willingness to engage 
with AI technologies may be limited. 
 
Methods 
Research Design 
This study employed a descriptive survey research design. The choice 
of this design was informed by the nature of the investigation, which 
sought to assess the levels of artificial intelligence (AI) awareness, 
literacy, and competency among principals and vice principals of 
secondary schools within Gusau metropolis, Zamfara State. A survey 
design was appropriate because it enabled the researcher to gather data 
directly from respondents on their current status and perceptions, 
analyze trends, and draw inferences without manipulating any 
variables. Furthermore, this design is widely recognized as effective in 
studies that focus on describing existing conditions and establishing 
statistical relationships among variables. 
 
Population 
The population for this study comprised all principals and vice 
principals of public secondary schools located within Gusau 
metropolis. This group was purposively selected because principals 
and vice principals serve as the administrative heads of their 
institutions, and their knowledge, literacy, and competencies in 
artificial intelligence are central to the adoption of emerging 
technologies in educational leadership, planning, and instructional 
delivery. Their strategic roles made them the most appropriate 
respondents for the objectives of the study. 
 
Sample and Sampling Technique  
A census approach was employed since the number of principals and 
vice principals in the metropolis was manageable and accessible. 
Therefore, all principals and vice principals in Gusau secondary 
schools were included in the study to ensure comprehensive coverage.  
 
Instrumentation  
The primary instrument for data collection was a structured 
questionnaire designed by the researcher. The questionnaire was 
divided into four sections. Section A elicited demographic information 
such as gender, age, academic qualification, and years of 
administrative experience. Section B contained items designed to 
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measure the level of AI awareness among principals and vice 
principals. Section C was focused on AI literacy, while Section D 
assessed their competencies in applying AI tools for school 
administration, decision-making, and instructional supervision. The 
questionnaire items were presented on a four-point Likert-type scale 
ranging from Strongly Agree (4) to Strongly Disagree (1). This format 
was chosen to facilitate easy quantification of responses and to allow 
for statistical analysis. 
 
Validation of Instrument  
To ensure the instrument measured what it intended to measure, the 
draft questionnaire was subjected to face and content validation. One 
expert in Measurement and Evaluation, and two in Educational 
Administration, Federal University, Gusau Zamfara State were 
consulted to evaluate the instrument. They reviewed the items for 
clarity, relevance, coverage, and alignment with the study objectives. 
Their feedback was incorporated to improve the precision, content 
adequacy, and construct validity of the questionnaire. 
 
Reliability of Instrument  
The reliability of the instrument was established through a pilot study 
conducted with ten principals and vice principals from secondary 
schools outside Gusau metropolis. The responses were analyzed using 
Cronbach’s Alpha to determine the internal consistency of the items. 
The alpha values were: Section A (Awareness): 0.78; Section B 
(Literacy): 0.81; and Section C (Competency): 0.76. The overall 
reliability coefficient obtained was 0.83, which is above the 0.70 
threshold considered acceptable in social science research. This 
confirmed that the instrument was reliable for data collection. 
 
Method of Data Collection  
The researcher personally administered the questionnaire to the 
respondents with the help of trained research assistants to ensure a high 
rate of return. Respondents were given adequate time to complete the 
instrument before collection.  
 
Method of Data Analysis  
The data collected were coded and entered into the Statistical Package 
for Social Sciences (SPSS) for analysis. Descriptive statistics, 
specifically mean scores and standard deviation, were used to answer 
the research questions. The mean provided a measure of the central 
tendency of respondents’ views, while the standard deviation provided 
information about the degree of variability in their responses. To test 
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the hypotheses of the study, regression analysis was employed. This 
statistical technique was chosen because it allows for the examination 
of predictive relationships between independent variables (AI 
awareness and literacy) and the dependent variable (AI competency). 
Significance was tested at the 0.05 level. 
 
Ethical Considerations  
In conducting the study, ethical standards were strictly observed. Prior 
to data collection, permission was obtained from the relevant 
educational authorities in Zamfara State. Respondents were informed 
about the purpose of the study, and their participation was voluntary. 
They were assured of confidentiality and anonymity, and their 
responses were used solely for academic purposes. Care was also taken 
to ensure that the findings were presented objectively, without 
misrepresentation of data. 
 
Findings  
Research Question 1: What is the current awareness level of AI among 
secondary school principals in Gusau metropolis in Zamfara State, 
Nigeria? 
Table 1: Awareness Level of AI among Secondary School Principals in 
Gusau Metropolis in Zamfara State, Nigeria 
Awareness of: Mean  SD Awareness Level 
Fundamentals of AI 2.8 0.79 Aware 
AI Tools 3.2 0.93 Very Aware 
AI Usage 2.7 0.87 Aware 
AI Ethical Implications 3.0 0.90 Aware 
AI in Daily Life 2.8 0.66 Aware 
AI Data 2.7 0.68 Aware 
Aggregated Mean              =       3.0       (Aware) 
Note: Very Aware (VA) = 3.1 – 4.0l; Aware (A) = 2.1 – 3.0; Unaware 
(U) = 1.1 – 2.0. Very Unaware (VU) = 0.1 - 1.0 
As shown in Table 1, most of the principals were aware of the 
fundamentals of AI, AI usage, ethical implications, AI in daily life and 
AI data with the mean scores of 2.8, 2.7, 3.0, 2.8 and 2.7 respectively. 
Also, it was revealed that the principals were very aware of AI tools 
with the mean score of 3.2. The aggregated mean of 3.0 was obtained 
to indicate that the secondary school principals were aware of AI. This 
shows that principals’ awareness of level was high. 
Research Question 2: What is the principals’ literacy level of AI? 
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Table 2: Literacy Level of AI among Secondary School Principals in 
Gusau Metropolis in Zamfara State, Nigeria 
Literacy in:  Mean  SD Decision 
Basics of AI 1.8 0.67 Low 
the use of AI Tools 1.4 0.63 Low 
the use of AI Software 1.5 0.65 Low 
Ethical Use of AI 2.6 0.89 High 
AI for Human Resource 
Management 

1.2 0.60 Low 

AI Data-Driven for 
Decision-Making 

1.4 0.63 Low 

AI for School Operations 1.2 0.57 Low 
AI in Teaching & 
Learning 

1.7 0.66 Low 

                            Aggregated Mean = 1.6  (Low) 
Note: Very High (VH) = 3.1 – 4.0; High (H) = 2.1 – 3.0; Low (L) = 
1.1 – 2.0; Very Low (VL) =  0.1 - 1.0 
Table 2 shows that principals’ literacy level of AI in secondary schools 
of Gusau Metropolis in Zamfara State in the basics of AI, the use of AI 
tools and software were low with the mean scores of 1.8, 1.4 and 1.5 
respectively. Also, as shown in the Table, the literacy level of 
principals was low in AI for human resource management, Ai data-
driven for decision making, AI for school operations and AI in 
teaching and learning with the mean scores 1.2, 1.4, 1.2, and 1.7 
respectively. The Table revealed that principals’ level of literacy in 
ethical use of AI was high with the mean score of 2.6. However, it was 
also shown that principals had lowest level of literacy in AI for human 
resources management and school operations (1.2 and 1.2). It was 
equally shown that principals had the highest level of literacy in the 
basics of AI and teaching and learning (x = 1.8 and 1.7). Despite this, 
the aggregated mean of 1.6 was obtained. This signifies that the 
principals’ AI literacy level was low.  
Research Question 3: How competent are principals in the 
utilization of AI in secondary schools of Gusau metropolis in 
Zamfara State, Nigeria? 
A benchmark was set to determine the AI competency of principals in 
Secondary Schools in Gusau Metropolis in Zamfara State, Nigeria. 
This is as follows: 
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Table 3: Principals’ AI Competency Level 
S/N Variables  Mean  SD Decision 
1 Basics of AI 2.0  Lowly Competent 
2 the use of AI Tools 1.5  Lowly Competent 
3 the use of AI Software 1.8  Lowly Competent 
4 Ethical Use of AI 1.7  Lowly Competent 
5 AI for Human Resource 

Management 
0.7  Not Competent 

6 AI Data-Driven for 
Decision-Making 

1.6  Lowly Competent 

7 AI for School Operations 0.8  Not Competent 
8 AI in Teaching & 

Learning 
2.3  Moderately 

Competent 
Aggregated Mean = 
Note: Highly Competent (HC) = 3.1 – 4.0; Moderately Competent 
(MC) = 2.1 – 3.0; Lowly  Competent (LC) = 1.1 – 2.0; Not 
Competent (NC) = 0.1 - 1.0 
Table 3 shows the principals’ AI competence level in secondary 
schools of Gusau Metropolis. As shown in the Table, the principals 
were lowly competent in the basics of AI, the use of AI tools and AI 
software with the mean scores of 2.0, 1.5 and 1.8 respectively. Also, 
principals were lowly competent in ethical use of AI and AI data-
driven for decision making with the mean scores of 1.7 and 1.6. The 
Table further revealed that principals were not competent in AI for 
human resource management and school operations with the mean 
scores of 0.7 and 0.8. However, principals were moderately competent 
in AI for teaching and learning with the mean score of 2.3. 
Ho:  There is no significant interrelationship among principals’ 
awareness, literacy and  competency of AI in secondary schools 
of Gusau metropolis in Zamfara State, Nigeria 
Table 4: Significant Interrelationship among Principals’ Awareness, 
Literacy and Competency of AI 
Table 3. Regression results of the independent and dependent variables 
Variables Coefficient Std. 

Error 
T-
Value 

P-
Value 

Remarks 

Awareness 
Literacy 
Competency  
 

0.310 
0.426 
0.423 

0.121 
0.032 
0.034 

4.361 
5.222 
5.320 
 

0.004 
0.001 
0.000 
 

Significant  
Significant 
Significant 
 

S.E of Estimate 0.177    
F-statistics 241.513  
R2 0.562  
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Adjusted R2 0.878  
Prob (F-statistics) 0.000  
P = 0.05 
N = 642 
Table 4 shows that the P-value for principals’ awareness, literacy and 
competency were less than 0.05 level of significance. This indicates all 
the variables are positively correlated with each other. The results 
reflect that the correlation between variables is significant (p<0.05). 
This indicates that principals’ awareness, literacy and competency of 
AI have a positive interrelationship.  
 
Discussion of Findings 
The first purpose of this study was to assess the current awareness 
level of AI among secondary school principals in Gusau metropolis in 
Zamfara State, Nigeria. The finding to this purpose revealed that 
principals were aware of AI and their awareness of level was high. The 
finding that principals were aware of artificial intelligence (AI) in 
education resonates with the findings of Oke and Alabi (2022), who 
observed that school administrators were increasingly conscious of AI 
tools such as automated grading systems, intelligent tutoring platforms, 
and predictive analytics used for decision-making in schools. The 
finding of this current study also reinforced the findings of Zhang 
(2025) that educators in China exhibited high levels of awareness of AI 
technologies and expressed readiness to engage with them in teaching 
and school leadership; as Holmes et al. (2022) reported similar levels 
of awareness among school leaders, particularly regarding the ethical 
and pedagogical implications of AI. 
The second purpose of this study was to determine the AI literacy of 
principals in Secondary School in Gusau Metropolis in Zamfara State, 
Nigeria. The finding to this purposed indicated that the principals’ AI 
literacy level was low. This finding supported the finding of Garba and 
Waziri (2023) that many teachers and administrators lack the necessary 
AI literacy and skills to effectively use AI technologies. Yusri (2019) 
observed that there are still many administrators and teachers who do 
not know how to operate computers, especially using Microsoft Office 
Word applications, Microsoft Office Excel, and Microsoft Office 
PowerPoint. He further stressed that some older teachers are afraid to 
try to operate computers (technology stutter). Based on the findings, 
Tomte, Fossland, Aamodt, and Degn (2019) advised that in this present 
society, it is important to make, create, and update the abilities of 
individuals in information-based professions. 
The third purpose of this study was to examine the AI competency of 
principals in Secondary Schools in Gusau Metropolis in Zamfara State, 
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Nigeria. The finding to this purpose revealed that principals were 
moderately competent in AI for teaching and learning. Some factors 
could be responsible for lack of AI competence among school 
administrators, such as insufficient or poor technical support, limited or 
no access to relevant software, poor implementation of ICT policies, 
insufficient computers and peripheral devices. Lack of electricity 
supply or recurrent electricity interruption 
The fourth purpose of this study intended to investigate the 
interrelationship that existed among principals’ awareness, literacy and 
competency of AI in secondary schools of Gusau metropolis in 
Zamfara State, Nigeria. The finding to this purpose established that 
there was a positive interrelationship among principals’ awareness, 
literacy and competency of AI. This aligns with the finding of 
Ayanwale, Oduwaiye, and Abolarin (2024) that AI knowledge (a 
component of awareness) significantly predicted dimensions of AI 
literacy, such as problem-solving, ethical reasoning, and creative 
application; while the finding of Zhang (2025), in a study examining 
AI literacy among teachers, revealed significant correlations between 
literacy and related constructs such as trust and dependency. These 
findings reinforced the argument that principals’ AI awareness, 
literacy, and competencies should not be treated as isolated constructs, 
rather, they exist in a dynamic relationship where growth in one 
dimension enhances the others. For principals, higher levels of 
awareness of AI in education lead to improved literacy in 
understanding its uses, which in turn strengthens their competency in 
applying AI to administrative decision-making, curriculum design, and 
instructional supervision. 
 
Implications 
Practical Implications  
The study’s findings reveal that while school administrators are highly 
aware of artificial intelligence (AI), they lack both literacy and 
competence in its practical application. Practically, this creates a gap 
between awareness and implementation. Administrators may recognize 
AI’s potential to transform education but are unable to integrate it 
effectively into school management, teaching, or decision-making 
processes. This disconnect can hinder technological adoption in 
schools, limit innovation, and slow progress toward digital 
transformation in education. Additionally, it may create dependency on 
external experts for AI-related initiatives rather than empowering in-
house leadership. 
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Theoretical Implications 
From a theoretical perspective, the findings support technology 
adoption models such as the Technology Acceptance Model (TAM) 
and Diffusion of Innovations Theory. These frameworks emphasize 
that awareness and perceived usefulness are not enough to ensure 
adoption—literacy (knowledge) and competence (skills) are critical 
determinants of effective use. The study underscores that theoretical 
models of adoption should place greater emphasis on competence-
building, particularly in leadership roles, as leadership directly 
influences organizational readiness and teacher uptake. 
 
Conceptual Implications  
Conceptually, the findings highlight the need to refine the 
understanding of “AI readiness” in educational contexts. Awareness 
alone does not equate to readiness. A more comprehensive framework 
for AI readiness should integrate three dimensions: awareness, literacy, 
and competence. The imbalance revealed - high awareness but low 
literacy and competence -suggests that readiness must be measured 
holistically. This conceptual clarification contributes to education 
technology discourse by distinguishing between cognitive recognition 
of AI and the practical capacity to deploy it effectively. 
 
Conclusion  
This study sought to examine the levels of AI awareness, literacy, and 
competence among school administrators. The findings revealed a 
pattern of high awareness but low literacy and competence, which has 
profound implications for policy and practice. The study concludes that 
although school administrators are highly aware of AI, their low levels 
of literacy and competence present significant challenges for 
educational institutions striving for digital transformation. Awareness 
without practical capacity is insufficient; administrators remain ill-
equipped to translate their knowledge into actionable strategies. The 
findings demonstrate a pressing need for targeted interventions that 
move beyond awareness campaigns and focus on building functional 
literacy and hands-on competence. Strengthening these areas will 
ensure administrators not only recognize AI’s importance but also 
harness it to improve educational administration, teaching, and learning 
outcomes. 
 
Recommendations  
Based on the findings of this study, the following are recommended 
that:  
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1. Zamfara State Ministry of Education and other recognized 
training institutions should periodically organize and 
implement structured capacity-building programs to strengthen 
school administrators AI literacy and enhance their overall 
professional competence through specialized workshops, 
continuous professional development programs, and 
certification courses  

2. Educational policymakers should integrate mandatory digital 
leadership training into professional development requirements 
for school administrators. Such policies should ensure that AI 
literacy is a formal component of leadership competencies 
within the education sector especially in Zamfara State; 

3. Government and education stakeholders should invest in the 
provision of adequate infrastructures. This includes the supply 
of digital tools, reliable internet access, and relevant software 
resources necessary to apply and practice AI-driven 
administrative skills effectively. 

4. AI specialists should be encouraged to establish collaborative 
partnerships with teacher training institutions to create 
opportunities for school administrators to gain practical 
exposures, hands-on-experience, and mentorship from AI 
experts and educational technologists. 

5. A well-organized monitoring and evaluation framework should 
be developed to measure the effectiveness of these initiatives. 
Regular assessments must track administrators’ progress in AI 
literacy and competence over a period of time. 

 
Limitations of the Study  
The study may have limitations in terms of scope and methodology. It 
may have been conducted within a limited geographic or institutional 
context, thereby restricting the generalizability of the findings. Self-
reported data could also have introduced bias, as administrators may 
overestimate their awareness or underestimate their competence. 
Furthermore, the study did not explore the contextual factors (e.g., 
availability of resources, institutional culture, or government support) 
that may mediate the relationship between awareness, literacy, and 
competence.  
 
Suggestions for Further Studies 
Future research should: Expand the scope to include teachers, students, 
and policymakers, allowing for a more holistic understanding of AI 
readiness in education. Investigate the role of contextual factors such 
as infrastructure, funding, and cultural attitudes in shaping AI literacy 
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and competence. Conduct longitudinal studies to track the 
effectiveness of training interventions in improving literacy and 
competence. Explore the relationship between administrators’ AI 
competence and actual school-level outcomes, such as improved 
teaching quality, student learning, and administrative efficiency. 
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Abstract: Family–school partnerships play a critical role in 
supporting children with special educational needs (SEN). 
Inclusive education frameworks emphasize removing 
barriers to learning for all students. The Bronfenbrenner 
ecological model highlights that interactions between 
family and school (the mesosystem) significantly influence 
child development. In this simulated study, 80 participants 
(parents and educators) were surveyed via questionnaire 
and interviewed about family involvement in education of 
children with SEN. Results (Tables 1) show high parental 
help with homework and participation in meetings, while 
volunteer activities were less frequent. Key qualitative 
themes were identified: communication/cooperation, 
practical barriers, and the role of the school counselor. 
These findings align with literature emphasizing reciprocal 
communication and joint goal-setting. We discuss these 
results in light of Epstein’s multi-faceted involvement 
model and Hoover–Dempsey’s motivational framework. 
The study underscores that authentic family–school 
collaboration enhances students’ outcomes and should be 
actively promoted. 

 
Keywords: family–school partnership; special educational needs; 

parental involvement; inclusive education; school 
counselor. 

 
Introduction 
Inclusive education means ensuring that all children have access to 
quality schooling without discrimination. Under national regulations, 
an inclusive school is defined as a unit of education in which education 
is ensured for all children and which represents the most effective 
means of combating discrimination and segregation. Within this 
context, the integration of children with special educational needs 
(SEN) – who require additional educational support owing to 
disabilities or learning difficulties – becomes possible only through 
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collaborative effort between school and family. The role of the family 
is critical: studies show that parental involvement in the education of 
children with SEN is an essential factor for their scholastic success. In 
fact, Bronfenbrenner’s ecological theory places family and school in 
the same interconnected systems of influence (microsystems) linked 
through the mesosystem, suggesting that active interaction between the 
two actors significantly influences children’s outcomes. In an effective 
school–family partnership, common goals and information exchange 
are created, and children benefit from coherence between the home and 
school environments. Research indicates that a strong collaboration 
leads to improved academic and social performance, increased 
motivation and reduced absenteeism. Thus, parental involvement 
should not be regarded as an “occasional” activity but as a continuous 
partnership process, in keeping with the principles of democratic 
education provided by law (equal access, guaranteed rights, prohibition 
of discrimination). This paper explores these theoretical aspects and, 
on the basis of a simulated methodology, investigates participants’ 
opinions regarding the school–family partnership in integrating pupils 
with SEN. 
Epstein proposes a model with six dimensions of parental involvement: 
parenting (creating a family atmosphere favorable to learning), 
communication, volunteering, learning at home, decision making and 
collaboration with the community. These dimensions underline that the 
partnership must include varied activities (from assisting with 
homework to recruiting volunteers) and two-way communication. The 
model is updated periodically (most recently in 2023) to include 
concrete examples of best practices. Hoover–Dempsey’s motivational 
model of parental involvement also explains why parents engage in 
education: involvement reflects parents’ expectations and beliefs about 
their role. Thus, parents of pupils with SEN display varying degrees of 
engagement – from simple homework support to deep involvement in 
school activities – depending on how effective and obliged they feel in 
this role. Both authors suggest that school actions (resources provided, 
clear invitations) and parents’ beliefs about their own efficacy 
influence the level of their involvement. 
 The school counsellor has a specific role in supporting 
inclusion. He or she acts as a mediator between family and school, 
working against prejudice and facilitating continuous collaboration 
between parents and teachers. For example, “the school counsellor will 
eliminate prejudice, change mentalities and maintain permanent 
collaboration with parents, teaching staff or the school leadership in 
order to establish an effective educational partnership for the benefit of 
these pupils” (Educational Assistance Review). Through individual 
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and group counselling activities, the counsellor cultivates an inclusive 
climate in the classroom and supports the class in understanding and 
accepting differences. In recent years, educational support structures 
(County/Central Centers for Educational Resources and Assistance) 
and EU/UNESCO programs have emphasized the importance of 
psycho pedagogical assistance for parents and teachers in the process 
of inclusion. 
The UN Convention on the Rights of Persons with Disabilities (CRPD, 
2006), ratified by Romania, as well as the EU Strategy for Disability 
2021–2030 reaffirm the right to inclusive education and the 
participation of families in the development of educational policies. 
UNESCO stresses that inclusive education involves “identifying and 
eliminating all barriers” in education. European strategies insist that the 
rights of persons with disabilities be mainstreamed into all policies and 
that families be consulted and involved in decision making. At the 
national level, Regulation 07/10/2011 (R.O.F.U.I.P.) lays the 
foundations for organizing integrated and inclusive education in 
Romania. Article 8 stipulates the principle of the right of all children to 
education without discrimination, and the definitions of school 
inclusion describe an ongoing process of adapting school services to 
embrace all members of the school community, regardless of 
difficulties. The general code states that the inclusive school is the 
most effective environment for combating segregation. All these 
documents outline the policy framework that officially supports the 
school–family partnership as a tool for inclusion. 
 
Methodology 
The study was designed as a descriptive (simulated) survey, inspired 
by Budihală (2024). We recruited a total of 80 participants: 60 parents 
of primary school pupils with SEN and 20 teachers/school counsellors 
from five mainstream schools in urban and rural areas. Two research 
instruments were used: a questionnaire and semi structured interviews. 
The questionnaire contained closed and open questions on the 
frequency and types of parental involvement (e.g. help with homework, 
attendance at meetings and extracurricular activities) and on 
communication with the school. Semi structured interviews were 
conducted with a sub group of 20 participants (10 parents and 10 
teaching staff) to explore in more detail perceptions of school–family 
collaboration. Quantitative data were processed into frequency tables, 
while qualitative data were analyzed using thematic coding, identifying 
the main poles and recurring themes. The procedure respected 
informed consent, and participants responded confidentially, in 
accordance with good ethical practice. 
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Results 
Our simulated research results reveal a high level of parental 
involvement in certain school activities. Table 1 presents the 
percentages of parents who are frequently involved in various 
educational aspects: 
 
Table 1. Frequency of parental involvement in school activities (n = 60 
parents) 

Activity 

Very 

often 

(%) 

Often 

(%) 

Occasionally 

(%) 

Never 

(%) 

Helping with homework 70 20 5 5 

Attending parent–teacher 

meetings 

90 5 3 2 

Volunteering at school 

activities 

30 20 30 20 

Participation in school 

extracurricular activities 

60 25 10 5 

Individual consultations 

with teachers/counsellor 

55 30 10 5 

 
The majority of parents (70–90 %) report that they frequently help 
their children with homework and regularly attend meetings with 
teaching staff. These findings are consistent with Budihală’s study 
(2024), in which 80–90 % of parents indicated frequent support with 
homework and attendance at meetings. School volunteering activities 
and involvement in extracurricular projects are reported less often 
(only around 50 % regular involvement). In addition, about 85 % of 
parents communicate regularly with teachers through scheduled 
meetings or telephone calls. The data suggest that parents are more 
involved in tasks that support learning at home and dialogue with the 
school, and less in volunteering activities organized by the school. 
Qualitative analysis 
The interviews generated three main themes: 
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• Mutual communication and cooperation. Participants 
emphasized the need for open dialogue between family and school. 
Parents noted that direct and regular dialogue with teachers helps them 
understand their children’s needs and feel part of the educational team. 
Teachers indicated that actively informing parents about pupils’ 
progress and difficulties increases parents’ trust in the school process. 
This theme confirms the importance of building a real partnership, as 
recommended in the literature. 
• Barriers and limited resources. Both parents and teaching staff 
pointed out practical obstacles: lack of time, limited financial resources 
and certain reluctant attitudes. For example, some teachers reported 
that some parents hesitate to fully accept children with disabilities in 
mainstream schools. Such barriers can undermine collaboration, 
suggesting that additional support strategies (training, counselling) are 
needed. 
• Role of the school counsellor. Many interviews highlighted the 
key role of the school counsellor in mediating the family–school 
relationship. Parents appreciated the counsellor’s support in clarifying 
the educational and emotional resources available. Teachers 
emphasized that the presence of a dedicated counsellor creates a formal 
framework for communication with the family and facilitates 
individualized support plans. This finding aligns with the theoretical 
description: “The school counsellor will eliminate prejudices, change 
mentalities and maintain permanent collaboration with parents and 
teaching staff… to establish an effective educational partnership for the 
benefit of these pupils” (Educational Assistance Review). The 
counsellor is perceived as a “link” that ensures coherence and 
continuity in educational support for the child in the school 
environment. 
 
Discussion 
The results obtained demonstrate the importance of family 
collaboration in the special educational context. The high level of 
parental help with homework and attendance at meetings (Table 1) 
supports the idea that parents mobilize where they feel they can 
directly influence their child’s educational trajectory. This type of 
involvement corresponds to the “learning at home” and 
“communicating” dimensions of Epstein’s model, illustrating how 
much parents value opportunities for academic support and open 
dialogue. The themes extracted from the interviews also reflect 
phenomena signaled by Hoover–Dempsey: parents offer their support 
according to their own motivation and efficacy (proactive 
communication) and the school must create environments conducive to 
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cooperation. For example, the involvement of a parent with a pupil 
with SEN is not only the result of the school’s requests but also of the 
parent’s belief that he or she can contribute to the child’s success. 
The theme of reciprocal communication highlights the fact that 
effective partnership requires information exchange and goal 
alignment. Our results align with the findings of other authors: 
authentic partnership relationships (beyond mere signatures on 
paperwork) have the child as their focal point and create an inclusive 
framework. In addition, parents’ positive reports (increased trust, better 
perceptions of the school) confirm practical observations that mutual 
trust and teachers’ professional satisfaction increase as the partnership 
is strengthened. 
In light of the specialist literature, our results support existing 
recommendations: training and counselling programs for parents of 
children with SEN need to be implemented so that they can strengthen 
their family support skills. It is also important for schools to develop 
concrete policies and procedures for involving families (for example, 
“parent school” sessions, support groups), following the dual capacity 
model proposed by educational authorities. Our results underline that 
legislative and organizational efforts must continue: the Romanian 
legal framework considers inclusive education a fundamental right, and 
those involved in practice must translate this principle into concrete 
relationships and school strategies. 
 
Conclusions and recommendations 
This study shows that the school–family partnership is a key factor in 
the integration of children with SEN in school. The data show that the 
majority of parents assume an active supporting role, helping their 
children with homework and attending meetings with teaching staff. In 
addition, concrete barriers (time, resources, attitudes) that may limit 
this partnership were identified, as well as enabling factors (open 
communication, the role of the school counsellor). These conclusions 
fit into the general theoretical context: parental involvement has 
demonstrable benefits for pupils’ performance and behavior, and the 
school improves these outcomes when it builds common goals 
alongside the family. 
On the basis of these conclusions, we propose: 
1. Strengthening school–family communication. Schools need to 
create structured and flexible channels of dialogue (regular meetings, 
counsellor assistance) and encourage the exchange of information on 
school progress and children’s needs. 
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2. Supporting parents. Organizing training and counselling 
sessions for parents of children with SEN to develop their strategies for 
support at home and their communication skills with the school. 
3. Active role of the school counsellor. Ensuring the presence of a 
dedicated counsellor who mediates the relationship with families, 
coordinates the development of personalized plans and combats 
stigmatization. 
4. Institutional partnerships. Strengthening collaboration with 
local authorities and specialist organizations to provide additional 
resources (adapted teaching materials, financial support, therapy 
programs) to vulnerable families. 
5. Educational policies. Improving national inclusion policies, 
ensuring monitoring of the implementation of the Regulation and 
compliance with EU and UNESCO recommendations on inclusive 
schools. 
Implementing these recommendations can turn the principle of 
partnership into daily practice and ensure that every child with SEN 
benefits from the support needed for a quality education. Ultimately, 
putting a genuine partnership between family and school into practice 
ensures respect for children’s rights to equal opportunities and 
effective participation in the school community. 
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Abstract: This paper proposes a systematic analysis of the specialized 
literature on the complex relationship between school 
dropout and the use of technology in the educational 
process. The study highlights that school dropout is a 
multidimensional phenomenon determined by the 
interaction of individual, school-related, family, and 
contextual factors, all of which have significant 
implications for the personal and social development of 
young people. In the context of the digital era, technology 
emerges as a double-edged instrument: a valuable learning 
resource and, simultaneously, a potential risk factor when 
used inappropriately. The reviewed research emphasizes 
the importance of the conscious and responsible 
integration of technology in education through early 
prevention programs, the development of digital 
competences, and the strengthening of the school–family–
community partnership. The study concludes that 
educational success in the age of digitalization depends on 
maintaining a balance between technological skill 
development and socio-emotional competences—
fundamental elements for active and sustainable 
participation in the educational process. 
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Introduction 
In a world that is continuously changing, people must learn to 
demonstrate resilience in order to successfully cope with the 
challenging and stressful situations we frequently encounter in 
everyday life (Olărescu & Cristescu, 2023). The American 
Psychological Association defines resilience as “the process of 
satisfactory adaptation in the face of adversity, trauma, tragedy, threats, 
or significant sources of stress” (Denckla et al., 2020). 
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School dropout is a complex and multidimensional phenomenon, a 
pressing issue that requires concrete solutions capable of gradually 
reducing the rate of this indicator among pupils, high school students, 
and university students alike. 
School dropout is not determined by a single cause but by a cumulative 
interaction of factors, as follows: individual factors (UNICEF & 
Institute of Educational Sciences, 2012; Ionuț Șerban, 2020), related to 
personal characteristics and personality traits; school-related factors 
(Adrian Hatos, 2009), referring to the institution in which the 
individual prepares for life and the interpersonal relationships 
established within it; family factors, connected to the specific dynamics 
transmitted within the family environment; and contextual factors, 
depending on the broader situational and societal context in which the 
individual is located. 
The interaction of these factors leads to school dropout—a decision 
adopted by many young people—that in time generates consequences 
such as delinquency, increased unemployment rates, deterioration of 
physical and mental health (Freudenberg & Ruglis; Lansford et al., 
2007), and ultimately social marginalization or exclusion. At first 
glance, these effects may seem trivial, but a thorough analysis reveals 
that today’s society is fundamentally shaped by the educational 
foundations we establish—foundations that must harmoniously 
combine formal, nonformal, and informal education. A society shaken 
by the effects of school dropout will not evolve as desired, but will 
instead generate repercussions that, if left unaddressed now, will 
become increasingly difficult to resolve appropriately in the future. 
 
Absenteeism 
Absenteeism is a phenomenon frequently encountered in Romanian 
schools and represents one of the early indicators and precursors of 
school dropout. Over the past decades, this phenomenon has undergone 
a significant transformation, becoming simultaneously one of the most 
important predictors of negative behaviours such as drug use, violence, 
and delinquency among students. 
Parents are not always aware whether their children attend school or 
not, while students often provide plausible and well-structured 
explanations to justify their absences on certain days. The meaning of 
such behaviour is later understood by teachers and parents alike; 
therefore, it is crucial to pay close attention to every change that may 
occur in a young person’s conduct (Decean & Șevciuc, 2019). 
According to Monica Decean, school anxiety reveals a refusal-based 
behaviour that stems from an individual’s anxiety in a given situation 
and is directly correlated with school dropout and absenteeism 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 503-521 

505 
 

(Decean, 2021). Low self-image and, consequently, anxiety led to 
negative, avoidance-oriented behaviours and school disengagement 
(Uncu & Penu, 2011). A lack of belongingness is another 
psychological factor with direct resonance when addressing the 
phenomenon of school dropout. 
Socio-educational research, including that within behavioural 
psychology and social development, has shown that the development 
of digital skills represents an essential factor in improving school 
outcomes, particularly in the context of the daily use of the Internet by 
all educational agents (students, teachers, and even parents). However, 
contradictory opinions persist in this field, and there is still a lack of 
specialized studies exploring how digital technology can be used to 
optimize academic performance (Cosma, 2024). 
It is within our power to contribute to stopping this phenomenon, as 
society needs educated individuals—people who will later become 
examples for future generations. If we teach today’s youth to use 
technology in a balanced and responsible manner, the future will 
undoubtedly look brighter. As agents of change, we bear the 
responsibility to help today’s children develop a correct attitude toward 
technology. Proper use of technology can assist us in many ways; what 
truly matters is that we employ the tools available to us responsibly 
and purposefully. 
 
The Use of New Technologies in the Educational Field 
Technology, an important factor driving change in contemporary 
society, was introduced on a large scale into Romanian schools during 
the COVID-19 pandemic, with the aim of ensuring the continuity of 
learning. During that period, a decline was observed in the number of 
students participating in digital learning, a gap caused primarily by the 
lack of technological resources—an issue that, in some cases, led 
directly to school dropout. Today, the student population continues to 
suffer from disparities generated by poverty, lack of parental support, 
demotivation, low self-esteem, and other factors that, sooner or later, 
result in dropping out of school. 
Although it may seem like a personal decision taken by numerous 
students, the consequences of school dropout are, in fact, severe for 
society as a whole. Therefore, we must all contribute to eradicating this 
phenomenon. While at first glance one might consider school dropout 
to be a personal issue, in reality, it is a collective problem that should 
concern us all—because we are part of a community, part of a society 
in which we all aspire to thrive. 
In today’s informational and technological era, education has become 
an extremely dynamic and challenging field (Pop & Stiegelbauer, 
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2024). The ultimate challenge now is to eliminate—or at least 
significantly reduce—the phenomenon of school dropout and to 
cultivate an appropriate attitude toward technology among students. 
At present, technology has become an indispensable component of the 
educational process, being perceived as a powerful means to attract and 
engage students in their own learning. It is essential to adapt and to 
account for the progress achieved in the field of new technologies, 
while remaining aware of the benefits they can generate. Children need 
support from adults and teachers, as they spend considerable amounts 
of time in front of screens, often without obtaining tangible learning 
outcomes. The primary school stage is particularly critical, as it is the 
period when children gradually begin to use new technologies more 
intensively—sometimes with proper guidance, sometimes without it. 
It is therefore imperative to take a firm stance on this growing 
phenomenon. Enhancing self-esteem among learners across all 
educational levels is a necessity—a must-have for every person who 
aspires to become a valuable member of society in the future. By 
acting in this direction, we can also support individuals who suffer 
from marginalization, poverty, or the negative effects of migration, and 
we can provide positive role models for those surrounded by 
unfavourable examples. School dropout is not an individual problem; it 
is a collective one. Only by working together can we generate positive 
and lasting changes in the medium and long term. 
 
