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Abstract

This study employed a quantitative research design with a descriptive-correlational approach
to assess the effectiveness of blended learning for BS Criminology students and identify
challenges encountered during this learning modality. The research focused on analyzing the
level of effectiveness, challenges faced, the relationship between these factors, differences
based on year level, and proposing relevant policies. Data collection was conducted using a
self-constructed survey questionnaire distributed to 300 students from the BS Criminology
program at Occidental Mindoro State College, Sablayan Campus. The survey results indicated
that blended learning was generally perceived as effective, with fourth-year students rating it
higher in areas such as teacher-student communication and technology integration. These
students demonstrated a greater familiarity with blended learning, while second-year students
encountered more challenges, particularly in balancing online and face-to-face learning. The
study found a significant relationship between the perceived effectiveness of blended learning
and the extent of challenges, suggesting that students who viewed blended learning as more
effective experienced fewer obstacles. Additionally, the research identified differences in
effectiveness across year levels. Data analysis utilized weighted mean, Spearman's rho, and
one-way analysis of variance (ANOVA) to evaluate the findings. Based on the results, the study
recommended implementing policies to enhance technological support, improve teacher-
student communication, and provide tailored resources to help younger students adjust to the
blended learning environment more effectively. These policies aim to address the varying needs

of students across different year levels and improve overall learning outcomes.

Keywords: criminology, blended learning, effectiveness, challenges
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Marisga, M. D. Q.

Assessing the effectiveness of blended learning for BS Criminology in Occidental
Mindoro State College

1. Introduction

The field of criminology has seen significant advancements due to the integration of technology into education.
It helps students manage their time, save money, and access courses from anywhere with an internet signal. It is
also less expensive and more accessible to a broader spectrum of students. This approach addresses challenges like
knowledge explosions, overcrowded lectures, and growing educational demand. Blended learning, combining
virtual classrooms and online platforms, offers greater control, clarity, and accessibility for students worldwide.
During the COVID-19 pandemic, the education industry promoted remote teaching via television, online teaching,
and the Internet for effective learning. (Attard & Holmes, 2020). Due to the increasing number of COVID-19 cases
in the country, educational institutions adopted various approaches that could cater to the students’ needs and abide
by the health protocol at the same time. This study looks into the effect of blended learning on the academic
performance of BS Criminology students. The results of the study noted that there was a significant difference in
the students’ academic performances before and during the implementation of blended learning. The study further
showed that BS Criminology students performed better with the traditional learning approach than with blended
learning. (Mukay et al, 2023).

Some student characteristics, backgrounds, and design features are significant predictors of student learning.
It showed that blended learning design features such as technology quality, online tools, and face-to-face support
and student characteristics such as attitudes and self-regulation predicted student satisfaction as an outcome. (Kintu,
Zhu, and Kagambe, 2017). In foreign countries blended learning, which is well-known as cross- and mixed-mode
learning, is merging online and face-to-face pedagogical methods. Like Asian countries, different scientific articles
in the educational literature focus on blended learning. (Gaol & Hutagalong, 2020).

The shift to online education during the COVID-19 pandemic presented new challenges in online distance
learning, necessitating a focus on new factors influencing user satisfaction (Chen, 2020). This need aligns with
Lemos and Pedro's (2012) observation of a knowledge gap regarding student experiences in e-learning initiatives,
despite their central role in the educational process. This research aims to explore the effectiveness of the blended
learning approach for criminology students, examining its impact on student outcomes, satisfaction, and skill
development. By identifying the benefits and limitations of this educational model, this study seeks to inform
educators, policymakers, and institutions about the potential of blended learning to drive innovation in criminology
education.

1.1 Objective of the Study

»  Determine the level of effectiveness of blended learning for BS Criminology

»  Determine the extent of challenges encountered by the BS Criminology students during their blended
learning.

»  To test if there a significant relationship between the level of effectiveness of blended learning of the
BS Criminology Students and the extent of challenges encountered in the conduct of blended learning.

»  To identify the significant difference in the effectiveness of blended learning in terms of the
aforementioned variables when respondents are grouped according to their year level.

»  Based on the findings, what policies, procedures, and guidelines may be proposed

2 Consortia Academia Publishing (A partner of Network of Professional Researchers and Educators)
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2. Methodology

This study employs a quantitative research design with a descriptive-correlational approach, enabling the
researcher to analyze relationships among variables numerically and statistically. The primary goal is to determine
the level of effectiveness and identify challenges associated with blended learning. The study uses survey
questionnaires and observations as the main data collection tools, ensuring that the research objectives are
adequately addressed and relevant information is gathered. The data were collected from a population of 300
students enrolled in the BS Criminology program at Occidental Mindoro State College, Sablayan Campus. The
researcher designed and developed a self-constructed survey questionnaire tailored to the study’s specific
objectives. The questionnaire utilized a 4-point Likert scale, with clearly defined interpretations for the level of
effectiveness (e.g., 1 ="Very Ineffective" to 4 = "Very Effective") and the seriousness of challenges (e.g., 1 ="Not
Serious" to 4 ="Very Serious"). This format was selected to ensure clarity and consistency in respondents' answers.
Additionally, prior studies were reviewed to validate the questionnaire, and expert input was sought to enhance its
reliability and alignment with research objectives.

Before data collection, the researcher secured permission from the Dean of the College of Criminal Justice
Education (CCJE) through a formal letter of approval. Upon approval, the survey questionnaires were administered
to the participants, accompanied by clear instructions to ensure their proper understanding and completion. The
researcher also conducted observations to complement the survey data, adding depth to the analysis and supporting
the findings. The collected data were analyzed using appropriate statistical methods to ensure accuracy and
reliability. The weighted mean was employed to determine central tendencies, while Spearman's rho was used to
examine correlations between variables. To identify significant differences across groups, a one-way analysis of
variance (ANOVA) was applied. These statistical tools were chosen for their robustness in analyzing ordinal data
and identifying patterns, relationships, and variances within the dataset.

To enhance the validity and reliability of the study, the survey questionnaire underwent expert validation and
pilot testing. The validation process ensured that the questions were clear, relevant, and aligned with the research
objectives. Pilot testing helped identify and resolve potential ambiguities or biases in the questions, ensuring
accurate data collection. Furthermore, the study's reliance on proven statistical methods and triangulation through
both surveys and observations added to its credibility. By employing this systematic methodology, the study
provides evidence-based conclusions and actionable insights into the effectiveness and challenges of blended
learning for BS Criminology students.

3. Results

Personal Growth. Table 1 presents the perceptions of second-year, third year, and fourth-year students regarding
the effectiveness of blended learning, which is generally viewed as Effective (E) across all year levels, with some
variations in responses. These variations reveal important implications regarding the adaptability and experiences
of students at different stages of their academic journey.

For second-year students, the overall mean score of 3.24 (SD = 0.44) reflects a positive reception to blended
learning, particularly in terms of adapting to the new normal (M = 3.34, SD = 0.53) and engaging in social presence
and interaction (M = 3.28, SD = 0.54). This suggests that, despite being relatively new to blended learning, second-
year students are able to adapt to technological integration and social engagement, as emphasized by Hrastinski
(2019), who pointed out that blended learning improves students’ adaptability by combining online and offline
methods. However, the slight variability in standard deviations (SD) signals that not all students have the same
level of comfort with these aspects, possibly due to different learning backgrounds or initial apprehension towards
blended formats.

Third-year students demonstrate a slight increase in their overall mean score to 3.30 (SD =0.53), with a stronger
appreciation for adaptability (M = 3.38, SD = 0.61) and self-assessment (M = 3.34, SD = 0.60). This higher score
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suggests that third-year students are becoming more autonomous and reflective in their learning processes, aligning
with Bernard et al. (2014), who found that blended learning enhances self- regulation and personal reflection. The
slight variability in their responses, reflected by higher standard deviations, may imply that while students are
benefiting from these aspects, individual experiences with the flexibility of blended learning still vary. This
variability could be attributed to the differences in how instructors structure their courses, as noted by Cleveland-
Innes and Wilton (2018), who emphasized the crucial role of instructors in creating effective blended learning
experiences.

Fourth-year students exhibit the highest overall satisfaction with a mean score of 3.60 (SD = 0.51),
highlighting their growing familiarity with blended learning. Their positive views on teacher-student
communication (M = 3.68, SD = 0.59) and the breakdown of barriers through mixed learning methods (M = 3.65,
SD = 0.59) are particularly significant. These findings are consistent with Garrison and Kanuka (2004), who
observed that blended learning fosters stronger teacher-student connections, especially among more experienced
students. This suggests that fourth-year students, having spent more time in a blended environment, are able to
leverage both online and face-to-face interactions to build more meaningful relationships with their instructors and

peers.
Table 1
Level of Effectiveness of Blended Learning in terms of Personal Growth
2" Year 3 Year 4™ Year
Indicators (n=116) (n=118) (n=66)
M SD VI M SD VI M SD VI

Through blended learning, students can 334 0.53 E 3.28 0.67 E 3.47 0.64 E
discover their own capacity to adapt to the
new normal by doing activities online and
in person.
Blended learning promotes flexibility in 322 0.55 E 3.26 0.70 E 3.58 0.70 E
various learning styles.
It boosts an individual's ability to adjust to ~ 3.25 0.54 E 3.38 0.61 E 3.56 0.68 VE
changing conditions/ circumstances and
new challenges.
In blended learning there is a positive 323 0.55 E 3.25 0.68 E 3.68 0.59 VE
teacher-student and peer-to-peer
relationship in terms of
communication
Blended learning cuts the barriers brought ~ 3.19 0.60 E 3.31 0.64 E 3.65 0.59 VE
by the distance between the teachers and
students through online and in-person
teaching and
learning methods.
It allows students to take ownership of their  3.22 0.54 E 3.31 0.62 E 3.61 0.65 VE
learning journey, contributing to their sense
of responsibility and independence.
Blended learning environments provide 322 0.51 E 3.34 0.60 E 3.67 0.51 VE
opportunities for self- assessment and
reflection for students to track their
progress, identify strengths and limitations,
and cultivate self-awareness.
Students in a blended learning environment 3.26 0.58 E 3.27 0.66 E 3.61 0.58 VE
often have to take the initiative in finishing
online modules, participating in
conversations, and meeting
deadlines.
Blended learning allows students to 32 0.62 E 3.28 0.63 E 3.58 0.63 VE
work at their own pace which lessens
stress levels.
Students in blended learning engage 3.28 0.54 E 3.34 0.57 E 3.65 0.57 VE
in social presence and interaction.
Overall Mean 3.24 0.44 E 33 0.53 E 3.6 0.51 E

The Very Effective (VE) rating also implies that with increased exposure, students become more proficient in
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navigating both the technological and interpersonal dynamics of blended learning. The trend of increasing
satisfaction from second- to fourth-year students points to the role of academic maturity in shaping students’
perceptions of blended learning. As Vaughan (2007) and Owston et al. (2019) suggest, senior students are typically
more adept at managing self-directed learning and collaborative work, allowing them to fully benefit from the
flexible, interactive nature of blended learning. This progression highlights that, as students advance in their
academic journey, they develop greater proficiency in balancing the demands of different learning modalities,
ultimately leading to a more rewarding and effective learning experience. The implications of these findings
underscore the importance of scaffolding blended learning environments effectively to meet the evolving needs of
students at different stages of their education.

Instructor Competency and Effectiveness. Table 2 provides insights into students’ perceptions of the
effectiveness of blended learning based on several instructional indicators across different academic levels. The
overall mean scores indicate a gradual increase in satisfaction from second-year students (M = 3.23, SD=0.48), to
third-year students (M = 3.33, SD = 0.53), and the highest among fourth-year students (M = 3.54, SD = 0.59). This
progression suggests that as students advance through their academic journey, they develop a more positive
perception of blended learning, viewing it as more effective in facilitating their learning experience. Notably,
fourth-year students rated several aspects as Very Effective (VE), indicating greater satisfaction with blended
learning compared to the lower-year levels, who rated the learning experience as merely Effective (E).

One key finding is that fourth-year students perceive instructors as more capable of fluidly shifting between
in-person and online methods (M = 3.59, SD = 0.63) and skillfully integrating multimedia and interactive resources
(M =3.62, SD = 0.63) to enhance the learning experience. These aspects were viewed as Very Effective by fourth-
year students, compared to the lower mean scores from second-year (M = 3.22, SD = 0.59) and third-year students
(M =3.31, SD = 0.59). This shift in perception highlights the growing familiarity and comfort of senior students
with blended learning, as they are likely more experienced in navigating the technological and pedagogical
dynamics of this approach. Moreover, fourth-year students place high value on the instructor’s prompt feedback and
personalized guidance (M = 3.56, SD = 0.61), which is seen as a key factor in facilitating their development and
understanding of the course material. This indicates that as students become more academically mature, they
increasingly recognize the importance of timely and constructive feedback in their learning process. Additionally,
the emphasis on designing engaging content that promotes self-reflection and self-assessment (M= 3.5, SD=0.66)
further supports the idea that senior students appreciate opportunities for deeper learning and personal growth
through blended methods.

The implications of these findings are significant. First, the data suggests that students' academic maturity
plays a crucial role in their perceptions of blended learning effectiveness. As students advance in their studies, they
become more adept at managing the self-directed and collaborative elements of blended learning, which enhances
their satisfaction. This aligns with research by Vaughan (2007), who emphasized that senior students are typically
more proficient in self-regulation and managing the demands of blended environments. Additionally, the positive
ratings from fourth-year students regarding instructor performance in online and face-to-face settings suggest that
experienced students are better equipped to take advantage of the flexibility and interactivity offered by blended
learning. This corroborates findings from Owston et al. (2019), who noted that senior students are often better
positioned to navigate the challenges of blended learning.

Lastly, the study highlights the importance of continuous professional development for instructors in
mastering the blended approach. Since fourth-year students expressed higher satisfaction with instructors' ability
to fluidly switch between teaching methods and integrate engaging content, this underscores the need for teachers
to continually enhance their technological and pedagogical skills to meet the evolving needs of students. As
Cleveland-Innes and Wilton (2018) point out, the efficacy of blended learning largely depends on the instructor’s
capacity to scaffold and design meaningful learning experiences. Therefore, institutions should invest in training
and support for educators to ensure they can effectively deliver blended learning across all year levels.
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Table 2
Level of Effectiveness of Blended Learning in terms of Instructor Competency and Effectiveness
2™ Year 3" Year 4" Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI

The teacher displayed an extraordinary ability =~ 3.22 0.59 E 3.31 0.59 E 3.59 0.63 VE
to fluidly change teaching methods between in-

person and online sessions.

The instructor's skill in combining multimedia, 3.17 0.65 E 3.31 0.65 E 3.62 0.63 VE
interactive resources, and online collaboration

tools enhanced the learning experience, making

the course content accessible and engaging for

all learners.

Both online and in-person, the instructor 3.21 0.58 E 331 0.65 E 35 0.66 VE
effectively facilitated active involvement and

conversations.

Students valued the instructor's prompt 3.27 0.48 E 33 0.62 E 3.56 0.61 VE

feedback and tailored advice which
considerably aided students' development and
knowledge of the course material.
Instructors design engaging online content that ~ 3.24 0.57 E 3.36 0.61 E 35 0.66 VE
encourages self-reflection learning by
incorporating opportunities for goal setting,
self-assessment, and reflection into the
curriculum.
Blended learning detects the administrators' 3.23 0.57 E 3.32 0.61 E 35 0.66 VE
educational requirements as well as their
current competencies in leadership.
Blended learning employed by teachers to 32 0.59 E 3.32 0.63 E 3.45 0.73 VE
promote meaningful and authentic learning.
Blended learning is vital in determining the 323 0.5 E 3.36 0.59 E 3.59 0.61 E
capabilities of blended educators as bases for
proficiency enhancement.
Blended learning necessitates numerous 3.24 0.52 E 3.34 0.64 E 3.56 0.68 VE
changes and practices through technology
application and face-to- face interaction.
Keep information engaging and relevant across  3.24 0.58 E 3.34 0.64 E 3.53 0.71 VE
all platforms and promote a dynamic and
participatory learning experience for all
students.
Overall Mean 3.23 048 E 333 053 E 3.54 0.59 VE

Technology Proficiency. The data in Table 3 illustrates students' perceptions of technological proficiency and
the use of digital tools in blended learning across second-year, third-year, and fourth-year levels. The overall mean
scores reveal a progressive increase in satisfaction, with second-year students rating the experience as Effective (M
=3.22, SD = 0.45), third-year students similarly viewing it as Effective (M = 3.31, SD = 0.53), and fourth-year
students rating it as Very Effective (M = 3.53, SD = 0.51). This upward trend indicates that as students advance
academically, they become more accustomed to blended learning environments and perceive them as more
effective in terms of technological integration and learning facilitation.

Specifically, fourth-year students rated several aspects as Very Effective (VE), such as the instructor’s
technological proficiency (M = 3.52, SD = 0.66) and the integration of interactive multimedia to cater to different
learning styles (M = 3.52, SD = 0.64). These ratings suggest that senior students, having had more exposure to
blended learning, have developed higher expectations for and satisfaction with the seamless use of digital tools.
Additionally, the high mean score for the teacher’s technical assistance (M = 3.56, SD = 0.56) highlights the
importance of instructors' ability to support students in overcoming technological barriers, ensuring that learning
is not disrupted by technical difficulties. Moreover, the increased satisfaction among fourth-year students
concerning the use of mobile technologies and social media (M =3.56, SD = 0.56) suggests that more experienced
students see these tools as valuable enablers of learning, particularly in promoting communication and collaboration
both inside and outside the classroom. This is consistent with their higher appreciation of technology facilitating
online discussions and real-time interactions (M = 3.52, SD = 0.61).
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The implications of these findings are clear: as students become more familiar with blended learning, their
expectations and experiences improve, resulting in higher satisfaction, particularly in terms of technological
integration. This aligns with the research of Vaughan (2007) and Owston et al. (2019), who argue that senior
students are often more capable of managing the complexities of blended learning, which requires both self-
directed learning and proficiency with digital tools. Additionally, the growing reliance on mobile technologies and
social media reflects the evolving nature of education, where these platforms are not just supplementary but
integral to the learning process.

For educators, these results highlight the need to continuously improve their technological proficiency and
provide robust technical support to ensure that students can fully engage with blended learning environments.
Institutions should also focus on offering training for both students and faculty on effective use of digital tools, as
well as integrating more interactive and multimedia content to meet the diverse needs of learners. These strategies
will help ensure that blended learning remains effective and continues to meet students' evolving expectations.

Table 3
Level of Effectiveness of Blended Learning in terms of Technology Proficiency
2™ Year 3" Year 4" Year

Indicators (n=116) (n=118) (n = 66)

M SD VI M SD VI M SD VI
The instructor demonstrated exceptional 3.19 0.64 E 3.36 0.59 E 3.52 0.66 VE
technological proficiency by seamlessly
integrating various digital tools and platforms,
resulting in a user-friendlyand unified learning
experience.
Students appreciated the course's use of 3.24 0.57 E 3.32 0.64 E 3.52 0.64 VE

interactive multimedia, showcasing the
instructor's skill in creating engaging content
that caters to different learning styles.
The instructor demonstrated proficiency in 3.22 0.51 E 3.28 0.61 E 3.52 0.61 VE
technology by effectively facilitating online
communication, collaboration, and community
among students through discussion forums,
video conferences, and real-time chat sessions.
Students appreciated the teacher's technical 3.25 0.53 E 3.32 0.61 E 3.56 0.56 VE
assistance, enabling effective use of learning
platforms and digital tools, overcoming
technological hurdles, and allowing focus on
course material and objectives.
Students were able to use technology in their 3.27 0.5 E 3.31 0.58 E 3.55 0.59 VE
own unique way.
The student's success is dependent on the 3.18 0.52 E 33 0.62 E 348 0.66 VE
ability to cope with technical difficulty as well
as technical skills in computer operations and
internet navigation.
The flipped classroom approach in blended 3.15 0.56 E 3.31 0.66 E 3.59 0.53 E
learning is highly effective for students as it
allows
them to prepare online learning activities.
With The increasing presence of technology, 3.31 0.52 E 33 0.6 E 3.56 0.64 VE
and social behavioral science (psychology,
psychobiology, anthropology, sociology,
economics, and cognitive science), students
learn to communicate in and out of class.
The rapid use of mobile technologies and social 3.22 0.59 E 3.32 0.58 E 3.56 0.56 VE
media was considered an enabler of blended
learning.
Students are equipped with knowledge on how  3.22 0.52 E 3.31 0.65 E 3.5 0.66 VE
to make use of the necessary gadgets for
blended learning.
Overall Mean 3.22 0.45 E 331 0.53 E 353 0.51 VE

Access to Learning Resources. The data in table 4 reveals a clear progression in students' perceptions of the
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effectiveness of blended learning platforms across second-year, third-year, and fourth-year students. The overall
mean scores increase from second-year (M = 3.23, SD = 0.46) and third-year (M = 3.31, SD = 0.52), both rated as
"Effective" (E), to fourth-year students rating the platform as "Very Effective" (VE) (M=3.56, SD = 0.56). This
trend suggests that as students’ progress through their academic journey, they develop a stronger appreciation for
the blended learning tools, becoming more proficient and comfortable in using them to enhance their learning
experience.

For fourth-year students, several indicators were rated as Very Effective, such as access to diverse learning
tools (M = 3.58, SD = 0.58), 24/7 study resources (M = 3.59, SD = 0.55), and the ability to adapt learning to
individual styles (M = 3.53, SD = 0.71). These ratings imply that senior students, who may have more complex
learning needs, highly value the flexibility and personalized learning experience that blended platforms offer.
Additionally, they recognize the role of practical examples and case studies (M = 3.59, SD= 0.58) in deepening
their understanding of course material, bridging the gap between theory and practice. Interestingly, the fourth-year
cohort rated indicators related to resource accessibility, timely updates, and intuitive interfaces as Very Effective
(e.g., "students can complete assigned tasks with available resources" M = 3.61, SD = 0.55), highlighting the
importance of ease of navigation and immediate access to resources as they prepare for more demanding academic
tasks.

The implications of these findings suggest that as students advance in their studies, they increasingly rely on
blended learning platforms to meet their diverse and evolving educational needs. This progression underscores the
need for institutions to ensure that these platforms remain adaptive, user-friendly, and equipped with
comprehensive resources that cater to different learning styles. For educators, this emphasizes the importance of
curating diverse materials and updating resources regularly, as timely notifications and easy access play a
significant role in student engagement and academic success. The integration of real-life case studies and practical
examples further enhances student learning outcomes, especially for senior students preparing for real-world
applications of their knowledge. These findings also suggest that blended learning platforms can be powerful tools
for promoting personalized education, fostering sustainable learning practices, and equipping students with the
necessary skills to navigate complex academic and real-life challenges.

Table 4
Level of Effectiveness of Blended Learning in terms of Access to Learning Resources
2" Year 3" Year 4% Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI

The blended learning platform offered students  3.28 0.51 E 342 0.53 E 3.58 0.58 VE
a diverse range of learning tools, including e-

books, articles, videos, and interactive modules,

enhancing their learning experience through

convenient access from anywhere.

Study resources are available 24/7, enabling 3.16 0.63 E 3.25 0.66 E 3.59 0.55 VE
students to study at their own pace and meet

their needs, thereby enhancing their overall

learning experience.

The platform caters to diverse learning styles 321 0.58 E 3.31 0.62 E 3.53 0.71 VE
and preferences, enabling students to choose

materials that suit their individual needs,

resulting in a personalized and adaptive

learning experience.

The combined learning resources significantly ~ 3.23 0.52 E 3.35 0.51 E 3.59 0.58 VE
enhanced students' understanding and

engagement with the subject matter by

providing practical examples and case studies

that connected theoretical knowledge to real-

life situations.

Students dedicate their time to connecting ~ 3.23 0.5 E 325 0.63 E 3.6l 0.55 VE
and locating relevant resources to

complete their assigned tasks.
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The website is available for students to access ~ 3.22 0.62 E 3.32 0.57 E 3.52 0.66 VE
through open-access links.
Blended learning platforms promote sustainable 3.22 0.57 E 3.36 0.55 E 3.55 0.61 VE
living, building on an e- hub with sub-portals in
“search” to facilitate activities such as
“Education for Sustainable Development”
(ESD), webinars, authentic learning, and the
role of m-e-learning.
The accessibility of resources provided to 3.21 0.58 E 3.31 0.62 E 3.52 0.71 VE
students allows them to review, reinforce, and
explore concepts at their own pace.
Students value timely notifications and updates  3.27 0.55 E 3.32 0.64 E 3.55 0.68 VE
on new materials, ensuring they stay informed
and have access to the latest information for
their studies.
Students involve intuitive interfaces, simple 3.23 0.6 E 3.25 0.61 E 3.58 0.63 VE
navigation, and clear categorization of learning
materials that make it easy for them to find and
engage with the resources they require.
Overall Mean 3.23 0.46 E 3.31 0.52 E 3.56 0.56 VE

Satisfaction. The data reveals a clear progression in student satisfaction with blended learning as they move
from their second to fourth year (Table 5). Across various indicators, second- and third-year students rated the
blended learning method as "Effective" (E), with overall means of 3.24 (SD = 0.47) and 3.29 (SD = 0.56),
respectively. However, by their fourth year, students found the method "Very Effective" (VE), with a higher overall
mean of 3.56 (SD = 0.60). This increase in satisfaction suggests that as students become more familiar with both
online and in-person learning environments, they increasingly benefit from the flexibility, resources, and autonomy
that blended learning offers.

For example, the flexibility provided by blended learning, which allows students to balance their academic
responsibilities with other commitments, was rated significantly higher by fourth-year students (M= 3.61, SD =
0.58) compared to second- and third-year students (M = 3.27, SD = 0.52; M = 3.25, SD = 0.70). This trend is
consistent with studies by Bernard et al. (2014), which found that senior students are more adept at managing self-
directed learning and handling the flexible nature of blended learning. Similarly, the importance of timely feedback
and strong teacher-student relationships was rated much higher by fourth-year students (M = 3.56, SD = 0.64)
compared to younger students, indicating that the ability to engage in meaningful interactions with professors
becomes more appreciated as students’ progress in their studies.

The availability of abundant learning resources such as online libraries, interactive modules, and multimedia
content also received higher ratings from senior students (M = 3.58, SD = 0.61), further highlighting the critical
role these resources play in supporting advanced learning. This aligns with the findings of Lim and Morris (2009),
who found that access to diverse learning materials significantly improves students' comprehension and satisfaction
in blended learning environments. However, younger students (second and third year) rated many of these factors
slightly lower, which could indicate initial struggles with the blended learning format. Research by Wong et al.
(2020) supports this observation, as they found that less experienced students often struggle with time management
and adjusting to the independence required for successful blended learning. This suggests that institutions should
offer additional support for younger students, such as orientation on self-regulation and time management
strategies for navigating blended learning environments.

The implications of these findings are clear: educators and institutions must continue to enhance the features
of blended learning to support students at different stages of their academic journey. For younger students, more
structured support and guidance may be necessary, while for senior students, maintaining flexibility, providing
diverse resources, and ensuring strong communication channels with instructors will be key to sustaining
engagement and academic success.
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Table 5
Level of Effectiveness of Blended Learning in terms of Satisfaction
2™ Year 3" Year 4" Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI
The blended learning method, combining 3.26 0.56 E 3.29 0.68 E 3.59 0.61 VE

online and in-person experiences, was engaging
and motivating for students through engaging
sessions and multimedia content.
Learners appreciated the flexibility of blended  3.27 0.52 E 3.25 0.70 E 3.61 0.58 VE
learning, which allowed them to access course
materials online and attend in-person sessions,
enabling them to balance their studies with
other commitments.
Students appreciated the professors' quick 3.22 0.56 E 3.29 0.63 E 3.56 0.64 VE
response to questions and friendly nature,
which enhanced the overall learning
experience.
The abundance of resources like online 3.25 0.56 E 333 0.60 E 3.58 0.61 VE
libraries, interactive modules, and multimedia
content significantly enhanced students'
learning and subject comprehension.
Students are pleased with the relationship 3.25 0.54 E 3.32 0.67 E 3.58 0.63 VE
between distance learning and student progress,
autonomy, and pleasure in the field of distance
learning.
Positive comments often focus on the flexibility 3.29 0.51 E 3.26 0.65 E 3.55 0.66 VE
offered by blended learning, allowing students
to access materials at their own pace and
convenience.
Students appreciate the ability to monitor their ~ 3.22 0.57 E 3.32 0.55 E 3.53 0.71 VE
progress, receive constructive feedback, and
make necessary adjustments to enhance their
understanding of the course material.
Positive feedback expresses gratitude for the 3.19 0.57 E 3.29 0.67 E 3.50 0.73 VE
progress of tracking tools and fast feedback.
Positive feedback often highlights the variety of 3.27 0.50 E 3.28 0.65 E 3.55 0.68 VE
multimedia, collaborative tools, and interactive
content that enhance the overall learning
process
In blended learning, there is a high level of 3.22 0.56 E 3.30 0.64 E 3.59 0.68 VE
satisfaction between a student-to- student
relationship and a teacher- to-student
relationship.
Overall Mean 3.24 0.47 E 3.29 0.56 E 3.56 0.60 VE

Summary on the Level of Effectiveness of Blended Learning. Data in Table 6 demonstrate a progressive
increase in students' ratings across all parameters as they advance from their second to fourth year. The overall
mean for second-year students was 3.23, interpreted as "Effective" (E), while third-year students rated these
parameters slightly higher at 3.31 (E). By their fourth year, students rated all parameters as "Very Effective" (VE),
with an overall mean of 3.56. This suggests that senior students perceive their personal growth, instructor
competency, technology proficiency, access to resources, and overall satisfaction with the learning experience more
positively as they mature in their academic journey. Fourth-year students rated their personal growth significantly
higher (M = 3.6, VE) than second- year (M = 3.24, E) and third-year students (M = 3.3, E). This trend could be
attributed to the increasing responsibilities and independence that come with advanced studies, which allow
students to develop more holistically. Studies like Zimmerman (2002) corroborate this finding, emphasizing that
self-regulated learning and personal growth tend to improve as students become more experienced in managing
their academic workload.

Similarly, perceptions of instructor competency increased from second-year (M =3.23, E) to fourth- year (M =
3.54, VE) students. This could be a reflection of students’ growing ability to engage more critically with course
content and instructional methods. According to studies by Kember and Gow (2009), students often develop a
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deeper appreciation for effective teaching as they advance in their academic careers, particularly as courses become
more specialized and aligned with their career goals. The ability to navigate technology and access learning
resources also received higher ratings from fourth-year students (M = 3.53 and M = 3.56, VE), indicating greater
familiarity and comfort with digital tools and resources. As students gain more experience with technology over
time, they become better equipped to use these resources effectively. Research by Garrison and Vaughan
(2008) supports this, highlighting that students in upper-level courses often demonstrate greater digital literacy
and confidence in using technological platforms to support their learning. Finally, satisfaction with the learning
experience also increased as students progressed through their studies, with fourth-year students reporting
significantly higher levels of satisfaction (M = 3.56, VE) than their second- (M =3.24, E) and third year (M =3.29,
E) counterparts. This aligns with findings from Dziuban et al. (2006), who noted that students become more satisfied
with blended and technology-supported learning environments as they develop the skills to balance academic
demands with personal responsibilities.

Table 6
Summary of the Level of Effectiveness of Blended Learning

27 Year 3" Year 4™ Year
Parameters (n=116) (n=118) (n=66)

M VI M VI M VI
Personal Growth 3.24 E 33 E 3.6 VE
Instructor Competency and Effectiveness 323 E 3.33 E 3.54 VE
Technology Proficiency 322 E 3.31 E 3.53 VE
Access to Learning Resources 323 E 331 E 3.56 VE
Satisfaction 3.24 E 3.29 E 3.56 VE
Overall Mean 3.23 E 331 E 3.56 VE

The increasing ratings across these parameters indicate that educational institutions must continuously adapt
their support for students at different stages of their academic journey. For younger students, there may be a need
for additional guidance in technology use, personal growth, and engagement with instructors, while senior students
benefit from more autonomy, access to advanced resources, and a deeper connection with their instructors.
Tailoring resources and support based on the student's academic level can enhance learning outcomes and overall
satisfaction with the educational experience. These results suggest that as students become more comfortable with
technology and self-directed learning, they not only perform better but also feel more positive about their growth
and the support they receive. Institutions should therefore focus on strengthening digital infrastructure, providing
diverse and flexible learning resources, and ensuring instructor competency to maintain high levels of student
satisfaction throughout their academic journey.

Personal Growth. The data indicates that students across all year levels consistently rated their challenges in
a blended learning environment as "Moderately Satisfactory" (MS), with some noticeable trends over time. The
second-year students recorded an overall mean of 2.44, while third-year students slightly decreased to 2.27, and by
the fourth year, students gave an even lower rating of 1.86. These declining ratings suggest that students' struggles
with blended learning decrease as they progress through their academic years.

Second-year students struggled more with balancing online and face-to-face modalities (M = 2.34, SD=0.88),
and this challenge becomes less pronounced in the fourth year (M = 1.83, SD = 0.99). The ability to manage time
and remain motivated also showed a similar trend, with second-year students reporting higher difficulty (M = 2.47,
SD =0.91), which diminished as students advanced to the fourth year (M = 1.94, SD = 1.07). These findings align
with studies suggesting that experience with blended learning over time helps students develop better self-
regulation and time management skills (Broadbent & Poon, 2015).

Social isolation and the decrease in face-to-face interactions were rated as a significant concern for second-
year students (M =2.44, SD = 0.88). By the fourth year, this concern reduced (M = 1.82, SD = 1.01), indicating that
students might become more comfortable with limited physical interaction as they mature in their studies. This
pattern is consistent with the findings of Hrastinski (2019), which suggest that as students gain experience with
online learning, they develop alternative strategies for building relationships and seeking social support in
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virtual environments.

Table 7
Extent of the Challenges Encountered During Blended Learning in terms of Personal Growth
2™ Year 3" Year 4" Year

Indicators (n=116) (n=118) (n=66)

M SD VI M SD VI M SD VI
Balancing the requirements of self- paced 2.34 088 MS 2.17 095 MS 1.83 099 MS
online learning with in- person sessions.
Struggling with self-motivation to remain 2.47 0.91 MS 222 094 MS 194 1.07 MS

focused and effectively manage my time
between online and face-to-face modalities.
Students may struggle to accommodate to 2.44 0.84 MS 228 096 MS 1.86 1.04 MS
different teaching methods, approaches, and
expectations across these many modalities.
Blended learning, despite its advantages, may  2.44 088 MS 224 095 MS 1.82 1.01 MS
lead to a decrease in face-to-face social
interactions, potentially causing personal
isolation and hindering personal growth and
holistic development.
Inadequate social interaction and motivation  2.44 093 MS 220 094 MS 1.83 1.05 MS
Blended learning may enable you to avoid rote  2.36 086 MS 2.18 093 MS 1.83 1.02 MS
learning.
As students must balance their schedules while  2.54 0.90 S 2.32 1.01 MS 1.83 1.00 MS
remaining motivated to finish online modules
or activities, blended learning frequently
necessitates a high level of self-discipline and
time management.
Most of the respondents need to seek social 247 084 MS 235 1.02 MS 1.86 097 MS
support to cope with blended learning.
In blended learning students may experience 245 090 MS 235 1.01 MS 1.89 1.04 MS
ascertain issues, concerns, and problems in a
blended learning environment, elicit and
explore students' coping mechanisms and
learning
strategies.
Due to a lack of interaction and the learners' 2.47 0.91 MS 240 1.00 MS 1.85 1.00 MS
ability to cope, the student and teacher qualities
can become limited.
Overall Mean 2.44 080 MS 227 087 MS 1.86 094 MS

Self-discipline, particularly in completing online modules, was one of the few parameters rated as
"Satisfactory" (S) by second-year students (M = 2.54, SD = 0.90) but became "Moderately Satisfactory" by the
fourth year (M = 1.83, SD = 1.00). The need for social support in coping with blended learning was also noted,
with second-year students rating it at M = 2.47, SD = 0.84, compared to M = 1.86, SD = 0.97 in the fourth year.
This suggests that as students advance, they require less external support, likely due to their increased familiarity
with independent learning strategies (Kuo et al., 2014). These results highlight the importance of providing
additional support for younger students who are new to blended learning environments. Early in their academic
careers, students might struggle with time management, motivation, and the lack of social interaction. Educators
and institutions can offer targeted interventions, such as time management workshops, peer mentoring, and
fostering virtual communities, to help ease the transition into blended learning.

As students advance, they appear to become more adept at managing the complexities of blended learning,
indicating a reduced need for intervention in later years. However, the diminishing need for social interaction also
suggests that institutions should explore ways to maintain student engagement and prevent isolation, particularly
in the early stages of academic programs. These findings support the idea that with proper guidance and resources,
students can overcome initial difficulties in blended learning and develop into self-directed learners capable of
thriving in hybrid learning environments. Studies by Garrison and Kanuka (2004) emphasize the critical role of
social presence and cognitive development in blended learning, further reinforcing the need for institutions to
provide ongoing support across various year levels.
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Instructor Competency and Effectiveness. The analysis of student ratings regarding the challenges instructors
face in blended learning reveals a consistent pattern across 2nd-year, 3rd-year, and 4th-year students. The 2nd-
year students rated these challenges the highest, with most indicators interpreted as Satisfactory (S), such as the
integration of new technologies into classrooms (M = 2.55, SD = 0.87) and the need for instructors to restructure
learning processes (M = 2.60, SD = 0.91). This suggests that younger students perceive these challenges as more
significant, likely due to their limited experience with blended learning environments. In contrast, 3rd-year and
4th-year students rated these challenges lower, with most indicators falling into the Moderately Satisfactory (MS)
range, indicating that as students’ progress, they may become more accustomed to the blended learning format,
perceiving these challenges as less impactful.

