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Wprowadzenie

W dzisiejszym szybko zmieniajgcym sie $wiecie, w ktérym globalne wydarzenia
majg wplyw na niemal kazdy aspekt naszego zycia, edukacja staje sie areng nowych
i czesto nieprzewidzianych wyzwan. Niniejszy numer ,Kwartalnika Pedagogiczne-
go”, poswiecony dynamice edukacyjnych transformacji w zmiennym $rodowisku,
stanowi prébe glebszego zrozumienia r6znych aspektéw procesu edukacyjnego.
Analizujemy zaréwno konsekwencje pandemii COVID-19, jak i szersze przemiany
zachodzace w edukacji na tle szybkiego rozwoju spofecznego, technologicznego
i kulturowego.

Zawarty w tym tomie zbior artykutow ma wyjatkowe znaczenie ze wzgledu na
swoja interdyscyplinarno$¢ oraz ré6znorodnos¢ podejs¢ badawczych. Prezentuje on
rezultaty badan z perspektywy takich dyscyplin, jak: lingwistyka, psychologia, eko-
nomia, pedagogika i socjologia, co pozwala na kompleksowe spojrzenie na wspot-
czesne wyzwania edukacyjne. Kazdy artykul w tym tomie wnosi unikalny wktad do
dyskusji dotyczacej adaptacji i innowacji w srodowisku edukacyjnym. Dzieki temu
niniejszy numer ,Kwartalnika Pedagogicznego” staje sie cennym zrédlem wiedzy
dla badaczy, nauczycieli i wszystkich zainteresowanych rozwijaniem edukacyjnych
strategii w obliczu zmieniajacego sie Swiata.

W pierwszym artykule autorstwa Kamili Wichrowskiej i Pauliny Marchlik zapo-
znajemy sie z wyzwaniami zdalnego nauczania jezyka angielskiego dla najmtod-
szych dzieci. Przedstawione w tym artykule badania pokazuja, jak nauczyciele
radzili sobie z tym nowym Srodowiskiem nauczania w czasie pandemii. Obok trud-
nosci, z jakimi mierzyli sie nauczyciele, ukazane sa takze pozytywne aspekty pracy
zdalnej, takie jak: rozwdéj wspétpracy nauczycieli i odkrywanie nowych narzedzi
edukacyjnych, ktére obecnie stanowig integralng czes¢ codziennych lekcji.

Nastepnie w artykule Justyny Majkowskiej i Joanny Felczak, przyjrzymy sie stre-
sowi i radzeniu sobie z nim u nauczycieli szkoét podstawowych pracujacych zdalnie.
Spojrzenie nauczycieli na swoja prace przez pryzmat pandemii rzuca Swiatfo na
wyzwania, z ktérymi musieli sie mierzy¢ oraz na strategie, ktére wypracowali w ra-
dzeniu sobie z trudno$ciami.
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Réwnie istotny dla procesu edukacyjnego jest wplyw osobowosci nauczycieli
na uczniéw. W tym kontekscie Iwona Dronia analizuje, jak réznice indywidualne
w osobowosci nauczycieli, takie jak ekstrawersja czy neurotycznos$¢, wptywaja na
motywacje ucznidow i ksztaltujg efektywnos$¢ procesu nauczania. Wprowadza nas
to w obszar, gdzie relacje miedzyuczniowskie, dialog, a takze klimat w klasie od-
grywaja kluczowa role w procesie uczenia sie.

Kierujac spojrzenie na szczebel akademicki artykut Joanny Szyszkowskiej i ze-
spotu badaczy koncentruje sie na zdolnosciach do skupienia uwagi i wielozada-
niowosci u studentéw uczelni wyzszych. W dobie nauki na odlegtos¢, gdzie online
staje sie nowg rzeczywistoscia, analiza ta ukazuje, jakie wyzwania stoja przed stu-
dentami i jakie umiejetnoSci sa kluczowe dla efektywnego przyswajania wiedzy.

Kolejnym obszarem badawczym jest kapital profesjonalny miodziezy akade-
mickiej, a autorka Lucyna Myszka-Strychalska dzieli sie wynikami badan zasiegu
ogolnopolskiego. To spojrzenie na mtodziez jako uczestnikow procesu edukacyj-
nego, prezentujacych swoje doswiadczenia i kapital w dobie pandemii, stanowi
cenne zrodto wiedzy, ktére moze wspomoc planowanie dziatan na rzecz poprawy
jakosci edukagji.

Katarzyna Tomaszek i Agnieszka Muchacka-Cymerman kieruja nasza uwage
na obszar agresji w $rodowisku akademickim, zaréwno online, jak i offline. Ich
badania skupiaja sie na zrozumieniu zwigzkéw miedzy wypaleniem akademickim,
impulsywnoS$cia a agresja, uwzgledniajac przy tym réznice kulturowe miedzy Japo-
nig a Europa. To spojrzenie pozwala na glebsze zrozumienie mechanizméw rzadza-
cych relacjami miedzyludzkimi w srodowisku akademickim.

Finalnie, artykut zawierajacy analize wydatkow rodzicow na edukacje dzieci
w Polsce autorstwa Matgorzaty Klobuszewskiej stawia pytania o nieréwnosci edu-
kacyjne, wynikajace z réznic w podejsciu do dodatkowych zaje¢ edukacyjnych.
Czy edukacja staje sie Swiadomg inwestycja czy tez nieprzyjemng koniecznoscig?
Analiza ta ukazuje, w jaki sposob sytuacja finansowa wplywa na wybory rodzicow
dotyczace inwestycji w edukacje swoich dzieci.

Niniejszy numer ,Kwartalnika Pedagogicznego” nie tylko dokumentuje wyzwa-
nia, ale takze inspiruje do poszukiwania nowych, skutecznych rozwigzan eduka-
cyjnych, ktére moga wplywaé pozytywnie na przyszio$¢ edukacji. Jego celem jest
zaréwno naukowa analiza zmian, jak i inspiracja do tworzenia lepszych rozwiazan
edukacyjnych, dostosowanych do zmiennego kontekstu wspétczesnosci.

Joanna Madaliniska-Michalak
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Zdalne lekcje jezyka angielskiego
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Summary
REMOTE ENGLISH LESSONS IN EARLY CHILDHOOD EDUCATION*™

The article aims to present the views of teachers of English to young learners on their experiences
of remote teaching during the pandemic. In this article, we present a selection of findings from
two original qualitative studies conducted in July—August 2020 and February—March 2021. The
authors of the article want to show how the respondents dealt with the situation of remote
teaching English to young learners. In the results section, the authors considered, among other
things, what aspects of online language teaching posed the greatest challenges for the teachers
and children, and what elements of the remote education experience the teachers incorporated
into their daily practice in the language classroom. The language teachers interviewed
highlighted challenges in working with young learners that differ from lessons with older pupils,
namely problems with switching on and operating equipment and a very short attention span.
However, a noteworthy aspect emerging from the research is that all participants taking part
in the interviews saw the positive sides of remote teaching. Most of them noted that there
developed collaboration and mutual support among teachers during the pandemic, and that by
exploring new materials, teachers explored a multitude of new sites, apps and tools that still
accompany them in their classroom lessons.

* Adres uczelni: Uniwersytet Warszawski, Wydzial Pedagogiczny, ul. Mokotowska 16/20,
00-561 Warszawa
* Finansowanie publikacji: Uniwersytet Warszawski
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Wprowadzenie

Na poczatku 2020 r. wiele krajow zostato dotknietych wirusem SARS-CoV-2.
W zwigzku z rozprzestrzenianiem sie pandemii bardzo ograniczono funkcjono-
wanie wielu placowek edukacyjnych w Polsce. Zamkniecia instytucji edukacyjnych
wplynely na proces ksztalcenia 1 401 026 dzieci objetych wychowaniem przed-
szkolnym i 4 891 056 uczniow szkol podstawowych, gimnazjow i szkoét ponadgim-
nazjalnych oraz ponad 513 000 nauczycieli we wszystkich typach szkoét i przed-
szkoli (GUS, 2020). Placéwki edukacyjne musialy rozpoczac prace w zupetnie nowe;j
formule, do ktorej nie byli przygotowani ani nauczyciele, ani uczniowie. Pierwsze
zawieszenie zaje¢ stacjonarnych w Polsce nastgpito 12 marca 2020 r. (Dz.U., 2020
poz. 410). Zaistniala sytuacja wywotata niepokéj wsréd nauczycieli, uczniow i ich
najblizszych. Gléwnym zadaniem, przed ktérym staneli nauczyciele, byto zor-
ganizowanie ksztalcenia na odleglo$¢ i wypracowanie nowych sposobow pracy
z dzie¢mi. W wyniku tego dlugotrwatego procesu doszio do zmiany z nauczania
asynchronicznego na synchroniczne, eksploracji nowych metod oraz modyfikagcji
tych juz znanych (Marchlik, Wichrowska, Zubala, 2021). Chociaz zamkniecie szkot
spowodowane pandemia koronawirusa jest juz za nami, to warto zastanowic sie
nad dobrymi praktykami, ktére mozna wykorzysta¢ w przysztosci, w razie potrzeby
ponownego wdrozenia nauczania zdalnego.

Artykut ten przedstawia, w jaki sposob nauczyciele jezyka angielskiego dla
dzieci w wieku przedszkolnym i wczesnoszkolnym radzili sobie z sytuacja ksztal-
cenia na odleglo$¢. W tekscie analizowane sg te aspekty nauczania jezyka w formie
online, ktore byly najwiekszym wyzwaniem dla najmtodszych uczniéw i ich nauczy-
cieli. Ponadto pokazane jest, jak zdobyte doswiadczenia nauczyciele wprowadzili
do swojej codziennej praktyki edukacyjnej w szkole. Aby unikng¢ powtérzen ko-
rzystamy zamiennie z terminéw: edukacja, lekcje, nauczanie, ksztalcenie zdalne,
online i na odlegtos¢.

Wczesne nauczanie jezyka obcego

Nauczanie jezyka angielskiego mtodych uczniéw na pierwszym poziomie edu-
kacyjnym zyskuje coraz wieksza popularnos¢ (Shin, 2006). W Polsce jest ono obo-
wigzkowe od pierwszej klasy szkoly podstawowej, od roku szkolnego 2008/2009,
kiedy obnizono wiek rozpoczynania nauki jezyka obcego z 10 roku zycia (klasa 4
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szkoly podstawowej) do 7 roku zycia (klasa 1 szkoly podstawowej) (Komisja Euro-
pejska, EACEA, Eurydice, 2017). Powszechne wdrazanie jezykéw obcych w szkotach
podstawowych zostato okres$lone jako potencjalnie najbardziej znaczaca innowacja
w polityce edukacyjnej na swiecie (Johnstone, 2009). W polskich szkotach najcze-
$ciej nauczanym jezykiem obcym jest jezyk angielski — wedtug danych Eurydice
z 2023 . Polska jest krajem z wysokim odsetkiem uczniéow (ponad 90%), ktérzy ucza
sie jezyka angielskiego w szkolnictwie podstawowym i $rednim, juz od pierwszej
klasy szkoly podstawowej (Komisja Europejska, EACEA, Eurydice, 2023, s. 85).

Zgodnie z zalozeniami podstawy programowej (Dz.U. 2017 poz. 356), dziecko za-
czyna nauke jezyka obcego w pierwszej klasie szkoly podstawowej. Nie znaczy to, ze
nie ma wcze$niej kontaktu z jezykiem obcym/ angielskim, jednak nalezy podkresli¢,
ze prawdziwa nauka jezyka zaczyna sie dopiero w szkole. W 2014 r. w podstawie pro-
gramowej dla przedszkoli i innych form wychowania przedszkolnego pojawil sie ob-
szar wskazujacy na koniecznos¢ przygotowania dzieci do postugiwania sie jezykiem
obcym nowozytnym (Dz.U. 2014 poz. 803). Korzys$ciami z rozpoczecia nauki drugiego
jezyka we wczesnym dziecinstwie s3: wymowa i intonagji zblizonej do natywnej. By
byto to mozliwe dzieci muszg mie¢ taka sposobnosc¢ i korzysta¢ z wielu okazji do
plynnej i znaczacej interakcji w jezyku docelowym, chociazby podczas lekgji jezyka
obcego (Muiioz, 2008; Munoz, Singleton, 2011). Miody wiek ucznia odgrywa znacza-
cg role w przyswajaniu drugiego jezyka, ale warto pamietac, ze sposob oraz jakos¢
proponowanych zaje¢ ma znaczenie. Rozpoczecie nauki jezyka w miodszym wieku
jest jednym ze sposobow na zapewnienie wiekszego wkladu jezykowego (language
input), co moze mie¢ wplyw na uczenie sie jezyka, nawet jesli 6w wktad jest minimal-
ny (Larson-Hall, 2008). Trzeba nadmieni¢, ze spos6b pracy nauczyciela pracujacego
z uczniami w mfodszym wieku szkolnym ,,jest wazniejszy niz jej wymierny efekt, gdyz
motywacja do pracy jako fundament dalszej wieloletniej pracy jest w tej grupie wieko-
wej wazniejsza niz wymierne efekty jezykowe” (Komorowska, 2002, s. 29).

Przygotowanie do nauki jezyka obcego nowozytnego, takiego jak jezyk an-
gielski, w przedszkolu przybiera ze wzgledu na wczesny etap rozwoju uczniéw
przede wszystkim forme zabawy i powinno by¢ realizowane w ramach réznych
zajec i dziatan wynikajacych z programu wychowania przedszkolnego. Nalezy dzie-
ciom da¢ mozliwo$¢ ostuchania sie z jezykiem obcym w réznych naturalnych sy-
tuacjach zycia codziennego, wynikajacych ze swobodnej zabawy dzieci, takich jak
np. wspolna lektura ksigzeczek w nauczanym jezyku. Ponadto nauczyciele powinni
kierowac do dzieci proste polecenia w jezyku obcym, wykorzystywa¢ w tym jezyku
krotkie wierszyki, rymowanki i piosenki oraz materiaty audiowizualne. W tym cza-
sie dzieci majg zrozumied, ze ludzie postuguja sie r6znymi jezykami, a zadaniem
nauczyciela jest rozbudzenie w przedszkolakach ciekawos$ci do poznawania ich
i nowych kultur (Iluk, 2015; Kic-Drgas, 2015; Szpotowicz, Szulc-Kurpaska, 2017).
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Nauczanie jezyka obcego dzieci musi by¢ oparte na ich mozliwosciach poznaw-
czych. Metody i podejscia do nauczania jezyka obcego powinny by¢ dostosowane
do wieku i potrzeb dzieci. Rozwdj poznawczy dzieci uczacych sie jezyka obce-
go, niezaleznie od ich jezyka ojczystego, przebiega wedlug dos¢ przewidywalne-
go schematu wraz z rozwojem neurologicznym, niosacym za soba ograniczone
(jeszcze na tym etapie rozwoju) zdolnos$ci myslenia i rozumowania (Kastuhandani,
2014; Kuhn, 2006; Linse, 2005). Nauka nie moze by¢ dla dzieci stresujaca, powinna
by¢ zabawa. Mtodzi uczniowie musza by¢ motywowani do nauki jezyka obcego
poprzez wykorzystanie piosenek, rymowanek oraz zabaw i gier. Wiek mozna uzna¢
za czynnik wplywajacy na motywacje uczacego sie jezyka obcego (Sung, 2013).
Wykorzystanie materiatéw, metod i podej$¢ odpowiednich do wieku dzieci i uzna-
nych przez nie za atrakcyjne umozliwia mtodym uczniom rozwijanie umiejetnosci
jezykowych, jednoczesnie zwiekszajac ich motywacje. Jako ze mtodzi uczniowie
potrafig tylko krotki czas koncentrowac swoja uwage (Cameron, 2001), niezbedne
jest umiejetne pokierowanie uczniami w czasie jednostki lekcyjnej i utrzymywanie
ich w skupieniu na danym zadaniu. Co istotne, dzieki odpowiedniemu prowadze-
niu zajec¢ jezyka angielskiego ,mozna osiaggnac¢ wiele na polu wychowania” (Pamuta,
2002, s. 9). Uczac sie nowego jezyka, dziecko poznaje nie tylko nowy kod jezykowy,
lecz réwniez kulture i wiedze o innych tradycjach, przez co moze uksztaltowac sie
w nim otwartosc i tolerancja.

Woczesne nauczanie jezyka angielskiego w pandemii

Gtownym celem zdalnego nauczania podczas pandemii nie byto odtworzenie
Swietnie dzialajacego systemu edukacyjnego, ale zapewnienie tymczasowego do-
stepu do nauki i wsparcia pedagogicznego w sposéb, ktéry mozna szybko zor-
ganizowac i ktory jest dostepny w sytuacji wyjatkowej lub kryzysowej (Hodges
iin., 2020). Nauczyciele, uczniowie i rodzice nie tylko w Polsce, czy w Europie, ale
w wielu miejscach na swiecie doswiadczyli licznych wyzwan spowodowanych gwal-
townymi zmianami w sposobie nauczania w czasie zamkniecia szko6t podczas pan-
demii COVID-19. Badania wskazuja na to, ze zaréwno dzieci (jak i ich rodzice) wolg
nauczanie w klasie szkolnej niz lekcje na odlegto$¢ (Canli & Canli, 2020; Statistics
Canada, 2020; Zubala, Wichrowska, Marchlik, 2022). W klasie sg inni uczniowie,
z ktérymi moga sie bawi¢, w kazdej chwili moga poprosi¢ nauczyciela o pomoc,
natomiast zdalna edukacja wydaje sie uczniom, na dfuzszg mete, nudna.

Zdalne nauczanie jezyka angielskiego mtodych uczniéw wymagalo wiecej
wysitku i energii w procesie przygotowania lekgji i podczas ich realizagji (Khaula,
2022). Napotykane przez uczniéw i nauczycieli problemy w edukacji zdalnej to
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staba 1acznos¢ z siecia, trudnosci w dostepie do stabilnego potaczenia interneto-
wego i rozlgczanie sie miedzy kolejnymi lekcjami. Dodatkowo nadmierne spedza-
nie czasu przed ekranem przez dzieci w wieku szkolnym podczas lockdownu byto
jedna z najwazniejszych obaw, jakie wyrazito 64% rodzicéw ankietowanych przez
Statistics Canada (2020).

Ograniczenia edukacji zdalnej sa jeszcze bardziej dotkliwe w przypadku naj-
miodszych, ktorzy moga nie mie¢ na co dzien dostepu do internetu lub mieli przed
pandemia ograniczone doswiadczenia z komputerem lub tabletem, a co za tym
idzie niskie umiejetnosci w zakresie technologii informacyjno-komunikacyjnych.
W edukacji zdalnej duza odpowiedzialno$¢ za proces nauczania najmtodszych
przejmowali rodzice. Musieli pomagac¢ dzieciom w kwestiach technicznych, ale
réwniez merytorycznych — wyjasnia¢ niezrozumiale kwestie, pomaga¢ w lekcjach.
Jesli w gre wchodzifa zdalna nauka jezyka obcego, to mozna sie domysla¢, ze nie
wszyscy rodzice mieli rowne szanse, jako ze nie wszyscy wtadali jezykiem obcym
(Fontenelle-Tereshchuk, 2021). W sytuacji nauczania zdalnego rodzice najmtod-
szych uczniow musieli wypetni¢ czas w domu dzieciom, pozbawionym z koniecz-
nosci kontaktu z réowie$nikami. Powodowato wiele niespodzianek, streséw i sy-
tuagji konfliktowych, wymuszato inng organizacje codziennych zaje¢ i utrudniato
zycie (Parczewska, 2020).

Badanie

W niniejszym artykule prezentujemy wybrane wyniki dwoch naszych autorskich
badan przeprowadzonych w lipcu i sierpniu 2020 r. oraz w lutym i marcu 2021 r.!
Pierwsze z nich, przeprowadzone po pierwszej fali pandemii koronawirusa, miato
charakter pilotazowy i objeto wywiady z dwunastoma nauczycielami jezyka an-
gielskiego pracujacymi z najmfodszymi uczniami — w publicznych i niepublicznych
przedszkolach, szkotach podstawowych (uczacych klasy 1-3) oraz prywatnych
szkotach jezykowych zlokalizowanych na wsiach, w matych i duzych miastach.

Drugie badanie przeprowadzone zostalo po drugiej fali pandemii i zawarfo
wywiady z dwudziestoma nauczycielami edukacji wczesnoszkolnej, nauczycielami
jezyka angielskiego pracujacymi z uczniami pierwszego etapu edukacyjnego (klasy
1-3 szkoly podstawowej) w szkotach publicznych, a takze wywiady z dwudziesto-
ma rodzicami najmlodszych uczniéw, jednak w tym tekscie dane zebrane w wy-
wiadach z rodzicami nie sg prezentowane. Wszystkie osoby biorgce udziat w obu
badaniach — nauczyciele i rodzice — mialy do$wiadczenia zwigzane ze zdalnym
nauczaniem — w formie synchronicznej i asynchronicznej. W niniejszym tekscie

! Badanie przeprowadzilySmy wraz z Eweling Zubala.
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prezentujemy dane zebrane podczas obu badan w wywiadach wylacznie z nauczy-
cielami jezyka angielskiego (N = 19).

W pierwszym badaniu przeprowadzilySmy wywiady narracyjne, a w drugim
wywiady cze$ciowo ustrukturyzowane. Dobor uczestnikow do badan byl celowy,
oparty na dostepnosci badanych w bliskim nam zasiegu (Babbie, 2009). W bada-
niach wzieli udziat nauczyciele, ktorzy odpowiedzieli na nasze zaproszenie i wyra-
zili zgode na nagrywanie wywiadu. Respondentéw zapewnity$my, ze przekazane
przez nich informacje beda poufne i zanonimizowane. Poinformowaty$my ich réw-
niez o tym, ze w kazdej chwili moga wycofa¢ swojq zgode. Badania mozna okresli¢
jako eksploracyjne i opisowe.

Wszystkie przeprowadzone wywiady zostaly spisane w formie transkrypgji
w celu dalszej analizy. Podczas wstepnego kodowania zostaty zidentyfikowane klu-
czowe watki poruszane w czasie wywiadéw. Dalsza analiza danych oparta zostala
na kodowaniu in vivo.

Ograniczenia obu badan zwiagzane byly gléwnie z procesem zbierania danych.
Ze wzgledu na restrykcje zwigzane z rozprzestrzenianiem sie wirusa SARS-CoV-2
niemozliwe bylo zrealizowanie wywiadéw osobiscie. Z tego wzgledu do przepro-
wadzenia i nagrania wywiadéw w obu cyklach, wykorzystatySmy narzedzie wideo-
konferencyjne Zoom.

Wyniki

Zaréwno pierwsze, jak i drugie badanie dotyczylo doswiadczen nauczycieli
jezyka angielskiego zwigzanych z nauczaniem na odlegto$¢ najmtodszych dzieci
(w wieku przedszkolnym i z klas I-1ll) podczas zamkniecia placoéwek edukacyjnych
z powodu pandemii. Dla wszystkich badanych, nawet tych z dtugoletnim stazem
i doswiadczeniem pracy w réznych typach szkoét (publicznych, niepublicznych i je-
zykowych) nauczanie zdalne tak matych dzieci byto nowoscia:

Prowadzilam juz wczes$niej takie zajecia, ale nie na tym poziomie [nie dla tak miodych
uczniéw — przyp. aut.] i nie z formatami, ktére przynajmniej wydawaly sie nowe, jak Zoom czy
Teams. (N4, 1)

Wyzwania

Badani nauczyciele wskazywali na trudno$ci i wyzwania zwigzane z nowymi do-
Swiadczeniami, takimi jak nauczanie synchroniczne z wykorzystaniem technologii
informacyjno-komunikacyjnych. Ponizej zostaly przez nas przedstawione te, ktére
najczesciej powtarzaly sie w wypowiedziach nauczycieli anglistow.
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Jedna z trudnosci najczesciej wymienianych przez uczestniczacych w badaniu
nauczycieli byt — co nie powinno dziwic¢ — wiek uczniéw:

Mysle, ze jednak im starsze dzieci, tym duzo tatwiej. (N3, I)

Spora cze$¢ wyzwan wskazanych przez respondentéw bezposrednio lub po-
srednio wynikata wtasnie z mtodego wieku uczniéw. Najmtodsze dzieci przejawiaja
niski poziom kompetencji cyfrowych, co w polaczeniu z problemami z plynnym
czytaniem i pisaniem stanowi niezwykle trudna przeszkode. Oprocz trudnosci
wynikajacych z braku umiejetnosci cyfrowych najmiodszych uczniéw, nauczyciele
wskazywali rowniez na wyzwania zwigzane z pracg z podrecznikami w pierwszych
klasach:

No c6z, nawet pracujac z podrecznika, z ¢wiczen, takich podstaw, to one nie wszystkie wie-
dza, ktéra to jest na przyktad 32 strona, bo w zakresie pierwszej klasy jest liczenie do 20, wiec
tez nie wszystkie musza wiedzie¢. (N6, II)

Nauczyciele podkreslali znaczenie obecnosci osoby dorostej, ktéra pomoze
dziecku w petni uczestniczy¢ w lekgji:

Na pewno wsparcie rodzicéw bylto bardzo wazne. Takie sg moje obserwacje. Bo jezeli rodzic
sie nie angazowal, zostawial tylko dziecko gdzie$§ tam w pokoju, to byto duzo duzo trudniej.
U nas jednak to zaangazowanie bylo takie petne. (N8, I)

Tym dzieciom maltym jednak online potrzebny jest rodzic, albo kto$, kto bedzie im towa-
rzyszyl, i dobrze jest, jesli zawsze jest to ta sama osoba, czyli albo mama, albo tata, albo babcia.
(N7, 1)

Najmiodsze dzieci, ktore jeszcze nie umialy czytac ani pisac, potrzebowaly cig-
glej asysty dorostego np. w takich momentach, jak zapoznanie sie z przestanymi
materiatami edukacyjnymi w przypadku nauczania asynchronicznego, ktére miato
miejsce podczas pierwszego zamkniecia szkol, od marca 2020 r. Szczeg6lnie waz-
na byta pomoc osoby, ktéra cho¢ troche znata jezyk angielski — na tyle, by méc
wspomoc dziecko w rozwigzywaniu przesytanych przez nauczyciela materiatow do
samodzielnej pracy w ramach lekcji jezyka angielskiego. Jednak rodzice nie zawsze
umieli sami pracowac ze swoimi dzie¢mi, wiec potrzebowali wsparcia od nauczy-
cieli. Tak opowiadata o tym anglistka, pracujaca w wiejskiej szkole:

U nas sa dwie ,,zerowki”: 4-5-latki i 6-latki, taka [faktyczna — przyp. aut.| zeréwka. [ te 4-5-lat-
ki to tylko kilka osob uczestniczyto, bo rodzice stwierdzili, Ze oni sg jeszcze mali, i Ze nie beda,
ze oni nie umieja z nimi przerabiac... No, ale wysytatam... Umieszczatam to na stronie, te notatki,
np. z ttumaczeniami typowo, ze jak jest ,kot”, to jest ,cat” i tam taka przyblizona wymowe-tran-
skrypcje. Tak, zeby rodzice tez mogli sprawdzic. (N1, I)
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Osoby doroste byly potrzebne, aby poméc dzieciom potaczy¢ sie z nauczy-
cielem na lekcje odbywajace sie online, wpisa¢ hasto, zalogowac sie, czy czasem
pomoéc w odrobieniu pracy domowej. Czasem zdarzaly sie problemy techniczne,
niemozno$¢ potaczenia sie z internetem — a w takiej sytuacji asysta kogo$ doroste-
go byta niezbedna.

Te problemy techniczne byly denerwujace i byly wyzwaniem. (N10, I)

Jezeli chodzi o te maluchy, to wlasnie takie sytuacje jak ten internet przerywajacy, to dla
tych dzieci takie bardzo frustrujace bylo, jednak wytracato z réownowagi. Zresztg chyba to dla
kazdego jest takie trudne, ale u tych matych dzieci to szczegolnie. (N8, I)

Podczas drugiej fali pandemii, w roku szkolnym 2020/2021, juz we wszystkich
szkotach prowadzono lekcje online w czasie rzeczywistym. Zdalne lekcje w szko-
tach podstawowych odbywaly sie wediug planu, lecz zamiast standardowej dtu-
gosci 45 minut trwaly krécej — 30 minut. Zgodnie z rozporzadzeniem Ministra
Edukacji Narodowej (Dz.U. 2020 poz. 1539), dyrektorzy — w wyjatkowych przy-
padkach — mogli zdecydowac¢ o skréceniu dtugosci godziny lekcyjnej do minimum
30 minut, i czesto ta mozliwos¢ byla stosowana. Pedagodzy i rodzice chcieli, by
czas spedzany przez dzieci przed monitorami byt mozliwie jak najkrétszy. Byto to
podyktowane tym, ze uczniom trudno byloby utrzymaé koncentracje przed ekra-
nem komputera przez wiele godzin lekcyjnych, zwtaszcza w miodszych klasach
szkoly podstawowej. Respondenci zauwazali to, mowigc:

Nie wyobrazam sobie, zeby dzieci w takim miodym wieku siedzialy tam nie wiem 5-6
godzin przed komputerem. Wiec w moim odczuciu bytoby dobrze, gdybySmy ograniczyli czas
przed komputerem do minimum. (N6, II)

Tak wiec, wiec te lekcje sie odbywaja zgodnie z planem online. Hmm... Iaczymy sie i ta lekcja
trwa tak, powiedziatabym, co najmniej 30 minut. Nie dluzej, te dzieci nie wytrzymuja diuzej juz
po prostu przy tym komputerze jest im ciezko wysiedzie¢. Natomiast te lekcje tez nie wygladaja,
tez nie wygladaja w ten sposéb, ze maja robic ¢wiczenia, ze i nauczyciel co§ méwi one maja tam
robic. (N2, II)

Nie we wszystkich jednak szkotach lekcje byty skrocone do 30 minut. Tak opo-
wiadata o tym jedna z nauczycielek:

U nas dyrekcja nie zgodzita sie na 30-minutowe lekcje, gdzie rzeczywiscie... nauczyciele
mam na mysli, prosilisSmy o to tak, bo padia taka prosba, ze takie jest zalecenie, ze tak jest w in-
nych szkotach, ze to jest lepsze dla dzieci... [...] No, ale to spotkalo sie z taka odpowiedzia, ze
»same przeciez dobrze wiecie (do nauczycieli), ze zanim wigczy sie komputer, zanim sprawdzicie
liste, zanim kto$ tam wigczy mikrofonik, zeby odpowiedzie¢, to juz te 15 minut zleci lekgji, wiec
nie wyrazam na to zgody. Macie prowadzi¢ po 45 minut zaje¢”. (N6, II)
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Rozpoczecie nauki w szkole przyczynia sie do intensywnego rozwoju proces6w
poznawczych u dziecka. W tym czasie silnie rozwija sie funkcja skupienia uwagi
na podejmowanej nauce i ¢wiczeniach zwigzanych z uczeniem sie (Farnicka, Mit-
kowska, 2018; Matczak, 2003). Dziecko zaczyna wykonywa¢ kilka zadan na raz,
np. stuchac nauczyciela i pisa¢ w zeszycie. Stopniowo czas skupienia i koncentracji
u dzieci staje sie coraz dluzszy. W tym okresie rozwija sie takze uwaga dowolna,
ktora pomaga w celowym skupieniu sie na wykonywanych zadaniach i nie zwraca-
niu uwagi na rozpraszajace czynniki, takie jak gtosy innych dzieci rozmawiajacych
w klasie (Appelt, 2006). Jednak gdy lekcje przeniesione zostang do srodowiska do-
mowego, rozpraszaczy moze by¢ za duzo, a dziecku bez bezposredniej pomocy
nauczyciela trudno skupi¢ uwage na nowo. Badani anglisci zauwazali to, mowiac:

No, ale generalnie jest duzo trudnosci ze skupieniem ich uwagi. Tak wiec wymyslam, co sie
da, zeby skupi¢ ich uwage na tych lekcjach, na zajeciach. (N6, II)

[...] moze to, ze w domu sg inni domownicy, ktérzy moga wejs¢ do pokoju i rozpraszac
(N4, 1)

Jezykowcy przy okazji uczenia tak matych dzieci w nauczaniu zdalnym pra-
cowali na co dzien nie tylko ze swoimi uczniami, ale takze z ich rodzicami, star-
szym rodzenstwem, a czasem catymi rodzinami. Instrukcje do zadan trzeba bylo
zostawiac oraz ttumaczy¢ osobom, ktore moglty pomoc dzieciom nierozumiejacym
jezyka obcego. Powodowato to czesto dodatkowa prace, trudne sytuacje, a takze
bylo powodem dodatkowego stresu.

Oczywiscie pierwsza trudnos¢ to byt wiasnie moment zderzenia sie z rodzicami, przekaza-
nia im informacji i opor ze strony rodzicow spowodowany strachem i niewiedza jak to bedzie
wygladato. (N5, I)

No najwieksza trudnoscia, podsumowujac, byto sprawdzanie osiagniec¢ dzieci, a druga trud-
noscig a wlasciwie rzecza, ktéra bardzo mnie irytowata, bylo robienie zadan przez rodzicow.
(N6, )

Dla mnie tym wyzwaniem to po pierwsze byly te lekcje onlajnowe. Dla mnie byt dodatkowy
powdd do stresu, jak wiem, ze oprocz dzieci byli jeszcze rodzice. Wiec ja tez wiedzialam, ze
jestem obserwowana. To bylo stresujace. (N11, I])

Dzieci w pierwszych latach szkoty podstawowej przezywajg intensywny roz-
woj spoteczny zwigzany z bardziej Swiadomymi kontaktami z réwiesnikami, po-
trzeba socjalizacji i wspétpracy, ktorg niejako narzuca szkota (Batachowicz, 2016;
Stefanska-Klar, 2000). W tym wieku dziecko coraz bardziej liczy sie z opinig grupy
réwiesniczej. Zaczyna tez rozumie¢ zasady rzadzace dynamikg kontaktéw w gru-
pach réwnolatkow. Przyjaznie wczesnodzieciece sprzyjajg takim uczuciom,
jak empatia i lojalnos¢ (Balachowicz, 2017; Hetmanczyk, 2018; Matczak, 2003;
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Stefanska-Klar, 2000). Przy okazji zaje¢ online relacje nie mogly rozwijac sie tak, jak
zazwyczaj ma to miejsce w szkole, na co takze zwracali uwage badani nauczyciele:

[...] awidze, ze po prostu majg problemy teraz dzieci z takimi stosunkami, taka aktywnos$¢
spoleczna. (N4, II)

Natomiast to, co byto najtrudniejsze szczegolnie w przypadku matych dzieci, to interakgja...
W jaki spos6b wzbudzic te interakcje. (N8, I)

Formy pracy

Uczestniczacy w badaniu nauczyciele podzielili sie tez z nami stosowanymi
przez siebie technikami, formami pracy i ¢wiczeniami, ktore najlepiej sprawdza-
ly sie z tak matymi dzie¢mi w wirtualnej rzeczywistosci. Zdecydowana wiekszo$¢
z nich zauwazyta, ze malym dzieciom brakuje materiatéw, ktore tatwo wykorzy-
sta¢ w klasie szkolnej — przedmiotéw, kart obrazkowych, zabawek. Dlatego tez
nauczyciele bardzo czesto odwolywali sie do materiatow, ktére kazde dziecko ma
w domu. Prosili o przyniesienie misia, lalki, tyzki, szamponu czy innych przed-
miotow, ktore na pewno kazdy uczen jest w stanie dos¢ szybko odnalez¢. Swoje
doswiadczenia komentowali w ten sposob:

Tak, czyli na przykiad dzieciom moéwie, przynie$ co$ niebieskiego, przynie$ co$ czerwonego,
z6ltego, one biegaja, przynosza, pokazuja; strasznie to im sie podobalo. Wiec lubia takie takie
rzeczy, jak wiasnie zabawy, jakie$ ruchowe, mimo ze, mimo ze wiasnie, zeby nie siedzie¢, nie
robi¢, nic nie stuchac¢ tylko. (N2, II)

[...] kiedy wykorzystujemy wiasnie przedmioty [z otaczajgcego $wiata — przyp. aut.] dziecka
do produkgji jezykowych, czyli nazywamy, zgadujemy, opisujemy. Mysle, ze ta metoda doswiad-
czania swiata byta ta metoda, ktora najbardziej na tym zdalnym nauczaniu sie sprawdzita, ponie-
waz sprawiala, ze dzieci autentycznie chca uczestniczy¢ w tej lekgji i korzystajac z tego, ze sg
w swoim srodowisku domowym. (N1, II)

Przeniostam do onlajnu zaangazowanie reki i mowy. Czyli dzieciaki mialy swoje pudeteczka
w domu, gdzie byt kubeczek z nakretkami. Wiedzialam, ze jestesSmy zamknieci i nie moge wymy-
$lac takich, wiesz, kosmicznych rzeczy, ale chciatam, zeby byto zaangazowanie. (N5, I)

Oprocz przedmiotow realnych jezykowcy wykorzystywali bardzo wiele mate-
riatéw audiowizualnych i multimedialnych. Poza dedykowanymi pomocami, takimi
jak e-podrecznik czy platformy z grami do nauczania jezyka angielskiego, wykorzy-
stywali takze wszystkie mozliwe pomoce, ktére mozna bylo pokazac na ekranie,
takie jak: obrazki i zdjecia znalezione w zasobach internetowych, piosenki z te-
ledyskami, krétkie filmiki edukacyjne oraz bajki w formie krotkich filméw. O tym
mowili tak:
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No wlasnie, ja tez zwracam uwage na te wizualne pomoce. Jesli oni widza na ekranie, no bo
tutaj akurat na ekran musieli zerka¢, to po prostu wiedza, o co chodzi. (N5, II)

|dzieciom podobalo sie...] tak mi sie wydaje, ze prezentowanie nowych rzeczy z udzialem
wilasnie krotkich filmikow. (N4, 11)

Badani nauczyciele angielskiego dos$¢ czesto zwracali uwage, ze dzieci w wie-
ku wczesnoszkolnym maja duza potrzebe ruchu, ktéra trudno zaspokoi¢ w wa-
runkach zaje¢ online. Nie byto to jednak niemozliwe. Nauczyciele jezyka obcego
byli niezwykle kreatywni i planowali podczas lekcji r6znorodne dziatania, stuzace
uaktywnieniu dzieci przed komputerem. Te zadania byly dla dzieci bardzo ciekawe
i wzbudzaly motywacje do stuchania polecen nauczyciela.