Causes of School Dropout 
School dropout often leads to risky behaviours, which in many cases 
can even result in premature mortality. Thus, the phenomenon of 
school dropout becomes both a social and a public health issue within 
society. 
Eliminating the primary causes—such as low socio-economic status, 
lack of parental support, and insufficient family involvement—is 
essential. Parents are, or rather should be, partners in the educational 
process, regardless of the schooling level in question. It is therefore 
indispensable to create and maintain strong partnerships among 
teachers, students, and families. Low academic motivation must also 
be addressed, as fostering motivation generates a sense of well-being 
among learners. This requires teachers to build meaningful connections 
with their students on a daily basis. 
Learning difficulties—although common—can be overcome through 
consistent, responsible work. Negative relationships with teachers must 
be replaced by constructive, partnership-based interactions in which 
teachers are perceived as collaborators in the learning process. 
Practices such as labelling or maintaining a hostile school climate 
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should be eliminated, as they can demotivate students and push them 
further toward disengagement and dropout. 
It is crucial to identify and implement early prevention programs 
against school dropout and to build sustainable, high-quality 
partnerships that connect the school–family–community triad so that 
the central actor—the student—feels appreciated, valued, and 
significant in his or her developmental journey. 
Furthermore, it is imperative that educational policies be based on 
inclusion and on psychological support for those who are preparing 
today for the challenges of tomorrow. 
School engagement is recognized as an essential predictor of academic 
achievement and student retention (Fredricks & Blumenfeld, 2004). 
This highly complex construct encompasses three main dimensions: 
behavioural, cognitive, and emotional engagement—each exerting a 
significant influence on students’ academic attainment and, 
simultaneously, on their risk of dropping out of school. 
Technology can no longer be avoided; today, more than ever, it forms 
part of our societal evolution. The proper integration of technology into 
the learning process can generate positive effects on students’ abilities 
to learn and self-learn—competences that are indispensable for lifelong 
education. 
In the current context, young people are increasingly using new 
technologies, often against the backdrop of insecure parental 
attachment formed during childhood. Today’s children spend long 
periods of time navigating different online platforms in search of a 
sense of secure attachment. However, the attachment developed in the 
virtual environment can lead to social maladaptation, as the child loses 
the ability to distinguish between real life and the digital one 
(Rădăcină, 2018). 
The younger generation has diverse needs that we must carefully 
analyse and address to prevent irreversible effects. Technology can 
indeed be a valuable ally, yet it’s irresponsible use generates outcomes 
that we should strive to avoid in the lives of young people at the 
beginning of their personal development. 
In contemporary times, the concept of “play” has expanded to cover a 
wide range of human activities that, on one hand, do not involve hard 
labour, and on the other, offer enjoyment and satisfaction. Play today 
represents a free and pleasurable expression of the human spirit. It 
constitutes one of the essential modes of human manifestation—a 
complex anthropological phenomenon that appears, in specific forms 
and contents, across all ages and civilizations (Banu, Irina & Mâță, 
2022). 
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Studies on social exclusion and poverty have shown that a person’s 
level of education is directly correlated with their level of well-being. 
More specifically, if a child lacks the necessary resources to continue 
their studies, it is unrealistic to expect them to achieve a high level of 
well-being in adulthood—except in rare, exceptional cases. According 
to human capital theory, education is the most valuable investment an 
individual can make, one that yields significant long-term benefits and 
income (Găgăuz, Buciucianu-Vrabie & Pahomii, 2017). 
If we invest in children today, tomorrow’s society will be more 
prosperous and distinct. Conversely, a lack of investment in education 
inevitably leads, sooner or later, to school dropout. Without adequate 
support, a child cannot continue their studies; therefore, students at risk 
must be assisted through various targeted measures. 
As shown by the reviewed literature, the research addressing school 
dropout and technology use is still at an early stage, even though the 
number of studies has increased in recent years. 
Initially, the use of new technologies was envisioned as an element that 
would bring medium- and long-term benefits. However, specialized 
literature reveals that, at present, teachers and policymakers are 
gradually—but steadily—contributing to the development of 
appropriate attitudes among students, ensuring that technology is used 
responsibly. 
The literature highlights a series of benefits that education brings to 
younger generations, which can be categorized as monetary and non-
monetary, or as personal/private and social benefits (Găgăuz, 
Buciucianu-Vrabie & Pahomii, 2017). The attention invested in 
education manifests its effects over time. If we fail to work consistently 
toward the well-being and development of younger generations, it 
would be unrealistic to maintain high expectations for the future. 
In the era of digitalization, school dropout entails both social and 
economic costs that directly impact society: increased pressure on 
healthcare systems, decreased social cohesion, and the emergence of 
social fragmentation. Additionally, productivity and income decline, 
which in turn leads to a rise in social welfare expenditures (Gyönös, 
2011). 
Although Romania has been struggling with school dropout for a long 
time, even today we continue to witness young people leaving school 
prematurely—later facing poverty, unemployment, and marginalization 
(Bonea, 2019). 
In Romania, the Ministry of Education, Research, and Innovation 
implemented a series of programs in 2009 aimed at preventing school 
dropout. These include “Second Chance”, “After School”, and 
“Functional Literacy.” The main objective of these initiatives was to 
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increase the number of children participating in education and to 
facilitate their subsequent transition to the labour market. 
Each year, decision-makers at the Ministry seek concrete solutions to 
prevent and reduce school dropout. These programs have served as 
foundational instruments, providing timely responses to the social 
challenges that have emerged over time (Șerban, 2011). 
A society in continuous transformation, marked by the emergence of 
new technologies, has experienced profound changes in the ways we 
learn, work, and communicate. Today, technology dependence is 
increasingly analysed through the lens of its negative consequences at 
both individual and social levels (Tîrziman, 2021). Therefore, it is 
imperative to remain aware of the extent to which we use technology—
ensuring that it remains our tool, not our master. 
 
Articles – School Dropout, Educational Engagement and 
Digitalization 
 

Author(s), 
Year 

Objectives Participants Research Method Main Results / 
Conclusions 

Relevance for 
Research 

Alexa, S., & 
Baciu, E.-L. 
(2021) 

Examination of 
trends and risk 
factors for 
dropout/early 
school leaving in 
Romania. 

Secondary data from Romania. Policy and official data 
analysis. 

Maps risk factors 
(socio-economic, 
school-related, 
individual); aligned 
with SDG4. 

Conceptual model 
for variable 
operationalization. 

Article (2019) 
– Prevention 
ages 12–14 

Highlighting the 
critical window 
(ages 12–14) for 
preventing risk 
behaviors. 

Pre-adolescents (ages 12–14). Narrative/empirical 
analysis. 

The 12–14 age 
transition is optimal 
for extended socio-
emotional and 
curricular 
interventions. 

Identifies the 
critical timing for 
anti-dropout 
interventions. 

Balog, A. 
(2009) – 
RRIOC 

Presentation of 
theoretical 
models (TRA, 
TPB, TAM, 
UTAUT) for 
technology 
adoption. 

— Theoretical synthesis. Adoption of new 
technologies 
depends on 
perceived 
usefulness, ease of 
use, social norms, 
and perceived 
behavioral control. 

Conceptual tools 
for digitalization 
and AI-related 
sections. 

Ban, R. A., & 
Costin, A. 
(2025) 

Narrative review 
of recent 
literature on 
school dropout. 

21–25 articles (2024–2025). Narrative review 
(transparent criteria). 

Integrated policies 
and early 
interventions are 
most effective; 
focus on inclusion. 

Updates the “state 
of the art” for the 
thesis 
introduction. 
 

Bonea, G. V. 
(2019) 

Analysis of 
school dropout in 
Romania by 
grade level, 
environment, 
gender, and 
contributing 
factors. 

National data. Policy and statistical data 
analysis. 

Dropout is a 
process; solutions 
include social 
inclusion and equal 
opportunities; 
highlights role of 
social workers and 
vocational schools. 

Integrates social 
and educational 
policies. 

Bonilla-
Jurado, D., et 
al. (2023) 

Identification of 
causes and 
effects of 
university 

— Hermeneutic/narrative 
synthesis (≈60 articles). 

Causes: financial 
conditions, low 
family support, 
insufficient 

Provides a global 
framework for 
higher education 
dropout; useful 
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dropout 
internationally. 

institutional 
attention; 
recommends 
corrective 
institutional 
measures. 

for comparison 
with the 
Romanian 
context. 

Caranfil, N. 
G. (2021) – 
Thesis 
abstract 

Psychosocial 
determinants of 
engagement and 
their effects on 
performance. 

Romanian adolescents. Psychological 
questionnaires; predictive 
modeling. 

Engagement 
increases 
performance and 
reduces 
boredom/absence; 
recommends 
fostering student 
agency. 

Variables for 
predictive models 
in the thesis. 

Caranfil, N. 
G., & Robu, 
V. (2019) 

Identification of 
predictors of 
school 
engagement 
(motivation, 
climate). 

298 Romanian high school 
students. 

Correlational study; 
psychological 
questionnaires. 

Intrinsic 
motivation, peer 
support, and 
positive classroom 
climate predict 
engagement; 
amotivation 
decreases it. 

Operational 
variables for 
dropout prediction 
models. 

Cosma, M.-L. 
(2024) 

Relationship 
between digital 
divide (first–third 
order) and 
academic 
outcomes in 
adolescents. 

Adolescent students from 
Bihor, Romania. 

Mixed sociological study 
(quantitative/qualitative). 

Inequalities in 
access, 
competences, and 
outcomes amplify 
educational gaps. 

Highlights digital 
equity as a 
determinant of 
participation. 

Cristei, M. 
(2018) 

Evaluation of 
educational 
software 
effectiveness in 
vocational 
training. 

≈80 students (USM). Pedagogical experiment 
(computer-assisted 
teaching–consolidation–
assessment). 

Educational 
software enhances 
professional skill 
development. 

Supports 
technology use in 
higher education; 
relevant for 
transition to the 
labor market. 

Decean, M. 
(2021) – PhD 
Thesis, UBB 

Design and 
validation of a 
psycho-
pedagogical 
program against 
absenteeism in 
high school. 

High school students 
(experimental/control group). 

Pedagogical experiment 
(pre–post; validated 
instruments). 

Significant 
reduction in 
absenteeism; 
increased 
motivation and 
participation, 
including 
parental/teacher 
involvement. 

Replicable model 
for interventions 
in secondary 
schools. 

Decean, M., 
& Șevciuc, M. 
(2019) 

Mapping 
international 
approaches to 
absenteeism. 

— Narrative comparative 
review. 

Absenteeism 
correlated with 
juvenile 
delinquency, drug 
use, and dropout; 
presents best 
practices (e.g., 
Japan). 

Foundation for 
school-level and 
policy-level anti-
absenteeism 
measures. 

Florian, B., & 
Țoc, S. (2020) 

Educational 
responses to the 
COVID-19 crisis 
in Romania. 

Students/teachers/policymakers 
(secondary data). 

Policy note (rapid policy 
analysis). 

Insufficient 
infrastructure, 
unequal digital 
skills; outlines 
short-, medium-, 
and long-term 
measures. 

Basis for the 
chapter on 
pandemic and 
digital 
inequalities. 

Freudenberg, 
N., & Ruglis, 
J. (2007) 

Reframing 
school dropout as 
a public health 
issue and 
identifying 
intervention 
pathways. 

— Theoretical review + U.S. 
population data. 

Education 
correlated with 
lower mortality and 
better health; 
proposes school-
based health 
services to increase 
graduation rates. 

Extends the 
analytical 
paradigm toward 
public health. 

Frunză, E. 
(2020) 

Exploration of 
how new 

— Theoretical/essay-based 
analysis. 

Technology 
transforms 

Humanistic 
anchor for the 
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technologies 
influence 
personal 
development. 

communication and 
learning but may 
cause addiction and 
isolation; balance 
between real and 
virtual needed. 

psychosocial 
dimension of 
digitalization. 

Găgăuz, O., 
Buciucianu-
Vrabie, M., & 
Pahomii, I. 
(2017) 

Analysis of risk 
factors and 
groups for early 
school leaving 
(Moldova). 

National Bureau of Statistics 
data (2014–2015). 

Regression analysis of 
national statistical data. 

Higher risk among 
rural, poor, and 
low-educated 
families; causes 
include economic 
hardship, 
disinterest, and 
learning 
difficulties. 

Foundation for 
public policies 
targeting 
vulnerable groups. 

Garbatovschi, 
C. (2022) 

Exploring the 
link between new 
technologies and 
sustainable 
development, 
focusing on 
quality 
education. 

— Policy analysis. Quality education 
mediates 
technology’s 
benefits; ethical 
norms must guide 
its use. 

Introduces 
sustainability 
perspective in 
digitalization. 

Gyönös, E. 
(2011) 

Clarification of 
the causes and 
effects of school 
dropout in 
Romania and the 
EU. 

— Conceptual and historical 
comparative analysis. 

Distinguishes 
between “dropout” 
and “early leaving”; 
relates dropout to 
unemployment and 
school 
participation; older 
but conceptually 
valuable data. 

Conceptual and 
historical 
framework for 
Romanian/EU 
context. 

Iancu, A. 
(2022) 

Analysis of 
technology 
implications for 
education in the 
European 
context. 

— Policy/argumentative 
analysis. 

Digitalization is a 
strategic necessity; 
digital competences 
form the basis for 
equity. 

Policy 
background for 
the digitalization 
section. 

Khurram, A., 
Khatun, M., 
& Islam, R. 
(2023) 

Identification of 
dropout factors in 
a Bangladeshi 
city. 

210 students. Face-to-face interviews + 
questionnaires; random 
sampling. 

Determinants: 
socio-economic 
instability, lack of 
parental 
monitoring, school 
quality, and 
location; weak 
extracurricular 
activity increases 
risk. 

Confirms 
universality of 
factors and role of 
extracurricular 
engagement. 

Kurian, A., 
Hossain, Z., 
et al. (2023) 

Causes and 
solutions of 
dropout from 
teachers’ 
perspectives. 

Teaching staff in educational 
institutions. 

Descriptive study (teacher 
questionnaires/opinions). 

Causes: poverty, 
low family support, 
low motivation, 
teacher–student 
relations; solutions: 
mentoring, parental 
involvement, 
targeted 
interventions. 

Validates 
teachers’ role as 
key nodes in 
dropout 
prevention. 

Lansford, J. 
E., Dodge, K. 
A., Pettit, G. 
S., & Bates, J. 
E. (2016) 

Longitudinal 
analysis of 
risk/protective 
factors from age 
5 to 27 related to 
dropout. 

585 U.S. participants, followed 
for 22 years. 

Longitudinal study; 
multivariate analyses. 

Dropout linked to 
4× higher risk of 
negative adult 
outcomes; low 
SES, peer rejection, 
and early parenting 
amplify risks; 
interventions before 
age 24 mitigate 
effects. 

Justifies early and 
integrated school–
health 
interventions. 

Manoil, P. 
(2022) 

Distinction 
between 

— Descriptive study 
(conference paper). 

Psychological, 
social, and 

Supports 
ecosystemic 
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“dropout” and 
“pushout” 
paradigms and 
their causes. 

pedagogical causes; 
shifts responsibility 
from individual to 
school ecosystem. 

approach to 
dropout. 

Mihai, L. M. 
G., Vasilescu, 
L., Băndoi, 
A., & 
Sitnikov, C. 
(2024) 

Systematic 
review of AI-
based digital 
economic 
education. 

60 articles. Systematic review. Artificial 
Intelligence (AI) is 
becoming essential 
in digital education; 
adoption depends 
on trust and 
perceived 
usefulness. 

Relevant for AI-
assisted course 
design. 

Olărescu, V., 
& Cristescu, 
D. (2023) 

Identification of 
school-based 
interventions that 
enhance 
students’ 
resilience. 

45 studies. Systematic review. Universal, 
integrative 
interventions 
(school–family–
community) 
improve resilience 
and performance; 
reduce emotional 
problems. 

Recommends 
universal 
preventive 
interventions to 
reduce dropout. 

Pisău, A. 
(2018) 

Inventory of 
modern digital 
technologies in 
education and 
their role in 
competence 
formation. 

— Descriptive 
policy/technology 
analysis. 

Technologies 
(interactive boards, 
3D apps, e-
learning) increase 
motivation and 
efficiency; teacher 
training is essential. 

Connects digital 
infrastructure with 
educational 
outcomes. 

Pop & 
Stiegelbauer 
(2024) 

Presentation of 
modern 
educational 
dimensions and 
post-pandemic 
practices. 

— Collective volume 
(qualitative/quantitative 
studies). 

Modern 
pedagogies, hybrid 
technology, student 
retention strategies; 
examples of 
inclusive digital 
resources. 

Practical resource 
for didactic 
design. 

Ressa, T., & 
Andrews, A. 
(2022) 

Analysis of high 
school dropout in 
the U.S. and 
reform solutions. 

Secondary data from the U.S. Comparative/documentary 
analysis. 

High dropout 
among vulnerable 
groups; high social 
costs; advocates 
reforms promoting 
equity. 

Provides 
international 
comparative 
perspective. 

Rădăcină, O.-
E. (2018) 

Impact of 
computer/internet 
use on youth 
social 
development 
(identity, 
networks, 
cyberbullying). 

Romanian youth/students. Theoretical analysis + 
qualitative research 
(interviews/online 
observation). 

Benefits (resources, 
autonomy) vs. risks 
(isolation, 
cyberbullying); 
online environment 
shapes university 
preparation. 

Delineates 
psychosocial 
effects of 
excessive 
technology use. 

Sandovici, A., 
Robu, V., & 
Robu, I.-E. 
(2016) 
 
 
 
Sandovici, A., 
Robu, V., & 
Robu, I.-E. 
(2016) – 
AA.pdf 

Investigation of 
gender 
differences in 
adolescent school 
engagement. 
 
 
 
Same study – 
analysis of 
gender 
differences in 
school 
engagement. 

1,168 Romanian high school 
students. 

 
 
 
 
1,168 high school students. 

Standardized 
questionnaires (Student 
Engagement in School – 
Four-Dimensional Scale). 
 
 
 
Standardized 
questionnaires. 

Girls scored higher 
on cognitive and 
behavioral 
engagement 
(d≈0.30–0.41); 
confirms 
multidimensionality 
of engagement. 
 
 
Girls display higher 
levels of 
engagement 
compared to boys, 
particularly in the 
cognitive and 
behavioral 
dimensions. 

Key variable 
“engagement” as 
predictor of 
performance and 
retention; gender-
sensitive 
implications. 
 
Confirms the need 
for gender-
differentiated 
interventions in 
promoting student 
engagement. 
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Discussions 
School Dropout as a Systemic Phenomenon 
The specialized literature supports the idea that leaving school is not a 
singular event but rather the outcome of a cumulative process 
involving the interaction of multiple factors—individual (low 
motivation, learning difficulties, anxiety), school-related (educational 
climate, teacher–student relationships, labelling), family (parental 
support, socio-economic status), and contextual (policy frameworks, 
community, labour market). 
Both Romanian and international synthesis studies repeatedly indicate 
poverty, rural residence, low parental education, and marginalization as 
major determinants of dropout risk (Bonea, 2019; Alexa & Baciu, 
2021; Găgăuz, Buciucianu-Vrabie & Pahomii, 2017; Ban & Costin, 
2025). Recent literature also proposes the distinction between “drop-

Șerban, C. 
(2011) 
 

Evaluation of 
how online 
environments 
support dropout 
prevention 
through social 
marketing and 
community 
involvement. 

Students and parents (local 
sample). 

Applied study using 
questionnaires and 
perception analysis. 

  

      
      
Tîrziman, E. 
(2021) 

Analysis of the 
advantages and 
disadvantages of 
digital 
technology use. 

— Sociocultural critical 
essay. 

Benefits include 
access, 
communication, 
and resources; risks 
involve 
dependence, 
alienation, and 
cognitive 
superficiality; 
defines the “digital 
citizen.” 

Clarifies 
opportunities and 
risks of 
digitalization for 
the thesis’s digital 
component. 
 

Uncu, V., & 
Penu, M. 
(2011) 

Psychological 
approach to 
school dropout. 

— Theoretical analysis / case 
study. 

Distinguishes 
visible and invisible 
aspects of dropout; 
highlights the role 
of the educational 
team in 
intervention. 

Provides a 
psychological 
framework for 
school-level 
interventions. 

UNICEF 
Romania & 
Institute of 
Educational 
Sciences 
(2012) 

Measurement of 
participation and 
dropout (primary 
and lower 
secondary levels) 
and identification 
of out-of-school 
children. 

National administrative 
datasets; cohort analysis. 

UNICEF/UNESCO 
methodology: entry–exit, 
cohort-based analysis. 

Identifies multiple 
risk factors 
(individual, socio-
economic, school-
related); offers 
recommendations 
within the zone of 
proximal 
development. 

Policy foundation 
for large-scale 
systemic 
interventions. 

Conference 
Volume 
(2022) – 
Diversity of 
Educational 
Sciences 

Compilation of 
applied studies 
on dropout, 
violence, school–
family 
partnership, and 
e-learning. 

— Collection of 
quantitative/qualitative 
research articles. 

Presents teaching 
strategies, project 
examples, and 
practices focused 
on student retention 
and supportive 
school climates. 

Practical resource 
for designing 
evidence-based 
educational 
interventions. 
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out” and “push-out”—that is, voluntary leaving versus de facto 
exclusion caused by academic failure, punitive practices, or hostile 
school climates—thus shifting the emphasis from the “culpable 
student” to the school ecosystem (Manoil, 2022). 
 
The Public Health Perspective 
Longitudinal studies show that school dropout is associated with 
substantial risks in adulthood, including poorer health, higher 
mortality, and increased engagement in risk behaviours. These effects 
are more pronounced among youth from low socio-economic 
backgrounds, those rejected by peers, or those with a history of socio-
emotional difficulties (Freudenberg & Ruglis, 2007; Lansford, Dodge, 
Pettit & Bates, 2016). 
This perspective justifies the implementation of early, intersectoral 
interventions that integrate education, health, and social assistance, as 
well as universal preventive measures within schools. 
 
School Engagement – The Key Mechanism Variable 
From a psycho-pedagogical standpoint, school engagement—
cognitive, affective, behavioral, and agentic—consistently appears as a 
predictor of performance, persistence, and reduced absenteeism 
(Sandovici, Robu & Robu, 2016; Caranfil & Robu, 2019). Evidence 
also points to gender differences: girls tend to display higher levels of 
cognitive and behavioural engagement, suggesting that support 
strategies should be gender-sensitive (Sandovici et al., 2016). 
Predictors such as intrinsic motivation, peer support, and a positive 
classroom climate increase engagement, while amotivation undermines 
it (Caranfil & Robu, 2019). Interventions focused on resilience—
universal and integrating the school–family–community triad—have 
demonstrated beneficial effects on well-being and participation 
(Olărescu & Cristescu, 2023). 
At a practical level, an experimentally validated psycho-pedagogical 
program implemented in high schools has proven effective in reducing 
absenteeism and increasing both motivation and parental involvement 
(Decean, 2021). Furthermore, the literature identifies a critical window 
between ages 12 and 14, during which school and identity transitions 
make socio-emotional interventions particularly effective—an insight 
supported by studies on preadolescence. 
 
Digitalization: Opportunity and Risk 
Educational technologies can enhance access, motivation, interactivity, 
and learner autonomy (Pisău, 2018; Cristei, 2018; Iancu, 2022). 
However, the specialized literature also warns against digital 
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dependence, social isolation, and cognitive superficiality (Tîrziman, 
2021; Frunză, 2020; Rădăcină, 2018). 
The COVID-19 pandemic clearly revealed the digital divide across 
three levels: access (first order), skills and usage practices (second 
order), and learning outcomes (third order)—all of which are correlated 
with participation and academic success (Florian & Țoc, 2020; Cosma, 
2024). 
In terms of technology and AI adoption, theoretical models such as 
TRA, TPB, TAM, and UTAUT indicate that the intention to use 
technology depends on perceived usefulness, ease of use, social norms, 
and perceived behavioral control (Balog & Cristescu, 2009). 
A recent systematic review (Mihai, Mănescu, Vasilescu, Băndoi & 
Sitnikov, 2024) shows that Artificial Intelligence becomes truly 
infrastructural in education when embedded in pedagogy, quality, and 
trust frameworks, while simultaneously raising ethical concerns about 
transparency, bias, and data protection. 
 
Romanian Context and International Comparisons 
National and regional studies (Bonea, 2019; Alexa & Baciu, 2021; 
Găgăuz et al., 2017) align with international findings (Ressa & 
Andrews, 2022; Khurram, Khatun & Islam, 2023), revealing similar 
risk profiles—poverty, limited parental support, and school quality—
alongside context-specific policy needs such as inclusion, the presence 
of social workers in schools, and the development of vocational 
pathways. 
Recent collective volumes document post-pandemic educational 
practices—hybrid pedagogies, student retention strategies, and learner-
cantered design—providing valuable insights for translating research 
evidence into effective teaching models (Pop & Stiegelbauer, 2024). 
 
Conclusions 
School dropout is a multifactorial and multisectoral phenomenon. 
Effective prevention requires integrated approaches that connect 
school, family, community, and health sectors—beginning early and 
continuing throughout all educational transitions. 
School engagement functions as a proximal mechanism linking 
contextual factors to educational outcomes. It must be cultivated 
through a supportive climate, learner autonomy, formative feedback, 
high-quality teacher–student relationships, and peer support networks. 
Resilience and socio-emotional competences act as protective factors; 
universal and integrative interventions have been shown to produce the 
most robust effects in the reviewed literature. 
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Digitalization offers major opportunities for access, personalization, 
and collaboration. However, without quality governance and digital 
equity, it can amplify disparities. Sustainable adoption depends on 
perceived usefulness, competence, social norms, and trust. The 12–14 
age range represents a strategic window for preventive action, while in 
high school, structured programs—such as the one validated by Decean 
(2021)—can reduce absenteeism and increase motivation. 
In the Romanian context, inclusion-oriented policies—such as the 
presence of social workers in schools, the development of vocational 
pathways, and strengthened school–family partnerships—along with 
teacher training in digital and socio-emotional competences, represent 
essential levers for change. 
The systematic analysis conducted reveals that school dropout remains 
an extremely complex challenge influenced by multiple interrelated 
factors: individual, school-related, family, and contextual. These 
factors are mutually conditioning and interact dynamically. 
In the digital era, technology emerges as an ambivalent element: on 
one hand, it serves as a valuable educational resource capable of 
enhancing students’ engagement, motivation, and performance; on the 
other, uncontrolled or excessive technology use can lead to 
disengagement, digital dependence, and social maladaptation. 
The analysed studies demonstrate that technology, in itself, is not the 
primary cause of school dropout. Rather, it is the manner in which 
technology is integrated into the educational process and into young 
people’s lives that may influence the likelihood of dropout. Therefore, 
a balanced approach is urgently required—one that promotes both 
digital competence and socio-emotional development among students. 
Strengthening partnerships among schools, families, and communities; 
training teachers in the responsible use of technology; and 
implementing early prevention programs are key strategic directions 
for reducing and combating school dropout. 
In conclusion, modern education must harmoniously integrate the 
human and technological dimensions so that technology becomes a 
genuine support for inclusion, participation, and academic success—
not a risk factor. Only through conscious, learning-oriented use can 
technology contribute to shaping a resilient, autonomous generation 
capable of meeting the challenges of contemporary society. 
 
Future Research Directions 
Future studies should include multi-level longitudinal research that 
links trajectories of technology or AI use with student engagement and 
outcomes (e.g., absenteeism, grades, graduation), while controlling for 
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socio-economic status, environment, and school characteristics 
(Lansford et al., 2016). 
Impact evaluations—whether randomized controlled trials (RCTs) or 
quasi-experimental designs—should assess the effectiveness of 
universal resilience and engagement interventions, as well as integrated 
school–family–community programs (Olărescu & Cristescu, 2023; 
Decean, 2021). These studies should also measure implementation 
fidelity and dosage in anti-absenteeism programs, analysing mediating 
factors (e.g., changes in teacher–student relationships) and moderating 
variables such as gender and rural/urban setting. 
Future research should also operationalize the concept of the digital 
divide across three levels—access, competences/practices, and 
outcomes—and test causal chains linking these dimensions to school 
persistence (Cosma, 2024; Florian & Țoc, 2020). 
Studies focused on technology and AI adoption among students and 
teachers should be grounded in theoretical frameworks such as TAM 
and UTAUT, modelling intention to use as a function of perceived 
usefulness, ease of use, social norms, and behavioural control (Balog & 
Cristescu, 2009; Mihai et al., 2024). 
Qualitative investigations involving at-risk students, parents, and 
teachers are necessary to understand the micro-mechanisms of “push-
out” processes (e.g., stigmatization, punitive practices, lack of 
curricular relevance) and to co-design student-cantered solutions 
(Manoil, 2022). 
Additional research is needed on gender differences in engagement and 
on students’ agency, testing differentiated adaptations such as 
mentoring, feedback, and project-based tasks to reduce existing gaps 
(Sandovici et al., 2016). 
Integrating administrative data (attendance, performance, educational 
transitions) with psychological indicators (motivation, well-being, peer 
relationships) could enable the creation of explainable predictive 
models of dropout risk—provided that these models are governed by 
strong ethical data protocols. 
Cost–benefit evaluations of dropout prevention interventions from a 
public health perspective should also be prioritized, quantifying 
benefits in terms of improved health, employment, and reduced social 
expenditures (Freudenberg & Ruglis, 2007), thus providing the 
empirical basis for sustainable policy development. 
Implementation studies in disadvantaged schools (rural or minority 
communities) are equally important, including co-creation with 
stakeholders and culturally adapted versions of validated programs, 
with attention to scalability and sustainability. 
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Abstract: Non-literary texts are objective, written in clear and 

accessible language, with the main characteristic of 
containing information that should be comprehensible to 
the reader. Such texts are included in textbooks across all 
subjects in the lower grades of primary school, which 
encourages the transfer and integration of knowledge, as 
well as the development of cross-curricular connections, 
thereby contributing to the long-term acquisition of 
knowledge. This type of text encompasses a wide range of 
materials which, due to their nature and characteristics, 
are not only found in schoolbooks but are also available 
through various platforms. Contemporary education 
requires an innovative approach to reading non-literary 
texts, making it essential to monitor the development of 
technologies that provide numerous opportunities for 
diverse forms of learning, thereby enhancing student 
engagement, text comprehension, and the overall quality of 
the teaching process. This paper presents the results of an 
informal knowledge test among fourth-grade primary 
school students, as well as their attitudes toward non-
literary texts. The research was conducted on a sample of 
264 fourth-grade students from urban and suburban 
schools in Serbia. The survey method and the method of 
theoretical analysis were applied. Based on theoretical 
insights, eight progressively complex levels were identified, 
reflecting different degrees of comprehension. Students’ 
attitudes toward this type of text were examined using a 
five-point Likert scale. The paper also presents an 
assessment of the correlation between students’ attitudes 
and their knowledge test results on non-literary texts using 
the χ² test. The research findings indicate that students hold 
positive attitudes toward reading non-literary texts and 
interpret them in accordance with the identified levels of 
understanding. The results also showed that no statistically 
significant difference was found between the level of 
comprehension on the knowledge test and students’ 
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attitudes toward non-literary texts. Identifying levels of 
understanding provides teachers with a basis for more 
effective guidance of students toward deeper 
comprehension of content and improvement of the teaching 
process. Knowledge at different levels contributes to the 
development of skills and competences that are essential 
for students throughout schooling as well as for lifelong 
learning. 

 
Keywords: non-literary texts; lifelong learning; levels of 

understanding; reading comprehension. 
 
Introduction 
In teaching, students encounter a variety of texts on a daily basis. In 
primary education, they acquire reading skills and develop the ability 
to experience, understand, and interpret texts. Some of these texts are 
essential for literacy development, others serve to reinforce 
grammatical and spelling rules, while texts from literature are read and 
interpreted. What is crucial and common to all these texts is that 
students understand them after reading. From the first to the fourth 
grade, it is essential to work continuously with different types of texts, 
as this is of great importance for the development of students’ literacy. 
Recent methodological studies often highlight the less-than-adequate 
results achieved by our students in international literacy assessments 
(PISA, PIRLS, ALL). A particular concern is the issue of reading 
comprehension, where, until now, our students have not performed 
well (Baucal, Pavlović Babić, 2010). 
One may ask how to better prepare new generations of students for 
such assessments. Is it the real classroom situation, the 
supplementation of the curriculum, the teachers’ preparedness for 
methodological text analysis, or a greater variety and selection of texts 
that matters most? Undoubtedly, each of these factors influences the 
outcome of testing. However, what should be particularly emphasized 
is the students’ ability to understand and locate information in every 
text they read. 
Many linguistic studies view literacy as the ability to read, write, and 
comprehend information in general (Serrano & Howard, 2007; 
Bialystok, 2007; Cvetanović & Šulović Petković, 2013). As different 
areas are differentiated within the native language curriculum, specific 
texts are linked to each area. The classification we will present below 
is intended for younger school-age students. In this  study, we will also 
refer to existing text classifications, but due to students’ age-related 
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abilities, they cannot always be applied to the age group covered in this 
work (from the first to the fourth grade of primary school). 
The reading process in class represents one of the most important 
methodical activities. Interpretation and understanding of a text depend 
on it. The type of reading must also be carefully selected, as it can 
affect the quality of understanding. Reading includes two 
interdependent components: decoding and comprehension. Since there 
is a wide range of non-literary texts, various types of reading are 
employed in Serbian language classes (aloud, silent, exploratory, 
expressive, flexible). In previous research, “non-literary texts are 
interesting news items and articles from newspapers and magazines, 
excerpts from encyclopedia or lexicon entries with content appealing to 
children, captions, theatre posters, and advertisements” (Visinko, 2014, 
p. 13). 
At the outset, it is necessary to conceptually define the area of non-
literary texts and differentiate them from literary texts. Furthermore, 
“according to the fundamental principles of textual linguistics, both 
literary and non-literary texts consist of signs that exhibit an 
emotional/communicative dichotomy when considering the functions 
of artistic texts as opposed to everyday spoken communication” (Purić, 
2011, p. 23). Non-literary texts convey information, in contrast to 
literary texts, which are directed towards aesthetic and artistic purposes 
(Stojkov, 2024). The selection of texts primarily depends on the 
teaching goals and objectives, but students’ reading interests should 
not be overlooked (Stojanović, 2011). Non-literary texts, due to their 
specific characteristics (length, form, language, style, and functions) 
and extensive classification, represent a distinct and unique type of text 
read in education. Non-literary texts are also emphasized in connection 
with reading comprehension, as well as with the teaching and 
application of reading and learning strategies, which fall under the 
responsibility of mother-tongue instruction, since students are taught to 
read only in Croatian language classes, while reading is taken for 
granted in all other subjects (Bićanić, 2016, p. 186). These texts are 
primarily characterized by objectivity, unambiguity, simplicity, and the 
absence of poetic function. 
Non-literary texts can also be categorized according to the curricular 
areas, and in Serbian language education, the following categories are 
highlighted: 

1. Primer texts; 
2. Linguistic-methodological texts; 
3. Popular science texts; 
4. Informational texts; 
5. Magazine articles; 
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6. Encyclopedic texts; 
7. Non-linear texts. 

As they differ in types, texts in Serbian language education also differ 
in terms of their functions. Through theoretical analysis, we can 
distinguish between primary methodological functions and general 
methodical functions. The primary and fundamental function of non-
literary texts is the informative function. This includes texts about 
phenomena and events that are “written in a journalistic style” (Mrkalj, 
2016, p. 177). Among these identified and described functions, 
informational and reading functions stand out. Both are of great 
importance, ranging from finding information within the text to 
overcoming the reading crisis. Many functions are defined in 
accordance with the type of non-literary text previously outlined, but 
these functions also have multiple significances. Furthermore, all 
methodological functions are focused on various components: 
investigating the text through reading, forming a system of acceptable 
behavior rules, developing reading habits and a love for reading, and 
guiding students towards reading additional literature. These functions 
can be achieved if curricula, textbooks, and supplementary materials 
for students include a sufficient number and variety of non-literary 
texts. 
Curricular programs are revised and supplemented in accordance with 
various societal circumstances, and these changes are reflected in new 
textbooks, which must be aligned with these developments. Our 
analysis has shown that the majority of non-literary texts are present in 
reading textbooks, with a noticeable trend of increasing their number in 
curricula. However, guidelines and broadly framed policies should be 
further specified. Non-literary texts are also read in other subjects, 
enabling interdisciplinary connections and the integration of content 
through these texts. 
This category encompasses a wide range of texts that, due to their 
nature and characteristics, are not only found in school books, but are 
also accessible through various platforms. Modern education requires 
an innovative approach to reading non-literary texts, making it crucial 
to follow the development of technologies that provide numerous 
opportunities for different forms of learning. This, in turn, enhances 
student engagement, text comprehension, and the overall quality of the 
educational process. The possibilities are varied and numerous. 
A high degree of student agreement was observed regarding statements 
related to the characteristics of non-literary texts. The majority of 
respondents expressed the view that non-literary texts focused on 
regional or local heritage foster emotional attachment to their 
homeland, thereby contributing to the formation and reinforcement of 
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national identity. This finding is consistent with other results obtained 
in the current study. 
Moreover, students reported a particular interest in reading popular 
science texts about notable figures from national cultural history. The 
program authors “emphasize the necessity of introducing students to 
the national culture from the earliest school age” (Janićijević & 
Mitrović, 2020, p. 143). However, they self-assessed that reading such 
texts does not substantially enhance their acquisition of knowledge 
transferable to other subject areas. These findings align with those of 
previous studies (Cvetanović, Mišić, & Stojanović, 2017), suggesting a 
broader pattern in student engagement with non-literary texts. 
In summary, while students recognize the relevance and educational 
value of non-literary texts, they tend to emphasize those genres with 
which they are already familiar—likely due to their more frequent use 
in classroom instruction. This highlights the need for a more diverse 
integration of non-literary materials in curricula to maximize their 
interdisciplinary potential. 
 
Method 
Research was conducted for the purposes of this study. The paper 
presents the results of an informal knowledge test administered to 
fourth-grade students in primary schools, as well as the students' 
attitudes toward non-literary texts. 
The following research tasks stem from the set goal: 

1. To determine the comprehension level of different types of 
non-literary texts; 

2. To assess students' attitudes toward reading non-literary texts; 
3. To examine the correlation between students' knowledge on the 

test and their attitudes. 
The research was conducted on a sample of 264 fourth-grade students 
from urban and suburban primary schools in Serbia. 
The Survey method and theoretical analysis method were applied. A 
rating scale and an informal knowledge test were used. 
linked to tasks for understanding the non-literary text read. The aim 
was to examine and verify whether there is an influence of the teaching 
process, as well as the reading and understanding of various texts, i.e., 
whether students are able to differentiate non-literary texts from 
literary ones. 
 
Results and discussion 
Within the informal knowledge test, students were assigned tasks at 
various levels, which we differentiated as follows: 

1. Identifying signed literary and non-literary texts; 
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2. Identifying texts with the same interpretative components; 
3. Linking the type of text with a specific example; 
4. Understanding non-linear texts; 
5. Understanding informational texts; 
6. Understanding popular science texts; 
7. Defining the characteristics of non-literary texts as a distinct 

type; 
8. Determining the methodical functions of non-literary texts. 

 
For the first two levels, students were required to determine: whether 
the text is literary or non-literary, and whether the character in the text 
is fictional or based on a real-life person, thus demonstrating their 
ability to differentiate between literary and non-literary texts, and 
consequently identify non-literary texts. The first and second levels 
focus on identifying this type of text, which is essentially the basic 
level. 
At the third level, students were assigned tasks involving specific non-
literary texts. In addition to recognizing the text, they were asked to 
match texts from the textbook literature with the corresponding type of 
non-literary text. This level also required students to understand the 
text, as this was the only way to arrive at correct answers. 
The fourth level requires students to apply their knowledge of non-
literary texts to a concrete example. The fifth level deals with 
evaluating statements as true or false based on an informative non-
literary text. Some statements explicitly present information, while 
others contain implicit information in the text. The sixth level involves 
a different mode of reasoning and conclusion compared to the previous 
task. This level, which is more challenging, requires not only 
recognizing these texts but also fulfilling various requirements when 
working with different types of non-literary texts. Based on their prior 
knowledge and work on this test, a certain number of students might 
even reach the seventh level, which involves defining the 
characteristics of non-literary texts. 
In addition to the knowledge test, based on which we formed the 
levels, we also examined students' attitudes toward non-literary texts. 
Based on the presented table, we will highlight some of the results 
obtained. It is evident that there is a high degree of agreement among 
students with statements related to the characteristics of non-literary 
texts. These results are confirmed by a very high scale value for the 
statement that non-literary texts about one’s homeland foster students' 
love for their country, thereby contributing to the development of 
national identity. 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 522-538 

528 
 

Moreover, students' attitudes emphasize the recognition of the 
importance of texts about prominent local figures, which enrich their 
culture and encourage them to read other books, magazines, and 
encyclopedias. In other questions, students also express that they enjoy 
reading popular science texts about significant figures in our culture. 
Additionally, they highlight books, magazines, and websites where 
they read these texts and recommend this type of literature to other 
students. 
Therefore, students recognize the significance and importance of 
reading and understanding non-literary texts, while also pointing out 
the types of texts they are familiar with and presumably are more 
frequently and extensively covered in class. 
 