For example, the difficulty in balancing online and in-person approaches saw a gradual decrease in ratings
from the 2nd year (M = 2.55, SD = 0.90) to the 4th year (M = 1.97, SD = 1.04). Similarly, the perceived inability of
instructors to comprehensively assess students’ skills also saw a decrease from 2nd-year (M = 2.59, SD=0.92) to
4th-year students (M =2.00, SD = 1.08). The ratings for technical issues like poor internet connectivity and platform
glitches also decreased across year levels, from 2nd-year (M =2.62, SD = 0.84) to 4th-year students (M =2.03, SD
=1.10), suggesting that students might either be more tolerant of these issues or have developed coping mechanisms
over time. These results indicate that 2nd-year students may need more support and guidance in adapting to
blended learning environments, as they perceive technological and instructional challenges as more pronounced.
Instructors and institutions should focus on providing additional resources and training, particularly for early-year
students, to ease their transition into blended learning. Furthermore, technical support and faculty development
programs should be prioritized to address the challenges of integrating digital tools, balancing teaching methods,
and managing technical issues.

From an instructional standpoint, it is crucial for educators to focus on strategies that maintain student
engagement and coherence between online and in-person content, as these were consistently rated as moderate
challenges across all year levels. Additionally, as noted in studies by Garrison and Vaughan (2008) and Graham
(2013), the success of blended learning hinges on adequate institutional support, both in terms of technology and
instructional design. Such support can help alleviate the pressures on instructors to balance different teaching
modalities and ensure a smooth, integrated learning experience for students.

Table 8
Extent of challenges encountered during blended learning in terms of instructor competency and effectiveness
2™ Year 3" Year 4" Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI

Teachers may face challenges in integrating 2.55  0.87 S 235 1.00 MS 1.89 .02  MS
new technologies and digital tools into

their classrooms, affecting learning

management systems, multimedia

integration, and ensuring a pleasant

technological experience for students.

Instructors are forced to restructure the 2,60 091 S 233 .00 MS 1.89 1.02  MS
learning process and adjust their classroom

material to accommodate such change, or

else lectures will appear tedious to most

students.

Instructors may find it difficult to establish 2.55  0.90 S 233 099 MS 197 1.04 MS
a balance between these two approaches

while ensuring content coherence and

engagement across both platforms. It

might be challenging to coordinate online

and in-person educational approaches.

Inability of the Instructor to 2.59 0.92 S 2.33 096 MS 2.00 1.08  MS
comprehensively assess the skills of the

students.
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Parents' perceptions of the blended learning 2.54 0.90 S 2.31 097 MS 2.05 1.07 MS
modality and teachers' proficiency during
online sessions may not be met.
Blended learning may enable you to avoid rote  2.57 0.90 S 2.32 1.00 MS 2.06 1.11 MS
learning.
Instructor characteristics may be difficult to 2.53 0.89 S 2.33 098 MS 2.00 1.08 MS
discern during an online session.
Instructors must navigate the challenge of 2.57 0.90 S 2.32 1.00 MS 2.06 1.11 MS
adapting their teaching methods to
accommodate different learning styles,
ensuring that the material is accessible and
engaging for all students.
Instructors often face challenges related to 2.62 0.84 S 2.35 1.03 MS 2.03 1.10 MS
technical issues such as poor internet
connectivity, platform glitches, or hardware
malfunctions.
Due to a lack of technical abilities required for ~ 2.59 0.90 S 2.37 1.03 MS 197 1.05 MS
blended learning, the instructor may become
ineffective.

Overall Mean 2.57 0.81 S 2.33 091 MS 199 1.2  MS

Technology Proficiency. The data reflects the challenges faced by 2nd, 3rd, and 4th-year students in online and
blended learning environments. Each indicator provides insights into key areas where difficulties are more or less
pronounced depending on the students' academic year. Most indicators fall under the "Serious" (S) category, with
mean scores between 2.50 and 2.67. This suggests that 2nd-year students experience significant difficulties in areas
such as internet access, use of instructional tools, lack of gadgets, and participation in online discussions. These
students are most affected by inadequate infrastructure and training gaps. The majority of indicators fall under the
"Moderately Serious" (MS) category, with mean scores ranging from 2.39 to 2.50. While challenges persist, they
are less severe compared to those faced by 2nd- year students. This could imply that 3rd-year students are
becoming more familiar with the online learning environment and its tools but still face technical issues and a need
for additional training. The indicators for 4th-year students are consistently in the "Moderately Serious" (MS)
range, with mean scores between 1.95 and 2.06. The lower scores reflect that 4th-year students have developed
more effective strategies to navigate the challenges of online learning, likely due to accumulated experience and
better adaptability to technological demands.

The results highlight a significant learning curve that students face as they progress through their academic
years, with the severity of challenges lessening in later years. Institutions must focus on providing targeted
interventions, particularly for 2nd-year students who struggle the most. This could include improving access to
internet and technological resources, offering comprehensive digital literacy training, and ensuring smooth
integration of multiple digital tools. For 3rd and 4th-year students, ongoing support to enhance their technical
proficiency and ensure reliable access to learning resources is essential. Addressing these challenges can improve
students' engagement and performance in blended learning environments. This is supported by several studies
which emphasize the detrimental impact of poor internet access and technological issues on students' online learning
experiences. A study by Tichavsky et al. (2015) showed that inadequate internet and technical problems are
significant barriers to effective learning in virtual classrooms, leading to frustration and reduced engagement. Also,
Research by Zhang et al. (2020) underscores the importance of digital literacy for both instructors and students.
Their study found that a lack of adequate training in digital tools leads to inefficiencies in online teaching and
learning, supporting the findings that both groups require additional training to effectively navigate online
platforms.

Access to Learning Resources. The data from 2nd, 3rd, and 4th-year students (n= 116, 118, and 66, respectively)
indicate that while students across all academic years face significant challenges in online and blended learning
environments, these challenges tend to diminish as students’ progress through their studies. Key observations
reveal that technological access and resources remain critical challenges, particularly for 2nd-year students, with
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a mean rating of 2.58 to 2.60. While this issue slightly improves for 3rd-year students (mean = 2.46) and further
decreases for 4th-year students (mean = 1.95), it still remains a significant concern. This suggests that senior
students may have adapted better or acquired more resources, although the digital divide persists. Similarly,
difficulty navigating multiple online platforms is most prominent among 2nd-year students (mean = 2.68) and
remains a challenge for 3rd-year students (mean = 2.45), before easing somewhat for 4th-year students (mean =
2.02). This trend points to increased familiarity with online tools among senior students.

Table 9
Extent of the Challenges Encountered During Blended Learning in terms of Technology Proficiency
2% Year 3" Year 4" Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI
Inadequate internet access, software 2.57 0.86 S 2.42 0.96 MS 195 1.07 MS

malfunctions, or compatibility issues between

multiple tools and platforms may impede the

smooth transmission of course information,

causing harm to both instructors and students.

Instructors and students may need additional 2.61 0.86 S 2.39 1.00 MS 1098 1.07 MS
training to effectively use various instructional

devices, which can lead to a learning curve that

impacts teaching and learning processes.

Online learning can be challenging due to 2.59 0.87 S 2.49 1.04 MS 2.00 1.04 MS
difficulties in using interactive tools and

students struggling with active participation

in digital discussions or activities.

The online learning environment may face 2.59 0.88 S 2.43 097 MS 202 1.06 MS
challenges in protecting personal and sensitive

information, potentially affecting trust and

confidence among instructors and students.

Not all of the students have gadgets and 2.67 0.91 S 2.50 1.00 S 2.03 1.08 MS
internet connections.

The challenge lies in the absence of necessary ~ 2.55 0.87 S 2.44 097 MS 2.00 1.07 MS
facilities and technologies for blended learning.

Lack of physical examination maneuvers 2.50 0.89 S 2.49 098 MS 203 1.11 MS
during online sessions.
Some students are having difficulties in 2.64 0.88 S 2.46 1.00 MS 2.06 1.12 MS
regularly going online.
Blended learning faces challenges like 2.60 0.85 S 2.47 1.02 MS 198 1.09 MS

incorporating digital technology, requiring
skills and knowledge, and improving students'
reading comprehension abilities.
Participants are most challenged through 2.63 0.91 S 2.49 1.04 MS 198 1.05 MS
carrying out a lesson and a lack of resources.
Overall Mean 2.59 0.80 S 2.46 093 MS 2.00 1.04 MS

Access to learning materials, such as digital libraries or licensed content, also presents challenges across all
years, with 4th-year students showing slightly more ease (mean = 1.98), likely due to greater experience in
navigating such barriers. Technological literacy issues follow a similar pattern, where younger students face greater
difficulty adapting to digital tools, though this gradually improves as they advance in their academic journey.
Additionally, adjusting to blended learning environments is a significant challenge, especially for 2nd-year
students (mean = 2.61), but decreases for 3rd-year (mean = 2.42) and 4th-year students (mean = 2.03).

These findings have several implications. Over time, students seem to develop coping mechanisms and gain
better access to resources, but disparities, particularly among younger students, persist. The digital divide continues
to pose barriers to educational equity, and institutions must prioritize closing these gaps by offering stronger
technological support. Moreover, the consistent struggle to navigate multiple online platforms and access quality
materials highlights the need for targeted pedagogical training in digital literacy. Educational institutions should
also ensure equitable resource distribution so that all students have reliable access to necessary technologies.
Supporting studies corroborate these findings. For instance, research by Pokhrel and Chhetri (2021) on the impact
of COVID-19 on online education found that students from lower socioeconomic backgrounds struggled with
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technological access, echoing the current study’s findings of technological challenges, especially among lower-
year students. Selwyn’s (2020) study on digital literacy also supports the conclusion that students' ability to
effectively use digital tools varies significantly, with younger students facing greater difficulties. Furthermore,
Hrastinski’s (2019) work on blended learning challenges aligns with this study’s observation that students,
particularly in lower years, struggle with resource gaps and technological fluency.

Table 10
Extent of Challenges Encountered During Blended Learning in terms of Access to Learning Resources
2" Year 3" Year 4% Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI
Due to limitations in access to critical 2.58 0.92 S 2.46 1.05 MS 195 1.07 MS

technology, such as devices or a consistent
internet connection, some students may
struggle to access online content, resulting in an
unequal learning experience.
Some students may have trouble obtaining 2.58 0.89 S 241 1.01 MS 198 1.09 MS
specific learning materials due to availability
restrictions, such as limited access to digital
libraries, e-books, or licensed content required
for the course.
A wide selection of online learning instruments 2.58 0.88 S 2.43 099 MS 194 1.04 MS
may present difficulties for students in
organizing and navigating the materials.
Difficulties in locating certain materials or
knowing how to successfully access and use
those resources could hinder the learning
process.
Students might find it difficult when assessing ~ 2.53 0.89 S 2.40 099 MS 2.06 1.09 MS
the quality and reliability of internet
information. Sorting through a sea of online
materials to discover what is authentic and
dependable for academic purposes can be
difficult.
Due to the sudden changes, they resorted to 2.61 0.92 S 2.42 1.03 MS 2.03 1.11 MS
adjustments, but conflicts such as not having
enough resources necessary for blended
learning requirements still emerge.
Uneven access to reliable internet connections  2.60 0.89 S 2.41 1.00 MS 2.00 1.10  MS
and technology devices among students can
create disparities in their ability to access
online learning resources.
Students may find it challenging to navigate 2.68 0.86 S 2.45 1.01 MS 2.02 1.12 MS
and manage multiple platforms, leading to
confusion and potential difficulty accessing
essential learning resources.
This challenge can hinder students' ability to 2.64 0.87 S 2.44 1.01 MS 2.03 1.14  MS
access the necessary resources, impacting the
effectiveness of their learning experience.
Students with varying levels of technological 2.58 0.83 S 247 1.04 MS 2.02 1.14  MS
literacy may encounter challenges in effectively
using digital tools.
Technological obstacles can make learning 2.58 0.86 S 2.42 1.03 MS 2.03 1.10 MS
resources inaccessible to students who are
unfamiliar with or do not have frequent access
to a particular technology.
Overall Mean 2.60 0.80 S 2.43 095 MS 2.01 1.05  MS

Satisfaction. The data shows that maintaining consistency between online and in-person learning is perceived
as a significant challenge by 2nd-year students (mean = 2.57, SD = 0.92), but this challenge becomes less
pronounced by the 4th year (mean = 2.05, SD = 1.12). This suggests that while students may initially struggle with
inconsistencies in content delivery, they likely develop coping strategies or become more familiar with the blended
format as they progress. The implication here is that educational institutions should prioritize consistent quality
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across both modalities, especially for younger students who are still adjusting to this learning style.

Technical disruptions, such as platform malfunctions and poor internet connectivity, continue to be a major
source of dissatisfaction, especially for 2nd and 3rd-year students (means = 2.60 and 2.47, respectively). These
disruptions can impede learning and increase frustration, suggesting that schools should invest in better technical
infrastructure and offer consistent tech support to reduce these barriers, particularly for younger students who are
less equipped to deal with these challenges. Across all years, students report challenges with engagement and
participation in both online and face-to-face sessions. The means of 2.55 for 2nd-year students and 2.02 for 4th-
year students highlight a decline in perceived difficulty over time, but engagement remains a key issue. This
indicates the need for strategies to enhance interaction, such as using more engaging tools, interactive content, and
fostering better teacher-student dynamics, particularly for lower-year students.

Blended learning challenges, including lack of skills, limited social interaction, and poor internet connection,
have affected the satisfaction levels of students and educators, particularly for 2nd-year students (mean = 2.58).
Although the severity decreases by the 4th year, institutions should address these issues early on by offering more
resources, skills training, and support systems to smooth the transition to blended learning environments. Students
across all year levels express dissatisfaction when expectations regarding blended learning are not met. Although
this issue is less severe among 4th-year students, with means dropping from 2.48 to 2.05, unmet expectations
regarding course structure and engagement can still lead to dissatisfaction. Schools should emphasize clear
communication about course delivery methods and set realistic expectations to mitigate this issue.

Research supports these findings. For instance, a study by Pokhrel and Chhetri (2021) highlights that students
encounter significant issues with online learning due to technical problems, a finding consistent with the technical
challenges identified in this study. Another study by Hrastinski (2019) also aligns with these results, as it
emphasizes the difficulties students face in adjusting to blended learning, including technical issues and a lack of
interaction, which are prevalent challenges across all academic levels in this dataset. In contrast, a study by Selwyn
(2020) suggests that while technical issues are common, students in more developed educational environments
may experience fewer issues over time due to better infrastructure and support systems, which may explain the
decreasing means among senior students in the present study. This suggests that institutions that invest more in
technology and training can reduce these challenges more effectively. These findings indicate that while students
may adapt to online and blended learning environments over time, significant challenges remain, particularly for
younger students. To enhance student satisfaction and engagement, institutions must focus on providing consistent
learning experiences, improving technical infrastructure, and fostering better interaction in both online and face-
to-face formats.

Table 11
Extent of the Challenges Encountered During Blended Learning in terms of Satisfaction
2" Year 3" Year 4™ Year
Indicators (n=116) (n=118) (n = 66)
M SD VI M SD VI M SD VI
Maintaining consistency in online and in- 2.57 0.92 S 2.49 1.000 MS 2.05 1.12 MS

person learning can be challenging, as students

may perceive discrepancies in content quality

across various media, potentially impacting

their mental state.

Encouraging effective interaction and 2.55 0.86 S 2.42 1.00 MS 2.02 1.10 MS
participation among students and teachers in

online and face-to-face sessions can be

challenging, potentially impacting satisfaction

levels.

Technical issues, like platform malfunctions, 2.60 0.88 S 2.47 1.02 MS  2.00 1.10 MS
internet connectivity issues, or device

malfunctions, can disrupt the learning process

and cause discontent among students and

teachers.
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Tailoring the educational process to individual — 2.56 0.92 S 2.50 1.04 S 2.00 1.10 MS
needs and preferences can be challenging, as it
may require adjusting resources and
instructional methods to accommodate different
learning styles.
Blended learning faces challenges such as lack  2.58 0.91 S 247 1.06 MS 2.02 1.09 MS
of skills, poor internet connection, limited
social interaction, and lack of gadgets are the
reasons that affect the satisfaction of students
and educators.
Some students may feel a lack of interaction or  2.60 0.88 S 2.49 1.04 MS 198 1.12 MS
engagement in one or both modalities,
impacting their overall satisfaction with the
course.
Students are uninterested in participating in 2.59 0.83 S 242 1.05 MS 2.08 1.13 MS
online discussions, which reduces the
effectiveness and fulfillment of blended
learning.
Students may have varied expectations 248 092 MS 249 1.000 MS 2.05 1.12 MS
regarding the blended learning experience. If
these expectations are not effectively
communicated or aligned with the actual course
structure, it can result in dissatisfaction among
students.
Achieving a balance between online and in- 2.55 0.88 S 2.52 1.03 S 2.05 1.12 MS
person engagement can be challenging. Some
students may feel a lack of interaction or
engagement in one or both modalities,
impacting their overall satisfaction with the
course.
Inconsistencies in course delivery may impact ~ 2.55 0.90 S 2.48 099 MS 2.02 1.10  MS
the overall satisfaction of students who value a
cohesive learning experience.
Overall Mean 2.56 0.81 S 248 098 MS 2.02 1.06 MS

Summary of the Challenges Encountered. The analysis and interpretation of the data reveal a trend of
decreasing satisfaction and engagement as students’ progress through their academic years. Across the three
indicators—Personal Growth, Instructor Competency and Effectiveness, Technology Proficiency, and Access to
Learning Resources—the mean scores decline from the second year to the fourth year. The second- year students
generally perceive their experiences positively, with scores indicating "Satisfactory” (S) for most categories, while
third-year and fourth-year students report a shift towards "Moderately Satisfactory" (MS). For instance, personal
growth, which is essential for student development, shows a noticeable decline from 2.44 in the second year to 1.86
in the fourth year. Similarly, satisfaction in access to learning resources, vital for educational success, drops from
2.60 to 2.01 by the fourth year.

This declining trend has significant implications. The findings suggest that as students advance through their
program, they may encounter challenges that negatively impact their perception of the learning environment. The
decrease in ratings for instructor competency, technology proficiency, and access to learning resources may
indicate that students become more critical or that institutional support becomes less effective as they approach
the completion of their studies. This can lead to decreased motivation and overall dissatisfaction, potentially
affecting academic performance and retention rates.

In linking these results to related studies, this trend of declining satisfaction over time is consistent with
research by Tinto (1993) on student retention and the student experience. Tinto's model highlights the importance
of continuous support and engagement throughout a student’s academic journey, emphasizing that academic and
social integration is crucial for student success. Moreover, studies such as those by Astin (1999) emphasize the
role of institutional support systems and faculty involvement in sustaining student satisfaction and achievement.
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Table 12
Summary of the Extent of the Challenges Encountered During Blended Learning

2" Year 3" Year 4™ Year
Indicators (n=116) (n=118) (n=66)

M VI M VI M VI
Personal Growth 2.44 MS 227 MS 1.86 MS
Instructor Competency and
Effectiveness 2.57 S 2.33 MS 1.99 MS
Technology Proficiency 2.59 S 2.46 MS 2.00 MS
Access to Learning Resources 2.60 S 243 MS 2.01 MS
Satisfaction 2.56 S 248 MS 2.02 MS

Overall Mean 2.55 S 2.39 MS 1.98 MS

Level of Effectiveness of Blended Learning and the Extent of Challenges Encountered. The analysis of the
significant relationship between the level of effectiveness of blended learning and the extent of challenges
encountered reveals strong negative correlations across all variables. The negative values of the correlation
coefficients (ranging from -0.486 to -0.922) indicate that as the challenges encountered by students increase, the
perceived effectiveness of blended learning decreases significantly. For instance, satisfaction has the strongest
negative correlation with challenges (r = -0.922), showing that students who face more difficulties in the blended
learning environment are far less satisfied. Similarly, the strong negative correlations between challenges and
personal growth (r = -0.486), instructor competency (r = -0.553), technology proficiency (r = -0.598), and access
to learning resources (r = -0.556) imply that these critical components of blended learning are severely impacted
when students face challenges.

Table 13

Significant relationship between level of effectiveness of blended learning and the extent of challenges encountered
Variables r p-value Decision Analysis
Personal Growth vs. Challenges -.486™ 0.000 Reject Ho Significant
Instructor Competency and Effectiveness -.553" 0.000 Reject Ho Significant
vs. Challenges

Technology Proficiency vs. Challenges -.598™ 0.000 Reject Ho Significant
Access to Learning Resources vs. -.556™ 0.000 Reject Ho Significant
Challenges

Satisfaction vs. Challenges -.922™ 0.000 Reject Ho Significant
Level of Effectiveness vs. Extent of -.570™ 0.000 Reject Ho Significant
Challenges

Note: **. Correlation is significant at the 0.01 level (2-tailed).

These findings have important implications for the design and implementation of blended learning programs.
The significant inverse relationship suggests that blended learning is effective only when challenges, such as
technological barriers, lack of access to resources, or inadequate instructor support, are minimized. As challenges
intensify, students’ growth, satisfaction, and engagement with blended learning decrease, potentially undermining
academic performance and success. This aligns with the study by Garrison and Kanuka (2004), which highlighted
that while blended learning offers flexibility, its effectiveness is contingent upon reducing the challenges that
students face, particularly in terms of access to reliable technology and instructor interaction. Moreover, the results
are consistent with Vygotsky’s (1978) Social Constructivist Theory, which emphasizes the importance of
interaction and support for effective learning. When students face challenges that disrupt access to these support
mechanisms, the effectiveness of learning declines significantly.

In conclusion, the significant negative relationships suggest that addressing and mitigating challenges in
blended learning environments is crucial to enhancing students' personal growth, technology proficiency, and
overall satisfaction. Institutions must focus on minimizing these obstacles to ensure that blended learning can
achieve its full potential in fostering educational success.

Differences in the Effectiveness of Blended Learning

The analysis of differences in the effectiveness of blended learning according to year level, as reflected by the
ANOVA results, shows significant variations across all indicators: personal growth, instructor competency and
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effectiveness, technology proficiency, access to learning resources, and overall satisfaction. Each of these
indicators yields a p-value of less than 0.05, indicating that there are statistically significant differences between
the year levels in terms of how they perceive the effectiveness of blended learning.

For personal growth, the F-value of 12.246 (p = 0.000) suggests that students across different year levels
experience varied levels of growth within the blended learning environment. This may be due to differences in
academic maturity, adaptability to technology, or exposure to the blended learning format. Instructor competency
and effectiveness also shows significant variation (F = 7.637, p = 0.001), potentially indicating that upper-year
students might have higher expectations from instructors compared to lower-year students, leading to differing
perceptions of instructor effectiveness. Similarly, for technology proficiency (F= 8.349, p = 0.000) and access to
learning resources (F = 9.249, p = 0.000), upper-year students may face greater technological challenges or feel
more critical about the resources available, given their more advanced academic requirements. Finally, satisfaction
(F =8.016, p = 0.000) also shows significant differences, with varying levels of satisfaction across the year levels,
suggesting that student expectations and experiences with blended learning shift as they progress through their
academic journey.

These findings have important implications for the implementation of blended learning across different
academic years. Since upper-year students seem to perceive lower effectiveness in many aspects, educational
institutions may need to adjust the delivery of blended learning to address the specific needs of students at different
stages. For example, upper-year students may require more advanced resources, greater technological support, and
more sophisticated instructor engagement to match their higher academic demands. In linking this to related studies,
the results are consistent with the work of Arbaugh and Duray (2002), who noted that student satisfaction and
effectiveness in online and blended learning environments are influenced by students' year level and their prior
exposure to such learning modes. The results also resonate with Keller’s (1987) ARCS Model of Motivation, which
suggests that as students advance through their academic years, their motivation and engagement are driven by
different factors, including the relevance and support of the learning environment.

In conclusion, these findings underscore the importance of tailoring blended learning strategies to meet the
evolving needs of students as they progress through their academic years. Institutions should consider
differentiated approaches, offering more advanced and personalized support for upper-year students to enhance their
learning experience and satisfaction.

Table 14
Differences in the Effectiveness of Blended Learning According to Year Level
Sum of df Mean Square F p-value
Squares
Between Groups 5.892 2 2.946 12.246 0.000
Personal Growth ~ Within Groups 71.451 297 0.241
Total 77.343 299
Instructor Between Groups 4.191 2 2.095 7.637 0.001
Competency and Within Groups 81.486 297 0.274
Effectiveness  Total 85.676 299
Technology Be.tw'een Groups 4.106 2 2.053 8.349 0.000
Proficiency Within Groups 73.026 297 0.246
Total 77.131 299
Access to learning Beyw§en Groups 4.75 2 2.375 9.249 0.000
Resources Within Groups 76.26 297 0.257
Total 81.01 299
Between Groups 4.597 2 2.298 8.016 0.000
Satisfaction Within Groups 85.163 297 0.287
Total 89.76 299

4. Conclusions

The conclusions drawn from the analysis of students' perceptions of blended learning reveal that overall
satisfaction and adaptability improve as students advance through their academic levels. Fourth-year students
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demonstrate a higher level of comfort and success in navigating blended learning, rating their experience as "Very
Effective" compared to the "Effective" ratings of second- and third-year students. This progression reflects
increased adaptability, technological proficiency, and an appreciation for well-integrated learning tools and
instructional methods. Key factors such as instructor competency, access to digital resources, and personalized
learning experiences are highly valued by students in their later academic years, further enhancing their overall
satisfaction. However, challenges remain, particularly for younger students. Second-year students face more
significant difficulties related to technological access, platform navigation, and time management, indicating the
need for targeted interventions to bridge the gap for lower academic levels. Institutions must prioritize scaffolding
support for younger students through digital literacy workshops, peer mentoring programs, and early-stage
guidance in time management and platform usage. By progressively integrating digital tools and resources,
students can build their technological confidence and proficiency over time.

These findings also highlight the importance of instructor training and development, ensuring faculty are
equipped to deliver effective and engaging blended learning experiences. Personalizing learning experiences and
leveraging adaptive technologies can further enhance student satisfaction and outcomes across all academic levels.
Equitable access to digital resources and consistent feedback mechanisms are essential to fostering an inclusive
and effective blended learning environment. Overall, while blended learning is a highly effective approach across
academic levels, addressing the unique challenges faced by younger students through structured interventions and
ongoing faculty development will significantly improve learning outcomes and overall satisfaction.

4.1 Recommendations

Based on the conclusions, several recommendations can be made to improve students' blended learning
experiences. First, younger students, particularly those in their second and third years, face more challenges with
technological access, platform navigation, and time management. To address these issues, universities should offer
targeted support in the form of workshops on online platform usage, time management, and access to technology
resources. Additionally, increasing access to technological tools is crucial. Institutions can expand campus Wi-Fi,
provide lending devices, and offer discounts on software and hardware to ensure all students, particularly those
with limited resources, can participate fully in blended learning. Moreover, since fourth-year students express
higher satisfaction with their instructors' blended learning methods, implementing professional development
programs for educators is essential. These programs should focus on enhancing the use of online teaching tools
and multimedia resources while maintaining a balance between virtual and in-person instruction.

Furthermore, developing personalized learning and feedback mechanisms is vital, especially as students place
greater importance on teacher-student interaction as they progress academically. Institutions should ensure timely
feedback and tailored learning experiences to meet individual needs. Peer mentorship programs, where fourth-year
students assist younger students in adapting to blended learning, can also ease the transition for those struggling
with the format. Finally, universities should regularly monitor and assess the integration of technology in blended
learning environments. Evaluating students' needs and the effectiveness of the tools being used will ensure the
system remains efficient and accessible. By implementing these recommendations, educational institutions can
enhance students’ adaptability and satisfaction with blended learning across all academic levels.
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Abstract

This study aimed to determine which domain in the teacher's stress and social support
significantly influences the performance of elementary public school teachers. The researcher
used the quantitative, non-experimental design utilizing a correlational technique with
regression analysis. The respondents were the 182 elementary public school teachers of Santo
Tomas West District Division of Davao del Norte who were chosen through a stratified
random sampling technique. This study revealed that teachers stress in terms of information
load, interpersonal load, change load, activity structure, and time structure was low. This
study also revealed that social support in terms of non-school sources of support and school
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responsibilities was very high. Moreover, the result of the study revealed that teachers' stress
and social support have a significant relationship to teachers' performance. However, only
social support has a significant influence on teachers' performance. Lastly, all the domains of
social support, namely non-school and school sources of support, significantly influence

teachers' performance.

Keywords: MAED educational management, teachers stress, social support, teachers

performance, SDG indicators: #4 Quality Education

© The Author(s) / Attribution-NonCommercial-NoDerivs CC BY-NC-ND



Baria, J. M., & Avelino, 1.

Influence of teachers’ stress and social support to teachers’ performance

1. Introduction

The problem of teachers' performance affects students' academic achievement. It is common knowledge that
teachers who are not well-adjusted are unable to oversee their classrooms efficiently. Most teachers are driven,
enthusiastic, and enjoy what they do, yet many cannot handle the heavy workload, sleepless nights, and high
stress levels that instructors deal with daily. The need for educators to acquire new technology, online
instructional tools, tactics, and techniques to instruct students has expanded due to the global pandemic.
Although there has been evidence of success with new instructors, teachers are quitting the field worryingly,
particularly in the initial four years of their teaching careers (Cruz, 2022). Furthermore, researchers presented
findings to establish the link between teachers' stress and social support to teachers' performance. In addition to
the theoretical bases, emotional intelligence and self-efficacy are significantly associated with teachers’
performance. Teachers with high emotional intelligence and social skills typically exhibit better classroom
management. Teachers' performance is also strongly connected with their self-efficacy and job participation.
Teachers with conscientiousness characteristics are also mentioned as significant determinants of their
achievement (Kanya et al., 2021).

Researching teachers' performance is essential. Nowadays, people consider education as the most valuable
asset. It is an apparatus designed to help people think, work, and make decisions. Supervisory strategies can help
teachers reach their objectives and enhance their performance. Since teachers are one of the most critical
components of the educational process, their supervision and training have a bearing on the overall quality of
education. Through enhanced professional development and job performance, monitoring may improve teaching
strategies and result in student achievement. Ongoing education makes teachers more productive (Hoque et al.,
2020).

This study implied that teachers must continuously enhance the techniques and abilities essential to their
work. Being a teacher can be a rewarding and challenging career. Professional development for educators is
critical to any school's success. Success in the field requires unique abilities, information, and experiences. To
succeed in their jobs, teachers need a wide range of abilities. To effectively communicate curricular content to
pupils with varying learning styles, they must possess exceptional communication skills. They also require
patience, social support, and the capacity to maintain composure under pressure. Their ability to collaborate
allows them to work well with others (Daguman, 2020).

The connection between the influence of teachers' stress and social support may significantly affect teachers'
performance. Evidence demonstrates that high-achieving teachers are essential to improving student
accomplishment; high-quality instruction is a prerequisite for high-quality learning. The Philippines can foster
the development of well-rounded, morally-driven students with 21st-century abilities and advance the nation by
hiring top-notch educators. We need talented professionals who are creative problem-solvers, critical thinkers,
and culturally knowledgeable. To achieve excellent results, emotional assistance considers the affectability of the
teacher, the environment in the educational setting, and classroom management (Taguba, 2022).

Various literature and related studies described the relationship between teachers' stress and social support to
teachers' performance as a well-established fact. Study shows that the majority of teachers experience
psychological issues to some extent. They frequently feel the impacts of a high workload and psychological
strain, which has a negative effect on their ability to teach. Social support in the workplace is a vital indicator to
determine the mental status of teachers. Worker sentiments toward their employment refer to workplace
well-being; good feelings outweigh negative ones. It is critical to pay attention to teachers' work performance
and psychological wellness as shown by their level of workplace well-being. The well-being of teachers at work
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directly affects their ability to perform better and live better lives. It also influences their professional
development, success, drive, and interests (Sun et al., 2022).

Teachers who feel their work is too demanding may disengage from their professions. Teachers who were
not successful were more likely to consider quitting. Perceived distress amplified the impact of low thriving on
the intention to leave. They demonstrated that teachers' stress levels and mental health influence individuals’
plans to quit. Teachers who are under stress tend to perform poorly and are more likely to become disengaged
from their jobs. Their reported distress and mental health influenced teachers' intentions to depart. Interventions
must be planned and implemented to support teachers' mental health and manage stress (Marais-Opperman et al.,
2021). The phenomenon of exhaustion is associated with the workplace and impacts various aspects of teacher
performance, including work efficiency, relationships with others, and happiness in general. Mainly,
psychological, physiological, and spiritual weariness may result from instructors' expectations not matching the
reality of their work environment. The principal's leadership style or connection to the teachers is related to the
teachers' level of exhaustion. Teachers may encounter potentially stressful situations because they must work in
tandem with teachers, administrators, counselors, and other educators and meet their students virtually every day.
Teachers face various pressures, including heavy lesson preparation burdens, role uncertainty, and classroom
control challenges (Panisoara et al., 2020).

The implications of previous works are relevant to the study since they are the basis for formulating the
problem presented by the researcher. The related studies aided the researcher in developing the questionnaires
used to create the association between the influence of teachers' stress and social support on teachers'
performance. Furthermore, in support of the theory mentioned above, the relationship between measures takes
into account that there is a more significant relationship than the readings mentioned above, which also accounts
for the relationship between the measures used in the study. The researcher considers that other underlying
elements provide insights and elucidations about the work.

This study is anchored on the theory of Emotional intelligence by Daniel Goleman. Understanding feelings
and awareness of themselves are needed to realize a feeling as it arises inside oneself. Self-regulation, or the
capacity to effectively control feelings, is necessary for emotion management. People with this ability recover
from life's setbacks and pressures far faster. Strong social networks and interpersonal ties help people function
effectively. (Goleman, 1998). Balboa (2020) supports the first independent variable with the following indicators:
information load, interpersonal load, change load, activity structure, and time structure. The second independent
variable is supported by Korte and Simonsen (2018), with the following indicators: non-school sources of
support and school sources of support. The dependent variable is supported by Nelson (2013) with the following
indicators: instructional process, classroom management, interpersonal relationships, and professional
responsibilities. This study uses the Emotional Intelligence theory to determine the influence of teachers' stress
and social support on teachers' performance.

The first independent variable of the conceptual framework, as shown in Figure 1 at the back of the study, is
teachers' stress, supported by Balboa (2020) with the following indicators: information load, interpersonal load,
change load, activity structure, and time structure. Information load refers to teachers' capacity to tolerate
information overload in occupational settings. Interpersonal load refers to teachers' experience of stress related
to interpersonal relationships at work. Change load refers to teachers' tolerance and understanding of
work-related change. Activity structure relates to teachers' tolerance and experience in completing work activities
and meeting expectations. Time structure refers to teachers' stress related to timelines and deadlines at work.

The second independent variable is social support, as supported by Korte and Simonsen (2018), with the
following indicators: non-school sources of support and school sources of support. Non-school sources of
support refer to support from family, community, partner or spouse, and friends outside work. School sources of
support refer to support from administrators, co-teachers, students, parents, and the community where teachers
work.
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The dependent variable is teachers' performance, supported by Nelson (2013) with the following indicators:

instructional process, classroom management, interpersonal relationships, and professional responsibilities. The

instructional process refers to the preparation and strategies that accommodate students' learning needs that

promote learners' success. Classroom management refers to the classroom environment that supports responsible

student behavior constructively. Interpersonal relationship refers to interaction with parents, community, and

staff. Professional responsibilities refer to schools' policies and procedures that participate in professional

growth and development for teachers.

The researcher has not come across a study that is the same as the one undertaken in the researcher's target

locality, which focuses on the influence of teachers' stress and social support on teachers' performance. There are

studies on teachers' performance but not on target locality. Governments and the international community must

uphold values and implement reforms for all parties involved in education to realize the promised future for

children, youth, and other stakeholders in the field (Agron, 2021). Thus, there is an urgency to conduct the study.

Independent Variables Dependent Variable

Teachers Stress
Information Load
Interpersonal Load

Teachers Performance

Non-school Sources of Support
School Sources of Support

Change Load
Activity Structure
Time Structure Instructional Process
Classroom Management
Interpersonal Relationship
Social Support Professional Responsibilities

Figure 1. Conceptual Framework of the Study

Research Objective - The study's primary objective is to seek the influence of teachers' stress and social

support to teachers' performance. Specifically, it sought to attain the following.

>

To describe the level of teachers' stress in terms of information load, interpersonal load, change load,
activity structure, and time structure.

To describe the level of social support in terms of non-school sources of support and school sources of
support.

To describe the level of teachers' performance in terms of instructional process, classroom
management, interpersonal relationships, and professional responsibilities.

To determine if there is a relationship between teachers stress and social support to teachers
performance.

To find out if there are domains in teachers stress and social support that significantly influence
teachers performance.
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Hypothesis - The following hypotheses were verified at a 0.05 significant level:

»  There is no significant relationship between teachers stress to teachers performance and social support
to teachers' performance.

»  There is no domain in teachers stress and social support that significantly influence teachers
performance.

The significance of the study highlights fascinating themes and problems that will aid future researchers in
conducting additional research on the influence of teachers' stress and social support on teachers' performance,
which will inevitably be there to their advantage. Similar studies could be conducted by other researchers in
other settings, enabling them to relate to this. Additionally, the local government will benefit from this. They
might have to help schools more actively, particularly with activities associated with school. They must provide
schools with more funding, equipment, and technical help. Private neighborhood educational institutions should
be considered when offering assistance. Azzahra (2020). Furthermore, this will help the Department of
Education since teacher excellence and success determine the caliber of a program in an academic department.