Z takimi elementami ruchu, czyli méwie, przynie$ co$ niebieskiego na przyktad ,bring so-
mething blue” i dzieci biegaja, leca do kuchni czy leca do tazienki. Co$ przynosza, pokazujg do
komputera. (N2, II)

Nauczyciele pytani o metody, ktére sprawdzaly sie w nauczaniu zdalnym, nie-
malze jednoglosnie odpowiadali, ze sa to te, ktére aktywizujg ucznidéw. Inaczej tak
mate dzieci nie byly w stanie skupi¢ sie przez dtuzszy czas na lekgji jezyka obcego.

Te metody aktywizujace to bylo zawsze sukcesem. No i tylko uzaleznione byto gtéwnie od
tego, co sie da zrobic. | one [dzieci — przyp. aut.] po prostu wtedy byly gotowe na te cze$¢ gléwng
lekgji. (N3, 1I)

Metody aktywizujace dzieci, czyli przede wszystkim chyba te gry, ktére ja tworzytam dla
nich. (N4, II)

Warto na koniec wspomnie¢ o tym, ze przy pierwszym lockdownie nauczyciele
wysylali uczniom lub publikowali na stronie szkoly listy ¢wiczen do zrobienia przez
dzieci samodzielnie albo z pomoca rodzicow lub opiekunéw. Nauczyciele jednak
zgodnie stwierdzili, ze synchroniczne lekcje online, podczas ktérych taczyli sie
z uczniami na zywo byty lepsze niz lekcje asynchroniczne, ktére wymagatly od nich
wiecej przygotowywania. Zwlaszcza w przypadku matych dzieci.

Zalety pracy online

Nauczanie zdalne jezyka obcego nawet tak miodych uczniéw miato swoje za-
lety. Kazdy z badanych nauczycieli byt w stanie poda¢ pozytywne aspekty takiej
formy pracy z dzie¢mi. Te korzysSci byly obustronne — zaréwno z perspektywy na-
uczycieli, jak i uczniéw. Uczniowie, szczegolnie ci, ktorzy rzadko odzywali sie na
lekcjach stacjonarnych w szkole, w domu czesto sie uaktywniali. O pozytywnych
skutkach nauczania na odlegto$s¢ méwili sami respondenci tak:
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Na pewno to, ze mozna bylo jako$ tak zmotywowac tych uczniow, ktérzy mieli trudnosci
z taka koncentracjg w grupie. Ze oni sie jednak odnalezli §wietnie w tych warunkach, gdzie
nie mieli tych dodatkowych rozproszen zwigzanych z obecnoscia w grupie czy z obecnoScia
w Kklasie. (N8, 1)

W tym roku zrobitam sobie takie patyczki imienne, zeby nie zapomnie¢ o zadnym dziecia-
ku. To gdy byta szansa na wypowiedzenie sie, ja po prostu bralam sobie, losowatam patyczek.
I w ten sposéb udawalo mi sie zrobi¢ tak, ze kazde dziecko mialo szanse co$ powiedziec.
(N3, 11)

Nauczanie zdalne przyczynito sie takze do realizacji zaje¢ inicjowanych przez
dzieci, chcace pochwali¢ sie swoimi pasjami, na ktére w szkole nie byto przestrze-
ni. Nierzadko zwiekszylo to che¢ aktywnego uczestnictwa uczniow w zajeciach.
Wskazuje na to ponizsza wypowiedz:

Wiec to byt ten moment, kiedy to szkota przyszta do mnie do domu i one mogly wiasnie tymi
zwierzetami sie pochwalic. | to wlasnie bylo i opisywanie i bardzo duza motywacja wewnetrzna
dzieciakow, ze to byto ich zycie, co$ co kochajg i naprawde dzielily sie tym, a nawet jezeli ktores
dziecko nie mialo tego zwierzecia, to o tym swoim wymarzonym tez byto zmotywowane wiasnie
opowiadac i tez odnosily sie do tego, co widza na monitorach, ze po prostu. I byta to lekcja taka
pelna energii. (N14, II)

Jednak nie tylko uczniowie zyskali na zajeciach online. Nauczyciele zaczeli
wspoétpracowac ze sobg, dzieli¢ sie materialami oraz wiedzg na temat pracy w no-
wych warunkach.

Na pewno duzo dobrego co wyszlo to, ze nauczyciele zaczeli wspotpracowac ze sobg, two-
rzy¢ materialy, wysytac sobie nawzajem, i byto wiele webinaréw dla nauczycieli, darmowych. I to
tez bylo bardzo fajne. Dla dzieci z edukacyjnego punktu, to obstuga komputera. Nawet u nas na
wydziale byly nowe technologie, r6zne aplikacje i faktycznie dzieci mogly nauczy¢ sie obstugi-
wac komputer, tablet, sami i z rodzicami. (N11, 1)

A jeszcze materialami dzieliliSmy sie ze soba — lektorzy z r6znych placéwek. Chyba na gru-
pie na FB wrzucali$my — kto chcial sie dzieli¢, kto mogt, to wrzucal. dzielilismy sie materiatami,
fajnymi stronami, grami. To tez fajnie, bo mozna byto jakas inspiracje ztapac. (N12, 1)

Przyszlosc

Zdecydowana wiekszo$¢ badanych nauczycieli przyznata, ze woli prace z dzie¢-
mi w klasie szkolnej i bardzo cieszyla sie z powrotu do zaje¢ stacjonarnych. Nie
oznacza to jednak, ze doswiadczenia lekcji prowadzonych w czasie zamkniecia
szk6t idg w niepamiec. Respondenci deklarowali, ze z pewnoscig przeniosa do
szkoly wiele narzedzi i platform, ktére odkryli podczas pracy zdalnej.
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Wiecej wykorzystania tych réznych takich... form... Korzystatam gitéwnie z Kahoota na lek-
cjach, od czasu do czasu co$ tam sie zrobilo. No wiec teraz... Z tego Quizleta tez mozna co$ tam.
Poznatam te inne platformy tez, ktére mozna by jednak wykorzystac. Gtéwnie to. (N8, I)

Niektére z platform. Na przykiad Wordwall, z tego nie zrezygnuje! (N7, I)

0j te wszystkie metody i te wszystkie wlasnie narzedzia, z ktorych korzystatam. (N5, 1I)

Co ciekawe, nauczyciele odkryli narzedzia, ktére mieli do dyspozycji juz wcze-
$niej, ale przyzwyczajeni byli do korzystania ze znanych juz sobie materiatow. Kilka
0s6b nadmienito, ze dopiero podczas nauczania zdalnego siegneto po (dostepne
juz wezesniej) podreczniki w formie cyfrowej, ktore okazaly sie zdecydowanie bar-
dziej przyjazne w uzytkowaniu.

Podrecznik multimedialny, dlatego, ze ma wbudowang Sciezke audio. Jest to znacznie wy-
godniejsze niz szukanie danego nagrania na zuzytej juz plycie CD badz tez na odszukiwanie
nagrania na liscie nagran. (N1, II)

Niektorzy z badanych nauczycieli pracujacych w szkotfach jezykowych lub
udzielajacych prywatnych lekgji jezyka angielskiego nie chca catkowicie zrezygno-
wac z zajec¢ online.

Ale online tez ma swoje plusy — nie musisz wychodzi¢, jesli nie chcesz, mozesz lepiej zorga-
nizowac swoj czas, masz wiecej materialow, to bardziej przystepne. Moze zostane z niekt6rymi
zajeciami w takiej formie. (N4, I)

Podsumowanie

Przejscie z klasy stacjonarnej do klasy online (bez wczesniejszego przygotowa-
nia) doprowadzilo do tego, ze nauczyciele, jak i uczniowie znalezli sie w trudnej
sytuacji. Poniewaz najmfodsi uczniowie tatwo tracg zainteresowanie, wazne jest,
aby skupi¢ ich uwage na procesie uczenia sie. Ze wszystkich wywiadéw przepro-
wadzonych w obu edycjach badania zarysowuje sie jeden, bardzo wyrazny wniosek
— nauczyciele tak matych dzieci uwazaja, ze nauczanie zdalne nie jest dobrym roz-
wigzaniem dla ich podopiecznych. Nie chodzi jednak o samg edukacje jezykowa.
W wywiadach na pierwszy plan mocno wysuwat sie jeden wniosek — nie da sie
zastapic kontaktami w $rodowisku zdalnym relacji budowanych na realnych spotka-
niach miedzy nauczycielem a uczniem ani miedzy samymi uczniami (Champeaux,
Mangiavacchi, Marchetta, Piccoli, 2022; Turczyk, Jaskulska, 2020; Watts, Pattnaik,
2022). W koficu, jak zauwazyta Malgorzata Zytko, ,,[e]dukacja to obszar aktywnosci
spolecznej, w ktérym dochodzi do spotkania ludzi funkcjonujacych w réznych ro-
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lach w spoteczenstwie, realizujacych odmienne zadania, majacych r6zne potrzeby
i r6zne mozliwosci” (2021, s. 7). W klasie szkolnej uczniowie maja mozliwos¢ wej-
$cia w realne interakcje z réwiesnikami, moga poprosi¢ o pomoc, nauczyciel moze
podej$¢ do tawki i wyjasni¢ trudniejsze kwestie. Uczenie sie online pozbawione
jest wiekszos$ci bezposrednich relacji dos¢ oczywistych, gdy nauczanie odbywa sie
w murach szkolnych.

Jak pokazujg badania, role nauczycieli i rodzicow w procesie edukacyjnym
musialy ulec zmianie. Rodzice i opiekunowie mogli obserwowac i uczestniczy¢
w procesie uczenia sie dzieci, jednoczes$nie realizujac inne obowiazki, takie jak
praca (Plotka, Guirguis, 2022). Skutkiem pandemii byta wieksza zalezno$¢ dzieci
od wsparcia cztonkéw rodziny, np. pomocy we wlaczeniu i obstudze komputera,
nadzoru, jak i udzielania wsparcia w procesie zdalnej edukacji (Nevo, 2023; Tao,
Xu, 2022). Wyniki jednoznacznie pokazuja, ze w sytuacji kryzysu ogromne zna-
czenie dla rozwoju edukacyjnego dzieci ma aktywne zaangazowanie ich rodzicow
w proces nauczania. Niezwykle istotna jest wspétpraca miedzy nauczycielami a ro-
dzicami, aby w sytuacji nauczania zdalnego proces ksztalcenia mogt przebiegac jak
najsprawniej i z jak najmniejszym uszczerbkiem dla edukacji najmtodszych.

Nauczyciele jezyka angielskiego w wiekszosci mieli pewna przewage nad inny-
mi nauczycielami. Juz przed pandemia czesto korzystali z materiatéw online, r6z-
norodnych platform, takich jak Quizlet, Kahoot! lub Wordwall, wiec przy przejsciu
na zajecia online nie musieli tworzy¢ wszystkich materiatow od zera (Wichrowska,
Marchlik, 2021). Konieczno$¢ prowadzenia zaje¢ z tak matymi dzieémi catkowicie
zdalnie okazata sie bardzo trudna nawet dla nauczycieli jezyka. Skupienie uwagi
i utrzymanie motywacji tak mtodych uczniow byto niezwykle trudne, a nauczycie-
le uciekali sie do roznorodnych strategii — od pokazywania przedmiotow w domu
przez uczniéow i wykorzystywania ich zainteresowan az po wspolne Spiewanie
lub jedzenie positkéw (gtéwnie $niadan lub przekasek). Nauczyciele widzieli, ze
niektérzy z ucznidow sg w stanie (z pomocg rodzicow lub opiekunéw) zorganizo-
wac sobie zdalne nauczanie jezyka obcego tak, aby korzysta¢ z niego w petlni,
jednak takich dzieci byto mniej niz tych, ktére na lekcji stacjonarnej nauczytyby
sie wiecej.

Podsumowaniem niniejszego artykutu niech bedzie cytat, w ktérym nauczyciel-
ka konczy rozpoczete przez badaczke zdanie: ,Z perspektywy czasu o nauczaniu
zdalnym moge powiedzie¢...”:

Ze ma i wady i zalety. Na pewno pomoglo rozwina¢ rézne kompetencje i nauczycielom,
i uczniom. Dla niektérych uczniow okazato sie |[...] np. szczegodlnie dla tych introwertycznych
dzieci, ze nagle rozkwitly przy zdalnym. (N14, II)
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focusing on the task. Moreover, the vast majority of respondents claim that their main source of
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stress is the inconvenience of switching to a remote work system. The results demonstrate the
ability to face situations that are subjectively considered difficult. Moreover, they point towards
remote work as one of the important sources of stress for teachers.

Keywords: stress, coping with stress, teachers, COVID-19, remote work

Wprowadzenie

Stres towarzyszy cztowiekowi w r6znych sferach zycia, tak w zyciu osobistym,
jak i zawodowym. Dotyczy to zarowno os6b ambitnych, jak i mniej zaangazowa-
nych w swoja prace. Jedna z najczes$ciej przytaczanych klasyfikacji stresorow towa-
rzyszacych cztowiekowi w pracy zawodowej jest podzial wedtug Lenarta Leviego
i Mariane Frankenhauser (Terelak, 2008, s. 37). Wyr6znione przez autora czynniki
stresowe oddzialtuja na cztery poziomy funkcjonowania cztowieka tj. na fizjologicz-
ny, behawioralny, mentalny i organizacyjny. Stres zawodowy wywoluje wiele zmian
w organizmie cztowieka, specyficznych i niespecyficznych. Zmiany te mogace by¢
krotko- lub diugotrwate, dotycza proceséw fizjologicznych, psychologicznych oraz
behawioralnych (Oniszczenko, 1998). Z literatury przedmiotu wynika, ze zawéd
nauczyciela wigze sie z duzym ryzykiem utraty zdrowia zaréwno w sensie fizycz-
nym, jak i psychicznym z powodu doswiadczanego stresu. Swiadczy o tym liczba
statystyk dotyczacych oceny zdrowia populacji nauczycieli (Marten, 2007).

Wsréd kierunkéw polskich badan nad stresem nauczycieli zaznacza sie po-
szukiwanie zaleznos$ci miedzy poziomem odczuwania stresu przez pracownika
a cechami jego osobowosci, o czym pisza Maria Klis i Joanna Kossewska (1998).
Jednym z pierwszych badan ujmujacych stresogenny charakter pracy nauczycieli
bylo ujecie Bogustawy Jodtowskiej (1991), ktora okreslita poczucie stresu szokiem
zawodowym zwigzanym ze stresem, frustracja i strachem. Wspomniane badanie
dotyczyto warunkow i okolicznos$ci na poczatku drogi zawodowej nauczyciela.
Helena Sek badajac w 1996 r. subiektywne poczucie obcigzenia stresem zawodo-
wym u 119 nauczycieli stwierdzita, ze najwiekszym stresorem sg m.in. niskie zarob-
ki nieadekwatne do zaangazowania i prestizu spotecznego tej grupy zawodowej,
a takze przeciagzenie programow nauczania i rywalizacja w szkolnych zespotach
nauczycielskich. Rowniez Henryk Benisz (1997) wskazuje, ze nauczyciele sg prze-
pracowani i niezadowoleni ze swojego wynagrodzenia, co nastepnie powoduje
u nich kolejny stres. Autorka jednak zZrédta przemeczenia nie upatruje w zbytnim
obcigzeniu praca, lecz w nadmiernym wzro$cie napiecia wewnetrznego u nauczy-
cieli, ktore jest wynikiem towarzyszacego w ich pracy stresu. Podobne wnioski wy-
snuli takze inni autorzy (Tucholska, 1996, 1999; Tatarowicz, 2001; Nowak, 2001).
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Analiza stylu radzenia sobie ze stresem pozwala uja¢ problematyke stresu
w sposéb catosciowy, dopetnia bowiem informacje dotyczace wplywu i konse-
kwengji stresu na funkcjonowanie badanych. Maria Grzegorzewska w badaniach
trwajacych miedzy 1998 a 2000 r., w ktérych udzial wzielo 235 nauczycieli szkét
masowych (podstawowych, ponadpodstawowych, specjalnych), podjeta pierwsza
probe systematycznej analizy zjawiska stresu wsrod pracownikow sektora o$wiaty
w Polsce (2006, s. 105-150). Autorka wskazuje na duze zalezno$ci miedzy nie-
prawidlowos$ciami (w aspektach organizacyjnych) wykonywanej pracy a nasileniem
stresu i jego konsekwencjami w postaci braku poczucia satysfakgji, syndromu wy-
czerpania emocjonalnego, a takze zlego samopoczucia fizycznego i psychicznego.
Efektem braku decyzyjnosci w pracy, zlej organizacji i wynikajacych z tego pro-
bleméw, moze by¢ zwiekszone stosowanie uzywek i lekow, a takze pogarszajacy
sie stan zdrowia psychosomatycznego nauczycieli. Z badan wynika, ze czynnik
organizacyjny wplywa réwniez na poczucie satysfakcji z pracy, ale moze takze na-
sili¢ syndrom wypalenia emocjonalnego. Jesli chodzi o najczesciej stosowane style
radzenia sobie ze stresem, to Grzegorzewska zwraca uwage na te, ktére wigzg
sie z lepsza organizacjg pracy np. efektywna organizacja pracy, wczes$niejsze pla-
nowanie swojego czasu, catkowite wykorzystanie posiadanego czasu. Kolejnym,
czesto spotykanym sposobem jest styl zwigzany z kontrolg emocji np. panowanie
nad emocjami, wyzbywanie sie emocji w réznych sytuacjach, nieokazywanie ich
w miejscu pracy. Nauczyciele radzg sobie ze stresem poprzez szukanie wsparcia
wsrod przyjaciot i rodziny. Korzystanie zas z pomocy ze strony przelozonych czy
wyreczanie sie inng osobg w pracy, nie nalezy do czesto stosowanych technik
(Grzegorzewska, 2006, s. 105-150).

Badania nad stylami radzenia sobie ze stresem przez 142 nauczycieli szkét
podstawowych prowadzit Stefan Kwiatkowski (2018). Wyniki badan pokazujg dos¢
optymistyczny obraz. Sklonno$¢ do radzenia sobie ze stresem poprzez skupienie
na zadaniu, istotnie przewyzsza pozostate style tj. skoncentrowane na emocjach
oraz na unikaniu. Ponadto w wiekszo$ci przypadkéw analizy nie wykazaty, aby uzy-
wanie danego stylu radzenia sobie ze stresem bylo uzaleznione od stopnia awansu
zawodowego.

Badania nad stresem nauczycieli w pandemii COVID-19

Z uwagi na wprowadzenie w Polsce w marcu 2020 r. stanu epidemii wywolanej
koronawirusem — SARS-CoV-2 praca nauczycieli przybrata forme zdalng. Pandemia
wigzala sie z doswiadczaniem silnego stresu przez spoteczenstwa na catym $wiecie
i zaliczata sie do dynamiki zmian nieprzewidywalnych, z ktérymi mierzy sie tak-
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ze grupa zawodowa nauczycieli. W wyniku pandemii pojawito sie wiele wyzwan
w zyciu spotecznym zwigzanych z ograniczeniami w kontaktach spofecznych, z za-
grozeniem zycia i zdrowia, z pogorszeniem sytuacji materialnej i bezpieczenstwa
pracy. W szczegolnej sytuacji znalezli sie pracownicy placowek edukacyjnych, kt6-
rzy od marca 2020 r. zostali zmuszeni do przejScia w tryb pracy zdalnej. Sytuacja
ta znalazla swoje odzwierciedlenie w badaniach i raportach dotyczacych przede
wszystkim zasadno$ci przejscia systemu edukacji w tryb nauki zdalnej (Rauscher,
2020; Viner i in. , 2020). Kolejnym tematem poruszanym w publikacjach byt wpiyw
przejscia w tryb nauki zdalnej na zdrowie psychiczne i samopoczucie uczniéw (As-
bury i in., 2021; Colao i in., 2020).

Silne poczucie stresu wsrod nauczycieli zwigzane byto przede wszystkim z za-
mknieciem szkot i przejsciem, mimo braku odpowiednich umiejetnosci, w tryb
pracy zdalnej, a to nastepnie prowadzilo do doswiadczania wielu negatywnych
emodji i wyczerpywania zasobow osobistych do poradzenia sobie z tym. Zauwazo-
no niemalze od razu skale problemu i fakt, ze jest to wazny temat dyskusji wsréd
praktykow edukagji i zadanie dla badaczy (OECD, 2020).

Wedtug UNESCO (2020) do$wiadczenie duzego stresu wsréd nauczycieli zosta-
to zakwalifikowane jako jedno z trzynastu negatywnych konsekwencji zamkniecia
szkoét, przejscia edukacji w tryb zdalny oraz utrzymujacego sie stanu niepewno-
$ci, co do dalszych dziatan w tym zakresie. Nastepstwem diugotrwatego, w tym
przypadku, do$wiadczania stresu bylo wypalenie zawodowe oraz zmniejszona
zdolnos$¢ do wykonywania pracy zawodowej (Buric & Kim, 2020). Waznym bada-
niem nad radzeniem sobie ze stresem przez nauczycieli w sytuacji pandemii byto
badanie longitudinalne, przeprowadzone w trakcie pierwszych szesciu tygodni
lockdownu w Wielkiej Brytanii (Kim & Asbury, 2020). Wyniki pokazuja, ze gtéwnym
zroédtem stresu wsrdd nauczycieli byla niepewnos¢ zwigzana z zamknieciem szkot
i przejsciem pracy w forme zdalng oraz nadmierna troska o zdrowie psychiczne
swoich uczniéw i ich rodzin. W dalszej kolejnos$ci pojawialy sie stresory zwigzane z
nadmiernym obcigzeniem praca. Grupa badana na ogét korzystata ze stylu radzenia
sobie ze stresem skoncentrowanym na emocjach, w szczegélnosci za$ poszukiwata
wsparcia emocjonalnego wsréd grup spotecznych np. wspotpracownikéw. Mozna
stwierdzi¢, ze nauczyciele koncentrowali sie na opisanej strategii poprzez podej-
mowanie zwiekszonych wysitkow w celu tworzenia i podtrzymywania wzajemnych
relacji miedzy soba i poszukujac wsparcia spotecznego (Kim & Asbury, 2020).

Odnoszac sie do zrodet stresu oraz sposoboéw radzenia sobie z nim przez
nauczycieli, nie mozna pomina¢ badania przeprowadzonego w Niemczech doty-
czacego poziomu odczuwanego stresu oraz stosowanych strategii radzenia sobie
w sytuacji pandemii (Klapproth i in., 2020). Gtéwnym zrédtem stresu wsréd na-
uczycieli okazat sie brak odpowiednich narzedzi do pracy z uczniami w formie
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zdalnej oraz zbyt duza ilos¢ czasu spedzana w pracy zdalnej w poréwnaniu do
dotychczasowej pracy stacjonarnej w szkole. Ponadto wyzszy poziom stresu od-
czuwali nauczyciele klas wyzszych w zestawieniu z uczacymi w klasach nizszych.
Dowiedziono tez, ze nauczyciele w wiekszo$ci wybierali zadaniowe strategie
radzenia sobie ze stresem, skoncentrowane na rozwigzaniu problemu, takie jak
planowanie i poszukiwanie wsparcia spolecznego. Natomiast w mniejszym stop-
niu korzystali ze strategii polegajacych na unikaniu lub czynnosciach zastepczych,
takich jak np. picie alkoholu. Mimo ze wiekszo$¢ nauczycieli wybierata zadaniowe
style radzenia sobie, to jednak wielu z nich deklarowato okazjonalne korzystanie
takze ze stylu skoncentrowanego na unikaniu poprzez angazowanie sie w czynno-
$ci zastepcze, takie jak np. ogladanie telewizji.

Stwierdzono réwniez, ze zewnetrzne zrodta stresu w postaci braku zaangazo-
wania rodzicow czy stabej organizacji nauczania ze strony wladz szkoly, korelowaly
dodatnio ze stylem radzenia sobie skoncentrowanym na zadaniu. Przeciwnie zas,
stresory zwiazane z niskim poziomem osobistych kompetencji cyfrowych lub stabg
organizacja pracy wiasnej nauczycieli, wigzaly sie dodatnio ze stylem skoncentro-
wanym na emocjach i na unikaniu. Warto tez dodac, ze badane kobiety wykazywaty
WYyZszy poziom stresu niz mezczyzni, natomiast kobiety w wiekszoS$ci stosowaly
styl skoncentrowany na zadaniu w przeciwienstwie do badanych mezczyzn (Klap-
proth i in., 2020). Co ciekawe, w badaniu przeprowadzonym wsréd 325 nauczycie-
li w szkotach w Australii przedstawiono wyniki dotyczace dwdéch jednoczesnych
form nauki w poczatkowym okresie pandemii tj. zdalnej oraz stacjonarnej (Collie,
2021). W zaleznosci od decyzji lokalnych wiadz, czes¢ szkot pozostawata otwarta
i prowadzono w nich zajecia stacjonarne. Uzyskane wyniki pozwolily stwierdzi¢, ze
podczas pracy w okresie pandemii COVID-19 przywddztwo wspierajgce autonomie
wigze sie z wyzszg zdolnoscig do radzenia sobie z wyzwaniami, a co za tym idzie,
mniejszym obciazeniem somatycznym, nizszym stresem zwigzanym ze zmiana,
a takze mniejszym wyczerpaniem emocjonalnym. Natomiast przywo6dztwo blokuja-
ce autonomie byto dodatnio powigzane z wyczerpaniem emocjonalnym badanych
nauczycieli (Collie, 2021).

W niektorych polskich badaniach wsréd grup zawodowych nauczycieli prowa-
dzonych od 2020 r. podejmowane sg rowniez zagadnienia stresu i wypalenia za-
wodowego w zwigzku ze zmianami spowodowanymi COVID-19. Katarzyna Nowak
przebadafa 172 nauczycieli z ré6znych pozioméw edukacji. Wykorzystano w tym
celu nastepujace narzedzia: Skale odczuwanego stresu (PSS-10) Sheldona Cohena,
Toma Kamarcka i Robina Mermelsteina, Kwestionariusz radzenia sobie w sytuacjach
stresowych (CISS) Normana S. Endlera i Jamesa D.A. Parkera (Nowak, 2021a) oraz
Skale wypalenia sif (SWS) Stanistawy Steuden i Wiestawa Okly (Nowak, 2021b). Wyni-
ki pokazaly, ze nizszy stopien wypalenia cechowal nauczycieli pracujacych w szko-
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tach ponadpodstawowych z krétszym niz 15 lat stazem pracy. Wiekszych trudnosci
i wiekszego wypalenia zawodowego doswiadczali nauczyciele ze szk6t podstawo-
wych z dluzszym stazem pracy. Wspomniany staz pracy réznicowal rowniez sam
poziom odczuwanego stresu, istotnie na niego wptywajac, tj. odczuwany stres byt
wyzszy u os6b z diuzszym stazem pracy. Nauczyciele w szkotach ponadpodsta-
wowych i nauczyciele pracujacy ponad 15 lat w zawodzie wykorzystywali czesciej
styl unikowy i skoncentrowany na emocjach w zakresie radzenia sobie ze stresem.
Wyniki badan ankietowych prowadzonych wérod nauczycieli przez Monike Mazur-
-Mitrowska (2021) réwniez wskazujg na umiarkowany lub znaczny wplyw okresu
nauczania zdalnego marzec—czerwiec 2020 r. na poziom wypalenia zawodowego
badanych. Badani dokonywali oceny czynnikow wplywajacych na ich dobrostan
i stosunek do pracy, a wsréd tych czynnikéw na pierwszym miejscu wymieniano
stres i napiecie. Pozwala to wysnu¢ wnioski o trudnosciach w funkcjonowaniu psy-
chospotecznym nauczycieli z dtuzszym stazem pracy.

Zmiany w szkolnictwie, w szczego6lnos$ci w szkolnictwie wyzszym i ksztatceniu
dorostych, polegajace na przejsciu edukacji w tryb zdalny, stanowia odpowiedz
na istniejagce potrzeby wiekszej elastycznosci w dostepie do edukacji dla os6b
dorostych (Symela, 2021). Inaczej jest jednak w przypadku o$wiaty na poziomie
podstawowym. Wyniki cytowanych badan pokazuja, ze nauczycielom z tych placé-
wek trudno bylo przej$¢ w tryb zdalny i ze zmiang tg wigzaly sie znaczne koszty
w obszarze ich dobrostanu psychicznego. Niniejsze opracowanie chce mie¢ wktad
w poszerzeniu wiedzy w tym zakresie.

Celem badania byta préba odpowiedzi na pytanie, czy i jakie zaleznoSci wyste-
puja miedzy zZrodtem doswiadczanego stresu a radzeniem sobie z nim u nauczycieli
szkol podstawowych. Robocza hipoteza zakladala, ze doswiadczanie stresu ze-
wnetrznego wiaze sie z czestszym wykorzystywaniem zadaniowego stylu radzenia
sobie ze stresem, natomiast doswiadczanie stresu intrapsychicznego oraz napiecia
emocjonalnego, przektada sie na styl skoncentrowany na emocjach lub unikowy
styl radzenia sobie ze stresem. Badaniu towarzyszyto tez zalozenie, ze nauczyciele
najczesciej siegali po zadaniowy styl radzenia sobie ze stresem. Eksploracja miafa
réwniez za zadanie szczego6towe wskazanie zrodet stresu u os6b badanych. W an-
kiecie wtasnej wyszczegélniono m.in. obawe przed powrotem do stacjonarnego
systemu pracy oraz samoocene stanu zdrowia u badanych, natomiast w analizach
uwzgledniono staz pracy i wspo6lne zamieszkiwanie z osobami ponizej 18 roku zy-
cia. Umozliwilo to ocene czy wzmozony stres wigzatl sie ze zmianami organizacyj-
nymi w pracy na stanowisku nauczyciela podczas pandemii COVID-19, czy tez byt
powiazany z innymi czynnikami niezaleznymi wprost od wykonywanego zawodu,
jak np. konieczno$cia zapewnienia opieki dzieciom pozostajgcym w gospodarstwie
domowym lub obawg o wlasny stan zdrowia.
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Metodologia

Osoby badane

Rozktad ptci w grupie badawczej przedstawia sie nastepujaco: 92,9% stanowia
kobiety, natomiast 7,1% badanych oséb stanowig mezczyzni, co oznacza, iz grupa
nauczycieli jest reprezentowana w wiekszos$ci przez kobiety i stanowi to odzwier-
ciedlenie specyfiki tej grupy zawodowe;j. Poza jedng wszystkie osoby badane miaty
wyksztatcenie wyzsze.

Ostatnia czes¢ analizy grupy nauczycieli dotyczy petnienia przez nich funkgji
wychowawcy w szkole. | tak, w grupie kobiet 28 os6b (53,8%) nie pelni funkgji
wychowawcy w szkole, natomiast 24 osoby (46,2%) pelni w szkole réwniez funkcje
wychowawcy.

Tabela 1. Charakterystyka socjodemograficzna badanej grupy

Grupa badawcza
n %
Ple¢ kobiety 52 92,9%
mezczyzni 4 7,1%
inne 0 0,0%
Wyksztalcenie Srednie 0 0,0%
wyzsze licencjackie 1 1,8%
wyzsze magisterskie 54 96,4%
inne 1 1,8%
Miejsce wie$ 15 26,8%
zamieszkania miasto do 10 tysiecy mieszkancow 5 8,9%
srednie miasto od 20 tysiecy do 100 tysiecy 10 17,9%
mieszkancow
duze miasto od 100 tysiecy do 500 tysiecy 6 10,7%
mieszkancow
bardzo duze miasto powyzej 500 tysiecy 20 35,7%
mieszkancow
Staz pracy do 5 lat 2 3,6%
6-10 lat 7 12,5%
11-15 lat 9 16,1%
powyzej 15 lat 38 67,9%




34

JUSTYNA MAJKOWSKA, JOANNA FELCZAK

Tabela 2. Charakterystyka badanej grupy pod katem zmian w sytuacji materialnej

Grupa badawcza

n

W jaki sposob zmienita sie Pana/Pani sytuacja
materialna w obliczu COVID-19?

na gorsze 8 14,3%
nie zmienila sie 46 82,1%
na lepsze 3 3,6%

Tabela 3. Statystyki opisowe dla wieku i liczby oséb do lat 18 zamieszkujacych gospodarstwo

badanych
Grupa badawcza
M SD Min. Max.
Wiek 43,73 8,28 25,00 60,00
Liczba os6b do lat 18 zamieszkujacych gospodarstwo 1,11 1,04 0,00 3,00
badanych
Tabela 4. Charakterystyka zawodowa grupy badawczej z podziatem na pie¢
Kobiety Mezczyzni
n % n %

Stopiefn awansu stazysta 1 1,9% 0 0,0%
zawodowego

nauczyciel kontraktowy 11 21,2% 1 25,0%

nauczyciel mianowany 16 30,8% 1 25,0%

nauczyciel dyplomowany 24 46,2% 2 50,0%
Typ placowki publiczna 48 92,3% 4 100,0%
edukacyjnej jako
miejsca pracy
badanych

prywatna 3 5,8% 0 0,0%

spoteczna 0 0,0% 0 0,0%

katolicka lub prowadzona 1 1,9% 0 0,0%

przez inng instytucje lub

wspolnote religijna

inna 0 0,0% 0 0,0%
Pelnienie funkgji tak 24 46,2% 2 50,0%

chowawc

w Y nie 28 53,8% 2 50,0%
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Narzedzia pomiarowe

W badaniu wykorzystano nastepujace wystandaryzowane kwestionariusze
psychologiczne: Kwestionariusz radzenia sobie w sytuacjach stresowych (CISS) Endlera
i Parkera oraz Kwestionariusz poczucia stresu (KPS) Plopy i Makarowskiego Kwe-
stionariusz radzenia sobie w sytuacjach stresowych (CISS) Endlera i Parkera w polskiej
adaptagcji Jana Strelaua i wspoipracownikow (2009) jest narzedziem stuzacym do
diagnozowania styléw radzenia sobie ze stresem. Aktualna jego wersja zawiera 48
stwierdzen opisujacych zachowania przejawiane przez ludzi w sytuacjach wystepu-
jacego stresu. Badany definiuje na pieciostopniowej skali czestotliwos¢ podejmo-
wanych przez siebie dziatan w sytuacjach uznanych jako stresowe, trudne. Wyniki
za$ uszeregowane sg na trzech skalach: SSZ — styl skoncentrowany na zadaniu; SSE
— styl skoncentrowany na emocjach; SSU — styl skoncentrowany na unikaniu. Wspo-
mniany styl skoncentrowany na unikaniu moze przejawia¢ sie w dwojaki sposéb:
ACZ — angazowanie sie w czynnosci zastepcze; PKT — poszukiwanie kontaktéw to-
warzyskich. Strelau (2009) uznat za nieefektywne style SSE i SSU. Rzetelno$¢ skali
w polskiej adaptacji CISS okreslono poprzez ustalenie zgodnos$ci wewnetrznej przy
pomocy wspotczynnika alfa Cronbacha, ktéry wahat sie od 0,72 do 0,92.