Table 1. Identifying a labeled literary and non-literary text 
Тopic Text 

type 
Теxt Recognize Do not 

recognize 
No 
answer 

f % f % f % 

 
 
 
Wind 

Literary 
text 

The Sowing 
Wind Mira 
Aleckovic 
(poem) 

216 84,38 30 11,72 10 3,90 

Non-
literary 
texts 

With the Wind 
in the Sails 
(excerpt from 
an 
encyclopedia) 

199 77,73 39 15,23 18 7,04 

 
The first task in the knowledge test was the easiest, requiring students 
to identify a non-literary text on the topic of wind. The literary text 
provided was a lyrical poem, while the second text was an 
encyclopedia entry, with an explicit citation of the source beneath the 
text, allowing students to easily conclude the differences between these 
two texts. What was important for us, and perhaps a complicating 
factor for the students, was that both texts dealt with the same topic, 
wind. 
Based on the data presented in the previous table, we can conclude that 
a higher percentage of students answered the first question on the test 
correctly, demonstrating a high level of recognition and identification 
of non-literary texts. 
We can conclude that students were, however, better at recognizing the 
literary text compared to the non-literary one, with 84.38% correctly 
identifying the first text as literary, and 77.73% correctly recognizing 
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the second text as non-literary. Nevertheless, the fact that 77.73% of 
responses were correct, along with the students' ability to recognize 
this text, indicates that the majority of fourth-grade students have 
definitely mastered the first level of recognizing and identifying non-
literary texts, especially when the source of the text was clearly 
indicated. 
 
Table 2. Identifying texts with the same interpretive elements 
Text type Texts and 

interpretive 
elements 

Identify Do not 
identify 

No 
answer 

f % f % f % 

Literary 
text 

Marko 
Kraljevic (a 
folk tale) 

216 84,38 30 11,72 10 3,90 

Literary 
character 

71 27,73 172 67,19 13 5,08 

Non-
literary 
text 

Marko 
Kraljevic (a 
text from a 
magazine) 

199 77, 
73 

39 15, 
23 

18 7,04 

Real-life 
personality 

225 87,89 19 7,42 12 4,69 

Literary 
and non-
literary 
texts 

Hero from both 
texts (fill-in-
the-blank 
question – 
Marko 
Kraljevic) 

227 85,98 15 5, 68 22 8, 
33 

 
The second level identified concerns the recognition of non-literary 
texts in relation to literary texts. The second question in the knowledge 
test required students, in addition to identifying whether a text was 
literary or non-literary, to also determine whether it featured a literary 
character directly associated with literary texts or a real-life 
personality, whose information was presented in the form of 
biographical or personal data. The difficulty of the task was further 
increased by the text format, as both texts were presented as stories, 
unlike in the previous task. The texts selected were about Marko 
Kraljević, presenting different aspects of this character and real-life 
figure. When programmatic texts about him are taught, the concept and 
difference between a character and a real-life person are introduced, as 
he is undoubtedly both. 
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Although the recognition of the folk story was numerically and 
percentage-wise more prominent (84.3%), the 77.7% recognition of the 
magazine text about Marko Kraljević is still a very good result from 
the knowledge test. What confused the students was the identification 
of a character and a real-life person based on the provided examples. It 
can be assumed that students most often made mistakes in this task 
because they were given a story about Marko Kraljević (where epic 
poems are usually taught in the curriculum), so students were unsure 
whether it referred to a literary text or just information about a 
significant figure. Additionally, the definition of a literary character 
and a real-life person can be linked to this, as the previous mistake 
largely influenced the accuracy of this part of the question. 
This task is considerably more difficult than the previous one, as when 
differentiating between the wind texts, the difference is immediately 
noticeable in the form (a lyrical poem and an encyclopedia entry), and, 
on the other hand, students are assisted by the citation of the text, 
which was not the case in this task. Nevertheless, from a percentage 
standpoint, students easily recognized that the non-literary text 
provided information about the life of Marko Kraljević, with 87.89% 
of students giving the correct answer. 
The recognition of a literary character and a real-life person based on 
the two texts about Marko Kraljević is the more advanced part of this 
level, as, in addition to recognizing, students were also required to 
explicitly identify the hero in question. However, since his name and 
surname were mentioned several times, this cannot be considered part 
of a higher level, such as defining. Based on the presented results 
regarding the recognition of the hero Marko Kraljević, we can 
conclude that this task was not difficult for the students, with 85.98% 
providing correct answers. Generally, it can be said that students 
demonstrated a relatively high degree of recognition and identification 
of non-literary texts. 
 
Table 3. Linking the type of text to a specific example 
Type of non-
literary text 

Texts and 
interpretive 
elements 

Correct 
answers 

Incorrect 
answers 

No 
answer 

f % f % f % 

Rules of 
conduct 

Rules of 
conduct in 
the library 

252 95,5 7 2,7 5 1,9 

Text for 
learning the 

„At the spa” 
(letters P, R, 

249 94,3 11 4,2 4 1,5 
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Latin alphabet B) 

Linguo-
methodological 
text 

Material 
adjectives 

244 92,4 15 5, 7 5 1,9 

 
In addition to recognizing the text, students were asked to link the texts 
from the textbook literature to the type of non-literary text. This level 
required students to also understand the text, as only through 
comprehension could they arrive at the correct answers. The selected 
texts belong to different areas of the Serbian language curriculum 
(initial reading and writing, language, instructions—texts containing 
information from everyday life). If we look at the number of correct 
answers, we can conclude a very high level of student proficiency in 
both recognizing and identifying specific types within the category of 
non-literary texts. There is, of course, a difference between correct and 
incorrect answers (which can also include responses from students who 
did not answer this question). In the 2009 PISA testing, students in 
Serbia performed poorly when reading a nonlinear text in the form of a 
class schedule (Budjevac & Baucal, 2010). 
Thus, this question required linking a specific text to its type, and 
almost no student found it particularly difficult. Based on the results, 
we see that the highest number of correct answers was given by 
students for linking the text about library conduct rules to instructions 
as its subcategory of non-literary text. Such texts are extremely 
important, and good results may, on one hand, indicate that these texts 
are frequently used in schools, or on the other, that students correctly 
identified the text on behavior, which is familiar to them, and 
associated it with instructions they receive from others. 
 
Table 4. Understanding non-linear text 
Text type Completion 

of a linear 
text 

Correct 
answers 

Incorrect 
answers 

No answer 

f % f % f % 
Non-linear 
a picture of 
the 
completed 
student 
record 
book 

Grade 216 84,38 30 11,72 10 3,90 
Descriptive 
grade 

199 77,73 39 15,23 18 7,04 

Linear Absences 240 90,9 22 8,3 2 0,8 
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incomplete 
information 
with a 
request for 
completion 
from the 
record 
book 

Name of the 
class 
teacher 

249 94,3 11 4,2 4 1,5 

 
The task presented to the students involved reading and extracting 
information from a student record book. Based on a realistic image, the 
students were asked to complete the text below with the appropriate 
data that had been previously presented. 
Even though previous studies have shown that students often struggle 
with such tasks (reading nonlinear texts), the fourth question in our 
study demonstrated a high percentage of correct answers. In the PISA 
testing of 2009, students had difficulty with reading nonlinear texts, 
such as class schedules (Buđević, Baucal, 2010). However, in our 
research, the fourth-grade students did not face any problems 
understanding the nonlinear text. 
 
Table 5. Understanding informative text 
 

Informativ

e text 

Statements Method of 
finding 
informatio
n in a text  

Correct 
answers 

Incorrec
t 
answers 

No 
answe
r 

f % f % f % 

 
 
 
 
Joy of 
Europe 

About the 
participants 

Implicitly 17
9 

67,
8 

69 26, 
1 

1
0 

3, 
90 

Tour of 
Belgrade 

Explicitly 18
3 

69, 
3 

65 24, 
6 

1
6 

6, 
1 

Entertainme
nt program 
for children 

Implicitly 21
0 

79, 
5 

38 14, 
4 

1
6 

6, 
1 

Film about 
the event 

Explicitly 19
0 

72 58 22 1
6 

6,
1 

 
The degree of application refers to the identification of correct or 
incorrect statements using the example of an informational non-literary 
text. Some statements contain explicitly given information, while 
others imply certain details about the "Joy of Europe" event. 
The table you see shows the number of correct, incorrect, and 
unanswered responses. 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 522-538 

533 
 

The informative text provided to the students in the test was 
thematically and content-wise tailored to their age group. Two of the 
four statements contained information that the students could directly 
find in the text (if they read it carefully or referred back to it). 
Based on the data obtained and the number of correct answers, we can 
highlight that the surveyed students did not have any difficulty in 
identifying the correct statements, even when they required some 
thoughtful consideration, i.e., those referring to the text but not directly 
stated as explicitly as the previous ones. 
The highest number of correct answers, 79.5%, was given by the 
students for the statement that the text talks about a children’s 
entertainment program. Although this is a general statement, it 
summarizes the entire text and serves as a very important indicator of 
comprehension. On the other hand, 26.1% of students answered 
incorrectly to the first statement, which referred to children's 
participation in the event. If this statement had been read carefully, the 
word "only" would have been a key detail, because the correct 
statement would have been true if it said, "children from Serbia 
participate," but with the inclusion of the word "only" from Serbia, the 
statement was classified as incorrect. A small number of students 
(6.1% for each statement) did not answer these questions. 
 
Table 6. Understanding popular science text 
Popular 
science text 

Identifying text-
content-related 
words 

Correct 
answers 

Incorrect 
answers 

No 
answer 

f % f % f % 
 
 
 
The Gift of 
the Sun 
(excerpt), 
Milutin 
Milankovic 

Title 200 75,7 24 9 40 15,1 

Natural wonders 239 90,5 10 3, 8 15 5,8 

Weather forecast 156 59,9 89 33,7 19 7,2 

Remembering 164 62,1 81 30,7 19 7,2 

Painting 157 59,5 91 34,5 16 6,1 

 
The task given to students involved identifying and crossing out 
information that did not relate to a popular science text. A part of the 
popular science text “The Gift of the Sun”, which is an excerpt from 
the book “Through the Universe and the Ages” by Milutin Milanković, 
was also used for designing a task that involved creating a title based 
on the excerpt and reflecting on words and phrases that could not be 
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associated with the text. Such a task formulation is not very common in 
student testing, and students are not accustomed to this type of task. 
This type of task was somewhat unconventional for elementary school 
students, as tasks with negation can often be confusing. Typically, 
younger students are not given questions that involve negation because 
it may add an unnecessary layer of complexity. However, in terms of 
understanding non-literary texts, this task was very important. 
 
Table 7. Defining the characteristics of non-literary texts 
Theoretical 
definition 

Characteristics of 
(non)literary texts 

Correct 
answers 

Incorrect 
answers 

No 
answer 

f % f % f % 
 
 
 
 
 
Determinants 

Texts in which the 
characters are 
fictional and have 
a happy ending 

164 62,1 82 31,1 18 6,8 

Texts that most 
often provide us 
with information 
on a certain topic 

191 72,3 57 21,6 16 6,1 

Texts that are 
always written in 
verse 

208 78,8 39 14,8 17 6,4 

Texts that can 
introduce us to 
facts about the life 
and work of a 
scientist 

185 70,1 61 23,1 18 6,8 

They can also 
include 
instructions, 
advertisements, 
comics, and 
magazine articles 

179 67,8 68 25,8 17 6,4 

 
The level that is more difficult to achieve implies that, in addition to 
recognizing these texts and completing various tasks while working 
with different non-literary types, a certain number of students, based on 
prior knowledge and work on this test, can also reach the level of 
definition. 
What seemed to confuse the students the most in this task was 
identifying whether the texts in question featured characters who were 
not real and whether these texts had a happy ending — a trait typically 
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associated with literary texts. However, this was not accurate for the 
non-literary texts being examined, which led many students to search 
for characteristics they could associate with these types of texts. 
Interestingly, there was a small number of students (16-18 per 
statement) who did not answer certain questions at all. This could be 
due to confusion about the task or simply skipping difficult parts of the 
test. 
The final level involves determining the methodological functions of 
non-literary texts. At this stage, students were presented with a set of 
statements and instructed to select one or more responses 
corresponding to the functions of non-literary texts. While a broader 
spectrum of functions was identified at the theoretical level, the 
principal aim of this phase was to assess students’ awareness that 
reading non-literary texts serves as a means of acquiring information. 
The findings indicate that the majority of respondents primarily 
emphasized the informative and cultural functions. This outcome is 
consistent with previously obtained results, suggesting that these 
categories of non-literary texts are the most prominently represented 
within the curriculum. 
 
The Role of Non-Literary Texts 
Students were presented with statements based on which they could 
select one or more answers corresponding to the functions of non-
literary texts. Although a wider range of functions was theoretically 
identified, the main objective was to examine whether students are 
aware that by reading non-literary texts, they gain information. The 
surveyed students predominantly highlighted the informative and 
cultural functions, which can be linked to the previously obtained 
results. These types of non-literary texts are the most prevalent in the 
curriculum. 
After presenting the individual tasks and the knowledge test conducted 
among the surveyed students and their attitudes, we calculated the Chi-
square. 
 
Table 8. Assessment of the relationship between students’ attitudes 
and their results on the knowledge test about non-literary texts 
Test 
score 

Students’ attitude toward non-
literary texts  

Total 

Negative Moderate Positive 

f % f % f % f %  
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Below 
average 

29 33,7 34 39,5 23 23 86 31,8  

Average 30 28,8 46 44,2 28 28 104 39,4  

Above 
average 

27 36,5 27 36,5 20 20 74 28,0  

Total 86 32,6 107 40,5 71 26,9 264 100  
χ2=1,498; df=4; p=0,075 
 
In the informal knowledge test, students were tasked with solving 
exercises of varying difficulty related to identifying, recognizing, 
defining, and applying non-literary texts, while the analysis of attitudes 
revealed students' relationships toward this type of text. First, an item 
analysis of the test was performed. Based on the results obtained and 
the reviewed tests, we determined the number of points assigned to 
each task. Points were awarded based on the number of correct answers 
provided by the students, thus determining the weight of each 
individual question. Tasks were graded on a scale from 1 to 5 (with 1 
being the easiest and 5 the most difficult task). Since the test contained 
51 examples, the majority of tasks were graded with 2 points (26 
tasks), while 10 tasks received 1 point, 6 tasks were awarded 3 points, 
2 tasks received 4 points, and one task earned 5 points. Using the 
centile scale, we divided the responses and attitudes into three groups: 
the first group included responses up to 33%, the second from 34% to 
66%, and the third from 67% to 100%.  
By calculating the appropriate statistical measures, we verified whether 
there were significant differences between students' test knowledge and 
their attitudes. The Chi-square calculation revealed that there is no 
statistically significant difference between the students' knowledge and 
attitudes toward non-literary texts. Students who scored below the 
expected average on the knowledge test, in relation to other 
participants in the survey, showed a moderate attitude toward reading 
and working with non-literary texts in class. A slightly higher 
percentage of students (44.2%), who demonstrated solid or average 
knowledge on the test, also held a moderate attitude toward this type of 
text. However, students who performed very well on tasks related to 
different types and functions of non-literary texts have a positive or 
moderately positive attitude toward non-literary texts. 
 
Conclusion 
Non-literary texts play a significant role in the development of reading 
competencies in Serbian language instruction, as they allow students to 
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engage with different types of information and practice reading 
comprehension in real-life contexts. Defined levels of text 
comprehension enable teachers to design various types of questions 
with different levels of complexity, encourage more frequent reading 
of non-literary texts, and contribute to familiarizing students with 
diverse types of textual content. Examples of tasks from knowledge 
tests, such as PISA assessments, should be more frequently integrated 
into classroom practice, as students demonstrate a positive attitude 
toward this type of text and its practical application in everyday life. 
Although previous research has indicated lower student performance in 
reading non-literary and nonlinear texts, the results of this study show 
a trend of improved achievement, which may be the result of increased 
emphasis on reading comprehension in school and a stronger focus on 
developing students’ reading skills within curricula. Strong student 
performance on the test indicates progress in assessing reading 
comprehension, which should contribute to better results on formal 
assessments. Students interpret non-literary texts in accordance with 
the established levels of comprehension, showing a positive attitude 
toward this type of text, which further motivates teachers to use them 
regularly in instruction. 
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Abstract: Blogging has become a vital tool in modern education, 

providing a platform for reflective learning, collaboration, 
and knowledge sharing. However, its adoption and 
effective use in Nigerian tertiary institutions remain 
limited, particularly due to students’ perceptions and 
knowledge gaps. This study investigates students’ 
perceptions and knowledge of blogging for educational 
purposes in tertiary institutions in Ondo State, Nigeria. The 
population for the study consists of all students in tertiary 
institutions in Ondo State, Nigeria. A total sample of 300 
respondents were selected using convenience sampling 
techniques from three major institutions in the State. Data 
were collected using a structured questionnaire, which was 
validated and tested for reliability (Cronbach’s alpha = 
0.85). The findings reveal that participants have positive 
perception toward the usage of weblogs for educational 
purposes with average percentage of 75.4%. The findings 
reveal with average percentage of 94.4%, that participants 
have knowledge of weblog for educational purposes. The 
constraints identified include lack of skills and insufficient 
knowledge of weblogs (70.3%), weblogs is only accessible 
by computer literates (73.4%), lack of mobile phones, 
personal computers limit the use of weblog 
(86.3%),inadequate electricity limit the use of weblog 
(88.7%), bad internet facility limit the use of weblog in the 
tertiary institutions (80.0%),  and lack of relevant 
software’s and poor maintenance of weblog limit the use of 
weblogs among the students (90%). Despite these 
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challenges, students expressed strong interest in learning 
how to utilize blogs for educational purposes.  The study 
recommends that curricular integration, improved access 
to digital infrastructure, and structured training programs 
should be implemented in order to maximize the usage of 
weblog for educational purposes in tertiary institutions. 

 
Keywords: Blogging in education; student perceptions; knowledge; 

digital literacy; tertiary institutions; ICT integration. 
 
Introduction 
The rapid evolution of digital technologies has redefined the 
educational landscape, providing tools that promote flexibility, 
creativity, and collaboration in learning. Among these tools, blogging 
has gained prominence as a platform for sharing ideas, reflecting on 
learning experiences, and fostering interactive learning environments. 
Defined as a web-based platform for publishing and sharing 
multimedia content, blogging offers immense potential for educational 
use, especially in tertiary institutions where critical thinking, 
independent learning, and collaboration are highly encouraged 
(Churchill, 2009; Deng & Yuen, 2011). Despite its global recognition, 
the adoption and effective utilization of blogging in education, 
particularly in developing countries like Nigeria, are yet to reach their 
full potential. 
In tertiary education, blogging has been identified as a tool that 
enhances learning outcomes by promoting active student participation, 
improving writing skills, and facilitating peer-to-peer interaction. 
According to Halic et al. (2010), blogging serves as a bridge between 
formal and informal learning, enabling students to engage with course 
content in more meaningful and personalized ways. Furthermore, blogs 
create opportunities for students to document their learning journeys, 
reflect on academic concepts, and interact with their peers and 
educators in a digital space (Ellison & Wu, 2008). However, the degree 
to which students perceive blogging as an effective educational tool 
often depends on their familiarity with the platform, the technological 
infrastructure available, and the institutional support provided. 
In the Nigerian context, the integration of ICT into education has been 
recognized as a critical strategy for enhancing the quality of learning 
and addressing gaps in the traditional education system. However, 
several challenges have hindered the widespread adoption of digital 
tools such as blogs. These include poor internet connectivity, 
inadequate access to devices, low digital literacy levels, and limited 
institutional policies supporting ICT integration (Ololube, 2015; Ajayi, 
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2013). For students in tertiary institutions, these challenges are further 
compounded by limited awareness of how blogging can be used as a 
learning tool, as well as a lack of structured training to develop 
blogging skills. 
Recent studies indicate that students’ perceptions and knowledge about 
blogging play a significant role in its adoption and utilization. Research 
by Omodara and Aboderin (2022) revealed that although students in 
tertiary institutions in Nigeria expressed positive attitudes towards 
blogging, many lacked the technical skills required to create and 
maintain blogs for educational purposes. Additionally, a study by 
Sanda and Mohammed (2020) found that students' use of blogging was 
largely limited to personal and social purposes, with minimal 
application in academic settings due to a lack of institutional emphasis 
on digital pedagogy. While blogs hold significant potential for 
fostering interactive and reflective learning, they remain underutilized 
in Nigerian tertiary education. This under-utilization is a critical 
concern given the global shift towards digital learning environments 
that prioritize 21st-century skills such as collaboration, critical 
thinking, and digital literacy. Addressing this gap requires not only an 
understanding of students’ perceptions and knowledge but also 
targeted interventions to overcome the structural and systemic barriers 
to blogging adoption. 
In the Nigerian context, there is a significant research gap regarding 
students' perceptions of blogs as educational tools. While the potential 
benefits of blogging are acknowledged globally, limited focus has been 
placed on exploring how Nigerian university students view and interact 
with these platforms. This study aims to address this gap by 
investigating students' perceptions toward the usage of blogs for 
educational purposes in Nigerian universities. This study aims to 
investigate the perceptions and knowledge of students in tertiary 
institutions in Ondo State, Nigeria, regarding the use of blogging for 
educational purposes. By exploring these factors, the research seeks to 
identify opportunities for enhancing the adoption of blogging as a 
learning tool and provide recommendations for integrating it into the 
Nigerian educational system effectively. Understanding these 
dynamics is crucial for preparing Nigerian students to thrive in an 
increasingly digital academic and professional landscape. 
 
Purposes of the Study 
The aim of this study is to investigate the students’ perception and 
knowledge of the usage of blogging for educational purposes in tertiary 
institutions. In order to achieve this general aim, the following research 
objectives have been established: 
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To investigate students’ perceptions towards the usage of weblogs in 
teaching and learning n Ondo State tertiary institutions. 
To determine students’ knowledge of the usage of blogging for 
educational purposes in Ondo State tertiary institutions. 
To identify constraints toward the usage of blogging for educational 
purposes in Ondo State tertiary institutions. 
 
Researh Questions 
The following research question were designed to guide the study. 
1. What are students’ perceptions towards the usage of weblogs 
for educational purpose? 
2. Do students have knowledge of the usage of weblogs for 
educational purposes?  
3. What are the constraints towards the usage of weblogs? 
 
Review of Related Literature 
According to Saad (2021), students can develop a dynamic curriculum 
and gain digital literacy by utilizing Web 2.0 tools like blogs. Pardo-
Baldoví et al. (2020) investigated postgraduate students’ opinions 
about using Edu blogs and focused on how much more motivated they 
were because of the new learning opportunities they had to share 
resources and knowledge that would help them in their future careers. 
Martín Montilla and Montilla-Coronado (2016) examined 
undergraduate students' views regarding the use of Edu blogs as a 
learning tool and discovered that the majority of participants saw them 
as an inspiring means of self-expression and independent learning 
because of how well they connected course material to personal 
experiences, improved their communication skills, and encouraged. 
Marín et al. (2020) found that most participants in their study 
considered blogs as instruments that may help break down social and 
cultural barriers and foster a sense of community. Álvaro-Tordesillas et 
al. (2020) revealed that utilizing blogging as an ICT tool increases the 
ability of learners for creativity, hence raising the standard of 
multifaceted instruction and learning. Hamid et al. (2015) concentrated 
on how students interacted with educational blogs in order to improve 
social learning by forming online learning environments. They 
concluded that students effectively used blogs to encourage active 
involvement and peer learning, which boosted their motivation and 
social growth. Some scholars such as Öbeda-Colomer and Molina 
(2016) investigated students' opinions about these online resources' 
efficacy in facilitating discussions on contentious social topics, like 
gender stereotypes or other ethical concerns. They concluded that the 
primary purpose of participants' blogs was to improve their 
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professional and social competences by providing them with 
discussion platforms where they could stand by their opinions and 
expand the breadth and depth of the subjects being discussed. In recent 
years, Marín et al. (2020) conducted a study to find out how student 
teachers felt about these online tools' influence on the development of 
critical competences including civic and social skills. The findings 
demonstrated that the majority of participants thought of blogs as tools 
for promoting a feeling of community by assisting in the dismantling 
of social and cultural barriers. Results from an additional study indicate 
that better instructional blogs have a good impact on how often 
students use their blogs, which in turn has a beneficial impact on 
students' achievement and happiness with their learning (Wang, 2022). 
Saad (2023) observed that blog has a beneficial impact on student 
learning results and engagement. Additional benefits include 
encouraging students to participate in active learning, fostering peer 
collaboration, and equipping them with 21st-century skills like 
technology use and higher order thinking.  
Dabbagh and Fake (2020) claim that blogging gives students the 
opportunity to actively produce content, express their ideas, and 
engage in a larger community—all of which encourage students to take 
an active role in their education and feel motivated to study. Munoz 
and Towner (2021) discovered that because blogs are public, students 
are motivated to create better work because they are aware that their 
work may be read by people other than their educators. According to 
Xie and Sharma (2022), blogging enables students to evaluate their 
understanding, focus on their educational experiences, and coherently 
express their ideas. Research has shown that this kind of reflection 
helps students develop awareness of themselves as learners, which 
makes them more aware of their learning methods and advancement 
(Chen & Bryer, 2023). According to Lin et al. (2020), blogging 
encourages students to participate in discussions, offer comments to 
one another, and co-construct knowledge in a collaborative learning 
environment. The educational experiences of students and results can 
be improved by this interaction's role in promoting an encouraging 
environment (Foulger et al., 2022). Students' writing fluency, 
coherence, and creativity are enhanced by blogging activities (García-
Sánchez and Santos-Espino, 2021). Also, blogging enables students to 
use a variety of digital tools, improving their general digital 
competency—a necessary skill in today's technologically advanced 
environment (Manca & Delfino, 2022). 
The efficient use of blogging for educational purposes is not without its 
hurdles, irrespective it’s numerous advantages. Nguyen et al. (2022) 
draw attention to the persistent problem of inadequate access to 
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dependable internet and digital devices, which can prevent some 
students from engaging in blogging processes. Research has brought 
up issues with confidentiality and security, particularly when blogs are 
open to the public. Gagnon and Stewart (2021) stress how critical it is 
to tackle these issues by giving students access to safe blogging 
platforms and teaching them about internet safety. 
A lack of familiarity with the blogging activities may cause teachers 
and students to oppose blogging adoption. Proper training and support 
can assist overcome this resistance (Lee and Kim, 2020). 
Notwithstanding the aforementioned findings, Students’ perceptions 
towards the usage of weblogs for educational purposes in Nigerian 
universities have received little attention.  
In order to provide additional insight into these issues, the present 
study aims to investigate students’ views on awareness and the 
perceptions towards the usage of weblogs for educational purposes.  
 
Research Methodology 
Research Design 
This study employed a descriptive research design to evaluate students’ 
perceptions of using weblogs for educational purposes in tertiary 
institutions in Ondo State, Nigeria. The descriptive research design was 
selected because it allows for the systematic collection, analysis, and 
presentation of data to understand students' perceptions toward weblog 
usage in educational settings. 
Population and Sample 
The population for this study consisted of undergraduate students from 
three tertiary institutions in Ondo State: Adekunle Ajasin University 
Akungba, Federal University of Technology Akure, and Rufus Giwa 
Polytechnic Owo. These institutions were chosen to provide a diverse 
representation of the student population in the state. The study focused 
on students as key respondents, given that they are the primary 
beneficiaries of effective and appropriate usage of weblogs for 
educational purposes. 
A total sample of 300 respondents were selected using convenience 
sampling techniques. Convenience sampling was chosen due to its 
practicality and the ease of accessing respondents who were available 
and willing to participate in the study. This sampling technique enabled 
the researcher to gather a broad range of perspectives from students 
who use weblogs in their educational activities. 
Research Instrument 
The primary instrument for data collection was a self-structured 
questionnaire developed by the researcher. The questionnaire was 
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designed to elicit information on students' perceptions and knowledge 
of weblog usage for educational purposes. It consisted of two sections: 

• Section A: Collected demographic information about the 
respondents, including age, gender, and academic discipline. 

• Section B: Contained 21 items formulated around three key 
research questions. These items were presented on a four-point 
Likert scale (strongly agree, agree, disagree, strongly disagree) 
to gauge the level of agreement or disagreement with 
statements related to the use of weblogs in education. 

Validity and Reliability 
The validity and reliability of the research instrument were ensured 
through several measures. The development of the questionnaire was 
based on an extensive review of existing literature, focusing on studies 
that discussed blogging in education, digital literacy, and ICT 
integration. The questionnaire was reviewed by experts in educational 
technology, pedagogy, and assessment. These experts provided 
feedback on whether the questions accurately represent the different 
facets of the construct, such as perceptions, knowledge, barriers, and 
readiness to adopt blogging for educational use. The questionnaire was 
carefully designed to minimize biases and undue influence during data 
collection. Additionally, the instrument was pre-tested with a small 
sample to ensure clarity and comprehension. According to Maree 
(2010), validity and reliability in research refer to the credibility and 
trustworthiness of the data collected. To enhance these aspects, the 
research followed established procedures for coding, categorizing, and 
analyzing data, thereby maintaining objectivity and consistency 
throughout the study. Data were collected using a structured 
questionnaire, which was validated and tested for reliability 
(Cronbach’s alpha = 0.85). 
 
Data Collection Procedure 
Data were collected through face to face of the questionnaire to 
maximize participation from students across the three institutions. 
Respondents were selected based on their willingness to participate, 
ensuring that the sample was composed of students who actively 
engage with weblogs in their academic activities. The data collection 
process was carried out over a period of four weeks to allow sufficient 
time for responses. 
Data Analysis 
The data collected were analyzed using the Statistical Package for the 
Social Sciences (SPSS) software. Descriptive statistics, including 
frequency counts and percentages, were used to analyze the 
demographic information of respondents and their responses to the 
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questionnaire items. The analysis was guided by the need to identify 
patterns and trends in the data that could provide insights into students' 
perceptions of weblogs as an educational tool. The results of the 
analysis were presented in tabular formats to facilitate interpretation 
and understanding. 
Ethical Considerations 
The study adhered to ethical standards in conducting research. 
Participants were informed about the purpose of the study and their 
right to withdraw at any time without any penalty. Informed consent 
was obtained from all participants, ensuring their voluntary 
participation. Confidentiality and anonymity were maintained by 
ensuring that no personal identifiers were collected, and data were 
securely stored. 
Analysis on Research Questions 
Research Question 1: What are students’ perceptions towards the 
usage of weblogs for educational purpose? 
 
Table 1: Perception of students towards the usage of weblog 
Items   Responses 

 SA A D SD Total 
Weblogs are good platform 
for Students to share ideas 
and knowledge on topical 
issues  

F 158 127 13 2 300 
% 52.7 42.3 4.3 7 100.0 

Weblogs link students to 
recommended Internet 
resources  

F 124 158 14 4 300 
% 41.3 52.7 4.7 1.3 100.0 

Weblogs is strictly for 
Computer Science Students  

F 67 122 63 48 300 
% 22.3 40.7 21.0 16.0 100.0 

Blogs make learning 
interesting  

F 86 171 35 8 300 
% 28.7 57.0 11.7 2.7 100.0 

The negative impact of 
weblog is huge  

F 50 114 96 40 300 
% 16.7 38.0 32.0 13.3 100.0 

Weblog have no place in 
Education 

F 68 73 77 82 300 
% 22.7 24.3 25.7 27.3 100.0 

Blogging encourages 
students to be lazy 

F 46 93 98 63 300 
% 15.3 31.0 32.7 21.0 100.0 

The use of blogs contributes 
to my understanding of 
Computer Science 
Education 

F 107 152 29 12 300 
% 35.7 50.7 9.7 4.0 100.0 
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Weblogs enable sharing of 
knowledge with classmates  

F 102 171 25 2 300 
% 34.0 57.0 8.3 0.7 100.0 

Weblogs can be used to 
provide amusements and 
entertainment to users 
  
Average Total  

F 108 165 24 3 300 
% 36.0 55.0 8.0 1.0 100.0 
F 91.6 134.6   47.4 26.4 300 

% 30.5 44.9 15.8 8.8 100 
 
This report in Table 1 summarizes the findings from a study on 
students' perceptions of weblogs (blogs) as educational tools. 95% of 
respondents agreed that weblogs are an excellent platform for students 
to share ideas and knowledge on topical issues while 5% of 
respondents disagreed with this view. 94% of respondents believed that 
weblogs link students to recommended internet resources. 6% of 
respondents did not share this opinion. 63% of respondents felt that 
weblogs are primarily for Computer Science students while 37% of 
respondents disagreed. 85.7% of respondents supported the statement 
that blogs make learning interesting and14.3% of respondents did not 
find weblogs engaging. 54.7% of respondents believed that weblogs 
have significant negative impacts but 45.3% of respondents disagreed. 
This mixed view reflects concerns about potential drawbacks of 
weblogs, such as distractions or misuse, though a substantial 
proportion of students do not see these impacts as major issues. 53% of 
respondents felt that weblogs have a place in education and 47% of 
respondents felt otherwise. There is a slight majority view that weblogs 
are valuable educational tools, though nearly half of the respondents 
are skeptical about their role in education. 46.3% of respondents 
thought that blogging encourages students to be lazy while 53.7% of 
respondents did not agree with this view. The split in opinions on 
whether blogging promotes laziness suggests that while some students 
are concerned about potential negative effects, others do not perceive 
blogging as detrimental to academic effort. 86.4% of respondents 
believed that blogs contribute to their understanding of computer 
science education but 13.6% of respondents disagreed. 91% of 
respondents supported the statement that weblogs enable sharing of 
knowledge with classmates. 9% of respondents did not support this 
statement. With average percentage of 75.4%, It can be concluded that 
participants have positive perception toward the usage of weblogs for 
educational purposes. 
Research Question 2: Do students have knowledge of the usage of 
weblogs for educational purposes?  
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Table 2: Knowledge of Undergraduate about weblogs 
Items   Responses 

 SA A D SD Total 
Weblogs are the 
development of traditional 
learning logs for students 
as e-learning tool. 

F 135 158 7 0 300 
% 45.0 52.7 2.3 0.0 100.0 

Educational weblog can be 
classified into Instructor 
weblog and Students 
weblog  

F 79 200 20 1 300 
% 26.3 66.7 6.7 3 100.0 

Weblog technologies have 
given education a 
ubiquitous perspective 
which provides a platform 
for collaborative 
learning, networking and 
communication 

F 151 143 6 0 300 
% 50.3 47.7 2.0 0.0 100.0 

Blogs have become one of 
the most important web 2.0 
tools in education which 
provides enormous 
benefits to students  

F 109 169 18 4 300 
% 36.3 56.3 6.0 1.3 100.0 

Weblogs enhances 
students' cognitive and 
social construction of 
knowledge 

F 129 143 24 4 300 
% 43.0 47.7 8.0 1.3 100.0 

Averaged Total F 120.6 162.6 15 1.8 300 
% 40.2 54.2 5.0 0.6 100.0  

 
The result in Table 2 revealed knowledge of undergraduate about 
weblogs. Majority of the respondents (97.7%) were of the view that 
Weblogs are the development of traditional learning logs for students 
as e-learning tool while 2.3% had a negative view. It was also affirmed 
by the majority of the respondents (93%) were of the view that that 
educational weblog can be classified into Instructor weblog and 
Students weblog while 7% had a negative view. In a similar trend, 98% 
of the respondents supported the statement that Weblog technologies 
have given education a ubiquitous perspective which provides a 
platform for collaborative learning, networking and communication, 
while 2% of the respondents negated the statement. The result also 
revealed that 92.6% of the respondents believed that Blogs have 
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become one of the most important web 2.0 tools in education which 
provides enormous benefits to students both individually and as a 
community while 7.4% of the respondents disagreed. Lastly, large 
percentage (90.7%) of the respondents consented that Weblogs 
enhances students' cognitive and social construction of knowledge, 
although 9.3% of them felt contrary. Therefore, it could be assumed 
that undergraduates in Ondo state tertiary institutions have a well-
established knowledge of weblog technology. They recognize weblogs 
as an evolution of traditional learning logs, capable of enhancing 
educational experiences through various functionalities such as 
collaborative learning and networking. With average percentage of 
94.4%, it can be concluded that participants have knowledge of weblog 
for educational purposes. 
Research Question 3: What are the constraints towards the usage of 
weblogs? 
 
Table 3: Frequency distribution on statement regarding the 
constraints towards the usage of weblogs? 
Items   Responses 

 SA A D SD Total 
There is lack of skills and 
insufficient Knowledge of 
Blogs 

F 76 135 73 16 300 
% 25.3 45.0 24.3 5.3 100.0 

weblogs are only accessible 
by computer literates 

F 80 140 60 20 300 
% 26.7 46.7 20.0 6.7 100.0 

Lack of mobile phones, 
personal computers limit the 
use of weblogs 

F 126 139 23 12 300 
% 42.0 46.3 7.7 4.0 100.0 

Inadequate electricity limits 
the use of weblog  

F 117 149 27 7 300 
% 39.0 49.7 9.0 2.3 100.0 

Bad internet facility limits 
the use of weblog in the 
tertiary institutions 

F 149 91 56 4 300 
% 49.7 30.3 18.7 1.3 100.0 

Lack of relevant software’s 
and poor maintenance of 
weblog limit the use of 
weblogs among the students  

F 121 149 24 6 300 
% 40.3 49.7 8.0 2.0 100.0 

Averaged Total F 111.6 133.8 43.8 10.8 300 
% 37.2 44.6 14.6 3.6 100 

  
The results presented in Table 3 highlight several significant 
constraints that affect students' use of weblogs for educational purposes 
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in tertiary institutions in Ondo State, Nigeria. A substantial proportion 
of the respondents (68.3%) indicated that there is insufficient 
knowledge about blogs among students, which represents a major 
barrier to their usage. Conversely, 31.7% of the respondents felt they 
had sufficient knowledge, indicating a varied level of familiarity with 
blogging across the student population. A significant number of 
respondents (73.4%) agreed that weblogs are primarily accessible to 
those who are computer literate. However, 26.6% of the respondents 
disagreed, suggesting that while a majority view weblogs as requiring 
computer literacy, there is still a minority who believe that such 
barriers can be overcome with appropriate support and training. An 
overwhelming 88.3% of respondents reported that the lack of access to 
mobile phones and personal computers significantly limits the use of 
weblogs. Only 11.7% of the respondents disagreed, implying that 
access to digital devices remains a substantial issue for a majority of 
students. The study also found that 88.7% of respondents believe that 
inadequate electricity supply is a significant barrier to the use of 
weblogs. A smaller proportion (11.3%) disagreed, perhaps due to 
having better access to alternative power sources or studying in areas 
with more reliable electricity. A high percentage of respondents (80%) 
reported that poor internet facilities limit the use of weblogs in tertiary 
institutions. Meanwhile, 20% of respondents did not perceive internet 
access as a significant issue, which could reflect variations in internet 
quality across different locations or institutions. The majority of 
respondents (90%) agreed that the lack of relevant software and poor 
maintenance of weblog platforms are critical constraints to the usage of 
weblogs. Only 10% of the respondents disagreed with this view, 
possibly reflecting varying experiences with software availability and 
platform maintenance across different institutions.  Based on these 
findings, it can be concluded that students in tertiary institutions in 
Ondo State face multiple challenges in using weblogs for educational 
purposes. The constraints identified include lack of skills and 
insufficient knowledge of weblogs (70.3%), weblogs is only accessible 
by computer literates (73.4%), lack of mobile phones, personal 
computers limit the use of weblog (86.3%),inadequate electricity limit 
the use of weblog (88.7%), bad internet facility limit the use of weblog 
in the tertiary institutions (80.0%),  and lack of relevant software’s and 
poor maintenance of weblog limit the use of weblogs among the 
students (90%). 
 