2. Method

Research Respondents - The respondents were the elementary public school teachers of Santo Tomas West
District Division of Davao del Norte for the school year 2023-2024. Santo Tomas is a first-class municipality,
officially referred to as Sto. Tomas. The study was specific to the settings of elementary public school teachers at
Santo Tomas West District in the Division of Davao del Norte. Furthermore, the computed sample size used at
least a 0.05 significance level, and the total population was 331 according to Slovin's formula. Slovin's formula
was utilized to calculate the sample size. As for precision, Kothari (2004) says that, with a 95% confidence level,
the sample results reflect the actual status of the population inside a particular precision spectrum. The researcher
employed the stratified random sampling technique to select the respondents. In this type of sampling, a
particular set of things is chosen randomly and then categorized from the population. The selected sample is
combined from multiple strata to form a single sample. Using a probability sampling technique called stratified
random sampling, samples are selected from the total population according to the characteristics of a specific
factor (Iliyasu & Etikan, 2021). In this study, the researcher described the inclusion criteria of the population
(elementary teachers) and location in (Santo Tomas West District, Division of Davao del Norte). Contrary to that,
the exclusion criteria were teachers outside Santo Tomas West District, Division of Davao del Norte.
Respondents who felt threatened by how the study was conducted were allowed to leave at any time. Participants
were free to leave the study at any stage if they wanted to. Respondents participated based on informed consent.

Materials and Instrument - This study used three (3) sets of adapted and modified questionnaires to assess
the teachers stress, social support, and teachers performance of elementary public school teachers. Teachers
stress has five (5) indicators, namely: information load, interpersonal load, change load, activity structure, and
time structure. Social support has two (2) indicators namely: non-school sources of support and school sources
of support. Teachers performance has four (4) indicators, namely: instructional process, classroom management,
interpersonal relationship, and professional responsibilities. After undergoing internal and external validation,
the researcher submitted the survey results to the panel of experts. The external validators gave the questionnaire
a 5.0, or very good, content validation rating. Following editing, the researcher conducted the pilot testing, and
the results were given to the statistician so that Cronbach's Alpha could be used to assess the validity and
reliability of the items.

Design and Procedure - This study used a quantitative non-experimental research design using a casual
effect approach utilizing multiple regression analysis. It is systematic and empirical and utilizes various
typologies, methodological approaches, and techniques. This was concerning the relationship between the
variables of the study. Hence, Kalla (2011), a correlational investigation, ascertains the link between two or more
variables; that is, it ascertains if an upsurge or decrease in one variable can affect the reduction or increase of
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another. Furthermore, according to Siegle (2015), correlational research merely examines the correlations
between variables rather than attempting to impact any one of them. He went on to say that correlations can vary
in the degree or intensity of the link and have either a favorable or adverse orientation. To get the data, the
researcher requested authorization. Recruitment was free from compulsion, improper influence, or enticement.
After retrieving the questionnaires, the researcher screened the data to reduce the likelihood of outliers during
analysis. Subsequently, the information was transcribed, recorded, and examined. In addition, because the
respondents were preoccupied, the researcher had to wait several days to obtain the survey questionnaire. The
researcher gathered the data after school to guarantee that there would be no disruptions to the lessons and that
the respondents with internet access completed the survey online.

Voluntary Participation. Teachers of the chosen educational institution can withdraw at any moment if they
feel intimidated by how the study is conducted. At any point during the study, participants can cancel if they
want. Based on informed consent, the respondents took part in the survey.

Privacy and Confidentiality. The participants were aware that their responses were kept confidential and
their names would not appear in any part of this study. The data was collected from the subject using Microsoft
Excel. The researcher personally retrieved the questionnaires and disposed of them in a manner that left no trace
of the possibility of reconstructing information. Also, the researcher adhered to the Data Privacy Law.

Informed Consent Process. The researcher requested the participants to sign the informed consent specified
in the instrument for their voluntary participation in the study. Only those who signed the informed consent form
were considered part of the study.

3. Results and discussion

This presents the analysis, interpretation, and results of the data collected from the research tools. This study
intends to determine which areas significantly affect the teacher's stress and social support for teachers'
performance. The standard deviation was less than the standard deviation for a 5-point Likert scale, ranging from
0.53 to 0.97. This study implies that there is less variety in the responses provided by the participants, as the
evaluations from this study are very close to the mean (Wittink & Bayer, 1994).

3.1 Level of Teacher Stress

Presented in Table 1 are the mean scores for teachers' stress. The data show an overall mean of 4.139 with a
standard deviation of 0.377 and has a descriptive equivalent of low. The result implies that the level of teachers'
stress is low. Among the five (5) indicators of teachers' stress, information load obtained the highest mean score
of 4.407 and has a standard deviation of 0.452, followed by interpersonal load with a mean score of 4.343 and a
standard deviation of 0.462, activity structure with a mean score of 4.176 and a standard deviation of 0.523, and
change load with a mean score of 3.893 and a standard deviation of 0.544. However, time structure got the
lowest mean score of 3.876 with a standard deviation of 0.572.

Table 1

Level of Teachers Stress

Indicators Mean SD Descriptive Equivalent
Information Load 4.407 0.452 Very Low
Interpersonal Load 4.343 0.462 Very Low

Change Load 3.893 0.544 Low

Activity Structure 4.176 0.523 Low

Time Structure 3.876 0.572 Low

Overall 4.139 0.377 Low

Based on the result, the information load got the highest mean score of 4.407, with a standard deviation of
0.452, expressed as very low. This result reveals that teachers require a peaceful mind for practical work, taking
projects one step at a time, arranging their workspaces for privacy, and staying up-to-date with the constantly
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changing information. This finding is the same as the conclusion of Solania et al. (2023), that teachers are able to
function satisfactorily in their roles even in the face of additional tasks assigned in the classroom. It means that
teachers are dedicated and passionate about what they do. Even when their working conditions might not appear
ideal, they feel compelled to carry out their responsibilities and teach. There is no correlation between the
participants' overall negative outlook towards overburden and their performance on their duties.

This finding is the same as the result of Rossiandy and Indradewa (2023), which states that educators are
willing to grow to boost productivity, influencing their job satisfaction to the fullest extent possible because of
the improved quality of their work. Teachers' self-assurance in their abilities and expertise might improve their
job satisfaction. Since they drive themselves to concentrate more on accomplishment and the caliber of their job,
teachers are typically more tolerant of stress.

Second is interpersonal load, which attained an overall mean of 4.343 with a standard deviation of 0.462,
expressed as very low, which means that teachers are organized, can handle multiple people at once, prefer
smaller groups, and prefer the peace of the country living over large, chaotic groups. This finding is similar to
the study by Abejo et al. (2023) that people who possess excellent interpersonal skills typically perform well in
leadership roles because they can inspire and engage others around them. Successful interactions and
collaboration in personal and professional environments require interpersonal skills. People with strong
interpersonal skills know the complexities of interacting with loved ones, coworkers, and friends, and they are
more likely to foster pleasant connections and collaborate peacefully with people.

Similarly, this result parallels the study of Flushman et al. (2021), which claims that an educator's
community may boost their job happiness. Approaches that 'open' practice in methods that promote sharing,
reflection, and taking the required risks to change are effective in collaborative endeavors. Teachers value
collaboration over solitary and enjoy being involved in their surroundings. Focusing on making choices and
using problem-solving techniques produced a genuine forum for dialogue and the possibility of bringing
community-based learning into the educational setting.

Activity structure got an overall mean of 4.176, with a standard deviation of 0.523, expressed as low. This
result implies that teachers prioritized planning, organization, and efficiency, demonstrating the ability to handle
multiple activities simultaneously, maintain focus, and manage multiple projects simultaneously to ensure
success. This finding is in line with the study of Delos Reyes (2023) that educators uphold the highest values of
both their professional and personal conduct, organize their tasks in advance, schedule to avoid problems, and
prioritize tasks. This finding is supported by Pacia and Guevarra (2023). Educators are sincerely dedicated to
fulfilling their professional roles and obligations and approach their work well. The work of teachers is highly
valued as "very satisfactory” in several sectors, such as curriculum preparation, learning environments,
assessment and reporting, instruction and subject matter understanding, and individual development.

Fourth, change load got an overall mean of 3.893, with a standard deviation of 0.544, expressed as low. This
reveals that educators controlled their schedule efficiently, could think clearly with others, cope with the
fast-paced environment, and maintain productivity. This finding was the same as the conclusion of Baldelovar
(2023), which showed that even educators faced various circumstances that could lead to stress and negatively
impact their well-being. Instructors continue to receive ratings of excellent or adequate, implying that educators
are practical and pragmatic. Educators were trained to practice remaining calm, focused, and upbeat despite the
challenges they faced in their work.

This result parallels the study of Liu et al. (2023) that teachers with greater feelings of worth may develop
an upbeat mindset toward stress when faced with work-related changes since they have more faith in their
abilities to handle the demands of their professions. This significantly affects the work teachers put into their
lessons and the persistence with which they pursue their objectives, even in the face of failure. These positive
experiences give educators self-assurance, which enables them to enjoy their work even in the face of stress.
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Lastly, time structure got an overall mean of 3.876 with a standard deviation of 0.572, which is low. This
implies that teachers preferred to complete one task before starting another and can handle deadlines at work.
This finding parallels the result of Olivo (2021) that exceptional time management abilities are necessary for
teachers. Instructors reported that they had much paperwork and reports to complete daily; this list would assist
them in avoiding duplicating tasks and forgetting crucial ones. Educators also stated that they frequently planned
ahead of time.

Evidently, in the study of Paguntalan (2023) that teachers are effective time managers, class time is
effectively utilized to accomplish learning objectives throughout the whole teaching and learning process, using
effective teaching techniques and making optimum use of all available resources, teachers are able to achieve all
the required learning outcomes within the given time frame. They demonstrate the best time management
practices during their work, completing all necessary learning outcomes in the least amount of time. Teachers
with high self-efficacy are more likely to manage their time reasonably and create classroom environments that
support the method of teaching and learning, thereby helping them maintain their teaching-learning process.

3.2 Level of Social Support

Presented in Table 2 are the data on the level of social support based on the respondents' responses. It can be
gleaned from the table that social support has an overall mean score of 4.3, with a standard deviation of 0.446,
and has a descriptive equivalent of very high. Among the two (2) indicators of social support, non-school sources
of support obtained the highest mean score of 4.338 and a standard deviation of 0.495, followed by school
sources of support with a mean score of 4.262 and a standard deviation of 0.519. Furthermore, these two
indicators of social support have a descriptive equivalent of very high, which means that social support in terms
of these indicators is always manifested.

Table 2
Level of Social Support
Indicators Mean SD Descriptive Equivalent
Non — School Sources of Support 4.338 0.495 Very High
School Sources of Support 4.262 0.519 Very High
Overall 4.3 0.446 Very High

Based on the result, non-school sources of support got the highest overall mean of 4.338, with a standard
deviation of 0.495 expressed as very high. This indicates that educators report supportive relationships with
spouses, family, friends, churchmates, and the community, ensuring their well-being and support. This result is
interrelated with Jusay and Blancia (2021), who state that friends and family are frequently mentioned as
essential elements of solid mental wellness that you may rely on in difficult circumstances. These connections
are essential to your everyday functioning, whether you are amid an emotional breakdown and need help right
now or just want to spend moments with those who matter to you. People with social support are more resilient
in stressful situations and are more likely to survive and succeed.

Also, in the same study by Estigoy and Olua (2023), a community can be viewed as a matrix of
interpersonal relationships. Everyone gains when educators and community organizations collaborate to promote
learning. Associations have the power to uplift, assist, and even change individual partners, which enhances the
quality of programs, maximizes resource utilization, and improves curriculum alignment. Having teachers
actively involved in their surrounding areas and promoting their mental health through outreach and
extracurricular activities is the most efficient method to support both local and community growth.

Meanwhile, school sources of support got an overall mean of 4.262 with a standard deviation of 0.519,
which is described as very high. This suggests that teachers perceive fair treatment from administrators, kind and
cooperative co-teachers, helpful outside co-teachers, and understanding community support in their teaching
environment. This result parallels the study of Beduya and Gallardo (2022), which suggests that the Department
of Education should fund that foster social interaction between staff members, instructors, and students. Teachers,
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particularly those in rural regions, should continue receiving professional development from the Department of
Education. This study may expose educators' eyes to the value of a peaceful work environment at the
Department of Education for obtaining educational advantages and accomplishing personal goals.

This finding is similar to the study of Cadag (2024) that the school head ensures that tools, like technology
or instructional materials, are available to assist teachers' efforts to develop and urges teachers to work together
or as peer mentors to support one another. Giving teachers the resources they need is a top priority for
administrators, who recognize these assets' vital role in increasing academic standards. This proactive approach
fosters the perfect environment for practical instruction and learning. Administrators and teachers work together
to establish targets for achievement that are specific and attainable. Raising academic standards requires
collaboration among teachers, so school administrators prioritize providing them with the necessary resources.
Cooperative setting goals and peer mentoring were visible.

3.3 Level of Teacher Performance

Presented in Table 3 are the data on the level of teachers' performance based on the respondents' responses.
It can be gleaned from the table that teachers' performance has an overall mean score of 4.668 with a standard
deviation of 0.353 and a descriptive equivalent of very high, which is considered to mean that the teachers
exhibit desirable performance.

Table 3

Level of Teachers Performance

Indicators Mean SD Descriptive Equivalent
Instructional Process 4.606 0.427 Very High

Classroom Management 4.707 0.386 Very High
Interpersonal Relationship 4.681 0.399 Very High
Professional Responsibilities 4.677 0.4 Very High

Overall 4.668 0.353 Very High

Results of the study reveal that the performance level of elementary public school teachers of Santo Tomas
West District Division of Davao del Norte is very high. The respondents gave a very high rating in terms of
instructional process, classroom management, interpersonal relationships, and professional responsibilities. This
means that the teacher's performance of elementary public school teachers is very much manifested.

Among the domains of teachers' performance, classroom management got the highest overall mean of 4.707,
with a standard deviation of 0.386, expressed as very high. This implies that teachers create a conducive learning
environment, encourage responsible student behavior, foster positive relationships, provide clear directions, and
respect cultural differences in their classroom. This result parallels the study of Bullough (2024) that good
classroom management gives pupils a feeling of community. Teachers need to embrace student behavior as a
form of communication and take actions that foster a sense of acceptance, belonging, and connection among
students in the classroom. Educators foster an environment that is more loving and supportive, so even if a
student is not loved, they will still be acknowledged and may even learn how to respond to and assist others who
do.

In the same way, harmonious with the study of Yelda (2014), classroom management ensures that the flow
of the lecture is kept intact even when students behave disruptively. If teachers fail to provide clear expectations,
norms, and procedures, they run the risk of allowing several distractions to interfere with their students' learning.
Teachers need to establish clear rules for the classroom. Rules for the classroom teach pupils appropriate
behavior, which makes them useful tools for behavior management. Teachers should establish a climate in which
positive interactions are the norm and negative interactions are uncommon. Teachers need to provide thoughtful
criticism as soon as pupils behave appropriately. Behavior improves when it receives positive reinforcement.

Second, interpersonal relationships got an overall mean score of 4.681 with a standard deviation of 0.399,
which is very high. This indicates that teachers demonstrated positive relationships with parents, the community,
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staff, and parents, promoting classroom involvement, collaboration, and support among other teachers. It is in
line with the study of Dela Cruz (2023) that interpersonal relationships between teachers are highly effective.
They keep friends and family aware of what's going on in their immediate surroundings and foster a positive
atmosphere among them. They maintain close ties with their friends, family, and the local community. Educators
and the social component are focusing on preserving a healthy atmosphere and fortifying bonds with friends and
family. Teachers are also aware of the value of social networks with friends and family and environmental
support systems for overcoming difficulties.

Furthermore, this outcome is consistent with the study of Trongco and Benolirao (2023), which indicates
that a collaborative, positive school climate is crucial for tackling many of the difficulties faced by educational
institutions. The school might develop into a more caring and effective setting where everyone can work and
learn by taking into account the input from teachers, administrators, and students, as well as by showing
leadership and encouraging behavior. By maximizing teachers' skills and capacities to improve educational
efficiency—more specifically, the quality of teaching and learning through instructional supervision—adequate
human resources that can impact the educational system can be built.

Professional responsibilities got an overall mean of 4.677 with a standard deviation of 0.4, which is
expressed as very high. This indicates that teachers adhered to school policies, utilized technology effectively,
participated in professional growth activities, took on school-related responsibilities, and attended seminars for
professional development. It is similar to the research of Matias (2023) that educators need to gain experience
and go to conferences, workshops, and seminars that are pertinent to their work as supervisors. They ought to be
abreast of contemporary developments, particularly in education. To prepare and train future effective and
efficient teachers, a primary area should be a continuing program for teachers' personal and professional growth
that includes education regarding supervisory competencies and practices.

Additionally, in the same study by Wangda (2023), teachers’ views regarding professional standards for
teachers are largely favorable. The quality of education is improved when professional standards are put in place
because they improve the caliber of teachers. Many educators believe that both the quality of learning and
teaching in school environments, as well as individual teacher competency, may be determined by professional
standards. Therefore, educators think that professional standards can support capacity building to raise
professional competency, which will raise educational standards.

Lastly, the instructional process got an overall mean of 4.606 with a standard deviation of 0.427, expressed
as very high. This indicates that teachers -effectively prepare for classroom instruction, employ
curriculum-related teaching techniques, cater to individual student needs, manage instructional time,
communicate effectively, and utilize assessment information for effective instruction. It is in line with the study
of Caiete et al. (2023) that teachers enhance their subject knowledge to fully comprehend the curriculum and
provide effective instruction in the classroom. Effective lesson planning is a skill of teachers. They take into
account the pupils' past knowledge, carry out quick exercises, and foresee potential issues before they arise.
Students provide comments to teachers as well. To close the gap between what students need and what teachers
can provide, it is imperative that teachers get student feedback.

This finding parallels with the conclusion of Arombo (2023) that teachers' instructional approaches are
highly practiced. Instructors set up classroom environments that are more engaging and collaborative for their
students, as well as printed modules and educational materials. The exceptional level of success and dedication
exhibited by the instructors is reflected in their instructional leadership techniques and instructional abilities.
Organizational performance and effectiveness are consistently correlated with teachers' instructional leadership
practices and competencies. Teachers have a big influence on the quality of schools; thus, it makes sense that
creating effective leaders and teachers should be a top priority for all legislators in order for them to carry out
their duties.

3.4 Significance of the Relationship Between Teacher's Stress and Social Support to  Teachers' Performance
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The relevance of the components is shown in Table 4, which illustrates the relationship between teachers'
stress and social support to teachers' performance. The research hypotheses were tested at a 0.05 significance
level. The Pearson correlation test examined the relationship between the independent and dependent variables.

Table 4

Significance of the Relationship Between Teachers' Stress and Social Support to Teacher's Performance
Independent Dependent Variable r-value 2 p-value Decision
Variable

Teacher Stress Teachers Performance 0.300* 0.09 <.001 Reject Ho
Social Support 0.460* 0.2116 <.001 Reject Ho
#p<0.05

Teachers' stress has an r-value of 0.300 and an r-squared value of 0.09 with a p-value of 0.001, which shows
that the hypothesis stated that there is no significant relationship between teachers' stress and teachers'
performance was rejected. This means a significant relationship exists between teachers' stress and teachers'
performance among elementary public school teachers of Santo Tomas West District of Davao del Norte.

This finding is parallel with the conclusion of Cabatac et al. (2023) that teachers had low levels of
occupational stress. It is possible that educators have acquired stress and burnout management skills through
their work. Their seamless management of their tasks at school was facilitated by their pre-service and in-service
training. Additionally, they were not too procrastinating. They do not consider holding up their talks at work to
be a habit. They closely adhere to deadline norms when it comes to teaching chores like completing forms,
keeping class records, and submitting grades.

While social support has an r-value of 0.460, an r-squared value of 0.2116 with a p-value of 0.001, which
shows that the hypothesis which stated that there is no significant relationship between social support to teachers
performance was rejected. It means a significant relationship exists between social support and teachers'
performance.

The present study revealed a positive relationship between social support and teachers' performance among
Santo Tomas West District of Davao del Norte elementary public school teachers. This result is interrelated with
Remedios (2020) found a substantial correlation between instructors' teaching performance and support from
friends, family, church, and community involvement. This finding is connected to that finding. Instructors
concurred that a high level of resilience is facilitated by optimism, challenge orientation, find support-seeking.
When educators are completely motivated, they are more equipped to handle challenges. Teachers in educational
institutions prefer to believe that someone values and cares about their work, which in turn inspires them to work
more productively.

3.5 Regression Analysis on the Influence of Teachers' Stress and Social Support on Teachers' Performance

The linear regression analysis was utilized to validate which indicators of teachers' stress and social support
have significantly influence to teachers' performance among elementary public school teachers.

Table 5
Regression Analysis on the Influence of Teachers Stress and Social Support to Teachers Performance
Independent Variables Unstandardized Standardized t-value p-value Decision
Coefficients Coefficients
B SE Beta
(constant) 2.859  0.283
Teachers’ Stress 0.099 0.070 0.106 1.416 0.159 Do not Reject Ho
Social Support 0.325 0.059 0.410* 5.475 <.001 Reject Ho
Dependent Variable: Teachers Performance
#*p<0.05
R-value = 0.470 F-value =25.326
R?=0.221 p-value <.001

Table 5 shows that the two independent variables have different results that significantly influence the
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dependent variable. Specifically, the first independent variable, which is teachers' stress has no significant
influence to teachers' performance because the p-value is greater than 0.05. Furthermore, for the second
independent variable which is social support, the p-value is <.001 which leads to the rejection of the null
hypothesis. This further indicates that social support has a significant influence to teachers’ performance.

The result of the study revealed that the overall R-value is 0.470 and R? 0.221. This means that 22.1% of the
variations in teachers’ performance is attributed to both teachers' stress and social support. Consequently, there
are 77.9% other factors not included in this study may significantly influence to teachers’ performance.

3.6 Regression Analysis on the Domains of Social Support that Significantly Influence Teacher's Performance

Table 6 shows the regression analysis on the influence of the domains of social support on teachers'
performance among elementary public school teachers

Table 6
Regression Analysis on the Domains of Social Support that Significantly Influence Teachers Performance
Unstandardized Standardized t-value p-value Decision
Indicators Coefficients Coefficients
B SE Beta
(constant) 3.107 0.228
Non-School Sources of Support ~ 0.158 0.056 0.222% 2.811 0.005 Reject Ho
School Sources of Support 0.205 0.054 0.302* 3.819 <.001 Reject Ho
Dependent Variable: Teachers Performance
*p-value < 0.05 F-value = 24.204 p-value <.001
R-value = 0.461 R?=0.213

Statistics showed an F-value of 24.204 and a p-value of < .001, which indicates that social support
significantly influences the performance of elementary public school teachers. The R-value of 0.461 indicates
that there is a positive influence of social support on the teacher's performance of elementary public school
teachers. The overall R?is 0.213, indicating that 21.3% of the teachers' performance is explained by non-school
sources of support and school sources of support. Non-school sources of support have a standardized beta
coefficient of 0.222 with a probability value of 0.005, and school sources of support have a standardized beta
value of 0.302 with a p-value of 0.001. Prominently, all of the p-values are less than the set level of significance
of 0.05, which tells that the domains of social support significantly influence teachers' performance.

The study's findings are corroborated by a study of Pinaga and Abastillas (2023) that teachers received much
support from the school, including safety support, emotional and psychological support, and assistance for
professional growth. Teachers who attended seminars on resilience, mental health, and instructional upgrades as
well as those who addressed technological concerns through basic training were afforded excellent opportunities
for professional development. Instructors reported that the institution implements initiatives by embracing a
dynamic work environment and providing more assistance, particularly with technical matters. Teachers who
were not familiar with technology were trained by schools. When they need it, the school provides them with
timely, helpful assistance.

4. Conclusion

The study's findings lead to the following conclusions, teachers stress was low in terms of information load,
interpersonal load, change load, activity structure, and time structure. Social support was very high in terms of
non-school sources of support and school sources of support. Teachers' performance was very high in terms of
instructional process, classroom management, interpersonal relationships, and professional responsibilities.
Moreover, there was a significant relationship that exist between teachers' stress and teachers' performance.
Likewise, there was a significant relationship between social support and teachers' performance. Research results
on regression analysis revealed that only social support has a significant influence to teachers' performance.
Lastly, all domains of social support have a significant influence on teachers' performance.
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4.1 Implications for Teachers and Learners

The first implication for teachers and learners is that educational institutions should not bombard teachers
with too much information so that teachers can still focus on their students and lessen their stress, which may
help them become better teachers. Also, provide training for professional development, which focuses on time
management. The second implication is institution should consider implementing social support in terms of
non-school and school sources of support that would make educators feel appreciated and cared for. The
organization, communities, and family allow teachers to foster positive views of themselves and develop their
competence and confidence. They may also attend team building to motivate teachers to work together and
promote a positive relationship with each other. Finally, the Department of Education may provide a program
that will strengthen the relationships between teachers and their fellow teachers, their administrators, their
communities, and their families, since when teachers are supported, educators are highly committed to their
institution, which may improve their teachers' performance.
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Abstract

This qualitative case study reviews the Pinaggikanan extension program, identifying the
nature of the program, strategies for implementation, and outcomes of the extension program.
It also analyzes the implications of the program in education and the community.
Pinaggikanan, derived from the Bikol term meaning "origin," is an extension program
initiated by a Teacher Education College (TEC) of a state university in Camarines Sur,
Philippines. Since 2015 the program was implemented with the primary goal of promoting
Bicolano culture and arts through the development and dissemination of IEC materials. The
program supports SDG 4 by enhancing education through local history integration, SDG 17
by fostering partnerships with schools, local governments; and SDG 11which promotes
sustainable communities and the protection of cultural heritage. This extension program
utilized community-centered cultural education approach. Its implementation is characterized
by collaborative partnership and integrated research, extension, instruction, and publication
for cultural awareness in the target localities. Annual Pinaggikanan Festivals were conducted
wherein beneficiaries were able to express their appreciation for their Bicolano heritage
through artistic expression. Based on the assessment conducted, it showed that beneficiaries
who engaged in Pinaggikanan activities developed a high level of interest and appreciation for
their municipality's heritage, which translated into increased civic action and community
involvement. This paper revealed that the Pinaggikanan extension program enriches cultural
awareness by incorporating local legends, folktales, and arts into educational activities,
creating meaningful and context-based learning experiences. This exemplifies an effective

model of community-centered cultural education that may be replicable in other regions.
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1. Introduction

Cultural heritage is a vital part of a community's identity, representing its history, values, and traditions. In
the Bicol Region of the Philippines, this heritage is reflected in its festivals, arts, oral traditions, and customs.
However, cultural knowledge and practices are gradually disappearing, especially among younger generations,
as a result of modernization and globalization. This emphasizes the importance of efficient initiatives that can
close the gap between conserving cultural heritage and adapting it to modern society.

One such initiative is Pinaggikanan, an extension program initiated and implemented in 2015 by a TEC in a
state university in Camarines Sur, Philippines. The program’s name, derived from the Bikol term for "origin,"
reflects its goal to promote Bicolano history, culture, and arts. The extension program accomplishes this through
the creation and distribution of printed information, education, and communication (IEC) materials.
Pinaggikanan also supports the United Nations Sustainable Development Goals (SDGs), particularly SDG 4,
which focuses on quality education by integrating local history into learning materials; SDG 17, which
emphasizes partnerships to achieve shared goals; and SDG 11, which promotes sustainable communities and the
protection of cultural heritage.

The program's objectives include fostering an appreciation for local heritage among students, teachers, and
community members through a variety of art forms, such as literary, visual, performing, and media arts.
Additionally, Pinaggikanan promotes cultural awareness and evaluates artistic skills through activities like the
annual Pinaggikanan Festival. By combining education, community engagement, and artistic expression, the
program provides a model for sustaining cultural heritage while fostering a sense of pride and identity.

The objectives of this study are: (1) Identify the Pinaggikanan extension program, emphasizing the nature of
the program, strategies of implementation, and outcomes of the extension program; and (2) Analyze the
implications of the program to education and community. This study is guided by the theories Cultural
Transmission Theory, Cultural Identity Theory, and Cultural Education Theory. Cultural identification Theory
(Kim, 2002; Collier, 2005) emphasizes the significance of common cultural practices in promoting identification
and belonging, Cultural Transmission Theory (Van Schaik, 2011) describes how cultural information is
transmitted down from one generation to the next. Tosande raise awareness and preservation, Cultural Education
Theory (Smith & Sobel, 2010) places a strong emphasis on incorporating cultural information into the
classroom.

This study also recommends several actions and initiatives that may be implemented to improve the
extension program further helping in the preservation of cultural heritage amidst the changing world. By doing
so, it contributes to the broader discourse on cultural preservation and sustainable development, ensuring that
programs like Pinaggikanan continue to serve as a bridge between the past and the present.

2. Methodology

This study is a qualitative research design using a descriptive approach to describe the nature,
implementation strategies, and outcomes of the extension program and to analyze the impact of the program. The
descriptive research design was used because it is best suited for exploring the nature and effectiveness of
programs like Pinaggikanan, where the focus is on documenting activities, processes, and outcomes based on
stakeholders' experiences. According to Sandelowski (2000), qualitative descriptive studies provide a
comprehensive summary of events as they are experienced, making them ideal for program evaluation.
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Also, this study uses a case study design to explore Pinaggikanan extension program. Case study research is
particularly suited for examining complex, real-life phenomena within their specific contexts, as it allows for a
holistic and detailed understanding of the subject (Yin, 2018). Since the program was specifically conducted at
the TEC in a state university in Camarines Sur, case study design may facilitate the flexible analysis of this
particular context. It also enables the researcher to use multiple sources of data such as proposals,
accomplishment reports, social media posts, direct observation, and others. Furthermore, Creswell and Poth
(2018) note that case studies allow researchers to explore phenomena from the perspectives of various
stakeholders, providing rich, contextualized insights. In this study, the voices of program coordinators,
beneficiaries, and community partners are essential to understanding the program’s impact.

2.1 Research Methods

This study used different qualitative methods to gather and analyze data, ensuring a comprehensive
understanding of the Pinaggikanan program. These methods include document analysis, interviews with various
stakeholders, evaluation of festival assessments, and social media analysis. For the document analysis, it
involved examining program documents, reports, communications, and IEC materials. This information provided
insights into the program’s development, goals, and implementation strategies. Documentary analysis offers
foundational data, which is essential for understanding the framework of the program (Bowen, 2009).
Semi-structured interviews were also conducted with stakeholders, including program coordinators, teachers,
students, and local government representatives. This approach allowed for an in-depth understanding of their
perspectives, experiences, and challenges regarding the extension program. Interviews are a well-established
qualitative method for gathering rich, detailed data from participants (Creswell & Poth, 2018). Data from
assessments during the Pinaggikanan Festivals were also analyzed. These evaluations provided insights into the
program’s effectiveness and its contributions to the community. Lastly, the study employed social media analysis.
During the COVID-19 pandemic, the program utilized digital platforms to sustain its activities. Social media
posts and radio broadcast recordings were analyzed to evaluate how the program maintained its efforts during
this period. According to Sloan and Quan-Haase (2017), social media analysis is increasingly recognized as a
valuable tool for assessing digital engagement in qualitative research. By using these methods, the study ensured
a comprehensive analysis of the Pinaggikanan program.

2.2 Research Locale

The study was conducted in Camarines Sur, Philippines, where the Pinaggikanan program has been actively
implemented since 2015. Specifically, the program engaged schools and communities in municipalities such as
Bula, Nabua, Magarao, and Baao. These areas were chosen because of their active participation in the program
and their representation of the diverse cultural heritage in the Bicol Region.

2.3 Research Procedures and Ethical Considerations

This study followed a systematic process and ensured ethical considerations. First, permission to conduct the
research was obtained from the university's respective offices and program coordinators. Relevant program
documents, such as program proposals, letters, reports, activity proceedings, and evaluation results, were
gathered and examined to understand the program’s nature, goals, implementation, and outcomes. Then, data
were collected, analyzed, and discussed. Ethical considerations were carefully followed throughout the study. All
participants were asked for informed consent before the start of the interview. The purpose of the study was
clearly explained to them, including how the data would be used and their rights as participants. Confidentiality
was strictly upheld. Their names were anonymized and their identities remained protected. Participants were
informed of their right to withdraw from the study at any point. These steps were essential for promoting
transparency and adhering to ethical research standards, as recommended by Orb et al. (2001).
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3. Results and Discussion

3.1 Nature of the Program

The state university has a dedicated Extension Services Division (ESD) office that functions as a key player
in implementing community development interventions of the university. These interventions aim to engage
stakeholders through a systematic and participatory process. Specifically, university extension services focus on
organizing stakeholders, developing programs and activities, efficiently utilizing resources, building partners,
documenting the implementation process, and conducting monitoring and evaluation activities. These functions
align with the university’s approved manual, which articulates extension as one of the four core mandates of its
faculty and personnel alongside instruction, research, and production.

The Pinaggikanan extension program is aligned with the extension agenda of the TEC and of the university.
These were collaboratively crafted by the college and the ESD. It was presented to both internal and external
stakeholders and received formal approval. The process for developing extension programs at the university
follows a sequential procedure such as proposal review, program implementation, monitoring, and evaluation.

Moreover, needs assessments were done in the proposal preparation wherein the stakeholders were active in
the identification of the community needs. Specifically for this extension program, the needs for local cultural
and historical knowledge and appreciation were identified. Also, participatory planning was done to ensure that
the ideas and needs of Local Government Units (LGUs), youth councils, and officials and teachers in basic
education schools are considered. This agrees with the study of Ferrer and Cruz (2017), where they mentioned
that effective extension programs rely on participatory planning and strong community partnerships. Henares
(2022) further notes that partnerships with local government units enhance the sustainability and impact of
conservation programs. In the case of Pinaggikinan program, the resources of the state university such as the
expertise of faculty members and specialization of pre-service students of the TEC were matched with the needs
of the community.

Once a program proposal is finalized, it is submitted to the ESD for review and approval. The approved
proposal then advances to implementation. Regular annual evaluations, which include inputs from external
evaluators, provide valuable feedback to enhance future program designs.

3.1.1 Program Goals

The Pinaggikanan Program is a flagship extension initiative of the Bachelor of Elementary Education
Program of the TEC in Camarines Sur, Philippines from 2015-2023, designed to promote Bicolano culture and
arts through the development and dissemination of IEC materials. Its specific goals include: (1) Fostering
appreciation for the origins of each barangay and municipality through creative writing, visual arts, media, and
performing arts; (2) Promoting cultural awareness, social action, pride in local heritage, and environmental
preservation among LGUs; and (3) Developing IEC materials on the history of barangays and municipalities,
derived from indigenous plant-based stories, for distribution to participating schools and LGUs. The
development and dissemination of IEC materials, as included in one of its program goals, is consonant with the
findings from Vargas (2019). He highlights the importance of culturally relevant educational materials in
fostering local identity. Vargas further argues that such materials can promote cultural pride and awareness
among younger generations.
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3.1.2 Partner Agencies

The Pinaggikanan Program’s success is anchored in its strategic partnerships with key stakeholders. A
Memorandum of Agreement (MOA) with the basic education schools in Camarines Sur, Philippines ensures the
program’s integration into schools across Bula, Nabua, Magarao, and Baao, Camarines Sur, Philippines.
Additionally, partnerships with the youth council ensured the engagement of young citizens. It helped enhance
cultural awareness through their participation in various activities.

In the 2020s, the program was further adopted by the Baao, Camarines Sur LGU and a basic education
school in the said locality. These partnerships integrate Pinaggikanan Festival into barangay and school activities,
such as their celebration of festival where the state university program coordinators were invited as resource
persons and judges.

3.2 Strategies of Implementation

The Pinaggikanan Program employed an innovative methodology that integrated research, extension,
instruction, and publication for cultural awareness in the target localities. This approach was strengthened
through formal partnerships established via memoranda of agreement.

3.2.1 Compilation of IEC materials

The program has a compilation of local folktales, legends, and historical narratives into published materials,
which were utilized in both classroom settings and community events. These materials served as valuable
resources for promoting culturally rooted education. This is aligned with the study of Smith and Sobel (2010),
which emphasizes the importance of integrating place-based and culturally responsive materials in educational
frameworks. Similarly, Acabado and Lauer (2014) noted how integrating cultural narratives through community
partnerships promotes cultural conservation effectively. Ancho and San Juan (2021) also highlighted that the
inclusion of heritage-related themes in educational materials can significantly enhance cultural awareness and
appreciation in local communities.

3.2.2 School and Community-based Pinaggikanan Festivals

Another mode of implementation of Pinaggikanan Program was the organization of school- and
community-based festivals centered around themes related to the lifecycle of plants since the mandate of the
university is agriculture-related. These events were adopted by local youth councils, including the youth council,
and supported by LGUs, highlighting the program’s collaborative nature. The festivals celebrated local history
and culture, instilling a sense of pride and identity among participants. This approach is consonant with findings
by Ferrer and Cruz (2017), who stated that participatory cultural activities contribute to enhancing community
engagement and cultural preservation. Furthermore, the Pinaggikanan Program aligns with insights from
Domingo & Roxas (2015) on the value of citizen participation in community-based heritage projects.

3.2.3 Conduct of Research

The program was the result of the study conducted by Dr. Gloria Osea in 2015, titled Pinaggikanan:
Toponyms of Barangays and Municipalities in the Province of Camarines Sur. The study identified a lack of
cultural awareness among respondents and underscored the need for interventions to promote local history. The
study led to the compilation of five Pinaggikanan folktale books, which were used to develop printed materials
for culture-based teaching under the K-12 curriculum. This aligns with the work of Vargas (2019), who
emphasized the significance of culturally relevant educational resources in fostering local identity and
awareness.