Ponadto wykorzystano Kwestionariusz poczucia stresu (KPS) autorstwa Plopy
i Makarowskiego, ktérego przeznaczeniem jest badanie natezenia i struktury do-
znan stresowych odczuwanych przez cztowieka. Skiada sie on z 27 twierdzen, do
ktorych odnosi sie badany poprzez dokonanie wyboru odpowiedzi w skali od 1
do 5 (Plopa, Makarowski, 2010). Narzedzie to umozliwia zdefiniowanie ogélnego
poziomu odczuwanego stresu, a takze pozwala na zbadanie jego trzech wymiaréw:
napiecia emocjonalnego, stresu zewnetrznego i stresu intrapsychicznego. Ponadto
kwestionariusz ten zawiera Skale ktamstwa definiujacg osoby z tendencja do pre-
zentowania siebie w nadmiernie korzystnym Swietle, co z kolei oznacza, iz przy-
pisuja one sobie bezpodstawne i wysoko pozadane zachowania spoteczne (Plopa,
Makarowski, 2010). Zgodno$¢ wewnetrzna powyzszych wymiaréw stresu oceniana
przy pomocy wspolczynnika alfa Cronbacha wahata sie od 0,70 do 0,81.

Do przeprowadzenia badania postuzono sie rowniez ankieta wtasnego autor-
stwa, sktadajaca sie z 17 pytan, z czego 14 pytan mialo mozliwos¢ jednokrotnego
wyboru, dwa pytania mozliwo$¢ wielokrotnego wyboru oraz jedno pytanie miato
charakter otwarty okreslajacy wiek badanego. Itemy omawianego narzedzia po-
dzielono w nastepujacy sposob:

1. Pytania odnoszace sie do danych socjodemograficznych, takich jak wiek, pte¢,
sytuacja rodzinna, wyksztatcenie, miejsce zamieszkania, staz pracy.
2. Pytania dotyczace doswiadczen i obaw zwigzanych z pandemig COVID-19,

w tym pytania osobiste, jak rowniez odnoszace sie do najblizszego otoczenia

zawodowego.
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3. Pytania zwigzane z pracg w zawodzie nauczyciela, takie jak stopien awansu
zawodowego, typ placéwki edukacyjnej, petnione funkcje w szkole.

Procedura badawcza

Badanie zostato przeprowadzone w formie elektronicznej w okresie pracy zdal-
nej nauczycieli miedzy 1 kwietnia a 15 czerwca 2021 r. Uczestniczyli w nim nauczy-
ciele dwoch wybranych szkoét podstawowych: jedna zlokalizowana byta w miescie
Poznan, druga natomiast byta szkofa w jednej z podpoznanskich wsi.

Metody analizy danych

W celu analizy danych wykorzystano podstawowe statystyki opisowe wraz
z wynikiem testu Shapiro-Wilka, analizy korelacji r Pearsona, analizy korelacji rho
Spearmana, analize wariancji z powtarzanym pomiarem oraz testy post hoc z po-
prawka Bonferroniego.

Wyniki

W celu weryfikacji hipotez badawczych zastosowano analize wartosci badanych
zmiennych i zalezno$ci miedzy zmiennymi oraz analize rozkladéw tych zmiennych.

Tabela 5. Podstawowe statystyki opisowe wraz z wynikiem testu Shapiro-Wilka

M Me SD | SKE K Min. | Max. w p

NAUCZYCIELE

Liczba os6b do lat 18 1,11 | 1,00 | 1,04 | 0,69 |-0,20| 0,00 | 4,00 | 0,86 | <0, 001
zamieszkujacych
gospodarstwo badanych

Obawa przed powrotem 2,38 |1 2,00 | 1,24 | 0,47 |-0,87| 1,00 5,00 | 0,87 | <0, 001
do pracy
w systemie stacjonarnym

Samoocena stanu zdrowia | 3,82 | 4,00 | 1,03 |-0,77| 0,40 | 1,00 5,00 | 0,86 | <0, 001

CISS

Strategie skoncentrowane |59,02|59,00 | 8,01 |-0,30| 0,46 | 40,00 | 78,00 | 0,97 0,230
na zadaniu

Strategie skoncentrowane |41,66 |42,00 (12,84 |-0,01|-0,42| 16,00 | 70,00 | 0,99 0,776
na emocjach
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M Me SD SKE K Min. Max. w p

Strategie skoncentrowane | 44,02 | 44,00 | 7,31 |-0,42| 0,19 | 23,00 | 61,00 | 0,98 0,408
na unikaniu

Angazowanie si¢ 17,64|17,00| 5,03 | 0,27 |-0,58| 9,00 | 30,00 | 0,97 | 0,232
w czynnosci zastepcze

Poszukiwanie kontaktow 17,98 (18,00 3,01 |-0,52|-0,10| 10,00 | 23,00 | 0,97 0,109
towarzyskich

KPS

Napiecie emocjonalne 21,16 (20,00| 6,85 | 0,04 |-0,20| 7,00 | 35,00 | 0,97 0,137
Stres zewnetrzny 19,80(18,00| 6,23 | 0,52 | 0,11 | 8,00 | 35,00 | 0,96 | 0,090
Stres intrapsychiczny 19,50|19,50| 6,31 | 0,07 |-0,72| 7,00 | 34,00 | 0,98 0,486
Ogo6lny poziom stresu 60,46 | 58,00 | 18,01 | 0,24 |-0,48 | 26,00 | 99,00 | 0,98 | 0,366

Whyniki testu Shapiro-Wilka okazaly sie nieistotne statystycznie dla wszystkich
wskaznikéw strategii radzenia sobie ze stresem, stresu w grupie nauczycieli oraz
dla prawie kazdego wskaznika strategii radzenia sobie ze stresem, z wyjatkiem an-
gazowania sie w czynnosci zastepcze, a takze dla prawie kazdego wskaznika stresu,
procz stresu intrapsychicznego w grupie kontrolnej. Oznacza to, ze ich rozktady sa
zblizone do rozkladu normalnego. W przypadku pozostatych zmiennych wyniki
testu badajacego normalnos¢ rozktadu sg istotne statystycznie. Wynika z tego,
ze rozktady zmiennych nie sa podobne do krzywej Gaussa. Natomiast ich sko$no-
$ci nie przekraczaja bezwzglednej wartosci liczby 1, co $wiadczy o nieznacznej
asymetrii tych rozkladow. Z tego wzgledu analizy oparto o testy parametryczne,
o ile spetniono ich pozostate zatozenia.

Podstawowym zadaniem byto zbadanie zaleznosci miedzy poziomem i rodza-
jem odczuwanego stresu a strategiami radzenia sobie z nim przez nauczycieli.
W tym celu wykonano analizy korelacji r Pearsona, a wynik tych analiz zawarto
w tabeli 6.

Z przeprowadzonej analizy wynika, Ze strategie skoncentrowane na emocjach
sa powiazane silnie i dodatnio z kazdym wskaznikiem stresu. Swiadczy to o tym,
ze im wieksza jest sktonnos$¢ do korzystania ze strategii skoncentrowanej na emo-
cjach w sytuacji stresowej, tym wyzszy jest poziom stresu badanych nauczycieli.
Natomiast poszukiwanie kontaktéw towarzyskich jest skorelowane ujemnie ze
wszystkimi wskaznikami stresu. Relacje te gléwne sg silne — wyjatek stanowi rela-
Cja z napieciem emocjonalnym (zwigzek umiarkowany). Ujemny charakter tych za-
lezno$ci wskazuje na to, ze z im wieksza skfonnos$cig badani poszukujg kontaktéw
towarzyskich w sytuacjach stresowych, tym nizszy jest ich poziom stresu.
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Tabela 6. Korelacje rodzaju odczuwanego stresu ze strategiami radzenia sobie ze stresem
wsrod nauczycieli

Napiecie Stres Stres Ogolny
emocjonalne | zewnetrzny | intrapsychiczny | poziom stresu
Strategie r Pearsona -0,21 -0,10 -0,14 -0,16
ki t

skoncentrowane istotnosé 0,130 0,447 0,322 0,236
na zadaniu
Strategie r Pearsona 0,78 0,72 0,68 0,78
skoncentrowane istotnosc <0,001 <0,001 <0,001 <0,001
na emocjach
Strategie r Pearsona -0,21 -0,26 -0,26 -0,26
skoncentrowane istotnos¢ 0,123 0,054 0,056 0,054
na unikaniu
Angazowanie sie r Pearsona 0,01 -0,07 -0,03 -0,03
W CZynnosa istotnos¢ 0913 0,619 0,854 0,845
zastepcze
Poszukiwanie r Pearsona -0,49 -0,52 -0,54 -0,56
kontakt6
contaktow istotnos¢ <0,001 <0,001 <0,001 <0,001
towarzyskich

Z przeprowadzonej analizy wynika, ze strategie skoncentrowane na emocjach
sa powiazane silnie i dodatnio z kazdym wskaznikiem stresu. Swiadczy to o tym,
ze im wieksza jest sktonno$¢ do korzystania ze strategii skoncentrowanej na emo-
cjach w sytuacji stresowej, tym wyzszy jest poziom stresu badanych nauczycieli.
Natomiast poszukiwanie kontaktéw towarzyskich jest skorelowane ujemnie ze
wszystkimi wskaznikami stresu. Relacje te gléwne sg silne — wyjatek stanowi rela-
cja z napieciem emocjonalnym (zwigzek umiarkowany). Ujemny charakter tych za-
lezno$ci wskazuje na to, ze z im wieksza skfonnos$cig badani poszukujg kontaktéw
towarzyskich w sytuacjach stresowych, tym nizszy jest ich poziom stresu.

Aby zweryfikowac hipoteze o najczestszym sieganiu przez nauczycieli po stra-
tegie radzenia sobie ze stresem skoncentrowane na zadaniu niz po pozostate stra-
tegie przeprowadzono analize wariancji z powtarzanym pomiarem. Czynnikiem
wewngtrzobiektowym byly strategie radzenia sobie ze stresem: skoncentrowane
na zadaniu, emocjach i unikaniu. Zatozenie dotyczace sferycznos$ci zostato spet-
nione: ¥*(2) = 5, 96; p = 0, 051. Wyniki analizy zostaly przedstawione w tabeli 7.

Efekt okazal sie istotny statystycznie. Jest to efekt o duzej sile. W celu zbadania
doktadnych r6znic wykonano testy post hoc z poprawka Bonferroniego. Poréwnania
parami wykazaly, Ze najczesciej stosowang strategia byta strategia skoncentrowana
na zadaniu. Badani nauczyciele korzystali z niej istotnie czeSciej niz ze strategii
skoncentrowanych na emocjach i unikaniu. Natomiast nie odnotowano réznic mie-
dzy strategiami skoncentrowanymi na emocjach a unikaniu w badanej grupie.
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Tabela 7. Wyniki analizy wariancji z powtarzanym pomiarem dla poréwnanych strategii
radzenia sobie ze stresem w grupie nauczycieli

M SD 1* 2% F(2, 108) p 11;
Strategie skoncentrowane 59,02 8,01 - 47,44 | <0,001 | 0,47
na zadaniu
Strategie skoncentrowane 42,02 12,67 | <0,001 -
na emocjach
Strategie skoncentrowane 44 40 6,79 | <0,001 | 0,747
na unikaniu
1* — Strategie skoncentrowane na dzialaniu

2* — Strategie skoncentrowane na emocjach

Nastepnie wykonano analize korelagji r Pearsona miedzy obawa przed powro-
tem do stacjonarnego systemu pracy oraz samooceng stanu zdrowia a nasileniem
stresu w grupie nauczycieli (tabela 8).

Tabela 8. Korelacje pomiedzy stresem a obawa przed powrotem do stacjonarnego systemu
pracy oraz samooceng stanu zdrowia w grupie nauczycieli

Obawa przed powrotem do Samoocena
stacjonarnego systemu pracy stanu zdrowia
Napiecie emocjonalne r Pearsona 0,30 -0,46
istotno$¢ 0,027 <0,001
Stres zewnetrzny r Pearsona 0,28 -0,38
istotno$¢ 0,034 0,004
Stres intrapsychiczny r Pearsona 0,40 -0,49
istotno$¢ 0,002 <0,001
Ogolny poziom stresu r Pearsona 0,35 -0,48
istotno$¢ 0,008 <0,001

Przeprowadzone analizy wykazaly, ze obawa przed powrotem do stacjonarne-
go systemu pracy jest skorelowana dodatnio ze wszystkimi wskaznikami stresu.
Glownie sg to zwiazki o umiarkowanej sile — poza stresem zewnetrznym (zwigzek
staby). Wynika z tego, ze im wyzszy jest poziom stresu badanych nauczycieli, tym
bardziej obawiajg sie oni powrotu do stacjonarnego systemu pracy. Natomiast sa-
moocena stanu zdrowia wspotwystepuje ujemnie z kazdym wskaznikiem stresu
(korelacje umiarkowane). Oznacza to, ze im nizszy jest poziom stresu badanych,
tym lepiej oceniajg oni swoje zdrowie.
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W nastepnej czesci analiz statystycznych przetestowano zwiazek miedzy sta-
zem pracy badanych a ich poziomem stresu. W tym celu wykonano analizy korela-
¢ji rho Spearmana. Wyniki tych analiz sg nieistotne statystycznie, co oznacza brak
zwiazku miedzy zmiennymi. Szczeg6towe wyniki zaprezentowano w tabeli 9.

Tabela 9. Zwigzek pomiedzy stazem pracy badanych nauczycieli a ich poziomem stresu

Staz pracy
Napiecie emocjonalne rho Spearmana -0,21
istotno$¢ 0,128
Stres zewnetrzny rho Spearmana -0,18
istotno$¢ 0,173
Stres intrapsychiczny rho Spearmana -0,13
istotno$¢ 0,328
Ogolny poziom stresu rho Spearmana -0,19
istotno$¢ 0,167

Nastepnie sprawdzono zwigzek miedzy stazem pracy a strategiami radzenia
sobie ze stresem w grupie nauczycieli. W tym celu wykonano analizy korelacji rho
Spearmana. Wynik tej analizy zostaly przedstawione w tabeli 10.

Analiza wykazala, ze staz pracy jest powiazany dodatnio ze strategia skoncen-
trowana na unikaniu, a w tym na angazowaniu sie w czynno$ci zastepcze (zwiazki
stabe). Wynika z tego, ze im dtuzszy jest staz pracy badanych nauczycieli, tym wiek-
sza jest ich sktonno$¢ do korzystania ze strategii skoncentrowanej na unikaniu,
a wiec takze angazowaniu sie w czynnoSci zastepcze. Pozostate korelacje okazaty
sie nieistotne statystycznie.

Nastepnie sprawdzono, czy ze stresem w grupie nauczycieli powiazana jest
liczba os6b do lat 18 zamieszkujacych z nimi w gospodarstwie domowym. W tym
celu wykonano analizy korelacji r Pearsona. Wyniki tej analizy przedstawiono
w tabeli 11.

Jak wynika z analiz, liczba os6b niepetnoletnich zamieszkujacych gospodar-
stwo badanych nauczycieli jest powigzana wyltacznie ze wskaznikiem stresu intrap-
sychicznego. Jest to zwiazek dodatni i staby. Swiadczy to o tym, ze z im wieksza
liczba 0s6b niepetnoletnich mieszkaja badani, tym wyzszy jest ich poziom stresu
intrapsychicznego.
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Tabela 10. Korelacje stazu pracy ze strategiami radzenia sobie ze stresem ws$rdd nauczycieli

Staz pracy
Strategie skoncentrowane na zadaniu rho Spearmana -0,06
istotno$¢ 0,653
Strategie skoncentrowane na emocjach rho Spearmana -0,20
istotnos¢ 0,146
Strategie skoncentrowane na unikaniu rho Spearmana 0,27
istotno$¢ 0,043
Angazowanie sie w czynnosci zastepcze rho Spearmana 0,27
istotno$¢ 0,044
Poszukiwanie kontaktow towarzyskich rho Spearmana 0,13
istotno$¢ 0,357

Tabela 11. Korelacje pomiedzy liczbg oséb do lat 18 zamieszkujacych gospodarstwo badanych
a stresem w grupie nauczycieli

Liczba os6b do lat 18
zamieszkujacych gospodarstwo

badanych

Napiecie emocjonalne r Pearsona 0,14
istotnos$¢ 0,319

Stres zewnetrzny r Pearsona 0,19
istotno$¢ 0,170

Stres intrapsychiczny r Pearsona 0,27
istotnos$¢ 0,045

Ogolny poziom stresu r Pearsona 0,21
istotnos$¢ 0,120

Dyskusja

Grzegorzewska (2006) wskazuje, Ze najczestszg strategia radzenia sobie ze stre-
sem jest styl skoncentrowany na zadaniu, co réwniez znajduje odniesienie w wyni-
kach niniejszej pracy. Podobnie uwaza Kwiatkowski (2018) przypisujac najwyzszg
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range stylowi skoncentrowanemu na zadaniu jako temu, ktory jest najczesciej stoso-
wany przez grupe zawodowgq nauczycieli. Badani nauczyciele deklarujq styl radzenia
sobie oparty gléwnie na podejmowaniu zadan i wysitkéw, ktére zmierzaja do roz-
wigzania sytuagji stresowej. Statystycznie istotna dominacja tendencji nauczycieli
do orientagcji na zadanie nad pozostatym dwoma stylami radzenia sobie (SSE i SSU)
$wiadczy o ich umiejetnosci do stawiania czofa trudnym sytuacjom podczas pande-
mii COVID-19. Ta zgeneralizowana zdolnos$¢ do radzenia sobie ze stresem wydaje
sie by¢ przydatna takze w sytuacji przejscia nauczycieli w zdalny tryb pracy. Analiza
interkorelacji miedzy strategig radzenia sobie ze stresem a rodzajem odczuwane-
go stresu wskazuje, ze strategie skoncentrowane na emocjach sg powiazane silnie
i dodatnio z kazdym wskaZnikiem stresu (w tym réwniez stresem zewnetrznym),
a poszukiwanie kontaktéw towarzyskich (unikanie) jest powigzane z nimi ujemnie.

Analiza zwigzku miedzy stazem pracy i strategia radzenia sobie wskazuje na
pewne podobienstwo z badaniami Nowak (2021a). W obu badaniach staz pracy
jest powigzany dodatnio ze strategia skoncentrowang na unikaniu (zaangazowanie
sie w czynnosci zastepcze). W badaniach Nowak (2021a) pojawia sie dodatkowo
powigzanie stazu pracy ze strategig skoncentrowang na emocjach. W prezentowa-
nych przez nas badaniach ten zwiazek jest nieistotny statystycznie.

W odniesieniu do najnowszych badan nad zZrédtami i poczuciem stresu w grupie
nauczycieli nalezy wskaza¢ na doniesienia Ireny Buric i Lisy E. Kim (2020) o wplywie
na poziom odczuwanego stresu takich czynnikéw, jak: przejscie w zdalny system
pracy i niepewnos$¢ zwigzana z zamknieciem szkof. Badanie Buric i Kim réwniez
potwierdza otrzymane wyniki w niniejszym badaniu. Natomiast badanie podfuzne
Kim i Asbury (2020) dowodzi, Ze badana grupa nauczycieli najczesciej korzysta ze
stylu skoncentrowanego na emocjach, poszukujac wsparcia emocjonalnego wsrod
wspoétpracownikéw, czego nie potwierdzito przeprowadzone badanie empiryczne
w niniejszym projekcie. Zauwaza sie zgodnos¢, co do wykazanych w badaniu zré6-
det stresu dotyczacych przejscia badanej grupy w zdalny system pracy. Najczest-
sze korzystanie przez grupe zawodowa nauczycieli, ze stylu skoncentrowanego
na zadaniu potwierdzito sie rowniez w badaniach Floriana Klapproth i in. (2020).
Ponadto zdaniem badaczy gléwnym zZrédiem stresu sg niedogodnosci zwigzane ze
zdalng forma pracy, takie jak: brak odpowiednich narzedzi i zbyt duza ilo$¢ czasu
spedzana w pracy zdalnej w poréwnaniu do dotychczasowej pracy stacjonarnej
w placéwce szkolne;j.

Istotng ré6znice wobec wynikéw niniejszego projektu zauwazono w odniesie-
niu do badania Marvina Marshalla i in. (2020). Dotyczy ona wptywu na samopoczu-
cie badanej liczby os6b niepetnoletnich zamieszkujacych gospodarstwo domowe.
Badacze dowiedli, ze zdecydowana wiekszo$¢ nauczycieli deklarowata istotne
trudnosci w funkcjonowaniu zdalnego systemu pracy, m.in. z uwagi na fakt posia-
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dania przez nich niepelnoletnich dzieci. Konieczno$¢ pomagania dzieciom w nauce
zdalnej, zmuszala nauczycieli do poswiecenia im a takze wtasnym dzieciom wiek-
szej iloSci czasu. Marshall i in. wskazujg na nadzwyczajne okolicznosci, z jakimi
przyszto zmagac sie nauczycielom podczas pandemii COVID-19, a ktore zdaniem
badaczy znaczaco utrudnialy przejscie tejze grupy zawodowej na zdalny system
pracy, chociazby z uwagi na powinno$¢ godzenia wlasnej pracy z potrzebami edu-
kacyjnymi i technologicznymi zamieszkujgcych z nimi niepetnoletnich oséb.

Podsumowanie wynikéw

Wyniki badan przeprowadzone w obliczu pandemii COVID-19, w grupie
nauczycieli ze szkét podstawowych sa spojne i dajg klarowny obraz obecnej
sytuacji nie tylko w Polsce, ale réwniez na catym swiecie. Wskazuja one na zwiazek
miedzy zrédlem stresu a strategia radzenia sobie respondentéw. Udowodniono, ze
dominujgcym sposobem radzenia sobie nauczycieli ze stresem jest koncentracja
na zadaniu. Zdecydowana wiekszo$¢ respondentow twierdzi, ze ich gléwnym
zrodtem stresu sa niedogodnosci zwigzane z przejSciem na system pracy zdalnej.
Wyniki unaoczniajg nabytg umiejetnos$¢ stawienia czofa sytuacjom subiektywnie
uwazanym za trudne i wskazujg na prace zdalng jako jedno z istotnych Zrédet
stresu nauczycieli. Badania ujawnily stan ducha nauczycieli szkét podstawowych,
zajmujacych sie nauczaniem i wykonujacych swoja prace w formie zdalnej w czasie
COVID-19. Wyniki badan budzg ciekawo$¢ poznawczg i moga stanowic inspiracje
do dalszych eksploragji.

Rezultatem poszukiwan badawczych wydaje sie lepsze zrozumienie sytuacji
zwiazanej z konieczno$cig zmiany formy $wiadczenia pracy, jak réwniez pozna-
nie konsekwencji psychospolecznych z tym zwiazanych. Zrealizowane badania
implikuja zasadno$¢ wprowadzenia programéw wsparcia dla grupy zawodowe;j
nauczycieli tj. umozliwienia nabycia przez nich nowych umiejetnosci i radzenia
sobie w sytuacji zdalnego $wiadczenia pracy oraz innych sytuacji kryzysowych,
z ktérymi majg wspotczesnie do czynienia. W naszych niestabilnych czasach nalezy
mie¢ tez na uwadze fakt, ze takie czynniki jak dobre samopoczucie, satysfakcja
z zycia i umiejetno$¢ wykorzystywania zasobéw wiasnych nauczycieli w radzeniu
sobie ze stresem, sprzyjajg udzielaniu przez nauczycieli wsparcia uczniom oraz ich
rodzinom. Moga rowniez wplywac na jakos¢ i realizowanie edukacji w jej r6zno-
rodnych formach. Uzyskane wyniki badan sa podstawa do konstruowania progra-
moéw interwencyjnych dla nauczycieli w celu zapobiegania negatywnym skutkom
doswiadczanego przez nich stresu podczas wykonywania pracy. Poszerzanie zakre-
su umiejetnos$ci i odpowiednie dobieranie narzedzi do sposobéw radzenia sobie
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w sytuacjach trudnych jest istotnym elementem minimalizacji wptywu odczuwane-
go stresu na zdrowie psychiczne i somatyczne nauczycieli.

Whioski z przedstawionych tu badan implikuja nie tylko przeprowadzenie jesz-
cze innych np. longitudinalnych badan na ten temat, ale stanowig podstawe do
powtérzenia prezentowanych badan w niedalekiej przysztosci, na wiekszej grupie
badanych. Konieczne wydaje sie tez $ledzenie biezacej sytuacji w kraju i na swiecie
oraz obserwacja zmian w grupie zawodowej nauczycieli w kontek$cie wspotczes-
nych wyzwan edukacyjnych.
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Introduction

“Personality may play out its role in education

by influencing social interactions in the classroom,
teacher-student rapport, students’ self-esteem,
prosocial behaviour, motivation and classroom
conduct, and cognitive performance”

(Zeidner, 2009, p. 733).

Teachers comprise one of the most essential pillars of the educational process.
Their behaviour in a classroom, enthusiasm, creativity displayed while implementing
activities as well as temperament has a tremendous impact on students’ motivation
and further learning. However, teacher’s personality becomes of utmost importance
in the case of second language teaching and learning process. An extroverted
educator will find it easier to socialize with the students, establish rapport and
“break the ice”. At the same time this kind of temperament may inhibit and block
the students creating a highly teacher-oriented environment. Introverted educators
might appear as more reserved, creating a kind of barrier between themselves
and their learners, but are also good listeners, probably more aware of other
people’s expectations . The major dilemma that should deserve a closer attention
is which of these two personality dimensions may trigger the establishment of
a successful dialogue between the teacher and her/his students. Which teacher’s
personality provides the students with more chances for language progress and
successful second language acquisition? In the following subsections, the notion
of personality as well as its influence on the motivation to learn is presented. Then
the correlation between teacher’s personality and successful dialogue understood
as the development of Classroom Interactional Competence (CIC) is discussed. This
is followed by the presentation of various pieces of research showing the alliance
of the above-mentioned variables.

Personality

The notion of personality being so resistant to definition and so broad in
usage has been analysed through numerous angles and orientations, i.e. type and
trait theories, psychodynamic and psychoanalytic and social learning theories,
behaviourism, humanism and even interactionism (Reber & Reber, 2001). Pervin
and Oliver (1997) describe personality by means of five factors, i.e. extraversion,
agreeableness, conscientiousness, emotional stability and intellect/openness
to experience (as cited in Vorkapi¢, 2012). Thus it may be stated that the term
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‘personality’ encompasses a wide range of various attributes creating a significant
individual and may also be defined as idiosyncratic features determining
a particular type of behaviour, way of thinking or feeling. What differentiates us is
a personality trait, which, according to Allport (1961), is “a neuropsychic structure
having the capacity to render many stimuli functionally equivalent, and to initiate
and guide equivalent (meaningfully consistent) forms of adaptive and expressive
behavior” (p. 347). However, one’s character and temperament are not the same
notions. Character distinguishes one person from another, so it is partly innate but
also has a connection with the ethical side of human nature. The word ‘character’
derives from Greek, which means ‘stamp,’ i.e. something that makes an impression,
leaves a mark on something (e.g. on a wax). Thus, the character somehow contains
a trace from the outside, as an implication of parental or social actions. In turn,
the temperament and its features are hereditary and relatively stable throughout
the individual’s life. They also bind to specific genes, neurotransmitters, and
hormones (Fisher, 2009). It can, therefore, be assumed that each of us is born with
our temperament and retains it in further life.

Fontana (1995, p. 191) distinguishes traits from states, and characterises the
former as “relatively fixed and enduring” that “may be linked to temperamental
factors” while the latter as “fluctuating”. States “have to do with moods and the
moment-by-moment way in which individuals experience themselves and others”.
The work of Eysenck (1959, 1964, 1975) has indicated the existence of three
major personality traits (sometimes referred to as dimensions) that are labelled as
extraversion, neuroticism and psychoticism respectively. These two dimensions:
extraversion/introversion and neuroticism/stability, psychoticism/normality are
called superfactors (Eysenck, 1994). Eysenck’s type theory (1994) holds that all
individuals can be also assigned to one type or category such as:

* Melancholic, i.e. being a rather pessimistic person, not a risk-taker,
e Sanguine, i.e. thoughtful and cynical, sensible, balanced, optimistic,
* Choleric, i.e. impulsive,

* Phlegmatic, i.e. slow and lazy.

Eysenck’s personality test can be used to yield four personality types: an extrovert
and introvert in two variants: stable and unstable. There exists a relationship
between Eysenck’s superfactors and the type theory. This relatedness is presented
in Figure 1 below.

The Eysenck dimensions are arranged in a diagram, with neuroticism versus
psychoticism on the ordinate and introversion versus extraversion on the abscissa.
According to the picture, one who is touchy, restless, aggressive, excitable,
changeable, impulsive but optimistic and active is also called a choleric. When
a man is rather moody, anxious, rigid and sober, pessimistic, usually reserved,
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Figure 1. Relation between superfactors and the type theory (adapted from Hewstone et al.,

2005, p. 301).

unsociable and tends to be quiet, he is labelled as a melancholic. Both of these types
are supposed to be high in neuroticism. The diagram also informs what personality
traits lead to a phlegmatic and sanguine personality type, and who tends to be high

in introversion, extraversion and emotional stability.

Teacher’s personality and its impact on students’ motivation

The main reason of the diversity between approaches is the question whether
personality is partly determined by genetics and heredity or is absolutely dependent
on the environment. Teachers play a big role in their students’ life, which leads to
a statement that personality is strongly dependent upon the environment, of which
one element are teachers (Fontana, 1995). Teachers’ behaviour, i.e. their teaching
repertoire, the methods they employ, the coursebook they introduce as well as their
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own traits contribute significantly to the process of learning, motivation increase,
and, in turn, to students’ success (Harmer, 1991). Nhlanhla and Thubelihle (2014)
proved that teachers’ personality contributes both to students’ motivation and their
performance. Personality seems to be in a complex relationship with a number of
other variables important in the classroom context, such as material being taught,
the teaching methods used, the study habits employed by individual learners, and
undeniably, the personality of teachers themselves. Out of many qualities successful
teachers share, it seems that their enthusiasm and the ability to inspire it in others
(their students) as well as to carry their learners along with them “until a point is
reached where enthusiasm becomes self-reinforcing and their pupils are able to
continue on their own” (Fontana, 1995, p. 232) appear to be deserving highest
attention. Murray (1983a) defined teacher enthusiasm as consisting of the following
expressive teaching behaviours: (1) speaking in a dramatic or expressive way,
(2) variation in pitch and volume, (3) vocal inflection, (4) smiling or laughing while
teaching, (5) moving about while lecturing, (6) gesturing with hands or arms,
(7) exhibiting facial gestures or expressions, (8) eye contact, and (9) humour. Extensive
research has consistently shown an association between enthusiastic teaching and
student learning (e.g. Murray, 1983a, 1983b, 1985; Perry & Magnusson, 1987,
1989). In a study conducted in 1985, Murray demonstrated a significant correlation
between classroom teaching behaviours and perceived teaching effectiveness, which
was strongest for enthusiastic teaching behaviours (e.g. shows facial expressions,
moves about while lecturing). It seems that instructors who “speak expressively”,
use gestures more and/or move about while lecturing tend to receive higher ratings
of teaching effectiveness and to produce higher levels of student motivation and
student learning than those who “speak in monotone” and “read lecture verbatim
from prepared notes” (Murray, 1985, as cited in Wood, 1998). Thus it would be
wise to ponder over the existence of any correlation between teachers’ personality
and the features characterising enthusiastic teachers. If one compares these two
aspects, some implications are clear to notice (see Table 1).

It seems safe to assume that the features provided by Murray (1983a) pertaining
to enthusiastic teachers can be ascribed mainly to sanguine educators. Only some of
the above-mentioned characteristics can be found in choleric tutors, whereas none
of them could be ascribed to phlegmatic or melancholic ones. However, a study
conducted by Nhlanhla and Thubelihle (2014) provides a plethora of interesting
insights concerning the characteristics of individual teacher personality types and
their behaviour in the classroom. According to the authors, a phlegmatic teacher
is the one who:

* is highly analytical and will probably be able to inculcate this skill in the learners,
* does not like to be burdened with work and would rather pursue pleasure than
work,



52

IWONA DRONIA

is not best suited for activities requiring lots of preparatory work (e.g. extensi-

ve reading in order to run classes in literature),

avoids confrontations.

Table 1. The correlation between personality type and features of enthusiastic teachers
(self-created)

Features characterising enthusiastic
Teacher’s personality Type teachers
(Murray, 1983a)

touchy, restless, aggressive, choleric moving about while lecturing, gesturing
excitable, changeable, impulsive but with hands or arms, exhibiting facial
optimistic and active gestures or expressions, eye contact,

and humour

moody, anxious, rigid and sober, melancholic
pessimistic, usually reserved,
unsociable and tends to be quiet

sociable, outgoing, talkative, sanguine speaking in a dramatic or expressive
responsive, easy-going, lively, way, variation in pitch and volume, vocal
carefree, leaderlike inflection, smiling or laughing while

teaching, moving about while lecturing,
gesturing with hands or arms, exhibiting
facial gestures or expressions, eye
contact, and humour

controlled, reliable, even-tempered, phlegmatic
calm, passive, careful, thoughtful,
peaceful

On the other hand, choleric educators are those who:

by nature comprise extroverts, those who are an outspoken group of people
preferring to be heard and not to listen to others,

are highly opinionated,

are bossy and domineering (Van Pelt, 2008),

are insensitive,

are cold and unsympathetic as well as insensitive (Laye, 1975, as cited in Nhlan-
hla and Thubelihle, 2014),

have argumentative nature and strive to have their opinions heard; thus it will
also make them poor listeners.

A sanguine teacher is characterised as the one who:
loves talking and talking a centre stage, which may lead to students’ involve-
ment drop,
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* is highly emotionally expressive,
* finds it difficult to listen.

Nhlanhla and Thubelihle (2014) describe a melancholic tutor as a person who:

* tends to be self-conscious about himself and quiet, he sometimes swings from
highs to lows,

* “is sometimes withdrawn but sometimes he is outgoing an extroverted” (Van
Pelt, 2008, p. 94, as cited in Nhlanhla and Thubelihle, 2014),

* s balanced.

There is no doubt that a teacher together with his/her personality provides
a powerful variable contributing to students’ motivation, and, in the long run,
their second language success. There are times when an educator may experience
a fatigue debt (Fontana, 1995) that can also determine his/her behaviour in the
classroom, her/his lack of enthusiasm, increasing irritation or simply put — tiredness,
and can even completely dominate over their normal teaching. It seems that there
is no clear-cut answer to the query concerning the superiority of one teacher’s
personality over the other in terms of its effectiveness in fostering students’
motivation. However, as Fontana (1995) claims, “common sense would suggest that
extreme introverts would not do well in the classroom, since they would find the
social demands made upon them unacceptable, but it is doubtful if such people
would be attracted to teaching in the first place” (pp. 386-387).