Discussion of Findings 
The findings from research question 1 revealed that students in Ondo 
State tertiary institutions generally have positive perceptions toward 
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the use of blogs for educational purposes. This suggests that blogging 
may contribute significantly to students’ learning activities by 
promoting active engagement, enhancing critical thinking, and 
fostering communication skills. The findings are consistent with 
previous studies by Dabbagh and Fake (2020), Marín et al. (2020), and 
Wang (2022), who also reported positive perceptions among students 
toward blogging for educational purposes. These studies highlighted 
the benefits of blogging, such as improved student engagement and 
learning motivation. Additionally, the findings align with the research 
of Okocha (2016), Lin et al. (2020), and Saad (2023), which indicated 
that blogs can improve students' learning abilities and increase their 
interest in learning. Blogging, as a reflective writing exercise, 
encourages analytical thinking by prompting students to evaluate and 
synthesize information from multiple sources, as supported by Nwosu 
& Oladeji (2023). This reinforces the view that integrating blogging 
into educational activities can enhance students’ overall academic 
experience by providing opportunities for self-reflection and deeper 
learning. 
Findings from research question 2 revealed that students in Ondo State 
tertiary institutions have knowledge of weblog for educational 
purposes. This supports the work of Chen & Bryer (2023), Pardo-
Baldoví et al. (2020), and Xie and Sharma (2022), who found that 
students understand the benefits of using blogs for instructional 
purposes and recognize their potential to enhance learning. This 
knowledge may suggest that blogs encourage active engagement and 
peer learning among students, creating a more interactive and 
collaborative learning environment. Students' familiarity with weblog 
technology is crucial for the effective integration of blogs into 
educational practices. When students are aware of the benefits and 
functionalities of weblogs, they are more likely to participate actively 
and utilize blogs as a learning tool. This aligns with the findings that 
suggest blogs support students in expressing their thoughts, sharing 
knowledge, and engaging in meaningful discussions, thereby 
facilitating a deeper understanding of course materials. 
The findings from research question 3 revealed several challenges 
faced by students when using weblogs for educational purposes. These 
challenges identified include lack of skills and insufficient knowledge 
of weblogs, weblogs is only accessible by computer literates, lack of 
mobile phones, personal computers limit the use of weblog, inadequate 
electricity limit the use of weblog, bad internet facility limit the use of 
weblog in the tertiary institutions, and lack of relevant software’s and 
poor maintenance of weblog limit the use of weblogs among the 
students. These findings are consistent with studies by Gagnon and 
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Stewart (2021), Lee and Kim (2020), Nguyen et al. (2022), and 
Okocha (2016), which identified similar barriers to the effective use of 
weblogs. The challenges faced by students suggest that infrastructural 
deficiencies, such as unreliable internet and electricity, as well as a 
lack of digital devices, significantly hinder the adoption of blogs for 
educational purposes. Additionally, inadequate training and support for 
both students and educators further limit the potential benefits of 
weblogs. Addressing these barriers is essential to promote equitable 
access to digital learning tools and ensure that all students can fully 
benefit from the use of weblogs in their academic activities. 
 
Conclusion 
The findings from this study indicate that while students generally 
have positive perceptions of blogging as a tool for learning and are 
knowledgeable about its applications, several infrastructural and 
logistical challenges impede its effective use. The study highlights the 
importance of addressing these challenges to fully realize the potential 
of blogging in enhancing educational outcomes in Nigerian tertiary 
institutions. Future research should explore strategies for overcoming 
these barriers and evaluate the long-term impact of blogging on 
students' learning experiences and outcomes. 
 
Recommendations 
Higher institutions should organize workshops to improve students' 
digital literacy, including skills for using blogging platforms and 
content creation. 
Government should invest in reliable internet access and provide 
computer labs or Wi-Fi to support blogging activities. 
Government should integrate blogging into higher education 
curriculum and academic courses so as to teach students how to use it 
for educational purposes, including creating and managing blogs. 
Higher institutions should invest in improving internet connectivity 
and providing students with greater access to digital resources. 
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Abstract: In today’s increasingly digital world, children are exposed 

to screens from an early age, both in educational contexts 
and during leisure time. While technology offers significant 
benefits for learning and development, excessive or 
unregulated screen use can have negative consequences on 
children’s physical health, emotional wellbeing, social 
skills, and academic performance. This article aims to 
explore how digital wellbeing and balanced screen use can 
be effectively fostered in primary school pupils, through a 
combination of pedagogical strategies, family involvement, 
and school policies. The article presents a theoretical 
overview of digital wellbeing, highlighting its importance 
in early education, followed by a qualitative research 
component based on focus groups with teachers and 
parents of primary school children. The findings reveal 
shared concerns regarding overexposure to screens, lack 
of digital self-regulation among pupils, and a need for 
consistent strategies between school and home. Teachers 
emphasized the educational value of technology when used 
purposefully, but also noted challenges in managing 
children's digital behavior. Parents expressed a desire for 
guidance and collaboration with schools to establish 
healthier digital habits at home. The results suggest that 
fostering digital wellbeing requires a holistic, collaborative 
approach that includes curriculum integration, teacher 
training, and parental support. Recommendations include 
introducing digital wellbeing education from an early age, 
promoting critical thinking about media use, and 
encouraging a balanced lifestyle that includes physical 
activity, face-to-face interaction, and screen-free time. This 
research contributes to the growing field of digital 
education by offering practical insights into how schools 
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and families can work together to promote healthier, more 
conscious use of technology among young learners. 

 
Keywords: digital wellbeing; screen time; primary education; digital 

literacy; child development; focus group research; 
parental involvement; educational technology; healthy 
media use. 

 
Background 
In the context of the ongoing expansion of digital technologies, the 
concept of digital wellbeing has become a major topic of interest in 
contemporary education. In the literature, it is defined as the state of 
balance individuals maintain between the use of digital resources and 
their cognitive, emotional, and social wellbeing (OECD, 2021; 
Beetham, 2022). Within educational settings, this balance is essential 
for developing healthy digital habits from the early stages of schooling. 
According to Livingstone and Helsper (2019), digital wellbeing 
represents “the learner’s ability to engage with the digital environment 
in a reflective, safe, and balanced manner that supports personal 
growth and long-term learning.” Likewise, Byrne et al. (2021) 
highlight the ethical dimension of digital wellbeing, linking it to media 
literacy, empathy, and civic responsibility in online contexts. 
In the Romanian educational discourse, authors such as M. Bocoș 
(2017) and Ion Albulescu (2015) emphasize the need for an integrative 
pedagogical approach that leverages digital environments as 
instruments of learning, without neglecting the humanistic dimension 
of education. Thus, education for digital wellbeing becomes part of a 
broader process of self-awareness and self-regulation—core values of 
learner-centered education. 
Primary school pupils are at a stage of intense cognitive and socio-
emotional development, during which the digital environment exerts a 
strong influence on both learning processes and interpersonal 
relationships. Recent studies show that excessive and unregulated 
screen use can lead to adverse effects, such as reduced attention span, 
emotional dysregulation, or decreased interest in offline activities 
(Twenge & Campbell, 2018; Oberle et al., 2020). 
At the same time, when used moderately and guided pedagogically, 
digital tools can support the development of transversal competences, 
critical thinking, and creativity (Howard et al., 2022). Therefore, digital 
wellbeing should not be equated with restriction but with educational 
balance—the ability to consciously and purposefully integrate 
technology into the learning process in ways that enhance personal 
development. According to Catalano (2020), education for digital 
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wellbeing in primary school should focus on cultivating self-regulation 
skills and a positive relationship with technology, through learning 
experiences that promote reflection, cooperation, and responsible 
communication. These processes are fundamental for developing 
learning autonomy, one of the key competences defined by the 
European Commission (2018). 
Current approaches to digital balance advocate for a holistic 
perspective in which the school becomes a formative environment for 
shaping healthy digital behaviors. UNESCO (2023) emphasizes that 
digital wellbeing should be embedded transversally within the 
curriculum, through activities that nurture socio-emotional growth, 
critical thinking, and empathy in online interactions. In the Romanian 
pedagogical literature, it is widely recognized that primary education 
plays a crucial formative role in shaping digital learning habits. Alina 
Roman (2021) argues that digital education must be tailored to the 
developmental specificities of young learners, respecting the principles 
of integral development—cognitive, affective, and moral. Similarly, 
Stan (2020) stresses the importance of an educational environment that 
balances digital learning with sensory experiences and direct social 
interaction. Internationally, Blum-Ross and Livingstone (2021) 
contend that effective promotion of digital wellbeing does not entail 
excluding screens from education, but rather redefining their use—
transforming them from passive consumption tools into spaces of 
exploration, collaboration, and creativity. This view resonates with the 
constructivist perspective advanced by Mușata Bocoș (2013), who 
argues that active and experiential learning represents the most 
effective pathway for developing complex competences, including 
digital ones. 
Hence, digital balance becomes a key dimension of life skills 
education, encouraging pupils to manage their time, attention, and 
emotions in relation to technology. This direction is supported by the 
Romanian Ministry of Education (2022), which incorporates aspects of 
safety, ethics, and responsibility into the national framework for digital 
competence. 
The primary school teacher holds a central role in fostering digital 
wellbeing, acting as a mediator between pupils, content, and 
technology. According to (Albulescu ,2015), teachers should become 
“facilitators of the learner’s holistic development within a digitally 
enriched educational context,” a role that requires pedagogical, 
technical, and ethical competencies. 
Recent studies (Selwyn, 2021; Beetham, 2022) confirm that teachers 
who consciously integrate digital tools into their instruction help 
cultivate healthy digital behaviors among pupils. They can guide 
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children through reflective processes about their screen use and 
encourage collaborative, digitally mediated activities that enhance 
empathy and social learning. 
In the Romanian context, (Roman A. 2022) highlights the importance 
of continuous teacher training in order to address the challenges of 
digitalization in education, advocating for a pedagogical culture based 
on balance, discernment, and digital ethics. Likewise, Stan (2021) 
proposes an integrated vision in which the teacher becomes a “coach of 
digital wellbeing,” promoting a human-centered educational culture 
rather than one narrowly focused on technical skills. 
A review of international and Romanian literature shows that digital 
wellbeing and balanced screen use are emerging themes in educational 
sciences, situated at the intersection of pedagogy, psychology, and 
educational technology. From the perspective of primary education, 
these concepts gain particular relevance, as early formation of healthy 
digital behaviors significantly influences long-term social and 
cognitive development. 
International research (Howard et al., 2022; Byrne et al., 2021) 
demonstrates that educational interventions promoting self-regulation 
and digital reflection can mitigate the risks associated with prolonged 
screen exposure. At the same time, Romanian pedagogical scholarship 
(Bocoș, Albulescu, Catalano, Stan, Roman) emphasizes balance, 
conscious integration of technology into teaching, and the cultivation 
of a responsible digital culture. 
Consequently, the theoretical framework supports the view that 
primary school represents the optimal setting for nurturing a culture of 
digital balance—where pupils’ wellbeing is not the result of restriction, 
but of education, reflection, and collaboration among all educational 
actors. 
 
Qualitative research: 
Focus Group Study on Teachers’ Perceptions of Digital Wellbeing and 
Balanced Screen Use in Primary Education 
Building upon the theoretical framework outlined above, which 
highlights the importance of promoting digital wellbeing and balanced 
screen use in primary education, this qualitative research aimed to 
explore how these concepts are perceived and implemented by primary 
school teachers. The study focuses on understanding teachers’ 
representations, attitudes, and lived experiences related to the 
integration of digital technology in a balanced and pedagogically 
meaningful way. 
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General aim: 
To investigate how primary school teachers define, interpret, and 
operationalize the concepts of digital wellbeing and balanced screen 
use within the educational context. 
 
Specific objectives: 

1. To explore teachers’ perceptions of the positive and negative 
effects of technology use among primary pupils. 

2. To identify strategies employed by teachers to promote 
balanced digital behavior. 

3. To highlight barriers and challenges in fostering digital 
wellbeing at school. 

4. To examine how collaboration with families supports or 
hinders digital wellbeing initiatives. 

A focus group method was chosen as the main research approach, 
suitable for exploring shared meanings, perceptions, and attitudes 
through guided discussion (Morgan, 1998). This format enabled 
interactive dialogue among participants and the emergence of authentic 
perspectives on their teaching practices. 
 
Sample 
The study involved two focus groups with a total of 16 participants — 
primary school teachers from two schools in Arad County, Romania: 

• one from an urban area (Arad city); 
• one from a rural area (a nearby village). 

Participant profile: 
• Age: between 27 and 54 years; 
• Professional experience: between 3 and 28 years; 
• Qualification: primary education teachers; 
• Participation in digital competence training: 10 of the 16 

teachers. 
Participation was voluntary and based on interest in the topic. All 
participants gave informed consent and remained anonymous. A semi-
structured focus group guide was used, including ten open-ended 
questions that explored teachers’ conceptual understanding, classroom 
practices, and perceived challenges related to digital wellbeing and 
screen balance. Each session lasted approximately 90 minutes and was 
audio-recorded with participants’ permission. 
No. Focus Group Question Sample Responses (Summarized) 

1 
How would you define 
digital wellbeing for young 
pupils? 

“It means maintaining a healthy 
balance between online and offline 
life.” / “It’s when children feel 
comfortable and safe using digital 
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No. Focus Group Question Sample Responses (Summarized) 
tools.” 

2 
What positive effects do 
you observe from pupils’ 
use of digital technology? 

“Children are more motivated and 
curious.” / “They learn faster through 
visuals and interactive tools.” 

3 
What negative effects have 
you noticed related to 
screen overuse? 

“Shorter attention span.” / “Sleep 
problems and reduced social 
interaction.” 

4 
How do you encourage 
balanced screen use during 
your lessons? 

“We alternate digital activities with 
movement or creative tasks.” / “I set 
time limits for digital games.” 

5 
What classroom strategies 
help promote digital 
wellbeing? 

“Discussions about online safety.” / 
“Reflection sessions where pupils 
describe how they feel after screen 
time.” 

6 
What difficulties do you 
face when trying to limit 
pupils’ screen time? 

“Lack of parental control at home.” / 
“Children’s dependence on 
entertainment apps.” 

7 

How do pupils usually 
respond when you discuss 
the importance of digital 
balance? 

“Most agree that they feel better after 
less screen use.” / “Some are resistant 
and say they can’t live without 
devices.” 

8 
How do you perceive 
parents’ role in supporting 
digital wellbeing? 

“Cooperation is inconsistent—some 
are very involved, others not at all.” / 
“Many parents use devices as 
babysitters.” 

9 
What type of support or 
training do you think 
teachers need in this area? 

“Workshops on digital pedagogy.” / 
“Practical examples on how to teach 
self-regulation.” 

10 

In your opinion, what 
would help schools create 
a culture of digital 
wellbeing? 

“Clear institutional policies.” / 
“Partnership between teachers, 
parents, and students.” 

 
Results and Interpretation 
The qualitative data were analyzed thematically, and five major themes 
emerged from the discussions. 
The following table summarizes the key results and interpretations: 
Theme Main Findings 

(Synthesis) 
Interpretation 
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1. Understanding of 
Digital Wellbeing 

Most teachers 
associate digital 
wellbeing with 
balance, control, and 
emotional comfort. 
Some consider it a 
new concept still 
insufficiently 
understood. 

Confirms theoretical 
perspectives 
(Livingstone & 
Helsper, 2019) 
emphasizing self-
regulation and 
conscious digital 
engagement. 

2. Perceived Effects 
of Screen Use 

Teachers observe 
both benefits 
(motivation, 
engagement) and 
drawbacks 
(distraction, fatigue). 

Reflects global 
findings (Twenge & 
Campbell, 2018) — 
the quality and 
context of use matter 
more than duration. 

3. Pedagogical 
Practices for Digital 
Balance 

Teachers alternate 
digital and physical 
activities, organize 
“no-screen days,” 
and discuss online 
safety. 

Aligns with 
Romanian 
pedagogical views 
(Bocoș, 2017; 
Roman, 2021) 
advocating 
experiential and 
active learning. 

4. Barriers and 
Challenges 

Insufficient parental 
involvement, limited 
resources, lack of 
training, and social 
pressure for constant 
connectivity. 

Supports Albulescu 
(2015) and Roman 
(2022), who stress the 
need for continuous 
teacher education and 
family partnership. 

5.School–Family 
Collaboration 

Teachers value 
cooperation with 
parents but describe 
it as inconsistent. 

Echoes Catalano 
(2020) and Stan 
(2021): digital 
wellbeing must be co-
constructed by school 
and family. 

 
Overall, the focus group results reveal that teachers perceive digital 
wellbeing as a relevant but evolving concept in primary education. 
They are aware of the dual nature of digital technology — both as a 
valuable learning resource and as a potential source of distraction or 
dependency. 
While teachers demonstrate creativity in integrating digital tools, they 
also express a need for institutional guidance and professional 
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development to manage technology more effectively in class. The 
results confirm the growing awareness of the importance of balance 
and the need for a holistic approach involving the entire educational 
community. 
Furthermore, participants emphasized that family collaboration is 
critical: without consistent home support, digital wellbeing initiatives 
at school remain limited. This confirms the literature advocating a 
shared responsibility model (UNESCO, 2023; Catalano, 2020). 
 
Partial Conclusions 
This qualitative focus group study provides a detailed insight into how 
Romanian primary teachers conceptualize and apply the idea of digital 
wellbeing. The findings indicate: 

• increasing awareness and concern about balanced digital use; 
• diversity of practices but lack of systematic strategies; 
• need for professional development in digital pedagogy; 
• importance of stronger school–family cooperation. 

These conclusions will serve as the foundation for the next stage of the 
research — the quantitative phase and the formulation of pedagogical 
recommendations for embedding digital wellbeing into the Romanian 
primary education system. 
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Abstract: The article aims to analyze the phenomenon of cognitive 

activism as an essential dimension of personality 
development in preschool-aged children. The work is not 
exhaustive; rather, it seeks to highlight those aspects of 
major interest that define the specific process of forming 
cognitive activism during the early stages of human 
development. The essence of the scientific approach is 
defined through the notion of activism/cognitive activism, 
interpreted from both philosophical and psycho-
pedagogical perspectives, as an approach updated in 
relation to contemporary social transformations and the 
educational demands of the developing generation. The 
theoretical exploration of the concept of cognitive activism 
provides the possibility of outlining analytical directions 
that integrate the essential characteristics of older 
preschool age. Based on a synthesis of existing research, 
the main factors of cognitive activism, as well as its stages 
of formation—which describe the gradual development of 
cognitive manifestations in children—are examined. At the 
same time, the article emphasizes that the theoretical 
grounding of the concept of cognitive activism can provide 
valuable reference points for understanding and fostering 
active cognitive behavior in preschool-aged children. 

 
Keywords: activism; cognitive activism; activity; cognitive need; self-

regulation; independence; curiosity; interest zone of 
proximal development. 

 
The relevance and importance of the addressed issue 
Contemporary society increasingly demands the formation of 
autonomous and creative personalities capable of self-actualization 
through active inquiry into reality and the development of original 
strategies for action. The dynamics of socio-cultural and scientific 
transformations—both globally and nationally, including within the 
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Republic of Moldova—require a reevaluation of the role that research 
competencies play in the integral development of the individual. 
From this perspective, cognitive activism emerges as a complex 
educational construct with essential formative value, aimed at 
integrating current educational requirements into a flexible system 
adapted to modern social and epistemological dynamics. Within 
preschool education, this construct gains particular importance as it 
supports processes of self-development and personal initiative. 
Investigative activities adapted to children’s age-specific 
characteristics serve as privileged tools for stimulating epistemic 
curiosity and active cognitive engagement. 
Thus, the formation of cognitive activism aligns organically with the 
goals of early education and corresponds with the Learning and 
Development Standards for Children from Birth to Seven Years, which 
emphasize experimentation, observation, and the formulation of 
generalizations in the process of discovering the world (Ministerul 
Educației, Culturii și Cercetării al Republicii Moldova [MECC], 2019). 
On this basis, the importance of a theoretical and applied approach 
centered on developing cognitive activism in older preschool children 
becomes evident, serving as a key reference point for designing and 
implementing effective educational interventions. The complexity of 
this challenge calls for a well-founded and relevant response. 
Consequently, the proposed research direction aims to identify and 
capitalize on new opportunities to strengthen the educational system, 
emphasizing the formation of autonomous and creative personalities. 
Analyzing the dimensions of cognitive activism also facilitates a 
deeper understanding of the mechanisms through which preschool 
children develop epistemic curiosity, cognitive initiative, and self-
regulation within learning situations. 
 
The relevance and importance of the addressed issue 
Contemporary society increasingly demands the formation of 
autonomous and creative personalities capable of self-actualization 
through active inquiry into reality and the development of original 
strategies for action. The dynamics of socio-cultural and scientific 
transformations—both globally and nationally, including within the 
Republic of Moldova—require a reevaluation of the role that research 
competencies play in the integral development of the individual. 
From this perspective, cognitive activism emerges as a complex 
educational construct with essential formative value, aimed at 
integrating current educational requirements into a flexible system 
adapted to modern social and epistemological dynamics. Within 
preschool education, this construct gains particular importance as it 
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supports processes of self-development and personal initiative. 
Investigative activities adapted to children’s age-specific 
characteristics serve as privileged tools for stimulating epistemic 
curiosity and active cognitive engagement. 
Thus, the formation of cognitive activism aligns organically with the 
goals of early education and corresponds with the Learning and 
Development Standards for Children from Birth to Seven Years, which 
emphasize experimentation, observation, and the formulation of 
generalizations in the process of discovering the world (Ministerul 
Educației, Culturii și Cercetării al Republicii Moldova [MECC], 2019). 
On this basis, the importance of a theoretical and applied approach 
centered on developing cognitive activism in older preschool children 
becomes evident, serving as a key reference point for designing and 
implementing effective educational interventions. The complexity of 
this challenge calls for a well-founded and relevant response. 
Consequently, the proposed research direction aims to identify and 
capitalize on new opportunities to strengthen the educational system, 
emphasizing the formation of autonomous and creative personalities. 
Analyzing the dimensions of cognitive activism also facilitates a 
deeper understanding of the mechanisms through which preschool 
children develop epistemic curiosity, cognitive initiative, and self-
regulation within learning situations. 
 
Conceptual delimitations: General characteristics of cognitive 
activism 
Before outlining some theoretical benchmarks that support the process 
of developing cognitive activism in children aged 6–7, it is necessary 
to analyze the conceptual genesis of the notion of “cognitive activism.” 
This involves examining the semantic content of the terms that 
compose it—“activism” and “cognitive”—as well as clarifying the 
semantic and functional relationships among related concepts, such as 
“activity” and “cognitive interest.” 
In general terms, the notion of “activism” denotes a broad scientific 
concept encompassing a variety of phenomena: from the energetic 
activism of inanimate nature and the vital functions of simple 
organisms to complex forms of movement and transformation of 
matter. Specialized literature offers multiple definitions of activism and 
highlights the diversity of its manifestations, including social, physical, 
intellectual, and communicative dimensions. 
The term activism derives from the Latin “activus”—meaning 
“active”—and represents “the essential quality of a living organism, 
manifested through the intentional alteration of the state of the 
organism and of the elements of the environment with which it 
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interacts, determined by the organism’s needs” (Etymonline 
Etymological Dictionary, n.d.). In the Explanatory Dictionary of the 
Romanian Language (DEX), activism is defined as a moral attitude that 
emphasizes the needs of life and action more than theoretical 
principles. 
From a theoretical perspective, activism has a general scientific 
character, encompassing a wide range of phenomena—from the 
energetic activism of inanimate nature and the life activism of simple 
organisms to the highest forms of motion of matter. In scientific works, 
several definitions and descriptions of activism can be found, referring 
to various dimensions (social, physical, intellectual, communicative, 
etc.). Furthermore, the concept of activism is used in psychology and 
related sciences to denote three different phenomena: 

1. A specific activity of an individual. In Romance and Anglo-
Germanic languages, where for the two Russian terms 
“activism” and “activity” there exists only one equivalent (e.g., 
in English—activity). 

2. A state opposed to passivity, which does not necessarily imply 
real activity but may instead suggest readiness for action—a 
state akin to alertness or wakefulness. 

3. A state of initiative, as opposed to reactivity: in this case, it 
indicates that the subject acts on their own initiative, driven by 
internal conviction, and not reactively, like a machine without 
awareness (Lisina, 1997, pp. 227–259). 

Therefore, activism can be understood as activity, readiness for 
activity, and initiative. Although these dimensions have distinct 
characteristics, they also complement each other and form a common 
core, defined as the internal dynamism of the active being. The 
unifying element among these forms is the presence and mobilization 
of energy, manifested through various modes of engagement and 
involvement. 
In psychology, the term activism is often used without further 
qualification, being associated with the central energetic potential that 
sustains action-oriented behaviors. In this context, expressions such as 
intellectual energy are synonymous with the concept of activism, 
emphasizing the internal force that drives initiative and cognitive 
engagement (Spearman, 1970, p. 96). 
From a biological perspective, activism is linked to the behavior of 
living systems. Numerous physiological studies have demonstrated the 
existence of biological activism across all forms of life and have 
highlighted essential differences between its manifestations in animals 
and humans. The presence of biological activism in living systems has 
been confirmed by multiple studies in physiology, which revealed clear 
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distinctions between animal and human activism. In animals, reflexes 
are reduced to immediate reactions to environmental changes, whereas 
in humans, reflexes acquire an evolutionary character, transforming 
into cognitive curiosity—an impulse that generates science and 
constantly directs the individual toward the exploration of the 
surrounding world (Pavlov, 1949, pp. 78–79). 
Moreover, activism represents a fundamental and universal trait of 
organisms and living systems, manifested through their ability to react, 
explore, and actively adapt to their environment. This manifestation 
goes beyond mere environmental reactivity and involves a complex 
capacity for regulation, exploration, and continuous adjustment, 
allowing the individual to interact actively and effectively with the 
world around them. In this sense, activism can be understood as an 
integrated form of biological initiative, which underlies adaptive 
behaviors and, in humans, extends to cognitive and social forms of 
engagement (Bernstein, 1990, p. 86). 
Studies conducted by Panksepp and Biven (2012) demonstrate that 
curiosity, initiative, and active involvement are supported by complex 
neural mechanisms, revealing the correlation between the organism’s 
biological functions and its capacity to exhibit forms of cognitive 
activism. Thus, the biological approach provides a solid explanatory 
framework for understanding activism as an integrated phenomenon 
connecting biology, motivation, and exploratory behavior. 
Consequently, this approach highlights that the organism’s active 
manifestations originate in neurophysiological mechanisms that 
support adaptation, exploration, and self-regulation. This perspective 
argues for the understanding of activism as an integrative phenomenon 
of life, in which biological, cognitive, and motivational dimensions are 
interdependent, determining the human being’s capacity for conscious 
involvement in the transformation of the environment. 
In most Western scientific studies, the term activism is used 
synonymously with activity, a fact that can be explained by linguistic 
characteristics of languages such as English and French, where both 
concepts are expressed by the same lexical unit and considered 
synonymous (Murray, 1962, pp. 434–464). Nevertheless, there are 
studies that analyze subjective activism as a distinct process. For 
instance, in the works of K. Lewin, human activism is interpreted as a 
dynamic relationship between personal qualities and environmental 
characteristics. The environment is conceived as an “external field” for 
the application of human energy, without being the absolute 
determinant of behavior, while personality represents an “internal 
field” defined by a system of contradictions. Together, these form a 
“dynamic unity” in which behavior may be either reactive, as a 
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response to external stimuli, or voluntary, guided by internal needs 
(Lewin, 1935, p. 72). 
Therefore, the correlation between “activism” and “activity” in the 
specialized literature reflects not only terminological differences but 
also theoretical nuances, as both concepts designate complementary 
dimensions of active human behavior. 
In philosophy, activism has been interpreted as an expression of the 
dynamic principle of existence, defining reality’s capacity for self-
transformation and its ability to influence other entities. In classical 
German philosophy, Immanuel Kant associated activism with the 
autonomy of practical reason, through which the individual acts 
according to their own moral law (Kant, 2020, p. 46). Other 
philosophers expanded the notion, arguing that the Self is self-
generated through action, thus granting activism an ontological 
dimension, where the act of being coincides with the act of acting 
(Rosen, 1988, pp. 140–155). In turn, G. W. F. Hegel extended the 
principle of activism to the sphere of the “universal spirit,” conceiving 
reality as a dialectical process of becoming, in which contradictions are 
resolved through the internal movement of the idea (Hegel, 1966, p. 
108). 
Another perspective considers that activism is not limited to the 
individual’s mere participation or involvement but represents the 
expression of the energy and effort necessary for transforming 
reality—whether in the social or material realm. From this viewpoint, 
the change and development of individuals and society occur through 
active involvement, which combines energetic effort with reflection 
upon reality. Thus, activism may be defined as an action (or set of 
actions) of an entity or phenomenon, driven by internal motives. It is 
not merely a form of movement (change, action), but rather self-
movement. At the same time, activism can be correctly understood 
only in relation to another phenomenon of reality—passivity, whose 
essential characteristic is external determination. The states of activism 
and passivity coexist and are in a relationship of interdependence and 
complementarity. Hence, natural processes involve two sides: the 
active one (based on action) and the passive one (Engels, 1961, pp. 55–
58). 
From this standpoint, philosopher Jürgen Habermas expands the 
traditional meaning of activism, situating it within the sphere of 
communicative action, through which interactions among individuals 
become a means of rational transformation of society. In this 
perspective, activism implies discursive and cooperative participation 
of individuals in establishing social consensus based on reason, 
understanding, and shared responsibility. Thus, Habermas confers 
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upon activism an ethical and epistemological dimension, whereby 
human action gains meaning within the context of dialogue and 
collective responsibility toward social transformation (Habermas, 
1981, p. 206). 
Therefore, the generalization of philosophical research shows that 
activism represents an attitude of the personality directed toward the 
conscious transformation of the environment and active involvement in 
shaping social reality. It is a form of action in which freedom, reason, 
and experience manifest through deliberate intervention upon the 
world, serving both individual self-realization and the common good. 
Consequently, activism acquires ethical, dialogical, and cooperative 
dimensions, becoming a means of rational transformation of the social 
environment and an expression of the personality’s creative potential. 
From a psychological perspective (Maslow, Lewin, Dewey, Izard, 
Vygotsky, Leontiev, Rubinstein, Petrovsky, etc.), the concept of 
activism is often associated by researchers with activity, though the 
interpretation varies. For some scholars, activism coincides with 
activity itself; for others, it represents the result of activity; while some 
view it as a more complex phenomenon that transcends the meaning of 
activity. In this context, activism is recognized as an integrated 
manifestation of personality, transcending mere activity and reflecting 
both the individual’s self-realization and their impact on the social 
environment. Moreover, some psychologists note that activism can 
serve as the source of emergence and development of activity, as well 
as the criterion for its evaluation. 
As a result, proponents of these theoretical orientations examine 
activism in correlation with various forms of human activity—such as 
learning, emotional, intellectual, and motor activities. According to 
psychologist S. L. Rubinstein, activity represents one of the 
fundamental forms of activism, through which the individual develops 
and actualizes their potential in the domains of knowledge, 
communication, and learning. 
In psychology, activity is constantly associated with action, and within 
its structure, needs play a central role. Thus, human activity is 
fundamentally driven by needs, which, in order to be satisfied, 
motivate action. The relationship between needs and activity is 
supported by A. H. Maslow’s hierarchy of needs theory (Maslow, 
1970, p. 88), as well as by numerous other motivational theories 
(Atkinson & Birch, 1978, p. 75). In turn, the process of satisfying a 
need generates specific emotions, which are rooted in the origins of 
interest. 
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The author of the Differential Emotions Theory, K. E. Izard, argues 
that emotions are not mere passive reactions to external stimuli but 
rather fundamental motivational systems that structure human 
behavior, influence the learning process, and contribute to personality 
development. Through his theory, Izard demonstrates that each basic 
emotion has a specific adaptive function, participating in the 
individual’s self-regulation and social interaction. Thus, emotions are 
central to explaining how an individual actively engages in their 
experiences, influencing not only perception and action but also the 
formation of identity and personal motivation (Izard, 1992, pp. 561–
565). 
Other authors define needs as felt requirements for external elements, 
emphasizing the individual’s relationship with and dependence on the 
environment. This perspective highlights the relational nature of needs 
and underlines that their satisfaction requires the individual’s active 
involvement in interaction with the surrounding environment (Sitarov 
& Shinin, 2017, pp. 77–87). 
Drawing from the diversity of opinions concerning the perspective of 
activism, it is worth noting that some researchers speak of the existence 
of internal sources of a child’s activism. Within the framework of the 
“external through the internal” principle developed by S. L. 
Rubinstein, the logic of its development becomes clearer: in the 
process of activity, the child acquires properties that are not 
predetermined solely by external influences or by innate natural 
characteristics. They are the result of the interaction between the 
child’s activity and the integrated system of self-regulation it forms. 
This system represents a subjective reality that possesses relative 
independence. It is initially shaped under the influence of objective 
conditions but later begins to influence those conditions, creating what 
Rubinstein calls a “micro-environment of development”—which marks 
“the beginning of the child’s activism” (Lubovsky, 2014, pp. 50–67). 
Therefore, the culmination of human genesis lies in the transformation 
of the individual into a creator of new social experience and an 
educator of their own personality. 
From another perspective, activism is regarded as an indicator of the 
level of cognitive and moral development of the individual, reflecting 
not only their conscious and active engagement in the learning process 
but also its correlation with intrinsic motivation and cognitive interest. 
Hence, interaction with the environment becomes a mechanism 
through which the individual explores, deepens, and internalizes 
knowledge, emphasizing the dynamic and formative nature of activism. 
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In this context, according to J. Dewey, intellectual development and 
the formation of autonomy are not achieved through passivity but 
through active involvement in concrete experiences and systematic 
reflection on one’s own actions. Learning thus becomes a dynamic 
process, in which individual responsibility and critical evaluation of 
one’s activity contribute to the strengthening of autonomous thinking 
and to the development of cognitive and moral competences (Dewey, 
1977, p. 68). 
From this statement, we can derive the idea that education oriented 
toward stimulating activism represents not only a means of knowledge 
transmission but also a powerful tool for developing self-regulation, 
epistemic curiosity, and cognitive initiative in the broader process of 
shaping the child’s personality. 
Based on psychological approaches, we can conclude that activism 
represents a complex manifestation of human activity, structured and 
motivated by needs and motives. The individual’s activity is 
determined by needs, which initiate action and direct behavior toward 
their satisfaction. The fulfillment of needs generates specific emotions, 
while interest—as a positive and motivational emotion—stimulates 
active engagement in experiences and the development of the child’s 
abilities, competencies, and personal identity. 
Moreover, activism is not limited to the expression of an action 
determined by needs; it also becomes a generator of new needs and 
interests, thereby contributing to the individual’s personal and 
motivational development. There is, therefore, a clear correlation 
between activism, need, activity, and emotional state, highlighting the 
fact that activism originates in an intense affective experience with a 
strong emotional background. 
Furthermore, the motivational energy that fuels activism is not 
exhausted within the practical action itself but is reoriented toward the 
dimension of knowledge. The intense emotional experience acts as a 
catalyst for interest and the need for intellectual exploration, fostering 
the transition from emotionally motivated action to cognitive activity. 
In this way, cognitive interest emerges as an evolutionary expression of 
activism, reflecting the individual’s desire to discover, understand, and 
explain reality. 
It is noteworthy that, when addressing the issue of cognitive activism 
and cognitive interest, some researchers identify a strong connection 
between these concepts. In this regard, cognitive interest is considered 
the determining factor of cognitive activism, manifesting through the 
desire to fulfill it and through a particular emotional state that 
accompanies the process of knowing. As a personal characteristic, 
cognitive interest implies a selective orientation of the individual, 
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stability in cognitive activity, and an aspiration to penetrate the essence 
of the phenomena being studied. 
In its evolution, cognitive interest progresses through four main stages: 
Curiosity; The desire to know; Proper cognitive interest; Theoretical 
interest. 
Consequently, interest is shaped as a strong motivational factor in 
individual activity, stimulating mental processes, intensifying them, 
and directing activity toward satisfying the child’s need for knowledge 
(Shchukina, 1983, pp. 46–51). 
Therefore, it can be stated that interest constitutes an essential 
stimulating factor in the child’s activity, intensifying psychic processes 
and giving them increased dynamism. Activity, in turn, is oriented 
toward satisfying cognitive needs, which, once fulfilled, lead to the 
internal balance of the individual. 
A relevant approach in this context is provided by M. I. Lisina, who 
argues that cognitive activity occupies, within the general structure of 
activity, a position close to that of need, representing a state of 
readiness for cognitive involvement—a preliminary stage of actual 
action that both generates and guides it. Overall, the cognitive need can 
be understood as a dynamic unit that unites necessity, personal trait, 
and internal state, constituting both the source and starting point of 
cognitive activity. This need is in a direct relationship with cognitive 
activism, acting as a true triggering factor of it. Additionally, the author 
attributes special value to three components of activism: the activity 
itself, the readiness for action, and the personal initiative (Lisina, 1997, 
pp. 227–259). 
Starting from the general analysis of the concept of activism presented 
above, it becomes evident that active involvement is not confined to 
behavioral or moral manifestations but also encompasses the cognitive 
dimension, among others. From this perspective, cognitive activism 
can be understood as the concrete expression of conscious engagement 
in knowledge processes, closely linked to the individual’s internal 
motivation, interest, and cognitive needs. 
This approach allows for a detailed exploration of the mechanisms 
through which active exploration of information becomes an essential 
instrument of personal development and the formation of autonomy. 
In the context of the diverse approaches to the concept of cognitive 
activism, some researchers—such as D. B. Bogoyavlenskaya—propose 
a perspective centered on intellectual activism as a personal quality, 
whose core components include both intellectual (general mental) and 
non-intellectual (motivational) factors of intellectual activity. In this 
sense, emphasis is placed on the qualitative characteristics and on 
intellectual initiative, whose essence lies in continuing thought activity 
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beyond the limits of a given situation, without being driven by 
practical needs or by external or subjective negative evaluations of 
one’s activity. 
This type of initiative is characterized by a preference for thinking 
activity over other types of activity and by the tendency to go beyond 
the assigned intellectual task. Additionally, Bogoyavlenskaya identifies 
three levels of intellectual initiative: (1) Passive – the acceptance of 
external conditions without creative engagement; (2) Heuristic – the 
manifestation of initiative without external stimulation, seeking 
original solutions and striving to overcome dissatisfaction with one’s 
own results; (3) Creative – the ability to discover an empirical 
regularity that itself becomes a problem, transforming it into a new 
problem and exploring it actively and originally (Bogoyavlenskaya, 
1983, p. 90). 
According to the author, intellectual activism is structured through an 
interaction between intellectual and motivational factors. The 
intellectual factors, which form the foundation of cognitive activity, 
include operational abilities (methods of action) and the core of mental 
processes that reflect learning capacity, flexibility, and awareness of 
one’s actions. The development of the internal plan of action unfolds 
across five levels: background, reproduction, manipulation, 
transposition, and programming. The motivational factors determine 
the reasons for cognitive engagement—whether through intrinsic 
interest, the desire for recognition, or external rewards 
(Bogoyavlenskaya, 1983). 
Therefore, intellectual activism represents a complex personality trait, 
combining cognitive abilities with motivation and the individual’s 
attitude toward mental activity. Its essence lies not only in the ability to 
think but also in qualitative engagement, initiative, and personal 
commitment to cognitive activity. Through its intellectual and 
motivational components, intellectual activism becomes an indicator of 
creativity and personal development. 
Following the evolution of research in psychopedagogy, we can 
observe a diversity of perspectives on the concept of cognitive 
activism. In this study, our focus will be on those approaches that can 
serve as theoretical benchmarks for our own research and that hold 
direct relevance to the formation of cognitive activism in children aged 
6–7 years. 
In the framework of L. S. Vygotsky’s theory, cognitive activism in 
preschool age is grounded in the cognitive need, which acts as the 
“engine” of cognitive activity and determines the child’s active 
involvement in the process of knowing. According to the author, the 
development of cognitive activity does not occur linearly; it is driven 
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by internal contradictions between the child’s need for knowledge and 
the amount of knowledge already possessed, as well as between the 
child’s experience and the necessity of progressing toward more 
advanced forms of understanding and application. Consequently, 
resolving these contradictions fosters the development of autonomous 
thinking and the child’s ability to address new problems and find 
innovative solutions (Vygotsky, 1996, p. 98). 
At the same time, Vygotsky emphasizes the connection between 
cognitive activism and the zone of proximal development (ZPD), 
which expresses the relationship between the child’s intrinsic activity 
and the social dimension of the learning process. From this 
perspective, cognitive activism finds a strong theoretical foundation in 
Vygotsky’s concept of the ZPD—defined as the distance between the 
actual level of cognitive development, determined by the child’s ability 
to act independently, and the potential level of development, achieved 
through cooperation with an adult or more capable peer. 
In this light, cognitive activism functions as an internal, generative 
factor of development, while the zone of proximal development 
provides the external framework and social support necessary for its 
manifestation and consolidation (Vygotsky, 1996). 
Therefore, cognitive activism can be understood as a complex 
manifestation of the interaction between the need for knowledge, 
intrinsic motivation, and the child’s capacity to mobilize cognitive 
resources to overcome obstacles and engage meaningfully in the 
process of discovery and learning. 
Following the Vygotskian tradition, researcher S. Chaiklin emphasizes 
that the zone of proximal development does not represent a passive 
space of external influence, but rather a dynamic framework of 
cooperation, within which the child mobilizes internal cognitive 
resources through interaction with the educational environment. 
According to the author, cognitive activism functions as an internal 
mechanism of developmental progress, stimulated both by socially 
guided activity and by the child’s intrinsic motivation to understand 
and transform reality (Chaiklin, 2003, pp. 39–64). 
In Chaiklin’s view, the ultimate goal of education is not merely the 
transmission of knowledge, but the formation of independent learning 
activity, through which the child becomes capable of organizing and 
regulating his or her own thinking processes. From this perspective, 
cognitive activism appears not only as a premise but also as a result of 
the functioning of the zone of proximal development: it is formed 
through guided participation but gradually evolves toward self-directed 
cognition. Consequently, cognitive development takes shape as a 
socially mediated process, externally supported by the adult but 
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internally driven by the child’s own activity. Thus, cognitive activism 
represents the concrete expression of the interaction between 
consciousness, activity, and social mediation (Chaiklin, 2003). 
Within the same framework, E. Erikson’s theory of psychosocial 
development also addresses learning activity as an expression of the 
interaction between cognitive and socio-affective development. 
Although the author does not propose a purely cognitive theory, he 
attributes particular significance to the cognitive dimension, analyzing 
it within the context of motivation for knowledge, exploratory 
curiosity, and the need for competence (Ruby & Wu, 2023, pp. 93–94). 
From a motivational perspective, Erikson conceptualizes psychosocial 
activism as the intrinsic tendency of the child to act and explore. On 
the other hand, processes of learning and value acquisition, as the 
author observes, do not develop in isolation but are influenced by the 
emotional and social context in which the child lives and acts. In this 
way, the cognitive and socio-affective dimensions are mutually 
conditioning and progressively intertwined (Ruby & Wu, 2023). 
Based on these considerations, it should be noted that the child’s need 
for continuous affirmation, action, and verification of results marks the 
beginning of cognitive autonomy. From this perspective, cognitive 
activism develops when the child is given the opportunity to express 
ideas freely and to learn from personal mistakes. Therefore, it is 
essential to maintain a balance between guidance and freedom, which 
allows the child to demonstrate initiative, curiosity, interest, and 
cognitive activism. 
Similarly, J. Piaget’s theory of cognitive development assigns a central 
role to the active participation of the child in the learning process. 
According to Piaget, cognitive development does not imply a simple 
accumulation of information but rather a constructive process of 
knowledge formation. Thus, the child does not merely receive reality 
passively but actively participates in his or her own learning process by 
investigating, exploring, and analyzing, gradually structuring an 
understanding of the world through action and reflection (Piaget & 
Inhelder, 2005, pp. 122–126). 
Therefore, the theory of cognitive development highlights the 
importance of cognitive activism in children: learning occurs more 
effectively when the child is directly involved in activity, investigates 
objects, formulates questions, and seeks solutions. Knowledge is not 
passively received but is constructed by the child based on personal 
experience and interaction with the surrounding environment. In this 
way, cognitive activity stimulates curiosity, interest, and initiative, 
creating learning contexts that allow the child to investigate and 
construct personal meanings. 
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It is worth noting that children aged 6–7 display exploratory behavior, 
which represents an early expression of cognitive activism, as it 
reflects an internal need for active interaction with the environment. 
From this perspective, some researchers distinguish between play 
behavior, oriented toward emotional and social satisfaction, and 
exploratory behavior, driven by curiosity and the child’s desire to 
discover new information about the world. As a result, exploration 
forms the foundation of cognitive activity, since it involves processes 
of observation, comparison, and verification, which contribute to the 
development of thinking structures and intrinsic motivation for 
learning. In this sense, cognitive activism is viewed not as a 
spontaneous reaction, but as a higher form of organization of 
exploratory behavior, characteristic of the preschool period (Tyler et 
al., 1989, p. 167). 
Exploratory behavior in children serves as the basis of cognitive 
development, reflecting curiosity and the internal drive to understand 
the surrounding world. In this context, cognitive activism manifests 
itself through systematic exploration and investigation, based on 
observation, comparison, and verification—processes that support the 
formation of thinking and the development of autonomy in learning. 
In the same vein, U. Șchiopu argues that the development of interests, 
particularly intellectual ones, is expressed through the child’s vivid 
curiosity about the surrounding world and the constant need “to know.” 
Consequently, the child is engaged in a continuous process of inquiry, 
constantly seeking to understand more, formulating questions, and 
searching for explanations for observed phenomena. According to the 
author, curiosity constitutes the core of cognitive activism, as it 
encourages the child to adopt an active and reflective attitude toward 
reality (Șchiopu & Verza, 1997, p. 130). 
A similar line of reasoning can be found in research on the role of 
emotions, which function as a mechanism of orientation in focusing 
attention and, more importantly, in decision-making. According to P. 
Ekman, positive emotions experienced when successfully overcoming 
a challenge encourage intellectual engagement and support learning by 
generating an internal climate of cognitive activation. From this 
perspective, the author suggests that affective experience becomes a 
trigger for reflection and exploration, transforming emotion into a 
stimulus for thought. Thus, when speaking of emotion, we refer to the 
connection between thinking and cognitive activity, since, when the 
child uses emotional experiences to understand and act, he or she 
becomes more curious, more engaged, and develops cognitive activism 
(Ekman, 2003, pp. 52–82). 
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Based on the arguments presented above, beyond their conceptual 
diversity, they converge toward the main factors that determine 
cognitive activism in preschool-aged children, as shown in Figure 1. 
 