In 2016 and 2018, two studies were conducted to evaluate the outcomes and overall impact of the
Pinaggikanan Program on cultural awareness and engagement. In 2023, additional research focused on assessing
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the gender sensitivity of the Pinaggikanan stories and publications, ensuring that the program’s materials
promote inclusive and equitable representations. This effort answers the recommendations of UNESCO (2020),
which advocates for the creation of inclusive educational materials to promote equity and representation in
cultural education.

3.2.4 Program Proposal and Implementation

The Pinaggikanan Program was approved for implementation in 2015 and employed various strategies,
including seminar-workshops for students and teachers, as well as literary and cultural competitions. These
activities provided platforms for creative expression while reinforcing the program’s objectives of cultural
promotion and education. Over the years, the program introduced thematic festivals such as Pagpatalubo kan
Istoryang Pinanggikanan (2015). The Bicol word pagtalubo means "to sprout,” as in the emergence of a plant,
while istoryang pinaggikanan means "stories of one’s origin." Together, the title of the event, Pagpatalubo kan
Istoryang Pinaggikanan, symbolizes the extension program as a seed of cultural knowledge and appreciation and
are ready to sprout and grow through the extension program. By the program's fifth year, the festival was titled
Pag-ani kan mga Arteng Pinanggikanan. The term pag-ani means "harvesting," and arteng pinaggikanan
translates to "arts works of one’s origin." This progression in event themes reflects the program’s journey—from
planting the seeds of cultural and historical awareness to harvesting the fruits of appreciation and engagement
through arts.

During the COVID-19 pandemic, the program adapted to digital platforms. Activities such as radio
broadcasts on DWOS 103.9 Boom FM, educational vlogs on local bamboo crafts, and online documentaries on
local legends were done. Talk shows such as It's a DATE and BET Ko! further helped the program’s reach and
impact. This approach aligns with the study by Eisenlohr (2004), who emphasized the role of digital
technologies in expanding the accessibility and relevance of cultural programs in modern contexts. Through its
integration of research, education, and community participation, the Pinaggikanan Program stands as a model for
revitalizing local heritage to promote cultural awareness and promotion.

3.3 Outcomes of the Extension Program

The Pinaggikanan Program has shown success in meeting its objectives, particularly in fostering cultural
appreciation, encouraging civic engagement, and developing educational resources. Through its emphasis on
creative arts, strategic community partnerships, and the creation of IEC materials, the program has contributed to
the preservation and promotion of Bicolano heritage.

3.3.1 Objective 1: Development of Appreciation for Local Origins through Creative Arts

The Pinaggikanan Program has successfully instilled an appreciation for local origins among its participants
during the Pinaggikanan Festivals. According to the survey conducted in 2016 by the pre-service teachers to the
53 secondary school student beneficiaries from six Pinaggikanan schools, most students were highly engaged
and interested in the origins of their municipalities. Many actively participated in and showed enthusiasm for
festival-related activities that celebrated these origins.

Furthermore, an assessment of the student beneficiaries' skills across various artistic areas was conducted. It
revealed high levels of competency. In literary arts, students participated in essay writing and poster-making
contests, with three out of nine participants achieving an "excellent" level and others receiving "outstanding,"
"very good," or "good" ratings. In visual arts, such as poster-making and painting, four out of eight students
reached the "excellent" level, with the remainder performing at an "outstanding" level. Performing arts, which
included storytelling, traditional poetry (tirigsikan), and creative dance, yielded an overall rating of "excellent,"
showing the program’s success in enhancing cultural competencies. Film and media arts also saw participants
achieving high standards, further demonstrating the program’s effectiveness in nurturing artistic skills. These
assessments showed that elementary school student beneficiaries have high interest, awareness, appreciation, and
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skill competency across artistic areas. These findings agree with Vargas (2019), who stated that integrating
culturally relevant creative arts into education strengthens identity and fosters pride in local traditions.
Furthermore, The role of local schools in cultural preservation, as explored by Bonnet et al. (2018), aligns with
the program’s goal to integrate cultural education into curricula.

3.3.2 Objective 2: Promotion of Cultural Awareness, Civic Action, and Environmental Preservation

The Pinaggikanan Program’s community-based approach, particularly its partnerships with local
governments, has magnified its impact by encouraging civic engagement, cultural pride, and environmental
awareness. The program was able to collaborate with the youth council in Bula, Camarines Sur for the
integration of cultural themes from Pinaggikanan into their annual celebration of Youth Week (Linggo ng
Kabataan). This partnership facilitated various competitions—such as promotional video-making, slogan
creation, and logo design—that empowered participants to creatively express their cultural heritage and pride.
Notably, the winning logo design from this collaboration was adopted as the official emblem of the Youth
Council of Sagrada Bula, Camarines Sur creating a lasting symbol of cultural identity.

In 2018, pre-service students of the TEC assessed the beneficiary's result of participation in the program. It
showed that participants who engaged in Pinaggikanan activities developed a high level of interest and
appreciation for their municipality's heritage, which translated into increased civic action and community
involvement. Reinforcing these findings, the leader of the youth organization of Bula, Camarines Sur shared on
the program’s lasting impact, stating, “the TEC in a state university in Camarines Sur planted the seed of
Pinaggikanan in Bula, and we, the youth, cultivated it in the name of history, culture, and arts.” This statement
implies the Pinaggikanan Program’s success in instilling cultural pride and ownership within the community’s
youth. The impact aligns with Ferrer and Cruz’s (2017) study, which highlights the critical role of participatory
cultural programs in fostering sustainable civic engagement.

3.3.3 Objective 3: Development of IEC Materials on Barangay and Municipal Histories

The Pinaggikanan Program also emphasized the creation and distribution of IEC materials that highlight the
histories and cultural significance of various barangays and municipalities. These materials include folktales,
legends, and origin stories derived from historical research. These were then provided to local schools and
government units for educational use. According to the assessment done after the implementation of the program
in 2018, student beneficiaries using Pinaggikanan resources demonstrated high competency in literature and
cultural expression. One of these IEC materials is the Pinaggikanan Folktale Book, a compilation of origin
legends from partner municipalities. Additionally, the program developed a newsletter titled “The Climb”. This
IEC was used in the instructions of pre-service teachers during their demonstration teachings, wherein one of
them received an award in Bicol Region’s Ten Outstanding Student Teachers competition, with one student
placing third overall. This recognition underscores the effectiveness of Pinaggikanan’s IEC materials in fostering
culturally responsive education, supporting culture-based teaching, and contextualizing lessons in elementary
and secondary schools.

3.4 Implications to Education and Community

This paper revealed that the Pinaggikanan extension program enriches cultural awareness by incorporating
local legends, folktales, and arts into educational activities, creating meaningful and context-based learning
experiences. By incorporating community-specific IEC materials, the program fosters a deeper connection to
heritage among students, promoting a stronger sense of identity and belonging (Smith & Sobel, 2010). Moreover,
the development of IEC materials contextualized to the Bicol Region ensures that Bicolano heritage is both
preserved and revitalized, addressing the need for contextualized and culturally relevant education.

The Pinaggikanan extension program exemplifies an effective model of community-centered cultural
education, offering a replicable framework that can be adopted in other regions across the country to address
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similar challenges. This is aligned with the study of Dulay and Villanca (2023), where they emphasized the
importance of community-driven approaches in teacher-led extension programs for cultural education.
Furthermore, the potential for culture-based education to bridge traditional and modern learning approaches is
supported by Vitorillo and Arriola (2018). This approach aligns closely with UNESCO’s (2020) framework for
sustainable cultural education and supports the United Nations Sustainable Development Goals, particularly
SDG 4, which emphasizes quality education, and SDG 11, which promotes sustainable communities and the
protection of cultural heritage.

4. Conclusion and Recommendations

The Pinaggikanan program has proven to be an effective way to promote and preserve Bicolano heritage by
connecting the beneficiaries to their cultural roots. Through the use of local legends, folktales, and creative arts,
it has fostered cultural awareness and pride among students, teachers, and community members. Its focus on
collaboration, education, and the development of IEC materials shows how culture-based initiatives can be both
meaningful and impactful. The program’s success reflects the value of engaging communities in preserving
traditions while adapting to the needs of today’s society.

This study recommends expanding partnerships with additional agencies, educational institutions, and
cultural organizations. This may broaden the program's reach and resources. Collaborating with NGOs and
private sector stakeholders can provide new opportunities for funding and support. Second, the program may
incorporate technology and digital media for better dissemination of IECs and social media campaigns. Third,
the program may promote gender sensitivity. It may initiate efforts to ensure and address gender biases in
cultural narratives and encourage inclusive and gender-fair language in writing IECs. Fourth, the program may
empower young leaders to initiate cultural promotion and preservation activities. Lastly, alumni of the TEC may
be engaged to maintain sustainability. They may serve as ambassadors of Bicolano heritage and sustain the goals
of the Pinaggikanan extension program.
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Abstract

In an English classroom, participants—students and teachers alike whose first language may
not necessarily be English—immerse to the six, previously five, macro skills namely:
speaking, writing, listening, reading, and viewing. It is important to underscore, as studies
have shown, the thought that writing, along with listening, is seen to be the hardest among the
skills to teach. In light of such assertion, this study looked into the challenges tertiary students
encountered when they write essays or writing tasks required for submission as well as their
proposed interventions on how they can be best helped with respect to these challenges. The
data were obtained through a survey questionnaire containing two open-ended questions (one
dealing with what challenges students encounter and the other their proposed interventions in
light of these challenges) deployed across 140 students who were asked to about their
perceived challenges in writing as well as their proposed interventions on how they can be
helped following the needs analysis framework. The findings revealed that among the most
prominent challenges encountered by students are as follows: (1) clarity and coherence, (2)
organization of ideas, and (3) word choice. On the proposed interventions, the following were
obtained based on the responses: (1) feedback from instructor, (2) input on the use of
strategies such as outlining and mind maps, and (3) reading and exposure to required
language materials. These findings are then used as basis for policy recommendations for an
enhanced writing curriculum offered by the department responsive to these needs and
incorporating the students’ proposed interventions. As a venue for further studies, it would be
good to conduct a focus-group discussion (FGD) on the side of the teachers for the

implementation of an enhanced writing curriculum to be offered among college students.

Keywords: challenges, interventions, writing curriculum, context-sensitive, tertiary students

© The Author(s) / Attribution-NonCommercial CC BY-NC



Herrera, P. D. P.

Challenges and interventions in writing from the perspective of selected tertiary

students: Basis for an enhanced and context-sensitive writing curriculum

1. Introduction

Writing is one of the five, previously four, macroskills of English. The others are speaking, reading,
listening, and, more recently, viewing. According to Beare (2019), it is considered as one of the hardest skills to
master and to teach because it requires the simultaneous application of all other requisite skills. Additionally, as
in the study of Balqiyah (2021), not only is the simultaneous application of requisite skills required in writing,
the learners themselves are also very much involved in the process of writing: pre-writing, during writing, and
post-writing. Both these points are central to how writing is learned and mastered in the context, at least, of
English as a second language. Such assertion is also echoed by Baharudin et. al (2023) who said, in their study,
that writing in English is seen to be a challenging task for non-native speakers of the language, as the
participants in this study.

Such difficulty in mastering writing is concretized in the study of Aldabbus and Almansouri (2022) in their
study on academic difficulties faced by tertiary EFL (English as a Foreign Language) learners. The findings of
their study revealed salient points considered by students as challenges when they write. These are as follows:
choosing the appropriate words, difficulty in developing thesis statements, organizing ideas, and writing coherent
paragraphs. They further went on to say that these challenges are further aggravated by the fact that students
were not exposed to the required language materials as evident by their low English language proficiency and
lack of feedback. Finally, their study suggested that the findings should form as part of the considerations in
designing the writing/language curriculum.

Sa’adan et. al (2024) echoed the same by pointing out that, in terms of undergraduate students, there are,
indeed, challenges when it comes to writing. Their study also found out that, apart from the ones mentioned in
the previous paragraph, the undergraduate students also encounter difficulties goal setting, clarity of instructions,
topic, familiarity, and confidence in grammar and usage. In light of these challenges and difficulties, they
mentioned that it is important to determine the efficacy of specific instructional strategies and interventions in
relation to these writing difficulties.

In the Philippine academic context, the study of Gorospe and Rayton (2022) sustained similar findings in the
context of college students. Their study found out that students have problems in writing particularly in major
sub-areas of the skill which are: syntax, grammar, and vocabulary. In addition, the study also noted that, among
the students’ recommendations in light of these writing difficulties, teacher assistance and exposure to language
materials such as reading matter in the development of writing skills. In relation to these difficulties, the study of
Salvador (2024) outlined writing strategies that aim to facilitate the writing skills of Filipino college students.
The study revealed that basic writing workshops, online webinars, and instructional material development are
pivotal in the process of learning the nuances of writing as a skill. The studies cited in this paper point to three
important insights: (1) that writing is a difficult skill to master; (2) that there are challenges faced by students
especially if they are not native speakers of the English language, and (3) that these challenges must be
accounted for in the design and implementation of the language curriculum.

Given these assertions from the studies cited, it is also important to include in the discourse the concept of
English for Specific Purposes (ESP) as a way to synthesize these assertions. According to Hyland (2022), ESP is
different from a more general English course as it focuses on particular and purposeful use of language. Such
particularity in language and purposeful use of language in the context of ESP points to the centrality of needs
analysis (the framework adopted in this study). In other words, the specific purpose in the acronym of ESP is
dependent primarily on context—and this context is best concretized when the needs (challenges, difficulties,
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perceptions) of students are accounted for. Although the English 014 class used in this study is not an
ESP-course, this is still important as this assertion on the importance of needs analysis and students’ context
paints a greater picture of the writing class—or any language class for that matter—that, in writing, we cannot
isolate the context and experiences that shaped the students.

2. Theoretical Framework

The study follows the needs analysis framework as its theoretical underpinning. According to Brown (1995),
as cited by Kaya (2021), it refers to the systematic collection and analysis of all subjective and necessary
information to define and validate the curriculum according to the language learning requirements of students.
This is important to underscore since the concept of language learning requirements —construed as the tertiary
students’ perceived challenges and their proposed interventions—is central to this study. As such, the English
014 (Writing Communication) class is considered to be ‘ideally’ according to the varying learning language
requirements of these tertiary students. This view is sustained by Sani, et. al (2020) in their study about needs
analysis and strategies for language teachers. They mentioned, in their paper, that needs analysis is a pivotal
element of any language course—regardless if the course is considered to English for Specific Purposes or
General English. This is best concretized in curriculum design and teaching and learning. In other words, the
curriculum design and the teaching-learning activities in the course should very much reflect the centrality of
students in the discourse.

Sharmin (2023) articulated that the conduct of needs analysis determines the success of any language course.
She further categorically asserted that such conduct of needs analysis allows the students to take part in
curriculum design, which is largely the work of teachers and other experts. This is an important insight in
relation to the present study because it is true that, in the context of the English 014 course, the syllabus and the
curriculum are designed by the teachers who are teaching this course; however, students’ needs are not yet
accounted for in such design. That is why this study attempts to redo that practice by actually allowing the
students—who are at the receiving end of classroom instruction—to actively take part in the writing course such
that their writing concerns and proposed interventions are taken into consideration. This is echoed by Hidayati
and Meisani (2023) in their study. They indicated that the findings of any needs analysis done to students should
form part of the course goals and objectives, ultimately benefitting the students for which it is designed.

These four studies on needs analysis, although not to be taken as the study’s attempt to provide a
comprehensive examinations of studies on the topic, point to glaring fact that a language course must be in
accordance to the students’ context—be it their needs or challenges. As such, the effectiveness of the language
course’s design and implementation is not solely dependent on the teachers as its designers and implementers,
but it also rests on how attuned the course is in terms of its topics, activities, and other assessments to the needs
of the students who, as mentioned, are at the receiving end of instruction.

Although, it is important to mention that the English 014 (Writing Communication) class from which these
students who were participants of these study were enrolled is considered to be a general education (English)
course. That is why there is no clear regard on the context of students particularly in terms of writing as the
curriculum, its design, the materials are solely based on the teachers implementing the course. In that light, the
findings of this study, where needs analysis was conducted, is actually an attempt by the researcher to redefine
the English 014 (Writing Communication) course from a general English course to an English for Specific
Purposes (ESP) course. That way, in the researcher’s view given the findings of the study, the course becomes
more responsive and attuned to the actual needs of the students enrolled in the class. Additionally, it also aims to
place premium in needs analysis as an important diagnostic mechanism for non-native English language students
in response to their context.

In relation to context, this study also subscribes to the Ignatian Pedagogical Paradigm (IPP) as its another
framework. IPP, as it is more commonly known, is central to the Jesuits particularly in their mission in the
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education sector. It is considered not as a template for a lesson plan but rather a worldview that fosters constant
reflection. The IPP puts premium on the concept of context as the beginning of teaching-learning. This is,
perhaps, an abstraction of needs analysis. In other words, the underlying concept of ‘analyzing the needs of the
students’ primarily points to this concept of context. In Ignatian education, the context is the first among the
sequence of steps—primarily because, Jesuits believe as pointed out by Mesa (2023), it facilitates the conditions
of learning. That is why what follows the determination of context in the Ignatian Pedagogical Paradigm is the
experience. Therefore, true learning, in the sense of Jesuit education, occurs when context students (and by
extension of the world) is factored in the design and implementation of the curriculum. Additionally, the Jesuits’
idea of context also is borne out of a related term—cura personalis, which means care or respect for the
individual (student’s) person. Again, this is important in the present study as the students’ context is given
emphasis in the design and the implementation of the course.

Needs analysis, context, and cura personalis are interrelated terms. In fact, needs analysis, a method, is a
concretization of the value of knowing the students’ context—meeting where they are before they enter the
classroom and caring for them as students endowed with (writing) experiences that ultimately shape them.
Therefore, as a way to reiterate, needs analysis provides a potent view of not only the extent of the students’
learning of the writing skill but, more importantly, the challenges that they encounter with it and the
interventions that can help them harness the skill.

2.1 Statement of the Problem

This study explores tertiary students’ perceived challenges and interventions in academic writing.
Particularly, it aims to answer the following specific questions:

»  What are the perceived challenges encountered by college students in academic writing?
»  How do they think they can be helped in light of such challenges?

»  What recommendations may be proposed given the challenges and interventions obtained from the
students?

3. Methodology

Research Design - The study follows a qualitative-quantitative approach in obtaining the required data to
answer the specific questions. The first part of the study involved the provision of an open-ended survey
questionnaire where students were asked to regarding the challenges they encounter in in the context of
academic writing. Afterwards, they were asked to answer, still in detail, how they think they can be best helped
given the challenges that they have indicated. As this study aimed to only provide baseline data on students’
challenges and interventions in academic writing, the choice of having an open-ended questionnaire warrants
that the respondents would be able to articulate very well and in detail these perceived challenges and the
interventions they think that can best help them. On the side of the researcher, this provision allows for a broader
determination of the challenges and interventions suited to the varying context of the students as respondents.
The second part was obtaining the frequency of the students’ responses to determine the dominant challenges
and prevailing interventions to arrest such challenges. In this study, the top three responses for both challenges
and interventions in academic writing were considered. In addition, to supplement the tabulated data, qualitative
insights on these challenges and interventions are provided. Finally, policy recommendations are provided in
light of all these in relation to the curriculum enhancement of the English 014 (Writing Communication) course.

Research Participants - The participants in the study were 140 selected tertiary students enrolled in English
014 (Writing Communication) class. They were chosen following the convenience sampling method (provided
that they were officially enrolled in the course) as the open-ended survey questionnaire was carried out as a way
to look the students’ context with respect to the challenges that they encounter when they do academic writing as
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well as their proposed interventions on how they can be best helped. Since English 014 is a General Education
course (GE) which means that all students regardless of degree program will take the course, the participants of
this study vary in terms of degree program: Engineering, Psychology, Computer Science and Information
Technology, Business and Accountancy, Criminology, Hospitality Management, Nursing, and Pharmacy. It is
important to take note that the degree program from which the research participant belongs to is not a variable or
a factor in this study because this, the present study, only aims to provide a baseline data on the challenges of
students in academic writing and their proposed interventions notwithstanding their academic programs.

Research Environment - The participants are selected undergraduate students from Cebu Institute of
Technology — University. These undergraduate students come from various degree granting units of the
institution. They are a mixed-group of students in both gender (male and female) and in year level. These are not
a factor in this study given the reason mentioned in the previous paragraph. Cebu Institute of Technology —
University is one of the four universities that had been granted autonomous and deregulated status from the
Commission on Higher Education (CHED) for its exemplary performance in these areas: instruction, extension,
and research. It has five degree-granting units: College of Arts, Sciences, and Education, College of Engineering
and Architecture, College of Nursing and Allied Health Sciences, College of Management, Business, and
Accountancy, and the College of Criminal Justice.

Research Data - The data were obtained from an open-ended survey questionnaire which allowed the
participants to reflect and indicate the challenges that they encountered in writing. Afterwards, they were also
asked to answer how they think they can be best helped in light of these challenges. As mentioned in the
previous design section of this paper, the choice of having an open-ended questionnaire allowed for the
participants to be in detail about their challenges in academic writing as well as their proposed interventions. In
other words, as this study is only a baseline study of challenges and interventions in academic writing, the
students were not confined to pre-determined difficulties and interventions, thereby allowing them to be reflect
on the breadth and depth of their challenges and interventions. As a researcher, this was a warranted choice since
the data were quite exhaustive and responsive to the aim of this paper—to provide baseline data. Once these data
on the challenges and interventions were obtained, they were tabulated based on simple frequency to determine
the dominant challenges and interventions. Again, this was guided by the fact that this paper is only a showcase
of baseline data on academic writing challenges and interventions. Afterwards, qualitative insights from the
study participants detailing their experiences in light of difficulties were also provided to supplement the
quantitative data and provide context.

Research Procedures - Before the study commenced, the research obtained approval from the Research and
Development Coordinating Office (RDCO) of the university upon the endorsement of the dean of the College of
Arts, Sciences, and Education (as the servicing college for this course). Once the approval was obtained, the
researcher informed the selected students about the study and that their participation is purely voluntary. Consent
forms were obtained from the students. As a preliminary activity prior to the gathering of the needed data, the
students were asked to do freewriting on a particular academic topic of his/her choice. This was done to allow
the students to enter into the writing process. Afterwards, they were asked to fill-out the qualitative survey
instrument detailing the challenges they encountered from that experience of writing (or writing in general).
Then, they were also asked to consider the interventions that they think can help them arrest or address, at least,
these challenges. These became the sources of data for this study. Once the needed data were already available,
the researcher did simple frequency to determine the dominant challenges and interventions listed by the
participants. There was also provision of qualitative insights on these challenges and interventions, done through
open coding, to supplement the numerical data. Finally, researcher analysis on policy recommendations in light
of the findings as well as in relation to the curricular enhancement of the English 014 course is provided.

Ethical Considerations - Ethical oversight was observed in the duration of this study. The participants were
thoroughly informed about the nature and purpose of this study as their consent was also primordially considered.
To protect their identity, the qualitative insights provided as a supplement in the study are anonymized. Finally,
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as a way to protect their data, these were stored in Microsoft Teams, the official learning management system of
the university, in a two-factor authenticated laptop. Once the data were gathered, preliminary results on the
dominant challenges and their proposed interventions were also shared to them for transparency.

4. Results and Discussion

The section below presents the data obtained from the open-ended survey questionnaire that was deployed
to the research participants. It is important to note that, as this study only aims to provide baseline data on the
challenges and proposed interventions on the side of the students, simple frequency is used to determine the
dominant figures. Then, qualitative insights are provided as a supplement to the numeric data.

Table 1

Challenges of Undergraduate Students in Writing (N=140)

Challenges Noted by Undergraduate Students Frequency of Tokens / Responses
Clarity and coherence 56
Organization of ideas 44
Word Choice / Appropriateness of words 30
Frequent grammar error 24
Writer’s block 20
Limited vocabulary 15
Sentence structure 7
Consistency of tone and style 6
Idea generation 4
Total Number of Tokens 206

The total number of tokens/responses is more than the number of respondents as they were allowed to include more than one challenge. This
gives a more nuanced understanding of the students’ collective challenges in writing.

Some qualitative insights from the respondents are lifted below in relation to these challenges:

Respondent A: “One of the challenges I encountered is that I have a problem organizing my
thoughts and writing it down properly. I also have the issue of using the same words again and
again and sometimes [ get into situations that I find it hard to fit the vocabulary I use to people

s

of a certain age.’

Respondent B: “One of the challenges I encounter when writing is organizing my thoughts
clearly and coherently. I often struggle with structuring my essays in a way that ensures a logical
flow of ideas.”

Respondent C: “I sometimes struggle with finding the right words or phrasing to express my
ideas as clearly as I envision them, which can result in feeling stuck or frustrated during the
drafting process.”

Respondent D: “Making sense of the thoughts that is flowing when given a certain topic and
having to use words to deliver my thoughts into writing. Redundancy.

Based on the table, the dominant challenges noted by undergraduate students in relation to writing are clarity
and coherence, organization of ideas, and word choice. Just by a mere look at these three dominant challenges,
these are skills higher than grammar or sentence structure. In other words, again based on the findings, these
undergraduate students need more help in terms of the process of writing itself—such as choosing the
appropriate word choice, organizing ideas, and being clear and coherent. The most dominant challenge faced by
undergraduate students is clarity and coherence. This finding is supported by the study of RahmtAllah (2020)
who had the same finding. In his paper, he found out that EFL students—those who consider English as their
foreign language—also faced considerable difficulty in producing coherent texts. The same can be said in this
study, and by extension, this points to a greater fact that, even for students who consider English as their first
language, also struggles to produce clear and coherent texts.

According to Khonamari et. al (2020), coherence, and by extension clarity, is difficult for students is thought
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to occur because students lack the necessary linguistic skills and knowledge of L2. In other words, they have not
mastered yet the request linguistic knowledge (such as vocabulary and grammar rules) required in the L2 which
affects their ability to be coherent and clear. This, again, goes back to the previous assertion that writing requires
the simultaneous application of writing skills. A related difficulty or challenge posed by undergraduate students
is organization of ideas. This is echoed in the study done by Saprina, Rosyid, and Suryanti (2021) who dealt with
undergraduate students as well in the context of them writing argumentative essays. Their study, similar to this
one, found out that idea organization and development is thought to be difficult for undergraduate students. In
particular, they mentioned that students found it difficult to construct thesis statements—central to being able to
organize ideas—and combine sentences.

Finally, in the study of Thuy et. al (2022), they also found out of the same writing difficulty as that of this
study—particularly in terms of word choice or the appropriateness of words. In their study, they noted that,
among the reasons why word choice is difficult is that students are able to apply the word’s meaning based on its
context coupled with their limited vocabulary. The results of this study as well as the cited studies point to the
fact that these three dominant challenges are not only true to foreign language learners but also to second
language learners; and, across nationalities, the same skills are considered to be difficult or challenging.

Table 2

Proposed Interventions Based on these Challenges according to Undergraduate Students
Proposed Interventions Based on Identified Challenges Frequency of Tokens / Responses
Feedback from peers and mentor/instructor 51
Input on the use of writing strategies such as mind maps, outlining 47
strategies for pre-writing

Exposure to required language materials 45
Use or provision of Artificial Intelligence as assistive technology 15
Provision of practice writing exercises 19
Freewriting exercises 11
Proofreading and reviewing 10
Practice grammar exercises 6
Use of writing prompts 2
Setting achievable goals/dividing the task in chunks 2
Total Number of Tokens 208

The total number of tokens/responses is more than the number of respondents as they were allowed to include more than one proposed
intervention. This gives a more nuanced understanding of the students’ collective proposed intervention in writing.

Reproduced below are some qualitative insights from the respondents:

Respondent A: “To address these difficulties, I believe pointing out or giving critique to my
wordplay on my essays or any written work would be good enough.”

Respondent B: “I believe I could benefit from more practice in outlining my essays before I start
writing. This would help me organize my thoughts more effectively and ensure that each
paragraph contributes to the overall argument.”

Respondent C: “(I think it would be helpful for me to) ask for guidance, especially in word

>

choice and grammar.’

Respondent D: “I think I can be helped by giving me opinions and sharing some personal

“«

techniques how to not struggle in writing simple essays.

Respondent E: “First, to better organize my thoughts, I could start by creating a detailed outline
before I begin writing and I could practice adding more and exposing myself to different writing
styles.”

Respondent F: “I think I can be helped in terms of these difficulties as long as I practice or read
books and also start writing anything that comes to mind such as music, poems, notes and

’

more.’
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The findings show that the top three proposed interventions indicated by the students are: feedback from
peers and mentor, input on the use of writing strategies, and exposure to required language materials. In terms of
feedback topping the proposed intervention, this is supported by the study of Hattie et. al (2021) who mentioned
that feedback, while valuable, is also variable. In other words, as their study asserted, students are more drawn to
what they call as “where to next?” feedback where teachers offer scaffolding in the conceptualization to the
submission of the paper. In other words, feedback, as it is supposed to mean here, is not a one liner input in the
paper. It must, therefore, point the students to their work. In terms of peer feedback, Wu and Schunn (2020)
mentioned that it is effective, although construed to be associated with revisions, as it allows students to grow in
their writing abilities.

In terms of input on the use of writing strategies, the same point is echoed by the study of Chen (2022) who
indicated that integrating writing strategy instruction in the context of EFL learners prove to be effective as it
brings positive impacts to students’ strategic awareness and writing performance. Finally, the undergraduate
students who were the respondents of this study also mentioned the need for them to be exposed to required
language learning materials for them to hone their skills. While this is this very obvious, curators and
implementers of a writing or language curriculum must also consciously factor this in—aware that students may
be exposed so differently to the language materials which will facilitate their learning to write in the English

language.

Policy Recommendations Based on the Findings of the Study

Tailor-fit and Context-sensitive Language / Writing Curriculum

The findings of this study imply that there must be not only a tailor-fit language or writing curriculum but,
rather importantly, a context-sensitive one. Therefore, while the English 014 class is considered to be a General
Education (GE) course, its nature and approach must be re-defined as an ESP-oriented course. In this way, not
only are these challenges and proposed interventions are factored in, but generally, the curriculum is geared
towards not only what is practical but also what is attuned to the context of the students. Having mentioned that,
this tailor-fit and context sensitive language/writing curriculum must be an active mechanism such that teachers
of this course must always consider primordially the inputs of the students in the design, implementation, and
eventually evaluation of the course curriculum. To make it explicit, the inputs of students (in the form of the
results of the needs analysis) must be articulated in the syllabus itself—as the document that shows the
curriculum. In particular, these results must be reflected in the choice of topics, their sequence, the activities and
the required assessments for these topics.

Periodic Conduct of Needs Analysis

In relation to the first policy recommendation, granting that the English 014 class is redesigned to be
ESP-oriented, it is, therefore, important to make needs analysis a staple feature of the course—perhaps as an
entry/diagnostic assessment. As such, the results of the periodic needs analysis done distinctly in each English
014 class are an exemplification of how the inputs of students are considered, as mentioned in the previous
recommendation, in the design, implementation, and evaluation of the course curriculum. In other words, it is not
a question of how the students enrolled in the class will be able to make an input on their context because the
results of the needs assessment will show exactly that—their context. In addition, teachers must be given a
retooling on how to conduct a needs analysis in order to maximize the data that might be fleshed out from the
students.

Exit Assessment for Writing

The study asserts that, while needs analysis is central to making the English 014 class an ESP-oriented
course, it is not enough. That is why, if the conduct of the needs analysis considered to be an entry assessment, it
is also equally important to implement an exit assessment for writing vis-a-vis the results of the needs analysis.
In other words, it is also very much significant to look into the extent of how much the students have mastered
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the indicated writing skills as reflected in their collective needs or difficulties. The exit assessment for writing,
then, becomes the point that ties the entire practice—the needs analysis, the design and implementation of
curriculum and the achievement of set goals—together.

Implications for Teachers and Learners

To reiterate, this study aimed to provide baseline data by looking into the dominant challenges and proposed
interventions that students have in relation to academic writing. The findings showed that there students struggle
with clarity and coherence, organization of ideas, and word choice. Additionally, they noted that they can be best
helped in the context of these challenges through feedback from the instructor, input on different writing
strategies, and exposure to required language materials. These are important as these would imply the following:

»  For language teachers, they must put premium on the context of the students in their design, selection,

and implementation of a language or writing curriculum;

» It is also important to incorporate the findings of the study (such varied exercises on cohesion and
coherence, drills and pre-writing writing activities, and exposure to language materials) in their syllabi
ensuring that teaching-learning activities (TLAs) cover these equitably;

»  Granting that students’ contexts differ and vary, it is the role of the language teacher to meet them
where they are and consider this in the implementation of the course;

»  Finally, the study has emphasized on the value of feedaback; as such, language teachers, then, must
devote time to provide substantial and constructive feedback to the students. This would allow the
students to reflect on how they fallen short or progressed in writing.

On the side of the learners, the findings imply that:
»  Writing requires practice especially within the broader context of second language learning;

»  Exposure to language materials such as books is not limited to the confines of the classroom,
particularly in the advent of technology;

»  Finally, their ability to reflect on their own writing challenges and proposed interventions is a skill
required of a second language learner.

5. Conclusions

The findings of the study showed that among the dominant challenges faced by tertiary students in terms of
academic writing are clarity and coherence, organization of ideas, and word choice. In addition, in terms of
interventions on how they think they can be best helped, they mentioned about the importance of feedback from
the instructor, an input on different writing strategies such as outlining and mind maps, and finally, on the value
of reading and exposure to required language materials. Both these challenges and interventions, as indicated by
the students’ responses, point to a targeted writing instruction geared towards the harnessing of these skills such
as word choice, organization of ideas, and clarity and coherence. The interventions can also be used as a
mechanism to concretize the harnessing of the above-mentioned skills in the classroom in the form of
teaching-learning activities.

5.1 Recommendations

As venue for further studies relative to the topic considered for this study, the following recommendations
are provided:

» It would be good to look into the errors committed by students in writing an academic paper following
the Error Analysis Theory as these would reveal the extent of how much they have learned about
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writing.

»  Asan offshoot to the above-mentioned recommendation, it is important that qualitative insights on the
reasons for these errors must be factored, similarly, as these would also reveal nuances of how a
second language learner learns writing.

»  Itis equally significant to look closely at each of the writing challenge/difficulty noted by the students
as these are important as well in the conduct of the needs analysis.

» It is also interesting to consider targeted determination of challenges and interventions in academic
writing vis-a-vis the research participants’ respective (homogeneous) degree programs.
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Abstract

This study investigates how non-native English users arrange English adjectives, especially in
languages with different Noun Phrase (hence NP) syntax profiles. It examines the challenges
involved in L2 acquisition of adjectives and explores how L1 theoretical generalization
(linguistic and psycholinguistic models) apply to L2 acquisition. Using survey and interview
as instruments, the study collected data from 37 respondents which include 5 native speakers
of English (as control group), and 32 non-native users of English who are Hindi (n=7), Nepali
(n=7), Yoruba (n=9), and Igbo (n=9). Findings reveal that semantically close adjectives are
difficult to acquire when combined (e.g., participle and color adjectives). Therefore,
acquisition is easier when semantic categories are distant from each other (e.g., quality and
nationality adjectives). Secondly, adjectives that have no sense of referent in learners’ L1 are
often difficult to acquire. Negative transfer is often evident in the ordering patterns among
Igbo L2 users. The study argues that the proposed orderings by researchers and linguists on
adjectival patterns are not intuitively alike to descriptive outcomes of the native speakers.
Thus, adjectival ordering could be considered more of a psycholinguistic phenomenon on one
part and a linguistic phenomenon on the other part. This study posits that while curriculum
planners and L2 teachers might propose models to help learners acquire adjectival order they
should allow for flexibility in the approach. This would help learners to learn the specific
rules to determine the syntax of a language and allow their psychology to participate in

linguistic permutations.
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The acquisitional challenges of adjective order among non-native learners of English

1. Introduction

Adjectives vary cross-linguistically, based on their positioning and ordering arrangement (Alotaibi, 2017).
For instance, attributive adjectives in the English language are prenominal, that is, they are positioned before the
head noun within the noun phrase (NP). Furthermore, according to Rasato (2013), native speakers’ intuitions of
adjectival ordering in English and corpus research have offered evidence that the order of attributive adjectives
within the NP is subject to a fixed order. For example, a native speaker of English would produce (a) A large
blue box; and (b) A lovely white German car, instead of (¢) ?A blue large box; and (d) ?A white lovely German
car. This indicates the ordering of multiple adjectives in English follows specific patterns. It could be noted that
native speakers of English arrange adjectives intuitively without conscious conformity to some rule. It would,
therefore, be interesting to consider how non-native users of English arrange English adjectives when they occur
in multiples in the NP especially for speakers whose L1 is one with a language with a different NP syntax
profile.

This study focuses on four categories of L2 users namely: Yoruba learners, Igbo Learners, Hindi Learners,
and Nepali learners of English. These speakers were queried to see how they acquire adjectival order in English,
to investigate the patterns, challenges, and the possibility of cross-linguistic influence. This study focuses on
these languages because they exist in language communities where English language exists as a second language.
There are two specific features that are of relevance to English adjectives in this study. First, there is a strong
tendency for attributive adjectives in English to be prenominal e.g. “a big red car”. Hindi and Nepali are two
other languages that possess the same prenominal feature as shown below:

English Example: I see (a big red car).