Cultural identity and its influence on teacher’s behaviour

Individuals may have particular psychological features, yet their expression and
their emphasis are shaped by the social and cultural milieus in which they find
themselves. The same holds true for teachers’ personality traits as they always
intersect with their cultural identities and those, in turn, are further displayed in
the classroom. Eleuterio (1997) and Hoelscher (1999) point out that “classrooms
filled with teachers and students who openly share their lives, their cultural
identities, and their life experiences build trust and foster stronger relationships.
This climate leads to student engagement and excitement about learning together”
(White et al., 2016, p. 3). An interesting account of teacher’s inability to motivate
their students may be provided by the concept of passivity comprising a significant
aspect of individual social functioning and having a direct correlation with one’s
cultural identity. “Passivity is defined as behaviors that block constructive and
solution-oriented actions” (Pierzchata et al., 2021, p. 72). Schiff et al. (1975, as
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cited in Pierzchata et al. 2021) implied that individuals have different frames of
reference depending on their early experiences and parental influence. We also
tend to selectively pay attention to specific elements of a given situation, so that
some aspects are minimised while others exaggerated, which produces a final
picture that is consistent with the expectations and cultural norms instilled to
us and established during childhood. Parental and cultural influences are highly
significant, as they determine the perception of reality a growing child creates.
In the context of education, it may be assumed that teachers, as well as their
students, have their individual frames of reference, which directly impacts their
opinions on the teaching-learning process. “Therefore, teachers representing
different countries will also differ in their perception of reality, due to the various
influences of their cultural conditioning” (Pierzchata et al., 2021, p. 75). This idea
intertwines with the concept of Hofstede’s cultural dimension theory (1986), where
he identified four major aspects that discern national cultures. Some of those
differences, e.g. collectivism vs individualism may determine the manner in which
the teaching—learning process takes place. For example, in some collectivistic
cultures, students speak only when the teacher addresses them personally and in
the countries with high power distance index the teacher is the sole person able
to initiate any communication. Masculinity or femininity dimension may also affect
teacher’s cultural identity and behaviour as in more masculine societies students’
academic performance would matter most whereas in feminine countries social
adaptation would be prioritised (Hofstede, 2001).

Pierzchata and colleagues (2021) also hold that people from different cultural
backgrounds may approach or define a problem situation differently, i.e. what seems
to be a problem in Europe (and has a direct relevance on the occurrence of passivity)
may not necessarily be considered as one in Guatemala, for example. A social role
together with expectations towards a teacher are placed in a particular cultural
context (the country in which the educator works), which further determines the
way teachers fulfil socially relevant tasks. This comparative, cross-cultural study of
teacher passive behaviours conducted by Pierzchata and colleagues (2021) aims
to describe social functioning of teachers and thus represents a bridge between
individually reported levels of passivity and cultural determinants. The research
revealed significant educational differences between countries, e.g. out of four
countries analysed, i.e. Poland, Ukraine, The UK, and Guatemala, the lowest levels
of passivity were reported in Guatemala and the highest in Ukraine. What should
also be stressed here is that passivity in the classroom may manifest itself in four
different ways, such as:
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1. Doing nothing: a lack or avoidance of behaviors that are relevant to the so-
lution of a current problem (e.g., when the class is not listening, the teacher
ignores the students’ behavior and does not require them to focus on the task).

2. Overadaptation: behaviors based on excessive adaptation of individuals to the
real or imaginary expectations of others bypassing their own goals (e.g., the
teacher uses teaching methods required by the institution regardless of their
professional judgement and without a fair assessment of students’ needs).

3. Agitation: a category of passive behaviors that are aimless and repetitive and
only serve to discharge the tension arising when trying to solve a problem (e.g.,
the teacher starts walking nervously when the class is not listening, instead of
trying to silence the class by talking or changing the activity).

4. Incapacitation (1) or violence (2): (1) can take the form of a psychosomatic illnes-
ses, drug addiction, or severe psychological distress, and the vector of tension
is directed inwards and involves self-defeating behaviors and extreme avoidan-
ce of responsibility for solving the problem (e.g., a stressed teacher starts to
reach for alcohol instead of seeking counseling or supervisory support); while
(2) involves aggressive behaviors that force the environment to solve a problem
that a person wants to avoid, and the vector of tension is directed outwards
to escape responsibility of thinking about the situation (e.g., the teacher starts
screaming at students instead of thinking about the educational difficulties of
a given group and analyzing behavioral input in this situation) (Schiff, 1975;
Pierzchata, 2013). (Pierzchata et al., 2021, p. 76).

As Pierzchata and colleagues (2021) further add, “a comprehensive picture of
educational passivity is also helpful for describing and understanding interpersonal
classroom phenomena that undermine the effectiveness of an educational endeavor”
(p. 74). In light of this article, this “effectiveness of an educational endeavor” may
be compared to the teacher’s ability to motivate, which in turn, can trigger the
process of L2 learning.

The research mentioned above indicates some possible connection between
teacher’s cultural identity and the ability to motivate students and establish
a good rapport with them resulting in the foundation of successful dialogue.
However, it does not provide a shred of direct evidence indicating the existence
of some correlation between a teacher’s personality type and a tendency to
passive behaviours. Nevertheless, while analysing typical behavioural tendencies
each personality type is prone to, we may easily find passivity as the first feature
characterising phlegmatics (see Figure 1).
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Successful dialogue/discourse in the second language classroom

There exist many various understandings of the interpretation of “successful
dialogue” in the classroom. In the light of this article however, | shall treat it as
a set of variables conducive to the formation of communicative competence as well
as the development of interactional competence (IC). These two concepts seem to
provide the most essential framework for the process of successful second language
learning/acquisition. According to Walsh (2001), communicative competence
focuses on the knowledge and skills required to use language in particular contexts,
as well as on individual speech production. Interactional competence on the other
hand, is concerned mainly with communication, less with accuracy and fluency as it
“places emphasis on attending to the speaker as producing one’s own contribution”
(p. 165). Listening plays here as much a part as speaking. A student taught in this
way stands a chance of participating in a genuine, natural conversation, which,
bearing in mind the fact that such activities are implemented in a second language
classroom, is always a serious challenge. If, however, the teacher holds the belief of
advocating the development of IC, the student will be exposed to a discourse that
is as authentic as it is possible.

As Walsh (2001) argues, interactional space is facilitated by IC: learners require
space for learning to take part in the discourse, to contribute to class discussions
and to receive feedback on their contributions. IC is maximised through increased
wait-time, by resisting the temptation to “fill silence” (by reducing teacher echo),
by promoting extended learner turns and by allowing planning time. What also
promotes the development of IC is pausing, extended learner turns as well as
clarification seeking. Thus, my interpretation of successful dialogue in a second
language classroom would rest on the assumption to provide the learners with
a plethora of communication-oriented activities, preferably as close to the
authentic types of communication as possible, that would lay the foundations for
the development of speaking and listening in the first place, accompanied with
parallel provision of vocabulary and grammar. Successful dialogue will have to be
based on mutual understanding and establishing of a rapport between the teacher
and students, which cannot be done without a conducive set of circumstances
where a leading role is played by teacher personality as well as cultural identity.
Since interactional competence is exercised with a significant amount of listening,
a teacher has to provide her/his students with both forms of interaction — at times
they should play the roles of senders of a message (speakers), but should also be
prepared for active listening and the roles of receivers. This is the simplest and
most basic interpretation of any successful communication act including the one
run in the second language. Such a discourse management can lead to the creation
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of a shared understanding vital for the learning process — the concept of productive
classroom interaction pioneered by Mercer (Edwards & Mercer, 1987). Finally,
classroom discourse in this understanding can work as an external arena in which
students can hone their thinking skills. The further part of this article will attempt
to look at the idea of developing IC from the point of view of teacher personality,
i.e. whether there exists one particular type most prone to the formation and
development of this kind of competence in L2 learners.

The study

This part of the article displays the results of a study conducted with adult
learners of English — students of English philology department in Sosnowiec. The
major aim is to show the significance of teacher’s personality in shaping students’
motivation as well as to precisely determine which traits of teacher’s personality
are particularly conducive to motivation increase. In order to obtain the most
reliable and authoritative data in this regard, the author decided to test a group of
4th and 5th year students of extramural English studies who represent an advanced
level of proficiency in using English. At the same time, this choice was supported
by the fact that adults have already well-developed and stable personalities, views,
interests, habits and knowledge. Moreover, having studied a second language
for so many years, they already know their expectations concerning the type of
teacher’s personality traits they like as well as most motivating factors in the L2
classroom. The respondents belonged to different groups and specialisations, such
as teaching, translation and business. There were 52 women and 16 men among the
respondents, which is 76% and 24% respectively. The age of the study participants
ranged from 22 to over 36 and the period of learning English was not shorter than
5 years. A detailed distribution of data may be seen in the graphs below:

68 students filled in a mini-questionnaire targeted at first at assessing
major variables contributing to their motivation (see Appendix). 100% of the
respondents agreed that both a teacher’s personality and cultural identity may
influence students’ learning. Moreover, they also reported being motivated by
the teacher’s personality themselves. Out of four components shaping intrinsic
motivation associated according to Harmer (1991) with factors taking place
inside the classroom, the options scoring highest number were the method
of teaching (57%) and the teacher (38%). The remaining factors, namely physical
conditions and a coursebook were chosen only by 3% and 2% respectively. In the
next query, being asked to determine the most significant component affecting the
process of second language learning, the respondents having the choice of four
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Age
36 and above

31-35

22-25

Figure 2. Participants’ age.

Period of learning English
0-5 years
6-10 years

over 15 years
11-15 years

Figure 3. Period of learning English.
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possibilities, classified teaching method (48%) as well as teacher’s competence and
knowledge (38%) as two most decisive criteria. The remaining option, i.e. teacher’s
personality and cultural identity were chosen by merely 10% and 4% respectively.
Such alow position of teacher’s personality and cultural identity may not necessarily
indicate that the respondents did not value it highly, but simply having the choice
between method and knowledge acknowledge these two to be more influential.
It is also likely that they have not been taught by teachers representing different
cultural identities yet. In the next query referring to their preference concerning
being taught by an extrovert, rather than an introvert teacher, the vast majority
of respondents (90%) was unanimous selecting extroverts and claiming that those
teachers can motivate them most. The subsequent inquiry was the most significant
one as its aim was to establish a set of most motivating teacher personality traits.
The possible options derived from Eysenck’s type theory (1994) were categorised
into four personality types: melancholic, phlegmatic, choleric and sanguine. The
respondents, not knowing what particular sets of features stand for, chose those
options influencing their motivation most. The exact distribution of the answers is
presented in the diagrams below:

Table 2. The level of motivation of particular teacher personality traits

. . completely rather not so rather very
Personality traits . . . L A
demotivating | demotivating | motivating | motivating | motivating

Sociable/ outgoing/ 1% 1% 9% 32% 57%
talkative/ responsive
Easy-going/ lively/ 7% 6% 36% 36% 14%
carefree/ leaderlike
Active/ optimistic/ 3% 22% 30% 29% 16%
impulsive/ changeable
Excitable/ aggressive/ 65% 22% 3% 4% 6%
restless/ touchy
Moody/ anxious/ rigid/ 68% 16% 9% 3% 4%
sober
Pessimistic/ reserved/ 72% 13% 9% 3% 3%
unsociable/ quiet
Passive/ careful/ 20% 23% 29% 19% 9%
thoughtful/ peaceful
Controlled/ reliable/ 3% 4% 35% 26% 32%
even-tempered/ calm
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Table 3. The level of motivation of particular teacher personality traits — average marks

Personalty trits esendy | (Mayersrigeny | mank.
Easy-going/ lively/ carefree/ leaderlike Emotional stability | Sanguine 3.44
Sociable/ outgoing/ talkative/ responsive Extraversion Sanguine 4.40
Active/ optimistic/ impulsive/ changeable | Extraversion Choleric 3.33
Excitable/ aggressive/ restless/ touchy Neuroticism Choleric 1.63
Moody/ anxious/ rigid/ sober Neuroticism Melancholic 1.59
Pessimistic/reserved/ unsociable/ quiet Introversion Melancholic 1.59
Passive/ careful/ thoughtful/ peaceful Introversion Phlegmatic 2.72
Controlled/ reliable/ even-tempered/ calm | Emotional stability | Phlegmatic 3.79

As can be seen, the students consider sanguine and phlegmatic teachers as

those that can boost their motivation most. On the contrary, the least effective in

doing so are choleric, and especially melancholic educators. If these findings are

to shed some light on the process of teaching of a second language, one should

pose a vital question concerning the unique features of language and classroom

behaviour sanguine teachers display. Thus, in the second stage of my study the
following research questions were formulated:

Is the classroom discourse produced by sanguine and phlegmatic teachers real-
ly so conducive to motivation increase?

Are sanguine and phlegmatic teachers really capable of fostering second lan-
guage development in their students?

Why are extrovert teachers perceived as those contributing to students’ moti-
vation?

Are sanguine and phlegmatic teachers able of promoting successful dialogue in
a second language classroom, assuming that the interpretation of “successful
dialogue” would rest on the assumption of developing interactional compe-
tence?

The answers to the queries put above may be found in a few pieces of research

that shall be presented in the following part of this paper.

Discussion

Arif and colleagues (2012) stated that personality influences the behaviour of

the teacher in various ways, such as interface with students, methods selected,
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and learning experiences chosen. Bayazidi and Behnam (2013) additionally claimed
that specific personality traits of teachers are reflected in classroom instruction,
especially through the teacher’s use of various instructional strategies and material.
In a study of the relationship between teacher personality type (extroverted
vs introverted) and their techniques of teaching pronunciation, Shabani and
Ghasemian (2017) indicated that extroverts and introverts showed different
tendencies towards the use of specific pronunciation techniques. Moreover, while
teaching pronunciation the extroverted teachers use and apply more techniques in
the classrooms than the introverted ones (e.g. phonetic training, adapting authentic
materials, transcription, visual aids). The introverts used the techniques of listen
and imitate and reading aloud more. However, the extroverts use the techniques of
listen and imitate and visual aids more. In a study pertaining to effective classroom
management conducted by Jalili and Mall-Amiri (2015), the superiority of extrovert
teachers was indicated.

The research conducted by Nhlanhla and Thubelihle (2014) clearly shows
the downside of various personality types. However, it is interesting to notice
that personality traits considered as most motivating by respondents (sanguine
teachers) in fact may seriously hazard the process of successful second language
learning, the establishment of dialogue between the students and the teacher
and even put at risk the development of interactional competence. According
to the authors, sanguine’s tendency to dominate and create a teacher-oriented
classroom poses a serious risk to students’ active participation. Moreover, such
a behaviour can contribute to learners’ passiveness and can turn them to mere
watchers of highly active teachers. The concept of active involvement advocated
by interactionists and cognitivists will not probably be accepted and promoted by
sanguine educators. As Nhlanhla and Thubelihle (2014) further pinpoint, the most
disturbing feature characterising sanguine teachers is their inclination to dominate
all speaking time and block other students. Thus it is reasonable to assume that such
a behaviour will also deprive them of the chances to develop both communicative
and interactional competence. As Walsh (2001) noted, IC is maximised through
a set of various activities and strategies, i.e. by resisting the temptation to “fill
silence” (by reducing teacher echo), by promoting extended learner turns and by
allowing planning time, pausing, as well as clarification seeking. It seems that
hardly any of such concepts stands a chance of being promoted in the sanguine’s
classroom. This, magnified by compulsiveness to dominate conversation and high
level of emotional expressiveness does not seem to provide the students with a set
of circumstances conducive to the maintenance of successful dialogue.

The set of attributes such as being controlled, reliable, even-tempered and
calm was assessed quite highly by the respondents who declared that phlegmatic
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teachers, or at least those with emotional stability, may contribute to their
motivation increase (see Table 3). According to Barrens (2006), people of phlegmatic
temperament are thoughtful, logical, peaceful, enduring, compassionate, and
lenient. They like to work in quiet, peaceful environments, are reliable and can stay
calm even while working under pressure. “They are also reserved, stay at home
most of the time, polite, enjoy routine, easily hurt though not easily provoked, well
respected and behaved, and have a passion for pleasing others rather than self”
(Barrens, 2006, p. 4155). Last but not least, a phlegmatic individual will go at great
lengths to avoid any form of confrontation. To sum up, a phlegmatic educator will
probably introduce a highly-organised and sequenced learning environment, with
limited creativity and very predictable lesson pattern. His/her reserved and quite
withdrawn temperament would probably help remain calm and deal successfully
with maintaining discipline or “taming” disruptive behaviour. It seems that this
kind of personality is actually quite predisposed to the organisation of classes in
terms of balance between different categories of input and output, and this, in turn
can provide a scaffolding for the development of successful dialogue.

The students participating in my research classified choleric extroverted
teachers as the third most motivating type. Barrens (2006, as cited in Fomunyam
& Mnisi, 2017) describes cholerics as front-runners, “people of action that are
straightforward; don’t show emotions easily except anger; [who| are not prone to
nervousness; like to express themselves; love debate; and can be defensive and
prideful, self-confident, self-reliant, and motivated to accomplish goals. They seek
acknowledgment, want to be right, and are competitive” (p. 4151). While behaving
in a classroom, cholerics tend to “be active and participative. They express their
ideas, whether right or wrong. Their aggressive nature gives them an edge over
others since they are dominant in everything including class activities”. It is difficult
to univocally state whether this set of attributes is conducive to the creation of
rapport between the teacher and her/his students as well as the formation of
dialogue and development of IC. Without a doubt, classes run by such educators
are teacher-centered, and probably highly unpredictable due to mood-swings that
cholerics are famous for. Being prone to nervousness and eager to reveal anger
does not seem to be the best match for the students, either. All in all, it can be
concluded that choleric teachers can be perceived as charismatic, leader-like as
they are definitely visible and audible in a classroom. Yet they would also attempt
to be in the limelight of attention leaving very little for others. On the other hand,
choleric personality shares lots of features typical for enthusiastic teachers (Murray,
1985) and that cannot be neglected, either.

The conducted research revealed that adult learners of English are barely
motivated by melancholic neurotic and introverted teachers (see Table 2 and
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Table 3). Attributes such as being moody, anxious, rigid, sober, pessimistic,
reserved, unsociable and quiet have no charm in winning the respondents over as
this particular temperament was considered to be the least effective in terms of
motivating students to learn a second language. Nhlanhla and Thubelihle (2014)
clearly demonstrate that melancholic teachers in fact are a blessing in disguise:
“The first attribute about the melancholic is that s/he is extroverted. An extroverted
teacher will not compete with learners in order to be heard. He has the ability to
allow pupils to express themselves and formulate their own views” (p. 4155). Such
a feature will obviously lead to the development of IC, as students taught in this way
will have a chance to both speak and listen. Moreover, among other advantages,
a melancholic type is an exceptionally analytical individual with a very inquisitive
mind. According to Nhlanhla and Thubelihle (2014), these teachers are balanced
and sensitive, “gifted perfectionists”, and as Van Pelt (2008) says, “sometimes the
melancholic is withdrawn but sometimes he is out going an extroverted” (p. 94).
There is no doubt that teachers’ cultural identity impacts their teaching style
to a very significant extent. According to Hofstede (1986, p. 303), there are four
essential areas where cultural differences may be most visible:
1. differences in the social positions of teachers and students in the two societies;
2. differences in the relevance of the curriculum (training content) for the two
societies;
3. differences in profiles of cognitive abilities between the populations from
which teacher and student are drawn;
4. differences in expected patterns of teacher/student and student/student inte-
raction.
However, for the purpose of this article, we shall concentrate on the last aspect
most as it may naturally correspond with the development of successful dialogue.
As has been already stated, a cultural dimension may determine the amount
of language a student produces as in, e.g. collectivist and high power distance
societies, only a teacher may nominate a student to speak. Moreover, following
a detailed analysis of other cultural dimensions recognised by Hofstede (1986),
many culturally-bound variables may impact teacher-student interaction and
influence successful dialogue and communicative competence in an L2 classroom.
To start with, in individualist societies, the individuals will speak up not only in
small but also in large groups, and in small power distance societies, the teacher
expects students to initiate communication, find their own paths, and in this way
develop their autonomy. In such societies, teachers are also treated as equal to
their students, leading to two-way spontaneous interactions in a class. Student-
centred education and an emphasis on initiative are typical attributes of societies
with small power distance, and in countries with weak uncertainty, students may
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even partake in a certain form of intellectual disagreement with the teacher. In
feminine societies, students admire the friendliness of a teacher and choose
academic subjects due to their intrinsic interests.

In the light of this article, the most vital query that was put forward was to
determine the correspondence between teacher personality type and its impact on
students’ motivation and then the establishment of successful dialogue in a second
language classroom. It was stated that the interpretation of successful dialogue
would equal the development of IC and communicative competence, as these two,
in my opinion, are fundamental in the process of second language learning and the
ability to communicate effectively (irrelevant whether in the native, or the second
language). The results of the research conducted by Nhlanhla and Thubelihle (2014)
prove that the learners of the melancholic teacher perform better than those of
other types. Hence, the existence of the above-mentioned hypothesis can be
confirmed.

Conclusions

The prime intention of this paper is to show the existence of certain correlation
between teachers’ personality and cultural identity and students’ motivation and
in turn its further impact on the establishment of a successful dialogue in a second
language classroom. Successful dialogue, or efficient discourse management, is
interpreted here through the angle of classroom interactional competence (CIC)
as the development of this ability seems to lie at the heart of any communication
act. L2 learners need to be provided with various categories of input and output
(Richards & Rogers, 1986) and the activities/strategies promoting the development
of CIC fall into this category. Walsh (2011) claims that “these interactional strategies
help to maintain the flow of the discourse and are central to effective classroom
communication” (p. 177). What he also advocates is the need for carefully chosen
tools, reflection and above all dialogue as only in this way can teachers become
more emphatic of various interactions happening in their classroom. There is no
doubt that cultural identity, but also the relationship between teachers’ personality
and students’ behaviour (learning habits) is significant, nor that such an alliance
influences students’ performance (Hofstede, 1986; Nhlanhla & Thubelihle, 2014)
and fosters the establishment of CIC. The conducted study showed students’
preferences concerning their most motivating teachers’ personality. It turned out
that the vast majority of the respondents opts for extroverted teachers, preferably
with sanguine or phlegmatic temperament. The remaining types did not receive
high scores, yet it is the melancholic personality that was barely chosen that, as
other research indicates, seems to be the best possibility presumably able to offer
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to the students a foundation of a dialogue. Personality attributes characterising
sanguine extroverted teachers are highly welcomed in a second language classroom
-enthusiasm, being active, taking the leading and maybe even an entertaining role
is what the respondents like. However, as various research indicates (Barrens, 2006,
as cited in Fomunyam & Mnisi, 2017; Fontana, 1995; Nhlanhla & Thubelihle, 2014;
Shabani & Ghasemian, 2017; Van Pelt, 2008) sanguines have a tendency to dominate
the classroom, find it difficult to listen and promote active students’ participation.
The question why, despite all those limitations, this temperament is perceived
as most motivating to learn remains unsolved. One possible explanation might
concern our preference for a quick fix, something we can get that will make our
moods up and keep them that way. Or, perhaps, this can be attributed to students’
“relaxed attitude to learning” (laziness), or a need to be entertained and stimulated
by their educators. Undeniably, however, it also shows students’ inability to predict
the consequences of such a teacher’s behaviour. As Arif and colleagues (2012, as
cited in Shabani & Ghasemian, 2017) put it, “each individual has characteristic
attributes of personality which manipulate both the manner in which he behaves
toward others and the ways in which they act in response to him. The teacher with
invasive dictatorial characteristics, for example, is likely to reproduce them in his
relationships with students and in the techniques he uses in his instruction”. To
conclude, it seems quite certain that sanguine’s relationship with her/his students
may appear to be dialogic and successful, but it is really doubtful whether it could
lead to substantial second language progress.
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Appendix
Questionnaire

Dear Student,

I am carrying out a research study aiming at verifying the existence of
a correlation between teacher’s personality and cultural identity and students’
motivation, and its further influence on the development of dialogue and classroom
interactional competence (CIC). | would really appreciate it if you could take your
time and fill it in. All the data gathered will be kept anonymous and used for
scientific purposes only. Thank you!

Part |
1. Sex
a) female
b) male
2. Age
a) 22-25
b) 26-30
c) 31-35
d) 36 and above
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How long have you been learning English? (in years)
a) 0-5

b) 6-10

o 11-15

d) more than 15

Part Il

Do you think that teacher’s personality influences students’ motivation?

a) yes

b) no.

Do you think that teacher’s cultural identity influences students™ motivation?
a) yes

b) no.

Does the teacher’s personality influence your motivation?

a) yes

b) no.

Which of the following factors influence your motivation in case of foreign
language learning? (you may choose only one option)

a) teacher

b) method

¢) physical conditions (such as equipment, materials used)

d) coursebook

Which of the following factors connected with the teacher, do you think is
most important in case of foreign language learning? (you may choose only one
option)

a) teacher’s personality

b) teacher’s competences and knowledge

¢) method of teaching

d) teacher’s cultural identity

Which teacher in your opinion may have a better influence on your motivation?
a) extrovert

b) introvert

How motivating are the following groups of teacher’s traits for you? Assess
them by giving points remembering that 1 means completely demotivating,
2 —rather demotivating, 3 — not so motivating, 4 — rather motivating, 5 — very
motivating.

Sociable/ outgoing/ talkative/ responsive
1 2 3 4 5
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Easy-going/ lively/ carefree/ leaderlike

1 2 3

Active/ optimistic/ impulsive/ changeable
1 2 3
Excitable/ aggressive/ restless/ touchy

1 2 3
Moody/ anxious/ rigid/ sober

1 2 3
Pessimistic/ reserved/ unsociable/ quiet
1 2 3
Passive/ careful/ thoughtful/ peaceful

1 2 3

Controlled/ reliable/ even-tempered/ calm
1 2 3
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UNIVERSITY STUDENTS’ ABILITY TO FOCUS AND MULTITASK DURING THE PANDEMIC DISTANCE
LEARNING™

The study aimed to investigate the impact of the changes in higher education during the
COVID-19 pandemic on Polish university students’ ability to focus and multitask, and the
presumed disproportions in these skills between medical students and other students. We also
analysed the differences in the evaluation of the organisation of classes during the pandemic
in medicine and in other programmes. The study consisted of a survey on distance learning
during the COVID-19 pandemic, an assessment of cognitive and motivational functions based on
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the PDQ-20 questionnaire and the authors’ original questions, and a test examining the ability
to multitask on the Psytoolkit platform. 201 students participated in the study — 111 medical
students and 90 other students. The respondents’ answers indicate their greater exposure to
distracting stimuli and their increased tendency to multitask during distance learning. The
results of the experimental test show that multitasking affects longer task processing and higher
error rates. Medical students were less satisfied with the quality of distance classes. The level of
subjective cognitive deficits and multitasking intensity was similar in both respondent groups.
According to the above results, the use of methods engaging students in distance learning may be
helpful for learning, enhancing the focusing processes. It is the first study investigating university
students’ ability to focus and multitask during the pandemic distance learning.

Keywords: distance learning, multitasking, attention, COVID-19

Wstep

Pandemia COVID-19 wymusita wprowadzenie wielu zmian w funkcjonowaniu
polskiego spoteczenstwa. Zmodyfikowano miedzy innymi spos6b nauczania na
uczelniach wyzszych. Na mocy rozporzadzenia Ministra Nauki i Szkolnictwa Wyz-
szego 12 marca 2020 r. ograniczono funkcjonowanie uczelni wyzszych do prowa-
dzenia zaje¢ z wykorzystaniem technik ksztalcenia na odlegitos¢ (Dz.U. 2020 poz.
405). Ministerstwo Zdrowia nalozylo podobne ograniczenia na uczelnie medyczne.
Restrykcje te przedifuzano do konca roku akademickiego 2019/2020 (Dz.U. 2020
poz. 405; Dz.U. 2020 poz. 911). Cho¢ w nowym roku akademickim 2020/2021 pla-
nowano powr6t do tradycyjnego studiowania, juz w pazdzierniku 2020 r. wpro-
wadzono ograniczenia dotyczace funkcjonowania uczelni znajdujacych sie na epi-
demiologicznych obszarach oznaczonych przez rzad jako czerwone, a tym, ktére
miescity sie na obszarach zéttych, zalecono hybrydowa forme nauczania (Dz.U.
2020 poz. 1833; Dz.U. 2020 poz. 1835). W lutym 2021 r. ograniczono funkcjono-
wanie wszystkich uczelni wyzszych z nielicznymi wyjatkami — ksztatcenie mogto
odbywac sie stacjonarnie dla studentéw na ostatnim roku studiow za zgoda rekto-
ra uczelni (Dz.U. 2021 poz. 363).

W czasie realizacji naszego badania (od 16 kwietnia do 10 lipca 2021 r.) restryk-
cyjno$¢ obostrzen wprowadzanych przez Ministerstwo Zdrowia zmieniafa sie. Od
obowiazku noszenia maseczek na $wiezym powietrzu, wprowadzenia nauki zdal-
nej w klasach I-lll, a takze pracy zdalnej, catkowitego zamkniecia galerii handlo-
wych, przedszkoli, ztobkéw, obiektow hotelowych czy zakladow kosmetycznych
(PAP, 2021) do stopniowego wycofywania ograniczen poczawszy od 15.05.2021 r.
(Dz.U. 2021 poz. 861). Celem badania byto sprawdzenie, jaki wptyw na procesy
koncentracji uwagi studentéw ma nauczanie zdalne, a takze proba odpowiedzi na
pytanie badawcze: czy ta forma nauczania pogarsza zdolno$¢ do skupienia oraz
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zwieksza wielozadaniowos$¢, czyli multitasking'. W ramach prezentowanych tutaj
badan staratySmy sie uzyska¢ wiedze o tym, jak zmiany w sposobie ksztalcenia
wyzszego podczas pandemii COVID-19 wptynely na zdolnos$¢ do skupienia uwagi
i multitaskingu studentow polskich uczelni wyzszych. Druga badang kwestig byto
to, czy istniejg znaczace dysproporcje miedzy tymi zdolno$ciami u studiujacych
kierunki medyczne wzgledem innych studentéw. SprawdzitySmy takze roéznice
W ocenie organizacji zaje¢ w czasie pandemii na kierunkach medycznych i nieme-
dycznych.

Przeglad literatury

Nauczanie zdalne

Nauczanie zdalne jest interaktywnym procesem ksztalcenia polegajacym na
dostarczaniu materiatow edukacyjnych, sprawdzaniu wiedzy oraz komunikagji stu-
dentéw z nauczycielem oraz studentéw miedzy sobg za pomoca Internetu. Spo-
$rod rodzajow zajec¢ zdalnych wyr6zni¢ mozna zajecia synchroniczne oraz asyn-
chroniczne (Walasek, 2022).

Zajecia synchroniczne to takie, ktére odbywajg sie w czasie rzeczywistym — bez
interakgji (wyktady) lub z interakcja (seminaria, ¢wiczenia). Natomiast zajecia asyn-
chroniczne to udostepnione gotowe materialy, z ktérymi studenci moga sie zapo-
zna¢ w dowolnym czasie, np. nagrania wideo, prezentacje czy dokumenty do prze-
czytania. Zajecia asynchroniczne moga przebiegac bez interakgji lub z mozliwos$cia
pozniejszej interakcji w postaci dyskusji miedzy studentami lub konsultacji z wy-
ktadowca. Zajecia synchroniczne charakteryzujg sie wiekszym zaangazowaniem
studentéw niz asynchroniczne, gdyz obejmujg dyskusje, ¢wiczenia i uczenie sie
nawzajem, co sprzyja utrzymaniu uwagi (Rehman & Fatima, 2021). Podczas takich
zaje¢ mozna doktadniej monitorowac postepy w nauce, a wszelkie watpliwosci stu-
diujacych wyjasnia¢ w czasie rzeczywistym (Taylor, 2002). Natomiast zaletami zaje¢
asynchronicznych sg nizsze koszty nauczania oraz dowolnos¢ w zakresie i czasie
korzystania z dostepnych materiatéw, dzieki czemu studenci moga samodzielnie
zaplanowac nauke.

Czas pandemii COVID-19 byt sprawdzianem metod nauczania przez Internet.
Wsréd najwiekszych wyzwan zaréwno dla uczniow, jak i nauczycieli wskazuje sie
problemy z komunikacja (Das i in., 2022). Powodowaly je nastepujace czynniki:
brak doswiadczenia w zastosowaniu nowoczesnych technologii u wyktadowcéw

' W tym artykule bedziemy uzywaty zamiennie polskiego i angielskiego terminu multitasking
na okreslenie wielozadaniowosci.
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nieprzygotowanych uprzednio do nauczania zdalnego, ograniczenie komunikagji
niewerbalnej, a takze trudnosci z koncentracja, zarzadzaniem czasem i motywa-
¢ja do nauki wsrod uczniow. Nastawienie do metod zdalnego nauczania rozni sie
w zaleznos$ci od poprzednich do$wiadczen nauczycieli. Wéréd wyktadowcow aka-
demickich na kierunkach medycznych w badaniu Marwa Mohameda Zalata i in.
(2021) miodszy wiek i krotsze doswiadczenie w nauczaniu korelowato z wieksza
akceptacja technik e-learningowych. Cho¢ wiekszo$¢ ankietowanych w omawia-
nym badaniu okreslita zajecia zdalne jako przydatne i warto$ciowe, nalezy pamie-
ta¢, iz specyfikg studiow medycznych jest znaczacy procent zaje¢ praktycznych
w programie ksztalcenia, obejmujgcych kontakt z pacjentem i nauke umiejetnosci
klinicznych. Ograniczenie liczby tego typu zaje¢ z powodu pandemii COVID-19
niosto ze soba ryzyko obnizenia jakosSci edukacji przysztych medykéw (Dz.U. 2021
poz. 519). W badaniu Fabiana Stoehra wiekszos¢ ankietowanych studentéw uznata
wykorzystanie metod ksztatcenia zdalnego jako nieodpowiednie do nauki umie-
jetnosci klinicznych (Stoehr i in., 2021). Z drugiej strony odbywanie stacjonarnych
zajec¢ klinicznych stwarzalo wyzsze niz na innych kierunkach niebezpieczenstwo
zakazenia Sars-CoV-2 dla studentéw i wyktadowcow oraz dla pacjentéw majgcych
z nimi bezposredni kontakt. Lek przed zachorowaniem i zarazeniem innych, ale
takze trudnosci w odrobieniu ewentualnych nieobecnosci spowodowanych cho-
roba, staly sie Zrodtem stresu studentéw. O problemie wymagania stuprocentowe;j
frekwengcji na zajeciach jako o przyktadzie ukrytego programu studiowania medy-
cyny pisaly juz przed pandemig Emilia Kaczmarek i Marta Makowska (2020). Poza
zmianami w ksztatceniu, w czasie pandemii wprowadzono ograniczenia dotyczace
przemieszczania sie, funkcjonowania miejsc publicznych, takich jak: kina, teatry,
muzea, biblioteki, galerie handlowe, sifownie czy koscioty, co dodatkowo przyczy-
nito sie do nasilenia poczucia izolacji, leku oraz wzrostu zachorowan na depresje
i inne zaburzenia psychiczne (Wu i in., 2021). Mimo ze wséréd mtodych ludzi od-
notowano mniejszg $Smiertelno$¢ w przypadku zakazenia Sars-CoV-2 (Mesa Vieira
i in., 2020), to te grupe spoleczng uwaza sie za najbardziej narazong na szkody
psychiczne spowodowane pandemia (Elmer i in., 2020; Huckins i in., 2020; Liang
i in., 2020). Cho¢ metody nauczania zdalnego byly znane i stosowane wczeSniej,
wielu studentéw zetkneto sie z nimi po raz pierwszy w czasie pandemii COVID-19,
a niektorzy rozpoczeli swoje studia calkowicie zdalnie. Poza wspomnianymi wcze-
$niej skutkami natury psychicznej na jakos$¢ studiowania bez watpienia wptyne-
ly takze trudnoS$ci zwigzane ze zmiang sposobu ksztalcenia, takie jak: dostep do
sprzetu elektronicznego, Internetu i materiatéw naukowych, narazenie na czynniki
rozpraszajace oraz dfugie przebywanie w domu (Di Gest & Gonzélez, 2020). Szyb-
szy powrdét na zajecia stacjonarne mialy umozliwic¢ szczepienia ochronne przeciw
COVID-19, ktére rozpoczeto w grudniu 2020 r. (Narodowy Program Szczepien
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przeciw COVID-19, 2020). Studenci kierunkéw medycznych mieli mozliwos¢ za-
szczepienia sie na etapie zero, duzo wczes$niej niz ich koledzy studiujacy inne dzie-
dziny, ktérzy pierwsza dawke szczepionki mogli przyja¢ dopiero na trzecim etapie.