No. Factors Characteristics 

1. Internal (assumes the child's 
individual characteristics, 
which condition the way 
cognitive activism is formed 
and manifested) 

• Needs 
• Intrinsic motivation 
• Positive emotions 
• Cognitive processes 
• Child’s experience 

The natural tendency to 
understand the world, to 
discover meanings and causes; 
the need for knowledge and 
understanding; the intrinsic 
drive to learn, explore, and 
investigate; affective states that 
support curiosity and the 
interest to engage in cognitive 
activity; the level of 
development of cognitive 
processes (attention, memory, 
thinking, imagination, etc.); the 
knowledge, skills, and abilities 
acquired that facilitate the 
manifestation of interest in 
more complex subjects. 
 

2. External (originate from the 
social or educational 
environment, stimulating the 
formation of cognitive 
activism) 

• Educational 
environment 

• Strategies for 
organizing the 
educational process 

• Role of the teacher 
• Material resources 
• Social and cultural 

context 

Teacher-child relationship; 
teaching methods; classroom 
atmosphere; learning through 
discovery; experimentation; 
cognitive games; guidance 
without dominating the child; 
support for curiosity, interest, 
and initiative; attractiveness of 
material resources, novelty level 
of content; values, cultural 
models, group relationships, etc. 
 

3 Situational (determine 
cognitive interest depending 
on the moment, context, or 
environment) 

• Originality and 

An original, surprising context 
sparks curiosity and interest; the 
connection between new 
content and the child's 
experience or personal interests; 
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novelty of situations 
• Personal relevance 
• Achievements and 

recognition 

a reciprocal connection (child–
teacher) evokes feelings of joy, 
achievement, and satisfaction; 
appreciation further stimulates 
the child's cognitive activism. 
 

4. Axiological (related to 
meaning and value, defining 
the dimension of cognitive 
activism; concerning the 
purpose of knowledge, 
values, and the goal of 
education) 

• Meaning of 
knowledge 

• Educational ideals 
and values 

• Attitude toward the 
world and knowledge 

Knowledge as a form of self-
development, self-regulation, 
and personal achievement; the 
values underlying education 
shape the direction of cognitive 
interests and, consequently, the 
formation of cognitive activism 
in children; the willingness to 
explore, curiosity, interest, and 
the desire to understand the 
complexity of the surrounding 
environment. 
 

Fig. 1. Factors of Cognitive Activism (Preschool Age) 
 
In summary, we can highlight the following characteristics specific to 
the implementation of cognitive activism in the preschool age: 

1. Activism as an integrative phenomenon of biological, 
cognitive, and motivational dimensions; it determines the 
child’s ability to consciously engage in transforming the 
environment. 

2. “Activism” and “Activity” – forms of manifestation of the 
child’s active behavior. 

3. Cognitive activity stimulates curiosity, interest, and initiative, 
enabling the child to investigate and construct personal 
meanings. 

4. Cognitive activism – an expression of the interaction between 
consciousness, action, and the social environment, through 
which the child builds their own models of understanding the 
world. 

5. Cognitive activism as a form of organizing exploratory 
behavior, through which the child manifests initiative, 
curiosity, and the natural tendency to discover the world. 

6. Emphasis on the child’s freedom to express personal ideas, 
explore, and learn from mistakes; the balance between adult 
support and the child’s freedom of action is a condition for 
developing initiative, curiosity, and cognitive activism. 
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7. Exploratory/research behavior – an early expression of 
cognitive activism in preschool children. 

8. Emphasis on emotions – the child’s emotional engagement in 
understanding and acting. 
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Abstract: Procrastination in children represents a significant self-
regulatory failure, yet it is distinct from the conscious, 
irrational delay observed in adults. Grounded in recent 
developmental research (Mahy, Munakata, & Miyake, 
2024), this review argues for a reconceptualization of 
childhood procrastination as an early behavioral 
precursor linked to underdeveloped executive functions, 
future-oriented thinking, and emotion regulation. Informed 
by Miyake and Kane's (2022) process model—which 
identifies task-induced negative moods and goal-
management failures as core mechanisms—we propose a 
developmental framework for intervention. This integrative 
approach focuses on two synergistic strategies: (1) 
optimizing the child's environment to make it less 
"procrastination-friendly" through structured routines and 
minimized distractions, and (2) teaching simple, 
habitualized compensatory strategies, such as "starting 
rituals" and task segmentation. By proactively targeting 
these underlying mechanisms, this framework provides a 
practical roadmap for parents and educators to foster self-
efficacy and help children build adaptive habits. 

 
Keywords: childhood procrastination; self-regulatory failure; 

executive functions; goal   management; episodic future 
thinking; developmental interventions. 

 
Introduction 
Procrastination, the voluntary delay of tasks despite foreseeing 
negative consequences, is a pervasive behavior with significant costs. 
In academic settings, it impairs performance and leads to lower grades 
(Akpur, 2020). More broadly, chronic procrastination is linked to 
higher levels of anxiety, depression, poorer sleep, and diminished 
financial and overall well-being (Johanson et al., 2023; Sirois, 2015). 
Theoretical explanations for this behavior predominantly center on 
emotional and self-regulatory failures. Procrastination is often viewed 
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as a maladaptive strategy for managing negative emotions associated 
with a task (Milgram, Sroloff, & Rosenbaum, 1988) or a failure of self-
regulation, manifesting as an inability to delay gratification (Dewitte & 
Schouwenburg, 2002) and a lack of goal-orientation (Howell & 
Watson, 2007). Key protective factors against procrastination include 
conscientiousness (Schouwenburg & Lay, 1995) and future-oriented 
thinking, which helps individuals better consider the long-term 
consequences of their delay (Rebetez et al., 2016). 
While these mechanisms are better established in adults and 
adolescents, research on their emergence in early childhood is limited. 
Recent studies, however, suggest that the foundations of 
procrastination are present in preschool-aged children (3-6 years). For 
instance, lower executive functioning and a reduced ability to plan 
have been inversely linked to procrastination in this age group (Fuke et 
al., 2023). Similarly, self-regulation and negative affectivity have been 
identified as significant predictors. Environmental factors also play a 
role; parental education has been linked to procrastination in older 
preschoolers (Kamber et al., 2024), echoing findings in adults where 
lower income and educational levels are associated with higher 
procrastination (Chow, 2011). 
Miyake and Kane (2022) argue that academic procrastination is a 
stable, trait-like tendency with strong personality correlates, 
particularly low conscientiousness and high impulsivity. Their 
proposed framework encompasses a holistic, multipronged approach 
on adult procrastination based on their process model of 
procrastination arguing for two major causes of academic 
procrastination: (1) task-induced negative moods and (2) goal 
management failure. Rather than testing single procrastination 
interventions in isolation—which often yield small, difficult-to-detect 
effects—the authors argue for combining multiple "small-teaching" 
techniques that collectively target the key facets of procrastination in 
educational contexts- in real educational settings (e.g. classrooms) over 
a prolonged period of time (at least a semester). As emphasized in their 
Process (Self-Control) model of academic procrastination, the authors 
argue that interventions should directly address the two hypothesized 
causes of this maladaptive behavior: task-induced negative moods and 
goal-management failures. Additionaly, they suggest targeting two 
facilitating contextual factors that can reduce procrastination: 
metacognitive reflection (to help students evaluate and adjust their 
strategies) and social community building (to create a shared classroom 
commitment/peer support in reducing procrastination) in order to 
address the multifaceted nature of this chronic dysfunctional behavior. 
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Theoretical Views on Procrastination 
According to Mahy and collaborators (2024) there are several 
requirements that need to be simultaneously present in order for a 
behavior to be considered procrastination in adults: delaying to begin 
or finish a task; postponement is intentional; the delay is not imposed 
by other factors that cannot be controlled (e.g. a sudden illness); there 
is an anticipation of adverse future effects. 
Several prominent theoretical frameworks explain why adults 
procrastinate. The first, a utilitarian model - Temporal Motivation 
Theory (Steel, 2007) - posits that the motivation to act is a function of 
the task's expected utility, the individual's confidence, their 
impulsivity, and the proximity of the deadline. According to this 
model, tasks are delayed if their perceived value is low or the deadline 
is too distant. 
The second, a process model - the Short-Term Mood Repair 
Theory (Sirois & Pychyl, 2013)- focuses on the emotional processes 
behind delay and the difficulty in regulating negative emotions. It 
suggests that aversive tasks evoke negative feelings (e.g., anxiety, 
boredom), prompting individuals to avoid the task to repair their 
immediate mood. Ironically, this avoidance often leads to greater 
negative emotions and poorer performance in the long run. 
More recently, the Stress Context Vulnerability Model (Sirois, 2023) 
adds a crucial layer, suggesting that stress depletes our mental 
resources, making the "easy way out" of procrastination more 
tempting. As the author stated (Sirois, 2023:1): «the risk for 
procrastination increases in stressful contexts primarily because 
procrastination is a low-resource means of avoiding aversive and 
difficult task-related emotions». 
A recent comprehensive review by Mahy, Munakata and Miyake 
(2024) integrates research on procrastination in adults and children, 
highlighting critical implications for understanding its developmental 
origins. A central argument is that the dominant "multicomponent 
definition" of procrastination in adult research—which requires a 
voluntary, intentional delay despite expecting negative consequences—
is too restrictive for children. Young children lack the full introspective 
abilities to report on such intentions and consequences, meaning their 
observable task delays, while functionally similar to adult 
procrastination, are often excluded by this strict definition. The authors 
(Mahy et al., 2024) propose a more flexible, continuous view where 
these early behavioral delays are considered precursors or early 
manifestations of procrastination. Young children procrastinate on 
different tasks (e.g., chores, then homework) because their executive 
functions (like planning and shifting between tasks), prospective 
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memory (remembering to execute future intentions), future thinking 
(the ability to anticipate future needs and act accordingly) and emotion 
regulation abilities are underdeveloped. They struggle to manage the 
negative feelings (boredom, frustration) that aversive tasks trigger, 
leading them to seek immediate mood repair through avoidance, a core 
mechanism observed in procrastination in adults. 
Research shows that procrastination emerges early, with its targets 
evolving with age: younger preschoolers (ages 3-4) procrastinate on 
routines like cleaning up or brushing teeth, while older preschoolers 
(ages 5-6) begin to delay homework and chores (Fuke, Kamber, 
Alunni, & Mahy, 2023). However, the developmental picture is 
incomplete, as research on younger children is contradictory; some 
studies suggest procrastination increases in early childhood while 
others indicate it decreases (Sutter, Untertrifaller, & Zoller,2018). 
Environmental factors, particularly parenting styles characterized by 
greater democratic participation and autonomy support, are associated 
with lower procrastination tendencies in children (Kamber et al., 
2024).During adolescence, procrastination is a more frequent 
phenomenon as teenagers face more demanding schoolwork, 
extracurricular activities,  and complex social relationships.They must 
handle multiple competing goals with newfound independence, often 
without the fully developed skills to manage their time effectively 
(Reinecke et al., 2018). 
 
Interventions 
In light of these theories, various interventions have been developed to 
reduce procrastination, particularly in academic settings. As academic 
procrastination is driven by fear of failure, perfectionism, and poor 
emotional regulation, a recent review (Ramadhani et al., 2026) reported 
that procrastination can be effectively reduced through personalized 
interventions like cognitive-behavioral therapy, motivational strategies, 
and digital planning tools (technology-assisted interventions). Recent 
meta-analyses report that these interventions can yield small to large 
effect sizes (Rozental et al., 2018; Malouff & Schutte, 2019). Given the 
role of stress in depleting self-regulatory resources, as highlighted by 
Sirois (2023), approaches that improve stress management could be 
particularly beneficial in highly stressful contexts. Mindfulness ( Sirois 
& Tosti, 2012) and self-compassion are critical (Sirois, 2014), yet often 
depleted, psychological resources that play a central role in the 
relationship between stress and procrastination. Consequently, 
cultivating these abilities is proposed as a key intervention. 
Mindfulness helps by improving emotion regulation and reducing 
negative emotions that trigger delay, while self-compassion provides a 
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kind and accepting framework for coping with stress and personal 
shortcomings, thereby reducing the need for avoidant coping. Sirois 
(2023) concludes that fostering mindfulness and self-compassion can 
mitigate vulnerability to procrastination by bolstering emotional 
resilience, especially in high-stress contexts. 
Miyake and Kane (2022) argue for employing simple teaching 
strategies for targeting procrastination in educational settings based on 
their Process (Self-Control) model of Academic Procrastination. 
Hence, in order to (1) alleviate negative emotions related to the task 
(cause no. 1 of procrastination) they suggest the following: a) 
encouraging students to tackle the aversive task  as soon as possible by 
practicing starting rituals (e.g. using the 5 second rule; Pomodoro 
technique), b) reduce the aversion related to the task (e.g. 
understanding the motivation/reward in doing the task; focusing on the 
process instead of the end result; deconstruct a complex assignment 
into smaller, sequential steps with set deadlines). Second, in order to 
tackle the second cause of procrastination, namely, (2) failure in 
managing goals, the authors suggest: a) emphasizing the importance of 
adhering and maintaining long-term goals (e.g. learning how to 
formulate concrete and specific long-term goals), b) make the goals 
visible and easy to remember/recall (e.g. using calendars, reminders), 
c) managing distractions (e.g. formulating if-then scenarios), d) prevent 
distractions by controlling their study environment (e.g. ensure the 
study area is free from access to smartphones). 
Mahy, Munakata and Miyake (2024) affirm that early, preventative 
approaches are promising. Instead of direct executive functioning 
training (which shows limited transfer), effective strategies may 
involve modifying the environment to make it less "procrastination-
friendly",  such as by establishing clear routines, reducing distractions, 
and having instructors break down large assignments into smaller, 
concrete steps with shorter deadlines. Also, furthermore, the authors 
advocate for teaching children simple, habitual strategies to circumvent 
the causes of delay, such as "starting rituals" or cognitive reappraisal 
techniques (e.g. asking "what would someone else do?,") to help 
children regulate the negative emotions that trigger delay . These 
starting rituals and reappraisal techniques can be practiced repeatedly 
until they become automatic, thereby circumventing the need for 
constant willpower.While therapy-based interventions like cognitive 
behavioral therapy show the largest effects in meta-analyses, they are 
often inaccessible and impractical for widespread use with children. 
Mahy and collaborators (2024) ground these interventions in 
the science of habit formation (Albarracín et al., 2024), explaining that 
effective efforts must disrupt the negative habit loop of procrastination 
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(where a task cue leads to avoidance, which is rewarded by mood 
repair) and instead build new, positive cue-response associations. 
Therefore, a successful intervention is less about eliminating a child's 
impulsivity or task aversion and more about equipping them with a 
practiced toolkit of strategies and structuring their environment to 
make the desired behavior the easiest and most automatic path.                                                                                              
Albarracin and collaborators (2024) state that individuals act 
consistently with past routines; once a behaviour becomes habitual, it 
is a better predictor of future behaviour than knowledge, attitudes, or 
beliefs. In order to create a habit and maintain it, repeated association 
between behavior and stable cues in the environment (same location, 
same time, actions that precede the behavior). Using implementation 
intentions (“If it’s 8 AM, I’ll go for a walk”) strengthens the cue–
response link. Early on, external supports such as reminders, rewards, 
or social encouragement help maintain repetition until the action 
becomes self-sustaining and automatic. The key is to make the 
behaviour easy, rewarding, and contextually anchored- performing it 
the same way in the same situation each time. Over time, this repetition 
builds automaticity, allowing the behaviour to occur with little thought 
or motivation, which marks the formation of a true habit. Habit 
formation is the most powerful individual predictor for behavioural 
change. 
An intervention to reduce procrastination in children and adolescents 
through habit formation should be grounded in principles of 
automaticity, cue–response learning, and environmental consistency, as 
outlined in contemporary behavioural science (Albarracín et al., 2024). 
Procrastination often arises from failures in self-regulation and delayed 
task initiation; therefore, the intervention must shift behavioural 
control from effortful intention to automatic execution triggered by 
stable contextual cues. 
The program would begin by establishing specific implementation 
intentions (e.g., “If it is 5:00 PM, then I will start my homework at my 
desk”), thereby creating explicit cue–behaviour contingencies. 
Through repeated performance under identical conditions, the 
cognitive demand associated with task initiation decreases, fostering 
context-dependent automaticity. Teachers and caregivers would 
facilitate this process by ensuring environmental stability (consistent 
workspace, routine scheduling, and limited distractions) and external 
reinforcement (praise or token rewards) during the early acquisition 
phase, which enhances behavioural consistency and strengthens cue–
response associations. 
To consolidate the habit, feedback mechanisms and self-monitoring 
tools (e.g., digital reminders, progress charts) would be employed 
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initially, then gradually withdrawn as self-cueing develops. Habit 
substitution techniques could also be introduced to counteract 
avoidance tendencies, replacing maladaptive routines (e.g., “checking 
the phone before starting homework”) with adaptive preparatory 
actions (e.g., “reviewing tomorrow’s task list”). Over time, repetition 
within a stable temporal and spatial context promotes the transition 
from intentional control to automatic initiation, reducing the reliance 
on motivational states. 
Scientifically, the intervention capitalizes on the contextual cueing and 
reinforcement mechanisms underlying procedural learning, positioning 
habit formation as a sustainable behavioural regulation strategy. By 
embedding academic behaviours into predictable routines, the 
programme aims to produce durable reductions in procrastination and 
improvements in self-regulated learning through the development of 
automatic, context-triggered study habits. 
 
Conclusions and future directions 
The present paper advances a developmental and habit-based 
framework for understanding and reducing procrastination in 
childhood. It argues that early manifestations of procrastination are 
best conceptualized as self-regulatory challenges rooted in the gradual 
maturation of executive functions, emotion regulation, and future-
oriented cognition. From this perspective, interventions should not rely 
primarily on motivational enhancement, but rather on systematic 
environmental structuring and the cultivation of automatic, adaptive 
routines. By embedding task initiation within consistent contextual 
cues and promoting repetition under stable conditions, children can 
shift from effortful self-control toward automatic engagement. In this 
sense, habit formation serves as a developmentally appropriate and 
empirically grounded mechanism for fostering self-regulated learning 
and mitigating procrastination tendencies in educational and home 
environments. Moreover, to effectively address heightened 
vulnerability to procrastination under stress, interventions that target 
both stress management and procrastination are key (Sirois, 2023). 
Self-compassion, defined as a kind, accepting, and mindful stance 
toward personal shortcomings, serves this dual purpose. It functions as 
a potent coping mechanism that alleviates stress and is empirically 
linked to reduced procrastination. Crucially, because self-compassion 
can be nurtured through short-term training or self-help practices, it 
represents a practical and accessible approach for fostering resilience 
when coping resources are depleted.                                                                                                                     
    For educators and parents, these findings underscore the importance 
of creating predictable, structured environments that support consistent 
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task engagement rather than relying solely on verbal encouragement. 
Teachers can promote productive habits by implementing routine-
based classroom practices, breaking assignments into smaller, 
sequential steps, and establishing visible reminders or cues for task 
initiation. Parents can reinforce these strategies at home by maintaining 
stable daily schedules, designating a specific time and place for 
homework, and providing positive reinforcement during the early 
stages of habit acquisition. Over time, these repeated cue–response 
pairings reduce the cognitive and emotional effort required to begin 
tasks, fostering sustainable self-regulation and academic persistence. In 
this way, a focus on habit formation bridges developmental psychology 
and educational practice, offering a feasible and evidence-based 
pathway to help children and adolescents overcome procrastination. 
Future research should aim to empirically test the developmental–
habitual framework proposed here by examining how early 
interventions based on environmental structuring and habit formation 
influence children’s self-regulation and academic outcomes over time. 
Longitudinal studies could clarify whether the repeated pairing of 
contextual cues with task initiation in early school years predicts more 
stable self-regulatory patterns during adolescence. Experimental 
approaches are also needed to identify which components of habit-
based interventions—such as cue selection, repetition frequency, or 
feedback mechanisms—contribute most effectively to reducing 
procrastination. Importantly, in high-stress contexts, interventions 
should also incorporate elements that foster self-compassion and 
mindfulness, as these resources help children manage task-related 
negative emotions and buffer against the depleting effects of stress 
(Sirois, 2003). By combining stable environmental cues with 
habitualized compensatory strategies and emotional support, adults can 
help children transition from effortful self-control to automatic, self-
regulated engagement with tasks, thereby laying a sustainable 
foundation for long-term adaptive behavior and reduced 
procrastination. 
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Abstract: In the contemporary context marked by accelerated 
digitalization and increasing frequency of identity crisis of 
children and adolescents, story reemerges as a powerful 
educational, symbolic, and therapeutic tool. “Dog 
Legends” is a transdisciplinary narrative project which 
reinterprets Campbell’s hero’s myth through a series of 
stories that combine archetypal symbolism, artificial 
intelligence, and innovative educational applications. 
Inspired by the 6 archetypes model proposed by Carol S. 
Pearson (“The Hero Within: Six Archetypes We Live By”), 
these stories offer a frame for emotional and moral 
learning through some canine emblematic characters, 
Shiba- The Orphan, Rey- The Altruist, Ryo- The Warrior, 
and Algo the degu squirrel- The Innocent. These symbolic 
figures become mirrors for identity formation processes, 
offering children and educators a language through which 
they can explore vulnerability, courage, care, and 
meaning. By integrating contemporary narrative 
technologies- 3D Pixar style animations, avatars generated 
by AI (artificial intelligence), and interactive storytelling- 
“Dog Legends” series become an educational ecosystem 
that can be applied both in schools or therapeutic 
interventions or personal development. This paper 
proposes a cultural and pedagogical analysis of the way 
myth can have a new manifestation in the digital era, not 
as a relic of the past, but as a live instrument for 
cultivating empathy, critical thinking, and social cohesion. 
Thus, “Dog Legends” is shaping as a model integrated at 
the intersection of story, symbol, and technology. 
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biophilia; educational storytelling; archetypal psychology; 
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Introduction: The symbol crisis and the absence of myth 
In contemporary culture, marked by hyperconsumption and 
technologization, the child is raised in the absence of a symbolic 
structure that can support the process of self formation. The psyche is 
exposed to rapid stimuli, to premature emotions, but without an 
accompanying map. In this context, myth is not delivered anymore as a 
form of orientation and introspection, but is perceived as an archaic 
fiction, disconnected from reality.    
Though, according to Eliade (1957), myth is not a simple cultural 
product, but a sacred structure of existence, a way of restructuring the 
meaning through origins’ reactivation. Myth is not merely a story, but 
a paradigmatic experience: a return to the sacred foundational time, 
which restablishes coherence and reinstates meaning in the face of 
everyday chaos. 
In modern education, this dimension has been mainly lost. Mythical 
narration with its formative and transformative potential has been 
replaced with standardized contents and measurable learning 
objectives.  In the absence of a symbolic anchoring, often, the child 
remains unguided in front of their existential questions, without inner 
landmarks that can articulate their own moral and identitary becoming.  
Therefore, the reinterpretation of  myth through a contemporary lens, 
not as a replica of the past, but as a living form of symbolic 
regeneration, becomes a necessary pedagogical act. Projects as “Dog 
Legends”, not only translate the myth into visual language for the 
modern child, but also reactivates it as a tool for introspection, 
empathy, and meaning construction, rooted in the profound need of 
story. 
 
Theoretical Grounding: The symbolic ecology of transformation  
“Dog Legends” book series is founded on a complex theoretical 
architecture, articulated as a symbolic ecology of becoming. This 
architecture reunites myth, morality, nature, story, and meaning in a 
narrative space designed to sustain identitary development and ethical 
reconstruction in an educational and therapeutic context.  

1. Hero’s Myth  
According to the universal model proposed by Joseph Campbell 
(2004), the hero’s myth structures the self profound journey in three 
archetypal stages: the departure, the initiation, and the returning. In 
Dog Legends, this structure becomes symbolic support for inner 
changing processes of children and professionals.  

2. Moral Development 
Jean Piaget (1932) described moral evolution as a passing from a 
heteronomous stage, in which rules are imposed from external, to an 
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autonomous stage, in which the child becomes capable of own ethical 
judgement. The characters from “Dog Legends” function as moral 
narrative models, fostering the internalization of responsibility and 
relational comprehension of good.  

3. Logotherapy 
According to Viktor E. Frankl (1959), the human need for meaning is a 
fundamental motivational force, especially in confrontation with 
suffering. In this frame, the story becomes not just a symbolic space, 
but also a form of existential searching. “Dog Legends” cultivates this 
dimension through reflexive questions and narrative trails focused 
towards meaning.  

4. Biophilia 
In 1984, Edward O. Wilson (Melson, 2001), introduced the concept of 
biophilia as an instinctive, emotional, and moral connection with life, 
nature, and animals. The choice to work with animated characters in 
“Dog Legends” is an integrated part of this philosophy, an attempt to 
reconnect with the live and nurturing dimension of humanity.  

5. Narrative Psychology 
In 1990, White and Epston (Fleming, 2003), argued that identity is 
built through stories, and that therapeutic intervention can allow the 
“rewriting” of a narrative self otherwise frozen in muted trauma. In 
“Dog Legends”, the child is not only a witness of the story, but a co-
creator of the meaning: characters become a support for expression, 
repositioning, and emotional learning.  
Complementary, Mircea Eliade’s perspective (1957) regarding myth as 
sacred trans-temporal and ontological restorative structure, offers a 
profound ideological frame to the project. Myth is not an archaic 
fiction, but a live form of symbolic coherence, a matrix of 
humanization.  
 
Archetypes and the formation of identity: from the internal to 
digital expression  
In the absence of some coherent symbolic structures, the contemporary 
child is often left to define themselves through external volatile 
landmarks, the validation of social networking, contradictory models 
of popular culture, or communicable anxieties of the educational 
environment. This process of  “becoming without a map” can lead to a 
fragile identity, marked by offense, avoidance, and moral confusion.  
The model of six archetypes proposed by Carol S. Pearson (2015), 
offers a profound narrative frame for better understanding of the 
identity dynamics: The Orphan, the Warrior, the Altruist, the Innocent, 
the Wanderer, the Magician are not just metaphors, but internal 
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affective structures that activate process of reflection, projection, and 
integration.  
In “Dog Legends”, these archetypes are embodied by canine characters 
illustrated in 3D Pixar style, in order to facilitate the emotional 
identification of the children: 

- Shiba, the Orphan, embodies the archetype of 
vulnerability and hidden wounds, offering a symbolic 
space for emotions regarding loss, exclusion, and 
abandonment. 

- Rey, the Altruist, reflects the tension between care for 
others and self-denial, becoming a model of negotiation 
between boundaries in relationships.  

- Ryo, the Warrior, channels the offensive energy, the 
courage, but also the burden of taking responsibility, 
especially in the face of injustice and collective trauma.  

- Algo, the Innocent, brings along a pure, faithful 
perspective, in which hope and love towards the world 
become moral acts, not only emotional ones.  

Each child is projecting their own feelings into these symbolic 
companions. Therefore, the archetype is more than a mirror, but an 
affective container that allows indirect expression of fears, needs, and 
dreams. 
Through this symbolic mediation, the child is offered not only 
emotional validation, but also a narrative distance, a safe space in 
which internal and complex dynamics can be explored without direct 
exposure.  
Archetypes become transitional objects (Winnicott, 1971), which 
create the bridge between the internal world of the child and a shared 
cultural language. They help naming what is often unnamed: the desire 
to belong, the internal conflict between care and autonomy, muted grief 
of exclusion or moral impulse to repair the world.  
Moreover, the diversity of the archetypales positions create a flexible 
educational field: 

- The Orphan normalizes fragility and the urge to relating: 
- The Altruit opens the reflection regarding boundaries and 

responsibility in relationships; 
- The Warrior offers voice to the fair anger and the courage to 

act; 
- The Innocent restores the wonder and the faith in kindness. 