Hindi: mujhe ek badee laal kaar dikhaee detee hai
I (a bigred car) see

Nepali: Ma e’uta thulo rato kara dekhchu

I (a big red car) see

Word order in Hindi (Subject-Object-Verb) and Nepali (Subject-Object-Verb) shows that neither language
shares the same features with English language (Subject-Verb-Object) at the sentence level. However, in Hindi
and Nepali, attributive adjectives are largely prenominal. Examples above show some sort of similarities in the
positioning and order of adjectives in Hindi and Nepali languages in relation to English. Adjectives in the three
languages are placed before the head noun. Also, the preferred order of adjectives in Hindi and Nepali with
regards to ‘big’ and ‘red’ shares resemblance with English. However, native speakers of Hindi and Nepali can
vary the order of the adjectives because the structure of adjectival order in both languages is not fixed (Sarah,
2008). According to Sarah (2008), many speakers of Nepali and Hindi would say “a yellow dirty dog” in their
L1 translation, while an American English speaker would instinctively re-order the adjectives as “a dirty yellow
dog”.

On the other hand, the Yoruba language is largely postnominal while the Igbo language has variable patterns
of either pre- or post- nominal feature as demonstrated below:

English Structure: I see (a big red car).
Yoruba: Mori  oko pupa titobi kan

I see (carred big a)
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Igbo: M na-ahu igbe ojii na-adoro adoro

I  see (box black an attractive)

Igbo: m na-hyry nnukwu ugbg' ala uhie.

I see (big car a red)

Comparisons of word order in the English language (Subject-Verb-Object) with Yoruba
(Subject-Verb-Object) and Igbo (Subject-Verb-Object) show that Yoruba and Igbo share the same word order
with English at the sentence level (Mathew, 2013). However, the positioning of adjectives within the NP in both
languages is done differently. According to Adelabu (2014), Yoruba adjectives functioning within the NPs are
postnominal in nature, that is, they occur after the head noun. Also, Igbo adjectives are largely postnominal. But
sometimes, they appear concurrently before and after the head which they modify. This is often used to achieve
tonal changes in the head nouns (Ward, 1936, as cited in Green & Igwe, 1963). Adjectival ordering in Yoruba
and Igbo is different from English because they do not follow a strict order like English. For instance, it is
acceptable by Yoruba speakers to say ‘Oko titobi pupa kan” (a big red car) or “Oko pupa titobi kan” (a red big
car); whereas ‘a big red car’ is specifically acceptable to a native speaker of English, unless a speaker wants to
mark a unique expression. Although native speakers of Yoruba and Igbo have a preferred order in
communication, it does not make a deviant order unacceptable.

This study investigates how second language users of English, representing these four languages, pattern
adjective-noun orders in English.

1.1 Research Questions

To achieve the objectives of this study, the following research questions have been formulated.

»  What pattern(s) of multiple adjectival order of English do L2 users of English whose L1 is either
Hindi, Igbo, Nepali, or Yoruba produce?

»  What are the challenges involved in acquiring prenominal multiple-adjective order in English by L2
users?

»  How does the difference in the adjectival structures of participants’ L1 compare with the production of
English adjectives?

2. Literature Review

Prior studies, such as those by Quirk et al. (1985) and Scontras (2022), have proposed explanations for
adjectival ordering preferences in the L1. These involved linguistic and/or psycholinguistic approaches. For
instance, some of the principles associated with the psycholinguistic standpoint is that adjectives that have
positive meanings or good news appear before negative ones (hence; “a powerful dangerous medication” and “an
attractive little flower”). The linguistic approach which views adjectives as more of semantic properties contains
principles that suggest that adjectives which share similar characteristics with a noun (nouny) (or highly
objective adjectives) should be closer to head noun than the ones whose identity is less-nouny and subjective.
These principles are based on L1 acquisition of adjectives.

One approach to the analysis of adjective ordering is through the grouping of adjectives into semantic
categories. These categories include opinion, observation, quality, evaluation, measurement, value, physical
states, size, length, shape, age, participle, color, origin (or nationality), material etc. In fact, some scholars have
outlined subcategories for some of the semantic categories. For example, Frank (1972) expanded ‘physical
states’ category to include ‘size> shape > age > color’. Also, Scott (2002) expanded the ‘size’ category to
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include ‘length > height > width > weight’. This study considers the semantic categories provided by Quirk et
al. (1985) as the basis for grouping adjectives. This means that identification or grouping of adjectives would be
based on “quality, size, shape, age, participle, color, material and provenance/nationality”. The reason is that
Quirk’s et al. (1985) model encompasses almost every other category highlighted by other scholars. In fact,
Quirk et al. (1985) model is among the few models that integrate participle (or derived) adjectives as a
possibility among others. Quirk and Greenbaum’s model is popular among scholars (e.g., Jung 2008, Scontras,
Degen, and Goodman 2017, Lee 2018, Scontras, 2022 etc.,) and it is also widely used in the school curriculum
of countries (like Nigeria) where English exists as a second language. This is demonstrated by Jung’s (2008)
empirical study where he found that the English order seems to lend support to Quirk’s et al. principle of
subjectivity/objectivity. An outline of Quirk and Greenbaum’s categories of adjectives is presented with

examples.
. Quality: lovely, attractive, poor
il. Size: big, small, tall
iii. Shape: triangle, square, rectangular
iv. Age: old, new, young
V. Participle/derived: broken, roasted, damaged.

vi. Color: Red, purple, blue
Vil. Material: silver, leather, wooden

viii.  Provenance/origin/nationality: American, Swedish, Chinese

These labels were used to represent the categories of adjectives produced by respondents in this study. For
instance, ‘attractive’ was categorized as ‘quality’ adjective rather than 'observation’ or ‘opinion’. This study
considers these L1 approaches and investigates the extent to which the L1 theoretical generalizations apply to
second language acquisition.

Looking at few existing studies on this subject, Jung (2008) investigated the similarities and differences of
adjective ordering in English and Korean languages and how Korean EFL learners of English acquire the
adjectives. A contrastive analysis showed the order of English adjectives as size, opinion, age, color, shape,
material, and origin. However, the Korean order was condition, age, opinion, color, size, shape, material and
origin. The study showed the relative order of the Korean EFL learners of English to be age, size, opinion, shape,
condition, color, origin, and material, with the exceptions of the order of condition coming before age and that
of size being the same position as condition. The study found that some adjective combinations were similar to
both English and Korean; some were different from either Korean or English while others were different from
both English and Korean. Also, while Jung’s study only focused on Korean and Korean EFL learners, this study
focuses on ESL learners who are native speakers of Yoruba/Igbo/Hindi//Nepali. This study investigates how
learners demonstrate patterns of adjectives across these language categories.

Sarah (2008) studied prenominal adjective ordering in English and focused on how it correlates with how
Asian ESL students grasp their English grammar. The Nepali ESL learners produced the structure of ‘size >~color
> opinion’ while Hindi ESL produced ‘size > condition > origin’ patterning. The results indicate that geography
and linguistic background do not factor into the choices L2 learners of English make in pre-nominal adjective
ordering. The present study is similar to this study in a couple ways. First, ESL learners of English from Nepal
and India are also participants in this study. Secondly, the present study is also investigating the pattern of
prenominal English adjectival acquired by the participants; however, unlike Sarah (2008), the present study is
limited to only two adjectival sequences. Also, this study explores possible challenges associated with
acquisitional patterns.

Anderson (2008) considers some groups of L2 learners in the development of their acquisition of adjective
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position in French. The study focused on word order discrepancies among languages with different structures.
The study examined whether English learners of French as L2 arrive at the same positioning. The result revealed
that second language learners of French, like native French speakers, acquire the postnominal adjectives. The
study stated that acquisition followed a gradual process, and it does not occur early. The study also highlighted
that acquisition of both adjectival positions (prenominal and postnominal) in French adjectives did not emerge
until at the postgraduate level. This study is similar to the present study in all areas except that it does not assess
the acquisitional outcomes of participants based on their proficiency.

The present study explores issues associated with acquisitional patterns and challenges in ordering. This is
because L2 acquisition of English among these learners appears later after L1 acquisition due to the status of
English in countries where these languages are spoken. The few L2 studies on adjective placement report that the
target order can be acquired, with a potential influence of the first language (L1) initially. Bhela’s (1999) stated
that the way learners used their L1 structures to help them form their L2 texts indicates a direct influence of the
L1 on L2. Alotaibi (2017) found that one of the most prominent causes of errors found in this area is assumed to
be the linguistic differences between the adjective position and order. Connolly (2020) showed that there is a
strong influence of native language on English language learning, as students fall back on the rules of their first
language when they do not know the rules of the second language. Alotaibi (2017) also demonstrated the notion
of L1 transfer when he mentioned how Kuwaiti learners were unable to produce prenominal adjectives because
adjectives in Kuwaiti Arabic (KA) is largely postnominal. In sum, the issues associated with language transfer
describing whether their L1 has a negative or positive impact on the learning of prenominal adjective ordering in
English are discussed further in the study.

3. Methodology

The participants for the study comprised 32 people (7 Hindi, 7 Nepali, 9 Yoruba, and 9 Igbo) plus 5 in a
control group who were native English speakers. Convenience sampling was used, with the main criterion for
recruiting participants being their first language. The control group data were collected from 5 native English
speakers who were students at Southern Illinois University Edwardsville (SIUE). Other participants were adult
learners above the age of 18 whose first language are any of Hindi, Nepali, Igbo and Yoruba. However, those
who are considered as L2 users of these languages were excluded from the study. The participants’ home
countries were Nigeria, Nepal, or India, where English exists as a second language, and it is recognized as an
official L1 in India and Nigeria (Yilmaz & Schmid, 2015). Most of the participants were within the
intermediate high and advanced level of proficiency. Each participant consented to participate in the study by
reading the informed consent form provided to them by the researcher approved by the university’s Institutional
Review Board (IRB). Participants who did not adhere to the research protocol (such as agreeing to sign the
consent form) were excluded from the research.

They were grouped into their L1 categories. One of the greatest limitations for this study was accessing
relevant information on the specific order or patterning of adjectives in Hindi and Nepali languages. The
available information suggests that both languages have no specific or fixed order (Sarah, 2008). Nepali and
Hindi respondents were able to confirm this during the interview. This study used qualitative or non-inferential
quantitative methods (raw counts) to examine decisions made and data offered by speakers. The output was
analyzed based on Quirk’s (1985) principle that provides the order of “quality, size, shape, age, participle, color,
material and provenance/nationality”.

4. Results

Results show that there is a great variation in the outcomes of L2 learners of English with regard to
adjectival ordering in English, although there are a few cases where everyone agreeably made a unanimous
choice. A typical example of this is the ‘age + material” order. Also, there are cases where all the members of the
control group completely preferred the same order.
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RQ 1: What pattern of adjectival order of English do L2 learners of English whose L1 is either Hindi, Igbo,
Nepali, or Yoruba produce?

The order that was generated from each of the participants are as follows.

Yoruba L2: -Age>size>participle>quality>shape>color>nationality >material > HEAD
Igbo L2:  -Age>participle>size-color>quality>shape>nationality>material>HEAD
Hindi L2: -Participle>age>quality>size>shape>color>material >nationality>HEAD

Nepali L2: -Size>quality>participle>color>age>shape>nationality>material >-HEAD

The ordering patterns among L2 learners of each language group shows that some semantic categories are
closer to the headword than others. For instance, the proximity of the adjectives of ‘material and nationality’ to
the headword is a feature found among all the participants although with a slightly different order. All the
participants produced the ‘nationality + material’ pattern with respect to ‘this is an American plastic cup’, except
Hindi participants who exhibited the ‘material + nationality’ pattern (this is a plastic American cup). These two
categories are often realized by nominal adjectives. The fact that they share the same properties with the
head-noun helps to argue why they are closer to the head. Apart from ‘nationality and material’, ‘color’ and
‘shape’ adjectives are immediately placed after these two semantic categories. This is presented below:

Yoruba L2: >>>shape>color>nationality>material>HEAD
Hindi L2>>>>>shape>color>material >nationality >HEAD
Igbo L2: >>>>>>>shape>nationality>material >HEAD

Nepali L2: >>>>>> shape>nationality>>material>HEAD

This shows that Yoruba and Hindi L2 learners of English share somewhat related adjectival patterns as they
approach the headword with an inverted order in the last two sequences. It also demonstrates that Igbo and
Nepali L2 learners of English share the same adjectival pattern as they move closer to the headword. The study
identifies parallel ordering features with adjectives of shape, color, nationality and material across the four
language groups. The fact that these categories are closer to the headword is a feature common to each L1
category.

Specificity of certain ordering was noticeable in participants’ descriptions. For instance, ‘color + nationality’
ordering (‘brown German’) elicited fair representation (Yoruba 8/9, Igbo 8/9, Hindi 5/7, Nepali 6/7, Native
Speaker 5/5) in “this is a brown German dog”. The high level of representation associated with this order might
be connected to the fact that the adjectives of nationality like ‘German’ are ‘nouny’ because they behave more
like nouns. Ordering involving such (nominal) adjectives are less challenging to acquire by L2 learners of
English because adjectives with the closest proximity to the noun tends to possess similar qualities with it
(Posner 1986, cited in Lee, 2018). One interesting thing about the ordering pattern elicited by L2 learners of
English with respect to adjectives that are closer to the noun is that they demonstrate more similarities to what
the members of the control group exhibited. This is revealed below.

Control Group: >>color>nationality>material >HEAD
Yoruba L2: >>>>shape>color>nationality>material>HEAD
Hindi L2: >>>>>shape>color>material >nationality> HEAD
Igbo L2: >>>>>>shape>nationality>material>HEAD

Nepali L2: >>>>>shape>nationality>material>HEAD
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While the outcome of the last three features in Yoruba L2 learners entirely correlate with the outcome of the
control group, the Hindi L2 category takes the same route with an inverted ordering for ‘nationality + material’
sequencing. For Igbo and Nepali L2 learners, the last two features (nationality + material) match the order of
native speakers of English. This informs that there is a level of agreement in some parts of L2 learners
acquisitional order of adjectives and the native speaker’s order.

The pattern of adjectives acquired by L2 learners of English with respect to other semantic categories that
are distant from the head-noun involves some sorts of complexities. The ordering system is presented below.

Yoruba L2: -Age>size>participle>quality >>>>>>>HEAD
Igbo L2 -Age>participle>size>color--quality>>>>HEAD
Hindi L2: -Participle>age>quality>size >>>>>>>>HEAD

Nepali L2: Size>quality>participle>color>Age>>>>HEAD

These sets of semantic categories represent adjectives that are far from the head nouns. A careful look at
these patterns shows that there is no significant account of similarities that an L2 category shares with the other.
Yoruba and Igbo L2 learners of English place the adjectives of ‘age’ and ‘quality’ as the first and last categories
respectively. Whereas ‘age’ and ‘quality’ adjectives are located differently in Hindi and Nepali ordering.

According to Quirk et al. (1985), ‘quality’ tends to be the most subjective and distant adjective from the
head noun. The study demonstrates how some of the outcomes represented by Yoruba L2 learners of English
(with respect to quality adjectives) match the native speakers’ order while others do not. For Yoruba participants,
the following combinations provided unanimous patterns: ‘quality + material 7/9; ‘quality + shape 8/9, ‘quality +
nationality 8/9°; while others (‘quality + size 4/9°, ‘quality + age 3/9°, ‘quality + participle 5/9; and ‘quality +
color 1/9°) have varying pattern. It follows that, adjectives of ‘shape’ nationality’ and material’ are not
semantically close to the ‘quality’ adjectives. This might explain why participants exhibit fewer varying patterns
whenever they are combined with ‘quality’ adjective. A majority of the Igbo participants produced similar
patterns as native speakers of English in some adjectives involving ‘quality’; e.g., ‘quality + shape 7/9°, ‘quality
+ participle 7/9°, ‘quality + material 7/9°, ‘quality + nationality 7/9’. In most of the cases where the Igbo
participants display the same order with the native speakers of English, the study identified that there are some
similarities between what they are doing in L2 (English) and what they do in their L1 (Igbo). Other cases where
there is variability might be due to the fact that adjectival features of Igbo language consist of a great deal of
variation. Adjectival patterns of Hindi and Nepali participants with respect to ‘quality’, ‘size’, age, ‘participle’
and ‘color indicate different ordering structures in both languages. In other words, they share no similarities with
respect to ordering of these categories.

This study proposed that one significant factor that determines the ordering patterns of subjective adjectives,
as revealed by these outcomes, is the factor of psychology. Ordering of subjective adjectives tends to be
dependent on what is going on in the mind of the speaker. It might also be the contextual factors associated with
the objects being described and speakers’ experiences about the objects. This is further explained in subsequent
sections.

RQ 2: What are the challenges involved in acquiring prenominal adjective order in English by L2 learners?

The overall observation of this study is that the further away the adjectives are from the head noun, the more
challenging the ordering becomes.

Ordering of Semantically Close Adjectives is Challenging

L2 participants in this study find it almost challenging to exhibit a specific pattern for adjectives that are

International Journal of Research Studies in Education 69



Amusan, K. V.

close to each other based on their semantic categories. Semantic closeness refers to the level of interaction that
semantic categories keep with one another based on how they increase in their proximity to the noun they modify.
Based on Quirk, Greenbaum and Svartvik’s categorical model of adjectives, the proximity of these categories is
as follows.

« »

More Subjective ---Less subjective ---less objective-------- more objective

« »

Quality> size > shape > age > participle >>> color > material > nationality

« »

This study found that whenever two close categories are combined, ordering becomes a little challenging.
Examples below shows the representation of adjectival groups that are somewhat closely related.

Age-color: This is a young dark lady.
Yoruba L2 Learners: 5/9

Participle-color: This is a damaged red car

Yoruba L2 Learners: 5/9

Igbo L2 Learners:  3/9

Igbo L2 Learners: 5/9

Hindi L2 Learners:  4/7 Hindi L2 Learners:  4/7
Nepali L2 Learners: 5/7, Nepali L2 Learners: 2/7,
Native Speakers: 2/5 Native Speakers: 2/5

Color- Material: This is a blue woolen tie.
Yoruba L2 Learners: 4/9
Igbo L2 Learners: 2/9
Hindi L2 Learners: 5/7
Nepali L2 Learners: 3/1,

Material- Nationality: This is a plastic American cup’
Yoruba L2 Learners: 3/9
Igbo L2 Learners:  2/9
Hindi L2 Learners: 4/7
Nepali L2 Learners: 2/7,

Native Speakers: 2/5 Native Speakers: 2/5

The study observed that nominal adjectives that share close identity with the head noun are positioned closer
to it. For instance, in ‘this is a plastic American cup’, although ‘plastic’ is a ‘material’ adjective and it ought to
occur before ‘nationality’ (according to Quirk and Greenbaum and Svartvik’s proposed order), yet ‘plastic’ tends to
have more of the same property as the head (cup) being a noun. In other words, ‘plastic’ can function as an
appositive word to the head. It is possible to say, ‘an American plastic’ to still refer to an object like cup, but when
we say, ‘a plastic American’, we tend to lose the sense of referent. The sense of referent is ‘human’ not object like
‘cup’ and the choice of ‘plastic’ does not even collocate with ‘American’ as an entity being described. Also, native
speakers of English would prefer to say, ‘an American leather bag’ to saying, ‘a leather American bag’.

Nominal adjectives are adjectives that possess both features of a noun and an adjective. For example,
‘plastic’ and ‘American’ in ‘this is a plastic American cup’. Such adjectives often fall under the categories of
‘material’ and ‘nationality’. The coexistence of both semantic classes as modifiers is often challenging.

Material and Nationality: ‘this is a plastic American cup’
Yoruba L2 Learners: 3/9
Igbo L2 Learners:  2/9
Hindi L2 Learners: 4/7
Nepali L2 Learners: 2/7,
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Native Speakers: ~ 2/5

The example above shows that the co-existence of adjectives of ‘nationality’ and ‘material’ triggers varying
patterns among L2 learners. In fact, the control group (native speakers of English) also demonstrates variation in
their representation. If the native speakers do not have firm intuition about a specific pattern or order, one
couldn’t have expected L2 learners to possess such quality. Therefore, the ordering difficulty associated with
nominal adjectives cannot be strictly attributed to L2 acquisitional challenge since native speakers of English are
also victim of the same phenomenon. This complexity is associated with the fact that it is difficult to determine
which item has more nominal features than the other. The data also shows that native speakers of English would
rather prefer to say, ‘an American leather bag’ to ‘a leather American bag’. The overall observation of this study
with regards to this is that adjectival nominal that shares same identity with the head nouns has higher proximity
to the head noun.

Difficulties with Adjectives that have no Sense of Referent in Learners’ L1

Dealing with adjectives that have no sense of referent in subjects’ L1 also poses challenges to acquisition.
For instance, the poor representation of ‘oblong’ (a shape adjective) in the subjects’ L1 poses some acquisition
challenges; as this is represented as ‘egg-like’ in Yoruba, and ‘rectangular’ in Hindi and Nepali. The word is
coded structurally not as an adjective, but as some other part of speech.

Shape + Age: She has an oblong young face.

Yoruba L2 Learners: 4/9
Igbo L2 Learners: 1/9
Hindi L2 Learners: 2/7
Nepali L2 Learners: 1/7,
Native Speakers:  0/5

The word ‘oblong’ is infrequent in the English lexicon. The word ‘oblong’ does not appear to be a frequent
vocabulary item for native speakers of English. Shapes like ‘round’, ‘square’, ‘triangular’ etc., tend to have more
frequency compared to ‘oblong’ which ordinarily would not be used by a native speaker. This situation also
affects acquisition by L2 learners because the word ‘oblong’ has no sense of referent in subjects’ L1, thus posing
challenges to acquisition. ‘Oblong’is represented as ‘egg-like’in Yoruba, and ‘rectangular’ in Hindi and Nepali.
It can be said that the cross-semantic identification or representation of English adjectives is crucial to acquiring
the target order by L2 learners. Words that do not have a similar referent in another language would not be
properly represented by L2 learners.

The study also discovered that sometimes, some adjectives are phrasal in participants’ L1. For example,
“sad” is not a single word in Nepali. It has a phrasal representation which is “sadness touches me/him/her/you”,
or else it’s expressed by a different word “painful/pain”. Also, adjectives of ‘nationality’ in Yoruba and Igbo are
sometimes represented as a prepositional phrase. They are not often realized as a single word since those words
are borrowed into the lexicon of their language. For instance, ‘an Indian song’ would be represented in Yoruba as
‘orin ti Ilu India’ that is ‘a song from India’. This is another possible feature that possess challenges to L2
acquisition of English adjectives.

5. Discussion of Findings

The study posits that Hindi and Yoruba L2 learners of English tend to generate an ordering system similar to
the native speakers of English. The study shows that Yoruba and Hindi participants provided an order more
closely resembling the TL than the Nepali and Igbo. This is not specifically linked to the factor of L1
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interference because the phenomenon of L1 transfer is evident in virtually all participants across the four L1
categories. The few L2 studies on adjective placement report that the target order can be acquired, with a
potential influence of the first language (L1). Mostly, transfer has aided most of the participants to acquire
English adjectives except for Igbo where the negative effect of transfer is evident. Ordering could be constrained
due to closeness of semantic categories as there is a possibility of variation when two adjectives that are
semantically close co-exist. It could also be challenging when participle (or derived) adjectives are involved in
the order. Also, when there is no sense of reference in the L1 of the user with respect to the word being described,
ordering might be challenging.

Generally, this study has demonstrated that syntactic ordering system in the grammar of a language can be
influenced by not only syntactic factors but also semantics and pragmatics. This has caused adjectival ordering to
be a complex and not entirely predictable. The study has demonstrated that L2 learners of English approach or
acquire English adjectives differently irrespective of the differences or similarities in their L1. For instance, the
study earlier predicted that Nepali and Hindi participants might have similar approach to English adjectives. But
the results in this study proved otherwise as the study made it clear that Yoruba and Hindi participants had
similar approach to adjectival ordering which resulted to them having patterns that were similar to the target
order. This is not different from Sarah’s (2008) report, who expected Nepali and Hindi learners to have similar
approach to adjectival order but later found out that Nepali and Chinese shared similar pattern while Hindi and
Korean EFL learners had a different approach. This suggests that positioning of adjectives within the NP is not a
factor that determines acquisition of adjectives irrespective of whether it correlates with the target language or
not. However, this does not discard the evidence of transfer in the study, as learners might be transferring the
preferred order in their L1 into L2. This, in many cases, aided them in acquiring the target order. In fact, Yoruba
learners of English have exemplified this despite having an alternate positioning with English adjectives. The
study identified instances where participants might have transferred patterns of adjectives with a postnominal
architecture in Yoruba/Igbo to complement their target ordering outcomes in the target language which has a
prenominal feature.

Findings in this study have semblance with Jung (2008). Both studies show some level of similarity in the
behaviour of L2 learners of English with respect to their orderings of English adjectives. For instance, Jung
(2008) found that Korean L2 learners of English came up with a pattern that shares similar result with the
findings in the present study especially with the ordering of semantic categories that are closer to the head nouns.
This is reflected below:

Korean L2: -age> size> opinion> shape > condition > color > origin > material >HEAD
Yoruba L2: -age>size>participle>quality>shape>color>nationality>material >HEAD
Igbo L2: -age>participle>size>color>quality>shape>nationality>material>HEAD
Hindi L2: -participle>age>quality>size>shape>color>material>nationality>HEAD

Nepali L2: -size>quality>participle>color>age>shape>nationality>material > HEAD
6. Conclusion

This study has also demonstrated that acquisition of adjectival order could be dependent on some
extralinguistic factors some of which could be psychological, and context based. Results of findings have
exhibited support for the proposal that adjectival ordering is dependent on what goes on in the mind of the
learners as well as the context that necessitates the ordering which could prime the learners. While adjectives
with closer proximity to the head nouns are affected by linguistic factors, adjectives with greater distance from
the head noun are patterned based on complex/ extralinguistic factors. This demonstrates that acquisition of
syntactic patterns by L2 learners of English might be susceptible to the level of awareness of learners about
certain phenomena. Learners’ experiences, practices, and situational shared knowledge about life events are
crucial factors that shape the mind construct.
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With respect to how the L1 theoretical approaches can be used to determine adjectival ordering in L2
acquisition, the study identified two linguistic approaches that carry more explanatory power for second
language acquisition. These approaches are Posner’s ‘nouniness’ principle and Quirk’s et al., principle of
‘subjective/objective’ polarity. Curriculum planners, researchers, textbooks designers, and classroom teachers
might want to harness these two approaches to explain how adjectives are ordered. This would make adjectival
order less challenging for students and, it will demystify the dire need to memorise the patterns/rules. Learners’
ability to identify the semantic class of an adjective would be the most important challenge task. Once learners
understand and can independently group adjectives into semantic categories of ‘quality, size, shape, color, etc.,’
then ordering would be easier since they would have been taught ordering preference based on the principles of
‘nouniness’ and ‘subjectivity’.

6.1 Implications and Recommendations

This finding might help researchers and curriculum planners to acknowledge the dependence of adjectival
ordering on some linguistic factors, possible L1 influence and the circumstance or situation that necessitates the
ordering. However, this study maintains that while curriculum planners might propose models to help learners
acquire adjectival order (as presented by the British Council, WAEC and Quirk et al. etc.), they should not try to
make their materials too rigid. This would help learners to learn the specific rules to determine the syntax of a
language and allow their cognition to participate in linguistic permutations. This study suggests a couple of
pathways to improve upon similar research in future. First, a test-retest reliability measure can be introduced in
the data collection method. This is a measure of reliability where participants would have to take the same test
multiple times. An assessment and comparison of these test samples would help to validate and actualize
corresponding patterns elicited by each of the participants in the study. Also, it would be advisable for further
researchers to adopt a real-time conversational approach as the method of collecting data for this type of research
instead of asking participants to describe pictures filled with properties that can enforce some sorts of
descriptions on them. Instead, participants can be engaged in naturally occurring discourses that would elicit real
ordering patterns. This might appear to be a more challenging methodology, but it could yield better results.

Also, subsequent research may want to increase their population size for the purpose of data collection to a
level that it would accommodate a larger representation of each language group. It would have provided a better
opportunity for a more robust statistical analysis of data to help identify data trends and patterns. This would
achieve a better understanding of various aspects of the data, as well as generalizing potential/reliable findings.
This study also recommends that learners and subsequent researchers might want to collect data from
participants who did not grow up learning English, especially their own indigenized variety such as Indian or
Nigerian English and can be fully considered as learners of English during the data collection process, as
opposed to people using nativized varieties of English.
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Abstract

Goal concordance is often considered an influential factor in individuals' performance and
success in several domains. However, its impact on academic resilience has been barely
examined. In like manner, Linguistic Inquiry and Word Count (LIWC) is a commonly used
tool in extracting psychological processes from a written language but it has not been used to
extract language patterns about academic resilience. This study assumed that goal
concordance and language patterns measured by LIWC dimensions play important roles in
determining academic resilience. Recognizing the lack of evidence in this area, this study was
conducted to fill the empirical gap. The data were collected from a sample of 36 college
students who were enrolled in their desired college courses (academic goal concordant) and
36 who were not (academic non-concordant). All participants completed the academic goal
concordance and academic resilience measures. Additionally, the participants wrote essays
about how resilient they were in facing academic challenges. The language patterns in the
essays were analyzed using the dimensions of LIWC. The role of academic goal concordance
and LIWC dimensions on academic resilience was determined using fuzzy-set qualitative
comparative analysis (fSQCA). Important findings were noted. First, goal concordance was a
peripheral condition for academic resilience. Second, the analytic and authentic dimensions of
LIWC as well as the total number of words used in the essay were found to be necessary
conditions of high academic resilience. Lastly, five combinations were identified that resulted

in high academic resilience. The implications of these findings are discussed.
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Do academic goal concordance and LIWC dimensions predict academic resilience? A
fsQCA-based exploration

1. Introduction

In the past decade, research on academic goal concordance in educational settings has consistently shown its
critical role in academic success. Students who pursue academic goals that resonate with their values tend to
have a sense of purpose and a high degree of motivation that enable them to navigate through challenges and
maintain academic resilience (Gaudreau, 2012; Sheldon & Houser-Marko, 2001). Academic resilience is an
essential factor that allows students to succeed in the demanding school environment. Previous studies
consistently show that highly resilient students can endure and deal with heavy academic workloads, competitive
environments, and academic stressors (Abubakar et al., 2021; Radhamani & Kalaivani, 2021). However,
although the link between academic goal concordance and academic resilience is well-established in previous
studies, there is a growing interest in using innovative methods to measure and analyze these constructs. The use
of text analysis in extracting meanings and linguistic patterns through text is increasing. Linguistic Inquiry and
Word Count (LIWC) is found to be one of the promising tools in this area. LIWC analyzes and quantifies various
psychological, emotional, and cognitive states through written language. Because this tool can map the subtle
indicators of students’ goals, challenges, and emotional states (Boyd & Pennebaker, 2017; Tausczik &
Pennebaker, 2010), it can also decode students' written language patterns that reflect academic resilience.

LIWC has been instrumental in exploring emotional experiences, personality traits, and social interactions,
through linguistic patterns (Boyd & Schwartz, 2021). Due to its effectiveness, LIWC can also be equally
valuable in understanding how individuals' language pattern reveals their resilience levels. Existing pieces of
evidence suggest that a language pattern that demonstrates positivity, certainty, and focus on certain goals
indicates self-concordance and resilience. In contrast, language pattern that reflects negative emotions such as
doubt and stress suggests lower levels of goal concordance and resilience (Syah et al., 2019; Wu, 2024).
However, despite these previous studies, there is a notable gap in the literature regarding the application of
LIWC to examine language pattern related to students' academic resilience directly. Most studies in this area
focused mainly on general psychological domains (Boyd et al., 2022; Fox & Royne Stafford, 2020). The goal of
this study was, therefore, to not only fill the existing empirical gap but more so to provide further evidence that
unlocks the significance of written language in sizing up academic resilience.

1.1 Significance of the study

This study is significant for several reasons, especially for the Philippine educational context. First, the
current findings provide evidence of the role of choosing internally aligned academic goals on Filipino students’
ability to successfully deal with academic challenges. Second, the current findings may be of great help to
educators in assessing their students’ level of academic resilience through text analysis. Third, given the limited
studies in this area, the current findings shed light on the remaining gap in both local and international literature.
Fourth, because this study might be the first to use LIWC in examining written language pertinent to academic
resilience, the present results may provide an avenue for future similar endeavors. Lastly, the current findings
can pave the way to a new way of understanding academic resilience.

2. Review of related literature

2.1 Academic goal concordance

Goal concordance, in general, refers to the pursuit of internally-aligned goals. In this study, academic goal
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concordance is defined as the alignment between students' desired college courses and the actual academic major
they are pursuing.

Previous studies considered goal concordance as one of the influential and strong predictors of motivation,
well-being, and goal achievement. This contention is backed up by existing evidence in this area indicating that
pursuing self-concordant goals not only results in greater persistence but also psychological benefits. Sheldon
and Elliot (1999) argue that individuals who work on their goals that are aligned with their authentic interests
exert more effort because the work itself makes them happy and satisfied. Recent studies have been consistently
suggesting that goal concordance significantly influences various aspects of psychology and behavior. Wan et al.
(2021), for instance, found that goal concordance broadly influenced mental health, emotion, willpower,
cognition, and behavior. However, one recent study suggests that the link between goal concordance and mental
health is not straightforward. Some cognitive factors might mediate this relationship (Sangeorzan et al., 2024).
Nevertheless, the previous work of Sheldon et al. (2004) indicates that goal concordance poses universal benefits
contending that people with self-concordant goals function optimally and have more positive emotions when
pursuing activities they enjoy and believe in. Werner et al. (2016) added that working on a self-concordant goal
is more effortless which in turn contribute to the attainment of such goal.

In the educational contexts, academic goal concordance has been closely linked to student motivation and
academic success. Previous studies found that students with self-concordant goals were highly motivated greater
academic outcomes (Gaudreau, 2012; Sheldon & Houser-Marko, 2001). This may strengthen the fact that
pursuing a self-concordant academic goal will more likely result in favorable academic outcomes. Recent studies
seemed to support this assumption suggesting that students with self-concordant academic goals achieved higher
academic outcomes than their counterparts with nonconcordant goals (Lumontod, 2019). The impact of
academic goal concordance does not only reflect on the academic outcome but also greater academic satisfaction
and personal motivations (Gaudreau, 2012). Lastly, the academic self-concordant goal was found to have a
significant influence on student academic resilience (Henry et al., 2023).

Despite the significance of pursuing concordant goals, it has not been fully explored in the local educational
settings. To date, only a few studies barely scratched the surface of the existing gap in the local literature.
Nonetheless, at least one study shows that students who pursued self-concordant academic goals tend to have
higher and better academic performance than their counterparts who pursued non-concordant academic goals
(Lumontod, 2019). However, the role of academic goal concordance on Filipino students’ academic resilience
has not been extensively examined. This area needs further studies that directly determine the predictive ability
of academic goal concordance on academic resilience.

2.2 Academic resilience

College students' success in their academic endeavors depends on many factors. Academic resilience is one
of them. Academic resilience is commonly defined as the student's capacity to function or perform optimally
despite academic adversity. Recent studies consistently reveal the protective role of academic resilience against
academic challenges. Secer and Ulas (2020), for instance, showed that academic resilience alleviates students’
issues such as negative school attachment and absenteeism. While most less resilient students experience poor
academic outcomes, academically resilient students consistently achieve high academic performance
(Radhamani & Kalaivani, 2021). The positive influence of academic resilience was also documented with
socio-emotional skills. Wills and Hofmeyr (2019) found that academically resilient students showed greater
socio-emotional skills than their less academically resilient counterparts. This seems to suggest that academic
resilience not only provides a protective effect against academic challenges but also fosters broader
socio-emotional development.

One of the focal points in the existing literature is that, although resilience is a generally favorable attribute,
its level and manifestation can vary from one student to another. Personal and contextual factors might have
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contributed to these differences. Recent studies showed that academic qualifications significantly predict
academic resilience, not gender and educational streams (Pai & Sekhar, 2023). However, Abubakar et al. (2021)
found that gender and year of study significantly influence academic resilience. This might further imply that
while resilience is a broadly beneficial trait, its impact may be mediated or moderated by specific demographic
and contextual factors. External support systems, for instance, may also play a significant role. These systems
include family support, teacher support, and peer support (Duan et al., 2024). These support systems are crucial
in helping students navigate academic challenges and maintain resilience. Shengyao et al. (2024) corroborate this
contention suggesting that parenting style plays a significant role in shaping academic resilience, especially
among younger students. Resilience training (integrating both personal and interpersonal factors) can also be
beneficial for college students in cultivating and maintaining their academic success (Ang et al., 2021).

The influence of academic resilience transcends academic performance. Existing literature also shows the
protective effect of academic resilience against students’ academic stress. Previous studies indicate that academic
resilience negatively influences academic stress (Kayun et al., 2023; Mulati & Purwandari, 2022). This negative
relationship was also observed with broader psychological outcomes. Recent studies suggest that academic
resilience negatively predicts school burnout (Romano et al., 2021; Tran et al., 2023). Moreover, academic
resilience was found to have a positive predictive effect on emotional intelligence (Ononye et al., 2022),
enjoyment of school, class participation, and general self-esteem (Martin & Marsh, 2006).