Wielozadaniowo$¢

Korzystanie z technologii, niezbedne w procesie zdalnej edukacji, sprzyja wie-
lozadaniowosci (Lepp i in., 2019; Moreno i in., 2012), czyli umiejetnos$ci wykonywa-
nia dwoch i wiecej zadan w tym samym czasie (Frank J. Lee, 2002). Istniejg badania
wskazujace na zalety multitaskingu w przypadku wykonywania wyuczonych, zau-
tomatyzowanych zadan (Cardoso-Leite i in., 2015), czy wielozadaniowosci w cza-
sie podrozy (Shaw i in., 2019), lecz szereg artykutow podkresla jego niekorzystny
wplyw na uczenie sie (Alghamdi i in., 2020; Bowman i in., 2010; Junco & Cotten,
2012). Wedtug Laury L. Bowman i in. wielozadaniowo$¢ wydtuza czas wykony-
wania zadania, oddzialuje negatywnie na rozumienie czytanego tekstu i pamiec
(2010). Wiaze sie to z pogorszeniem uwagi i przewidywanych wynikéw w nauce
(Kokoc, 2021). Badanie Heeok Heo i in. (2021) wykazato, ze studenci, ktérzy czu-
ja sie pewniejsi w obstudze komputera sa bardziej podatni na wielozadaniowos$¢
(np. granie w gry komputerowe, przegladanie stron internetowych) podczas zajec¢
zdalnych. Takie zachowania skutkuja mniejszym zaangazowaniem w nauke. Ucze-
nie sie w obecnosci czynnikéw rozpraszajacych zachodzi na bardziej powierzchow-
nym poziomie, a korzystanie ze smartfonéw podczas zaje¢ obniza wyniki w nauce
(Alghamdi i in., 2020; Bjerre-Nielsen i in., 2020; Junco & Cotten, 2012; Mendoza
iin., 2018; Wood i in., 2012). Wieksza tendencje do multitaskingu (zaréowno pod-
czas zajec zdalnych, jak i stacjonarnych) wykazujg osoby uzaleznione od Internetu
(Lepp i in., 2019). Cho¢ istniejag obawy, Ze samo nauczanie na odlegios¢ zwieksza
poziom uzaleznienia od urzadzen elektronicznych, badanie Miniakhmetova ich nie
potwierdza (2020). Przeglad systematyczny wskazuje, ze istotnymi predyktorami
wielozadaniowo$ci podczas zaje¢ sa: nawykowe korzystanie z technologii, aktu-
alny nastroj, motywacja czy jakos$¢ prowadzonych kurséw. Zajecia z angazujgcymi
zadaniami zmniejszajg ryzyko multitaskingu wéroéd uczniow (Zhou & Deng, 2022).

Metodologia badan

Badanie zostato przeprowadzone przy pomocy PsyToolkit — platformy inter-
netowej stuzacej do przeprowadzania eksperymentéw z wykorzystaniem zadan
sprawdzajacych czas reakgji (Stoet, 2010, 2017). Kim i in. wykazali, ze nie ma zna-
czacych réznic w wynikach uzyskiwanych za pomocg internetowej wersji PsyTool-
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kit, a badaniami przeprowadzonymi stacjonarnie (2019). Ankieta zostata opubli-
kowana w grupach spotecznosciowych polskich uczelni wyzszych na platformie
Facebook. Odpowiedzi zbierano od 16 kwietnia do 20 lipca 2021 r. Kryterium
wlaczenia do badania byla deklaracja studiowania na uczelni wyzszej w Polsce
w roku akademickim 2020/21.Wszyscy uczestnicy zostali poinformowani, wyrazili
$wiadomg zgode na udzial w badaniu i wypetniali ankiete na wtasnych kompute-
rach. Sredni czas jej uzupetnienia wyniést okoto 20 minut. Pierwsza cze$¢ badania
stanowita ankieta zfozona z o$Smiu pytan zamknietych, w ktérych badani mogli
wskazac jedng lub kilka odpowiedzi. Pytania dotyczyly nauczania zdalnego w cza-
sie pandemii COVID-19, m.in. takich kwestii jak: rodzaj zaje¢, preferencje ankieto-
wanych co do ich formy oraz trudnos$ci zwiazane z naukg online. Kolejnym etapem
badania bylo wskazanie przez respondentéw, w jakim stopniu zgadzajg sie z 18
przedstawionymi twierdzeniami na 5-stopniowej skali Likerta (od ,,zdecydowanie
sie nie zgadzam” do ,,zdecydowanie sie zgadzam”). Twierdzenia dotyczyly koncen-
tracji, uwagi i motywacji w kontekscie nauki zdalnej w czasie pandemii COVID-19.
Trzecim elementem ankiety byl kwestionariusz Perceived Deficits Questionaire (PDQ
— 20) stuzacy do pomiaru odczuc¢ oséb badanych odnosnie wtasnego funkcjonowa-
nia poznawczego (Christodoulou i in., 2005; Sullivan i in., 1990). Kwestionariusz
ten sktada sie z 20 pytan dotyczacych funkcji poznawczych, ktére sg oceniane
na 5-stopniowej skali Likerta (od ,nigdy” do ,prawie zawsze”). Pytania obejmu-
ja problemy z pamiecia, uwaga i koncentracja pojawiajace sie w ciagu ostatnich
4 tygodni poprzedzajacych wypetnienie kwestionariusza. Ostatnim elementem ba-
dania bylo zadanie sprawdzajace zdolnos¢ do wielozadaniowosci. Za zgodg autora,
wykorzystaty$§my zadanie umieszczone na platformie Psytoolkit, ktérego uzywano
juz w innych badaniach (Stoet i in., 2013). Instrukcja i tres¢ eksperymentu zostata
przettumaczona na jezyk polski przez autorki badania.

Podczas zadania sprawdzajacego zdolno$¢ do wielozadaniowos$ci na ekranie
komputera pojawiala sie prostokatna ramka podzielona na dwie czeSci. W jej
wnetrzu wyswietlat sie ksztalt (romb Iub kwadrat) wypelniony dwoma lub trzema
kropkami. Zadaniem uczestnikow badania byt jak najszybszy trafny wybo6r odpo-
wiedniego klawisza na klawiaturze komputera w zaleznosci od tego, co zobaczyli
w ramce. Przedstawiono dwa typy zadania — ,ksztalt” i ,,zawarto$¢’
typu ,ksztatt” nad ramka wyswietlat sie napis ,ksztalt”, a figura pojawiala sie
w goérnej czesci ramki. Uczestnik powinien nacisna¢ ,,b”, gdy zobaczyt romb i ,n”,
gdy zobaczyt kwadrat. W zadaniu typu ,,zawarto$¢” pod ramkg pojawiat sie napis
»zawarto$¢”, figura wyswietlata sie w dolnej czesci ramki, a uczestnik powinien
nacisna¢ ,,b”, gdy zobaczyt figure wypetniong dwoma kropkami i ,n”, gdy zoba-
czyl figure wypelniong trzema kropkami. Czas na udzielenie odpowiedzi wynosit

. W zadaniu
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4000 ms. Jesli po uptywie tego czasu badany nie udzielit odpowiedzi, na ekranie
pojawial sie komunikat: ,,Czas minal”. W przypadku nieprawidlowej odpowiedzi
na ekranie wy$wietlat sie komunikat: ,,Zty klawisz!”. Poza tym w obu przypadkach
wyswietlala sie grafika przypominajaca zasady zadania. Rejestrowano czas reakgji
oraz poprawno$¢ odpowiedzi uczestnikow. Na poczatku zadania przedstawiono
uczestnikom instrukcje. Po jej przeczytaniu badani rozpoczynali zadanie treningo-
we. Jego wyniki nie byly analizowane. Potem odbywata sie wiasciwa cze$¢ badania
— zadanie typu ,ksztalt”, zadanie typu ,,zawarto$¢” oraz zadanie mieszane, ktore
taczylo oba typy zadan. Kryterium wyboru stanowita cze$¢ ramki, w ktérej wy-
Swietlata sie figura. Jesli pojawiala sie na gorze — uczestnik powinien postapic tak,
jak w zadaniu typu ,ksztatt”, jesli na dole — jak w zadaniu typu ,zawarto$¢”. Sesja
treningowa zawierafa po pie¢ powtdrzen zadan typu ,ksztalt” i ,zawartos¢” oraz
14 powtorzen zadania mieszanego. Wtasciwa cze$¢ zadania obejmowata po 30 po-
wtoérzen zadan typu ,ksztalt” i ,,zawarto$¢” oraz 60 powt6rzen zadania mieszane-
go. Wyliczono liczbe popetnianych bfedéw i $redni czas odpowiedzi uczestnikow
w poszczegdlnych czes$ciach zadania. Cze$¢ treningowa zajmowala badanym okoto
dwoch minut, a cze$¢ wlasciwa dziesie¢ minut.

W badaniu wzielo udziat 201 oséb, z czego 111 ankietowanych (55,7%) byto
studentami kierunkéw medycznych. Rozklad studiowanych kierunkéw przez
uczestnikéw badania znajduje sie w tabeli 1.

Tabela 1. Analiza rozktadu studiowanych kierunkow przez uczestnikow badania

Kierunek studiow b;cilizr\l;/ih bzl;ac:;;h
Medyczny 111 55,2%
Niemedyczny 90 44,8%
Kierunki studiow studentow Techniczny 25 12,4%
niemedycznych Ekonomiczny 18 9%
Humanistyczny 16 8%
Psychologiczny 14 7%
Filologiczny 5 2,5%
Prawniczy 5 2,5%
Przyrodniczy 3 1,5%
Artystyczny 2 1%
Pedagogiczny 1 0,5%
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Wiekszo$¢ badanych (69,2%) stanowily kobiety (tabela 2). Respondenci byli
w wieku 18-39 lat. Sredni wiek oséb na kierunkach medycznych wynosit 22,78 lat
(SD = 3,02), a na niemedycznych 22,39 (SD = 3,12).

Tabela 2. Analiza rozkiadu obejmujaca kierunek studiéw oraz pte¢ w badanej grupie os6b

p Studenci kierunkéw Studenci kierunkéw .
Plec¢ . Ogotem
medycznych niemedycznych
Kobieta 78 70,3% 61 67,8% 139 69,2%
Mezczyzna 29 26,1% 25 27,8% 54 26,9%
Inna 4 3,6% 4 4,4% 8 4%
Ogolem 111 100% 90 100% 201 100%

Wiekszo$¢ badanych (N = 127) byla na studiach jednolitych magisterskich.
Doktadny rozktad obejmujacy tryb, rok i kierunek studiéw znajduje sie w tabeli 3.

Tabela 3. Analiza rozktadu obejmujaca tryb, rok i kierunek studiéw w badanej grupie oséb

Studenci Studenci
Tryb studiow Rok studiow kierunkow kierunkow Ogotem
medycznych niemedycznych
Jednolite magisterskie I 21 10 31
Il 15 3 18
Il 14 2 16
\% 14 4 18
\Y% 29 2 31
VI 13 0 13
Jednolite magisterskie — ogotem 106 21 127
Pierwszego stopnia | 2 21 23
11 2 8 10
| 1 19 20
\% 0 1 1
Pierwszego stopnia — ogétem 5 49 54
Drugiego stopnia | 0 9 9
Il 0 9 9
Drugiego stopnia — og6tem 0 18 18
Doktoranckie 0 2 2
OGOLEM 111 90 201
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Wyniki zadania badajacego zdolno$¢ wielozadaniowos$ci zostaly opracowane
za pomocg programu RStudio wersja 1.2.5, analizy statystyczne przeprowadzono
w programie SPSS wersja 27. Wykorzystano test Kotogomorowa-Smirnowa w celu
ustalenia normalnosci rozktadu zmiennych. R6znice wynikéw miedzy studentami
kierunkéw medycznych i niemedycznych poréwnano z wykorzystaniem testow
t-Studenta oraz U Manna-Whitneya. Dwuczynnikowa analiza wariancji zostata
wykorzystana w analizie wynikéw zadania na multitasking. Przyjeto p < 0,05 jako
poziom istotnosci.

Wyniki
Poréwnanie organizacji zaje¢ zdalnych na kierunkach medycznych i innych

Analiza odpowiedzi na pytania ankietowe wykazata, ze podczas pandemii
COVID-19 studenci kierunkéw niemedycznych (M = 96,20; SD = 12,17) wieksza
cze$¢ zaje¢ odbywali zdalnie w poréwnaniu ze studentami kierunkéw medycznych
(M =75,23; SD =21,24), U=934; p <0,001. Natomiast studenci kierunkéw me-
dycznych czesciej (63,93%) niz inni (20%) deklarowali, ze mieli do czynienia z naucza-
niem zdalnym jeszcze przed pandemig. W czasie pandemii najczestsza forma zajec¢
zdalnych na kierunkach medycznych byty zajecia w czasie rzeczywistym z interakcjg
(N = 74), na pozostatych kierunkach réwniez dominowaly zajecia w czasie rzeczywi-
stym: wyktady (N = 42) oraz zajecia z interakcja (N = 41). To wiasnie zajecia w czasie
rzeczywistym z interakcja zostaly ocenione przez ankietowanych jako najbardziej
sprzyjajace koncentracji uwagi (64,7%). Uczestnicy badania roznili sie preferencjami

Tabela 4. Analiza czestos$ci odpowiedzi na pytania ankiety wlasnej w badanej grupie os6b
z uwzglednieniem kierunku studiéw

Odpowiedzi badanych
Czy po zniesieniu Nie, chciatbym/ | Tak, chcialbym/ | Tak, chciatbym/ Chciatbym/
ograniczen zwigzanych chciatabym, chciatabym, chciatabym, chciatabym,
z pandemia COVID-19 zeby wszystkie zeby tylko zeby wyklady | zeby wszystkie
chciatby$/chciatabys, zeby zajecia wyktady i seminaria zajecia
cze$¢ zaje¢ pozostala odbywaly sie odbywaly sie odbywaly sie odbywaly sie
w formie online? stacjonarnie. online. online. online.
N % N % N % N %
Studenci kierunkoéw 12 10,8% 48 43,2% 51 45,9% 0 0%
medycznych
Studenci innych 26 28,9% 36 40,0% 17 18,9% 11 12,2%
kierunkow
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co do formy nauczania po zakonczeniu pandemii. Wérod studentéw kierunkoéw me-
dycznych zdecydowanie dominowat wybér hybrydowej formy nauczania, zas u po-
zostalych forma hybrydowa i stacjonarna (tabela 4). Studenci medycyny byli mniej
zadowoleni z organizacji nauczania zdalnego na uczelni (tabela 5).

Zdolnos¢ do skupienia uwagi podczas zajec zdalnych

Studenci kierunkéw medycznych odpowiadali, ze podczas nauczania zdalnego
cze$ciej planowali nauke oraz stosowali techniki poprawiajace skoncentrowanie
uwagi niz studenci innych kierunkéw. Deklarowali réwniez, ze czuja sie bardziej
skupieni, jesli biora udziat w zajeciach z przedmiotu, ktory konczy sie zaliczeniem
lub egzaminem (zob. tabela 5).

Studenci innych kierunkéw czesciej twierdzili, ze domownicy przeszkadzaja
im w trakcie zaje¢ zdalnych. Niezaleznie od studiowanego kierunku, ankietowa-
ni wskazywali na istotnie negatywny wplyw problemoéw technicznych (stabego
lacza internetowego, braku wlasnego sprzetu komputerowego) na zdolnos¢ do
skupienia sie podczas zaje¢. Problemy techniczne raz w miesigcu zglosito 47,3%
ankietowanych, a raz w tygodniu lub cze$ciej 37,9%. Respondenci deklarowali
czestsze podczas nauczania zdalnego narazenie na sytuacje przyczyniajace sie
do rozproszenia uwagi (powiadomienia z telefonu, social media, Fear of Missing
Out — FOMO, obowiazki domowe), 75,6% studentow przyznato, ze podczas zajec¢
online czesto wykonywato inne czynnosci. Koniecznos$¢ wtaczenia kamery i mikro-
fonu podczas zaje¢ pomagatla sie skupi¢ tylko 38,3% ankietowanym. W zwigzku
z wprowadzeniem nauczania zdalnego w czasie pandemii 61,2% studentoéw ocenifo
sie jako mniej zaangazowanych i zmotywowanych do nauki niz przedtem.

Badani zglaszali r6zne trudno$ci zwiazane z nauczaniem zdalnym. Studenci
kierunkow medycznych (45,9%) podkreslali problem realizacji zaje¢ praktycznych
czesciej niz studenci pozostatych kierunkow (13,3%), ktorzy z kolei czesciej wska-
zywali na zwigzane z nauczaniem zdalnym trudnos$ci w spolecznym aspekcie stu-
diowania (ograniczenie spotkan, pracy w grupie) (45,6% a 30,6%).

Odczuwane deficyty poznawcze
Wynik kwestionariusza postrzeganych deficytow (PDQ-20) nie rézni sie istotnie

statystycznie miedzy studentami kierunkéw medycznych (M = 30,68; SD = 16,47)
i innych (M = 33,24; SD = 16,03); t(199) = -1,113; p = 0,267.
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Kierunek studiow a zdolnos¢ do wielozadaniowosci

W celu sprawdzenia zwigzku studiowanego kierunku ze zdolnos$cig do wielo-
zadaniowoSci przeprowadzilySmy dwuczynnikowa analize wariancji w schemacie
mieszanym. Czynnikiem wewnatrzobiektowym byt rodzaj zadania — czyste lub mie-
szane, a czynnikiem zewnatrzobiektowym studiowany kierunek. Biorgc pod uwa-
ge $redni czas reakgji, efekt gtéwny studiowanego kierunku okazat sie nieistotny
statystycznie F(1,199) = 0,20; p = 0,652. Efekt gtéwny rodzaju zadania byt istotny
statystycznie F(1,199) = 1712,5; p < 0,001. Osoby badane szybciej udzielaly odpo-
wiedzi w probach niewymagajacych multitaskingu (tabela 6).

Tabela 6. Analiza czasu odpowiedzi oraz stosunku liczby bledéw z uwzglednieniem kierunku
studiow w badanej grupie os6b

Studenci Studenci
kierunkow kierunkow Ogotem
Rodzaj zadania medycznych niemedycznych N =201
N=111 N=90
M SD M SD M SD
$redni czas odpowiedzi 550,30 92,14 | 557,50 91,76 | 553,52 | 91,81
w milisekundach — powtoérzenia czyste
Sredni czas odpowiedzi 1011,75 | 202,52 |1021,30 | 186,17 | 1016,03 | 194,94
w milisekundach — powtoérzenia
mieszane
Stosunek liczby btedow wzgledem 0,035 0,040 0,049 0,062 0,041 | 0,051
wszystkich prob w powtérzeniach
mieszanych
Stosunek liczby btedéw wzgledem 0,026 0,031 0,032 0,033 0,029 | 0,032
wszystkich prob w powtérzeniach
czystych

Interakcja rodzaju zadania i studiowanego kierunku bytfa nieistotna statystycz-
nie F(1,199) =0,01; p=0,917. Podobng analize przeprowadzono dla stosunku
liczby btedéw do ilosci powtorzen. Efekt gléwny studiowanego kierunku byt na
poziomie tendencji statystycznej F(1,199) = 3,16; p = 0,077. Studenci kierunkéw
niemedycznych (M = 0,04; SE = 0,004) mieli nieznacznie wiecej zlych odpowiedzi
od studentow kierunkéw medycznych (M = 0,031; SE = 0,004). Efekt gtéwny ro-
dzaju zadania byl istotny statystycznie F(1,199) = 20,89; p < 0,001. W zadaniach
wymagajacych multitaskingu osoby badane popetnialy wiecej btedéw (tabela 6).
Interakcja okazata sie nieistotna statystycznie F(1,199) = 2,05; p = 0,153.
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Dyskusja

Wprowadzenie nauczania zdalnego wptyneto na zmiany w codziennym funk-
cjonowaniu studentéw. Dostosowanie do nowych metod ksztalcenia i reorganiza-
cja systemu nauki, a takze spedzanie wiekszej ilosci czasu w domu oddziatywaty
negatywnie na ich funkcje poznawcze, w tym koncentracje uwagi, a co za tym
idzie, zmniejszaly efektywnosc¢ nauki.

Wielozadaniowos$¢ a nauczanie zdalne

Przeniesienie ksztalcenia i pracy do doméw wiazato sie z trudno$ciami organi-
zacyjnymi dla wielu rodzin. Studenci, szczegdlnie kierunkéw innych niz medyczne,
zgtaszali, ze inne osoby przeszkadzaja im podczas zaje¢. Rozpraszajace zachowania
domownikéw i problemy techniczne to szczegdlnie uciagzliwe czynniki wptywajace
na jako$¢ nauczania, a takze wyniki zdalnych egzaminéow (Di Gest, Gonzélez, 2020;
Howcroft, Mercer, 2022). Ponadto podczas nauki w domu studenci byli narazeni na
wieksza liczbe rozpraszajacych bodZcow, takich jak powiadomienia z mediéw spo-
tecznos$ciowych, a 75% ankietowanych przyznato, ze w trakcie zaje¢ wykonywato
obowiazki domowe. Inne badania réwniez potwierdzaja, ze nauka zdalna sprzyja
multitaskingowi (Alghamdi i in., 2020; Lepp i in., 2019). Wiekszo$¢ studentéw zgta-
szala, ze najwieksza trudnoscia zwiazang z wprowadzeniem nauczania zdalnego sg
trudnosci z utrzymaniem uwagi i skupieniem sie na zajeciach. Co prawda poziom
subiektywnie odczuwanych deficytéow poznawczych w czasie pandemii nie réznit
sie miedzy osobami z r6znych kierunkéw, jednak studenci kierunkéw medycznych
znacznie czeSciej deklarowali wykorzystywanie metod pracy poprawiajacych sku-
pienie. Wyniki zadania eksperymentalnego nie r6znily sie miedzy studentami réz-
nych kierunkéw, jednak wiekszo$¢ badanych popetniata wiecej btedéow w czesci
wymagajacej podzielnosci uwagi. W tej czesci zadania ich czas byl wyraznie wydtu-
zony, co moze wskazywac na potencjalne obnizenie efektywno$ci nauki w przypad-
ku multitaskingu podczas zajec. Jednak potrzebne sg dalsze badania sprawdzajace
wplyw multitaskingu podczas zaje¢ zdalnych na proces uczenia sie.

Szczegolnie istotnym aspektem naszego badania jest to, ze odbywato sie ono
w warunkach, w ktérych studenci zwykle uczestniczg w zajeciach zdalnych — tzn.
w $rodowisku domowym, na wlasnych komputerach. Sprawdzona zostata jednak
zdolnos$¢ do multitaskingu w zadaniu eksperymentalnym, a nie rzeczywista wie-
lozadaniowos$¢ podczas zajec¢ zdalnych. Inne badania weryfikujace wykonywanie
innych czynnosci podczas nauki (np. pisanie wiadomosci, granie w gry itp.) poka-
zuja ich negatywny wplyw na wyniki nauczania (Alghamdi i in., 2020; Junco, Cotten,
2012; Kokoc, 2021; Mendoza i in., 2018; Wood i in., 2012).
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Metody przeciwdzialania

Istniejg r6zne metody, ktére w zalozeniu majag poméc studentom skoncen-
trowac sie podczas zaje¢ zdalnych. Jedng z nich jest forma zaje¢ synchronicznych
z interakcja, ktora ankietowani ocenili jako bardziej sprzyjajaca skupieniu niz trady-
cyjne wykfady. Natomiast tylko 38% badanych stwierdzito, ze koniecznos$¢ wigcze-
nia kamery oraz mikrofonu podczas zaje¢ poprawia ich skupienie. Wedfug innych
badan dziatania, takie jak wyznaczanie terminéw zaliczen, zadan domowych oraz
motywowanie studentéw do aktywnego udziatlu w nauce moga poprawi¢ wyniki
edukacyjne (Das, 2022; Pamarthi i in., 2019).

Réznice w nauczaniu na kierunkach medycznych
i niemedycznych

Cecha wyro6zniajacg ksztalcenie na kierunkach medycznych jest okreSlona
ustawowo liczba godzin zaje¢ praktycznych, ktore studenci odbywajg w szpita-
lach i innych placoéwkach medycznych. W naszym badaniu problem realizacji zaje¢
praktycznych w czasie pandemii zgtosito az 45,9% studentéw medycyny. Z kolei na
innych kierunkach odsetek ten wynosit 13,3%. Wedtug badania przeprowadzonego
przez Parlament Studentow RP 32% studentéw nie udato sie zrealizowac obowiaz-
kowych praktyk zawodowych w roku akademickim 2019/2020 (Lezanski D., 2020).
W tym az 31% ankietowanych z kierunkéw medycznych nie zrealizowato praktyk
w ogéle lub zrealizowato je z op6znieniem. Najwiekszy odsetek dotyczyt jednak
studentow na kierunkach artystycznych (77%) oraz pedagogicznych (50%), za to
najmniejszy studentéow kierunkéw ekonomicznych (20%) i informatycznych (14%)
(Lezanski D., 2020).

W badaniu realizowanym przez Parlament Studentéw RP wiekszo$¢ ankieto-
wanych studentéw przyznata, ze chciataby, by wyktady byly prowadzone w formie
zdalnej. Taka postac zaje¢ odpowiadata najbardziej studentom kierunkéw informa-
tycznych (64%) i medycznych (61%) (Lezanski D., 2020). W poréwnaniu z naszym
badaniem, w ktérym 42,1% badanych chciatoby, aby wyklady odbywaly sie online.
Odmienny trend mozna zaobserwowac w przypadku opinii o sposobie prowadze-
nia zaje¢ praktycznych. W badaniu Parlamentu Studentow RP 66% ankietowanych
opowiedziata sie przeciw realizowaniu zaje¢ praktycznych zdalnie, a wsréd stu-
dentéw bedacych za tym, by zajecia praktyczne odbywaly sie online dominowali
studiujacy informatyke (25%), kierunki rolnicze (24%) i medyczne (15%) (Lezanski,
2020). W naszym badaniu tylko 5,5% badanych chciatoby, aby wszystkie zajecia
odbywaly sie online, rowniez te praktyczne, lecz nie byto wsréd nich ani jednego
studenta kierunku lekarskiego.
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Studenci kierunkéw medycznych odbywajacy zajecia w placowkach medycz-
nych byli bardziej narazeni na zakazenie Sars-CoV-2. Jednoczesnie odczuwali oni
wiekszy lek w zwigzku z mozliwymi trudno$ciami w uczestnictwie w zajeciach
z powodu zachorowania. Kwestia stuprocentowej frekwencji na zajeciach to pro-
blem podnoszony juz przed pandemia jako przyktad ukrytego programu studiowa-
nia medycyny (Kaczmarek, Makowska, 2020; Kowalik, 2020). Czas pandemii nadat
mu szczegoblnego znaczenia. Jednak w trakcie pandemii nadal zdarzaly sie sytuacje,
w ktorych wymagano od studentow stuprocentowej frekwengji (Stowik, 2021).

Niezbednym dla sprawnego ksztafcenia zdalnego jest fatwy i staly dostep do
materiatow szkoleniowych (Skowron, Sytnik-Czetwertynski, 2021). W naszym ba-
daniu problemoéw technicznych (np. stabego tacza internetowego) doswiadczyta
spora cze$¢ studentow. Choc¢ sa one nieodlgcznym elementem zwigzanym z na-
uczaniem na odlegtos¢, niewatpliwie przyczynily sie one do obnizenia jakosci zaje¢
i efektywnosci nauki.

Jednak jako najwieksze trudnos$ci zwigzane z wprowadzeniem nauczania
zdalnego badani zgtosili: problemy z utrzymaniem uwagi i skupieniem sie pod-
czas zaje¢, zmniejszenie motywacji do nauki oraz utrudniony aspekt spoleczny
studiowania (brak mozliwosci spotkan z ludZmi, pracy w grupie itp.). Widoczna jest
réznica miedzy studentami kierunkéw medycznych oraz niemedycznych. W trakcie
trwania badania na kierunkach medycznych odbywato sie wiece] zaje¢ stacjonar-
nych i studenci tych kierunkéw odczuwali mniejszy deficyt interakcji spotecznych.
Na kierunkach medycznych cze$ciej stosowano metody nauczania zdalnego przed
pandemia. Jednoczes$nie to wtasnie studenci kierunkéw medycznych byli bardziej
niezadowoleni z zaje¢ zdalnych. Moze to wynika¢ z dluzszego doswiadczenia ta-
kiej metody nauczania i znajomosci jej wad, ale takze ze specyfiki studiow me-
dycznych, podczas ktorych wielu umiejetnosci praktycznych nie da sie nauczy¢ za
pomoca metod e-learningowych.

Nauczanie zdalne a zdrowie psychiczne

Czas pandemii oddziatywal nie tylko na zdrowie fizyczne spoleczenstwa, ale
takze na jego psychike (Trybulec, 2021). Zmiany w sposobie ksztalcenia, rosnace
restrykcje naktadane przez rzadzacych i dystans spoleczny istotnie wplynely na
zwiekszong zapadalno$¢ na depresje, zaburzenia lekowe czy bezsennos$¢ (Wu i in.,
2021). Zjawisko to dotyczy m.in. studentéw. W badaniu Student Mental Health
Survey przeprowadzonego przez Active Minds dotyczgcego wptywu COVID-19 na
zdrowie psychiczne studentéw w 2020 r. az 88,8% studentéw glosito odczuwanie
stresu i leku zwigzanych z pandemig, a 23% z nich wskazato trudnos$¢ w skupieniu
sie na nauce oraz niepewno$¢ zwigzang ze studiami jako przyczyne pogorszenia
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stanu psychicznego (Active Minds, 2020). W naszym badaniu zaobserwowalismy
podobne problemy. Potowa studentéw przyznata, ze ich stan psychiczny w czasie
pandemii sie pogorszyt, a okoto jedna trzecia odczuwata lek zwigzany z pandemia.

Ograniczenia badania

Do ograniczen naszego badania nalezy zaliczy¢ malg badang probe, ankiete
wypetnito zaledwie 201 os6b. Warunki, w ktérych zostalo przeprowadzone ba-
danie byly sztuczne — sprawdzitySmy zdolnos¢ respondentow do multitaskingu
w konkretnym zadaniu eksperymentalnym, a nie ich rzeczywista wielozadaniowo$¢
podczas zaje¢ zdalnych. Ponadto nasze badanie nie byto podtuzne, nie wiemy, czy
zdolnos¢ ankietowanych do wielozadaniowos$ci zmienita sie w trakcie pandemii,
czy tez pozostata na podobnym poziomie.

Whioski

Podczas nauczania zdalnego studenci sg narazeni na wiekszg liczbe rozprasza-
jacych bodzcéw, czesto wykonuja inne czynno$ci poza uczestnictwem w zajeciach.
Wielozadaniowo$¢ wiaze sie z wydtuzeniem czasu przetwarzania zadan oraz wiek-
szg liczbg btedow. I cho¢ mogtoby sie wydawac, ze wykonywanie kilku czynnosci
jednoczesnie jest sSrodkiem do zaoszczedzenia czasu, w rzeczywisto$ci obniza ono
jakos$¢ procesow pamieciowych i efektywno$¢ nauki. W celu ich poprawy mozna za-
stosowa¢ metody nauczania, ktére angazuja studentéw, dzieki czemu zwieksza sie
ich zdolnos$¢ do skupienia uwagi i szansa na dtugotrwate zapamietanie przedsta-
wianego materiatu. Warto$ciowe byloby przeprowadzenie badan sprawdzajacych
wplyw multitaskingu na wyniki edukacyjne w czasie rzeczywistej nauki.
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Introduction

The pandemic of the SARS-CoV-2 virus and the COVID-19 disease it causes
introduced changes in almost all spheres of human functioning. Its scope also did
not omit the plane of his participation in the labour market. This article is devoted
to the analysis of the professional situation of students at that time based on the
available source materials, which are domestic and foreign reports and scientific
texts, and it presents a fragment of the results of own research conducted as part
of the project: “Students during the COVID-19 pandemic”.

Various research reports from the period of the pandemic report that the mo-
difications caused as a result of it in the field of youth activity related to profes-
sional career are rather not optimistic. It experienced mass job losses, a decrease
in the number of working hours possible, as a consequence of an increase in the
unemployment rate (the highest among the entire population) and the number of
representatives of the NEET group, unemployed and professionally inactive (Bel-
ghith, Ferry, Patros, & Tenret, 2020; EuroPAP News, 2021a; EuroPAP News, 2021b;
GUS, 2021; Scarlet, 2021). Analyses of the ADP Research Institute (Richardson &
Klein, 2021) report that the professional effects of the pandemic will be most felt
by young people among other age groups, which is confirmed in research reports
that indicate their deteriorating professional and financial situation (Grodzicki et
al., 2020; Myszka-Strychalska, Marciniak, Karmolinska-Jagodzik, Kanclerz, & Peret-
-Drazewska, 2022; NZS, 2020).

Working conditions during the pandemic were also not the easiest. Remote
work, experienced by most employees, contributed to the threat to the continuity
of employment and minimised opportunities for professional development, which
was felt most strongly by people under 30 (Ferroni, 2020). In addition, almost every
third professionally active person (28.0%) changed their current role in the com-
pany, and a significant group of professionally active youth was forced to take on
new duties without proper preparation (Richardson & Klein, 2021). The future of
a professional career and the feeling of being threatened with job security is beco-
ming one of the greatest worries of young people (Ferroni, 2020). Even before the
pandemic, they mainly worked on the basis of the so-called “junk” employment
contracts (Kurzawa, 2018; Saczynska-Sokét & Lojko, 2016), which the employer can
easily terminate at any time. Most young people negatively perceive their situation
on the labour market and feel discriminated against due to their age and lack of
professional experience (Gumutka, 2020).

The pandemic has left its mark on the sense of self-confidence, commitment
to the duties related to studying and non-academic matters in students and has
resulted in a decrease in the development of such skills as: preparation for future
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professional work, teamwork and expanding the comfort zone (WeWork, 2021).
In addition, there is a decrease in students’ activity in the social, sports, scientific
and artistic fields caused by the pandemic (Aktywny Student, 2021/2022) and they
share the belief that it is difficult to find a job after graduation and achieve their
goals (Dlugosz, 2020).

There are also positive modifications introduced by the pandemic in the appro-
ach of young people to a professional career, as some of them used this time for
self-development by participating in training and improvement courses, they also
engaged in volunteer and social projects and changed their approach to previous
plans professional to more flexible (e.g. they began to prefer remote work to office
work) (PwC.pl, 2021).

Professional capital — basic assumptions of the concept

The concept of professional capital by Andy Hargreaves and Michael Fullan
(2012) was developed with the teaching profession in mind, but it can be success-
fully applied to any person striving to achieve mastery in a given profession. In its
assumption, professional capital is a resultant of human capital, social capital and
decisional capital. All the indicated types of capital in this approach are perceived
as individual resources based on the self-educational and proactive abilities of the
entity, and having them is supposed to increase its chances of achieving professio-
nal success. It is worth emphasising, however, that despite the individual shading of
professional capital, effective results of its development should be expected when
it is shaped in the space of social learning and a sense of mutual responsibility of
all entities involved in the process of its crystallisation (Fullan, Rincon-Gallardo, &
Hargreaves, 2015).