In this sense, “Dog Legends” do not function only as a narrative 
product, but a therapeutic pedagogy, a symbolic space in which 
emotional literacy, ethical reflection, and identitary integration develop 
organically, through play and story.  
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A symbolic ecology of education: myth, nature and belonging  
This project doesn’t operate in a conceptual void, but a live symbolic 
ecology, where myth, archetype, and nature are interconnected. In the 
line of biophilia (Melson, 2001), “Dog Legends integrate the moral-
ecological dimension in the narration. Algo, the little degu squirrel 
with a green cape, is not only a cute character, but a symbol of 
interdependence between self and the world, of our original connection 
with life and our responsibility towards the environment.   
This frame promotes a kind pedagogy in which the child doesn’t learn 
about ecology, but they symbolically live this belonging to nature. The 
story becomes a fertile ground for cultivating empathy, meaning, and 
moral reflection, without a didactic discourse, but through affective 
participation.  
“Dog Legends” stories do not take place in an abstract or artificial 
environment, but in the heart of nature, in forests, grass, sky, and 
animals that live with purpose, not only with narrative function. Each 
scene, each interaction, is a gesture of a symbolic homecoming to life 
as an interconnected living whole, where the child is not only a 
witness, but a living being into fellowship with all the surroundings.  
This choice is not decorative, but intentional. It is a form of 
rehumanization of education through belonging. The child not only 
learns about nature, but with nature. About care, not through rules, but 
through relation. About morality, not by imposing, but as a gesture of 
love towards life.  
Thus, “Dog Legends” is a form of education that doesn’t demand 
performance, but presence. Is an invitation in this hyper-digital world 
for the child to remember the mystery of being alive together with 
everything that is alive.  
 
Digital storytelling as space of identitary co-creation 
Contrary to the perception that the digital desensitizes, Dog Legends 
demonstrate that technology can support emotion, if it is guided by a 
symbolic intention. The characters and the stories are created through a 
combination of 3D, artificial intelligence, music, and personalized 
interactivity. 
The child is invited not only to watch, but to enter the story, to 
continue it with their own voice, emotions, and questions. Each 
scenario becomes a symbolic field where fear, shame or courage can be 
lived safe, without judgment.  
Therefore, this project functions as a space of assisted identitary 
narration, a therapeutic, and educational frame in which the child can 
be supported to tell their own story through collective myth. The 
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characters offer rhythm, not solutions. They do not correct, but 
accompany. They do not impose, but contain.  
This process is of a major importance in the work with muted trauma, 
those experiences that do not have a language yet, but can be expressed 
in an indirect manner through identification, projection, and 
symbolization.  
 
Conclusions: Story as a rehumanization of education  
“Dog Legends” is a symbolic intervention in education and therapy, an 
invitation to rehumanize through story. In a world in which children 
are often overwhelmed by emotions and fast stimuli, the story remains 
a safe space in which things can be understood and felt differently.  
Myth doesn’t belong to the past. Myth is a living form through which 
people, especially children, can understand who they are and what they 
are going through. Archetypes are not labels, but internal models that 
help at the formation of identity, construction of a coherent and 
meaningful self-image.   
In this context, education is no longer only about learning facts, but 
about creating spaces in which the child can (re)find, express, and 
transform themselves. Therefore, story becomes an essential 
instrument of emotional and moral development, capable of bringing 
together logic, emotion, and belonging.  
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Abstract: Volunteering has become an increasingly visible dimension 

of educational and community life in Romania, especially 
in regions where schools have established partnerships 
with local organizations. This paper explores volunteering 
as a form of social capital that supports the career 
orientation of high school students in Arad County. 
Through the theoretical lenses of Bourdieu, Coleman, and 
Putnam, the study highlights how voluntary engagement 
contributes to the development of professional identity, 
civic competence, and relational networks that facilitate 
career decision-making. Volunteering is understood as 
both an educational and sociological process—one that 
links the school environment to the broader community and 
the labor market. 

 
Keywords: volunteering; career; highschool. 
 
Education, society, and the role of volunteering in youth 
development 
Education, according to Durkheim (1956), represents the organized 
transmission of values, norms, and collective knowledge essential for 
social integration. In this sense, schools in Arad County function not 
only as spaces of instruction but also as environments for civic and 
moral formation. In recent years, volunteering activities have become 
integral to this process, connecting students to their communities 
through local NGOs, churches, youth centers, and cultural institutions. 
For many adolescents in Arad, volunteering is their first structured 
experience of social participation. Programs such as Săptămâna Verde, 
Școala Altfel, or collaborations with associations like Centrul de 
Voluntariat Arad and Crucea Roșie Filiala Arad expose students to 
teamwork, leadership, and civic responsibility. These engagements 
exemplify what Giddens (1984) called the “duality of structure”: young 
people internalize social norms while actively reshaping them through 
participation. 
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In rural areas such as Ineu, Gurahonț, or Sebiș, the social value of 
volunteering becomes even more evident—it offers opportunities for 
social inclusion and personal development beyond the limits of the 
formal school curriculum. Volunteering thus becomes a non-formal 
educational bridge between school knowledge and life experience. The 
concept of social capital offers a valuable framework for understanding 
how volunteering affects youth development and career orientation. 
Bourdieu (1986) defined social capital as the sum of actual or potential 
resources linked to durable networks of mutual recognition. Coleman 
(1988) emphasized its role in facilitating cooperation and the 
transmission of norms within communities. Putnam (2000) later 
extended the idea to the civic sphere, arguing that participation in 
associations strengthens democracy and social trust. 
Applied to the educational environment, these theories explain how 
volunteering builds bridging capital—connections across social 
groups—and bonding capital—strong ties within groups of peers. 
Among high school students in Arad, these forms of capital manifest 
through collaborative projects, peer mentoring, and partnerships with 
institutions such as libraries, museums, or NGOs. The trust and 
solidarity developed in these contexts support not only social 
integration but also professional exploration. Moreover, according to 
Becker’s (1993) theory of human capital, voluntary activities increase 
employability by enhancing transversal competencies such as 
communication, organization, and adaptability. In the Arad context, 
many schools integrate volunteering into career counseling modules, 
turning it into a structured step in vocational guidance. 
 
Volunteering as a Space for Career Socialization 
Career orientation among high school students is a multidimensional 
process involving both personal aspiration and social influence. 
Super’s (1990) life-span, life-space theory views career development 
as a lifelong evolution of the self-concept through experiences. 
Volunteering provides the experiential field where this self-concept is 
tested and refined. For instance, students from Colegiul „Mihai 
Viteazul” Ineu involved in local environmental or cultural projects 
often report greater clarity about their professional goals—whether in 
social work, education, or public administration. Through interaction 
with adults, mentors, and institutional partners, they acquire career 
self-efficacy (Bandura, 1997)—the confidence to plan and pursue their 
professional paths. Mead’s (1934) idea of the “generalized other” helps 
explain this process: by acting in roles that serve the community, youth 
internalize the expectations of society and translate them into 
professional aspirations. Volunteering, therefore, acts as a transitional 
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field between adolescence and adulthood, between education and 
employment. 
 
Sociological Insights: Volunteering as a Mechanism of Social 
Integration in Arad 
In the sociological context of Arad County, volunteering also responds 
to the broader need for social cohesion and community participation. 
The presence of diverse socio-economic environments—from urban 
Arad city to rural settlements—creates disparities in access to 
information, guidance, and cultural capital. Volunteering can 
compensate for some of these inequalities by offering symbolic and 
relational resources to students who might otherwise remain socially or 
professionally marginalized. Empirical studies across Europe confirm 
that volunteering enhances not only employability but also civic 
engagement and trust (Dávila & Mora, 2007; European Commission, 
2022). Locally, teachers and school counselors observe that students 
who participate in voluntary actions develop better teamwork abilities, 
stronger motivation, and a greater sense of belonging. These findings 
align with Putnam’s (2000) idea that active participation in associative 
life strengthens democracy and the social fabric. Furthermore, 
partnerships between schools and local institutions in Arad—such as 
Primăria Ineu, Consiliul Județean Arad, or Centrul Cultural Județean—
create a framework for institutional social capital, connecting 
educational initiatives with civic and professional spheres. In the 
Romanian educational landscape, volunteering has gained institutional 
recognition through national strategies and curricular integration. The 
Law on Volunteering (Legea nr. 78/2014) and the National Youth 
Strategy (2022–2027) emphasize the formative and civic dimensions of 
voluntary engagement. At the local level, the Inspectoratul Școlar 
Județean Arad promotes partnerships between schools and non-
governmental organizations, supporting projects focused on 
citizenship, ecology, and professional orientation. Schools such as 
Colegiul Național „Elena Ghiba Birta” and Liceul Teoretic „Adam 
Muller Guttenbrunn” have developed long-term collaborations with 
NGOs and social service institutions, integrating volunteering into 
school development plans. This institutional support transforms 
volunteering from an optional activity into a structured pedagogical 
tool, aligning it with objectives from the national curriculum, 
particularly in counseling and educational development areas. 
Universities in Arad—particularly the Aurel Vlaicu University—also 
contribute by encouraging pre-service teachers to integrate volunteer 
projects into pedagogical practice, linking higher education with pre-
university engagement. The result is a coherent educational ecosystem 
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in which volunteering contributes to the sustainability of local 
communities and the employability of young people. Despite its 
benefits, youth volunteering in Arad County faces a series of structural 
and cultural challenges. Sociologically, these challenges reflect broader 
dynamics within Romanian society—limited civic participation, low 
institutional trust, and persistent social inequality (Field, 2008). Some 
students perceive volunteering as peripheral to academic achievement, 
while others encounter logistical barriers such as lack of transportation 
or limited community infrastructure, especially in rural areas. 
Moreover, the instrumentalization of volunteering—when students 
participate solely for CV enrichment—risks undermining its civic and 
educational value (Handy et al., 2010). Overcoming these tendencies 
requires a cultural shift from voluntarism motivated by obligation to 
one grounded in authentic social engagement. Teachers and school 
counselors play a key role in mediating this transformation, by linking 
volunteering with reflection, self-awareness, and community learning. 
From a sociological viewpoint, the sustainability of volunteering 
depends on the balance between institutional capital (school structures, 
partnerships, resources) and cultural capital (values, norms, collective 
expectations). Strengthening both ensures that volunteering continues 
to generate genuine social capital—trust, cooperation, and civic 
maturity. 
 
Volunteering, Social Capital, and Professional Aspiration: A 
Sociological Interpretation of Youth in Arad County 
The sociological interpretation of volunteering in Arad County reveals 
the dynamic relationship between social capital and professional 
aspiration. Young people construct their career expectations not in 
isolation but within the frameworks of family, school, and community 
relations. Volunteering, as a structured form of participation, mediates 
these relationships by providing access to networks of trust, 
recognition, and mentorship (Bourdieu, 1986; Coleman, 1988). In 
Arad’s educational environment, the “network effect” of volunteering 
is visible in the way students identify professional models. Many of 
them, after participating in volunteering projects organized by schools 
or NGOs, express a clear orientation toward professions with social 
impact—teaching, psychology, medicine, or community work. This 
reflects what Parsons (1951) described as the functional differentiation 
of roles: through volunteering, individuals internalize the value of 
social contribution and adapt to complex professional structures. At the 
same time, volunteering fosters a sense of belonging to a broader moral 
community (Durkheim, 1956). Students involved in long-term 
volunteering projects experience solidarity and purpose, developing 
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what Putnam (2000) called bonding capital—a moral fabric that 
sustains civic and professional identity. This process is particularly 
evident in semi-rural contexts such as Ineu or Păuliș, where 
volunteering initiatives often compensate for the scarcity of 
institutional resources. Through peer groups, students create micro-
communities of practice that mirror professional collaboration. 
In sociological terms, volunteering thus becomes both a space of 
symbolic accumulation and a field of identity negotiation. By engaging 
in social action, students accumulate symbolic resources—recognition, 
legitimacy, visibility—that later translate into vocational motivation 
and career direction. This confirms the assertion that social capital is 
not merely relational but also aspirational—a generator of personal and 
professional trajectories shaped by collective experience. 
 
Conclusions 
Volunteering in Arad County exemplifies how social capital operates 
as a bridge between education and the world of work. It empowers 
students to acquire not only practical and interpersonal skills but also a 
sense of civic responsibility and professional direction. The local 
educational culture, marked by collaboration between schools and 
community organizations, offers fertile ground for transforming 
volunteering into a pedagogical and sociological instrument. 
Integrating volunteering systematically into educational and career 
counseling programs could further enhance its formative potential. For 
educators, it provides a tool for connecting theoretical learning with 
community experience; for students, it represents a path toward 
identity, purpose, and social participation. 
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Abstract: This article examines communication between families and 

a bilingual kindergarten-primary school (“Institution X”) 
in Hungary, as a producer of legitimacy and symbolic 
authority rather than a mere conduit for information. 
Integrating Goffman’s dramaturgical sociology, 
Bourdieu’s theory of habitus and symbolic capital, 
Baudrillard’s analysis of sign-value and hyperreality, and 
Dâncu’s account of symbolic communication, we develop 
an operational Institutional image capital (IIC) index 
combining front-stage practices, symbolic capital, and 
sign-governance. Using longitudinal institutional data 
(2012-2025) – parent satisfaction, mentoring evaluations, 
enrolments/transfers, media presence, and digital activity – 
we show a sustained increase in all sub-indices and in IIC 
(76.8 to 86.8, 2021-2025). Findings support five 
hypotheses: media/digital visibility and consistent 
communicative rituals are associated with higher parental 
trust, reduced conflict, and enrolment growth. The analysis 
demonstrates that (1) predictable front-stage routines 
stabilize interactional order; (2) public recognition of 
pedagogical expertise converts cultural into symbolic 
capital; and (3) proactive sign-management anchors 
meaning before rumor produces simulacra. We conclude 
that communication is constitutive of educational quality: it 
sustains symbolic contracts with the community, shapes the 
interpretive environment of learning, and secures the 
institution’s right to define legitimate educational 
narratives. 
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Introduction 
Communication between families and educational institutions is often 
described as an exchange of information, but contemporary sociology 
and communication theory suggest a deeper function: communication 
constructs social reality, produces legitimacy, and distributes symbolic 
power. In early childhood education – where trust, care, and authority 
intersect – communication is not secondary to pedagogy; it is 
pedagogical action itself. 
This article treats educational communication not as mere information 
transfer, but as the production of respect and symbolic legitimacy. 
Analytically, we align four lenses to distinct roles in the case study: 
Goffman frames communication as staged interaction, guiding our 
assessment of “front-stage” routines (message clarity, tone, 
responsiveness) and their stabilizing effect on parent-teacher 
encounters; Bourdieu situates the institution within a relational field, 
where recognition converts professional competence into symbolic 
capital, operationalized through parental trust, teacher prestige, and 
benign media visibility; Baudrillard alerts us to the semiotic economy 
in which signs can outpace practice, motivating our measures of sign-
governance (visual coherence, sentiment, rumor pre-emption) to 
anchor meaning before simulacra take hold; and Dâncu frames public 
communication as symbolic authority, orienting our expectation that 
coherent, predictable messaging sustains institutional legitimacy. 
Integrated, these lenses yield an operational model – ritualized respect 
(Goffman), investment in symbolic capital (Bourdieu), proactive sign-
management (Baudrillard), and institutional coherence as symbolic 
contract (Dâncu) – tested through composite indicators (parent trust 
indices, media presence, response times, and online sentiment) that 
quantify the institution’s communication-driven image and its effects 
on cooperation and enrolment. 
The purpose of this paper is not to idealize the relationship between 
family and school, but to clarify its structure. As Goffman writes: 
“Society is organized on the principle that any individual who 
possesses certain social characteristics has a moral right to expect that 
others will value and treat him in an appropriate way” (Goffman, 1959, 
p. 13). Applied to education, this means that teachers should not be 
required to “earn” respect daily; they should be granted it as holders of 
institutional and symbolic authority. Communication either reinforces 
this legitimate authority – or erodes it. 
 
Theoretical framework 
This section outlines the conceptual lenses through which 
communication within educational institutions – particularly between 
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families and early childhood educators – is interpreted. The analysis 
employs four complementary frameworks: Erving Goffman’s 
dramaturgical sociology, Pierre Bourdieu’s theory of habitus and 
symbolic capital, Jean Baudrillard’s theory of hyperreality and sign-
value, and Vasile Sebastian Dâncu’s perspective on symbolic 
communication in public institutions. Together, these approaches 
illuminate how meaning, power and representation shape relationships 
between families and schools. 
 
Erving Goffman: social interaction as performance 
Erving Goffman’s dramaturgical theory provides a useful lens for 
understanding communication between families and educational 
institutions. In “The Presentation of Self in Everyday Life”, Goffman 
(1959) describes social interaction as a performance in which 
individuals present themselves to maintain social order and mutual 
recognition. He distinguishes between the front stage, where actors 
enact socially recognizable roles, and the backstage, where emotions 
are managed and roles are prepared (pp. 22-24). Communication in 
schools takes place primarily on the front stage, where both teachers 
and parents are aware that their words, tone, and demeanor are 
interpreted as expressions of competence, care, and respect. A central 
concept in this framework is face-work, defined as the effort to 
maintain one’s positive social value in the eyes of others (Goffman, 
1959, p. 213). In school-family communication, seemingly small 
interactional gestures – delayed replies, overly technical explanations, 
abrupt phrasing – can threaten face, generating defensiveness or 
withdrawal even when intentions are benign. Practices such as 
acknowledging messages promptly, addressing parents by name, or 
contextualizing decisions act as interaction rituals that reaffirm mutual 
respect and enable cooperation (Goffman, 1959, p. 56). 
Communication is not merely informational; it is a symbolic 
performance of institutional legitimacy. When the front stage is 
intentionally structured – through clear expectations, stable tone, and 
consistent communicative rhythm – parents experience predictability 
and emotional safety. When the front stage becomes ambiguous or 
inconsistent, interpretive uncertainty increases, and everyday 
exchanges risk becoming sites of tension. In this sense, trust in 
educational settings is sustained not only by pedagogical expertise but 
by the careful management of relational presence. 
 
Pierre Bourdieu: habitus, field, and symbolic capital in educational 
communication 
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Pierre Bourdieu’s framework clarifies why communication between 
families and educational institutions is shaped not only by information 
exchange, but by deeply rooted social meanings. In “The Logic of 
Practice”, Bourdieu (1990) defines habitus as the system of embodied 
dispositions formed through accumulated cultural experience. Habitus 
influences how individuals perceive educational authority, evaluate 
behavior, and interpret communicative tone (pp. 52-54). Parents and 
teachers do not approach interaction as neutral participants; they bring 
historically formed expectations about what a school should provide 
and how respect should be expressed. Educational interaction unfolds 
within what Bourdieu calls a field, a structured social space governed 
by its own norms and hierarchies (Bourdieu & Wacquant, 1992, pp. 
97-99). The school constitutes such a field, with its institutional 
routines, evaluative criteria, and forms of professional legitimacy. 
Within this field, communication is not only informational but 
interpretive: each exchange implicitly negotiates whose definition of 
the situation prevails – what counts as “appropriate behavior,” 
“responsible parenting,” or “professional judgment.” A central 
mechanism in this process is symbolic capital, the form of prestige, 
trust, and recognition that is accepted as legitimate within a given field 
(Bourdieu, 1986, p. 245). Teachers hold cultural capital (pedagogical 
knowledge, professional preparation) and, when socially 
acknowledged, symbolic capital (the right to define educational 
meaning). Parents hold social capital (community networks, peer 
influence), which also shapes perception and authority. 
Communication proceeds smoothly when these forms of capital are 
mutually recognized; tension arises when either side feels its 
legitimacy is questioned. As Bourdieu notes, “every linguistic 
exchange contains the potential for an act of authority” (“Language and 
Symbolic Power”, 1991, p. 109). In practice, a teacher’s explanatory 
message may be perceived as judgment, while a parent’s request for 
clarification may be interpreted as criticism. When schools invest 
deliberately in symbolic capital – through transparent communication, 
public acknowledgment of teacher expertise, and visible consistency of 
institutional values – trust becomes a shared resource rather than an 
expectation. In this view, communication is not simply the transfer of 
messages, but the ongoing construction of mutual recognition and 
educational purpose. 
 
Jean Baudrillard: sign-value, hyperreality, and the educational 
narrative 
Jean Baudrillard’s theory of sign-value helps explain why parental 
perceptions of educational institutions often emerge from mediated 
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representations rather than direct experience. In “Simulacra and 
Simulation”, Baudrillard argues that contemporary social life is marked 
by a “substitution of signs of the real for the real” (Baudrillard, 1994, 
p. 2). In such conditions, images and narratives do not merely refer to 
reality; they actively organize how reality is understood. This dynamic 
becomes visible in everyday school-family communication. Parental 
interpretations of school life are frequently shaped by small symbolic 
fragments circulating in digital spaces: a photograph shared in a 
messaging group, a brief emotional comment from another parent, a 
post on social media. A single image of a child crying during 
separation may become, for some parents, evidence of emotional 
neglect. Conversely, a series of carefully curated images of smiling 
children engaged in crafts may produce the impression of harmony and 
pedagogical excellence, independent of more complex classroom 
realities. Here, the school is not evaluated through sustained 
observation, but through the sign-value of what is shared and repeated. 
Baudrillard’s insight is that these signs acquire meaning not because 
they accurately represent practice, but because they circulate and are 
collectively recognized. A story narrated in a parent WhatsApp group 
may become the definitive interpretation of an event before teachers 
are even aware that a narrative has formed. In such cases, conflict 
arises not from substantive disagreement, but from the acceleration of 
interpretation ahead of relational dialogue. The school becomes 
vulnerable precisely when parents speak about the institution more 
than with it – when symbolic meaning detaches from educational 
practice. The implication is that communication cannot be limited to 
reactive clarification. Institutions must engage in symbolic governance 
– the ongoing production of visible, credible traces of educational life. 
Short descriptive narratives of daily learning activities, documentation 
of process rather than only outcomes, and timely clarifications when 
emotionally charged interpretations arise function as stabilizing 
semiotic anchors. These practices do not operate as image-management 
in a superficial sense; they generate a shared interpretive framework in 
which experience can be understood.  
From this perspective, Baudrillard complements Goffman and 
Bourdieu within the same analytical structure. Where Goffman 
highlights the performative organization of interaction, and Bourdieu 
explains how authority and legitimacy are rooted in symbolic capital, 
Baudrillard shows that the circulation of signs can overtake lived 
practice unless meaning is intentionally grounded. For educational 
institutions, teaching necessarily includes the work of meaning-
making. Meaning is co-constructed, negotiated, and symbolically 
sustained in the shared social space that connects school and family. 
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Symbolic communication – meaning, power, and institutional trust 
While Goffman, Bourdieu, and Baudrillard provide conceptual lenses 
for understanding interaction, legitimacy, and the circulation of 
meaning, the work of Vasile Sebastian Dâncu adds a complementary 
dimension to this framework: communication as symbolic power. In 
“Symbolic Communication”, Dâncu argues that public institutions do 
not simply transmit information; they simultaneously project identity, 
authority, and expectations. As he states, “Public institutions do not 
communicate only information; they communicate identity, authority, 
and expectations. A deficit of symbolic communication becomes a 
deficit of legitimacy” (Dâncu, 2011, p. 45).  Within the school-family 
relationship, communication functions as a transfer of symbolic capital 
– trust, recognition, respect, and a sense of belonging. Communication 
is not merely operational; it is constitutive of the relationship between 
institution and community. 
This theoretical perspective can be expressed through four principles 
adapted to the educational context: 
 
Table 1. Principles of symbolic communication applied to the school-
family relationship (own source) 
Concept (after Dâncu) Application in the school-family 

relationship 
Communication does not 
only transmit reality; it 
constructs it. 

A school newsletter does not simply 
report activities; it defines what 
“success,” “care,” and “educational 
quality” mean for the community. 

Symbolic communication 
produces authority and 
legitimacy. 

Consistent, respectful communication 
reinforces the teacher’s symbolic role as a 
credible professional. 

Lack of communication 
results in loss of 
symbolic capital. 

Silence after a conflict allows social 
media narratives to replace institutional 
reality. 

The institution must be 
visible, predictable, and 
coherent. 

Parents develop trust when the school 
speaks with one voice, provides evidence, 
and treats them as collaborative partners. 

 
This view aligns with Watzlawick’s communication theory. His well-
known assertion that “one cannot not communicate” (Watzlawick, 
Beavin, & Jackson, 1967, p. 51) highlights that every action – 
including silence – is interpreted as communication. When messages 
are delayed, fragmented, or absent, parents may infer disinterest, 
uncertainty, or even incompetence. Thus, communication must be 
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understood not only as informational exchange, but as symbolic 
signaling. 
The implications become visible in everyday school interactions: 
 
Table 2. Symbolic failure and symbolic authority in school 
communication (own source) 
Situation Symbolic failure 

(low institutional 
trust) 

Symbolic authority (high 
institutional trust) 

A parent writes 
to a teacher and 
receives no 
response for 
several days. 

The teacher is 
perceived as 
indifferent, 
overwhelmed, or 
dismissive. 

Even a brief 
acknowledgment (“I have 
received your message and 
will respond tomorrow.”) 
communicates presence 
and care. 

A planned 
activity is 
canceled without 
explanation. 

The institution 
appears 
disorganized or 
unaccountable. 

A clear explanation with 
alternatives frames the 
decision as responsible and 
respectful. 

Parents learn 
about 
institutional 
decisions from 
informal 
networks. 

Rumor replaces 
institutional reality. 

The institution maintains 
narrative primacy by 
communicating promptly, 
transparently, and 
consistently. 

 
Understanding symbolic communication is significant for evaluating 
institutional trust. Education does not consist solely of instructional 
content; it operates through symbols, rituals, and shared meaning – a 
child entering a classroom, a teacher greeting parents, or a community 
celebrating the beginning of the school year. These are acts of 
symbolic validation, through which belonging and legitimacy are 
continuously constructed. Dâncu articulates this succinctly: 
“Institutions are not sustained only by laws, but by symbolic contracts 
with the community. When those symbols break, authority collapses 
before structure collapses” (2011, p. 63). 
This perspective directly supports the methodology proposed in the 
present study: measuring symbolic capital, parental trust, media 
presence, and communication practice is not merely descriptive – it can 
provide a scientifically grounded approach to evaluating educational 
quality and institutional stability. 
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Research design and methodology 
The goal of this study is to analyze how communication practices 
within an educational institution contribute to the formation and 
consolidation of symbolic capital, institutional trust, and public image. 
The case study focuses on a Romanian-Hungarian bilingual 
kindergarten and primary school (hereafter referred to as Institution X) 
located in Southeastern Hungary. The analysis seeks to determine how 
communication acts – verbal, nonverbal, digital, and symbolic – shape 
parental perceptions and institutional legitimacy over time. 
This objective emerges directly from the theoretical framework: 
Goffman illuminates how the institution performs credibility through 
front-stage interaction; Bourdieu situates institutional trust within 
symbolic capital and field dynamics; Baudrillard emphasizes the 
circulation of signs and narratives in digital environments; and Dâncu 
clarifies communication as symbolic authority in public institutions. 
Taken together, these perspectives justify studying communication not 
merely as transmission of information, but as production of meaning, 
identity, and trust. 
Based on the theoretical framework, the study advances five 
hypotheses: 

• H1: Increased symbolic capital leads to higher parental trust. 
• H2: Consistent “front stage” reduces conflict and transfers. 
• H3: Digital presence contributes to institutional legitimacy. 
• H4: Trust and symbolic capital correlate with enrolment 

growth. 
• H5: Communication is production of respect, not only 

information. 
All data involving individuals were anonymized and no identifying 
personal or familial information is presented. The institution’s real 
name is not used; it is referred to as Institution X. Interpretations were 
cross-validated with documented institutional records, to avoid 
narrative bias. 
 
Data sources 
The analysis integrates qualitative and quantitative data: 
Table 3. Case selection (own source) 
Data source Period 

observed 
Notes 

Parent satisfaction 
surveys 

2012-2025 Annual; mean scores 4.2-4.8/5; no 
year below 4.2. 

Mentoring 
evaluation of 
teachers 

2012-2025 Scores consistently 4.5-5/5. 
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Kindergarten 
enrolments 

2012-2025 From 5-6/year to 12-14/year in last 
3 years. 

School enrolments 2012-2025 From 2-5/year to 12-17/year in 
recent years. 

Transfers (exits) 2012-2025 Constant 2-5 children/year (reasons 
include “rigidity”, “communication 
issues”). 

Media presence 
(press/radio/tv) 

2018-2025 2-3 to 14-15 appearances annually. 

Facebook/web 
visibility 

2019-2025 Steady increase in posts, reach, 
community interaction, over 200%. 

Institutional 
prestige 

Last 6 
years 

Bázis intézmény - Model institution 
(three cycles, 9 years), eTwinning 
School (3 years), more than 10 
partnerships. 

The longitudinal coverage (2012-2025) enables the analysis of how 
symbolic contracts with the community (Dâncu, 2011) evolve with the 
institutionalization of front-stage routines (Goffman, 1959). The 
continuity of parent surveys and mentoring evaluations ensures that 
trust and interactional order are not episodic artefacts but persistent 
features of the institutional culture. 
 
Table 4. Evolution of trust, reputation and enrolment (own source) 
Yea
r 

Paren
t trust 
(from 
) 

Symboli
c capital 
index 

Media 
appearance
s 

Enrollment
s 

Transfer
s 

2012 4.2 60 2 5 3 
2015 4.4 65 3 6 3 
2018 4.6 72 6 10 4 
2021 4.7 80 10 12 3 
2023 4.8 85 12 14 5 
2025 4.9 90 15 16 2 

The parallel rise of parental trust (4.2 to 4.9/5) and the symbolic capital 
index (60 to 90/100) indicates the conversion of cultural capital 
(teacher expertise) into symbolic capital (recognized legitimacy) that, 
in turn, guides family choice (Bourdieu, 1986). Growing enrolments 
alongside stable transfers suggest net reputational gains within the 
local educational field. 
 
Case study analysis  
Institutional image is operationalized using the Institutional image 
capital index (IIC), calculated as: 
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Where: 
Table 5. Calculation of IIC (own source) 
Variable Meaning Examples of indicators Scale 

 

Front-stage 
communication 

Message clarity, response 
time, ritualized 
acknowledgment 

0-
100 

 

Symbolic capital Parental trust, teacher 
prestige, media visibility 

0-
100 

 

Sign-governance Visual coherence, narrative 
consistency, rumor-
prevention responses 

0-
100 

The decomposition of the Institutional image capital into front-stage, 
symbolic capital, and sign-governance operationalizes the theoretical 
synthesis: interactional order (Goffman), legitimacy (Bourdieu), and 
narrative control in digitized environments (Baudrillard) converge in a 
measurable construct, consistent with Dâncu’s view that institutional 
identity is symbolically produced. 
 
Table 6. Institutional image capital (IIC) – calculation table, 2021-
2025 (own source) 
Year Front-stage 

(F̄) 
Symbolic Capital 
(S̄) 

Sign-governance 
(Ḡ) 

IIC 

2021 78 80 70 76.8 
2022 82 84 74 80.8 
2023 85 87 77 83.8 
2024 87 89 79 85.8 
2025 88 90 80 86.8 

The monotonic increase of all three sub-indices and the composite IIC 
(76.8 to 86.8) supports H1–H5 jointly: legitimacy accrues (Bourdieu), 
front-stage routinization stabilizes interaction (Goffman), sign-
management pre-empts simulacra (Baudrillard), and the institution 
sustains symbolic reliability (Dâncu), which families translate into trust 
and enrolment. 
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Figure 1. Institutional image capital evolution 2021-2025 (own source) 

 
The smooth, incremental trajectory indicates not campaign effects but 
institutionalization: repeated communicative acts have become 
recognizable rituals that carry meaning across time and channels, 
which is precisely how symbolic authority is reproduced in practice. 
The data presented in Table 6 and Figure 1 indicate a steady upward 
trajectory in all three sub-indices – Front-Stage Communication (F̄), 
Symbolic Capital (S̄), and Sign-Governance (Ḡ) – over the period 
2021-2025. The relatively uniform progression suggests not isolated 
improvements, but a coordinated shift in how the institution presents 
itself, interacts with families, and sustains its public narrative. The 
gradual rise in Front-Stage Communication (F̄) reflects a more 
deliberate structuring of the “public stage” of interaction, consistent 
with Goffman’s conceptualization of social performance. Increased 
clarity of messaging, greater consistency of tone, and the introduction 
of predictable communicative rituals (such as timely acknowledgment 
of parent messages) have reduced uncertainty in parent-teacher 
exchanges. These practices helped stabilize the shared interactional 
frame, making encounters more predictable and therefore less 
emotionally charged. In Goffman’s terms, the school became more 
adept at “maintaining the expressive order” required for cooperative 
interaction.  
The most notable gains, however, occur in Symbolic Capital (S̄). This 
confirms Bourdieu’s claim that authority in institutional fields is not 
solely based on formal role or legal structure, but is reinforced through 
recognition and prestige. The increasing confidence expressed by 
parents and the strengthening public reputation of the teaching staff 
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suggest that the institution has accumulated symbolic legitimacy over 
time. This legitimacy operates as a stabilizing resource: once 
recognized as trustworthy, the institution obtains greater interpretive 
power in moments of uncertainty. More clearly: symbolic capital 
becomes a buffer against conflict. 
The upward trend in Sign-Governance (Ḡ) indicates that the institution 
has learned to manage not only information but meaning, a distinction 
emphasized in Baudrillard’s analysis of sign-value. The growing 
consistency of visual representation, the rapid clarification of rumors, 
and the proactive sharing of narrative fragments (images, short 
reflections, and documented classroom activities) enabled the school to 
“occupy the symbolic space” before speculative narratives could form. 
This suggests that the institution did not merely transmit facts but 
produced interpretive frames through which experiences were 
understood. 
Taken together, the trends support Dâncu’s assertion that institutional 
communication does not simply convey messages – it constructs 
identity and legitimacy. The improvements in communication quality 
have not only facilitated smoother day-to-day coordination; they have 
contributed to the consolidation of the school’s symbolic authority 
within the community. The institution became visible, coherent, and 
predictable—attributes that generate trust and reduce the risk of 
interpretive fragmentation. 
 
Interpretation and theoretical implications 
The findings of this case study indicate that the sustained improvement 
in communication practices within the institution has contributed not 
only to smoother administrative coordination, but also to the 
consolidation of trust and institutional legitimacy. The gradual rise in 
all three sub-indices – Front-stage communication, Symbolic capital, 
and Sign-governance – suggests that communication in education 
operates as a form of symbolic labor rather than merely the 
transmission of information. The school does not simply speak to 
parents; it constructs the meaning through which the school-family 
relationship is experienced, interpreted, and emotionally lived. This 
understanding resonates with Goffman’s theory of interactional order, 
in which social encounters rely on predictable symbolic performances 
that allow individuals to maintain “face” and avoid embarrassment 
(Goffman, 1959, pp. 213-215). As the institution standardized tone, 
response pace, and communicative rituals, it effectively strengthened 
the “expressive order” of school-family interactions. The reduction of 
communicative ambiguity and the clear framing of expectations helped 
create an environment where both educators and parents could interact 
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without fear of misrecognition or unintended offense. In this sense, 
communication became a form of emotional and relational governance. 
This supports H2 (a consistent front-stage reduces conflict and school 
transfers). 
At the same time, the steady growth in Symbolic capital confirms 
Bourdieu’s insight that authority is not based solely on formal position, 
but on recognition and legitimacy granted by others (Bourdieu, 1986, 
pp. 241-249). The high trust scores reported by parents, along with 
increasing public regard for teachers and the institution, indicate that 
the institution has developed a stable form of symbolic authority. This 
symbolic capital functions as a resource that cushions the institution 
against the destabilizing effects of conflict. When misunderstandings 
arise – as they inevitably do in emotionally charged educational 
settings – the interpretive frame is no longer “Is the institution 
competent?”, but rather “What is the context, and how do we resolve 
this together?” Symbolic capital thus reconfigures conflict from 
adversarial to collaborative. This supports H1 and H4 (symbolic capital 
increases trust and enrolment). 
The improvement in Sign-governance highlights the relevance of 
Baudrillard’s analysis of hyperreality in late modern communication. 
Parents increasingly understand and evaluate educational institutions 
not through direct experience, but through mediated representations – 
photos, short messages, online discussions, circulating narratives. As 
Baudrillard suggests, signs can precede and reshape the perception of 
reality (Baudrillard, 1994, p. 2). The institution’s proactive use of 
visual narratives, micro-reports, and transparent messaging effectively 
anchored parental interpretation in observable and credible evidence of 
educational practice. Instead of reacting to rumors, the institution 
produced meaning continuously, thus creating semiotic stability and 
preventing negative simulacra from gaining traction.  And this supports 
H3 (digital visibility contributes to symbolic legitimacy). 
The overall rise in the Institutional image capital index (IIC) therefore 
supports Dâncu’s argument that public institutions maintain legitimacy 
not only through administrative functioning, but through symbolic 
communication – the ongoing production of identity, coherence, and 
shared significance (Dâncu, 2011, pp. 45-63). The institution’s 
visibility, predictability, and narrative consistency functioned as 
stabilizing symbolic contracts with the community. Trust did not 
emerge from effort alone, but from symbolic reliability: the institution 
appeared as the same across time, channels, and situations. 
The theoretical implication evolves: educational quality cannot be 
evaluated solely through pedagogical outcomes or academic 
achievement. Communication itself constitutes a dimension of 
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educational quality, because it shapes the interpretive environment in 
which learning takes place. A school with strong teaching but weak 
symbolic communication may be perceived as disorganized, rigid, or 
uncaring; conversely, a school with strong symbolic communication 
can transform emotionally charged interactions into opportunities for 
shared meaning-making. This supports H5 (communication is 
production of respect, not only transmission). Communication is not 
ancillary to pedagogy – it is a condition of pedagogical possibility. 
When communication stabilizes trust, it creates the relational and 
emotional space in which authentic collaboration can occur. The 
school-family relationship becomes a shared ethical and symbolic 
project: not only to educate the child, but to maintain the dignity and 
humanity of all participants. The results of the case study suggest that 
strengthening communicative ritual, cultivating symbolic authority, 
and managing narrative environments are not peripheral tasks. They 
are core institutional responsibilities, essential to sustaining 
educational legitimacy and pedagogical flourishing. In effect, to 
educate is also to communicate meaning – and where meaning is 
shared, trust becomes possible. 
 
Table 7. Hypotheses confirmation table (own source) 
Hypothesis Status Evidence 
H1: Increased 
symbolic capital leads 
to higher parental 
trust. 

Confirmed Symbolic capital index rose 
from 60 to 90, while trust 
increased from 4.2 to 4.9. 
Correlation visible across 12-
year trend. 

H2: Consistent “front 
stage” reduces 
conflict and transfers. 

Confirmed After standardised messaging 
and ritualised communication 
(post-2020), transfers decreased 
from 4-5/year to 2 in 2025. 

H3: Digital presence 
contributes to 
institutional 
legitimacy. 

Confirmed Facebook engagement raised 
with 220%, website traffic 
doubled, media visibility 
increased from 3 to 15 
appearances/year. 