2.3 Linguistic Inquiry and Word Count (LIWC)

In recent years, there has been an increasing interest in the use of Linguistic Inquiry and Word Count (LIWC)
in analyzing texts in different contexts (Chen & Huang, 2019; Essam & Abdo, 2021; Fox et al., 2020). Tausczik
and Pennebaker (2010) argued that LIWC has excellent capability in detecting psychological dimensions
including but not limited to attentional focus, emotion, social relationship, and thinking styles. Because an
individual's language use is consistent over time, Boyd and Pennebaker (2017) contend that language-based
measures can be more effective than traditional measures. Recent evidence suggests that the process of
understanding human language is becoming more accurate which in turn can provide a clearer reflection of
human thought, emotions, and behaviors (Boyd & Schwartz, 2021). This contention was found in an earlier
study which showed that linguistic patterns used contain personality traits and social dynamics. Kacewicz et al.
(2013), for instance, found that fewer first-person singular pronouns and more first-person plural and
second-person singular pronouns are consistently used by people with higher social status. In this case, linguistic
patterns could reflect social hierarchies. More recent evidence shows that language use in group communication
can reveal the underlying group dynamics reflecting social structure and interactions (Kane & van Swol, 2023).

The use of LIWC extends to educational contexts. LIWC was shown to be a reliable measure that is capable
of capturing students' emotional and perceptual experiences. A previous study found that LIWC dictionaries
related to clout, authenticity, motives, and needs could potentially reveal students' subjective emotional
experiences throughout daily school activities (Syah et al., 2019). Similarly, students’ language use was linked to
academic performance. Pennebaker et al. (2014) stated that students with higher academic grades tend to use
more articles and prepositions. On the other hand, students with lower grades tend to consistently use auxiliary
verbs, pronouns, adverbs, conjunctions, and negations, which indicate more dynamic, narrative language. Wu
(2024) extends the previous study and found that simple LIWC word categories positively influence the
composition performance of underperforming students, while complex LIWC word categories negatively impact
their scores but have a positive impact on high-performing students. Given the reliability of LIWC in capturing
students’ psychological and perceptual experiences, this tool might be also capable of decoding and mapping the
academic resilience through text analysis. However, the use of LIWC in the local educational settings remained
limited, especially among college students. One study used LIWC in examining the signs of psychological issues
from selected Filipino students’ written language (Lumontod, 2020), but to the knowledge of the authors, no
local studies were conducted to specifically determine the language patterns that reflect academic resilience.
Thus, this area remained a fertile ground for scientific exploration.
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2.4 Current study

In recent years, goal concordance has been extensively explored in many contexts. However, studies that
examined its role in academic resilience remained scarce. Similarly, Linguistic Inquiry and Word Count (LIWC)
has been effectively used both in clinical and social settings. However, its application in academic resilience is
limited. In fact, to the knowledge of the authors, no studies were conducted and published in this area. Moreover,
the combined predictive ability of academic goal concordance and LIWC dimensions has not been explored
especially in the local educational setting. Considering this empirical gap, this study sought to unravel the
significance of pursuing internally-aligned academic goals and written language as indicators of academic
resilience.

3. Method

3.1 Design

The variables in this study were assessed through the following measures:

Academic Goal Concordance - Academic goal concordance was examined using a researcher-constructed
item: Are you enrolled in your desired college course? This item was rated on dichotomous response options (yes
or no). Students who were enrolled in their desired course were considered to have academically concordant
goals. In contrast, students who were not enrolled in their desired college courses were considered to have
academically non-concordant goals.

Academic Resilience Scale (ARS-30) — The Academic Resilience Scale (ARS-30) developed by Cassidy
(2016) was used to quantitatively examine students’ academic resilience. The ARS-30 measures three
dimensions of academic resilience which include perseverance, reflecting and adaptive help-seeking, and
negative affect and emotional response. However, this study only focused on the aggregate score, not on the
individual subscales. Items are on a 5-point Likert scale response format ranging from 1 (Strongly Disagree) to 5
(Strongly Agree). Additionally, participants were asked to write an essay about academic resilience following
this instruction: “As a student, please reflect on the academic challenges that you experienced so far and describe
how resilient you were in facing those challenges. Give at least one example of those challenging situations and
the steps you took to overcome them.”

Linguistic Inquiry and Word Count (LIWC - 22) - The essays about academic resilience were
quantitatively examined using the online version of Language Inquiry and Word Count (LIWC-22). This study
only focused on the summary variable dimensions of LIWC which includes analytic (formal thinking) and
authentic (unfiltered expression). Since the output of LIWC includes the total number of words (NoW) of the
essay, NoW was then considered as one of the conditions or independent variables. LIWC computes the
percentage of words used in the essay related to each dimension assessed. Both analytic and authentic
dimensions have 0 to 100 values. The number of words was derived from the total word count of each essay.

3.2 Participants

The selection of participants involved several steps. First, approval from the Ethics Review Committee
(ERC) was sought ensuring that the study followed ethical standards related to research involving human
participants. Upon receipt of the approval, the data-gathering process commenced. Participants were purposively
recruited through social media platforms and face-to-face interactions. This study focused only on college
students from all courses and levels who enrolled in the academic year 2024-2025. This was to capture a wide
range of perspectives pertaining to the concepts understudy. A combination of paper-and-pencil questionnaires
and Google forms were utilized. The questionnaires were identical in both formats.
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There were 297 college students participated in this study. 186 were female and 111 were male. Out of 297,
258 of them enrolled in their desired courses (had concordant academic goals). However, 12 were discarded due
to a less than 100-word essay about academic resilience. As a result, the dataset for goal-concordant students was
comprised of 246 participants. On the other hand, there were 39 students who participated who were not enrolled
in their desired college courses (had non-concordant academic goals). However, 3 were discarded due to similar
reasons resulting in a dataset with 36 respondents. The large discrepancy in the sample size between the two
groups was not appropriate when using fsSQCA. To resolve this issue, a simple random sampling procedure was
done from the 246 participants enrolled in their desired courses and randomly selected 36 cases to match the
non-concordant group. As a result, the total number of participants in this study was 72 college students aged
between 17 and 23 years old (M = 18.86, SD = 1.36).

3.3 Ethical considerations

All participants in this study were informed of the goals and nature of the current research. Their
participation was purely voluntary and they maintained the right to withdraw before, during, and after
participating. The anonymity and confidentiality of the gathered information were strictly observed.

3.4 Data analysis

The data were analyzed in several steps. First, descriptive statistics was used to gather information about the
distribution of the participants according to their basic demographics as well as their level of academic resilience.
Second, the numerical data obtained from LIWC dimensions including the total number of words of the essay
were logarithmically transformed (Log!®). This was done due to the large differences of the values in these
dimensions. Finally, to determine how academic goal concordance and dimensions of LIWC influence academic
resilience, the fuzzy-set qualitative comparative analysis (fsSQCA) method was conducted.

fsQCA is a set-theoretical that determines the influence or effect of multiple combinations of identified
conditions on the outcome variable. The analysis is carried out using Boolean operation (Ragin, 2000). Unlike
the symmetrical analysis methods, fSQCA does not focus on the strength and direction of the relationship, rather
it accounts for the impact of certain combinations of antecedent variables on the outcome for each case in the
dataset. This method sets fsSQCA from traditional statistical techniques that only identify the aggregate influence
of predictors on criterion variables losing the ability to determine the unique influence of those predictors on
each case. Moreover, fSQCA employs a qualitative investigation with quantitative approach in determining the
causes of certain outcome through configuration analysis. In the current study, academic resilience was the
outcome variable that was assumed to be shaped by the complex combinations of conditions. The use of fsSQCA
allowed this study to identify the necessary and sufficient conditions that led to academic resilience. Conditions
include data on goal concordance and LIWC dimensions.

Following the Boolean method, the data were calibrated. This study employed the direct method of
calibration as suggested by Ragin (2009). The thresholds of qualitative anchors were determined which
identified the structure of the fuzzy-set. These anchors include the threshold for full membership, cross-over
point, and full non-membership that define the inclusion of cases and relevance of conditions. Normally,
qualitative anchors have the following values; full membership (1), cross-over point (0.5), and full
non-membership (0). However, researchers can set specific values for qualitative anchors based on their
knowledge of the construct. In this study, since the data on academic goal concordance were dichotomous (1 =
concordant; 0 = non-concordant), no calibration was needed. For academic resilience and LIWC dimensions, the
minimum, mean, and maximum values were determined and considered qualitative anchors. This allowed for
consistent calibration across conditions. The table below presents the variables with their anchor point thresholds
of the fuzzy set.
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Table 1

Variables explored and their corresponding anchor point thresholds

.. Minimum Crossover Maximum
Name Type Abbreviation Threshold Point Threshold
Academic Goal Condition Variable AGC
Concordance

Analytic Condition Variable A 0.08 1.46 1.93
Authentic Condition Variable Au 0.02 1.63 2.00
Number of Words Condition Variable NowW 0.26 2.35 2.99
Academic Resilience Outcome Variable AR 1.67 4.14 4.80

Note. Because academic goal concordance has 0 and 1 values, no calibration was applied.

This study used fsQCA 4.1 to analyze the combinations of conditions that resulted in the academic resilience
of college students. The analysis was performed in three steps which include the necessity analysis, construction
of the truth table, and configuration analysis. Several symbols were used to present the results of the analysis.
The black circle (@) was used to denote the presence of the condition, while the crossed-out circle (@) denotes
the absence of the condition. Moreover, the large circle represents core conditions while the small circle
represents the secondary or peripheral conditions. Lastly, blank spaces represent a “do not care” situation which
means a causal condition is either present or absent. Consistency measures how often the presence of the causal
condition or combinations of conditions are associated with the expected outcome. Lastly, coverage measures
how much of the expected outcome is explained by the causal condition or combinations of conditions.

4. Results and Discussion

The main goal of this study was to examine how academic goal concordance and LIWC dimensions affect
the academic resilience of college students. The findings are indicated and discussed in the following sections.

4.1 The necessity analysis of the single variable

After the calibration process, the necessity analysis of a single condition was performed using fSQCA. The
findings are reflected using two measures: consistency and coverage. As previously mentioned, consistency
measures the degree to which a condition is a subset of the outcome variable. Coverage, on the other hand,
measures how well a causal condition or combination of conditions explains the outcome. Both measures have 0
and 1 values. A consistency value of 0.9 indicates that a causal condition is necessary for the outcome variable to
occur. As indicated in Table 2, analytic, authentic, and number of words had higher than 0.9 consistency values
which suggests that the presence of these conditions reflects high academic resilience. Specifically, the analytic
dimension of LIWC was found to be highly indicative of high academic resilience. In contrast, the absence of an
analytic dimension is not a necessary condition for the absence of academic resilience. Moreover, the
authenticity dimension was also found to be a necessary condition for high academic resilience. In the context of
this study, this suggests that the authenticity dimension of LIWC is a good indicator of high academic resilience.
The absence of this dimension is not a necessary condition for low academic resilience. Lastly, the results show
that the number of words is necessary for academic resilience. In contrast, the absence of this condition is not a
necessary condition for the low level of academic resilience. Moreover, academic goal concordance was found to
be a less likely candidate for a good predictor of high academic resilience. The absence of academic goal
concordance is not necessary for lower academic resilience. In sum, analytic, authentic, and the number of words
are necessary conditions for high academic resilience. These conditions are good indicators of academic
resilience among college students. However, the absence of these conditions does not strongly influence the
lower level of academic resilience.
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Table 2
Necessity test of single condition variable
Condition variable Consistency Coverage
Academic Goal Concordance 0.539 0.639
~Academic Goal Concordance 0.461 0.577
Analytic 0.934 0.964
~Analytic 0.420 0.743
Authentic 0.961 0.929
~Authentic 0.441 0.728
Number of Words 0.960 0.974
~Number of Words 0.475 0.725

Note. ~Indicates absence of a condition.

Table 3 presents the results of fsSQCA analysis focusing on parsimonious and intermediate solutions. The
findings identified five configurations that resulted in high academic resilience. For the parsimonious solution,
the analytic, authentic, and number of word dimensions were identified as crucial factors. The high degree of
consistency suggests that this combination fully explains the outcome variable. This implies that combining
these conditions accounts for nearly all cases of high academic resilience.

The intermediate solutions reveal more detailed pathways to academic resilience. The combination of
conditions such as academic goal concordance, analytic, and number of words accounts for about 49.05% of
cases. Another identified pathway is the combination of analytic, authentic, and number of words which accounts
for a significant proportion of cases. However, some pathways have included the presence and absence of
conditions that lead to the outcome. Overall, the intermediate solution suggests that these pathways or
combinations are strong predictors of high academic resilience.

Table 3
Parsimonious and intermediate solutions
Measure Path of Solutions Raw Unique Consistency
Coverage Coverage
Analytic 0.934 0.005 0.964
Parsimonious Authentic 0.961 0.015 0.929
Number of Words 0.960 0.010 0.474
Solution Coverage: 0.997
Solution Consistency: 0.913

Intermediate Solution AGC*A*NoW 0.491 0.012 0.993
A*Au*NoW 0.891 0.214 0.995
AGC*A*~Au*~NoW 0.204 0.008 0.963
AGC*~A*~Au*NoW 0.204 0.007 0.986
AGC*~A*Au*~NoW 0.214 0.009 0.974

Solution Coverage: 0.928
Solution Consistency: 0.980

Note. The complex solution is not included in the table because only parsimonious and intermediate solutions were used in identifying core
and peripheral conditions.

4.1.1 Analytic plus number of words

Table 4 indicates the configurations that predict high academic resilience. The first configuration shows that
academic resilience can be identified with a high frequency of analytic and the number of words in essays
regardless of authentic dimension. This also indicates that the academic resilience of some students can be
identified with analytic and the length of their essays. Longer essays that contain analytical-related words can be
indicative of high academic resilience.

4.1.2 Analytic, plus authentic, plus number of words

The second configuration was also identified as a reliable predictor of academic resilience. This suggests
that students with high-frequency usage of analytic, authentic words, and longer essays had high academic
resilience. This may suggest that longer essays that contain more analytic and authenticity-related words can be

82 Consortia Academia Publishing (A partner of Network of Professional Researchers and Educators)



Do academic goal concordance and LIWC dimensions predict academic resilience? A fSQCA-based exploration

indicative of high academic resilience.
4.1.3 Analytic subtract authentic and number of words

The third combination indicates that the presence of analytic and the absence of authentic, and number of
words in the essay contributes to some instances of academic resilience. This combination, however, is not as
strong as other pathways. Nevertheless, in this study, the high-frequency usage of analytic words alone could
reflect the high level of academic resilience of some students.

4.1.4 Number of words subtract analytic and authentic

The fourth combination indicates a valid path but only accounts for fewer cases. It suggests that for some
students in the sample, the length of the essay alone may indicate high academic resilience. The longer the essay
the more it may reflect high academic resilience.

4.1.5 Authentic subtract number of words and analytic

The fifth configuration has a moderate contribution to explaining cases of academic resilience. This suggests
that high-frequency usage of authentic words and absence of analytic and number of words may indicate a high
level of academic resilience. This combination suggests that in some students, authentic related words in the
essay can be indicative of academic resilience.

Table 4

Configurations with academic resilience

Conditions Raw Unique

Path AGC A Au NoW Coverage Coverage Consistency
AGC*A*NoW e ® ® 0.491 0.012 0.993
A*Au*NoW ® ® ® 0.891 0.214 0.995
~AGC*A*~Au*~NoW ® ® ® ® 0.204 0.008 0.963
~AGC*~A*~Au*NoW ® ® ® ® 0.204 0.007 0.986
AGC*~A*Au*~NoW (] ® ® ® 0214 0.009 0.974

Solution Coverage: 0.928
Solution Consistency: 0.980

Generally, the results show that academic goal concordance appeared to be a peripheral condition within the
five configurations that resulted in academic resilience. In other words, academic goal concordance is not a
necessary condition for high academic resilience. This might further suggest that pursuing college courses that
are not aligned with students’ desires may not necessarily impair their ability to endure academic challenges.
This assertion partially contradicts previous findings in this area. Existing pieces of evidence suggest that
pursuing self-concordant goals is related to greater persistence (Sheldon & Elliot, 1999; Wan et al., 2021). It is
important to note, however, that most previous studies in this area were conducted outside of the academic
context. Thus, it remains unclear whether those findings can be applied to academic settings. Also, some studies
in the academic context did not directly explore the link between academic goal concordance and academic
resilience but academic performance (Gaudreau, 2012; Lumontod, 2019). To date, only a few empirical efforts
(e.g., Henry et al., 2023) examined how pursuing self-concordant goal impact academic resilience. The
peripheral role of academic goal concordance found in this study indicates that this condition is not a strong
predictor of high academic resilience. Other factors are needed for high academic resilience to occur. This might
also point to the fact that academic resilience is a multifaceted construct that is explained by several combined
factors (Masten, 2019; Southwick et al., 2014). Perhaps, students can be inherently academically resilient
regardless of whether they pursue an internally aligned academic goal or not. However, it is also possible that the
absence of a significant effect of academic goal concordance on academic resilience was primarily due to how
the current study measured academic goal concordance. As indicated in the previous section, goal concordance
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was assessed through a straightforward statement by asking students whether or not they were enrolled in their
desired college courses. Such simplicity might have failed to capture the accurate essence of academic goal
concordance as a multifaceted construct. In turn, this limitation might have impacted the current findings. Future
research in this area may fill this gap by measuring academic goal concordance using different methods
quantitatively or qualitatively.

Moreover, the fSQCA analysis results showed that LIWC dimensions (analytic and authentic) and the total
number of words in the essay were necessary conditions for high academic resilience. In other words, students
who wrote more analytic and authenticity-related words and longer essays about academic resilience tend to
have higher scores on the academic resilience scale. It can be argued then that these conditions are reflective of
high academic resilience in the current sample. This supports previous findings which suggest that LIWC can be
a valuable tool in extracting meaning from a given text (Essam & Abdo, 2021; Fox et al., 2020). LIWC usage
can be more beneficial in instances wherein using traditional measures is impaired by methodological challenges.
Because language is consistent (Boyd & Pennebaker, 2017), the meaning it conveys offers a window for an
individual's behavioral and psychological tendencies. In an academic context, this can also be plausible and
noteworthy. Previous studies show that LIWC was able to capture students’ emotional experiences (Syah et al.,
2019; Wu, 2024). These corroborate with the current results suggesting that LIWC dimensions reflect academic
resilience. But again, this does not discard the fact that although LIWC is an objective analytical tool, it cannot
promise accurate results. In the context of the current study, the essay from which the LIWC findings were
derived might not wholly reflect the level of academic resilience of the respondent students. Students' narratives
might have been influenced by other factors unaccounted for in this study. This includes the fact that English is
not the native language of the respondents. Some students might have struggled to put their internal experiences
into words. As a result, the essay might not entirely indicate the degree of academic resilience that the
respondents truly had. Despite these inherent limitations, the current findings offer valuable insights into how
written language can be examined using text analysis. It can be argued that LIWC is a useful tool that can be
applied to different academic domains (Pennebaker et al., 2014). The present results offer valuable pieces of
preliminary evidence for future studies as to how academic constructs be examined.

Overall, there were five combinations identified that resulted in high academic resilience. However, only the
total number of words in the essays appeared in three out of five combinations. This condition, therefore, is a
strong predictor of high academic resilience. In the context of this study, students who wrote longer essays tend
to have higher academic resilience. This is plausible because writing is a tedious task that often bores most
students. Resilient students, due to their inherent capability to endure challenging tasks were tenacious enough to
describe their experience in more detailed writing. The raw data confirmed this observation. Several responses
were excluded from the dataset because they were less than 100 words. LIWC requires more words to establish
meaningful analysis. Also, during the data gathering, it was observed that many respondents were reluctant to
respond to the essay part of the questionnaire perhaps due to two possible reasons; the tedious nature of essay
writing and the language barrier. Although the respondents were college students, English is not their native
language which may pose a challenge in capturing the accuracy of the obtained data. It could be that the words
being used might not exactly reflect the respondents’ true level of academic resilience. These issues might have
impacted the gathered data and therefore comprise their accuracy and generalizability.

It is also equally important to note that the absence and presence of analytic, authentic, and total words in
the essay contribute to high academic resilience. As indicated in Table 4, in some cases, academic resilience
occurred when at least one of these conditions was present even if other conditions were absent. Aside from the
LIWC dimensions examined in this study, some contextual and personal factors might have shaped academic
resilience. For instance, some students might be inherently resilient. Thus, regardless of whether or not they were
enrolled in their desired courses, they are capable enough of enduring academic challenges. Additionally, the
Filipino culture might have largely contributed to students' resilience. Filipinos are known for being resilient
through their strong faith (Hechanova et al., 2015), resourcefulness (Adviento & De Guzman, 2010), and sense
of humor (Ladrido-Ignacio, 2011). These are a few of the identified protective factors that allow Filipinos to
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navigate challenges in life. These factors might also have contributed to the level of academic resilience found in
this study. These contentions, however, were not directly examined in this study. Further research might be
needed to test this assumption.

Taken together, the current findings suggest several important implications. First, higher scores in the
analytic LIWC dimension may reflect problem-solving, self-regulation, and metacognitive awareness which in
turn indicates a structured and logical approach to thinking that aligns with common traits of highly resilient
students (Pinar et al., 2018). Second, higher scores on the authentic dimension of LIWC might be indicative of
emotional openness. As a result, students who expressed themselves authentically were able to acknowledge
their emotions and sustain their motivation through meaningful goals. Third, a higher word count of essays
reflects greater effort, persistence, and engagement. These traits are crucial for navigating academic challenges.
Additionally, a longer word count of the essay may indicate cognitive flexibility and confidence in expressing
oneself allowing for a student to articulate his or her ideas in depth. Lastly, the combined impact of these
conditions on academic resilience accentuates the balance between emotional regulation and logical reasoning,
both may underpin resilience among students. However, given the dynamic and multifaceted nature of academic
resilience, further research on how different configurations of emotional, cognitive, and motivational factors
contribute to resilience will enhance the current understanding in this area.

5. Conclusion

In sum, the fsSQCA findings reveal that academic goal concordance was a peripheral condition for academic
resilience. Additionally, the findings show that the analytic and authentic dimensions of LIWC and the total
number of words in the essay were necessary conditions for high academic resilience. Moreover, there were five
configurations identified that resulted in academic resilience. Analytic and total number of words of the essay
appeared in three of those five configurations indicating that these dimensions were strong predictors of high
academic resilience. These findings may have important implications for teachers and students. Teachers may
use text analysis to better assess their students’ ability to navigate academic challenges while students may
benefit from engaging in writing tasks and making them tools for self-reflection and growth.

5.1 Limitations and recommendations for future studies

Although this study provides novel insights, it comes with several limitations. One important limitation is
the small sample size. Although fsSQCA works well with small sample sizes, more cases may improve the
accuracy of the findings. Additionally, the use of fSQCA may benefit from integrating traditional symmetrical
statistical methods such as multiple regression and structural equation modeling (SEM). This can help determine
how much of the variance of the dependent construct is explained by which predictor(s). Moreover, although
LIWC is a robust measure of psychological factors, it faces challenges when used in non-English speaking
populations. In this study, for instance, the language barrier is one of the hurdles in capturing the accuracy of the
data measured. The difficulty in putting one’s internal experience into words might have influenced the trajectory
of the LIWC results. Future research may use stringent criteria in selecting the respondents that include the
proficiency in English language. A qualitative (interview) approach could also foster the reliability of the results.
Lastly, this study did not take into account students’ courses and levels. These factors might have also shaped
their academic resilience. Future studies could explore these factors and their potential impact on students’
resilience.
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Abstract

This qualitative descriptive study investigated secondary school teachers’ conception and
levels of implementation of Competence-Based Assessment (CBA) in Morogoro Municipality.
Guided by constructivist theory and the Concerns-Based Adoption Model, the research
involved interviews with 16 secondary school teachers as participants, purposively selected
from 8 randomly chosen government schools. Data were collected through semi-structured
interviews with open-ended questions, enabling participants to freely express their
perspectives, experiences, and behaviors related to CBA. The data were analyzed using
thematic analysis, which involved identifying, organizing, and interpreting patterns within the
interview transcripts to uncover recurring ideas, perceptions, and practices. The findings
revealed varied perceptions of CBA among the teachers. While a few viewed CBA as an
extended version of traditional assessment, the majority saw it as a comprehensive approach
to assessment, and some considered it a performance-based or criterion-referenced method.
The study also found that CBA implementation in schools was limited. Most teachers were at
an early non-user stage, with a few making attempts to progress to the preparation stage, as
described in the Levels of Use framework. The study recommends that the government
strengthen teacher training, provide adequate resources, and offer ongoing support to improve

the understanding and implementation of CBA.
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Secondary school teachers’ conception and levels of use of competence-based assessment

in Tanzania

1. Introduction

Competence-Based Assessment (CBA) emerged in the 1970s in western-world countries in Europe, U.S.A
and Australia as part of broader educational reforms aimed at aligning learning outcomes with real-world skills.
Initially developed in vocational education (Adamson & Darling-Hammond, 2014; Bunda & Sanders, 1979),
CBA focused on assessing students' ability to apply knowledge and skills in practical contexts rather than relying
solely on theoretical exams. The approach gained traction in the 1990s as countries sought to better prepare
students for the workforce, particularly in response to the growing demand for skilled labour (Wong, 2020). By
emphasizing practical competence, CBA shifted education towards more personalized, outcome-driven
approaches. Over time, its scope expanded beyond vocational training to K-12 and higher education to enhance
skills development. Developing countries, including those in Sub-Saharan Africa, followed suit in recent decades
(Akinrinola et al., 2020).

The adoption of CBA, however, demonstrates significant variation between developed and developing
countries due to differences in infrastructure, resources, and teacher preparedness. In developed countries, CBA
is typically supported by strong educational systems, advanced technology, and well-trained educators
(Akinrinola et al., 2020; Allen, 2021). Governments in these countries have invested heavily in teacher training,
digital tools, and curriculum development to enhance competency assessment (Wong, 2020). Education systems
in these countries emphasize more on personalized learning pathways, enabling students to progress at their own
pace based on demonstrated competencies. In contrast, developing countries face numerous challenges in
adopting CBA (Akinrinola et al., 2020). With resource limitations, large class sizes, and restricted access to
technology continuing to impede its implementation (Mwashighadi & Kitainge, 2023), the lack of pedagogical
skills and understanding among teachers appear to significantly impede teachers’ ability to effectively design and
apply CBA (Christ et al., 2014). Largely, this gap is a result of ineffective diffusion process of this innovative
assessment approach from western countries (Makwinya et al., 2022), characterized by limited access to
professional development opportunities and reliance on outdated teacher training programs (Mtitu, 2014; Nzima,
2016). Additionally, systemic challenges such as a lack of robust policy support (Makwinya, 2022) and
insufficient funding for educational reforms further exacerbate the issue (Makunja, 2016; Munoz & Araya, 2017).
In many cases, teachers may be personally learning to manage CBA informally, relying on trial and error to
navigate its implementation, which result in inconsistent implementation. Given these contexts, it is crucial to
investigate the current understanding and practices of teachers in implementing CBA to address these gaps and
improve its effectiveness. This study was designed to serve this need.

1.1 Study context and purpose

CBA was introduced alongside Competence-Based Education (CBE) in the early 2000s, with significant
curriculum revisions in 2023 (MoEVT, 2007; TIE, 2013, URT, 2014). The current secondary school curriculum
requires teachers to evaluate student competencies using authentic and performance-based methods (Juma &
Patel, 2024), which include field observations, practical demonstrations, problem-solving tasks, portfolios,
projects, concept maps, and oral presentations (Ishemo, 2021). These approaches are intended to make education
more practical, relevant, and aligned with real-world demands. However, Tanzania's experience with CBA
reflects the broader challenges faced by developing countries in adopting educational innovations developed
from the western world. While policy frameworks supporting CBA are in place, its practical implementation
appears to be constrained by ill-resourced contexts (Makunja, 2016; Kinyota, 2020) and unreliable teacher
professional development (Komba & Mwakabenga, 2019; Mgaiwa & Milinga, 2024), leading to lacking
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pedagogical skills for designing and conducting competency-based assessments. That is to say, the CBA was
introduced alongside competence-based curriculum—a foundational innovation—without sufficient preparation,
as teachers were not adequately trained, nor were school environments tailored to support these changes. In light
of these circumstances, examining how implementers understand and engage with such innovations is crucial.
This study served this purpose and was guided by two research questions:

(1) What are the secondary school teachers’ conceptions regarding the CBA?

(i)  How do secondary school teachers implement CBA in schools?

2. Literature

2.1 Defining CBA

CBA has gained momentum across various educational systems, reflecting a growing emphasis on practical
skills and real-world application. This shift contrasts with traditional assessment approaches that focus primarily
on memorized knowledge. Scholars have, therefore, defied CBA in various ways, reflecting diverse
interpretations of its principles and practices. Some (e.g., Wong, 2020) define CBA as an assessment approach
that emphasizes the application of knowledge, skills, and attitudes to real-world tasks, aiming to ensure that
learners can demonstrate competence in specific areas. Others (e.g., Schuwirth & Ash, 2013) looks at CBA as a
flexible, formative process, where assessment occurs continuously to guide learners' development. Such scholars
emphasize the holistic nature of CBA, highlighting its focus on both learning processes and outcomes, assessing
students' input, engagement, and performance. Besides, some scholars (e.g., Gallardo, 2020; Juma & Patel, 2024;
Olson & Krysiak, 2021) emphasize the alignment of Competence-Based Assessment (CBA) with industry or
societal needs highlight its criterion-referenced nature, where students are assessed against specific, predefined
standards relevant to real-world contexts. This approach ensures that assessments measure students’ ability to
meet these competency benchmarks, focusing on practical skills and knowledge applicable to professional or
societal demands, rather than relative performance. These variations reflect the evolving understanding of CBA
in educational settings, emphasizing different aspects like application, learner focus, and contextual relevance.

Based on such definitions, CBA largely appears to focus on measurable and observable outcomes. As such,
CBA rely heavily on assessment formats that are authentic and performance-focused, which require students to
demonstrate their competencies in practical scenarios, providing a clear indication of their ability to apply
knowledge (Wong, 2020). Measuring progress and outcomes has largely been carried out through portfolio,
practical demonstrations, and observation of hands-on skills. Portfolios allow students to collect evidence of
their work over time, showcasing their growth and learning process (Adamson & Darling-Hammond, 2014).
Practical demonstrations assess hands-on skills in subjects like science or vocational training, while
problem-solving tasks evaluate students' ability to tackle real-life challenges (Akinrinola et al., 2020). Oral
presentations and projects are also commonly used, helping to assess critical thinking, communication, and
creativity (Wong, 2020). These methods align learning outcomes with the skills needed in professional
environments, making education more relevant and practical, and ensuring that students are adequately prepared
for the workforce. The conceptualization of CBA, however, varies significantly in different contexts, with terms
such as alternative assessment, ability testing, and assessment for learning outcomes often used interchangeably
(Christ et al., 2014). These terms highlight diverse aspects of the assessment process, emphasizing a departure
from traditional high-stake examinations to more holistic measures.

Despite the widespread adoption of CBA, defining "competence" remains a contentious issue. Literature
indicates varying interpretations of competence, with no universal consensus on its exact meaning. Bunda and
Sanders (1979) and Gallardo (2020) categorize competence definitions into two main groups: one that views
competence as a hypothetical construct, often used in curriculum development, and another that sees competence
as a standard of performance, closely related to mastery or criterion levels. This second view is more aligned
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with the operational focus of CBA, which centers on the demonstration of skills and knowledge against
predefined standards. Other scholars have grouped definitions of competence into five categories, offering a
more nuanced understanding of its role in education (Wong, 2020; Mwashighadi & Kitainge, 2023). These
include competence as the ability to perform at desired levels, the ability to select and apply relevant attributes
(knowledge, skills, attitudes), and the possession of those attributes. More comprehensive definitions encompass
elements of all these perspectives. For instance, the National Council for Technical and Vocational Training
(NACTVET) in Tanzania identifies competence descriptors, including knowledge, skills, understanding, and
broader attributes (NACTVET, 2022). Gallardo (2020) and Olson and Krysiak (2021) note that a
competence-based assessment seeks to measure in learners the ability to master a certain definable competence
descriptor. Generally, CBA is an approach that assesses not just knowledge, but also learners’ practical skills and
critical thinking

2.2 Importance of CBA

CBA is crucial in modern education as it focuses on evaluating students' ability to apply knowledge and
skills in real-world contexts. As CBA emphasizes practical, outcome-driven learning (Gallardo, 2020), it ensures
students are better prepared for the workforce by assessing competencies like problem-solving, critical thinking,
and collaboration, which are essential in professional environments. CBA also promotes personalized learning,
allowing students to progress based on demonstrated abilities rather than time spent in class (Wong, 2020).
Moreover, it encourages continuous improvement through ongoing feedback, fostering a deeper understanding of
subject matter. In this way, CBA aligns educational outcomes with global labor market needs, ensuring students
are equipped with the skills necessary for success in their careers. CBA seeks to assess students’ mastery of the
knowledge and skills they are expected to acquire as they progress through their education (Munoz et al., 2021).
This approach aligns with the growing recognition of the need for education to go beyond academic achievement,
focusing on life skills that enable individuals to function effectively in society (Wong, 2020). Furthermore, CBA
is crucial in preparing students for the Fourth Industrial Revolution, which requires a workforce skilled in areas
that go beyond traditional academic knowledge, integrating technologies across the physical, digital, and
biological spheres (Juma & Patel, 2024).

2.3 Challenges facing CBA implementation

The implementation of CBA faces significant challenges, particularly in developing countries. While CBA
aims to shift education from rote memorization to the development of practical skills and competencies, its
execution often falls short due to several factors. In developed countries, CBA benefits from strong infrastructure,
advanced technology, and well-trained educators who can effectively integrate competency-based methods into
the curriculum (Wong, 2020). However, in many developing countries, the picture is different. Teachers often
lack the necessary training and resources to implement CBA effectively (Akinrinola et al., 2020; Makunja, 2016;
Makwinya et al., 2022; Mgaiwa & Milinga, 2024; Zamda et al., 2024). Additionally, large class sizes, limited
access to technology, and inadequate policy support further hinder the successful implementation of CBA (Ismail
et al., 2024; Juma & Patel, 2024). Therefore, despite the theoretical promise of CBA to enhance student learning
and better align education with real-world skills, these barriers often prevent it from achieving its full potential in
many educational systems. These challenges have resulted in inconsistencies in its application, with some
teachers reverting to traditional knowledge-based assessments (Ismail et al., 2024; Kigwilu & Mokoro, 2022).
Therefore, further investment in teacher training, resources, and policy reforms is necessary to ensure the
successful implementation of CBA.

3. Theoretical underpinnings

This study was guided by the Concern-Based Adoption Model (CBAM) (Hall & Hord, 2020), with a
specific focus on its Levels of Use component. CBAM is a widely recognized framework for understanding how
individuals and organizations adopt and implement new innovations. The Levels of Use component, developed
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since the mid-1970s by Hall (1975) and associates, examines the extent to which practitioners effectively utilize
an innovation, ranging from non-use to proficient and advanced application. By employing this framework, the
study aimed to gain insights into the extent of teachers' engagement with CBA and identify areas requiring
targeted interventions to enhance implementation. According to Hall and Hord (2020), the adoption journey
unfolds across eight levels, as outlined in Table 1.

Table 1
The eight Levels of Use
Levels of Use (LoU)  Description
1. Nonuse The teacher is not using CBA and may not be aware of it.
2. Orientation The teacher is learning about CBA and preparing to use it but has not yet implemented it
3. Preparation The teacher is planning and organizing to implement CBA but has not started using it
4. Mechanical Use = The teacher is using CBA in a basic, procedural manner with limited integration into
teaching
5. Routine Use The teacher is consistently using CBA as intended, with regular application in teaching
practices
6. Refinement The teacher is refining and adapting CBA to better fit their teaching context and
improve effectiveness
7. Integration The teacher has fully integrated CBA into their teaching practices, actively
collaborating with others and seeking ways to enhance its impact
8. Renewal The teacher is reflecting on and revising their use of CBA to further innovate and

improve practice

To complement the CBAM and provide additional theoretical grounding for the first objective (secondary
school teachers’ conceptions regarding CBA), the study used the Constructivist Learning Theory (Vygotsky &
Cole, 2018). Constructivist Learning Theory highlights the role of teachers as facilitators of learning rather than
mere transmitters of knowledge. Exploring teachers' conceptions through this lens can reveal their views on the
shift from traditional assessments to competency-based approaches. The theory underscores how prior
knowledge, beliefs, and experiences shape individuals' approaches to teaching and assessment. This perspective
is critical in understanding how teachers conceptualize and adapt to CBA. Therefore, while CBAM's Levels of
Use component helps to assess the practical adoption and implementation of CBA, Constructivist Learning
Theory addresses the foundational beliefs and conceptions that precede or accompany those behaviors. This
combination enriches the study’s theoretical grounding and ensures a holistic examination of both conceptual
and practical dimensions of teachers’ engagement with CBA

4. Methodology

4.1 Research approach and design

The descriptive research employed a qualitative approach, which was deemed suitable for unfolding
teachers' conceptions of CBA due to its ability to uncover subjective experiences and contextual influences.
According to Merriam and Tisdell (2015), basic qualitative research aims to reveal participants' experiences, the
meanings they attribute to those experiences, and the processes involved. This approach allows for a deeper
understanding of how teachers perceive and engage with CBA, considering the nuances of their individual
contexts and backgrounds. The case study design (Cohen et al., 2018) facilitated an in-depth examination of
teachers' conceptions and the level of CBA implementation, enabling a thorough understanding of the challenges
and opportunities in adopting CBA practices within the specific educational context of Morogoro Municipality.