Human capital is perceived as an individual human resource. It is associated
with his cognitive skills, and therefore with the creation and modification of know-
ledge that is relevant at a given time, in accordance with the “here and now” doma-
in, and allows you to co-create and learn (Hargreaves & Fullan, 2012). As a consequ-
ence, the information obtained is to contribute to changes in various aspects of
the functioning of the individual (e.g. attitude, value system, behaviour) and result
in specific benefits in the future. Its relationship with proactivity can be discerned,
because it is composed of the ability to recognise development prospects and “re-
flective involvement in solving current problems” (Banka, 2015, p. 98).

Social capital concerns interpersonal competences, such as establishing and
maintaining relationships, team cooperation, networking, which are not insignifi-
cant for achieving and maintaining a specific professional position, or presenting



94 LUCYNA MYSZKA-STRYCHALSKA

one’s resources. It is crystallised not only on the basis of individual efforts under-
taken for social development, but above all in the process of learning from other
people (in the broadly understood social environment), which is why, according to
the creators of the concept of professional capital, it can be analysed as the poten-
tial of the group (Hargreaves & Fullan, 2012).

In turn, the decisional capital is responsible for making decisions by the entity
on its own, based on previously made independent and critical judgments. It can be
perceived as a complementary property, and at the same time an effect of the other
two types of capital, because on the basis of acquired knowledge and built social
position, an individual makes choices leading to the implementation of the adopted
intentions. Therefore, it is characterised not only by the cognitive dimension, but
also by the behavioural one. Decisional capital is based on judgment and expert
knowledge that is gained over time and professional experience. It is they that allow
the subject to participate in complex high-level decisional processes concerning not
only himself, but also the professional group he represents, aimed at increasing the
efficiency of its functioning (Fullan, Rincon-Gallardo, & Hargreaves, 2015).

One of the constructive features of professional capital is continuous human
development related to the implementation of the principle of permanent lear-
ning (Rosalska, 2013). It determines the effectiveness of her efforts to shape her
professional path and reflects the degree of resourcefulness and adaptation to the
dynamic conditions of the present day.

Professional capital of students during the COVID-19 pandemic

The period of the COVID-19 pandemic and the related forced social isolation
contributed to the intensification of people’s activity in the virtual space, where
they could develop on various levels. However, many data indicate that it did not
create favourable conditions for professional capital, including the human capital
of students. She experienced remote education, which resulted in a decrease in her
satisfaction with her studies, and even burnout and exhaustion related to learning
(Dtugosz, 2020). The main reasons for this situation can be seen in communication
and technical difficulties (NZS, 2020), transformation of direct relationships with
peers and teachers into indirect ones, and the need to independently analyse most
of the material covered by the study program (WeWork, 2021). The remote mode
of education is perceived by students (40.0%) as less effective and made them spend
less time on learning (Flow Centrum Badawcze, 2020), but they have noticed the
development of digital skills in themselves (Mindshare, 2020). Professionally active
young people working remotely experienced a sense of loneliness, lack of purpose
and observed a deterioration in their well-being (Achor et al., 2018).
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The transformations taking place in the everyday functioning of students cau-
sed by the pandemic were also significant for its social capital. Although they limi-
ted direct contact with other people from their environment to a lesser extent than
older age groups, some of them often did not meet their friends at all (Drozdowski
et al., 2020a). In addition, they noticed the inability to meet their needs related to
interpersonal relationships (Drozdowski et al., 2020b), and the lack of meetings
with other people was one of the most burdensome factors during the period of
forced social isolation (Grzelak et al., 2020a; Grzelak et al., 2020b). Also in the pro-
fessional environment, there is a noticeable deterioration in relations between em-
ployees in companies and with clients, as well as difficulties in internal and external
cooperation and networking (Antal & Eventory, 2021). On the other hand, the lack
of direct social contacts during remote work/learning was considered by students
and professionally active people as one of their greatest challenges (Dolot, 2020;
Ert-Eberdt, 2020; Kasprzak & Zi6tkowska, 2021; Mierzejewska & Chomicki, 2020).
Despite the efforts of some employers aimed at building interpersonal bonds, such
as virtual lunches or coffee breaks (Maurer, 2020), in some employees they resulted
in an increased sense of longing for other people (Fetters, 2020). As a result of the
pandemic, employees note weakening of private relations in the team, less frequ-
ent contact with colleagues and a decrease in trust in the organisation, but they
also observe its positive consequences, such as obtaining support (also mental)
from other employees and greater solidarity with them (Pracuj.pl, 2022 ).

Similar observations related to professional development during the pandemic
can be made in the area of decisional capital. It left its mark on the decision-making
process of students, as some students changed their career plans (also relating to the
studied discipline) (Belghith, Ferry, Patros, & Tenret, 2020; Schwartz & Cymrot, 2020).
In addition, in many cases they were forced to decide to postpone the deadline or
were not able to pursue apprenticeships (Grodzicki et al., 2020). It is also worth em-
phasising that making choices during the lockdown period, which involved limiting
freedom in the daily functioning of the individual, was disturbed by a decrease in
young people’s sense of loss of control and agency (Dtugosz, 2020; Hamer & Baran,
2021; Gora et al., 2020) and a decrease in trust in others (More in Common, 2021).

Methodology

The basic assumption of the research model constructed for the project Stu-
dents during the COVID-19 pandemic results from the fact that the spheres of student
activity in areas such as professional career, family and peer relationships, spiritu-
ality and civic engagement are likely to change due to factors related to with the
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threat of life, the need to transform her daily functioning due to the lockdown and
variables related to personality traits. This article presents the collected empirical
material regarding activities supporting the professional capital of people partici-
pating in the study, attempting to answer the question: “What are the actions taken
by university students to support their professional capital during the pandemic
and what variables differentiate it?”.

The study used the diagnostic survey method to collect statistical data and
facts about the described phenomenon, which is the change in the existence of
students in the above-mentioned areas, which have a significant impact on their
behaviour, decisions and participation in everyday reality, which in turn made it
possible to determine the , intensity and scope of these modifications. The study
was quantitative, which made it possible to relatively accurately determine the
scale and size of the changes taking place during the lockdown caused by the
COVID-19 pandemic by subjecting them to statistical processing.

The CAWI (Computer Assisted Web Interview) online survey was used in the
survey. Due to the specificity of the situation, this was the only possible way to
conduct research. The authors of the project are aware of the limitations resulting
from both the method of distribution of the survey and narrowing down the group
of respondents to people who are much more willing to carry out this type of re-
search. The result of such an organisation of conducted explorations is the lack of
representativeness of the results obtained. The conducted analyses are of an explo-
ratory nature. The ZOHO portal was used for their implementation, taking into
account, among others, data protection and anonymity of people completing the
questionnaire. The online survey included 37 closed and semi-open questions with
the opportunity to justify your answer. Purposeful sampling was used in the study.
The criterion for selecting the respondents was their student status. Therefore, the
term “students” means people studying full-time or part-time at a university, i.e.
both young people and adults. The research tool was disseminated through Stu-
dent Service Offices at selected universities that agreed to participate in the study.

The undertaken explorations were carried out during social isolation caused by
the COVID-19 virus pandemic. In May 2020, the dissemination of the survey among
respondents began. The last data was received in July 2020 — due to the holidays,
it was not possible to distribute the data and subsequent student responses were
recorded in the period from October 2020 to January 2021. It can therefore be
concluded that the respondents completed the questionnaire in the period of the
greatest fear and crisis, living in great uncertainty and the need to adapt to a num-
ber of restrictions and changes in everyday life.

The dependent and independent variables reviewed in the research explora-
tion process are listed in Table 1.
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Questions concerning activities undertaken by students to develop their own
professional capital were inspired by the concept of professional capital described
above by Hargreaves and Fullan (2012). Respondents answered the question “What
actions do you take to support professional capital during the COVID-19 pande-
mic?” by selecting ‘yes’ or ‘no’ for each of the 14 statements provided (Table 2). In
the case of statements marked with numbers from 1 to 12, they received 1 point
for each affirmative answer, and in relation to statements 13—14 — for a negative
one (phrases with diagnostically inverse). It was found that the higher the score
the respondent obtains, the higher the level of professional capital he/she displays.

Specific statistical procedures were selected and applied to identify and cap-
ture relationships between variables. The threshold level of statistical significance
was p <0.05, which is commonly accepted in social sciences. The Spearman’s rank
correlation coefficient (S) was used to analyse the relationships between the varia-
bles, and the V-Cramer coefficient for multi-valued nominal variables. In turn, the
chi-square test (y?) was used to verify the differences in the values of the analysed
measurement scales.

Characteristics of the research group

The study involved 1,259 people aged 21 to 49. Students under 21 years of
age constituted 15.1% (N = 189) of the respondents, every fourth respondent
was 22 years old (26.5%/N = 332), every fifth respondent was 23 (21.8%/N = 274),
24-year-olds constituted 13.8% (N = 173) of the research group, 25-year-olds:
9.4% (N =118), and people over 25 years of age: 13.5% (N = 169). The respon-
dents were men (7.2%N =90) and women (92.8%N = 1163) studying full-time
(69.2%/N = 869) and part-time (30.8%/N = 389) throughout Poland, with the vast
majority (91.6%/N = 1151) being students of public schools, the rest being students
of non-public schools (8.4%N = 105). They were mainly students of humanities
(39.2%/N = 492) and social sciences (53.5%N = 672), other fields of study were
represented by young people studying exact and natural sciences (2.5%/N = 31),
medical (2.2%N = 27), engineering and technical (1.4%N = 18) and related to the
arts (1.2%N = 15). In terms of didactic results obtained at university, the group of
people with an average grade in the range of 4.0-4.49, constituting 56.8% of re-
spondents (N = 705), dominated. Every fourth of them had an average grade above
4.5 (25.2%/N = 313), and 18.0% (N = 223) below 3.99.

Almost half of the respondents (42%N = 528) come from rural areas, every
third respondent (29.5%/N = 371) indicated a small town with up to 50,000 inhabi-
tants as their place of origin, a medium-sized city (from 50 to 200,000 inhabitants)
—14.7% (N = 185) of the respondents, and the remaining people (13.8%/N = 174) —
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large voivodship cities (over 200,000 inhabitants). Due to the COVID-19 pandemic,
almost half of the students (46.1%/N = 569) declared returning to their family home
during the lockdown.

The vast majority of respondents (69.4%N = 862) are professionally active, as
evidenced by the fact that almost every third respondent (27.5%N = 341) works
on the basis of a full-time employment contract, every fifth (21.1%N = 262) —
on a mandate contract, and every tenth — seasonally (9.7%/N = 121) or casually
(11.1%/N = 138). The percentage of 30.6% of university students declared that they
did not take up professional work.

Almost half of the respondents define their financial situation as good
(48.0%/N = 598), which means that they have no problems with meeting their basic
financial needs, but they cannot afford to make savings. Every third respondent in-
dicates that they are in a very good economic condition (38.6%/N = 481), and every
tenth (11.4%/N = 142) representative of students is in a difficult financial situation,
and therefore does not have funds to pay basic expenses. The smallest percentage
of respondents, 2.1% (N = 26), is dependent on their parents.

Results

It turns out that the surveyed students in the initial period of the COVID-19
pandemic invested their efforts related to the development of their professio-
nal careers in achieving the best possible results at university (82.7%/N = 860),
exploring the knowledge of the discipline with which they associate professional
future (72.7%N = 756), belonging to industry groups on social networking sites
(57.7%/N = 600), realising one’s previous career plans (55.1%/N = 573) and gaining
skills through the use of additional forms of online education (54.1%N = 563).
A smaller percentage of respondents cared about building relationships in their
future professional environment (50.3%/N = 522), following information about the
current situation on the labour market (46.8%/N = 488), took up a job that could be
carried out during the pandemic (35.6%N = 367) or completed on-line internships
(20.7%/N = 215). The surveyed students paid the least attention to activities in in-
dustry associations (12.1%/N = 125), speaking on professional forums (8.6%/N = 89),
or online professional activity (5.8%/N = 60). Every fourth young person was in favo-
ur of taking no action to develop their professional career (25.0%N = 258), and eve-
ry fifth suspended their professional activity during the pandemic (23.8%/N = 246).

These properties were used to specify the individual dimensions of the pro-
fessional capital of the surveyed students. Statements 1-5 in the table above were
used to identify human capital. The arithmetic mean of affirmative answers given
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Table 2. Distribution of responses of the surveyed academic youth to the question:
“What actions do you take to support professional capital during the COVID-19 pandemic?”

No. Types of activities sup_portmg professional Answer Number of2 Percentage of
capital answers (N) answers (%)
1 | Igain skills using additional forms of online Yes 563 54.1%
education (courses, webinars, training)
No 478 45.9%
2 | 1do online internships Yes 215 20.7%
No 823 79.3%
3 | Itry to achieve the best results Yes 860 82.7%
in my studies
No 180 17.3%
4 | 1develop my knowledge of the discipline Yes 756 72.7%
with which I associate my professional
future (I read books, watch thematic
programs, look for information No 284 27.3%
on the Internet)
5 | Ifollow information on the situation Yes 488 46.8%
on the labour market
No 554 53.2%
6 | Iestablish and maintain relationships Yes 522 50.3%
with people who can help me develop my
professional career No 515 49.7%
7 | 1 belong to thematic groups on social Yes 600 57.7%
networks that may be important
for my professional future No 439 42.3%
8 | Iam active in organisations and/or scientific Yes 125 12.1%
or industry associations
No 912 87.9%
9 | Ispeak on industry internet forums/blogs Yes 89 8.6%
No 949 91.4%
10 | I consistently implement my earlier career Yes 573 55.1%
plans
No 467 44.9%
11 I took a job that I can do during the SARS Yes 367 35.6%
CoV-02 pandemic
No 664 64.4%

2 The sum of the answers is not always 1,259 due to the fact that some respondents gave
up the possibility of indicating their attitude to a specific type of activity for the development of
a professional career.
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No. Types of activities suPponlng professional Answer Number of Percentage of
capital answers (N)* answers (%)
12 | linitiate my professional activity on-line: Yes 60 5.8%
e.g. | create e-learning courses, webinars, )
I run a blog No 975 94.2%
13 | Ido not take any action to develop my Yes 258 25.0%
professional career
No 773 75.0%
14 | the situation of the SARS CoV-02 pandemic Yes 246 23.8%
forced me to suspend my professional )
activity No 786 76.2%

Source: Author’s research.

by the respondents is 2.76 points out of 5 possible to obtain. Most people chose the
‘yes’ option in the case of three variants of statements (33.3%/N = 348), every fifth
respondent declared taking two (22.8%/N = 238) or four (22.7%/N = 237) activities
for the development of one’s own career, and every tenth (11.4%N = 119) — one of
them, and much less often the respondents answered negatively (4.2%/N = 44) or
positively (5.6% /N = 59) for all proposed activities.

The greatest awareness in the area of human capital is manifested by older
students over 23 years of age (y*> = 57.784; df = 25; p<0.001) and those achieving
high academic results (i.e. students who obtained an average grade above 4.5)
(* = 19.665; df = 10; p = 0.033). This regularity was also confirmed by the Spear-
man'’s rank correlation coefficient, which showed that the older the people parti-
cipating in the study (S; p = 0.130; p<0.001) or achieve higher didactic results at
university (S; p = 0.136; p <0.001), the higher the level of human capital they display.

There is a relationship between human capital and the subjective assessment
of the level of involvement in various areas of activity by young people. It becomes
a defining feature of the surveyed students who show relatively high involvement
in friendships (x> = 27.897; df = 10; p = 0.002), partnerships (x> = 27.530; df = 10;
p =0.002), professional career (x*>= 105.725; df=10; p<0.001), spiritual life
(x* = 38.220; df = 10; p<0.001) and civic activity (x> = 81.348; df = 10; p<0.001).
The subjective assessment of the degree of involvement in the above-mentioned
spheres of youth functioning is not indifferent to the quality of human capital. It
turns out that an increase in one of the factors contributes to an increase in the
other in terms of friendships (S; p = 0.116; p<0.001), partnerships (S; p = 0.094;

3 The sum of the answers is not always 1,259 due to the fact that some respondents gave
up the possibility of indicating their attitude to a specific type of activity for the development of
a professional career.
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p = 0.003), professional career (S ; p = 0.294; p <0.001), spiritual life (S; p = 0.169;
p<0.001), and civic activity (S; p = 0.235; p<0.001).

The personality traits presented by the surveyed students are also significant
for the quality of human capital. It can be seen that it is a property characteristic of
people with a high level of: extraversion (y*> = 26.286; df = 10; p = 0.003), conscien-
tiousness (x> = 79.241; df = 10; p <0.001) and openness to experience (y*> = 35.767;
df=10; p<0.001). It is worth noting that Spearman’s rank correlation coefficient
showed that the higher the level of extraversion (S; p =0.114; p<0.001), con-
scientiousness (S; p = 0.235; p<0.001) and openness to experience (S; p = 0.137;
p<0.001), the higher the level of human capital it presents.

The social capital of the respondents was identified using statements 6-9
(Table 2). The arithmetic mean of affirmative answers given by the surveyed students
is 1.28 points out of 4 possible to obtain. Only 3.1% (N = 32) of the surveyed students
indicated undertaking all of the listed activities in the area of social capital, every
fourth of them (25.8%/N = 270) does not display any of them. The highest percentage
of 34.3% (N = 358) gave an affirmative answer for one activity, a slightly lower percen-
tage of 29.2% (N = 305) — two, and 7.7% (N = 80) of respondents for three.

The highest level of social capital is found in men (y*> = 37.951;df = 4; p <0.001),
people over 25 (y* = 47.374; df = 20; p = 0.001), students of non-public universities
(x> =18.610; df = 4; p = 0.001), who were not forced to move back in with their
parents (y? = 14.342; df = 4; p = 0.006) and working on the basis of an employment
contract (x? = 47.564; df = 16; p<0.001). It is worth mentioning that Spearman’s
rank correlation coefficient showed that the older people participating in the study
are (S; p = 0.090; p = 0.004), the higher their level of social capital.

There is a statistically significant relationship between social capital and
the degree of involvement in various spheres of activity by young people. It is
the domain of students with relatively high commitment to professional career
(x* = 93.207; df = 8; p<0.001), spiritual life (y>=35.978; df = 8; p<0.001), civic
activity (x> = 50.206; df = 8; p<0.001), friendships (x> = 19.107; df = 8; p = 0.014)
and partnerships (x> = 18.837; df = 8; p = 0.016). Moreover, there was a direct pro-
portional relationship between the above-mentioned areas and social capital. This
means that it increases with the level of involvement in each of them, i.e. profes-
sional career (S; p = 0.286; p <0.001), spiritual life (S; p = 0.157; p<0.001), citizen-
ship (S; p = 0.204; p<0.001), friendships (S; p = 0.069; p = 0.026) and partnerships
(S; p = 0.090; p = 0.004).

The highest awareness in the area of social capital is demonstrated by the
surveyed students with a high level of extroversion (y*> = 24.002; df = 8; p = 0.002),
conscientiousness (x> = 22.639; df=8; p=0.004) and openness to experience
(x* = 38.473; df = 8; p<0.001). A statistically significant relationship between these
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variables was demonstrated by Spearman’s rank correlation coefficient, which pro-
ves the influence of the increase in the level of one of them on the other [extraver-
sion (S; p = 0.144; p<0.001); conscientiousness (S; p = 0.137; p<0.001); openness
to experience (S; p = 0.078; p = 0.012)].

The decisional capital of the surveyed students was further defined by formulas
10-14 (Table 2). The arithmetic mean of the recorded answers given by the respon-
dents is 2.45 points out of 5 possible to obtain. Most of the surveyed students
opted for three actions (31.4%N = 328) undertaken for their professional career
in this area, and a slightly smaller percentage of 25.5% (N = 266) — for two. Those
who indicated positively for four statements were 18.8% (N = 196), for one — 15.7%
(N = 164), for none — 6.9% (N = 72), and for five — 1.8 % (N = 19).

The highest awareness in the area of decisional capital is defined by respon-
dents over 25 years of age (y*> = 56.780; df = 25; p<0.001), studying at non-pu-
blic universities (x> = 18.818; df =5; p = 0.037), achieving high teaching results
at university (average grade over 4.5) (x> = 20.468; df = 10; p = 0.025), who re-
ceived distinctions during academic studies (x> =37.836; df = 5; p<0.001), who
studied part-time (y>= 59.728; df=5; p<0.001) and at non-public universities
(x* =11.818; df =5; p =0.037). Spearman’s rank correlation coefficient proved
that the older the persons participating in the study are (S; p =0.172; p<0.001)
or achieve higher academic results (S; p = 0.091; p = 0.004), the higher their de-
cisional capital. The answers of the surveyed students were also differentiated by
variables relating to the housing situation. It turns out that the decisional capital
is distinguished by the surveyed students living in their own apartment before the
pandemic (y*> = 25.918; df = 15; p = 0.039) and not forced to move back to their
parents due to the pandemic (x> = 28.127; df = 5; p<0.001). Not without signi-
ficance for the quality of decisional capital are aspects related to the professio-
nal career of students, because it specifies the surveyed people working on the
basis of an employment contract (y*> = 173.275; df = 20; p<0.001), experiencing
a modification of their professional situation during the pandemic (y*> = 20.158;
df =5; p<0.001), including in particular improving it or changing the form of work
(x*=73.611; df = 15; p<0.001). Similar relationships can be found in the case of
decisional capital and the economic situation of the respondents. Statistical analy-
ses have shown that it is a feature of respondents who are in a very good financial
situation (y> = 52.941; df = 10; p<0.001), do not experience a change in their ma-
terial situation (y*>=29.616, df=5; p<0.001) or experience an improvement in
their financial situation (x> = 70.607; df = 20; p<0.001). In addition, the highest
level was manifested by people who observed COVID-19 cases in their immediate
environment (y?> = 13.351; df = 5; p = 0.020) and who shared the belief that their
lives would not change due to the pandemic (y* = 18.411; df = 5; p = 0.002).
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There is a noticeable relationship between the decisional capital and the sub-
jective assessment of the level of involvement in various areas of activity by stu-
dents. It characterises the surveyed people with relatively high involvement in the-
ir professional career (x> = 128.349; df = 10; p<0.001), friendships (x> = 27.730;
df =10; p = 0.002) and partnerships (x> = 19.008; df = 10; p = 0.040), spiritual life
(x* = 26.338; df = 10; p = 0.003), civic activity (x> = 24.274; df = 10; p = 0.007). It is
not overlooked that the increase in the level of involvement in each of the indicated
spheres allows for an increase in the level of decisional capital [professional care-
er (S; p =0.337; p<0.001); friendships (S; p = 0.124; p<0.001) and partnerships
(S; p=0.093; p =0.003); spiritual life (S; p = 0.104; p<0.001); active citizenship
(S; p=0.118; p<0.001)].

In addition, significant decisional capital becomes the domain of the surveyed pe-
ople with a high level of: extraversion (y*> = 39.695; df = 10; p<0.001), agreeableness
(* = 22.365; df = 10; p = 0.013), conscientiousness (x> = 47.878; df = 10; p<0.001),
stability (x> = 83.037; df = 10; p<0.001) and openness to experience (y*> = 21.446;
df=10; p = 0.018). Spearman’s rank correlation coefficient allowed to note that the
surveyed students showed a higher level of extraversion (S; p =0.183; p<0.001),
agreeableness (S; p = 0.107; p<0.001), conscientiousness (S; p = 0.197; p<0.001) or
stability (S; p = 0.264; p<0.001), the higher the level of decisional capital.

The quality of individual career capitals manifested by the surveyed students is
not without significance, because Spearman’s rank correlation coefficient showed
that the increase in the level of human capital contributes to the increase in the
levels of social capital (S; p = 0.394; p<0.001) and decisional capital (S; p = 0.303,
p<0.001).

Discussion and summary

The aim of the article was to present activities supporting professional capital
undertaken by the surveyed university students during the COVID-19 pandemic. The
general values of the analysed categories, estimated on the basis of the arithmetic
mean of points assigned for the respondents’ answers, show that it was at an average
level in each of the three areas, with the highest degree of the surveyed students
having developed human capital, then decisional and social capital, respectively.
These data show the diverse approach of young people to professional development,
some of whom found opportunities for their professional capital in the virtual space
and beyond during the pandemic, and some of them did not cope with it.

Statistically significant connections between individual types of professional
capital and the subjective assessment of students’ involvement in various areas
of activity, such as professional career, spiritual life, civic activity and partnership
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and family relationships, may indicate its importance for many spheres of human
functioning.

Assuming that the knowledge and skills of an individual develop with age, it
is not surprising that it is the older students who are distinguished by a high level
of professional capital. Cognitively interesting are the data indicating that it is
possessed by people who did not live with their parents again during the pandemic,
students from private universities and achieving high didactic results in their
studies. Treating the average grade as a criterion verifying the level of knowledge,
it can be assumed that the structure of knowledge affects the self-awareness of an
individual understood as “awareness of something” or “the ability of a person to
know and evaluate himself and the environment” (gwiadomoéc’, n.d.). The issue
requiring further analysis is to consider the thesis whether private universities,
basing their image on competitiveness related also to caring for the quality of
education, encourage young people to take action to develop their careers to
a greater extent than public universities or create more favourable conditions for
this (Marzec, 2019).

It is also worth looking at students who were forced to return home as a result
of the pandemic. The phenomena of nesting (Piszczatowska-Oleksiewicz, 2014),
emerging adulthood (Arnett, 2007) and deferred adulthood (Brzezinska, Kaczan,
Piotrowski, & Rekosiewicz, 2011) signal the blurring of boundaries in the transition
from adolescence to adulthood, young people, which results in experimenting
in various spheres of life and prolonging the moratorium period (Liberska, 2007;
Merino & Garcia, 2006). Low activity in building social ties in the professional field
and in making decisions related to their careers, which it caused in their lives, may
therefore intensify and additionally prolong the process of postponing the moment
of moving out of the family of origin, which in its long-term consequences may be
dysfunctional for it .

The authors of the model of personality traits called the Big Five indicate
that a specific type of personality represented by an individual emphasises their
individual features responsible for their characteristic ways of feeling, thinking,
behaving and reacting in various situations (McCrae & Costa, 2003; 1997). In
addition, it conditions beliefs about oneself, including in the area of self-efficacy
and goal setting (McCrae & Costa, 1996). The relationships between openness
to experience, extroversion, conscientiousness and professional capital, as well
as agreeableness and stability in the case of decisional capital, revealed in the
research results, emphasise which features of an individual have a positive impact
on his development.

It should be borne in mind that it is difficult for students to clearly define
the activities undertaken to support professional capital due to the general
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developmental nature of their numerous activities and the problem of separating
time devoted to professional development from activities related to everyday
life (Baron-Polanczyk & Perzycka, 2021). Professional work for the vast majority
of them (80.13%) is of significant value and it is important for them that it gives
them a sense of satisfaction, security and development (Sarzynska-Mazurek, 2021).
There is therefore a high probability that they will take action to develop their
professional capital in the (post)pandemic reality in order to achieve their goals,
although achieving a stable position on the labour market will certainly be difficult
due to the unstable situation in which they find themselves. due to the pandemic.

It turns out that in a situation of insecurity and difficult emotions caused by
the pandemic, the motivating factor for achieving favourable professional results
is the possibility of career development (Huo, 2021). However, the important role
of educational institutions supporting young people in the process of professional
orientation should not be underestimated. International research involving
a significant group of young people (40,000 people from 150 different countries)
indicates, however, that the education system does not sufficiently prepare them
to decide about their professional career (Georgievska & Uragichi, 2020). This
regularity may additionally increase their sense of uncertainty and fears related to
entering the labour market and encourages them to reflect on possible actions in
the area of prevention and career counselling that strengthen their professional
capital. In the context of research data proving that people starting their
professional activity during the crisis and recession that we are currently observing,
in the future they will have difficulties in looking for employment and taking care
of its favourable conditions (more often they decide to work on the basis of junk
contracts, less often they seek wage increase) and divorce more often than other
groups, and even live shorter lives (Szeligowski, 2020) — they are among the most
important problems to be solved determining the future of the psychophysical and
professional condition of young people.

These research results complement the knowledge about the functioning of
students during the pandemic and the actions they take to support their professional
capital during this time. They may be useful in creating preventive programs in
the area of career counselling for young people in the (post)pandemic reality.
They show what activities should be encouraged to strengthen their professional
capital and draw attention to people who need special support in this area. The
presented research results refer to students’ activity during the pandemic, so it is
worth treating them as an inspiration to recognise their activities related to the
development of professional capital after the pandemic and analyse the changes
it caused.
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significance of the interaction between impulsivity, academic burnout, and culture altogether
was confirmed for offline aggression and the rage/cyber aggression type. The main implications
and suggestions for future research are related to the importance of academic burnout and
culture as crucial factors related either to offline aggression or cyber aggression levels.

Keywords: academic burnout, impulsivity trait, offline aggression, cyber aggression, interaction
effect.

Introduction

Aggression in offline and virtual environments has received great attention
from scholars. Accordingly, researchers have advanced a broad range of theories to
understand both phenomena. One of the broadest conceptualisations is a social-
ecological framework that highlighted diathesis—stress interaction (vulnerability
stress model; Ingram & Luxton, 2005). This holistic view units the dynamic
interaction of neurobiological, psychological, interpersonal, and environmental
characteristics that contribute to bullying and cyberbullying (Ansary, 2020).
Individual factors which increase aggressive behaviours are associated with callous-
unemotional traits, for example, antisocial personality traits, susceptibility to peer
pressure, and anxiety and depression (Swearer & Hymel, 2015). Recently conducted
analysis have focused mainly on the following factors, i.e. school atmosphere and
poor classmates relations and social isolation, along with personal factors i.e. low
self-control, low ethical engagement, high impulsivity, and certain activities in
cyberspace (Cebollero-Salinas et al., 2022; Zych et al., 2021). Nevertheless, only
a few studies have examined school burnout syndrome as an moderator in such
a context. Furthermore, the association between impulsivity, student burnout, and
different forms of aggression altogether has received little attention. In accordance
with the socio-ecological model of diathesis-stress, we assume the tendency
of offline and online aggression to be related to an interplay of predisposing
personality traits (e.g. impulsivity) and students’ school environmental dysfunction
(e.g. student burnout).

The role of impulsivity in explaining face-to-face aggression
and cyber aggression

Impulsivity, currently conceived as a multifaceted personality trait, is a form
of self-regulation failure because of a strong tendency to act on the spur of
the moment (DeYoung & Rueter, 2016; Meneguzzo et al., 2021). Moreover, it is
a universal personality feature which encompasses neurocognitive mechanisms
(Barratt, 1983; Bravo et al., 2018). Impulsivity is also one of the most frequently
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tested constructs in relation to externalised mental health issues (DeYoung &
Rueter, 2017). Numerous past studies have confirmed the positive relationship
between impulsivity facets and face-to-face offline aggression (Bresin, 2019; Velotti
et al., 2016). Particularly, meta-analysis conducted by Bresin (2019) revealed that
negative and positive urgency (impulsivity in the face of strong affect) and lack of
premeditation (unplanned action) have the strongest association with a general
tendency to aggression. The effects suggest that people with these features are
more susceptible to aggression-instigating situations, less able to inhibit their
emotional reactions because of their high intensity, and less likely to think about
the negative outcomes of their actions. Furthermore, impulsivity and aggression
are assumed as two variables that maintain a pattern of consistent relationship
(Pérez Fuentes et al., 2016). Hence, the distinction between impulsive (reactive,
defensive survival response to threat) and instrumental (appetitive, goal-directed,
the pleasure of attacking and fighting) aggression was proposed (Blair, 2010). The
first type of aggressive response refers to sudden, unexpected, immediate, and
disproportionate behaviour with little comprehension of their repercussions. It is
a direct reaction to a subjectively perceived provocation (Coccaro, 2015). According
to Blair (2016), impulsive aggression involves the acute threat response system
structures (i.e. the amygdala, hypothalamus, and periaqueductal grey). However,
the results highlighted the functional role of several areas of the frontal cortex that
are behind response selection, i.e. inhibited vs uninhibited impulsive behaviour. In
addition, impulsivity was also defined as a joint effect of two neurological systems:
a chronically active Behavioural Approach System (BAS, high sensitivity to rewards)
and a weak Behavioural Inhibition System (BIS, low sensitivity to punishment;
Braddock et al., 2011). A high reactivity to reward was recognised as a risk factor
for behavioural aggression, while higher reactivity to punishment may act both as
a protective factor by inhibiting aggressive behaviour as well as a risk factor for
physical and verbal aggression (Megias-Robles et al., 2022). What is more, Megias-
Robles et al. (2022) confirmed that a higher reaction to punishment was also
a mediator in the relation between anger/hostility and physical/verbal aggression.
The findings also revealed that these associations were influenced by a decreased
capacity for regulating emotions.

The role of cross-cultural differences
in aggression, academic burnout and impulsivity

Cultural variation in aggressive behaviours is well proven by many studies
(Katsantonis, 2021). The discrepancies in the students’ aggression levels are reflected
in national differences in cultural, socioeconomic, and education-related factors. For
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example, Hilton et al. (2010) confirmed differences in the bullying level and related
factors among individualistic (American) and collectivistic (Japanese) cultures. More
recent studies by the OECD revealed that Japanese students represent one of the
lowest rates of school aggression (Katsantonis, 2021). The results indicate that the
students’ aggressive behaviours are a common issue in both countries, but there
are distinctions between its antecedents, e.g. personal, family- and school-related
risk factors of bullying. The comparative analysis between eastern European and
Canadian students also revealed significant differences in bullying levels, with
a higher rate of aggression in Europe (Inchley et al., 2020). According to Katsantonis
(2021), these cultural variations in aggression may be explained by individualism (vs
collectivism). Specifically, “highly individualistic nations score lower than the honor-
based and east European collectivist clusters; however, the scores of the countries
belonging to the individualistic cluster are higher than those of the Confucian-based
collectivist cluster” (Katsantonis, 2021, p. 20).

Burnout syndrome is a serious health issue that was recognised as a culturally
relevant phenomenon. In detail, some studies revealed cross-cultural differences
in the risk of developing job burnout and its level. For example, a lower level of
burnout was found among Asian nurses compared to Australian medical staff (Fish
et al., 2021).Moreover, recent studies have indicated that one of the important
burnout risk factors is work culture (sense of hominess of the working environment;
Listopad, Esch, & Michaelsen, 2021). The bio-psycho-socio-spirito-cultural model of
burnout assessment (the holistic model) characterised burnout from the individual
vs social perspective as a state in which a person loses the ability to experience
oneself as “resonant,” i.e. the distance between the inside (feelings and beliefs)
and outside (activities, reactions) part of the self, and thus the meaningless of
work/education arises, as well as the lack of work/education-related controllability
(Esch, 2019; Listopad, Esch, & Michaelsen, 2021). It is worth mentioning that in this
approach the cultural domain is defined as a sense of hominess, belongingness, and
connectedness.

Impulsivity as a trait responsible for adverse mental health outcomes was mainly
studied in Western countries, and according to some researchers there are no
indicators of cultural differences in this facet along the superficial division between
countries from the Western and Arab-Muslim world (Ziada et al., 2022). However,
there is some evidence that partially suggests the importance of including culture
(Western vs Eastern) in analysing types of behaviours which are characterised by
losing self-control. The first argument is the fact that the meta-analysis confirmed
that the prevalence of impulse control disorders is higher in Western countries
compared to Asian countries (Parra-Diaz et al., 2021). Next, cultural factors
moderate many aspects of impulsive behaviours. For example, cultural differences
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were confirmed in consumer impulsive buying, and this feature interacts with self-
identity, normative influences, the suppression of emotion, and the postponement
of instant gratification (Kacen & Lee, 2002). Past analyses revealed that culture may
be considered as a significant factor which directly impacts management control
system (MCS), defined as “management controls include all the devices and systems
managers use to ensure that the behaviours and decisions of their employees are
consistent with the organisation’s objectives and strategies, but exclude pure
decision-support systems” (Malmi & Brown, 2008, pp. 290-291).