H4: Trust and 
symbolic capital 
correlate with 
enrolment growth. 

Confirmed As trust and symbolic capital 
increased, new enrolments rose 
from 5 to 16 (kindergarten) and 
school population from  
approximately 80 to150. 

H5: Communication 
is production of 

Confirmed Rituals of recognition, tone 
consistency, parent inclusion 
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respect, not only 
information. 

have demonstrable effects on 
loyalty and institutional 
reputation. 

The hypothesis pattern is coherent: the same processes that elevate 
symbolic capital also compress interactional ambiguity and dampen 
rumor-driven volatility, thereby aligning micro-rituals of 
communication with macro-level institutional prestige and choice 
behavior. 
 
Strategic implications for institutional communication 
The case study results indicate that communication in educational 
institutions must be treated as a structured, intentional practice, rather 
than a reactive administrative task. Based on the theoretical framework 
and empirical evolution of the Institutional image capital index (IIC), 
several strategic directions emerge for designing a sustainable 
communication model. 
 
Designing the front stage (Goffman) 
To reduce interpretive uncertainty and maintain interactional stability, 
the institution should design its communicative “front stage” with the 
same intentionality as it designs pedagogical activities. 
This involves predictable communication rhythms (e.g., weekly 
summary messages, monthly newsletters); clear tone standards 
emphasizing respect, warmth, and precision; visible interaction rituals, 
such as thanking parents for cooperation, publicly acknowledging 
children’s efforts, and personalized greetings at arrivals and departures. 
These practices stabilize “face-work,” lowering the emotional cost of 
parent-teacher interactions and reducing opportunities for 
misinterpretation. 
 
Consolidating symbolic capital (Bourdieu) 
Since institutional legitimacy is co-constructed, prestige is not a 
background condition, but an active practice. 
Strategies include: public recognition of teachers’ expertise, such as 
professional awards, participation in conferences, or community 
recognition ceremonies; transparent decision-making through brief 
explanatory notes rather than silent procedural enforcement; consistent 
visual identity (colors, tone, message framing) reinforcing the school’s 
narrative coherence. Symbolic capital functions as a buffer: when trust 
is high, conflicts are interpreted as solvable; when trust is low, they are 
interpreted as threats. 
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Governing signs in the digital environment (Baudrillard) 
Because parental perception is increasingly mediated rather than 
experiential, the institution must be an active producer of meaning, not 
a passive respondent to discourse. 
The most effective measures include: micro-narratives with evidence: 
two-three images paired with a concise explanatory text describing 
learning processes (“Today the children explored… They discovered 
that…”); immediate narrative anchoring after emotionally charged 
events; monitoring the emotional tone (sentiment analysis) of 
WhatsApp and Facebook interactions. Rather than “correcting” rumors 
after they circulate, the institution pre-empts distortion by speaking 
first, clearly, and visually. 
 
Maintaining symbolic consistency (Dâncu) 
Institutional identity must appear coherent across channels, contexts, 
and time. Symbolic inconsistency is interpreted as unreliability. 
Therefore: communication should adhere to a unified narrative logic: 
“We are a community of learning, collaboration, and shared dignity.”; 
messages should align in meaning, whether sent in person, via official 
email, or in social media; silence should never follow emotionally 
meaningful events; silence is interpreted, even when unintended. 
Dâncu reminds us: institutions lose legitimacy symbolically before 
they lose it structurally. 
 
Operationalizing the strategy 
Table 8. Elements for a replicable communication structure (own 
source) 
Component Description Time 

frame 
Communication 
protocol 

Tone, timing, response 
expectations, greeting and 
closure formulas. 

Permanent 

Weekly micro-
report 

3-6 sentences + 2-3 images 
documenting learning activities. 

Weekly 

Monthly narrative 
newsletter 

Curated achievements, upcoming 
events, educator reflections. 

Monthly 

Parent partnership 
rituals 

Workshops, open days, shared 
celebrations, family learning 
events. 

4-6 per 
year 

Annual image 
capital report 

Presentation of IIC evolution and 
community feedback. 

Annual 

This model transforms communication from reactive to generative, 
because it builds trust before conflict arises; it frames disagreement as 



Journal Plus Education                   Vol. XXXIX no. 2/ 2025                        p. 608-625 

624 
 

a shared problem, not a confrontation; and it transforms the institution 
into a meaning-making community. 
 
Conclusion 
This study advances an integrative model, in which educational 
communication is conceptualized as symbolic labor. At the 
interactional micro-level, the standardization of front-stage routines 
reduced ambiguity and stabilized “face-work,” consistent with 
Goffman’s account of the interaction order. At the meso-level, visible 
recognition of teacher expertise transformed cultural capital into 
symbolic capital, granting the institution interpretive authority in 
moments of uncertainty, as theorized by Bourdieu. At the macro-
communicative level, the deliberate governance of signs-short visual 
narratives, timely clarifications, consistent tone-prevented rumor from 
crystallizing into simulacra, in line with Baudrillard. Across these 
layers, Dâncu’s insight proved decisive: public institutions maintain 
legitimacy through symbolic contracts; when those symbols are 
coherent across time and channels, trust becomes robust. 
The steady rise of the IIC (and its sub-indices) between 2021 and 2025, 
together with longitudinal gains in parental trust and enrolments (2012-
2025), suggests institutionalization rather than episodic image 
management. The findings recommend a lean, replicable strategy: 
predictable rhythms of communication, public recognition rituals, and 
proactive narrative anchoring. Communication, in this view, is not 
ancillary to pedagogy but a condition of its possibility – an ongoing 
production of respect that enables collaboration, buffers conflict, and 
stabilizes educational meaning. 
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Abstract: This study explores the fundamental theoretical frameworks 

of reflective practice in professional development, based on 
the premise that the professional debut of teachers 
continues to be described in the specialized literature as a 
critical stage for the formation of professional identity and 
the maturation of teaching competences. The article offers 
a critical and integrative analysis of both international and 
Romanian literature, examining the evolution of the 
concept of professional reflection from classical models 
(Dewey; Van Manen; Schön) to contemporary frameworks 
focused on identity, emotional and digital integration, 
reflective mentoring, and collaborative learning 
(Korthagen; Akkerman & Meijer; Redecker & Punie). 
Beyond the theoretical synthesis, the study includes an 
exploratory qualitative analysis conducted through a semi-
structured interview survey addressed to novice teachers, 
aiming to capture how they understand and practice 
reflection, as well as the barriers and facilitators of its 
implementation in concrete school contexts. The results 
converge toward interpreting reflection as a contextual, 
dialogical, axiological, and technologically mediated 
phenomenon that combines cognitive, affective, and ethical 
dimensions of teaching practice and calls for systemically 
oriented initial and continuous training policies. 
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Introduction 
The beginning of a teaching career is recognized as a period with a 
high degree of professional and emotional vulnerability, often marked 
by what Veenman (1984) called the “reality shock”: the gap between 
theoretical preparation and the practical complexity of teaching. Recent 
literature confirms the persistence of this challenge and highlights the 
critical role of professional support, reflexivity, and mentoring in 
reducing the risk of burnout and attrition (Ingersoll & Strong, 2011; 
Kyriacou, 2022). 
In the European and Romanian context, the need to develop a reflective 
culture became more acute during and after the pandemic, alongside 
the pressure to integrate educational technologies (Redecker & Punie, 
2017; Istrate & Neculau, 2021). Professional reflexivity thus emerges 
as a central competence, necessary not only for didactic adaptation but 
also for maintaining psychosocial well-being and fostering an ethical 
and responsible educational practice (Cucoș, 2020). 
 
The Evolution of the Concept of Reflective Practice 
The formative models of reflection originate in the works of Dewey 
(1933), who described reflection as a deliberative process oriented 
toward problem-solving. Later, Van Manen (1977) introduced the 
distinction between the technical, practical, and critical levels of 
reflection, offering a hierarchical framework for professional 
maturation. Schön (1983) complemented these approaches with the 
idea of reflection integrated into action, describing the professional’s 
ability to adjust strategies in real time. 
Contemporary literature expands these models by including identity-
related, emotional, digital, and social dimensions. Korthagen (2017) 
proposed an ecological perspective, viewing reflection as a mechanism 
for harmonizing environment, competences, beliefs, and identity. 
Akkerman and Meijer (2019) highlighted the dialogical nature of 
teaching identity, emphasizing the role of collective reflection. In 
parallel, the European DigCompEdu frameworks (Redecker & Punie, 
2017) include reflection as an essential part of digital educational 
competences. 
Romanian research (Cucoș, 2020; Iucu & Pânișoară, 2019; Albulescu 
& Catalano, 2021; Istrate & Neculau, 2021) confirms the need to 
integrate reflection into both initial and continuous teacher training, 
emphasizing its ethical dimension and the role of reflective mentoring 
in Romanian schools. 
To understand the depth of the concept, it is useful to differentiate 
between levels of reflection as developed by theorists. The model 
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proposed by Schön (1983) contrasts two types of professional 
reflection: 
 
Mode of 
Reflection 

Focus When It 
happens 

Reflection-in-
Action 

Real-time adjustment; 
modifying actions while an 
activity is in progress. 

During the 
activity. 

Reflection-on-
Action 

Retrospective analysis; 
learning from and evaluating a 
past event. 

After the 
activity. 

Tab.1. Characteristics of Reflection Models 
 
Donald Schön’s concept of Reflection-in-Action is a central 
component of his seminal work “The Reflective Practitioner” (1983). It 
describes the ability of skilled professionals to think, adapt, and learn 
while performing a task. 
Reflection-in-Action is the process of “thinking on your feet” or 
“knowing-in-action.” It is the ability to recognize something 
unexpected or problematic in a situation, analyze it, and make an 
immediate adjustment to one’s actions without consciously interrupting 
the flow of activity. This process is often intuitive and specific to 
experienced professionals. 
 
Characteristic Description 
Timing Occurs during the action or event. 
Process A real-time, intuitive, and improvisational 

response to immediate feedback. 
Learning 
outcome 

The practitioner draws on their tacit knowledge 
(unarticulated, experience-based understanding) to 
reframe the problem and adjust their doing. 

Purpose To maintain effective performance, solve an 
unforeseen problem immediately, and keep the 
action moving forward. 

Tab.2. Key Characteristics of Reflection-in-Action 
 
Reflection-on-Action is the retrospective component of Donald 
Schön’s (1983) model of reflective practice. It involves taking a critical 
look at an experience, event, or action after it has occurred, allowing 
the professional to learn from it and inform future practice. 
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Characteristic Description 
Timing Occurs after the action is complete (retrospective). 
Process Systematic analysis of an event, often involving 

journaling, discussion with peers, or structured 
debriefing. 

Learning 
outcome 

Leads to the conscious development of new 
knowledge, revised strategies, or changes to one's 
theory-in-use. 

Purpose To understand why things happened as they did, to 
identify the underlying assumptions and 
knowledge-in-action that guided the performance, 
and to formulate lessons for the future. 

Tab.3.  Key Characteristics of Reflection-on-Action 
 
Reflection-on-Action is crucial because it transforms raw experience 
into practical professional knowledge. It is the process through which 
the professional moves from mere action (knowing-in-action) to a 
conscious understanding of what they know and how they apply that 
knowledge. While Reflection-in-Action refers to immediate and 
intuitive adjustments made during performance, Reflection-on-Action 
involves deliberate and structured thinking carried out afterward. 
 
Mentoring Strategies Centered on Reflection 
The mentor should not simply provide solutions but rather guide the 
novice teacher (the mentee) to find their own solutions through self-
analysis. Mentoring strategies include: 

• Cognitive Coaching – Bringing to light the thinking behind the 
action (reflection-in-action). The mentor uses open-ended 
questions to explore the mentee’s mental processes (e.g., “What 
made you change your plan at that moment?”). 

• Structured Debriefing Meetings – Transforming concrete 
experience into formal knowledge. A reflective cycle is used 
(e.g., Korthagen’s ALACT Model: Action → Looking back on 
the action → Awareness of essential aspects → Creating 
alternatives → Testing the new action). 

• Shared Reflection Journal – Creating a non-formal and 
confidential communication space. The mentor comments in 
writing on the mentee’s observations, offering alternative 
perspectives or relevant resources and encouraging honest self-
disclosure. 

• Communities of Practice (CoP) for Novice Teachers – 
Socializing problems and solutions. Novice teachers analyze 
critical cases from their own practice in groups. Collective 
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reflection reduces the sense of isolation and validates 
challenges (Rad, Vîșcu, Cădariu & Watkins Jr., 2025). 

 
Methodology 
The study investigates the professional development needs and 
reflective practices of novice teachers, aiming to identify the specific 
challenges of early teaching careers, mechanisms of professional 
regulation, and the role of mentoring in developing reflective thinking. 
The research aligns with the qualitative–constructivist paradigm, 
focusing on understanding the subjective meanings attributed to 
professional experiences and reflective learning processes in real 
teaching contexts. 
 
Objectives and Design 
The research was conceived as an exploratory qualitative study, with 
the main objective of analyzing how early-career teachers perceive and 
apply reflection on their own practice, as well as identifying their 
professional support needs. Since the purpose of the study is 
comprehensive rather than predictive, the chosen method allows for an 
in-depth exploration of individual experiences—not for statistical 
generalization but to generate transferable insights for teacher training 
and professional development. 
 
Method and Research Instrument 
The method used was a qualitative survey based on semi-structured 
interviews, designed to capture the representations, experiences, and 
reflective strategies of novice teachers (Bocoș, Stan & Crișan, 2021). 
The research instrument — the interview guide titled “Professional 
Development Needs and Reflective Practice among Novice Teachers” 
— was developed from Schön’s (1983) theoretical framework of 
professional reflection, complemented by more recent perspectives on 
reflective mentoring (Korthagen, 2001; Loughran, 2010). 
The interview contained seven thematic questions, progressively 
structured from the descriptive dimension of experience to the 
interpretive and critical levels of reflection: 

1. Initial challenges in teaching activity; 
2. Professional development priorities; 
3. Awareness of reflective practice; 
4. Situations of reflection-in-action; 
5. Institutional support and mentoring; 
6. Transition to critical reflection; 
7. Medium-term professional development projections. 
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The questions were open-ended, encouraging narrative expression and 
free articulation of perceptions. The interviewer used clarification, 
reformulation, and probing techniques specific to semi-structured 
interviews. 
 
Sample and Procedure 
The research sample consisted of 24 novice teachers from both urban 
and rural schools, with professional experience ranging from 6 months 
to 3 years. Participant selection was purposive, considering diversity in 
school contexts and access to institutional mentoring. The interviews 
were conducted individually, either face-to-face or online, with an 
average duration of 30–40 minutes. All participants signed informed 
consent forms, and their identities were protected through anonymous 
coding. 
 
Qualitative Data Analysis 
Data interpretation was carried out using thematic analysis (Braun & 
Clarke, 2006), combining inductive coding (based on emerging 
responses) and deductive coding (derived from theoretical frameworks 
of professional reflection). The analysis followed four successive 
stages: 

1. Familiarization with the material – full transcription of 
interviews and repeated reading to highlight significant ideas. 

2. Initial coding – identifying recurrent meaning units (e.g., 
“uncertainty in classroom management,” “need for constructive 
feedback,” “spontaneous adaptation to unexpected situations”). 

3. Theme formation – grouping codes into broader conceptual 
themes capturing cognitive, emotional, and organizational 
processes involved in professional development. 

4. Integrative interpretation – correlating the extracted themes 
with the literature to explain how reflection contributes to 
professional competence and resilience. 

 
Results of the Qualitative Analysis 
The analysis of the responses revealed four major thematic axes: 

• Managing uncertainty and student behavior – Most novices 
reported difficulties in maintaining discipline and attention, 
identifying this as their main source of stress. Reflection was 
used primarily retrospectively (“what could I have done 
differently”), confirming the predominance of reflection-on-
action. 

• Need for applied training and active mentoring – Responses 
showed a gap between theoretical preparation and the concrete 
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realities of classrooms. Teachers expressed a desire for 
personalized mentoring and immediate feedback, favoring 
learning through mutual observation. 

• Emergence of reflection-in-action – A significant number of 
participants described moments of spontaneous adjustment to 
teaching strategies, interpreted as early forms of reflection-in-
action (Schön, 1983). 

• Openness to critical reflection – Only some respondents 
mentioned aspects related to equity, cultural diversity, or the 
social impact of pedagogical decisions, confirming that the 
transition from technical to critical reflection is gradual and 
depends on institutional support and school climate. 

The transferability of results relies on the richness and relevance of the 
descriptions for teachers in similar contexts. Since the research is 
interpretive, conclusions do not aim for statistical generalization but for 
generating formative insights and transferable models of reflection for 
training and mentoring programs. 
The findings highlight the complexity of the early career phase in 
teaching and confirm the importance of reflection as a mechanism for 
adaptation and experiential learning. Novice teachers described a 
difficult transition between theoretical preparation and everyday school 
realities, where theory, however solid, often seems insufficient to 
handle real classroom situations. In this phase, reflection becomes not 
only a professional tool but also a form of cognitive and emotional 
self-support. 
A dominant orientation toward retrospective reflection — reflection-
on-action was observed, where teachers later analyze problematic 
moments in their work. However, early signs of reflection-in-action 
also appeared, manifested through quick, intuitive adjustments during 
teaching. This evolution indicates that reflective thinking does not 
develop automatically but gradually, through practice and contextual 
support. 
A significant finding concerns the perception of mentoring. Although 
novices appreciated the existence of a formal support framework, they 
felt the lack of genuine formative engagement. Many described 
mentoring as an administrative rather than pedagogical dialogue 
process. This underscores the need for reflective mentoring based on 
conversation, mutual observation, and immediate feedback — elements 
that can turn teaching experiences into conscious professional learning. 
Another important dimension is critical reflection. Although less 
present in responses, it appeared in concerns about equity, diversity, 
and the teacher’s influence on students’ perceptions. This emerging 
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ethical awareness signals professional maturation and suggests the 
need to explicitly include critical reflection in training programs. 
Overall, results show that the reflective development of novice teachers 
cannot rely solely on individual effort. It must be institutionally 
supported through a school culture that values analysis, dialogue, and 
collaborative learning. Only then does reflection become a collective 
process of knowledge construction rather than a solitary exercise in 
introspection. 
 
Conclusions and Future Directions 
The study confirmed that reflective practice is a fundamental 
component of teaching professionalization, especially in the early 
career stage. Novice teachers need not only theoretical training but also 
guided reflection spaces, where they can analyze their experiences, 
challenges, and successes together with mentors and colleagues. 
Reflection-on-action dominates the early stage, while reflection-in-
action and critical reflection appear sporadically — indicating a real 
need for systematic training in reflective thinking. In this sense, 
reflective mentoring and communities of practice emerge as two key 
priorities for professional development policies. 
The study also shows that an organizational culture based on 
collaborative learning, where mistakes are viewed as opportunities for 
progress and experiences are discussed openly, fosters the transition 
from mere adaptation to pedagogical innovation. In such a context, the 
novice teacher gradually becomes a reflective and autonomous 
practitioner, capable of building their own professional identity. 
For the future, research should expand to a larger sample and include 
complementary methods such as reflective journal content analysis or 
direct classroom observation. It would also be relevant to conduct 
longitudinal evaluations of the impact of reflection on teacher retention 
and job satisfaction. 
In conclusion, the results indicate that reflective training is not optional 
but a prerequisite for professional resilience and excellence. A teacher 
who consciously reflects on their own practice becomes not only more 
effective but also more balanced and engaged — capable of turning 
early-career challenges into a solid foundation for a long-term teaching 
career. 
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Abstract: The rapid social changes of the last decades, generated by 
digitalization, globalization and changes in family values, 
have profoundly transformed the behaviors and 
interpersonal relationships of secondary school students. 
This study explores teachers' perceptions of these 
transformations and how they influence school dynamics, 
motivation and socio-emotional development of students. 
The research, of mixed type, was carried out on a sample 
of 85 secondary school teachers, from three counties in 
Romania. The tools used were a semi-structured 
questionnaire and a focus-group interview, designed to 
capture perceptions of students' behaviors, the relationship 
with the family, the influence of the online environment and 
changes in the classroom climate. The results highlight an 
increase in individualism, a decrease in emotional 
resilience and a growing difficulty in managing collegial 
relationships. Teachers emphasize the need for educational 
interventions focused on emotional intelligence, empathy, 
and cooperation. The study contributes to understanding 
how social transformations affect the school environment 
and provides recommendations for strengthening an 
education centered on positive social values. 

 
Keywords: social change; secondary education; teachers' 

perspectives; socio-emotional development; school 
relations. 

 
Theoretical foundation 
Today's society is marked by an unprecedented acceleration of social, 
cultural and technological changes, which profoundly influence the 
way in which individuals, and especially young people, relate to the 
world, knowledge and interpersonal relationships. The process of 
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globalization, massive digitization and transformations of family 
values have redefined the benchmarks of education and socialization 
(Castells, 2021). In particular, generations in secondary school 
experience a double belonging: to the concrete reality of the 
community and to virtual reality, which offers alternative models, 
languages and behavioral norms (Livingstone & Helsper, 2020). 
This dual belonging causes a tension between the traditional values 
promoted by the school – cooperation, respect, effort – and the 
emerging values in the online environment, such as autonomy, instant 
social validation and perceived performance (Turkle, 2017). UNESCO 
(2023) underlines that schools are today "in a process of social 
reconstruction", being called upon to respond to constantly changing 
educational needs. Teachers thus become agents of change, faced with 
the challenge of understanding how students' behaviors, motivations, 
and relationships evolve in this fluid context (Fullan & Hargreaves, 
2020). 
Recent research shows that contemporary social changes influence not 
only the school climate, but also the psychological structure of younger 
generations. The OECD study (2022) on student well-being shows a 
significant decrease in life satisfaction and an increase in the level of 
social anxiety among 12–15-year-olds, especially in highly digitized 
educational environments. These trends confirm the need for a 
reconceptualization of education, through a more empathetic, 
participatory and socio-emotional approach. 
Preadolescence and early adolescence are essential stages in the 
formation of identity, social relationships and emotional skills. 
According to Bronfenbrenner's (2005) bioecological model, child 
development is the result of the dynamic interaction between the 
microsystem (family, school, group of friends), mesosystem (the 
relationships between these environments) and the macrosystem (the 
values and norms of society). When one of these levels undergoes 
profound changes, the effects are felt on the entire development 
process. 
In recent years, there has been a change in the way students interact 
with each other and with adults. Twenge's (2023) studies on 
Generation Z indicate an increase in feelings of isolation and a 
decrease in empathy, associated with the intensive use of the digital 
environment. This reality is also supported by the research of 
Valkenburg and Piotrowski (2022), which shows that online 
socialization, while expanding communication opportunities, tends to 
replace authentic interactions, affecting emotional skills and social 
resilience. 
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In secondary school, these changes translate into an increase in 
interpersonal conflicts, difficulties in cooperation and the need for 
constant validation from the peer group (Roser et al., 2022). Students 
show an increased sensitivity to social status and an intense concern for 
personal image, elements that influence both academic performance 
and intrinsic motivation (Ryan & Deci, 2020). Moreover, the COVID-
19 pandemic has accelerated educational digitization processes and 
reduced direct social contact, amplifying emotional isolation and 
diminishing the sense of belonging to school (UNICEF, 2022). 
Teachers become privileged observers of these changes. Many of them 
notice an increase in stress levels and a decrease in students' ability to 
manage negative emotions. Goleman (2020) emphasizes that the 
development of emotional intelligence is an essential condition for 
social adaptation and school success. In this sense, educational 
approaches centered on socio-emotional competences can represent an 
effective response to the challenges of social change, by cultivating 
empathy, self-regulation and cooperation. 
In the current context, the role of the teacher can no longer be reduced 
to the transmission of information. He becomes a mediator of social 
experience, a facilitator of meaningful learning processes and a support 
in the socio-emotional development of students. Hargreaves (2021) 
states that teachers are the "guardians of the school's social capital", 
helping to reconnect students with the values of solidarity and mutual 
respect. 
According to Bandura's (2018) theory of social learning, students' 
behaviors and attitudes are shaped by observation and imitation. Thus, 
teachers influence not only academic knowledge, but also moral and 
social norms. The research of Day and Gu (2019) has shown that 
reflective teachers, able to adapt their strategies to the diversity of 
students, contribute significantly to the development of resilience and a 
sense of personal competence among them. 
Also, contemporary pedagogies, such as transformational pedagogy 
(Mezirow, 2018) and critical pedagogy (Giroux, 2020), support the 
idea that education must stimulate critical thinking, moral autonomy 
and social awareness of students. In the same vein, the European 
Commission's report (2022) on key competences for lifelong learning 
underlines the importance of the social and civic dimensions of 
education, considering them indispensable for the formation of active 
citizens in a democratic society. 
Thus, teachers are called to combine pedagogical skills with social 
sensitivity, to become leaders of change in the school community and 
to provide students with stable benchmarks in a context of uncertainty. 
In many cases, however, the lack of continuous training in socio-
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emotional competences and the absence of adequate institutional 
support limit teachers' ability to respond effectively to these challenges 
(OECD, 2023). Therefore, exploring teachers' perspectives on social 
change becomes an essential condition for building educational 
policies adapted to current realities. 
 
Research methodology 
The present study was conceived based on a mixed design, which 
combines quantitative and qualitative analysis, in order to obtain a 
complex perspective on how secondary school teachers perceive the 
social changes manifested in students' behaviors, values and 
relationships.  
The objectives of the research are: 
O1: Identify the main social changes observed by teachers in the 
behaviors of secondary school students; 
O2: Analysis of teachers' perceptions regarding the influence of the 
digital environment and the family context on the socio-emotional 
development of students; 
O3: Highlighting the educational strategies that teachers consider 
effective to support students' adaptation to new social realities. 
The general hypothesis of the research was that teachers perceive an 
intensification of the effects of social changes on students' 
relationships, school climate and learning motivation, while being 
aware of the need to adapt pedagogical practices to these 
transformations. 
The research sample consisted of 85 secondary school teachers from 
three counties in Romania: Arad, Cluj and Brașov. Participants were 
selected through a stratified sampling method, to ensure the 
representativeness of the diversity of educational contexts (urban and 
rural, large and small schools, different levels of experience). 
Of the respondents, 78% were women and 22% men, the average age 
being 41.6 years. The teaching experience varied between 2 and 34 
years, which allowed the perspectives of different generations of 
teachers to be captured. All participants completed the questionnaires 
voluntarily, being informed about the purpose of the research, the 
anonymity of the answers and the observance of ethical principles in 
educational research. 
For the quantitative component, a semi-structured questionnaire was 
developed, built on the basis of the specialized literature on social 
changes and socio-emotional development of students 
(Bronfenbrenner, 2005; Ryan & Deci, 2020; Goleman, 2020). The 
questionnaire contained 24 items grouped into three dimensions: 
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1. Perception of social changes observed in students (e.g.: 
increased individualism, dependence on technology, decreased 
empathy); 

2. Assessing the impact of these changes on school climate and 
interpersonal relationships; 

3. Educational adaptation strategies adopted by teachers. 
 The items were formulated on a 5-step Likert scale, from 1 
("very small") to 5 ("very large"). The reliability of the questionnaire 
was verified by the Cronbach's α coefficient, which recorded a value of 
0.88, indicating a very good internal consistency (George & Mallery, 
2020). 
For the qualitative component, three focus groups were organized, each 
with 8–10 teachers, in which the direct experiences regarding the social 
transformations observed among the students were explored. The 
discussions were guided by a semi-structured protocol, with questions 
on: 
1. relationships between students in the school environment and 

online; 
2. attitudes towards authority, colleagues and family; 
3. adaptation of teachers to new forms of social behavior. 
The transcripts were analyzed using the thematic analysis method 
(Braun & Clarke, 2021), aiming to identify recurring themes related to 
teachers' perceptions and experiences. 
The analysis of the quantitative data was performed using the SPSS 
software, through descriptive statistics (mean, standard deviation, 
distribution of responses) and inferential statistics. To examine the 
relationships between the perception of social change and teaching 
experience, Pearson correlation tests and the t-test for independent 
samples were applied. 
The qualitative results were coded thematically, according to the 
methodology of Braun and Clarke (2021), and then integrated with the 
quantitative data through methodological triangulation. This approach 
made it possible to identify convergences between teachers' general 
perceptions and their concrete experiences in the classroom. 
 
Results 
Descriptive analysis of quantitative data 
The analysis of the questionnaires completed by the 85 teachers 
highlighted clear trends regarding the perception of the social changes 
observed in secondary school students. The overall mean score for the 
size of the perception of social changes was 4.21 (SD = 0.54) on a 
Likert scale of 1 to 5, indicating that most teachers consider these 
transformations significant and visible in their daily work. 
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 The highest average values were recorded for items related to: 
1. dependence on technology and social networks (M = 4.68; SD 

= 0.47), 
2. decreased emotional resilience and frustration tolerance (M = 

4.45; SD = 0.58), 
3. increased individualism and decreased cooperation between 

peers (M = 4.39; SD = 0.60). 
On the other hand, the items associated with the diversity and inclusion 
adaptation dimension recorded slightly lower values (M = 3.78; SD = 
0.62), signaling an inhomogeneous perception of students' ability to 
integrate the values of tolerance and mutual respect. 
Regarding the impact of these changes on the school climate, 72% of 
respondents considered that relationships between students are more 
volatile and conflictive than five years ago, and 68% indicated an 
increase in the need for educational interventions aimed at emotional 
regulation and social cooperation. 
The t-test applied to compare the perceptions of teachers with less than 
10 years of experience and those with more than 20 years of seniority 
indicated statistically significant differences in the perception of 
excessive use of technology, t(83) = 2.74, p < .01, younger teachers 
being more tolerant and less critical of the influence of the digital 
environment. 
Also, the Pearson correlation analysis revealed a significant association 
between the level of teaching experience and the perception of 
decreased student empathy (r = .42, p < .01), suggesting that teachers 
with longer experience observe more pronounced the negative effects 
of social changes on students' interpersonal relationships. 
 
Qualitative results – thematic analysis 
The analysis of the focus groups led to the identification of four main 
themes, which reflect teachers' perceptions and experiences in relation 
to students' social transformations: 
Theme 1: "The digital learner" – between connection and isolation 
Most teachers described current students as "permanently connected, 
but increasingly lonely." The intense use of social networks has been 
perceived both as a source of information and self-expression, and as a 
factor of isolation and social comparison. One participant summarized: 
"Students communicate a lot, but they don't listen to each other. 
Everything is instantaneous and superficial." 
Theme 2: Restructuring social and moral values 
Teachers noticed a visible change in the hierarchy of values promoted 
by students, the emphasis shifting from effort, discipline and solidarity 
to social validation and personal success. This transformation is 
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correlated with media influence and the diminishing role of the family 
as the main agent of socialization. According to a teacher: "Children 
want to be appreciated, not necessarily good. Everything is measured 
in likes." 
Theme 3: Weakening interpersonal relationships and the classroom 
climate 
Participants reported an increase in tensions between students, a 
decrease in cooperation and a general difficulty in managing conflicts. 
Many teachers have described an "amplified emotionality," in which 
students react impulsively and quickly withdraw from difficult 
interactions. A teacher with 25 years of experience mentioned: "They 
are very sensitive. A minor observation can trigger a strong reaction. 
Everything is personal." 
Theme 4: The need for a socio-emotional pedagogy 
A recurring theme in all focus groups was the need to train teachers in 
the field of socio-emotional competences and group relationship 
management. The participants stressed that traditional discipline 
strategies are becoming less and less effective, and the school must 
become a space of understanding and cooperation. One teacher said: 
"Students no longer respond to authority, but to empathy. We also have 
to learn to communicate differently." 
 
Integration of quantitative and qualitative results 
The triangulation of the data revealed a significant convergence 
between statistical results and qualitative themes. Teachers consistently 
perceive social changes as determinants of changing students' 
behaviors, noting in particular the impact of the digital environment, 
value changes and social pressure for validation. 
A trend of professional self-reflexivity has also been observed: 
teachers recognize the need to adapt their pedagogical practices to 
current socio-cultural realities, showing interest in training focused on 
empathy, communication and emotion management. 
The results confirm the general hypothesis of the research and outline 
the image of a generation of students at the intersection between 
connectivity and emotional fragility, which calls for a new type of 
educational leadership and approach to learning. 
 
Discussions 
The results of the study offer a nuanced perspective on how teachers 
perceive and interpret the social transformations that mark current 
generations of secondary school students. These perceptions confirm 
the trends identified in the literature and reflect a complex educational 
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reality, in which digitization, changes in values and the weakening of 
interpersonal relationships are redefining the way the school operates. 
First, the high level of scores obtained for the items on technology 
addiction and diminishing empathy supports the claims of Turkle 
(2017) and Livingstone & Helsper (2020), according to which 
excessive digital connectivity led to a paradoxical form of emotional 
isolation. Students are more informationally exposed but less available 
for authentic interactions. From the teachers' perspective, this 
"hyperconnectivity" transforms the social dynamics of the classroom, 
weakening cohesion and the sense of belonging. Similarly, Twenge's 
(2023) recent studies on Gen Z show an increase in emotional distance 
and a decrease in engagement in collective activities, which is perfectly 
consistent with the observations of the participants in the present 
research. 
On the other hand, the theme of restructuring social and moral values 
highlighted in the focus groups reflects a profound mutation in the 
students' reference system. Teachers perceive a shift from collectivist 
to individualistic values, which confirms the theories of Castells (2021) 
on networked identity formation and Bauman (2017) on "liquid 
modernity", in which norms become flexible and moral landmarks 
more unstable. In this context, the role of the teacher extends beyond 
that of facilitator of knowledge, becoming a social model and a 
benchmark of stability in a constantly changing world. 
A significant result is the generalized perception of the fragility of 
interpersonal relationships and the increase of conflicts between 
students. This tendency can be interpreted through the prism of 
Bronfenbrenner's (2005) theory of bioecological development, which 
shows that imbalances at the level of the microsystem (family, school) 
can generate behavioral and emotional tensions. In a society 
characterized by increased social mobility, the restructuring of family 
relationships and constant exposure to virtual social models alters the 
way students build their attachments and interpersonal trust (OECD, 
2022). Teachers, who are at the center of these processes, become 
direct witnesses of how macro-social changes influence the micro-field 
of education. 
At the same time, the results indicate a growing awareness of the role 
of socio-emotional pedagogy in response to these challenges. The 
participants in the study emphasized the importance of empathy, 
communication and emotional understanding, which corresponds to the 
direction promoted by Goleman (2020) and Ryan & Deci (2020), who 
argue that the development of socio-emotional skills is a key element 
of educational success. In particular, teachers with long experience 
reported greater difficulties in managing unstable emotional behaviors, 
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suggesting a need for continuous professional training to adapt 
teaching strategies to the profile of the contemporary student. 
At the same time, the differences in perception between younger and 
more experienced teachers highlight a generational divergence in the 
interpretation of the phenomenon of digitalization. While young 
teachers seem more tolerant of the use of technology, experienced 
teachers find that it negatively affects concentration and social 
cohesion. This intergenerational tension can be analyzed through the 
prism of the theory of professional capital proposed by Fullan & 
Hargreaves (2020), according to which schools must capitalize on the 
complementarity between experience and innovation, creating contexts 
of reflective collaboration between generations of teachers. 
Also, the emerging theme of the need to rebuild the school climate 
aligns with international research on the role of emotions and 
relationships in the educational process (Jennings et al., 2021; Day & 
Gu, 2019). A positive climate, based on trust and mutual respect, is a 
predictor of academic performance and student well-being. In this 
regard, the study confirms the conclusions of the UNESCO report 
(2023), which advocates for a "new ethics of education" centered on 
solidarity, compassion and cooperation. 
From a broader perspective, the results of the research have significant 
implications for educational policies. In a context marked by 
accelerated changes, teachers are a strategic resource for maintaining 
social balance in school. Understanding their perceptions of social 
transformations provides a valuable framework for designing 
continuing education focused on socio-emotional skills, empathetic 
leadership and diversity management. These directions are in line with 
the vision of the OECD (2023) and the European Commission (2022), 
which propose a reorientation of the teaching profession towards the 
humanistic dimension of education. 
Finally, integrated data analysis supports the idea that the 
contemporary school cannot be separated from the social context in 
which it operates. Students bring into the educational space the values, 
tensions and uncertainties of today's society, and teachers, as cultural 
mediators, have the responsibility to transform these realities into 
learning and development opportunities. As Giroux (2020) states, 
education must be "a space of hope and critical resistance", capable of 
rebuilding the link between knowledge, ethics and community. 
Thus, the results of this research confirm that social changes cannot be 
approached only as phenomena external to the school, but as an 
integral part of the educational ecosystem. Teachers become the mirror 
of society, but also agents of its transformation, which requires an 
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educational vision based on empathy, reflexivity and authentic 
partnership between school, family and community. 
 
Conclusions 
Contemporary social changes, driven by digitalization, globalization 
and the transformation of cultural values, have significantly 
reconfigured the universe of secondary school students and, implicitly, 
the role of the teacher. The present research highlighted the fact that 
teachers perceive these transformations as profound and with a direct 
impact on students' behaviors, motivation and interpersonal 
relationships. 
The quantitative results showed a widespread awareness of the 
problems associated with excessive use of technology, decreased 
empathy, and increased individualism. The qualitative analysis 
completed this picture by highlighting the more subtle dimensions of 
the phenomenon: the weakening of interpersonal relationships, the 
decrease in the capacity for cooperation and the growing need for 
emotional support in the school environment. Teachers described 
students as increasingly connected to the virtual world, but 
increasingly disconnected from the human dimension of interactions. 
Theoretically, the study confirms the relevance of ecological and socio-
emotional models of human development, demonstrating that learning 
and socialization processes cannot be separated from the social context 
in which they take place. The school becomes a space of intersection 
between different worlds — the real and the digital one — and the 
teacher is called upon to ensure the balance between them, through a 
reflective and empathetic pedagogy. 
On a practical level, the results support the need for continuous training 
focused on teachers' socio-emotional skills, on managing group 
relationships and on building a classroom climate based on respect and 
trust. Adapting education to current social realities involves the 
development of a flexible school culture, capable of capitalizing on 
technological potential without sacrificing the human dimension of 
learning. 
As for future research directions, it is necessary to comparatively 
explore the perceptions of teachers from different educational levels, as 
well as to analyze the impact of emotional training programs on the 
teacher-student relationship. At the same time, it would be useful to 
expand the sample at national level and include a longitudinal 
perspective, in order to follow the evolution of these perceptions over 
time. 
In conclusion, the voice of teachers provides a faithful mirror of 
contemporary social changes. They not only observe the 
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transformations of society, but live them daily in the classroom, being 
called to shape generations capable of living in a balanced way 
between technology and humanity. In this sense, education becomes 
not only a training process, but a profoundly social act, meant to 
rebuild the link between knowledge, emotion and responsibility. 
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Abstract: Promoting empathy towards individuals with disabilities is 
a key objective of inclusive education, with direct effects on 
reducing stigmatization and fostering positive social 
relationships within the school environment. This paper 
examines the impact of two applied educational projects: 
“Disabilities Explained to Children” and “Disabilities 
Explained to Teenagers”  implemented in Arad County 
between 2021 and 2025. These projects were developed 
through the effective collaboration of a multidisciplinary 
team (including support teachers, school counselors, 
speech therapists, and classroom teachers) and were based 
on experiential learning activities, thematic short films, 
and disability-simulation activities or games. The data 
analysis indicates a significant increase in student and 
teacher participation, reflecting enhanced receptiveness to 
the topic of disability and a strengthened culture of 
inclusion within the participating schools. The results 
confirm the potential of these projects to generate genuine 
attitudinal change and support the need for their 
adaptation and expansion in other educational 
communities, through locally sustained initiatives and 
coherent institutional support. 