4.2 Study area and participants

We recognized that teacher’s level of use in new innovations vary based on their subjective experiences and
the work contexts. Therefore, the study examined teachers’ conception and implementation in their varied
contexts. The study was conducted in Morogoro Municipality, in Morogoro region located in the eastern part of
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Tanzania, chosen for its diverse educational institutions, including government-owned secondary schools. To
avoid biases related to working conditions, only government secondary school teachers were included, ensuring
findings reflect the centrally managed curriculum. A combination of purposive and simple random sampling
techniques was employed. Simple random sampling was used to select eight (8) schools from the municipality’s
32 government secondary schools, from which 16 participants (two per school) were purposefully chosen.

To be selected, a participants needed to have least two years of teaching experience to ensure familiarity
with foundational teaching practices. Priority was given to teachers of Biology and Geography, aligning with the
researcher’s expertise to facilitate objective data interpretation. Participants varied in qualifications, including
diplomas, and first and master degrees. The sample size was determined by data saturation, where sufficient
information was collected to address all themes without redundancy (Fusch & Ness, 2015). The LoU framework
guided interviews, ensuring an in-depth examination of teachers’ familiarity with and engagement in CBA
implementation.

4.3 Data collection and analysis

The data collection process was guided by the standard Levels of Use (LoU) interview protocol, which was
adapted for this study. To ensure the validity and relevance of the questions, consultations were held with
research supervisors as recommended by Cohen et al. (2028). This process helped refine the questions and
ensure that they accurately captured the teachers' conceptions and experiences with CBA. The final interview
guide included open-ended questions such as, “How do you understand the concept of CBA?” and “What
challenges are facing when implementing CBA?” in addition, probing questions, such as “Can you elaborate on
that?”’; “Could you provide an example?” were used to gather more detailed responses. Face-to-face interviews,
which lasted for about 45 minutes, were then conducted during a field visit in March 2024 with selected teachers
to examine their conceptualization and use of CBA. The interviews were held at participants’ preferred locations
within their school compounds and conducted in both English and Kiswahili, based on the participants'
preferences. For interviews conducted in Kiswabhili, translations were carried out during transcription, involving
a back-and-forth process to ensure accuracy, as recommended by Cohen et al. (2018). Supervisors reviewed
some of the translated transcripts and collaborated with the main researcher to address any translation issues,
particularly with word choice, ensuring that the translation accurately conveyed the interviewee's intended
meaning.

Data analysis followed the systematic approach as advised by Squire (2023) and was performed manually.
At first, interview transcripts were transcribed verbatim, and initial codes were identified by thoroughly reading
and re-reading the data. Recurring patterns and ideas were manually highlighted and grouped and coded. These
codes were then categorized into broader themes aligned with the study’s research questions. The LoU
framework was employed to categorize the codes into the corresponding stages, aligning with the eight Stages of
the LoU (Hall & Hord, 2020). To ensure the validity and reliability of research instrument and data, several
strategies were employed. Peer debriefing sessions with research participants, providing clear instructions to
research participants, and scoring of data. More standardization of interview environment to ensure uniform
conditions for administration and scoring was also made. More techniques were also employed including review
and validate the themes, by research supervisors.

4.4 Ethics consideration

To protect the rights, welfare, and dignity of the participants, the researcher acquired consent from the
appropriate institutional entities. Before beginning data collecting in the field, the study obtained approval from a
number of organizations, including Sokoine University of Agriculture, the President's Office Regional
Administration and Local Government, and Morogoro Municipal Authority. Teachers were informed regarding
the purpose and methods of the study prior to their involvement, thereby guaranteeing their informed consent.
Confidentiality was safeguarded, with participants guaranteed not to have their identities or affiliations revealed
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in any reports (Cohen et al., 2018) To protect their anonymity, each participant was assigned an RP pseudonym
(with the RP standing for Research Participant) while schools were named A through to H. Participants'
autonomy was further emphasized by being made aware of their freedom to leave the study at any moment and
ensuring their comfort with participation.

5. Findings and discussions

5.1 Teachers’ Conceptions of CBA

Essentially the successful implementation of CBA in secondary schools depend upon the teachers’
understanding of the whole concept and how it should be used. During the study, participants were asked
questions about “How do you understand the concept of CBA?” and “What challenges are facing when
implementing CBA?”. The answers to these questions resulted to emergence of four themes, reflecting their
varied understanding of CBA. These four emerged themes are described next.

5.1.1. CBA as holistic construct

Four of the sixteen research participants (RP) shared a holistic understanding of CBA. Their responses
highlighted a comprehensive view of CBA as an educational assessment approach involving the evaluation of
students' input, processes, and outputs. This perspective was further illustrated by the frequent use of terms such

EEINT3

as “thorough evaluation” “process and product” and “in-depth assessment” during the interviews. For example,

research participant 1 (RP1) from school C repeatedly referred to the need to assess “students’ efforts alongside
their final performance,” while RP2 from school G highlighted the phrase “process-product assessment.” Such
views underscore a consistent belief among these participants that CBA integrates both learning processes and
outcomes into the evaluation framework. For example, RP2 from School G, opined extensively that,

"Competence-based assessment is an approach that fully evaluates students’ ability to
apply knowledge and skills in real-life situations. It focuses on assessing the entire learning
process, including students’ input, engagement, and performance. It measures completely
how well students independently demonstrate understanding and practical application,
assessing not only what students know but also how they use that knowledge to solve

problems or perform tasks effectively”. RP2 from School G

The same view was observed by RP2 from school H who stated,

“Competence-based assessment is not only about grading students based on their
answers but looking at how they arrived at those answers, the skills they applied. It
involves assessing students’ ability to apply knowledge and skills in practical contexts,

rather than just recalling content”. RP2 from school H

RP2 from school H further emphasized that, “CBA is about going beyond memorized answers”, adding that
it focuses on practical demonstrations of how students use what they learned. Such perspectives reflect an
awareness that CBA prioritizes the demonstration of skills, achievements, and intelligence through practical
performance rather than solely testing knowledge through rote memorization.

This holistic view of CBA mirrored the principles of constructive learning, a concept highlighted by
theorists such as Schuwirth and Ash (2013). Scholars who view CBA as a holistic approach emphasize
evaluating students’ overall learning process, including their input, engagement, and outcomes. This perspective

International Journal of Research Studies in Education 95



Mushi, C. C., Makwinya, N. M., & Kalungwizi, V.

assesses not only students' final performance but also how they demonstrate competencies throughout their
learning journey.

5.1.2. CBA as performance evaluation

Another important theme that emerged from the analysis of the transcribed teacher interviews is the
understanding of CBA as performance-based. This theme highlights teachers' emphasis on evaluating students'
abilities through practical, real-world applications rather than theoretical knowledge. Six (6) of the 16 participant
teachers—Research participant 1 (RP1) from School E, RP1 from School G, RP1 from School D, RP2 from
School C, and RP1 and RP2 from School F—described CBA as primarily focusing on measuring what students
can do, emphasizing the practical demonstration of skills as the key output of learning. Participants consistently
underscored the importance of measuring students' competence based on their ability to apply learned knowledge
and skills in authentic, task-oriented scenarios.

RP1 from school E, articulated this conception by stating, “Competence-based assessment is all about
performance measurement”. RP1 from school D and RP2 from school C echoed this conception, where RP1
from school D emphasized, “It's task-oriented, focusing on how well students apply their knowledge and skills in
real-world scenarios”. Sharing the same perspective, RP2 from school C opined during the interview;
questioning, “How could you be sure that students are prepared for future roles if their performance is not
assessed in real-life scenarios?" highlighting that authentic assessments are crucial for confirming that students
are genuinely capable of succeeding in their future career. Such views reflect the teachers’ central idea that CBA
is designed to assess students' practical abilities rather than their memorization of theoretical content. RP1 from
School G resounded this understanding; stating,

“I see competence-based assessment as a practical evaluation method. It’s not just about
theoretical knowledge but about how students can demonstrate their abilities through
authentic, application-based evaluations. The activities we ask them to perform must reflect

real-world tasks to accurately measure their competence.” RP1 from School G

This statement reinforces the notion that CBA is grounded in application-based evaluation, where students
are expected to show how they would handle situations in real life, whether in professional or everyday contexts.
The teacher’s focus on authentic evaluation further emphasizes the importance of using real-world tasks that
mirror the challenges students will face, ensuring that assessments are both relevant and meaningful. RP1 from
school F, RP1 from School E and RP1 and RP2 from school F shared a similar view. RP1 from school F, for
example, illustrated it by stating,

“For me, competence-based assessment is performance-based. It’s focused on the actual
tasks and activities students complete. We move away from traditional exams and instead
look at how students can perform and apply what they've learned in authentic situations,

which is a much more reliable indicator of competence.” RP1 from school F.

This statement reflects a clear departure from traditional, exam-centered assessments, underscoring the
practical application of knowledge as the core measure of competence. The teacher's focus on task-driven
evaluation highlights the preference for assessing students' abilities to complete relevant activities that simulate
real-life scenarios, thus offering a more reliable measure of their actual competencies.

9 G ”

Generally, terms such as “authentic-based measurements”, “task-oriented evaluation”, “practical evaluation”,
“application-based assessment”, and “activity-focused assessment” were frequently used by teachers in
describing their understanding of CBA, emphasizing a shared belief among participants that assessments should
go beyond theoretical recall. Teachers pointed to the necessity of aligning assessments with real-world tasks that
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allow students to showcase their abilities in authentic contexts.

Their conception holds significant implications for the constructivist learning theory that guided the study.
Constructivism posits that knowledge is best acquired through active engagement and the application of learning
in real-world contexts (Vygotsky & Cole, 2018). Teachers’ emphasis on application and performance aligns well
with the opinion by Wong (2020) and Akinrinola et al. (2020) in that the constructivist learning is a dynamic
process of constructing meaning through hands-on experience and problem-solving.

5.1.3. CBA as a criterion-referenced Assessment

Another significant theme that emerged from the transcribed teacher interviews is the conception of
competence-based assessment as criterion-referenced, which focuses on evaluating learners’ mastery of specific
skills or tasks against predefined criteria or standards. Unlike norm-referenced assessments, where students'
performances are compared to one another, criterion-referenced CBA assesses whether students meet specific
competence standards, regardless of how their peers perform. Teachers described CBA in terms of evaluating
students against clearly defined performance benchmarks, with an emphasis on skill-based, proficiency-oriented
measurements. Terms such as  “learning  outcomes,”  “competence-framework,”  “rubrics,”
“competence-standards,” and “performance benchmarks” emerged repeatedly in participants’ descriptions about
CBA, underlining the structured and measurable nature of this assessment approach. RP1 from School B, RP2
from School E, RP2 from school D and RP1 from school H shared this common understanding of CBA,
emphasizing the importance of individualized assessment over traditional ranking. RP1 from school B, for
example, articulated,

"Competence-based assessment, in my perspective, relies heavily on clear performance
benchmarks. By aligning our evaluations with specific competencies and learning
outcomes, we create a framework that helps measure student proficiency and ensures that

they have mastered the required skills." RP1 from school B.

This statement underscores the importance of clear benchmarks in CBA, where students are assessed based
on the mastery of specific skills and competencies, not in comparison to their peers but against predefined
expectations. The use of learning outcomes as a measure of proficiency ensures that assessments are directly
linked to the competencies students are expected to acquire.

Rubrics provide an objective framework for assessing students’ competencies, ensuring consistency in
evaluating whether students have achieved the necessary proficiency levels as defined by the competence
standards (Olson & Krysiak, 2021). The statements of teachers in this category reflect this understanding. RP2
from school B and RP1 from school C unanimously echoed this conception, highlighting the role of rubrics in
creating fair and measurable evaluation criteria. For example, RP2 from school D stated,

"[ think of competence-based assessment as a framework that uses rubrics to measure
students’ mastery of specific competencies. These criteria help in determining whether
students have achieved the desired proficiency and are meeting the established competence
standards. It’s a clear and objective way to evaluate their performance.”" RP2 from school

D.

RP1 from School H and RP2 from school E shared the same view, emphasizing that CBA of students
focuses more on learning outcomes and competence standards. She stated, “It is about assessing whether they
have met the expected benchmarks of mastery”, pointing out a need to use skills-based and proficiency-based
measurements to evaluate their true capabilities. During the interviews, RP2 from school E questioned, “Why
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else would we develop specific objectives if not to provide clear reference points for assessment?” which
appeared to reinforce the view of CBA as an assessment that is centered on specific competencies rather than on
relative student performance. It emphasizes the alignment of assessment with learning outcomes and competence
standards, where the goal is to measure a student’s ability to demonstrate mastery in particular skills and
competencies.

In addition to these specific examples, participants frequently referenced key terms such as

EEINT3 2

“competence-framework,” “performance benchmarks,” and “learning outcomes” to emphasize the structured
nature of CBA, where assessment is designed to measure student achievement in relation to predefined standards
rather than in comparison to other students. Further, phrases such as "competence-standards," "skill-based
assessment,” and "proficiency-based measurement" were also mentioned repeatedly, which underscored the

focus on evaluating students based on their ability to demonstrate specific skills and competencies.

Overall, these teachers emphasized that CBA is not about comparing students to each other, but about
assessing whether they have achieved the desired competencies and proficiency levels. This understanding
reflects the reviewed literature. The criterion-referenced nature of CBA prioritizes the assessment of how well
students can meet specific pre-defined learning outcomes as prescribed in official standard guide and apply their
knowledge in real-world situations (Olson & Krysiak, 2021). The participants who align with this
criterion-referenced understanding of CBA seem to believe that the focus should be on meeting established
standards rather than ranking students (Gallardo, 2020).

By assessing students against specific, predefined competencies, CBA encourages students to focus on
developing and demonstrating mastery of essential skills, rather than simply competing against their peers. This
process aligns with the constructivist view that assessment should be a tool for supporting individual learners'
development, helping them progress towards achieving deeper levels of understanding and competence
(Vygotsky & Cole, 2018). Additionally, the use of rubrics and clear performance benchmarks is consistent with
the constructivist emphasis on providing students with clear expectations and feedback, which helps guide their
learning process.

5.1.4. CBA as a mere detailed testing

One notable theme identified among a few teachers in this study is that of viewing CBA as merely a more
elaborate version of traditional testing. This conception, observed in responses from RP1 (School A) and RP2
(School B), reflects a limited understanding of the fundamental philosophy underpinning CBA. These teachers
appeared to view CBA as a process centered on increasing the frequency of assessments, such as project-based
assignments, quizzes, and written examinations, rather than recognizing the significant paradigm shift it
demands in evaluating student competencies.

For instance, RP 2 from school B remarked,

“The idea of CBA feels like it’s just about adding more assignments and conducting more
frequent formative assessments, like weekly quizzes and monthly tests that count towards
the final grade. I think CBA is all about checking competencies more frequently to track

progress”. RP 2 from school B.

This perspective reveals a belief that frequent testing and the inclusion of in-depth questions in examinations
equates to assessing competencies. If they conducted weekly quizzes and include a few open-ended questions in
exams, then they managed assessing competencies. While ongoing formative assessments are indeed an integral
part of CBA (Wong, 2020), this understanding oversimplifies its objectives. Teachers adhering to this view likely
failed to recognize that CBA emphasizes not just the frequency of assessment but also the evaluation of students'
ability to apply knowledge, skills, and attitudes in real-world contexts.
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A similar perspective emerged from RP1 from School A, who described CBA as fundamentally altering
exam formats.

“In my experience, CBA means changing the style of examinations. It’s about asking
open-ended questions or creating scenarios that require detailed responses. For example,
we’re encouraged to design questions where students must explain solutions or describe
how they would apply concepts to real-world situations. It’s more about how they respond,

and that helps us assess their competencies.” RP1 from School A.

While this teacher demonstrated some understanding of CBA principles, his focus remained narrowly
centered on examinations rather than embracing the holistic, ongoing assessment of students’ skills, attitudes,
and practical application of knowledge. This narrow focus underscores a misconception that CBA is primarily
about modifying examination formats to include open-ended or scenario-based questions that merely demands
written responses, without fully appreciating the broader goals of assessing students' ability to solve authentic,
real-world problems.

Generally, the recurrence of perspectives which prioritized assessment frequency and detailed written
responses emerged also in the descriptions of other interviewees. Such views highlight the fact that some
teachers continue to view CBA through the traditional lens of frequent tests, projects, and formal examinations,
rather than as a transformative process for evaluating competencies in dynamic and practical ways.

5.2 Levels of using CBA

The analysis of teachers’ responses revealed a significant disparity between the intended adoption of CBA
and its practical implementation in schools. While some teachers reported combining multiple methods, their
strategies lacked the depth required for hands-on assessment, with approaches like project-based learning or
real-world simulations rarely appearing in their descriptions. Overall, teachers' practices predominantly aligned
with the first three stages of the CBAM’s LoU framework: Non-Use, Orientation, and Preparation.

5.2.1. Entrenched Traditional assessment Practices

Analysis of teachers' responses indicates that six out of the 16 participants (RP2 from School B, RP1 and
RP2 from school A, RP1 and RP2 from School D, and RP1 and RP2 from School D) were not using CBA in
routine classroom activities. Their statements revealed that they predominantly designed assessments around
paper-and-pen-based formats that prioritized rote memorization. These assessments focused mainly on testing
factual recall, thereby neglecting essential elements of CBA such as problem-solving and hands-on activities.
Terms like “written tests,” “recall,” and “remembering” repeatedly surfaced in their descriptions of their CBA

implementation practice.

For instance, RP1, a biology teacher from School A, shared:

“I have heard about competence-based assessment, but to be honest, the process feels
overwhelming. Our focus remains on preparing students for national exams rather than
developing other skills. I'm not sure how I can fit all that into our current schedule.” RP1,

a biology teacher from School A.

This teacher’s view highlights the challenge of balancing national exam preparation with the demands of
implementing CBA. Another participant, RP1 and RP2 from School D echoed this view. RP2 from school D, for
example, emphasized:
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“The methods we have used for years work for us, and we have become accustomed to
them. Changing to something entirely new, especially something we do not fully understand,
feels risky and uncertain. I am skeptical about the shift and prefer sticking to what I know

works for the students.” RP2 from school D.

The repetition of words such as "comfortable," “unsure”, "risky," and "uncertain" signifies resistance to
change. These teachers are entrenched in traditional assessment methods and are hesitant to adopt more
innovative approaches. Presence of such teachers during transitions such as this is not surprising. Previous
studies, such as those by Kigwilu and Mokoro (2022) and Ismail et al. (2024) report similar findings, suggesting
that teachers with limited experience in innovative assessment practices often struggle with the implementation.
These findings suggest that, according to the LoU framework, these teachers are at Stage 1, the non-user stage,
where they neither understand nor engage with CBA (Hall & Hord, 2020). Interestingly, our analysis revealed
that these are the participant teachers who had low experience in teaching (1-5 years of teaching).

5.2.2. Exploratory stage of CBA implementation

Nine (9) of the teachers surveyed showed initial attempts to engage with CBA, though their efforts were
inconsistent and limited. These teachers recognized the potential of CBA but admitted that their attempts were
minimal and often disjointed. They recognized CBA’s potential to engage students, yet their lack of confidence
and understanding in fully utilizing it RP2 from School H remarked,

“Students seem more engaged when I try CBA, but I feel like I'm experimenting without a
clear direction. I want to improve but need more training and a clearer framework for

assessment.” RP2 from School H.

Key terms like “trial,” “attempt,” and “unsure” surfaced frequently in their responses about the application
of CBA, further suggesting a beginner characteristic. One teacher, RP1 from School H, admitted, “/ only use it
when preparing my students for practical National examinations”. This quote reflects a limited, occasional use
of CBA on areas they expected to emerge in National Examinations. It is an indication that CBA was not

integrated in their everyday instructional practice.

In additional to conventional assessment methods, the only practices that these teachers occasionally
attempted were oral presentations, simple laboratory activities, and concept map creation. For instance, RP1from
School B shared,

“I use oral presentations occasionally, especially when we need to prepare for practical
exams. It’s a simple way to assess students' understanding, but it feels like a basic step

toward competence-based assessment.” RP1from School B.

Although these teachers were trying to implement CBA, the way they described their practices suggested a
beginner’s approach, with limited engagement in the more complex aspects of CBA, such as fostering critical
thinking or creativity. RP2 from School C exemplified this, stating,

“I tried using concept maps, but I ended up grading them based on completeness, not on
the critical thinking behind them. I'm not yet sure how to assess creativity or deeper

5

cognitive skills.’

Another example is RP2 from School F, who gave an account of a group project on environmental
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conservation, stated.

“I assigned a group project on environmental conservation. While grading, I focused more

on the volume of content. Some students are very lazy here.” RP2 from School F.

Such descriptions reflect a narrow application of CBA, focusing on elements of assessment that are less
aligned with the collaborative and analytical competencies emphasized by the framework. Findings such as these
are also reported in previous research in Tanzania Makunja (2026) and in other developing countries (Akinrinola,
2020). Such practices suggest that these teachers were experimenting with CBA, but without fully engaging with
its core principles, indicating that they were still in the Preparation Stage of LoU, where teachers begin to apply
new methods but lack consistent and effective implementation (Hall et al., 1975; Hall & Hord, 2020). They were
still learning about new practices but have not yet integrated them into a systematic approach.

5.2.3. Preparation Stage of CBA implementation

Two research participants (RP1 from school C, RP2 from school G, and RP1 from school F) demonstrated
notable efforts to align their assessments with CBA principles by incorporating practical and problem-solving
practical tasks,” and “observation” were
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tasks into their teaching. Phrases like “role play,” “group projects,

frequently used, reflecting their genuine attempts at implementing CBA strategies. For instance, RP1 from
School F stated,

"In my class, students are tasked with creating visual diagrams that represent the
relationships between different concepts. This allows them to demonstrate both their
understanding and their organizational skills, as they connect various elements of the

lesson to real-life scenarios.” RP1 from School F.

Additionally, RP2 from school G observed that when students were involved in practical tasks, they showed
significant improvement in problem-solving and participation. He explained,

"I have noticed that when students are given practical, hands-on tasks, such as designing
simple experiments or group projects, they become more engaged and develop a deeper
understanding of the content. These experiences allow them to practice critical thinking
and collaborate with their peers in ways that traditional methods simply can't." RP2 from

school G.

Despite these efforts, however, evidence suggests that the teachers' attempts at CBA were often isolated and
poorly integrated. Commonly used phrases like “difficulty with criteria” and “unclear assessment rubrics” point
to the ongoing challenges they faced. Many teachers indicated that they lacked clear frameworks for evaluating
key competencies. RP1 from school C shared a concerning example:

“During a lab exercise where students measured soil pH, I ended up grading them only on
the correctness of their measurements. I wanted to assess their hypotheses and teamwork,
but without clear rubrics or guidelines, I didn't know how to do so fairly or consistently."

RP1 from school C.

This teacher remarked further that although designing tasks such as debates and group projects sounds
straightforward, it is hard to judge the students' performance objectively without a solid framework. He
emphasized, “I often feel unsure about what specific skills to focus on and how to assess them comprehensively”.
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Such comments are consistent with the LoU framework’s categorization of these teachers at the Preparation
stage. They exhibit an awareness of CBA’s value and are actively trying to adapt their practices, but their
implementation is still rudimentary. These findings reflect those reported by Kigwilu and Mokoro (2022) and
Juma and Patel (2024) who found the CBA limitation brought about by the lack of structured guidelines, clear
assessment rubrics, and consistent frameworks for evaluating diverse competencies.

This observation highlights that while some teachers have moved beyond simple orientation and are making
strides toward preparation, the complexity of CBA demands further development of both their skills and
resources. The clear presence of "difficulty with criteria" as a recurring concern signifies that teachers are in the
early stages of implementing CBA, where they are exploring and experimenting but have not yet established
comprehensive and consistent systems for assessment. This analysis aligns well with the LoU framework (Hall
& Hord, 2020), which characterizes the Preparation stage as one where individuals are beginning to prepare for
more effective use but are still refining their practices and overcoming initial barriers to implementation.

6. Conclusion

This study has explored the conceptions and implementation practices of CBA among secondary school
teachers in Tanzania. The findings reveal that teachers' understanding of CBA varies, with some embracing a
holistic, performance-based, or criterion-referenced approach, while others continue to rely on traditional
assessment methods. Those with a more comprehensive conception of CBA emphasized the importance of
evaluating both the learning process and the outcomes, aligning with constructivist principles that focus on skill
development, practical application, and student empowerment.

Despite the theoretical support for CBA, the practical implementation in classrooms shows significant
challenges. Many teachers are at the early stages of adopting CBA, often remaining at the non-use or preparation
stages, as outlined in the CBAM’s LoU framework. Some have made exploratory attempts to integrate CBA
principles, but their practices remain limited and inconsistent, primarily due to a lack of clear guidelines,
assessment rubrics, and professional development opportunities. Additionally, the pressure of national exams and
entrenched traditional methods contribute to resistance and slow adoption.

6.1 Implications and recommendations

This study underscores the critical need for targeted interventions to support the effective implementation of
Competence-Based Assessment (CBA) in Tanzanian secondary schools. Variability in teachers' conceptions of
CBA and challenges in applying it highlight the importance of robust professional development programs
focusing on both theoretical and practical aspects. Clear guidelines, comprehensive training, and standardized
rubrics are essential to aid teachers' transition from traditional assessment to CBA. Teachers should also foster
critical thinking, problem-solving, and self-directed learning among students to prepare them for CBA demands
while reducing resistance through clear communication about its benefits. Systemic challenges such as large
class sizes, limited resources, and insufficient teacher support must be addressed. Policymakers should prioritize
creating a supportive infrastructure with adequate resources and incentives to enhance adoption. Without these
measures, the potential of CBA to improve educational quality and student outcomes may remain unrealized

6.2 Limitations

This qualitative and descriptive study, conducted in government secondary schools in Morogoro
Municipality, Tanzania, may not be generalizable to other regions, private institutions, or rural areas where
different contextual factors could influence the implementation of CBA. The findings are also limited by the
subjective experiences and perspectives of only a few Biology and Geography teachers, which likely introduced
bias. To deepen understanding, future studies should explore CBA in diverse educational settings and include
teachers of other subjects to capture a wider range of challenges and opportunities. Expanding the sample size
and diversifying teacher profiles would enhance the comprehensiveness of CBA adoption studies. Additionally,
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future research could investigate how teacher preparedness, pedagogical training, and contextual factors
influence CBA implementation across various regions. Longitudinal studies might also provide insights into how
CBA evolves over time, assessing its impact on student learning outcomes and the quality of education.
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Abstract

This study investigates the oral narratives of a primary school student with High-Functioning
Autism (HFA) compared to a Typically Developing (TD) peer, focusing on narrative retelling
abilities. A two-episode narrative task was administered, and analyses targeted
macrostructural elements (e.g., story structure: setting, characters, goals, attempts,
conclusions) and microstructural aspects (e.g., narrative length, lexical diversity, syntactic
complexity, and connective use). Results showed comparable verbal working memory and
expressive vocabulary between participants but significant differences in Theory of Mind and
grammaticality. At the macrostructural level, the narratives produced by the HFA student
displayed minor differences, notably the omission of the narrative setting. The most
pronounced distinctions emerged in the microstructural analysis. While the HFA student’s
narrative was unexpectedly longer, it exhibited lower syntactic complexity. Both participants
achieved similar lexical diversity; however, the HFA student demonstrated more ambiguity in
character references. These findings highlight specific challenges for children with HFA in
narrative production, particularly in syntactic complexity and clarity. Interventions targeting
these areas may enhance narrative skills, supporting academic and social communication.
Additionally, this research underscores the importance of analyzing both macrostructural and
microstructural aspects to obtain a comprehensive understanding of narrative abilities in
school-aged children with HFA. By identifying nuanced strengths and weaknesses, this study
contributes to the development of targeted strategies to support the narrative competence of
children with ASD.
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A case study on the narrative skills of a high-functioning autism spectrum disorders
child

1. Introduction

Narration is a crucial form of communication used in everyday life, allowing individuals to express their
personal experiences, feelings and thoughts (Karmiloff & Karmiloff-Smith, 2002). A high-quality narrative
requires not only knowledge of the story’s overall structure (setting, goal, attempt, conclusions), but also
knowledge about various linguistic aspects (e.g. vocabulary or morphosyntax) (Aksu-Ko¢ & Aktan-Erciyes,
2018; Kosutar, Kramari¢ & Hrzica, 2022). The knowledge of all these aspects in order to produce a complete
narrative is a complex and demanding process, especially for children, and takes significant time to develop
(Kosutar et al., 2022). Narrative ability has been primarily investigated through the analysis of the two
fundamental levels underlying narrative structure, namely macrostructure and microstructure (Gagarina et al.,
2012, 2019). Macrostructure focuses on evaluating children’s cognitive abilities to produce a coherent,
well-structed narrative. In contrast, narratives are assessed at the microstructure level according to the linguistic
skills required to create a coherent story (Justice et al., 2006; Manolitsi & Botting, 2011; KoSutar et al., 2022).

Research examining the above two levels of narrative (macrostructure and microstructure) in children with
Autism Spectrum Disorder (ASD) has produced contradictory results, leading to a lack of consensus about their
narrative skills. The available literature indicates deviations from typical development at various points of the
macro- and microstructure. For instance, some researchers have argued that children with ASD produce
narratives that lack coherence and syntactic complexity (Peristeri, Andreou & Tsimpli, 2017), while others have
not observed such deviations (Tager-Flusberg & Sullivan, 1995). This study aims to examine the narrative skills
of a 9-year-old child with High-Functioning Autism (HFA) at both macrostructural and microstructural levels,
comparing these skills with those of an age-matched, typically developing (TD) peer to identify potential
differences.

2. Assessment of narrative skills

Oral or written narratives can be elicited in narrating or retelling modes using a variety of techniques, such
as picture prompts or video stimuli (Andreou, 2015). The most effective way to analyze narratives is related to
both macro- and microstructure levels (Liles, Duffy, Merritt, & Purcell, 1995). A story's macro-structure is
defined as how its grammatical elements—such as characters, settings, and plot—are arranged and made sense
of in order. Lexical semantic knowledge, structural language proficiency, pro nominal referents and narrative
register are examples of micro-structure level skills (Justice et al., 2006; Manolitsi & Botting, 2011).

More specifically, the macrostructure of a narrative is its overall hierarchical organization and coherence. It
is defined by the setting (time, place), the episodic framework of the story's plot, the sequence in which events
unfold, and the internal motivations or reactions of the protagonists to those events (Liles et al., 1995; McCabe
& Peterson, 1984; Tsimpili et al., 2016). All stories, according to the story grammar model, should have a setting
and an episode system. The setting should contain background information, character introductions, and
contextual statements, while the episode system should contain the following: (a) an initiating event that spurs
the main characters into the action; (b) internal plans (i.e., planned actions to accomplish a goal and solve the
problem); and (c) outcomes (i.e., success or failure in achieving a goal). Every episode needs each of these three
essential elements to be considered complete (McCabe & Peterson, 1984). Research has indicated that the
quantity of significant plot points identified in oral storytelling is growing, and that the capacity to communicate
a character's feelings or inner monologues is completely developed by the time a child reaches the age of ten
(Bishop & Donlan, 2005).
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It has also been suggested that the effective creation of characters' emotions is dependent on Theory of Mind
(ToM) skills (Tomasello, 2003; Lorusso et al., 2007). Since the narrator needs to understand the protagonist’s
inner thoughts and motivations for produce a complete, high- level narrative, ToM plays an important role in
predicting and explaining the behavior of others (Norbury & Bishop, 2003). In their research, Tager- Flusberg
and Sullivan (1994) identified in TD preschoolers and children with ASD a link between a false-belief test,
which is used to assess ToM, and a test of the ability to explain human actions.

Unlike macrostructure, microstructure is associated with the syntactic and lexical aspects of the story. It has
been characterized in terms of both productivity and complexity (Hughes, McGillvray, & Schmidek, 1997). As
reported by Tsimpli, Peristeri, and Andreou (2016) (2016) linguistic form, has been evaluated using the mean
length of utterance in words (Miller, 1981), the number of C-units (i.e., one main clause with all dependent
clauses; Hunt, 1965), and various measures of sentence complexity, such as grammatical forms (e.g., verbal
tense/aspect/voice inflectional morphology), lexical forms (e.g., lexical aspect and manner of motion/cause
verbs), and lexicogrammatical features (e.g., locative particles, prepositional phrases, and connectives; Nippold,
Hesketh, Duthie, & Mansfield, 2005; Schuele & Tolbert, 2001; Scott & Stokes, 1995). At the same time,
Type—Token Ratio (TTR) measures lexical diversity by dividing the number of unique words (types) by the total
words (tokens) in a language sample. It helps assess the variety in a child's vocabulary and is commonly used to
evaluate language development (Templin, 1957; Miller & Klee, 1995). A related metric, the Mean-Segmental
Type—Token Ratio (MSTTR), is calculated by averaging the TTR across consecutive segments of a text. This
approach, often used in linguistic studies, provides a more stable measure of lexical diversity by accounting for
variability within text segments (Koizumi & In’nami, 2012; Dosi, Kouki, Lada, & Keulen, 2024).

2.1 Narrative skills in typical development children

Narrative ability develops before reading and involves oral or written sequences of events that either come
from one’s imagination or from real life (Lynch et al., 2008) and they are connected chronologically and causally
to form a cohesive whole (Boudreau, 2007). These sequences are based on understanding and proper use of story
structure (Lynch et al., 2008). It has been demonstrated that the capacity to produce a high-quality narrative
requires the perception of linguistic, cognitive and social domains (Tager-Flusberg & Sullivan, 1995). An
excellent story has favorable correlations with literacy, structural language, and social skills; also, enhancing
storytelling abilities in TD children is linked to increased more developed reading comprehension (Johnston,
2008). To organize the story's events in a clear and intelligible manner while considering the listener's needs for
comprehension of the story's setting, characters, and resolutions (Rumpf, Kamp-Becker, Becker, & Kauschke,
2012), a skilled narrator must also consider the perspectives of the story's characters in order to shed light on
their motivations and actions. Children's stories therefore represent a blend of mental and verbal knowledge
(Tsimpli et al., 2016).

In both academic and daily social communication contexts, narratives are crucial. Semantic skills are
required to communicate meanings through a variety of vocabulary, syntactical skills are needed to produce
sentence-level expressions, and linguistic strategies are needed too to connect sentences and convey relationships
between them in well-formed oral narratives (Mékinen et al., 2014). Furthermore, the storyteller must convey the
story logically, keep the listener's requirements in mind, and create a mental model of the tale using the provided
context (such as the physical background and prior knowledge). As a result, the storyteller should narrate the
story with just the right amount of detail and employ allusions and terminology that are sufficiently authentic
(Mékinen et al., 2014). According to Cummins (2009), narratives appear to combine the pragmatic and linguistic
components of language, providing a wealth of related language examples for evaluation.

It is perceived that creating a story is a difficult process. However, children from age of 3 or 4 are capable of
developing stories with basic frameworks (KosSutar et al., 2022), but only around the age of 9 can produce story
with elaborated language, such as employing connectives, applying modifying, and developing discourse (Reilly,
Losh, Bellugi, & Wulfeck, 2004; Ukrainetz et al., 2005; Kantzou, 2010). Preschoolers are unable to arrange their
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thoughts in an episodic fashion (Petersen et al., 2014). Rather, they establish chronological or thematic
connections between those concepts (Baldimtsi, 2017). Children between the ages of 5 and 7 begin to develop
the ability to create organized narratives, structuring their stories around schemas, locations, and episodic
storylines with clear beginnings, middles, and ends (Khan et al., 2016; Zacks, 2020). By ages 9 to 10, their
narrative skills typically improve, approaching those of adults (Motsiou, 2014). However, some children may
still struggle to achieve the expected levels of narrative complexity even by age 11 (Diakogiorgi et al., 2021).

According to Blankenstijn and Scheper (2003), the microstructure of TD children's narratives takes a long
time to form and is still developing by the age of 10. Young TD children's narratives have shorter length and less
variance in content terms as compared to older children (Botting, 2002; Justice et al., 2006). Children start to
develop more complicated concepts and a diverse vocabulary around the age of 4 (Elbers & van Loon-Vervoorn,
2000; Justice et al., 2006; Kaderavek & Sulzby, 2000; Reilly et al., 2004). Character reference tracking also takes
a long time to develop (Karmiloff-Smith, 1985; Wigglesworth, 1997).

2.2 Narrative skills in ASD

The storytelling abilities of children with ASD have not been extensively studied, and the available research
contacted has had inconsistent results (Norbury & Bishop, 2003; Diehl, Bennetto, & Young, 2006). Therefore,
such result raises the question whether children with ASD would find this kind of work difficult (Norbury &
Bishop, 2003). If so, this is probably due to deficits in central cohesion. As a result, they face difficulties in the
overall structure and in organizing the story coherently. Individuals with ASD have a propensity to manage input
stimuli more locally than globally, and they are less adept at extracting contextual notions. In tests of narrating a
story through pictures, children with ASD may not be able to tell the story as a coherent sequence of events but
simply describe the objects they see in the picture (Loveland & Tunali, 1993; Norbury & Bishop, 2003). In
addition, some research suggests that children with ASD produce narrative with greater ambiguity (Manolitsi &
Botting, 2011; Novogrodsky, 2013; Suh et al., 2014), while the use of words related to emotions (Siller, Swanson,
Serlin, & George, 2014) and dialogues between the heroes of the story is limited (Stirling et al., 2017). At the
same time, in many cases they use language in a way that does not fit the context (Losh & Capps, 2003). The
pragmatic deficits exhibited by ASD are likely to be related to the above peculiarities in their narrative
(Kjelgaard & Tager-Flusberg, 2001; Tager-Flusberg, Paul, & Lord, 2005).