Research Model Summary

In the current research, the role of academic burnout and cross-cultural
differences in the relationship between trait impulsivity and offline and online
aggression (Japanese vs European culture) was aimed to be tested. Based on the
theoretical and empirical background discussed above, the following hypotheses
were formulated:

H1: Impulsivity, academic burnout and aggression indicators are positively
associated with each other.

H2: Impulsivity, academic burnout and culture predict offline and online
aggression levels.

H3: The interaction between impulsivity and academic burnout will explain
a significant proportion of the variance in offline and cyber aggression.

H4: The interaction between academic burnout and culture will explain
a significant proportion of the variance in the aggression (offline and online).

Method

Research Sample and Procedure

Taking part in the research project were 291 university students (69% of the
respondents were women), 41% were Japanese (N = 120, 60 females), and 59%
(N=171; 142 females) were European students (from Poland and the Czech
Republic). The respondents’ mean age was M = 22.66 years (SD = 4.35), with
Japanese students M = 21.9 years (SD = 1.62), and European students M = 23.2
years (SD = 5.46). After the approval of the study by the institutional research ethics
board, the online version of the questionnaires on Google Forms was prepared
and the invitation to the study with the link to the research site was sent out via
the Internet. Specifically, in Japanese, the invitation was distributed through the
website of the student group, whereas in Poland and Czech Republic the invitation
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was sent out via university’s internal research systems. Participants completed
versions of the tools adapted by previous authors in their native language. Only
the Cyber-Aggression Typology Questionnaire (CATQ) was translated into Japanese
by a native Japanese speaker, and this version was consulted with a Japanese
professor of psychology. Students volunteered to participate in the survey and
were informed about anonymity and the way of using the results (the scientific
goals of this research). The estimated time required to fill out all the assessments
was equal to 20 minutes, and the participants were required to fill all forms at the
same time. There were no incomplete forms in the study. The respondents received
no monetary reward. The studies were conducted between 2020 and 2021.

Research Instrument and Procedure

The Buss-Perry Aggression Questionnaire (AQ) was used to capture offline
aggressive students’ behavioural tendencies. It is a 29-item questionnaire using
a 5—point Likert scale (from 1 — extremely uncharacteristic of me, to 5 — extremely
characteristic of me), which assesses four offline aggression characteristics: physical
aggression, verbal aggression, hostility, and anger (e.g. “I have become so mad that
I have broken things”) (Buss & Perry, 1992). A higher score indicates higher offline
aggression. In this study, Cronbach’s alpha and McDonald’s omega were high, both
equal to .85.

The Cyber-Aggression Typology Questionnaire (CATQ) was developed by
Runions, Bak, and Shaw (2017). The respondents used 7-point Likert scale from
1 (never) to 7 (always). The scale consists of 29 items designed to assess four types
of cyber aggression: Rage (Impulsive-Aversive Aggression), Wrath (Controlled-
Aversive Aggression), Reward (Controlled-Appetitive Aggression), and Recreation
(Impulsive-Appetitive Aggression; e.g. “I have at times used the Internet to make
someone look bad”). Cronbach’s alpha and McDonald’s omega ranged from .92 to
.95. The Japanese version of CATQ had acceptable psychometric properties (e.g.
EFA: 762.63% of the explained variances with item loading ranged from .34 to .98;
reliability: =.97).

The Maslach Burnout Inventory for Students (MBI-SS) was developed by
Maslach, Jackson, and Leiter (1996). The scale consists of 15 items that constitute
three subscales: exhaustion (5 items), cynicism (4 items), and professional efficacy
(6 items). All were scored on a 7-point Likert scale from 0 (never) to 6 (every day). In
this study the values of Cronbach’s alpha was equal to .81, and McDonald’s omega
was .82.

The Impulsivity Scale (BIS-15) is a short form of the Barratt Impulsivity Scale
consisting of 15 items (e.g. “I act on impulse”) rated on a 4-point Likert-type
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(1 — rarely/never; 4 — almost always/always). It is a valid instrument widely used in
psychological studies in nonclinical populations to measure impulse control level.
The higher scores indicate greater impulsiveness (Nguyen, 2020; Patton, Stanford,
& Barratt, 1995). In this study the value of Cronbach’s alpha was equal to .66 and
McDonald’s omega was .71.

Data Analysis

To test all the study hypotheses, the SPSS 22 with the macro PROCESS 3.0
by Hayes (2017) was used. Pearson’s correlation analysis was conducted at first.
Next, the four blocks of regression models were created in order to check the
significance of the interactions between impulsivity, academic burnout, and culture
(Japanese vs European). For all offline and online aggression indicators, first the
block in which only impulsivity was included (Block 0), and then the predictor effect
of all three variables was tested (Block 1). In Block 2, the two-way interaction ef-
fects were considered: Academic Burnout X Impulsivity; Impulsivity X Culture, and
Academic Burnout X Culture. Subsequently, in Block 3, the full interaction effect
was included, e.g. Academic Burnout X Impulsivity X Culture. The indicators of
asymmetry of normality, e.g. skewness and kurtosis prove normal univariate data
distribution (ranged between -2 and +2). The multicolinearity between all tested
independent variables was medium (VIF ranged between 1 to 1.3). The Durbin-
-Watson statistic was lower than 2, indicating no autocorrelations (D-W = 1.91).
All scores on the independent variables were standardised before conducting the
analysis. The Hayes Bootstrap Method (Model 3) for interaction effects was perfor-
med in order to confirm the significance of the results. The G*Power free software
was used to estimate sample size requirements. Correlation analysis with: two ta-
ils, medium effect size p = 0.3, a error = .05; power f§ = 0.95 requires 134 sub-
jects, whereas linear multiple regression analysis with 7 predictors requires sample
equal to 153 (conditions: two tails, small effect size f2 = .15, a error = .05; power
£ =0.95. No outliers in the data were detected).

Results

The Pearson’s zero-ordered correlation coefficients between the variables
are presented in Table 1. Academic burnout was found to be positively related
to impulsivity, as well as to offline and online aggression. Offline aggression was
positively related to impulsivity and cyber aggression. Cyber aggression was
positively associated with impulsivity (see Table 1).
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Table 1. Pearson’s correlation coefficients between measured variables

Variables M(SD) 1 2 3 4
1. Academic burnout 38.71(13.3) -
2. Aggression offline 70.70(14.88) 46~ -
3. Impulsivity 32.16(5.89) 377 377 -
4. Cyber aggression 41.13(20.11) 257 42 20 -

Impulsivity, academic burnout, and culture — testing the additive
and the interactive effects from regression analyses

Analysis for Offline Aggression

In Block 0, as well as in the models including all three independent variables
(Block 1), and interaction effects (Blocks 2 and 3), the predictor effects of impulsivity,
academic burnout, and culture on offline aggression were significant. In the
final model, the prediction power of Academic Burnout X Impulsivity increased
to a significant level, and the interaction effect of Academic Burnout X Culture
remained significant (Block 3). The full interaction effect Academic Burnout X
Impulsivity X Culture appeared significant. The proportions of variance accounting
for Offline Aggression were significantly higher after entering the interaction effects

in Block 2 (F pange = 7-56, p <0001, chhange =.05), as well as in Block 3 (F pange = 756,
p =.008, R? =.02). All of three tested independent variables and interaction

change

effects (Block 3) explained 34% of variances in Offline Aggression (F

=22.64
(6,284) ’
p <.0001, Adj. R? = .34; see Table 2).

Table 2. Impulsivity, Academic Burnout and Culture as predictors of Offline
and Cyber Aggression

Predictors Offline Aggression Cyber Aggression
Block 0 F 559 =39.71,p < .0001, Adj.R* = .12 | F ., =11.91,p = .001, Adj.R* = .04
Impulsivity 357 207
Block 1 F; 55 =39.18,p <.0001 Adj.R* = .28 | F,,., = 13.03, p < .0001 Adj.R* = .11
F, p, Adj.R?
Academic Burnout 397 207
Impulsivity 29" 21




‘IS ITJUST A MATTER OF IMPULSE CONTROL?" A CROSS-CULTURAL STUDY... 119

Predictors Offline Aggression Cyber Aggression
Culture 22 237
Block 2 F 5 = 2471, p <.0001 Adj.R*= 33 Fis 555 =9-18, p < .0001 Adj.R*= .15
F, p, Adj.R? (dege =7.56, p <.0001, demge =.05) (FChange =4.82,p=.003, chhange =.04)
(Fchange' pchange' chhange)
Academic Burnout 49”7 28"
Impulsivity 297 21
Culture 237 22
Impulsivity x Culture .09 .09
Academic Burnout x .02 .06
Impulsivity
Academic Burnout x -25" -21"
Culture
Block 3 Figy = 22.64,p < 0001 Adj.R? = 34 | F,. =8.15p < .0001 AdjR*= .15
F’ p, AdJRZ (Fchanve = 756’ pP= 008’ chhange = 02) (Fchange = ]77' p= 185‘ chhange = 0])
(F change? Pehange? chhange)
Academic Burnout 64" .20
Impulsivity 397 15
Culture 297 19
Impulsivity x Culture -.01 .15
Academic Burnout x -.36 28
Impulsivity
Academic Burnout x -42" -.12
Culture
Academic Burnout x 42" -.24
Impulsivity x Culture

< 0.001

Note: The standardised () coefficients are displayed in the table; Culture: 1 — Japanese, 2 — European.

The Bootstrap Method (Model 3) confirmed the significance of the following
interaction effects: Academic Burnout X Impulsivity (B =—1.38; SE = .39; t = -3.54,
p =.0005; 95% Cl [-2.14; —.61]; Academic Burnout X Culture (B =-21.16; SE =4.01,
t=-5.27, p<.0001, 95% CI [-29.05; —13.26]); Academic Burnout X Impulsivity
X Culture (B=3.52, SE=.89, t=3.95, p=.0001, 95% CI [1.76; 5.27]), and the
insignificance of interaction: Impulsivity X Culture (B=-.22, SE = .45, t =-.50,
p=.621, 95% Cl [-1.10; .66]). The results indicate that the observed high level of
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academic burnout among European students was related to negative association
between impulsivity and offline aggression much more than among highly burned
out Japanese students. Moreover, among low burned out European students the
positive association between impulsivity and offline aggression was much lower
than among low burned out Japanese students (see Figure 1).
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Figure 1. The effect of academic burnout and culture on the association between impulsivity
and offline aggression.

Additional analysis revealed that impulsivity significantly predicted all types
of offline aggression, e.g. anger, physical aggression, verbal aggression, and
hostility. Academic Burnout appeared to be significant predictors of anger, physical
aggression, and hostility, whereas Culture predicted all types of offline aggression,
except hostility. In Block 2 the following significant two-way interaction effects
were found: (1) Academic Burnout X Culture for all types of offline aggression,
except verbal aggression; (2) Impulsivity X Culture for anger and verbal aggression.
The full interaction effect, e.g. Academic Burnout X Impulsivity X Culture was
significant only in the model for anger and verbal aggression. Moreover, in Block 3,
entering the full interaction effect increased the two-way interaction effects,
e.g. (1) Impulsivity X Culture for physical aggression; (2) Academic Burnout X
Impulsivity for anger and verbal aggression, (3) Academic Burnout X Culture for
all types of offline aggression, except verbal aggression. The explained variances
of all aggression types were found to be significantly higher after entering all three
independent variables and two-way interaction effects, and for anger and verbal
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aggression also after entering the full interaction effect (see Table A. Appendix).
The explained variance for Offline Aggression types ranged from 21% to 30% (see
Table B. Appendix). The Bootstrap Method (Model 3) confirmed the significance of
all interaction effects for anger: full interaction effect (B= .11, SE = .01, t =9.06,
p <.0001, 95% CI [.08; .13]); Academic Burnout X Impulsivity (B = -.04, SE = .01,
t=-8.75, p<.0001, 95% CI [-.05; —.03]; Academic Burnout X Culture (B =-.42,
SE=.04,t=-9.41, p <.0001, 95% Cl [-.51; —.33]); Impulsivity X Culture (B = .28,
SE=.09, t =3.27, p=.001, 95% Cl [.11; .45]). Also all interaction effects were
significant for models with physical aggression (e.g. full interaction effect (B = .04,
SE = .01, t =4.63, p <.0001, 95% CI [.02; .05]); Academic Burnout X Impulsivity
(B=-.01, SE=.003, t =-3.45, p = .001, 95% CI [-.02; —.01]; Academic Burnout X
Culture (B=-.31, SE=.04, t =-7.61, p <.0001, 95% CI [-.39; —.23]); Impulsivity
X Culture (B=-.38, SE=.09, t =-4.38, p <.0001, 95% CI [-.55; —.21]). In Hayes
model for verbal aggression three significant interaction effects were detected:
full interaction effect (B = -.04, SE = .01, t = —4.58, p <.0001, 95% CI [-.05; —.02]);
Academic Burnout X Impulsivity (B = .02, SE = .004, t = 4.65, p <.0001, 95% ClI
[.01;.02]; Academic Burnout X Culture (B = .10, SE = .03,t = 3.22,p = .001, 95% CI
[.03; .16]). Finally, in model for hostility the following significant interaction effects
were observed: full interaction effect (B = .05, SE = .01, t =3.31, p =.001, 95% CI
[.02; .08]); Academic Burnout X Impulsivity (B =-.02, SE = .01, t =-2.69, p = .008,
95% Cl [-.03; —.005]; Academic Burnout X Culture (B =-.41, SE = .06, t = -7.36,
p <.0001, 95% CI [.02; .08]). The results indicate that the higher impulsivity the
higher anger in the low burn-out students, regardless culture. Similar pattern
was observed among European students characterised by high level of burnout.
However, the inverse relation was detected in highly burned out Japanese students
e.g. the higher impulsivity the lower anger (see Appendix Figure A). Interestingly,
impulsivity and verbal aggression were not related in European sample, whereas
among Japanese students the negative association was observed in the group of
young people who suffer from burnout syndrome, and positive in the sample with
low level of academic burnout (see Appendix Figure B).

Models for Cyber Aggression Types

According to the results higher impulsivity, academic burnout and culture
predicted higher cyber aggression level (Block 0 and 1). In Block 2 the interaction
Academic Burnout X Culture was significant, however in Block 3 only interaction
Academic Burnout X Impulsivity appeared a significant predictor (see Table 2). The
Bootstrap Method (Model 3) confirmed the significance of all interaction effects: full
interaction effect Academic Burnout X Impulsivity X Culture (B =-.12, SE = .03,
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=-3.93,p =.0001, 95% CI [-.18; —.06]), Academic Burnout X Impulsivity (B = .06,
SE=.02, t =3.60, p=.0004, 95% CI [.03; .09]); Academic Burnout X Culture
(B=-41,SE= .18, t=-2.22, p=.027, 95% Cl [-.76; —.05]); Impulsivity X Culture
(B=1.22, SE = .40, t = 3.05, p = .003, 95% CI [.43; 2.01]). The results indicate that
the higher impulsivity the higher cyber aggression in the group of highly burned
out students, as well as low burn out European students. Interestingly, in the group
of low burned out Japanese students the opposite effect occurred: the higher
impulsivity, the lower cyber aggression (see Figure 2).
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Figure 2. The effect of academic burnout and culture on the association between impulsivity
and cyber aggression.

Additional analysis revealed that impulsivity significantly predicted three
types of cyber aggression, e.g. rage, wrath, and recreation. Academic Burnout
and Culture appeared to be significant predictors of cyber aggression types in
all the tested models. Additionally, in Block 2 the following significant two-way
interaction effects were found: (1) Academic Burnout X Culture for rage, wrath,
and reward; (2) Impulsivity X Culture for recreation. The full interaction effect,
e.g. Academic Burnout X Impulsivity X Culture was significant only in the model
for rage. Moreover, in Block 3, entering the full interaction effect increased the
two-way interaction effects, e.g. (1) Impulsivity X Culture for rage; (2) Academic
Burnout X Impulsivity for rage, (2) Academic Burnout X Culture for rage and
reward. The explained variances of all cyber aggression types were found to be
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significantly higher after entering all three independent variables and two-way
interaction effects, and for rage also after entering the full interaction effect (see
Table B Appendix). The explained variance for Online Aggression types ranged from
7% to 19% (see Table B Appendix). The Bootstrap Method (Model 3) confirmed the
significance of only two interaction effects: full interaction effect for rage (B = —1.40,
SE=.59,t=-2.36,p =.019,95% Cl [-2.57; —.23]) and Academic Burnout X Culture
for wrath (B =-2.72, SE = .31, t =-1.98, p = .049, 95% CI [-5.43; .01]).The results
indicate that the higher impulsivity the higher cyber aggression — rage in the group
of highly burned out Japanese students, while in the group of highly burned out
European students the opposite effect occurred: the higher impulsivity the lower
cyber aggression — rage. What is more, in the group of low burned out Japanese
students the higher impulsivity was not related to higher cyber aggression — rage,
while in the low burned out European students such an association was observed
(see Appendix Figure C). Further analysis indicated that in the group of Japanese
students higher impulsivity was related to higher cyber aggression — wrath,
regardless of burnout level. On the contrary, in the group of highly burned out
European students, the higher impulsivity the higher cyber aggression — wrath
was found, while low burned out European students demonstrated that higher
impulsivity was associated with higher cyber aggression — wrath (see Appendix
Figure D).

Discussion

It is widely acknowledged that impulsivity may play an adaptive role, but its
positive impact is dependent on the situation. For instance, fast aggressive responses
may favour survival in the face of danger, but a rapid reaction or spontaneous
response is also connected to a higher risk of mistakes and failure. Hence,
excessive impulsivity can lead to negative outcomes not only related to physical
consequences (e.g. injuries, wounds), but also to social (isolation, rejection), legal
(imprisonment), educational (low educational performance), and health (substance
abuse, risky behaviours) problems (Berg, Latzman, Bliwise, & Lilienfeld, 2015; Bravo
et al., 2018; Esteves, Moreira, Sousa, & Leite-Almeida, 2021; Scavone, 2021). As
of now, there has been a limited amount of research exploring the relationship
between impulsivity and academic burnout. Furthermore, the studies that explored
the association between academic burnout and aggression (offline and online) are
also scarce. Thus, this study aimed to test this area.

The positive correlations between impulsivity, academic burnout, and offline and
cyber aggression were confirmed (H1 was accepted). Impulsivity was a significant
predictor of offline and online aggression (H2 was confirmed). In the regression
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models with additional factors, i.e. academic burnout and culture (European vs
Japanese), the level of explained variances in aggression indicators increased, as
both above-mentioned characteristics were significant predictors of aggression
among university students (H2 was confirmed). Impulsivity and Academic Burnout
did not interact with each other in Block 2 (H3 was rejected). The interaction effects
between academic burnout and culture were significant for almost all aggression
characteristics (except verbal aggression, and recreation cyber aggression
type) 2 (H4 was confirmed). Furthermore, our findings also revealed significant
interaction effect between impulsivity and culture in explaining anger and verbal
aggression (types of offline aggression), as well as recreation (cyber aggression
type). The examination of the full effect revealed the significance of the interaction
between impulsivity, academic burnout, and culture in regression models for
offline aggression (anger and verbal aggression), and rage. The Bootstrap Method
confirmed the above-mentioned effects as well as the significant full interaction
effect for cyber aggression. The findings suggest that burnout is a significant factor
that should be measured while exploring the impulsivity-aggression relationship.
More specifically, the level of burnout appeared to be important in the direction
of the association between these variables (high burnout indicating a negative
association between impulsivity and offline aggression, and low burnout the
opposite). Interestingly the above pattern was detected in aggression indicators
in the European sample, but the results for Japanese students varied depending
on sub-dimensions of aggression. For example, high level of burnout among
students from Japan was related to inverse association between impulsivity and
anger, but the direction of the above effect for verbal aggression was positive (e.g.
high level of impulsivity was related to high verbal aggression). The explanation for
the observed differences may lay in the cultural endorsement of the modification
of universal negative emotional expressions. Individuals manage the expression
of their adverse emotions (anger) differently, in example by expressing more vs
less of the their feelings (Amplification vs Deamplification), not showing emotions
at all (Neutralisation), expressing emotions with some other emotional states
(Qualification), or denying emotions that are threatening and showing an emotion
other than the one felt (Masking) (Matsumoto, Yoo, & Chung, 2010). For example,
according to Fernandez et al. (2000), Asians have a stronger normative system of
emotional display rules than other groups, and thus they hide distress, anger or
embarrassment more often than other less collectivistic cultures. Notably, self-in-
group identification — typical for collectivistic cultures — is associated with norms
for greater emotion expressivity, however, affective reactions that may threaten
the in-group harmony or increase uncertainty are not directly expressed and are
socially unaccepted. Hence, although highly burned out students, who suffer from
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chronic tension and fatigue may be less able to control their impulses, they do
not show their difficulties by revealing anger, but suppress this emotion (Boiger,
Mesquita, Uchida, & Feldman Barrett, 2013; Matsumoto, Yoo, & Chung, 2010). Such
an explanation is consistent with the mechanism of repression observed in anger-
in (anger prevention) type of anger. Specifically, this tendency to hide and direct
anger inside, in attempts to control the negative expressions of this emotions is
associated to irritability, guilt, and rumination. Interestingly, the second type of
anger e.g. anger — out, which is characterised by the expression of this emotion
in a tangible way, is related to physically and verbal aggression (Yamaguchi et
al., 2017). Classical studies conducted by Ekaman and Friesen highlighted that
Japanese people smile when experiencing distress in the presence of a high status
person, however when they are alone they display negative behaviours similarly to
American nation (Ferndndez et al., 2000). Findings provided by Smith et al. (2015)
showed that holding anger in and controlling anger is associated positively to face
cultures (Asian collectivistic countries — China), whereas holding anger in and letting
anger out was observed in honour cultures (Turkey or Pakistan). The explanation
for discussed relationship may stem from, recently conducted studies, in which
scholars revealed that anger is related to disidentification (active distancing from
a group that is relevant to the self-concept)in Japan (collectivistic culture), but not
in Canada and Germany (individualistic culture) (Aliyev et al., 2023). According to
Bierle, Becker and lkegami (2019), in collectivistic societies, this type of behaviour
serves as a coping strategy in face of group-conflict but also as a form of dealing
with culturally undesired emotions (i.e. anger). To sum up, according to the results
burned-out European students tend to channel school distress and fatigue through
impulsivity or offline aggression. In contrast, such a mechanism was not detected
in low burned-out students or in Japanese students.

According to our findings, high academic burnout is related to positive
association between impulsivity and cyber aggression, regardless culture. However
low level of burnout among Japanese students indicated inverse relationship between
impulsivity and cyber aggression compared to positive relations in European group.
From the results of this study, when considering cyber aggression, culture, as the
second additional factor, should be controlled, particularly because the direction
of the association between impulsivity and two types of cyber aggression (rage,
wrath) was different according to culture and burnout level. Existing knowledge
about students’ aggression is derived from the aggression—frustration model,
which indicates a strong predictive power of educational external stressors, e.g.
unfairness of teachers, being scolded by parents, or being rejected and ridiculed
by schoolmates (Tam & Taki, 2007). Results from studies conducted by Cinnirella
and Green (2007) confirmed that people from collectivistic cultures conform more
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with the confederate judgments but this effect is demonstrated only in the face-
to-face conditions, being absent in computer-mediated conditions. In this context
similarities found between highly burned-out European and Japanese students e.g.
higher impulsivity higher cyber aggression) may be explained with mechanism related
to classical Dollard frustration—aggression theory. The above-mentioned thesis
involves frustration as an intermediate factor between stress and bullying (Breuer &
Elson, 2017). Impulsive aggression is thought to involve interaction between acute
threat response and the neural bases of frustration (Dugré & Potvin, 2021). School
aggression is defined in terms of psychological defence triggered by stressors to
reduce negative emotions. Thus, one of the main foci of prevention programs is
teaching students to manage stress. Moreover, the frustration motive for aggression
was found to be more relevant to Japanese students (Tam & Taki, 2007). The cross-
cultural differences in moral upbringing may also play an important role in impulse
control. For example, moral reasoning for aggression among Japanese children is
focused more on the needs of others and intrinsic motivation to avoid aggressive
behaviours — a less self-centred perspective. Japanese parents use more indirect and
psychological methods, e.g. appeal to goals and reasons to model rational children’s
behaviours (Bear, Manning, & Shiomi, 2006). Secure attachment to parents, as well
as highlighting the understanding and identification of ones’ emotions, increases
the capability to regulate one’s emotions and is also important for behavioural
inhibition and regulation of reactive aggression (Farah, Ling, Raine, Yang, & Schug,
2018; Mancinelli, Li, Lis, & Salcuni, 2021). Furthermore, studies confirmed the direct
relationship between an insecure attachment to parents and reactive aggression
(Mancinelli, Li, Lis, & Salcuni, 2021). In contrast, in a low burnout sample the cultural
differences in coping with urgent impulses through cyber aggression (European
students) or not (Japanese students) may be directly related to culturally-acquired
causal-explanatory frameworks for social actions, especially the internalisation of
social norms. Individuals from collectivistic societies defend specific values that
they consider important, even if it is related to high costs (Gavrilets & Richerson,
2017). Thus, collectivistic actions, that serve cooperation and social utility may
become “instinctive”, and people behave in pro-social way even though they feel
frustrated or feel the impulse to react without thinking or are not directly controlled
by society. In addition, the system of upbringing and teaching in Japan is similar
to the idea of Adler’s assumptions, which emphasised the importance and value
of appropriate, i.e. prosocial upbringing a child for the “good of the community,”
being aware that it is part of the whole and looking for appropriate relations with
the world (Adler, 1933/1986, p. 56). As Chaim (2000) wrote, upbringing is essential
for realising the meaning of one’s life. The assumptions of education in Japan are
therefore based on a sense of community with other people (Uosaki, Mouri, Yin,
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& Ogata, 2018). The sense of community reduces the anonymity of the individual,
and the group is more attentive to the needs and difficulties of a person, which also
influences the immediate response. Development is based on Confucian cultural
patterns, which place responsibility as one of the most important factors in social
life (Kanayama & Kurihara, 2018). Such responsibility may be visible, inter alia, in
the efficiency of the communication network, intensive pedagogical observation,
and attention to students, or the possibility of consulting other specialists. Past
studies also confirmed the cultural differences in moral education. For example,
Japanese teachers emphasise obedience to internal and external factors, which
facilitates the process of internalisation of the values that serve the social good
and not only the individual (Bear, Manning, & Shiomi, 2006). Although some past
studies confirmed that Japanese students are more reflected in aggression and
use a less expressive representation of aggression (Ramirez, Andreu, & Fujihara,
2001), others found the opposite effect. For instance, recent studies have revealed
that Japanese college students are more violent due to of being more oriented
toward an external locus of control and having a more favourable attitude toward
bullying than Americans (Kobayashi & Farrington, 2019). The results of our studies
may suggest that the reason for such cultural differences may be related to higher
academic distress, which may cause mental health problems, e.g. severe burnout
symptoms. For example, several studies revealed a higher risk of educational
distress, depression, and anxiety among Japanese students as an effect of remote
learning and the COVID-19 pandemic (Horita, Nishio, & Yamamoto, 2020; Nishimura
et al., 2021). In other words, higher burnout increases the risk of cyber aggression
impulsive expressions; however, in real social conflicts — maybe due to intense
school discipline and obedience training — it is inhibited. Importantly, it is worth
noting that a sense of belonging and strong social connections (higher collectivism
values) could potentially act as a protective factor against psychological distress in
the context of the COVID-19 pandemic, leading to lower levels of mental health
issues and behavioural problems (Xiao, 2021). On the contrary, past studies have
provided some empirical evidence that individualistic people who think prioritise
their uniqueness and competitiveness may have encountered greater psychological
distress during the COVID-19 pandemic due to their difficulty in establishing
emotional connections with others (Xiao, 2021). Notably, social isolation is one of
the factors responsible for increase in the aggressive behaviour (Takahashi, 2022).
Therefore, in our study, European students who are more self- focused, may be more
concentrate on their symptoms of exhaustion and lack of energy (psychological
distress). Moreover, the constant feeling of fatigue may be the reason for lack of
energy to react more impulsively; thus their aggression may be more relevant to
frustrating circumstances.



128 KATARZYNA TOMASZEK, AGNIESZKA MUCHACKA-CYMERMAN

Limitations

One of the main limitations of this research is that based on this study causal
relationships cannot be established. As such, future research projects should enable
analysis of the causal associations between trait impulsivity, academic burnout,
culture, and aggression. Furthermore, since only cross-sectional relationships were
analysed, intervention programs should be implemented to answer the question
of whether burnout causes an increase in aggressive behaviour or that a reciprocal
association between these variables is more possible, e.g. aggression causing
lower academic performance and educational difficulties, which increases chronic
educational stress and burnout. The next shortcoming of the this study was the
comparison of samples only by their nationality. Future research projects should
also consider to control cultural orientation as a personality construct.

Conclusion

The tendency toward impulsive behaviours has been confirmed as one of the
main psychological characteristics that allow predicting involvement in aggressive
behaviours. In view of the results, the level of academic burnout and culture should
be considered when exploring the association between impulsivity and aggression.
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Introduction

In 2015, the European Parliament urged the European Commission and the
Member States of the European Union to implement a Child Guarantee. This
initiative aims to provide every child living in poverty with access to free healthcare,
education, childcare, suitable housing, and sufficient nutrition. It is envisioned as
a crucial component of a comprehensive European plan to address child poverty.
The next step was the establishment of the European Child Guarantee in 2021,
with the primary goal of combating social exclusion and ensuring children’s access
to these key services. Consequently, the issue of actual access to essential public
services is emerging in research (Frazer et al., 2020). Besides factors like quality
and the availability of public services, affordability is also an important aspect to
consider.

In many countries, primary and secondary education is free. However,
participation in education still incurs costs for parents, which vary depending on
the extent of state funding for education. As analysis across ten EU countries reveals
(Nieuwenhuis et al., 2021), many goods and services are provided within the school
environment. Nevertheless, parents continue to bear mandatory or unavoidable
costs. At the same time, the authors point out the lack of comparative and national-
level research that would demonstrate the actual costs associated with children’s
participation in public education, in other words — the affordability of compulsory
education for families. Expanding this knowledge is essential because it can help
establish a set of necessary goods for full educational participation, which can
be compared between countries. Knowing this set and its costs can also guide
education and social policies aimed at assisting children in challenging situations in
achieving at least the minimum required for full educational participation.

Educational expenditures constitute one type of investment in a child’s human
capital (Becker, 1962). They, along with various other efforts by parents, schools,
and students themselves, influence educational achievements. The literature
suggests that the level of expenditures depends on the socioeconomic status of
the student’s family (parental education and wealth). Analyses of school-related
expenditures, however, are somewhat limited, with significantly more research
focused on additional parental investments. There is a wide body of literature on
additional investments such as additional activities or tutoring (for Poland e.g.
Hawrot, 2018; Ktobuszewska, 2022; Safarzynska, 2013). Also, there is a shortage of
research on educational expenditures for Poland. One of the few is, for example,
the work of Rokicka and Sztanderska (2013) or the unpublished dissertation of
Ktobuszewska (2019).
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In this article, we aim to examine the costs incurred by Polish parents in
educating their children. We analyse various types of costs identified through
qualitative research, which include expenses directly related to participation in
public education. These costs are significant concerning the issue of accessibility
to essential public services for children. We also look into expenditures that are
paid by the parents entirely voluntarily, for example on the additional activities or
tutoring. This article investigates the following research questions:

1. How do Polish parents perceive expenditures on children’s education?

2. Are school-related costs affordable?

3. To what extent do school-related and additional expenditures depend on the
parents’ education and financial situation of the family? Do these factors have
different effects on these two categories of expenditures?

In order to answer our research questions and verify hypotheses we apply the
mixed method approach. Qualitative research allows us to understand the roles
that parents attribute to various types of expenditures, while quantitative research
verifies the characteristics of families and students that influence the levels of
expenditures. In the quantitative analysis of the determinants of school-related
and additional expenditures we use the Tobit regression model. The qualitative and
quantitative analysis is based on data from the ‘BECKER’ study conducted by the
Educational Research Institute (Instytut Badan Edukacyjnych, IBE) in 2013-2014.

The collection from the ‘BECKER’ study is quite old, but Poland lacks research
on education expenditures that would cover so many different categories of
expenditures. The slightly more recent study — the Determinants of Educational
Decisions (UDE), which was carried out by the Educational Research Institute in
2014, contains information on expenditure categories at a very general level of
aggregation. Data from representative Household Budget Survey conducted by
Central Statistical Office (GUS) are fragmentary. It is also not possible to attribute
educational expenditures of a household to individual persons.

Therefore, we believe that despite the use of a dataset from 10 years ago,
this work can still provide interesting threads for discussion about Polish parents’
expenditures on their children’s education. And, as suggested by Nieuwenhuis et
al. (2021), it may also be an indication that it is high time to update our knowledge
about the costs of free education in Poland. We hope than this study can serve as
a valuable foundation for further research in this area, which is crucial from the
perspective of the goals of European Child Guarantee.
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Literature review

Importance of the parental investments

Education is one of the main elements of human capital, which is important from
the point of view of the economy and society, but also brings individual benefits
in the form of e.g. higher earnings. This is the main message of the human capital
theory proposed by Gary S. Becker (1962). According to the human capital theory,
parents invest their time and money in their children’s education, because it is
important for their own utility (this is how economists name satisfaction or pleasure).
Parents decide how much of the budget to allocate for their own consumption and
how much to invest in their child’s education. Preferences regarding the amount of
individual expenses are related to various family characteristics.

The literature on children’s human capital indicates the great importance of
various parental investments in children’s education. In their review, Haveman
and Wolfe (1995) present parents’ decisions, which have an impact on child’s
development, educational outcomes and future success on the labour market.
There are decisions about the size and structure of the family, the level of
consumption and savings, as well as the allocation of income and time within the
family. Other important factors influencing the level of the child’s human capital
indicated in the literature are: the choice of school (also the choice between public
and private education) (Glomm, Ravikumar, & Schiopu, 2011) and the choice of
place of residence (Owens, 2016), which is related to both the quality of education
and the impact of the neighbourhood. The Coleman Report (Coleman et al., 1966)
shows that the differences in students’ achievements are mostly influenced by their
family background. Many recent studies show that social background and wealth of
the family still have a substantial impact on educational success (e.g. Bloome, Dyer,
& Zhou, 2018; Hillsten & Pfeffer, 2017; Hanushek, Peterson, Talpey, & Woessmann,
2019; Smulczyk, Dolata, & Pokropek, 2019) and in many countries socioeconomic
achievement gap increased (Chmielewski, 2019). This is most likely due to the
different levels of various parental investments for which family socioeconomic
status is crucial (e.g. Coley, Kruzik, & Votruba-Drzal, 2020; Kaushal, Magnuson,
& Waldfogel, 2011).