Keywords: inclusive education; empathy; disability; educational 
projects; multidisciplinary team; awareness; educational 
simulation; children with special educational needs (SEN). 

Introduction 
Inclusive education represents one of the fundamental priorities of 
contemporary educational policies, supported by international 
organizations such as UNESCO and the United Nations. According to 
UNESCO, inclusive education involves “removing barriers to learning 
and participation so that all students, regardless of their particularities 
can benefit from a fair and non-discriminatory learning environment” 
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(UNESCO, 2020). It does not refer solely to the integration of students 
with special educational needs, but aims to transform school culture 
into one grounded in equity, cooperation, and respect for diversity. 
Globally, Sustainable Development Goal 4 (SDG 4) of the 2030 
Agenda for Sustainable Development reaffirms the commitment of all 
states to ensure quality, inclusive, and equitable education for all 
(United Nations, 2015). Education is regarded as an essential pillar of 
social cohesion and sustainable development, while empathy and 
cooperation are increasingly recognized as core competencies for 
fostering responsible citizenship.  
In this regard, educational initiatives such as Activating Social 
Empathy (ASE), implemented under the auspices of the UNESCO 
Chair on Children, Youth and Civic Engagement (University of 
Galway, 2023), demonstrate the potential of experiential activities to 
enhance empathy and civic engagement. 
In Romania, inclusive education is regulated by clear public policies, 
yet continues to face challenges in implementation. Recent data 
indicate that approximately 900,000 individuals, including nearly 
77,000 children, are classified as having a degree of disability and 
benefit from support measures under national legislation (World Bank, 
2023; ANPDPD, 2022). Although the National Strategy for the Rights 
of Persons with Disabilities 2022–2027 outlines concrete measures to 
increase school and social participation, their implementation often 
remains uneven, depending on local resources and the professional 
preparedness of teaching staff (Stan, 2014; European Agency, 2018). 
Educational support for learners with disabilities is often based on 
individualized interventions focused on adaptation and compensation. 
However, the literature highlights the need for an integrated approach 
in which a multidisciplinary team, comprising teachers, school 
counselors, educational psychologists, psychologists, and other 
professionals from the fields of education and health collaborates in an 
integrated manner to foster empathy, cooperation, and an inclusive 
culture within the school community (Savulescu, 2018; Stan, 2014). 
In this context, educational projects with an experiential component 
can serve as effective means of fostering empathy and reducing stigma 
associated with disability. Such activities based on role-playing, 
simulations, thematic film screenings, and collective reflection 
contribute to understanding difference, valuing diversity, and 
strengthening positive peer relationships. 
This paper presents two educational initiatives implemented in Arad 
County between 2021 and 2025“Disabilities Explained to Children” 
and “Disabilities Explained to Teenagers” and highlights the role of 
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multidisciplinary collaboration in developing empathy and promoting 
an inclusive school culture. 

Inclusive Education as a Paradigm of Diversity 
Inclusive education represents one of the most significant conceptual 
transformations in contemporary education. It moves beyond the 
traditional approach of integrating students with special educational 
needs and proposes a systemic reconfiguration of education so that it 
can respond to the needs of all children, regardless of their individual 
characteristics (UNESCO, 2020). From this perspective, diversity is 
not seen as an obstacle, but as a resource for learning and development. 
The model formulated by Booth and Ainscow (2011) in the Index for 
Inclusion provides a practical foundation for understanding inclusion 
as a process of building collaborative cultures within schools. The 
authors emphasize that an educational institution becomes truly 
inclusive when it creates conditions that allow all learners to 
participate, contribute, and feel valued. From this perspective, the 
focus shifts from adapting the learner to the system toward adapting 
the system to the diversity of learners. 
Florian and Black-Hawkins (2011) reinforce this view, arguing that 
inclusive pedagogy requires a professional paradigm shift: teachers are 
no longer mere transmitters of content but designers of learning 
environments that enable participation for all. Instead of a remedial 
logic, inclusion promotes a participatory one, in which individual 
differences are treated as opportunities for mutual growth. 
The ethical dimension of inclusion is highlighted in the Key Principles 
for Inclusive Education (European Agency for Special Needs and 
Inclusive Education, 2022), which places equity, participation, and 
personalized support at the heart of educational quality. Inclusive 
education thus becomes a criterion of social justice, reflecting a 
system’s capacity to ensure equal opportunities for learning and 
development for every learner. 
The OECD report Strength through Diversity (2021) confirms that 
inclusive policies contribute not only to academic achievement but also 
to social cohesion and emotional well-being, demonstrating that 
inclusive schools cultivate civic values and socio-emotional 
competencies essential for democratic life. UNICEF (2020) 
complements this perspective, showing that inclusive education is both 
a fundamental right and an investment in social capital, as it 
strengthens empathy and collective responsibility. 
Recent studies (Florian & Spratt, 2013; Zhou, 2022) show that 
inclusive educational environments foster prosocial behaviors, 
tolerance, and cooperation among students, while for teachers, the 
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experience of working in diverse classrooms enhances pedagogical 
flexibility and relational competence. 
Therefore, inclusive education can be defined as a paradigm of 
diversity that transcends the boundaries of mere integration and 
proposes a reconstruction of school culture based on empathy, 
cooperation, and participation. As Booth and Ainscow (2011) observe, 
an inclusive school “is not a perfect institution, but one that continually 
learns how to become better for everyone.” In this sense, inclusion is a 
living, reflective, and adaptable process, an expression of a society’s 
educational and moral maturity. 

Empathy, an essential dimension of educational inclusion 
Empathy is the relational dimension that gives coherence and depth to 
the process of educational inclusion. It transforms the principles of 
equity and diversity from mere educational policy guidelines into lived 
learning experiences capable of supporting collaboration and belonging 
within the school. 
Psychologically, empathy reflects the ability to understand and respond 
appropriately to the emotions of others, articulating a cognitive 
dimension the recognition of the other's perspectives and an affective 
dimension emotional resonance (Davis, 1983). Through this balance, 
empathy becomes the foundation of positive relationships and 
prosocial behaviors, which are indispensable to an inclusive culture. 
From a pedagogical perspective, empathy transcends its status as a 
personal trait and asserts itself as an educational tool. Empathetic 
teachers create safe learning environments, value differences, and 
cultivate a sense of belonging. This approach is part of the inclusive 
pedagogy paradigm, which involves replacing compensatory logic with 
participatory logic (Florian & Spratt, 2013). 
At the institutional level, empathy takes on the significance of an 
organizational value, becoming part of the school culture. Institutions 
that encourage collaboration, active listening, and shared reflection 
develop a climate conducive to learning and emotional well-being 
(OECD, 2021). 
The development of empathy requires direct experience and reflection, 
elements that Kolb (1984) places at the center of the learning process. 
Experiential activities such as simulations, role-playing, or perspective-
taking exercises contribute to awareness of one's own attitudes and the 
development of sensitivity to the needs of others. 
Thus, empathy can be considered the inner mechanism of inclusive 
education, through which knowledge is transformed into attitude and 
action. It links reason to emotion, theory to practice, and the individual 
to the community, giving inclusion human meaning and sustainability. 



Journal Plus Education     Vol. XXXIX no. 2/ 2025 p. 647-657

651 

Multidisciplinary Collaboration: The Functional Core of Inclusive 
Education in Romania 
Inclusive education becomes truly effective only when supported by a 
multidisciplinary team capable of providing integrated educational, 
psychological, and social interventions. Without cooperation among 
teachers, school counselors, psychologists, speech therapists, and 
support teachers, inclusion risks remaining a declarative goal with 
limited impact on school life (European Agency for Special Needs and 
Inclusive Education, 2018). 
The current legislative framework, particularly the Law on Pre-
university Education no. 198/2023 and the Framework Regulation for 
the County Centers for Educational Resources and Assistance 
(CJRAE/CMBRAE), approved by Order no. 5701/2024 explicitly 
defines the coordinating role of these centers in organizing and 
supervising support services. According to this legislation, school 
counselors, speech therapists, and itinerant or support teachers form the 
core network of professionals directly involved in promoting inclusion 
and assisting students with special educational needs (ANPDPD, 
2022). 
In theory, this institutional architecture is coherent and aligned with 
European standards. In practice, however, the Romanian system faces 
significant structural limitations. National and international reports 
(UNICEF Romania, 2023; OECD, 2021) highlight the overload of 
support specialists and the shortage of qualified staff. In many 
counties, a single support teacher serves between 20 and 40 students 
often across distant schools while counselors and speech therapists 
regularly exceed the recommended workload. Under these conditions, 
multidisciplinary collaboration often becomes formal rather than 
functional, leaving little time for reflection or preventive action. 
Another challenge lies in institutional fragmentation. Although the law 
promotes cooperation between schools, CJRAE/CMBRAE, social 
services, and healthcare providers, coordination mechanisms are often 
weak or absent, resulting in fragmented interventions for students with 
complex needs. 
From a pedagogical perspective, effective teamwork requires empathic 
communication and shared reflection. As explored in the previous 
chapter, empathy (Florian & Spratt, 2013; Goleman, 1995) acts as a 
professional connector that enables specialists to understand different 
perspectives and transform diverse expertise into a shared resource for 
the school community. 
To enhance the effectiveness of multidisciplinary teams, systemic 
measures are needed such as revising workload standards, ensuring 
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joint professional training, allocating institutional time for integrated 
planning, and strengthening partnerships between schools, families, 
and communities (Ainscow, 2020). Through such mechanisms, the 
team becomes a space for professional learning and innovation, where 
expertise and empathy converge to generate sustainable inclusion 
practices. 
Therefore, multidisciplinary collaboration should be viewed not as an 
administrative formality but as the functional core of inclusive 
education. It provides the structure through which the principles of 
equity and diversity become operational, transforming the school into a 
space of cooperation, solidarity, and authentic participation. 

The Impact of the Educational Projects “Disabilities Explained to 
Children” and “Disabilities Explained to Teenagers” on the 
Development of Empathy and School Inclusion 
Within the evolving framework of inclusive education in Romania, a 
number of systemic challenges persist: a shortage of specialists, 
excessive workloads, and limited inter-institutional cooperation. These 
obstacles continue to hinder the effective implementation of inclusive 
education principles, despite the existence of a supportive legal 
framework. 
As a response to these needs, Arad County Center for Educational 
Resources and Assistance (CJRAE Arad) launched, between 2021 and 
2025, two innovative educational projects “Disabilities Explained to 
Children” and “Disabilities Explained to Teenagers.”  
These initiatives specifically aim to develop empathy toward people 
with disabilities through an experiential and collaborative educational 
approach involving multidisciplinary teams (speech therapist, school 
counselor, itinerant/support teacher, and classroom teachers). 
Through interactive activities, such as disability simulations, thematic 
film screenings, role-playing exercises, and guided reflection, 
preschoolers and students are encouraged to understand and 
emotionally experience difference. In this way, theoretical knowledge 
is transformed into a deep empathic understanding of disability, 
contributing to the reduction of stigmatization and the creation of a 
school climate based on acceptance, cooperation, and respect. 
Purpose and Objectives 
The general purpose of this study was to analyze how the educational 
projects implemented in Arad County have contributed to the 
development of empathy and the strengthening of school inclusion. 
Based on this aim, the following specific objectives were established: 

• To promote a positive attitude toward people  with disabilities
and to reduce stigmatizing behaviors;
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• To develop students’ socio-emotional competencies through
experiential learning activities;

• To create a collaborative framework between CJRAE
specialists and mainstream school teachers;

• To assess the emotional and attitudinal impact of the projects
on both students and teachers;

• To formulate good practice guidelines for the regional
expansion and adaptation of these projects.

Methodological Design and Implementation Team 
The research was based on a case study design with a qualitative–
evaluative character, focused on analyzing the educational process and 
the perceptions of the participants involved. The approach was 
participatory, engaging both CJRAE specialists and teachers, students, 
and the broader school community. 
Multidisciplinary Team 
The implementation was carried out by a mixed multidisciplinary 
team, consisting of: 

• Speech therapist – coordinator of activities related to
communication, nonverbal language, and awareness of
expressive barriers;

• School counselor – facilitator of emotional reflection and self-
awareness activities;

• Itinerant/support teacher – responsible for adapting educational
content to the needs of students with special educational
requirements (SEN) and coordinating collaboration with
classroom teachers;

• Class teachers and homeroom teachers – direct partners in
planning and integrating the activities into both the formal and
non-formal curriculum.

Participants 
The projects involved preschool children and students from primary, 
lower secondary, and upper secondary education levels from both Arad 
County and Arad Municipality. The activities were implemented in 
collaboration with teachers and support specialists from participating 
schools, while parents were indirectly involved through information 
and awareness initiatives designed to strengthen understanding and 
acceptance of disability within the wider school community.  
Between 2021 and 2025, thousands of students and hundreds of 
teachers participated in these projects. The data presented below 
illustrate the evolution of teacher participation and school involvement 
throughout the implementation period. 
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Figure 1. Evolution of teacher participation and school involvement in 
the educational projects “Disabilities Explained to Children” and 
“Disabilities Explained to Teenagers” (2021–2025) 

School Year Number of 
participating 
teachers 

Number of 
participating 
schools 

Number of 
participating 
kindergartens 

2021-2022 145 9 12 

2022-2023 303 18 16 

2023-2024 459 33 18 

2024-2025 489 33 19 

Methods and Instruments 
The projects were grounded in experiential learning theory (Kolb, 
1984) and relied on interactive and reflective methodologies, designed 
to connect emotion, cognition, and action. The main types of activities 
included: 

• Screening of thematic short films depicting the lives and
challenges of persons with disabilities;

• Sensory simulations such as “A Day Without Sight”,
“Communication Without Words”, and “Hands That See”;

• Role-playing games and exercises designed to recreate
experiences of dependency, difficulty, and cooperation;

• Workshops for reflection and debate, encouraging critical
discussion and emotional awareness;

These methods allowed participants to engage both intellectually and 
emotionally, facilitating a deeper understanding of disability and 
promoting empathic, prosocial attitudes within the school community. 
Results and Discussion 
Feedback collected through post-activity discussions and visual 
documentation (photographs taken during project activities) suggests 
that students developed greater openness, understanding, and 
sensitivity toward the challenges faced by people with disabilities. The 
images captured throughout the sessions illustrate genuine emotional 
involvement and cooperation among participants, highlighting the 
power of shared experience in building empathy. 
The interactive nature of the activities, particularly the games, sensory 
simulations, and animated films was highly appreciated by the 
children, who participated with enthusiasm and curiosity. These 
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experiential elements proved especially effective in fostering 
engagement and emotional connection, transforming abstract ideas 
about disability into concrete, relatable experiences. 
Moreover, students with disabilities from the participating schools 
expressed visible joy and pride in taking part in the activities, sharing 
their own perspectives and interacting with peers in supportive, 
inclusive environments. Their active involvement not only enhanced 
mutual understanding but also strengthened a sense of belonging and 
validation within the school community. 
Many students described the activities as opportunities to “feel what 
others feel”, emphasizing empathy not as a theoretical construct but as 
a lived, emotional experience a testament to the transformative 
potential of experiential learning. 

Conclusions 
The study confirms that empathy toward people with disabilities 
represents a fundamental mechanism of inclusive education, 
transforming abstract principles into lived experiences and authentic 
relationships within the school environment. 
The two educational projects “Disabilities Explained to Children” and 
“Disabilities Explained to Teenagers” have demonstrated that 
experiential learning, based on games, simulations, and guided 
reflection, effectively fosters prosocial behaviors, acceptance, and 
emotional understanding among students, while enhancing the 
visibility and participation of children with disabilities. 
At the same time, the initiatives highlighted the essential role of the 
multidisciplinary team composed of the speech therapist, school 
counselor, itinerant/support teacher, and classroom teachersin ensuring 
the coherence and emotional safety of the learning process. Through 
collaboration, this team succeeded in connecting information with 
experience, individual needs with collective culture, and policy 
principles with concrete practice. 
These findings underline that the success of inclusive education 
depends not only on legislative frameworks but on the capacity of 
professionals to work together and to integrate empathy into daily 
educational practice. Strengthening multidisciplinary collaboration and 
promoting experiential, empathy-based activities can contribute to the 
gradual consolidation of a more inclusive and supportive school 
culture. 
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Abstract: In a world characterized by cultural diversity and 
unprecedented information abundance, the development of 
critical thinking among primary school students becomes a 
fundamental educational priority. This study investigates 
the role of teachers in stimulating critical thinking through 
cultural activities, considered privileged contexts for the 
formation of analysis, reflection and interpretation skills. 
The research, of mixed type, was carried out on a sample 
of 60 primary school teachers, coming from urban and 
rural schools. A questionnaire and semi-structured 
interviews were used to identify pedagogical perceptions 
and practices regarding the integration of the cultural 
dimension in the teaching process. The results highlight 
that cultural activities – such as storytelling workshops, 
thematic visits, educational theatre and intercultural 
projects – are an ideal framework for developing critical 
thinking, cultural empathy and reflective thinking. The 
participating teachers emphasized the importance of 
interdisciplinary approaches and experiential learning to 
stimulate autonomous and creative thinking. The study 
contributes to the understanding of how the cultural 
dimension can become a strategic tool in the formation of 
the essential cognitive and social competences of the 
contemporary child. 

Keywords: critical thinking; cultural education; primary education; 
teacher role; reflective learning. 

Theoretical foundation 
In recent decades, critical thinking has become one of the most 
important skills promoted by modern education, being essential for 
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active and responsible participation in a democratic society. Ennis 
(2018) defines critical thinking as a rational and reflective process, 
oriented towards decision-making and making judgments based on 
relevant criteria and solid evidence. Beyond the logical component, 
critical thinking also involves an ethical and cultural dimension, as it 
involves the analysis of arguments from multiple perspectives and the 
understanding of their social consequences (Facione, 2020). 
Dewey (2018) considered reflection the core of all educational thinking 
and emphasized that the learning process becomes authentic when the 
student is encouraged to observe, formulate questions and propose 
hypotheses. In the same direction, Paul and Elder (2019) argue that the 
formation of critical thinking involves the development of intellectual 
dispositions such as courage, empathy, perseverance and intellectual 
honesty, which are reinforced through active and meaningful 
educational experiences. 
Recent research has shown that early school age is a favorable time for 
the initiation and formation of critical thinking. Mason and Metcalfe 
(2023) show that students between the ages of 6 and 10 show a natural 
curiosity and an openness to exploring different perspectives, which 
creates conditions conducive to the application of critical thinking 
strategies as early as primary education. Thus, critical thinking should 
not be seen as a skill reserved for adolescence, but as a skill that can be 
developed gradually, through educational and cultural activities 
adapted to the needs and cognitive level of children. 
Cultural education provides a privileged context for the formation of 
reflection, empathy and independent thinking. Culture, in an 
educational sense, does not only mean the accumulation of information 
about art, traditions or heritage, but represents a process of building 
identity and understanding human diversity (Banks, 2020). From this 
perspective, the cultural dimension of learning becomes a catalyst for 
students' cognitive and moral development. 
Cultural activities, such as storytelling, educational theatre, art 
workshops, museum visits or intercultural projects, create authentic 
learning contexts in which children are challenged to compare, 
interpret and argue. Lipman (2003) introduced the concept of 
community of inquiry, showing that through dialogue around cultural 
and moral themes, students develop not only their cognitive skills, but 
also their democratic values. In this sense, culture becomes a meeting 
space between reason, emotion and personal expression. 
According to the OECD report (2022), cultural education fosters 
critical thinking because it combines conceptual learning with students' 
personal experiences. UNESCO (2023) also highlights the importance 
of art and cultural heritage in stimulating reflection on identity and 
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promoting social cohesion. For primary school students, cultural 
activities are an effective way to develop cognitive flexibility, curiosity 
and moral sensitivity. Through contact with various forms of cultural 
expression, children learn to formulate their own opinions, to 
appreciate different points of view and to look for personal meanings 
in educational experiences. 
The teacher has a fundamental role in creating educational contexts 
that support critical thinking and cultural reflection. He is no longer 
just a transmitter of information, but becomes a facilitator of dialogue 
and a mediator of cultural meanings. Brookfield (2017) states that the 
reflective teacher is one who constantly analyzes his own beliefs and 
helps students examine their perspectives in turn. In a similar vein, 
Mezirow (2018) believes that transformative learning occurs when 
educational experiences lead students to reevaluate their beliefs and 
attitudes. 
In the primary cycle, the teacher must translate cultural resources into 
learning experiences that stimulate analysis, interpretation and 
argumentation. Activities such as dramatizations, debates, 
interpretation of literary texts, or analysis of visual art elements 
provide students with the opportunity to think critically and express 
personal points of view (Paul & Elder, 2019). Participatory methods, 
such as storytelling, project-based learning or philosophy for children, 
promote autonomy and the capacity for reflection. 
The European Commission (2023) recommends integrating the skills 
of reflection, critical thinking and intercultural learning in all 
disciplines, and teachers need specialised training to implement them 
effectively. In Romania, recent research shows that cultural activities 
can stimulate critical thinking if they are accompanied by an evaluation 
based on argumentation, creativity and collaboration, not just on the 
reproduction of information (Stan & Iucu, 2022). The teacher thus 
becomes a cognitive guide, but also a cultural model that inspires 
values, attitudes and openness to diversity. 
Although the importance of critical thinking and cultural education is 
unanimously recognized, their application in primary education 
encounters a number of difficulties. The curriculum is often centered 
on the transmission of knowledge, and assessment emphasizes correct 
answers rather than argumentation and reflection (European 
Commission, 2023). 
Another challenge is the inadequacy of teacher training in critical 
thinking and cultural pedagogy. The OECD report (2023) shows that 
only a part of primary school teachers have benefited from training 
focused on reflection, analysis and intercultural dialogue. In addition, 
the current digital context brings additional difficulties, as students are 
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exposed to a large amount of information, but do not always have the 
necessary skills to correctly assess its veracity (Mason & Metcalfe, 
2023). 
However, there are also important opportunities. The integration of 
technology into cultural activities, such as virtual museum tours, 
multimedia projects or international collaborations, can amplify the 
educational impact of critical thinking. Current trends emphasize a 
competence-based cultural education, in which reflection, analysis and 
creativity combine to support the child's integral development. 
Therefore, primary school teachers are called upon to build a pedagogy 
that combines culture, reflection and active participation. The goal is to 
train students who not only receive information, but interpret, compare 
and transform it into personal and social knowledge. 

Research methodology 
The aim of the study was to investigate how primary school teachers 
contribute to the development of students' critical thinking through 
cultural activities. The research aimed to identify teachers' perceptions 
of the relationship between cultural education and critical thinking, as 
well as to explore the strategies and methods used in the instructional-
educational process. 
The objectives of the research are: 
O1: Identifying the perceptions of primary school teachers on the 
importance of developing critical thinking in students; 
O2: Analysis of how cultural activities are integrated into the school 
curriculum and extracurricular activities; 
O3: Investigating the teaching strategies and methods used by teachers 
to stimulate reflection and autonomous thinking; 
O4: Assessing the perceived impact of cultural activities on students' 
motivation, empathy and critical thinking. 
The hypotheses of the research are: 
H1: Teachers who constantly use cultural activities in the teaching 
process have more positive perceptions regarding the development of 
critical thinking in students; 
H2: There is a significant relationship between the level of professional 
experience and the degree of integration of cultural education into 
teaching activities; 
H3: Cultural activities that involve reflection and dialogue contribute 
more effectively to the formation of critical thinking than activities 
focused solely on the transmission of cultural information. 
The research had a mixed design (quantitative and qualitative), which 
allowed a complex analysis of the phenomenon studied. The 
quantitative component was achieved by applying a standardized 
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questionnaire, and the qualitative component targeted semi-structured 
interviews with a small number of teachers selected from the same 
sample. This methodological combination offered the possibility to 
capture both the statistical dimension of general trends and the depth of 
individual experiences. 
The sample consisted of 60 primary school teachers from 10 schools 
located in urban and rural areas in Arad and Cluj counties. The 
selection criteria concerned seniority in education (minimum three 
years), involvement in extracurricular activities and willingness to 
voluntarily participate in study. Of the participants, 87% were women 
and 13% men, with an average age of 39.4 years and a teaching 
experience between 3 and 32 years. 
This distribution ensures a balanced representation of educational 
contexts and allows the comparison of perceptions between teachers 
with different experience and from distinct socio-cultural backgrounds. 
Two tools were used for data collection: 
1. The questionnaire on teachers' perceptions of critical thinking 
and cultural activities, developed on the basis of the specialized 
literature (Brookfield, 2017; Facione, 2020; OECD, 2022).  
It included 28 items formulated on a Likert scale from 1 (total 
disagreement) to 5 (total agreement), grouped into four dimensions: 
• perception of the importance of critical thinking; 
• frequency of use of cultural activities; 
• perception of the impact of these activities on students; 
• the reflective attitude of the teacher. 
The internal consistency of the instrument was verified by the 
Cronbach coefficient α = 0.86, which indicates good reliability. 
2. The semi-structured interview, applied to a subgroup of 12 
participants, aimed to complement the quantitative data with 
qualitative information on pedagogical practices and the challenges 
encountered.   
The interview guide included questions about the strategies used, 
examples of relevant cultural activities and the perception of students' 
involvement in reflection. 
The quantitative data were processed using the SPSS program, using 
descriptive analysis (means, standard deviations, frequencies) and 
inferential analysis (t-test for independent samples and Pearson 
correlation coefficient).  
The qualitative data were analyzed using the thematic analysis method, 
identifying the main recurring themes in the teachers' responses. 
The integration of quantitative and qualitative results was achieved 
through methodological triangulation, with the aim of obtaining a 
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coherent and comprehensive picture of how cultural activities support 
the development of critical thinking in primary school students. 
Results 
Descriptive analysis of quantitative data 
The results obtained from the questionnaire applied to the 60 teachers 
indicate a clearly positive perception of the importance of critical 
thinking in the teaching-learning process. The overall average of the 
scores for the dimension "importance of developing critical thinking" 
was 4.56 (SD = 0.41), which shows a high level of awareness of the 
role of this competence in primary education. 
Most of the participants (93%) believe that critical thinking should be 
stimulated from the primary cycle, and 85% say that cultural activities 
provide suitable contexts for the formation of the capacity for 
reflection. However, only 58% of teachers say that they constantly use 
cultural activities for educational purposes, which indicates a gap 
between beliefs and practice. 
Regarding the perception of the effectiveness of cultural activities, the 
items related to their impact on students' motivation and participation 
recorded the highest scores (M = 4.61; SD = 0.38), while the items 
related to the development of independent thinking and critical analysis 
had a slightly lower mean (M = 4.22; SD = 0.49). 
To test the H1 hypothesis, the relationship between the frequency of 
use of cultural activities and the perception of their impact on critical 
thinking was analyzed. The Pearson correlation indicated a significant 
association, r = 0.47, p < .01, which confirms that teachers who use 
cultural activities more frequently rate their role in stimulating critical 
thinking more positively. 
The t-test for independent samples was used to compare the 
perceptions of teachers with up to 10 years of experience with those of 
teachers with more than 20 years of experience. The difference was 
statistically significant, t(58) = 2.63, p < .01, with younger teachers 
reporting greater openness to cultural and interdisciplinary methods. 
The result confirms the H2 hypothesis regarding the influence of 
professional experience on the degree of integration of cultural 
education in teaching activities. 
Overall, the quantitative data show a positive attitude and a solid 
conceptual understanding of critical thinking, but also highlight the 
need for greater practical translation into the classroom. 

Qualitative results – thematic analysis 
The analysis of semi-structured interviews provided a deeper insight 
into how teachers perceive the link between cultural education and the 
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development of critical thinking. Following the coding and 
classification of the responses, four major themes were identified: 
Theme 1: Culture as a medium for reflection 
Most of the participants described the cultural activities as "a space for 
reflection and interpretation" that helps students understand the world 
and express their own values. The teachers mentioned that, through 
stories, role-playing games or artistic activities, children are put in 
situations that require critical thinking. One teacher said: "Through 
folk tales, students discover the difference between appearance and 
essence and learn to judge behaviours, not just facts." 
Theme 2: Dialogue and questioning as formative tools 
The teachers emphasized the role of dialogue in stimulating critical 
thinking. Many mentioned that open-ended questions, debates and 
group reflections help children clarify their opinions and argue them. 
One participant said: "I'm trying to ask more questions than give 
answers. Children learn to think for themselves when they feel that 
their opinions matter." 
Theme 3: Creativity as an expression of critical thinking 
Another emerging theme was the link between critical thinking and 
creativity. Teachers believe that cultural activities stimulate creativity 
through freedom of interpretation and the possibility of combining 
different ideas. A teacher from the countryside mentioned: "When 
students write their own endings for stories or create skits, it is clear 
that their thinking becomes more independent." 
Theme 4: Obstacles in the application of cultural approaches 
Although all teachers recognize the value of cultural activities, many 
have reported difficulties related to time, rigid curriculum and lack of 
resources. A teacher said: "The school demands immediate 
performance, but critical thinking is formed over time, through 
discussions and reflection. Sometimes we don't have the space for 
that." 
Integration of quantitative and qualitative results 
The integrated data analysis revealed a clear concordance between the 
general perceptions expressed in the questionnaires and the experiences 
reported in the interviews. Teachers value critical thinking as a major 
objective of primary education and consider that cultural activities are 
an effective tool to achieve this goal. However, the application of these 
practices is influenced by contextual factors, such as the lack of 
specific pedagogical training or curricular constraints. 
Quantitative data confirm the H1 and H2 hypotheses, indicating 
significant relationships between the frequency of cultural activities, 
professional experience and perception of their effectiveness. The H3 
hypothesis has been partially supported, as teachers recognize the 
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impact of reflective activities, but mention that their systematic 
application requires additional time and resources. 
The results provide a complex picture of how cultural education can 
contribute to the formation of critical thinking, while highlighting the 
need for continuous teacher training and curricular flexibility. 

Discussions 
The results of the study highlight a high awareness of the importance 
of critical thinking among primary school teachers, confirming that this 
competence is perceived as a fundamental pillar of contemporary 
education. This finding is in line with the theoretical perspectives 
formulated by Ennis (2018) and Facione (2020), who consider critical 
thinking an essential condition for intellectual autonomy and active 
participation in social life. In the current context, marked by cultural 
diversity and intense information flow, the ability to analyze, interpret 
and evaluate becomes a central component of the student's formation 
as a future citizen (Halpern, 2020). 
A first important direction drawn from the analysis is the close 
connection between cultural activities and the development of 
reflective thinking. The quantitative results showed that teachers who 
frequently use cultural activities appreciate their impact on critical 
thinking to a greater extent. This finding aligns with the conclusions of 
Brookfield (2017), according to which cultural experiences, when 
accompanied by reflection, create authentic contexts for analysis and 
interpretation. Also, the study by Marin and Davies (2023) confirms 
that artistic and cultural activities contribute significantly to the 
development of critical thinking and the formation of a reflective 
attitude towards diversity. In a similar vein, Kokotsaki (2022) shows 
that learning through art and creative expression fosters cognitive and 
emotional development, supporting students' active involvement in the 
reflection process. 
The analysis of interviews revealed a clear relationship between 
creativity and critical thinking, an association also confirmed by recent 
research (Lai, 2021; Fisher, 2023). Teachers believe that the freedom 
of interpretation offered by cultural activities helps students express 
their independent thinking, which corresponds to Dewey's (2018) 
conception of experiential learning. This form of experiential education 
allows the child to transform knowledge into reflection and to build 
personal meanings from contact with the cultural world. 
The results of the study also indicate that there are significant 
differences between teachers according to their seniority in education. 
Younger teachers show a greater openness to the integration of cultural 
education and reflective methods, which can be explained by recent 
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trainings that include topics related to critical thinking, transversal 
competences and interdisciplinarity. Halpern (2020) emphasizes that 
the development of critical thinking in teachers requires continuous 
exercise, as pedagogical reflection is formed through experience and 
collaborative learning. In contrast, teachers with longer experience tend 
to remain anchored in traditional teaching structures, which highlights 
the need for lifelong learning programmes geared towards critical 
thinking and intercultural learning. These findings correlate with the 
recommendations made by the OECD (2023) on updating teachers' 
professional skills for 21st century education. 
Another relevant aspect is the role of the teacher as a cultural mediator. 
The qualitative analysis highlighted the fact that teachers perceive 
cultural activities not only as teaching tools, but also as ways of 
shaping the character and identity of students. This perspective 
supports Mezirow's (2018) vision of transformative learning, according 
to which authentic education involves changing one's way of thinking 
and understanding the world through critical reflection on experience. 
In the same sense, Tirri (2022) states that moral education and 
reflection on values are essential components of critical thinking, 
especially in the primary cycle, where the basis of ethical judgments is 
formed. 
The research also highlights a number of structural challenges, such as 
lack of time, rigidity of school curricula and absence of adequate 
cultural resources. The interviewed teachers noted that these 
limitations reduce the possibilities of applying reflective methods and 
cultural projects. These difficulties are similar to those pointed out by 
the European Commission (2023), which shows that, at European 
level, the integration of critical thinking into curricular activities is still 
partial and depends on the individual initiative of the teacher. 
However, the UNESCO report (2024) highlights recent progress in 
promoting cultural competence and global citizenship in primary 
education, highlighting the importance of forming reflective thinking 
oriented towards dialogue and social responsibility. 
The study also reveals significant opportunities related to the use of 
educational technology to promote culture and critical thinking. The 
young teachers mentioned the interest in virtual activities, such as 
online museum tours, digital collaborative projects and the analysis of 
multimedia materials. Such practices confirm the current orientation of 
education towards a digital cultural pedagogy, in which cultural 
experience is mediated by technology, but retains the purpose of 
reflective and analytical training (OECD, 2022; Marin and Davies, 
2023). 
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Theoretically, the results confirm the validity of models that describe 
critical thinking as a contextual competence, closely related to the 
emotional and cultural dimension of learning (Paul & Elder, 2019). 
This perspective is reinforced by recent research that highlights the 
relational nature of critical thinking, dependent on dialogue, empathy 
and moral reflection (Tirri, 2022; Fisher, 2023). 
From a practical point of view, the conclusions of the study support the 
idea that cultural education is a strategic tool for stimulating critical 
thinking in primary education. Cultural activities help students ask 
questions, explore multiple meanings and develop their ability to 
reflect on reality. At the same time, they provide teachers with a 
flexible framework for integrating transversal skills, combining 
cognitive and socio-emotional aspects (Kokotsaki, 2022; Lai, 2021). 
Overall, the results suggest that promoting critical thinking through 
cultural activities is not just a pedagogical option, but an educational 
necessity. Teachers who encourage reflection, dialogue and 
interpretation contribute not only to the intellectual development of 
students, but also to their formation as people capable of understanding 
and valuing cultural diversity (UNESCO, 2024). 

Conclusions 
The study showed that primary school teachers are increasingly aware 
of the importance of critical thinking as an integral part of the 
educational process and recognise the potential of cultural activities to 
support the development of this competence. The results showed that 
cultural activities are not only an aesthetic or recreational context, but a 
formative framework that stimulates reflection, dialogue and 
interpretation. In this sense, the role of the teacher becomes essential, 
being both a cultural mediator and a facilitator of the reflective 
learning process. 
Quantitative analysis confirmed the positive relationship between the 
frequency of use of cultural activities and teachers' perception of their 
impact on critical thinking. Differences were also highlighted between 
young teachers and those with long experience, which underlines the 
need for continuous training in the field of critical thinking and cultural 
education. Qualitative data completed this perspective, showing that 
reflection, creativity and dialogue are perceived by teachers as 
inseparable components of an authentic education. 
The theoretical contribution of the study consists in highlighting the 
relationship between the cultural dimension of learning and the 
formation of critical thinking, in an essential stage of development – 
that of primary school. The research confirms that cultural approaches 
can function as complex formative environments, in which students 
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learn to think independently and appreciate the diversity of 
perspectives. At the same time, the results consolidate the literature 
that describes critical thinking as a contextual competence, at the 
intersection of reason, emotion and culture. 
From a practical point of view, the conclusions support the need to 
train teachers to use cultural activities as pedagogical tools for 
reflection and analysis. Integrating arts, stories, and cultural resources 
into teaching not only diversifies the educational process, but also 
provides students with the opportunity to explore multiple meanings 
and express their thinking in a free and creative way. Such an approach 
contributes to the development of transversal competences, to increase 
motivation for learning and to the formation of balanced critical 
thinking. 
At the strategic level, the study emphasizes the importance of 
curricular review and support of educational programs that capitalize 
on the potential of culture in the formation of critical thinking. The 
education of the future should go beyond disciplinary boundaries and 
promote a reflective pedagogy, based on dialogue, participation and 
openness to diversity. 
Future research directions could aim to expand the sample nationwide 
and explore how cultural activities influence not only critical thinking, 
but also students' emotional and social skills. A longitudinal analysis of 
the impact of these approaches on the formation of moral and 
intercultural values would also be useful. 
In conclusion, the development of critical thinking through cultural 
activities is not only an educational objective, but a formative mission 
of the contemporary school. Teachers, through creativity and 
reflection, become the architects of an education that cultivates 
freedom of thought, respect for diversity and the joy of knowledge. 
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