Parental expenditures on children’s education

Parental expenditures on education are one of the forms of investment in
children’s human capital. In the economic literature, however, more attention is
devoted to public expenditures on education (e.g. Blankenau & Simpson, 2004;
Hanushek & Woessmann, 2017; Woessmann, 2007) than to parental expenditures.
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Some of the educational expenses are necessary for participation in lessons, and
some are completely voluntary and not directly related to the formal education.
According to Nieuwenhuis et al. (2021), there is a lack of research on parents’
expenditures on education, especially those related to participation in formal
education. Few European countries systematically collect such information. The
extent of parental educational expenditures which are necessary for participation
in formal education varies between countries depending on the level of state
involvement. Nowadays school textbooks are free-of-charge in primary schools, but
other school supplies or notebooks, exercise books and additional printed materials
are unavoidable or ‘hard to avoid’ costs in many countries, with the exception of
Sweden or Finland (Nieuwenhuis et al., 2021). Some of the additional expenses,
almost forced upon Polish parents, are discussed by Grzebielucha (2022), for
example. There isn’t really a standard that describes the necessary equipment for
students. A lot depends on the autonomous decisions of the school or the teachers
themselves. However, more detailed knowledge about this issue is important
because the necessity to incur expenses related to participation in education can
be a significant burden for families. According to data from Eurostat (Eurostat,
2016), in Poland about 18% of households with dependent children indicate great
or moderate difficulties in affording formal education. A more challenging situation
is faced by single-parent households and households at risk of poverty, where the
percentages declaring these difficulties are 31% and 37%, respectively. Recently,
there have been introduced support programs for Polish schoolchildren, such as
free textbooks and the “good start” (“dobry start” or “300+") program. However,
there is a lack of scientific research evaluating their effectiveness, especially an
analysis of whether they provide sufficient assistance to the poorest families
and whether they protect children from exclusion. The analysis of obligatory
expenditures incurred by parents on children’s education was undertaken in two
Polish studies by Ktobuszewska (2014; 2019). This article expands on one of the
threads addressed in her work. However, it still relies on data from previous years
and does not allow for assessing the impact of educational policies on the burden
of families with expenses on children’s education.

When it comes to additional parental expenses on education, there is much
more research available, but public expenditure is still a more popular topic.
Existing literature indicates that such expenditures on children’s education could
have a positive influence on children’s educational performance. (e.g. Geesa, lzci,
Song, & Chen, 2019; Juan & Visser, 2017). For Poland, we identified a few studies
regarding parents’ expenditures on children’s education, e.g. Jano$-Kresto (2012),
Ktobuszewska (2019), Ktobuszewska and Rokicka (2015); Kofaczek (2011), Piekut
(2016) and Rokicka and Sztanderska (2013).
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Determinants of parental investments in children’s education

The literature on the determinants of investments in children’s human capital
is very extensive and encompasses various types of such investments, primarily
time devoted by parents to their children. Many factors related to different types
of investments will have a similar impact on the level of parents’ educational
expenditures. Above all, factors related to socioeconomic status (SES), such as
parents’ education and income, but also aspirations.

Parents’ education

Much attention is paid to the relationship between parents’ education and the
amount of time devoted to the child. Many studies confirm that better educated
parents spend more time with their children (Sayer, Bianchi & Robinson, 2004; Say-
er, Gauthier & Furstenberg, 2004). A study by Craig (2006) shows that although
parents with higher education spend more time at work and the opportunity cost
of their time is greater, they devote more time to their child than less educated
parents. The same conclusions can be drawn from the study by Guryan, Hurst and
Kearney (2008). In their study, Berniell and Estrada (2020) proved that college-edu-
cated parents increase their time investments to support children who enter school
at younger age, while less-educated parents do not show such behaviour.

Hao and Yeung (2015) show that the education of parents is the most important
factor influencing the amount of expenditures on education. A positive relationship
between parents’ education and their financial investment in children’s education
was also shown in the studies by Guryan et al. (2008), Mauldin et al. (2001), Mimura
(2014), Rokicka and Sztanderska (2013).

Income

Family income may translate into the amount of educational expenses as
it affects the budget of the household. A smaller budget, with other necessary
expenses, means that less resources can be devoted to investments in education.
A significant relationship between income and investment in education has
been shown in many studies (e.g. Blanden & Gregg, 2004; Kaushal, Magnuson, &
Waldfogel, 2011; Rokicka & Sztanderska, 2013).

However, it should be remembered that income itself does not have to translate
into higher expenses. As Blau (1999) points out, income preferences are also
important. Boneva and Rauh (2015) show that parents with different income have
different beliefs about the returns to education. And their real investments follow
these beliefs. Similar conclusions can be drawn from the works of Domanski (2010) and
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Lareau (2003). Higher social classes, which also have a higher income, take a different
approach to the education of their children than the lower classes. Caucutt, Lochner
and Park (2016) show various mechanisms of the influence of income on the amount
of expenditure. First, investment in education is treated by parents as a consumption
expenditure, so as the family income increases, so does investment. Second, they
assume that poorer families have greater uncertainty about the investment returns
and less access to information about possible returns, which makes their investments
suboptimal. Parents with lower incomes may also not know what type of investment
is most beneficial (Cunha, Elo, & Culhane, 2013; Dizon-Ross, 2014).

Aspirations

The relationship between parental aspirations and investments in education
is multidimensional. From the perspective of economic theory, resources are
distributed among family members based on anticipated returns in the labour
market (e.g. Becker & Tomes, 1994). The decision about investing in child’s
education reflects parents’ expectations regarding their child’s future labour
market outcomes. These expectations, in turn, influence the aspirations of parents
such as the level of education they want for their child.

The psychological literature indicates that there is a connection between
parental educational aspirations and children’s educational achievements
(e.g. Areepattamannil & Lee, 2014). Aspirations and expectations are factors
influencing parental involvement in a child’s education and development, which,
in turn, correlates with their achievements (Jeynes, 2022). In research, educational
involvement is most commonly understood as communication with the child and
cooperation with the school, as suggested by Yang and Chen (2023) in their meta-
analysis. We assume that forms of such involvement can also include expenditures
on additional activities or goods supporting the child’s development and interests.

Educational aspirations are strongly linked to parents’ socio-economic status.
Higher social classes have high aspirations for their children’s education, aiming for
their children to achieve a similar status, while lower classes have lower ambitions
both in terms of education and professional position (e.g. Domanski, 2004). Parents’
aspirations are followed by various actions, such as choosing a better school for
their child, organising extra activities, etc.

Other determinants

Other determinants mentioned in the literature that have a significant impact
on the amount of parental investments in a child’s human capital, are the number
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of children, the child’s gender and age. A greater number of children in a family
reduces the expenses or other investments per each child, mainly due to family
budget constraints, but also due to economies of scale. This negative correlation
between the number of children and parents’ investments was shown in many
empirical studies (e.g. Dang & Rogers, 2013; Klobuszewska, 2014; Lee, 2007;
Rokicka & Sztanderska, 2013).

Child gender significantly affects parental educational investments in developing
countries (Alderman & King, 1998; Deng et al., 2014; Filmer, 2005). In developed
nations, no notable expenditure differences between boys and girls have been
observed. However, studies, such as Baker and Milligan (2013), indicate gender-
based variations in the amount of parental time allocated to specific activities.
Disparities also exist in gender participation in extracurricular activities and tutoring,
representing forms of educational investment. Research reveals that boys are more
likely to engage in sports activities (Heath et al., 2022; Molinuevo et al., 2010), while
girls tend to participate more in academically oriented activities (Fletcher et al.,
2003). Girls also exhibit a higher prevalence in private tutoring participation (e.g.,
Stastny, 2016). In the context of Poland, Safarzyriska (2013) demonstrates that girls
are more likely to partake in math tutoring than boys, and Ktobuszewska (2022)
observes that girls are more frequently involved in foreign language activities.

Child’s age can also be a factor in determining the amount of expenditure.
With the child’s age, the number of subjects related to school increases over time,
leading to more expenses on notebooks, exercise books, teaching aids, etc. Older
children, especially those preparing for external exams, also tend to participate
more in extracurricular activities and tutoring (e.g. Hille et al., 2016 ).

Polish Education System

In Poland, education is mandatory for children aged 7 to 18. The current Polish
education system comprises an 8-year primary school (culminating in an external
exam) and secondary schools, including general schools, vocational secondary
schools, and sectoral vocational schools (stage | and Il). In the school year 2012/2013,
which is the period analysed in this study, the system consisted of a 6-year primary
school, a 3-year lower secondary school (gimnazjum), and 3-4-year upper secondary
schools (general school, secondary vocational school, and basic vocational school).
Primary school education concluded with a sixth-grade test. Subsequently, students
progressed to gimnazjum without undergoing selection. Gimnazjum concluded
with an external exam, and based on the results of this exam, school marks, and
other achievements, students gained admission to upper secondary schools. This
constituted the initial selection threshold in the education system.
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Research questions and hypotheses

The presented review yields several conclusions worth exploring and verifying.
The issue of expenditures related to participation in formal education is crucial
from the perspective of children’s access to basic public services. It is interesting to
understand how parents perceive such expenditures and whether they are a burden
to a family budget. Therefore, we formulated three research questions for which
we would like to find answers in the hitherto analysis:

1. How do Polish parents perceive expenditures on children’s education?

2. Are school-related costs affordable?

3. To what extent do school-related and additional expenditures depend on the
parents’ education and financial situation of the family? Do these factors have
different effects on these two categories of expenditures?

Building on the conclusions drawn from the presented research, we also
formulated the following hypotheses, which will be tested in further sections of
the article.

H1. Parents perceive school-related and additional educational expenditures
differently, attributing distinct roles to both types of expenditures.

H2. Socio-economic status differentiates attitudes towards expenditures on
education.

H3. School-related expenditures are, in a sense, obligatory. Therefore their
amount is not strongly correlated with the characteristics of the student and their
household.

H4. Additional expenditures on education depend on the socio-economic
characteristics of the student’s family. Higher parental education, a better financial
situation of the household, and high educational aspirations are associated with
higher additional expenditures.

Method
Data collection

To verify hypotheses and address research questions, we conducted two
complementary analyses: qualitative and quantitative, thereby employing a mixed-
methods approach. We used qualitative and quantitative data from the Study on
the Economic Determinants for Objectives and Guidelines on Allocation of Private
and Public Education Spending in Poland ‘BECKER’, conducted by the Educational
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Research Institute (IBE) in 2013-2014." The collected data concern the school year
2012/2013. The data is derived from nine selected counties, each representing
various levels of wealth and educational achievement among students. The wealth
of the local government was estimated using the average incomes per capita of
municipalities within a given county’s territory (averaged for the years 2006-2010).
Educational achievements of students were approximated by the average results of
lower secondary examinations in Polish and mathematics for the years 2008-2010.

Local governments were categorised into three groups based on wealth
(affluent, average, and poor) and three groups based on the educational results
of students (high, average, and low). For the study, local governments displaying
extreme characteristics, such as low educational results and high wealth, were
specifically chosen. The selected counties are: Gizycko County (Warmian-Masurian
voivodeship), Glogéw County (Lower Silesian voivodeship), Pruszkéw County
(Mazovian voivodeship), Sepo6lno County (Kuyavian-Pomeranian voivodeship),
Sokoétka County (Podlaskie voivodeship) with municipalities in their area, and
Tarnobrzeg, Poznan, Siemianowice Slaskie and Swinoujscie counties.

Empirical framework for qualitative analysis

The qualitative analysis involved 35 semi-structured family interviews
conducted with parents and their school-aged children from nine selected counties
from ‘BECKER’ study, residing in both urban and rural areas. The selection for
the study was determined by specific characteristics such as the educational
background of the head of the household and the average monthly income
per person in the household. The sample for the study was selected to ensure
that interviews were conducted with families of both higher and lower socio-
economic status in each county. The interview script covered topics such as the
family’s daily life, the assessment of the school’s role, educational aspirations,
extracurricular activities, decision-making regarding education, expenditures on
education and child development and time devoted to learning.? The research
scenario encompassed a wide range of topics. Although parental expenditures was
one of them, unfortunately it was not always a subject explored in depth by the
interviewing researcher. The transcription analysis involved identifying threads
related to parents’ expenditures on education and participation in additional

! The research tools and datasets from this study are available at the Educational Research
Institute (IBE).

2 The interview script was prepared as part of the ‘BECKER’ project, and the interviews were
conducted by researchers from the SMG KRC, also responsible for transcribing the interviews.
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activities. These were then analysed in cross-sections based on the head of the
household’s level of education. The type of residence area, whether rural or urban,
was also taken into account.

Empirical framework for quantitative analysis

In the ‘BECKER’ study, numerous surveys were conducted with various types
of respondents. One of them involved households with children of preschool and
school age. In each of the nine counties, random representative (for each county)
sample of children and youth aged 3—-19 was selected from the PESEL administrative
registry. The total number of observation was 5,398. In the presented analyses
the sample was limited to children in primary and lower-secondary school (aged
7-15), with 3,062 observations. Due to the missing data for some variables, the
final number of observations analysed in this study is 2,700.

The ‘BECKER’ Household Survey employed the CAPI method. The survey
targeted the head of the household, with questions focusing on one child within
the household. The questionnaire covered inquiries about education expenditures
per child selected for the study, along with details about the household, including
its socio-demographic, economic, and cultural status.

The expenditure categorisation proposed by Nieuwenhuis et al. (2021) is: free,
compulsory, hardly avoidable and optional, but it only applied to expenditures related
to participation in formal education. However, our qualitative study does not allow
for such nuanced distinctions in the degree of obligatory nature of expenditures.
We are able only to identify ‘obligatory’ school-related expenditures and additional
expenditures (on additional activities/tutoring). Therefore, in the quantitative
analysis, these two expenditure categories serve as dependent variables.

Dependent variables

The household survey primarily focused on educational expenditures, collecting
detailed information from parents across various categories. However, it is crucial to
note that these details were based on parents’ self-reporting rather than recorded
through diaries or receipts, potentially introducing some error. The questionnaire
included inquiries about various expenditures associated with a child’s education
at school, as well as other goods or services supporting the child’s development.
Respondents provided details on all expenditures during the 2012/2013 school
year, including amounts and frequency. Based on this data, individual expenditures
were aggregated, accounting for varying frequencies, to derive annual expenditure
information for specific categories.
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Table 1. Definition of dependent variables

School-related expenditure

Additional expenditure

school fees (e.g. for Parent Committee),
insurance fees,

dormitory fees,

photocopied materials,

textbooks and exercise books,

school supplies,

instruments for music lessons and art
materials,

school shoes, outfit,

backpack, outfit for PE classes

Expenditure on extra-curricular activities (e.g.
foreign languages, sports activities, art classes,
music classes, etc.) and tutoring

School-related and additional expenditures varies across different regions.
Table 2 provides descriptive statistics for both educational expenditure categories

in each county. School-related expenditures show less variation compared to

additional activity expenditures. Notably, Pruszkéw county, situated near Warsaw

(the capital of Poland), stands out. The municipalities in this county are relatively

affluent compared to others in Poland, with a wealthier population, which is

reflected in the average level of educational investments in the county.

Table 2. Annual school-related and additional expenditures on education in zlotys (PLN)
by county (means calculated for the whole sample) in the school year 2012/2013

School—rglated Additional expenditures
County N expenditures

M SD M SD
Glogow 267 1199 1162 590 1148
Sepdlno 260 775 618 297 1078
Pruszkow 313 1295 2339 1626 3634
Tarnobrzeg 293 1015 586 563 1119
Sokoétka 386 957 657 296 803
Siemianowice Slaskie 263 987 558 548 1122
Gizycko 306 1024 737 637 1779
Poznan 319 1015 615 717 1548
Swinoujscie 293 1047 785 943 2702

Source: Own calculations.
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Independent variables

The independent variables were selected on the basis of the conclusions of
the literature review on the determinants of expenditure on education. Economic
theoretical and empirical literature pointed to the parents’ education as a factor
differentiating investment in children’s human capital. This is a key determinant
in this study. The highest level of education achieved by any of the parents was
divided into 3 categories: below-secondary (at most elementary, lower secondary
or basic vocational education), secondary (general secondary, technical and
post-secondary) and tertiary (completed undergraduate or graduate studies and
academic degree). On their basis, binary variables were constructed, which take
the value of 1 when the highest level of parents’ education corresponds to a given
category and 0 — otherwise.

The second important variable in this study is a self-assessment of the financial
situation of the household. Three binary variables were created on the basis of the
question:

“Please say which of the following terms best describes the current financial situation of
your household:

1. There is not enough money even for the most urgent needs.

2. We must deny ourselves many things so that we have enough money to live.

3. On a daily basis there is enough money, but we cannot afford larger expenses.

4. There is enough money, and some we can save.

5. We are wealthy, we do not have to save even for larger expenses.”

Variable ‘Difficult financial situation’ takes the value 1 when the respondent in
the above question chose option 1 or 2. Variable ‘Good financial situation’ takes the
value 1 when the respondent chose the answer 4 or 5. Variable ‘Average financial
situation’ is the base category.

The level of education and wealth is related to social status, so often analysed
by sociologists in the context of educational opportunities. There is also cultural
capital associated with social status, which, according to Bourdieu (Bourdieu &
Passeron, 1990), influences educational success. Owning cultural goods, such as
books, turns out to be significantly correlated with higher educational achievement.
We assume that it is also related to higher educational investments of parents,
therefore the number of books (not textbooks) owned by a household was among
the analysed variables influencing the level of expenditure. The variable takes the
following levels: (1) Lack of the books at home, (2) 1-10, (3) 11-25, (4) 26-50,
(5) 51-100, (6) 101-200, (7) 201-500, (8) More than 500. This variable is treated as
a continuous variable in the analysis.
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The aspirations towards the child’s education should translate into actual
parental actions and an appropriate level of investments. Therefore we also take
into account parental aspirations. A binary variable was constructed on the basis
of the question: “What level of education would you want for your child?” The
variable takes the value 1 if the respondent chose the answer ‘master’s degree’ or
‘doctoral degree’, and 0 otherwise.

The other controlled variables in the study are: child’s gender, number of
children in the household, educational level of school®, place of residence and
dummies for the county. The descriptive statistics calculated on the regression
sample are presented below (Table 3).

As mentioned earlier, due to missing data on some variables, a data in the
model was reduced from 3,062 to 2,700 observations. In the question regarding
the assessment of the financial situation, only 73 individuals did not provide an
answer (about 2%). Slightly more missing data were related to questions about

Table 3. Descriptive statistics

Variable M SD
Annual obligatory expenditure (PLN) 1035.95 1059.38
Annual additional expenditure (PLN) 691.48 1922.94
Child’s gender (girl) 0.49 0.50
Number of children in the household 2.05 0.94
Parental education: below secondary 0.29 0.45
Parental education: tertiary 0.29 0.45
Difficult financial situation 0.21 0.41
Good financial situation 0.16 0.36
Number of books (levels 1-8) 4.69 1.68
Parents’ educational aspirations 0.68 0.46
Lower secondary school 0.37 0.48
Place of residence: village 0.27 0.45

Number of observations: 2700. Base category: for child’s gender — boy, for parental education — secondary
education, for financial situation — average financial situation, for parents’ educational aspirations — at most
a bachelor’s degree, for education level — primary school, for village — city.

Source: Own calculations.

3 Since this variable is also associated with the child’s age, age was not additionally con-
trolled for in the model.
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the number of books at home (75 observations), and the most were for questions
about parental educational aspirations (242 observations, around 8%)*.

Not all households from the sample incurred expenses related to the child’s
education. The school-related expenditure have the zero value for 9 observations.
The expenditure on additional activities have the value of zero for 1,735
observations (almost 65%). In such a case the OLS estimator is biased. Removing
zero-value observations from the analysis leads to a problem with non-random
sampling. Estimating a linear model with zero-value observations does not
guarantee that all fitted values will be positive. Therefore, to indicate the significant
determinants of the school-related and additional educational expenditure we use
the Tobit regression model (Tobin, 1958). Our estimated models take the following
functional form:

Y =Xp+e, &~ N(0,0°),

vy = 0forY <0
i Y forY <0

where Y/ is the latent variable and Y, is an observed amount of parental expenditure
on education incurred for the child i. X, is the vector of independent variables, , is
the vector of parameters, and ¢, is the random error.

Due to the skewness of the expenditure and the possible problem of
heteroscedasticity, we use the natural logarithm of school-related and additional
expenditures. As a result of the ‘BECKER’ study sample design, the observations are
nested in counties. To control counties’ fixed effects we use a vector of 8 dummies
in the estimation.

The models were estimated using tobit command in the statistical software
Stata 15. After estimating the models, marginal effects conditional on non-
zero expenditures were calculated. So, only for households that incurred any
expenditures. These results are the ones subject to interpretation.

Qualitative findings

Obligatory and additional expenditures

The research scenario included questions about various expenditures related to
children’s education. In the interviews, the theme of expenditures associated with
school-related learning emerged more prominently. In the school year 2017/2018,
free textbooks were introduced in primary and lower secondary schools. However,

4 The additional estimation of models without this variable yielded very similar results.
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in the school year when the ‘BECKER’ study was conducted (2012/2013), the cost of
the textbooks was covered by the parents. Parents were, and still are, obliged to buy
exercise books, notebooks, atlases, art materials, instruments for music lessons and
outfits for physical education (PE). Although the school does not formally require
a computer, it is nevertheless a much needed educational tool (and as it turned out
during the COVID-19 pandemic, it became essential for participating in lessons.). In
their statements, parents emphasised the financial burden of school expenditures,
particularly those incurred at the beginning of the school year, on the household
budget. Parents described this situation using words such as ‘horrible’, ‘macabre’
etc. However, they did not assign these expenses any role in the development of
their children. When asked about the purpose of these expenses, parents focused
solely on school requirements.

“R (Researcher): Why are you paying these costs?

P1 (Person 1): Because we have to.

P2: Someone came up with it. The state offers free education, but you have to buy every-
thing.

[..]

R: What effects do you expect from these expenses? What are the benefits of this?

P2: You have to buy this for kids. It’s hard to send kids to school without it.

P1: Yes. The teacher demands and that’s it. Nothing can be done about it.”

(family interview, Siemianowice Slaskie county, education of the head of the household —
secondary)

Parents also bear the costs of equipping schools with office and hygiene
supplies, despite it being against regulations, due to the difficult financial situation
of the schools themselves. Other expenses incurred by parents related to school
include clothing for physical education classes (PE), spare shoes, as well as costs
associated with commuting to school or supporting a child studying away from
home. School-related expenditures depend primarily on the school’s requirements,
such as the choice of textbooks, accessory requirements, clothing, and the amount
of contributions to the Parent Committee. Since most of these expenses are related
to the curriculum, they should not vary significantly. However, parents can seek
savings, for example, by purchasing used textbooks if possible or opting for more
affordable equipment.

The topic of additional expenditures on education appeared less frequently in
the parents’ statements. Nevertheless, parents acknowledged the purpose of these
expenses, which was to contribute to their children’s development and enhance
their chances of educational success.
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“R: And what are you doing to support the children in other spheres, regarding their plans,
goals and dreams?

P1: Well, what can we do about their professional future... It's with these foreign langu-
ages... | will watch over it, for sure.

P4: Mom buys books.

P1: Yes, | buy books. If  see a need, I go to the bookstore. First, [ will search the Internet (...)
For example I searched the biological forum for what to learn to do it right.”

(family interview, Glogow county, education of the head of the household - tertiary)

The economic literature on parents’ investments in the human capital of their
children most often mentions participation in additional activities and tutoring,
intended to complement public education (Bray & Kwok, 2003; Dang & Rogers,
2013). From the interviews with families, it can be concluded that additional
activities serve a dual purpose. They not only help children better understand
the school material but also extend their interests, knowledge, and skills beyond
what the school can offer. These additional activities are organised at school in the
form of subject circles or compensatory classes, typically free of charge. Parents
also opt for paid classes for their children, available through public institutions
like community centres and private establishments such as language schools, and,
finally, private tutoring services. Both forms of classes, whether paid or unpaid,
should be considered as additional investments in human capital, as each requires
additional commitment of the child’s and parents’ time, contributing to their
educational development.

Role of parents’ education

The analysis of family interviews did not reveal significant differences in the
amount of school-related expenditures based on parents’ education levels. All
parents expressed the view that these expenditures are necessary. Regarding
additional investments in the form of extra classes, there were also no notable
differences between parents with higher and secondary education. However, the
qualitative data does not allow for a comparison of the number of additional
activities, frequency of use, and their actual impact on children’s achievements.
Nevertheless, it appears that in families where parents have at least a secondary
education, participation depends to a greater extent on the availability of public and
private offerings, as well as the child’s interests. Among families with parents who
have lower levels of education, a passive attitude towards additional classes was
more common. These families were not even interested in unpaid extracurricular
activities.
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“R: Is there any community centre in the neighbourhood that has any offer for young pe-
ople? Is there such a thing?

P3: There is.

P1: There is definitely a community centre, but there is simply no time for it.

R: Do you know what they offer, what is possible here?

P1: No.

R: Is this community centre far away?

P1: No.”

(family interview, Poznan, education of the head of the household — below secondary)

“R: Are the boys enjoying any extracurricular activities at school? Is there anything available
for you?

P3: They are available, but | don’t use them. I don’t need something like this. And I don’t
need to spend more time at school.”

(family interview, Sepdlno county, education of the head of the household — below secon-
dary)

Lower educated parents also showed less interest in their children’s school
education. For example, they were unable to evaluate the work of teachers and
school, and they had no opinion on the quality of teaching. One of the parents said:
“You know what, if I could be more in this school, maybe | would say something
about it. | do not see that anything needs to be changed there. I say, | was there
when we delivered the application.” Parents with basic vocational education more
frequently expressed concerns that higher education did not guarantee a good
professional situation. This could be attributed, on one hand, to a potential lack
of knowledge about the returns on higher education. On the other hand, it might
represent an attempt to rationalise their own past choices regarding the educational
path. These parents often emphasised the importance of their child acquiring
practical skills and a profession after graduating from secondary school. For them,
the goal of education is to acquire a profession, rather than to acquire abstract skills
and broaden the horizons. Parents with higher education, as well as the majority
of parents with secondary education, exhibited higher aspirations and displayed
more interest in their child’s education compared to parents with lower levels of
education. This interest may be manifested in concrete actions and investments.

Quantitative results

According to the findings of the qualitative research presented in the previous
section, some expenses are treated by parents as an obligation. Apart from school-
related expenditures, there are also additional expenses which parents decide to
make in order to increase their children’s educational opportunities.

Table 4 presents results of the Tobit regression models along with marginal
effects conditional on non-zero school-related expenditures (M1) and non-zero
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expenditures on additional activities (M2). For Model 1, Tobit regression results
and marginal effects are almost identical, due to a small number of censored
observations. Because dependent variables are in natural logarithm, the estimates
are semi-elasticities. Below we present the interpretation of conditional marginal
effects of independent variables.

Results of estimation (M1) show that parents’ education is not a significant
predictor of school-related expenditures. Additionally, the household’s good financial
situation does not differentiate these expenditures compared to households with an
average financial situation. No significant results were obtained for gender, place
of residence, and parental educational aspirations as well. However, significant
determinants turned out to be the number of children in the family, difficult
financial situation, the number of books in the household, and the type of school.
The presence of another child in the family is associated with a modest, 3% decrease
in the amount of school-related expenditures. Households in a more challenging
financial situation spend, on average, 6.4% less on school-related expenditures than
households in an average financial situation. A greater number of books in the
household is associated with school-related expenditures approximately 4% higher.
Expenditures related to the education of lower secondary school students were
nearly 9% higher than expenditures on primary school students.

In the case of additional expenditures on education (M2), a greater number
of predictors proved to be significantly influential in determining their amount.
Parents’ education is a significant predictor of additional expenditures on child’s
education. Parents with tertiary education spend 117% more on additional activities
than parents with secondary education. And parents with educational level below
secondary spend 99% less than parents with secondary education. In households
with a difficult financial situation expenditures on child’s extra-curricular activities
are 48% lower than in households with an average financial situation. Wealthier
parents spend 42% more on additional activities than parents with an average
financial situation.

The number of books in a household is a significant predictor of the amount
of additional expenditure. A higher number of books in the household translates
into 32% higher additional expenditures per child. Parental aspirations towards
their child’s education are also important for the additional expenses. Parents with
higher aspirations spend 39% more on additional activities than parents with lower
aspirations.

The number of children does not affect the amount spent on extra-curricular
activities. There were also no differences in the amount of expenditure on
additional activities between children living rural and urban areas or between
boys and girls.
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Table 4. Determinants of the school-related expenditure (Model 1) and additional expenditure
(Model 2). Tobit regression results and conditional marginal effects

Model 1 Model 2
Ln of school-related Con.ldmonal Ln of additional Corlmdmonal
expenditure marginal effects expenditure marginal effects

P (Y>0) p (Y>0)
Sex 0.018 0.018 0.143 0.057

(0.025) (0.025) (0.332) (0.131)
Number of children in -0.031* -0.031* -0.327 -0.129
the household

(0.012) (0.012) (0.190) (0.077)
Parental education: -0.038 -0.038 -2.500 -0.986™
below secondary

(0.029) (0.029) (0.454) (0.179)
Parental education: 0.028 0.028 2.9771%% 1.172%
tertiary

(0.031) (0.031) (0.399) (0.157)
Difficult financial -0.064"* -0.064* —1.224* -0.483*
situation

(0.030) (0.030) (0.456) (0.180)
Good financial 0.037 0.037 1.057* 0.417*
situation

(0.034) (0.034) (0.445) (0.175)
Number of books 0.044* 0.044% 0.806™* 0.318%*
(levels 1-8)

(0.008) (0.008) (0.112) (0.044)
Parents’ educational 0.023 0.023 0.979% 0.386*
aspirations

(0.028) (0.028) (0.400) (0.158)
Lower secondary 0.088* 0.088* -0.248 -0.098
school

(0.024) (0.024) (0.345) (0.136)
Village 0.057 0.057 -0.479 -0.189

(0.033) (0.033) (0.465) (0.183)
Constant 6.723%* -5.218%*

(0.063) (0.890)
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Model 1 Model 2
Ln of school-related Cor.ldltlonal Ln of additional Corhldltlona]
expenditure marginal effects expenditure marginal effects
b (Y>0) p (Y>0)

LR -2654.45 4136.23

Pseudo R? 0.04 0.06

Observations 2,700 2,700

Uncensored 2,691 965

observations (Y > 0)

Standard errors in parentheses, “*p < 0.001, * p < 0.01, * p > 0.05. Base category: for sex — boy, for parental
education — secondary education, for financial situation — average financial situation, for parents’ educational
aspirations — at most a bachelor’s degree, for education level — primary school, for village — city. In the
analysis binary variables for counties were controlled.

Source: Own calculations.

Summary and conclusions

The European Child Guarantee initiative aims to provide children in the most
challenging situations with access to essential public services, including free
education. It is crucial for us to monitor the situation of children in terms of access
to public education. One aspect of accessibility is the amount of costs necessary for
full participation. This study addresses the topic of expenses incurred by parents in
Poland for the education of their children. Our study reveals a distinction between
school-related expenditures on children’s education and additional expenditures,
both in parental perspectives and in their variation concerning parental and
household characteristics.

Qualitative research indicates that most parents view school-related
expenditures as an obligation that burdens the household budget, without
recognising their significance in building their children’s human capital. On the
other hand, parents consider expenditures on additional activities, voluntarily
undertaken, as crucial for children’s development and enhancing their educational
opportunities. These results lead us to accept Hypothesis 1.

In qualitative research, diverse parental attitudes toward educational
expenditures were observed. While school-related expenditures appear to be less
influenced by parents’ characteristics, the role of parents’ education becomes
evident in the case of additional expenditures. Parents with higher and secondary
education demonstrated more significant interest in their children’s school situation
and held greater aspirations regarding their children’s future education compared
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to lower-educated parents. Their children often participated in various additional
activities. In contrast, lower-educated parents did not consider their children’s
participation, even in unpaid activities. This, in turn, is in line with Hypothesis 2.

The results of the quantitative study indicate that school-related expenditures
are much less dependent on family-related characteristics than additional
expenditures. Not only did a smaller number of factors prove to be statistically
significant for their amount, but also the significant factors did not differentiate
expenditures to the same extent as is the case for additional expenditures.
Those results confirm Hypothesis 3. However, we observe lower school-related
expenditures among families in more challenging financial situations. Perhaps
poorer families are looking for cheaper school equipment and used textbooks to
save the money or they choose not to incur some expenditures. Families with more
children spend less on school-related expenditures for one child than families with
fewer children. Younger siblings often inherit some school equipment from their
older siblings, which allows for lower costs. A larger number of children also limits
the overall family budget, which may also prompt the search for savings or the
abandonment of certain expenditures.

The results of quantitative analyses also show, that parents’ education and the
economic situation significantly differentiate the amount of expenditure on child’s
additional activities. Parents’ higher education and a better financial situation
of the household are associated with a higher level of additional educational
investments. These results are in line with previous studies. Our study also tested
other characteristics associated with socio-economic status such as cultural capital
of the household and parents’ aspirations towards child’s education. It turns out
that they also play a significant role in the amount of additional expenditure on
education. Thus, it allows us to confirm Hypothesis 4.

There are other quite interesting results. The number of books in the household
is a significant factor for both categories of expenditures. Although school-related
expenditures are less responsive to the changes of this variable than additional
expenditures, these results suggest that families with higher cultural capital incur
higher school-related expenditures, perhaps giving even more consideration to
their obligatory nature. Surprisingly, there were no differences in the amount of
expenditures on additional activities between children living in the villages and
cities. Certainly, there is a big difference in the supply of such activities between
rural and urban areas and it should affect spending on them. However, this effect
could be hidden in the controls for counties.

There were also no differences in the amount of school-related and additional
expenditures between boys and girls. In case of school-related expenditures this
result is not surprising, however, in case of additional activities literature suggests
that girls more often participate in them, thus expenditures on them should follow.
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Thanks to the analysis, we managed to answer two out of three research
questions. From the qualitative and quantitative analysis, it emerges that Polish
parents perceive expenditures related to participation in formal education as an
obligation. They do not attribute any other significance to them. On the other
hand, parents consider other educational expenditures, unrelated to school, as
important for the development of their children. While almost everyone incurs
any expenditures related to school (missings did not exceed 1% of the analysed
sample), many parents did not incur additional educational expenditures for their
child (almost two-thirds). This means that expenditures related to school are indeed
unavoidable or hardly avoidable, whereas additional expenditures (on additional
activities) are obviously optional. Expenditures related to school were found to
be minimally dependent on family characteristics. Parental education did not
significantly impact their amount. Financial difficulties were associated with lower
expenditures, but the influence was modest. This may indicate that school-related
expenditures are linked to a certain standard of school equipment, possibly aligned
with the curriculum. On the other hand, additional education expenditures vary
widely based on parental education and the financial situation of the household.
Parents with higher education and those from financially stable households allocate
a significantly higher percentage of funds to additional expenditures. If these
expenditures indeed translate into educational achievements for children, this
represents one of the mechanisms perpetuating socio-economic inequalities.

It is hard to say whether expenditures related to school are affordable for
Polish families. Therefore, the second research question remains unanswered. The
questionnaire lacked a question assessing the budget burden of such expenditures.
Slightly lower (by 6%) expenditures incurred by families declaring a difficult
financial situation compared to the expenditures of families with an average
situation suggest that these families are either giving up some expenditures or
seeking cheaper solutions. Also noteworthy are some expressions from qualitative
interviews describing expenditures related to school as ‘horrible’ or as ‘a macabre’.
This suggests that, at least for some families, educational expenditures were indeed
a significant burden. Public free education, in reality, generated high costs for them.
The introduction of free textbooks from the 2017/2018 school year undoubtedly
relieved family budgets. However, learning in school entails many other additional
costs. Our study, conducted on old data, does not provide an answer as to whether
additional social programs are sufficient.

To conclude, it is important to highlight the limitations of the presented
analyses. One drawback of the analysis is the non-random sample of counties.
Therefore, we cannot generalise the results for the entire country. However, we
can still discuss the patterns.
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Another issue concerns the accuracy of the education expenditure data. The
data rely on parents’ declarations rather than receipts or diaries, introducing the
possibility of estimation errors. There is a potential concern that some parents
might intentionally declare higher expenditures on education due to the positive
perception of investments in children’s human capital. This is likely to be more
pronounced among parents with a high socio-economic status. However, the lack
of relevance of socio-economic status for school-related expenditure suggests that
any potential overestimation of education expenditure may not be significant.

In the economic literature, income is recognised as a key factor influencing
investment in education. In this study, self-assessment of financial situation was
employed instead of family income, primarily due to a substantial number of
missing data. Future extensions of this research should consider addressing this
issue through the application of imputation methods.

Certain reservations also apply to the qualitative study. It covered a wide range
of topics, so the issue of parental expenditures was not extensively explored by
the interviewers (although the script included many questions on this topic). The
collected material allowed for the identification of certain patterns. However,
it seems that, for assessing the affordability of school-related expenditures,
a separate, dedicated study would be necessary®.
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