The use of terms that reveal emotions in the narratives of children with ASD has been associated with their
performance on ToM tests, which examine their ability to understand the mental state of others (Peristeri et al.,
2017), such tests being for example pretend play (Blanc, Adrien, Roux, & Barthélémy, 2005) and false- belief
(Baron- Coren, Leslie, & Frith, 1985). Research has not yet offered a comprehensive picture of the connections
between storytelling repetition and ToM (Kimhi, Kadosh & Tubul-Lavy, 2022). Capps, Losh and Thurber (2000)
discovered that higher first-order ToM abilities ! of children with ASD were associated with superior
macrostructure ability to retell a story from a picture book. Siller et al. (2014) found a similar relationship
between a series of first- and second-order ToM tests and children's narrative recounting, particularly their use of
emotional terminology. They said that these results provide credence to the theory that children with ASD may
have difficulties telling stories because they struggle to understand the inner states of others. Conversely, Losh
and Capps (2003) found no correlation between children with ASD's second-order ToM and their capacity for
narrative. Thus, the nature of the connections between tale recounting and ToM is still up for debate (Kimhi et al.,
2022).

Regarding microstructure, Tager-Flusberg and Sullivan (1994) compared the narratives skills of children

! The concept of ToM has been further refined by distinguishing between first- and second-order beliefs (Baldimtsi, 2017). A first-order
belief refers to an individual’s belief about something in the external world, whereas a second-order belief pertains to an individual’s belief

about another person’s belief (Miller, 2012).
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with ASD relative to TD children matched for nonverbal and language abilities. Their analysis revealed that
children with ASD did not exhibit significant deficits in terms of the total number of words and unique words or
the number of sentences used. Additionally, no significant differences were observed in the syntactic complexity
of the sentences used by the two groups. This finding is consistent with descriptions of children with HFA as
possessing relatively intact syntactic abilities (Minshew, Goldstein, & Siegal, 1995). However, subsequent
research has indicated that the narratives of children with ASD are characterized by less syntactically complex
sentences compared to their TD peers (Eigsti, Bennetto, & Dadlani, 2007; Marinis, Terzi, Kotsopoulou, &
Francis, 2013; Norbury, Gemmell, & Paul, 2014).

Norbury and Bishop (2003), also, have studied narrative skills in three different clinical groups, one of
which involved HFA (n=12) compared to TD children (n=18) with similar cognitive and language level.
Children’s narrative skills were assessed through the creation of a story based on a picture book. The results
showed that HFA group did not differ from TD in terms of number of words they used, demonstrating that they
provided the same amount of information. However, in contrast to Tager- Flusberg and Sullivan (1994), they
observed that HFA children used simpler syntax. Additionally, no differences in the structure of the story were
identified, showing that both participants with HFA and TD children understood the main theme of the story and
the HFA group generally produced a coherent narrative. Nevertheless, there were ambiguities in their narratives
as they often did not use the appropriate reference.

On the other hand, Diel et al. (2006) analyzing the narratives of 17 children with HFA and 17 TD peers, with
the same language and cognitive abilities, found no differences in the length of the story or the syntactic
complexity chosen by the two groups, nor in their understanding of the “gist of the story”. The deficits of
children with HFA relative to the TD group concerned the coherence of the story, since they produced less
coherence narratives. Similarly, in a recent study, Peristeri et al. (2017) studied narrative skills in two groups of
children with ASD (mean age: 9,2) compared to TD peers. The first group included children with ASD and high
language skills (HFA), while in the other, children with ASD were characterized by low languages skills. The
assessment of narratives skills was carried out through oral repetition of the story named ‘Giraffe/Elefant story’.
The results showed that macrostructure wise, both children with HFA and TD peers used words that denote
emotions. The differences were found in the cohesive structure of the story, with the two ASD groups performing
lower than their peers without ASD. In terms of microstructure, no group differed from the TD in terms of word
diversity. Also, the HFA group did not differ significantly in syntactic complexity, demonstrating that syntactic
complexity is associated with language ability in ASD. However, Carlsson et al. (2020), argued that language
competence is not sufficient to justify simpler syntax in ASD, as their study showed that although children with
ASD and TD peers had the same language level, the ASD group produced shorter and simplified sentences.

The inability of children with ASD to produce a coherent narrative and connect the events of the story was
also identified by Kimhi et al. (2022), but there are no differences in the amount of story information they
provided. Makiken et al. (2014), in their study of Finnish-speaking children with ASD and typically developing
peers aged 5-10, further emphasized the challenges faced by children with ASD in drawing conclusions.
Moreover, they observed that the ASD group used fewer complex sentences. Contrary to previous research (e.g.,
Norbury & Bishop, 2003), no differences in referential accuracy were found. Generally, the repetition of story,
including the setting, characters, events, results, but also the motivations and heroes’ thoughts, is a process of
increased difficulty required high pragmatic skills. However, the difficulties children with ASD face in this area
obviously affect the ability to produce coherence structure in a narrative regardless of language level (Peristeri et
al., 2017).

Dosi and Boni (2023) explored the pragmatic and language skills of Greek-speaking children with HFA. The
study involved a sample of three children with HFA, aged 9, 11, and 15 years. Among the assessment tools
employed was a narrative task designed to evaluate macrostructural and microstructural aspects of storytelling,
as well as ToM abilities. The findings revealed that, although all participants demonstrated a basic capacity to
follow a logical sequence of events, their narratives frequently lacked cohesion and coherence. Specific
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challenges included inadequate differentiation of characters, omission of mental state references, and an
emphasis on action-related details at the expense of emotions and thoughts. Developmental differences were
particularly evident, with older participants showing greater skill in various aspects of narration, such as
character description, the use of subordinate structures, and the incorporation of temporal markers. However,
pragmatic challenges persisted across all ages, particularly in character reference and perspective-taking.
Semantic limitations were also identified, such as difficulties in lexical retrieval and reliance on a restricted core
vocabulary. Additionally, the youngest participant exhibited morphosyntactic deficits, including grammatically
incorrect utterances, which may suggest the presence of comorbid language impairment. The findings of this
research highlight the unique and diverse needs of individuals with ASD, emphasizing the importance of targeted
interventions to support their linguistic and pragmatic abilities.

In summary, the results regarding narrative skills in ASD are conflicting. On the one hand, some research
suggests that children’s stories with ASD are shorter (King, Dockrell,, & Stuart, 2013; Siller et al., 2014) and
syntactically simple (Norbury & Bishop, 2003; King et al. 2013; Maikiken et al., 2014; Carlsson et al., 2020),
without much coherence (Diehl et al., 2006; Peristeri et al., 2017; Kimhi et al., 2022), with a reduced number of
different words or mental state terms (Tager Flusberg, 1995; Capps et al., 2000; Siller et al., 2014) and with a
tendency to handle information more locally than globally (Loveland & Tunali, 1993; Diehl et al., 2006;). On the
other hand, other studies have recommended that narratives in ASD do not differ in productivity, i.e. the number
of words or sentences they use (Novogrodsky, 2013), the syntactic units (Norbury & Bishop, 2003; Peristeri et
al., 2017), syntactic complexity, especially when groups fit carefully, in terms of language and cognitive ability
(Tager-Flusberg & Sullivan, 1994; Norbury & Bishop, 2003; Diehl et al., 2006; Mikinen et al., 2014). It is
possible that these contradictory results are due to different methodologies among studies (Baldimtsi, 2017),
which focus on different aspects of storytelling such as story retelling or creating and preserving stories (Kimhi
et al., 2022), as well as differences in the nature of the disorder itself.

3. The present study

3.1 Objectives, Research Questions, and Predictions

The purpose of this research is to examine the narrative skills of a child with HFA compared to his TD peer.
To achieve this objective, a storytelling test was administered to the children in a retelling mode. Our analysis
concentrated on both macrostructure, which includes the overall organization of narrative, and microstructure,
exploring the finer aspects of linguistic use. We developed specific research questions and associated hypotheses
to guide this investigation.

1. Are there any differences in the macrostructure of the narratives (e.g. setting, characters, events,
conclusions) between the participants?

We expect that the HFA participant is likely to perform lower overall on structure of the story
(macrostructure) (Peristeri et al., 2017) and that his narrative may contain several character references
ambiguities compared to TD peer (Norbury & Bishop, 2003; Manolitsi & Botting, 2011; Novogrodsky, 2013;
Suh et al., 2014).

2. Is the use of ToM- related words observed in both participants’ narratives?

We anticipate that both participants will produce words that indicate emotions (Peristeri et al., 2017), but the
number of these words may be limited for the child with HFA (Siller et al., 2014; Dosi & Boni, 2023).

3. Are there any differences in the microstructure of narratives, specifically in lexical diversity,
syntactic complexity and the use of connectives for accurate referencing?

We assume that the two participants will probably differ neither in narrative length (Norbury & Bishop,
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2003; Diehl et al., 2006) nor in lexical diversity (Peristeri et al., 2017). However, obvious differences are
anticipated in terms of syntactic complexity, as the participant with HFA is likely to produce sentences with
simpler syntax (Norbury & Bishop, 2003; Mékinen et al., 2014; Terzi, Marinis, Kotsopoulou & Francis, 2014;
Carlsson et al., 2020).

3.2 Participants

This study examined the narrative skills of two 9-year-old monolingual Greek boys, both attending the 4th
grade in a public primary school in Thessaloniki. One of the participants, diagnosed with HFA, received an
official diagnosis of ASD from the Interdisciplinary Assessment, Counselling, and Support Centers (KEDASY)
in Thessaloniki. Participants were matched based on their chronological age and socioeconomic status.

3.3 Materials

Before administering the narrative test, several preliminary assessments were conducted to evaluate the
children's cognitive and linguistic abilities. These included measuring mental age through a non-verbal
intelligence test (Raven et al., 2008), verbal working memory using a digit backwards test (Alloway, 2007),
grammatical proficiency via a sentence repetition task (Tsimpli, Andreou & Peristeri, 2019), vocabulary
knowledge through an expressive vocabulary test (Vogindroukas et al., 2009), and ToM using a first-order false
belief task based on Baldimtsi (2017). The following section provides a detailed overview of these assessments.

3.3.1 Background tests
Non-verbal intelligence task

To assess fluid (non-verbal) intelligence, the standardized Greek adaptation of the Raven’s Colored
Progressive Matrices (Sideridis, Antoniou, Mouzaki, & Simos, 2015) was employed. This psychometric
instrument, designed for children aged 4 to 12 years, comprises 36 problems divided into three subscales (A, AB,
B), each consisting of 12 items. The tasks involve non-verbal stimuli, such as geometric shapes or combinations
of shapes. During the test, the examiner presents an incomplete non-verbal stimulus, and the participant selects,
from six colored images, the one that best completes the given pattern. The tool is widely recognized for its
reliability and validity in measuring non-verbal reasoning and problem-solving abilities in children.

Digit span backwards task

The Reverse Digit Recall Test (Alloway, 2007) is designed to evaluate verbal working memory. The
assessment comprises six levels, each containing six sequences of two to seven digits. During the test, the
examiner orally presents a sequence of digits, and participants are required to repeat the digits in reverse order.
Progression to the next level occurs if the participant provides at least four correct responses out of six. The test
is discontinued after three consecutive errors within a given level. This tool is widely utilized for its efficacy in
assessing the capacity for verbal information manipulation and working memory processing.

Sentence repetition task

To assess the language proficiency of the two participants, with an emphasis on grammar, a Sentence
Repetition Test was utilized (Tsimpli et al., 2019). This test comprises 32 sentences, each read aloud by the
examiner, which participants are required to repeat verbatim while preserving grammaticality. The sentences
encompass a range of grammatical structures, including simple declaratives (SVO sentences), sentences with
negation, clitic left-dislocation structures, coordination, complement clauses, relative clauses, adverbial clauses,
and wh-clauses. This approach offers valuable insights into the participants' grammatical competence. Notably,
the focus of this task was not on how accurately the sentences were recalled but solely on whether they were
grammatical.
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Expressive vocabulary task

The Expressive Vocabulary Test is the Greek adaptation of the English Word Finding Vocabulary Test (4th
Edition) by C. Renfrew (1968), standardized for Greek by Vogindroukas et al. (2009). The test consists of 50
images depicting objects and concepts familiar to children, often derived from everyday life, fairy tales, or
television programs. During administration, the examiner presents each image to the participant, who is required
to name the depicted item. The test is discontinued if the participant makes five consecutive errors. This tool is
widely used to assess expressive vocabulary and lexical retrieval in children.

Theory of Mind task

To evaluate ToM, a first-order false belief task was administered, specifically an unexpected content task
(Caprice box task), based on Baldimtsi (2017) and adapted for the purposes of the study. This task assesses
children’s ability to attribute false beliefs to others and to recognize their own false beliefs (Hogrefe, Wimmer, &
Perner, 1986). The task involved the use of a box containing pencils. The examiner presented the closed box to
the child and posed an initial knowledge-based question: "What do you think is in this box?" After the child
responded, the box was opened to reveal its actual contents—pencils. The box was then closed, and the child was
asked a false-belief question: "What did you think was inside the box before I opened it?" Two additional
questions followed: "Your friend hasn’t seen inside the box. What do you think they would say is inside the box
before opening it?" (false-belief question) and "Why would they say that?" (explanation question). The total
score ranged from 0 to 4, with 1 point awarded for each correct response and 0 points for each incorrect or no
response. This scoring framework provides a quantitative measure of children’s ability to understand and explain
false beliefs.

3.3.2 Main test
Narrative task

To assess the children’s narrative skills, we used an oral repetition test, which was based on ENNI stories
(Andreou, 2015). In particular, the B2 story was used included two episodes with three characters in total and
was considered appropriate for this age group. More specifically, the story revolves around a dog and a rabbit
who are close friends and go on a picnic together. After overeating, the rabbit falls ill, leading the dog to seek
help from a rabbit doctor who provides treatment and helps the rabbit recover. The story contained 8§ pictures and
a total of 230 words, 20 simple clauses and 22 subordinate clauses. The children listened to the story and saw the
8 pictures at the same time. Then, they were asked to oral retell the story.

3.4 Procedure

Prior to the main test (narrative task), the background tests were administered in the specified order.
Following this, the storytelling task was conducted. Each child was assessed individually in a quiet classroom at
their school, free from significant distractions such as noise or overly stimulating decorations (e.g., numerous
paintings on the walls). During the storytelling task, one of the researchers read the story aloud while the child
viewed eight accompanying pictures on a sheet of paper. After completing the narration, the researcher prompted
the child to retell the story orally using the pictures as visual cues. The instructions provided were: “As you listen
to the story, observe the corresponding pictures on the sheet of paper. Once the story is finished, please retell the

s

story as best you can.’
3.5 Assessment of macro- and microstructure

The participants’ responses were recorded and transcribed to be analyzed further. To obtain reliable results,
the responses were evaluated separately by both researchers.

We evaluated the story grammar components of time, place, character introduction (three characters), and
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the narrative structure of the episodes using the coding scheme described in Andreou (2015)
(goal-attempt-outcome for two episodes) to analyze macrostructure. A scoring framework was implemented
wherein 0 to 1 point was assigned for references to time, place, and characters, while 2 points were given for
each distinct aspect of the episode. The overall score achieved amounted to 17.

Moreover, several parameters were taken into consideration for microstructure analysis: (a) the word count
is used to quantify the length of the narrative; (b) the Mean-Segmental Type-Token Ratio (MSTTR) refers to the
average Type-Token Ratio (TTR) calculated across consecutive 50-word segments of a text (Koizumi & In'nami,
2012). To compute the MSTTR, the total number of unique words (types) is divided by the total number of
words (tokens) within each 50-word segment. Since the participants produced narratives with varying word
counts, we decided to compare the first 50 words to examine the individual elements of microstructure (Dosi et
al., 2024; Koizumi & In’nami, 2012). This approach ensured an equal word count across all participants,
allowing us to obtain more comparable and reliable results; (¢) the number of different noun types is divided by
the total number of noun tokens; (d) the number of different verb types is divided by the total number of verb
tokens; (e) the syntactic complexity is assessed by dividing the number of subordinate clauses by the total
number of main clauses; (f) the frequency of the usage of connectives.

3.6 Data analysis

Given the small sample size, we relied on descriptive statistics. Additionally, we conducted a qualitative
analysis of the responses provided by the two children.

4. Results

4.1 Background tests

In the background tests, both participants achieved similar results. The non-verbal intelligence test
confirmed that their mental age was equivalent, at 8§ years—approximately one year below their chronological
age. Similarly, in the reverse digit recall test, which assessed verbal working memory, both children achieved the
same score (44%) and successfully completed the 4-digit recall block. In the Sentence Repetition Task, both
participants performed well, although the TD child scored at ceiling (97%), while the child with HFA scored
slightly lower (81%). Regarding expressive vocabulary, both children demonstrated strong skills: the TD child
scored an average of 82%, and the child with HFA scored 80%, indicating a comparable level of expressive
vocabulary proficiency. However, differences emerged in the first-order belief task of ToM. The TD participant
achieved the maximum score of 100%, while the child with HFA scored significantly lower, performing at
chance level with a score of 50%.

4.2 Narrative macrostructure

The performance of the two participants was comparable. In particular, the TD participant achieved an
average score of 94,1%, while the HFA child scored lower at 88,2%. Although the child with HFA identified all
the three characters (rabbit, dog and doctor), goals, attempts and outcomes from both episodes, he omitted
mentioning the setting of the story (time and place). Conversely, the TD participant referred to the setting only in
terms of time, while omitting any mention of place. Moreover, it is important to note that both narratives were
coherent, as they followed a clear structure with a beginning, middle, and end. However, the narration by the
child with HFA was occasionally marked by repetitive phrases and unnecessary details. This may be attributable
to a characteristic of the disorder, which involves a tendency to focus on details. Also, he tended to use
ambiguous references, especially in the second episode (e.g. then she/he was looking for someone to do
something for him). More specifically, the child with HFA omitted the subject in their sentences. Although Greek
is a pro-drop language where subject omission is grammatical, this led to pragmatic ambiguity, making it
difficult to identify the agent in the context. In some cases, the child with HFA also omitted articles, resulting in
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ungrammatical sentences. Such errors were not observed in the TD child, whose narrative was consistently clear
and unambiguous. Both participants used clitics, but not extensively; they generally preferred to use determiner
phrases instead.

Table 1
Macrostructure/Story Grammar scores for both participants (Mean %)
TD HFA
Total score 94.1 88.2
Time 100 0
Place 0 0
Characterl intro 100 100
Character2 intro 100 100
Episode 1 - goal 100 100
Episode 1 - attempt 100 100
Episode 1 - outcome 100 100
Character3 intro 100 100
Episode 2 - goal 100 100
Episode 2 - attempt 100 100
Episode 2 - outcome 100 100

4.3 Using words related to ToM

Regarding the use of words denoting emotions or mental state, it appears that both participants used a
limited number of such terms. This is likely due to the narrative itself containing few references to the emotional
and mental states of the characters. Notably, the HFA participant used more words suggestive of emotions than
his TD peer. Specifically, in HFA participant’s narrative, we identified the words “help”, “happy”, “don’t worry”
and “understand”, whereas in the TD participant’s narrative, only the first two were present. However, unlike the
TD peer, the HFA child used several ambiguous references like in (1) where he should have said something more

specific, i.e., “The dog guided the doctor to the location where her friend, the rabbit, was”.
(I) Tin 'arpakse ce tin ‘travikse

(pro) her ACC.FEM.SG grab.PAST.3SG and (pro) her. ACC.FEM.SG pull.PAST.ACT.IND.3SG

e'ci pu 'itan
there where be.PAST.ACT.IND.3SG
He grabbed her and pulled her to where he was.

The presence of these ambiguities suggests that, on several occasions, he did not adequately consider the
listener's need for clarity, resulting in the omission of crucial information.

4.4 Narrative microstructure

The narrative produced by the child with HFA was longer, comprising 140 words, compared to the TD peer's
narrative, which totaled 98 words. This difference can be attributed to the HFA child being more verbal. In terms
of lexical diversity, both participants demonstrated a moderate range, with a MSTTR of 72%. However, a slight
difference was observed in noun diversity, where the child with HFA exhibited slightly lower diversity (77.7%)
compared to the TD peer (81.8%). In contrast, verb diversity revealed a more pronounced difference, with the
TD child exhibiting significantly higher performance (100%) compared to the child with HFA (85,7%). In terms
of syntactic complexity, both participants exhibited limited complexity, with the child with HFA showing lower
complexity (44.4%) compared to the TD child (66.6%). Notably, both participants displayed similar patterns in
their use of subordinate clauses. Specifically, they primarily utilized complement clauses with the
complementizers na and ofi (that), while the use of adverbial (temporal) and relative clauses was less frequent.
Additionally, the TD child incorporated two concessive clauses featuring the adversative conjunction eno (while).
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Finally, regarding the use of connectives, both participants demonstrated minimal usage. The child with HFA
used three connectives—omos (however), molis (as soon as), and ce (and)—while the TD peer used only
two—eno (while) and ce (and).

5. Discussion

The present case study aimed to explore the narrative skills of a child with HFA in comparison to a TD peer.
Specifically, it sought to identify potential differences or challenges in the narrative abilities of the child with
HFA by analyzing both the macrostructure and microstructure of their narratives.

Before analyzing each participant’s narratives, we first ensured that the two children matched their cognitive
level and did not have any language deficits, as suggested by previous research (e.g. Norbury & Bishop, 2003;
Diehl et al., 2006). Additionally, we administered a ToM tasks, as this study also attempted to examine whether
the child with HFA used words related to emotions or mental states in his narrative. Several studies (e.g. Tager-
Flusberg & Sullivan, 1994; Tomasello, 2003; Lorusso et al., 2007) have exhibited a correlation between ToM
and narrative skills. In fact, some studies have even included the usage of ToM- related words in analysis of
narrative macrostructure (Peristeri et al., 2017).

Our initial hypothesis regarding macrostructure was partially confirmed, as the child with HFA used
character references ambiguities and scored lower than TD peer, but still high. So, regarding the structure of the
story, no significant differences can be identified between them. The primary challenge for the child with HFA
concerned the setting of the story, since both place and time were omitted. Contrary to previous studies (e.g.
Diehl et al., 2006; Peristeri et al., 2017), we observed that the narrative of the child with HFA was coherent, and
he seemed to have fully understood the “gist of the story” (Norbury & Bishop, 2003). This finding suggests that
when children with HFA possess high language abilities, their narrative coherence and understanding of the main
topic may not differ significantly from their TD peers. Similarly, certain studies have demonstrated that while
children with ASD often recall fewer event details than TD peers, their narrative coherence, including the use of
story grammar elements, is comparable when matched for age and ability (Henry et al., 2020; Norbury et al.,
2014). However, Peristeri et al. (2017) investigated the relationship between language abilities and story
coherence, concluding that even participants with HFA and high language skills scored lower on story coherence
than their TD peers. Therefore, it is essential to further investigate the relationship between language proficiency
and story coherence through studies involving larger participant samples. In addition, as predicted, the narrative
produced by the child with HFA presented numerous character reference ambiguities (Norbury & Bishop, 2003;
Manolitsi & Botting, 2011; Novogrodsky, 2013; Suh et al., 2014; Dosi & Boni, 2023) indicating that it did not
consistently took into account the listener’s needs for understanding the story. This may be due to difficulties in
understanding the emotions and thoughts of others, a common characteristic of children with ASD (Siller et al.,
2014). This is further supported by the fact that the child with HFA scored significantly lower than the TD child
on the first-order ToM task.

Our second hypothesis was only partially confirmed. While we anticipated that both children would use
emotion-related words, we incorrectly assumed that the child with HFA would use fewer of these terms. The
results showed that both children employed a limited number of connectives and emotion-related words
(Mékinen et al., 2014). Interestingly, despite the TD child outperforming the child with HFA on the ToM task, he
produced very few words indicating mental states or feelings in his oral narrative repetition. The relationship
between ToM and narrative abilities has been explored by several researchers (e.g., Capps et al., 2000; Siller et
al., 2014), but no definitive conclusions have been reached thus far (Kimhi et al., 2022). However, we do not
suggest that children with ASD possess a similar ability to use terms related to mental and emotional states.
Instead, this result likely reflects the nature of the narrative test itself, which does not include many expressions
of mental states or emotions. Additionally, it is possible that the TD child’s narrative style focuses more on
actions rather than feelings. In any case, this issue requires a larger sample size and further investigation.
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With respect to the third and final research question, our hypothesis was only partially supported. Contrary
to existing literature, our findings showed that the narrative produced by the child with HFA was longer than that
of the TD peer. This outcome likely reflects the HFA child’s greater verbosity, characterized by frequent
repetition of phrases or the inclusion of additional details (Dosi & Boni, 2023). Additionally, as we predicted,
there was no significant difference in lexical diversity between the two participants. This aligns with existing
research suggesting that children with HFA do not differ significantly from their TD peers in this respect
(Tager-Flusberg & Sullivan, 1994; Peristeri et al., 2017). However, when comparing noun and verb diversity, the
child with HFA performed lower, particularly in verb diversity. This indicates that, unlike his TD peer, the child
with HFA frequently relied on the same nouns and verbs when retelling the story. A significant difference was
observed in syntactic complexity between the two participants. While both demonstrated moderate use of
subordinate clauses, the HFA child's performance was notably lower. This finding aligns with previous research
suggesting that narratives in children with HFA often feature simpler syntax and fewer subordinate clauses,
particularly adverbial clauses (Norbury & Bishop, 2003; Eigsti et al., 2007; Marinis et al., 2013; Norbury et al.,
2014; Makinen et al., 2014; Clarsson et al., 2020). The HFA participant's syntactic challenges were also reflected
in his lower performance on the sentence repetition task compared to the TD child, further indicating difficulties
in handling more complex syntactic structures, as also suggested by Terzi et al. (2014).

6. Conclusions, limitations and future research

In conclusion, the primary objective of this case study was to investigate narrative skills of a child with HFA
compared to TD peer with equivalent cognitive and linguistic abilities. To achieve this aim, we analyzed the
participants’ narratives in terms of both macrostructure and microstructure. Our findings revealed differences
between the two participants, with the child with HFA performing slightly lower overall in macrostructure.
Despite this difference, he was able to produce a complete and coherent narrative. However, challenges were
observed in character reference, which was often ambiguous due to the omission of determiner phrases. At the
microstructure level, the HFA participant’s narrative was longer, with no significant differences in the overall
lexical diversity between the two children, although differences were observed in verb diversity. The most
pronounced difficulty for the HFA participant was in syntactic complexity, a finding supported by his lower
performance, compared to the TD child, on the sentence repetition task. These results suggest that children with
HFA may require additional support in developing syntactic abilities.

The study has several limitations that should be acknowledged. Firstly, as a case study, the results cannot be
broadly generalized. Secondly, our TD participant did not use ToM-related terms, which may be due to
individual differences or environmental factors, such as less developed storytelling abilities. As a result, no firm
conclusions can be drawn, and further research is needed. Studies with larger sample sizes are essential to obtain
more reliable results, which could inform the development of effective intervention programs. Moreover, since
autism is a spectrum disorder, future research that includes a broader range of participants with diverse
individual characteristics will provide a deeper understanding of narrative skills in children with HFA.

7. Educational implications

The findings of this study offer valuable insights for educators, speech-language pathologists, and other
professionals working with children with HFA. To support narrative coherence and improve character references,
educators can provide explicit instruction on structuring narratives by teaching students to include key elements
such as setting, character references, and clear temporal markers. Visual aids like story maps or graphic
organizers can help children organize their thoughts and ensure their stories are comprehensible. Learners with
HFA may benefit from practice activities that focus on using determiner phrases and pronouns appropriately.

Enhancing syntactic complexity is another key area for intervention. Teachers and therapists can include
exercises like sentence combining, where students practice creating sentences with subordinate clauses or more
varied structures. Scaffolding techniques, such as sentence stems or templates, can also support learners as they
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experiment with more complex syntax in their storytelling. Similarly, fostering emotional and mental state
vocabulary is crucial. Since children with HFA may struggle to use emotion-related words, educators should
incorporate explicit teaching of such vocabulary through role-playing activities, storytelling prompts
emphasizing characters’ emotions, or discussions about mental states in literature or real-life scenarios. Pairing
this vocabulary instruction with ToM activities, such as discussing characters’ thoughts and motivations in
stories, can strengthen connections between language use and understanding others’ perspectives.

To promote lexical diversity, vocabulary-building exercises should focus on expanding the range of verbs
and nouns used by children with HFA. Word banks, thesaurus exercises, and games that encourage creative word
choices can support this goal. Activities like retelling the same story in different ways or incorporating prompts
that require the use of specific word types can also promote lexical variety. On the other hand, educators can help
children with HFA manage verbosity by teaching strategies such as summarizing and identifying the key points
of a narrative. Structured story templates that limit excessive detail or exercises like time-limited retellings and
written summaries can further help manage verbosity.

Regular narrative assessments are essential for identifying specific areas of difficulty for learners with HFA.
Tailored intervention plans can then focus on addressing these challenges, whether they relate to coherence,
syntax, or vocabulary use. Collaboration with parents and caregivers is also important, as providing families with
tools and activities to support narrative development at home can enhance learning outcomes. Additionally,
promoting inclusive practices within the classroom can foster an environment where all students feel supported
in developing storytelling skills. Peer modeling, group storytelling activities, and collaborative projects can
encourage children with HFA to learn from their typically developing peers, while positive reinforcement and
celebrating small achievements can boost their confidence and motivation.

Finally, educators should emphasize the long-term development of narrative skills, which are critical for
academic success, social communication, and future employment. Embedding narrative practice into broader
curriculum areas, such as history or science, can provide meaningful contexts for skill application, making
learning more engaging and practical. By addressing these areas, educators can help children with HFA develop
the narrative and language skills needed to succeed academically, socially, and emotionally.
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Abstract

The importance of the development of critical thinking in a contemporary context stem from
the demand for democratization of society, which implies active citizens who think, question,
evaluate and make decisions. The general aim of this study is to identify students’ disposition
towards critical thinking in the secondary school in the Republic of North Macedonia. Its
contribution would help educators decide what areas of critical thinking need improvement in
student education. The research sample consists of 114 randomly selected students. Students
filled out Critical Thinking Disposition Inventory, based on seven dimensions of critical
thinking: (1) truth-seeking, (2) open-mindedness, (3) analyticity, (4) systematicity, (5) CT
self-confidence, (6) inquisitiveness and (7) cognitive maturity. The descriptions of each of the
scales and sub-scales and the frequency of representation among students can be suggestions
for possible teaching or assessment strategies. Teachers are seen as carriers of information
rather than facilitators, mediators, and teaching strategies are also seen as conventional. In an
educational context, critical thinking is a resource that allows students to adopt an analytical
and evaluative attitude towards their learning, thus improving the quality of the learning
process. Problem-based learning should be performed in today's school to a higher level -
from acquiring knowledge towards the development of students' creative abilities, which

means that the teaching process should to be a process of students' thought activity.
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1. Introduction

Critical thinking is the development of the ability to form one’s own judgment based on arguments
supported by evidence. Critical thinking encompasses a variety of complex skills associated with higher-level
thinking. It is independent thinking that generates new and innovative ideas and solves problems. It involves
reflecting critically on experiences and learning processes and making effective decisions by avoiding common
pitfalls, such as taking a one-sided view of an issue, dismissing new evidence that refutes ideas, reasoning from
passion rather than logic, and failing to support statements with evidence. In its basic form, it is based on
universal intellectual values that transcend subject-matter divisions: clarity, accuracy, precision, consistency,
relevance, solid evidence, good reasons, depth, comprehensiveness, and fairness. Providing a single definition
for critical thinking is difficult because this process involves complex activities, such as: setting goals for
thinking, drawing conclusions, and analyzing solutions.

According to Yinger (1980), definitions of critical thinking can be grouped into 2 categories: broader, which
equate it with problem solving or reflective thinking, and narrower, which present it as a special type of thinking,
the main feature of which is the evaluation of the products of thinking. In the Encyclopedia of Educational
Research, critical thinking is defined as “the process of evaluating or categorizing the relationships and
conditions of some previously adopted rules or standards. It is a logical examination of data and facts, where
false judgment and emotional basis of judgment are avoided.” For Brookfield (2012), critical thinking is an
intellectual and practical attempt to reexamine, reevaluate, modify, or completely reject existing structures of
thought and life. This broad definition does not treat critical thinking only as an intellectual quality or ability, but
as a life activity of adulthood; linking critical thinking to rationality and principle, but also to certain dispositions,
habits of thought, and character traits. To think critically means to be guided by arguments, to understand them,
and to accept their value and probative force.

A group of American authors (Temple et al., 1997) defines critical thinking as a complex cognitive process
by which ideas and their implications are considered with a dose of skepticism, opposing viewpoints are
carefully weighed, questions are asked and answers are systematically sought, and positions are taken or formed
based on sound arguments. The analysis of the definitions, which are complex and multifaceted, shows that they
are dominated by the following activities: considering problems, checking the value, finding alternatives and
evaluating statements. Hence, critical thinking is engaged thinking, which takes nothing for granted and whose
main goal is to check the accuracy and adequacy of a statement. We begin to think critically only when we begin
to check, evaluate, expand and apply new ideas. However, critical thinking does not always have to be original.
A person who thinks critically can also adopt or agree with someone else’s idea or belief, but still feel that they
are completely their own. It is important to think and make decisions independently of others, and not to strive at
all costs to be different from others. Critical thinking comes to its full expression when a problem needs to be
solved. It allows the person to see that there is more than one solution, to come up with their own solution, and
to try to show others why their solution is logical and practical. All of this is based on a previous analysis of
good and convincing arguments.

The importance of developing critical thinking in a contemporary context stem from the demand for the
democratization of society, which implies active citizens who think, ask, evaluate, and make decisions. In
addition, the visible technological progress of society, which is accompanied by constant and rapid changes and
the expansion of the corpus of available information, favors the development of critical thinking. However,
critical thinking should not only be seen as a response to the needs of modern society, but also as the mission of
education. Facione (2000) explains critical thinking dispositions as the characterological attributes of a person,
which are consistent yet malleable. Attributes are the characteristics, inherent qualities or traits of a person’s
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object. Dispositions could be considered as traits of a person. These dispositions would thus result in certain
attitudes and actions associated with a strong critical thinker. The Delphi team initially identified 19 dispositions
(APA 1990). From the original 19 dispositions, seven dispositions were identified through a process of factor
analysis.

2. Critical thinking in education — relevant research

Research shows how an approach to education based on critical thinking contributes to the development of
learning and teaching, which as a result brings more long-lasting, deeper, more useful, and therefore more
valuable knowledge. In support of the importance of developing critical thinking in education are the leading
research of foreign authors in which the connection between the various aspects of critical thinking and the key
factors of the education system is examined. Within this framework, several groups of research can be
highlighted that problematic and mentioned aspects. The first group of studies focuses on examining the
relationship between individual characteristics of the teacher and critical thinking (Boonjeam et al., 2017; Chee
Choy & San Oo, 2012; Emir, 2013; Innabi, 2003; Moeti, et al, 2017; Warburton & Toff, 2005). The second group
consists of studies that focus on the relationship between the didactic-methodical aspect of teaching and critical
thinking, which refers to teaching methods and activities that involve the active approach of students in teaching
(Fung, 2014; Lewine et al., 2015; Piergiovanni, 2014; Shim & Walczak, 2012; Tiruneh et al., 2014). In addition
to the above, there is a third group of research related to approaches to teaching critical thinking, which follows
the author’s discussion of directly teaching critical thinking skills in class (Alwehaibi, 2012; Cotter, 2009;
Wallace & Jefferson, 2015; Marin & Halpern, 2011). Shim and Walchak (2012) studied the relationship between
different teaching practices that involve guiding students and developing critical thinking skills. A significant
result of this research is that asking challenging questions to students during class contributes most to the
development of their critical thinking.

Marin and Halpern (2011) investigated whether critical thinking skills can be learned, practiced, and
transferred if they are taught directly (through explicit instruction). Directly teaching students critical thinking
skills in class has been shown to be more effective than other teaching approaches. Wallace and Jefferson (2015)
also addressed the question of whether students’ critical thinking skills are enhanced in class when they are given
direct instruction, examining the differences between two groups of students, where one group of students used a
manual to practice and develop critical thinking skills when solving problems set in class. The group of students
who used the manual showed better results on a test measuring critical thinking skills compared to the group of
students who did not use the manual. In addition, research has shown that the successful development of
students’ critical thinking in class is facilitated by cooperative forms of work between students and methods of
work and activities in class that imply an active approach of students in the teaching process, such as discussions,
debates, case studies, problem-based tasks, essay-type tasks, as well as students’ reflection on their own
performance in class (Piergiovanni, 2014; Razei et al., 2011). According to the results of the presented research,
to develop students' critical thinking in class, it is desirable for the teaching process to include those activities
that will include various methods of active learning and teaching. Additionally, for more successful teaching of
critical thinking skills, teachers are recommended to directly teach students these skills.

Mastering critical thinking skills may bring a number of benefits, including more control over own
knowledge or even empathy for other people's viewpoints (Styers, M. L. et al., 2018; Saidin, N. D. et al., 2021).
Notable research gaps have been identified in teaching critical thinking in higher education. For example, viable
approaches to critical thinking training that promote high performance on standardized tests have not yet been
identified, given teachers’ concerns that focusing on critical thinking would take away time from standardized
test preparation (Ongesa, 2020). Belluigi and Cundill (2017) also note a gap in the absence of enough discussion
on critical disposition. The only way to teach critical thinking is by modelling critical thinking behavior. They
note that more discussion is needed on ways to address this shortcoming.

One of the commonly quoted sources of the educational approach to critical thinking is Bloom's Taxonomy
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which was created to classify the thinking acts that result from educational experiences Bloom's taxonomy
highlights the different levels of higher-order thinking that learners should experience as they go through higher
levels of education (Calma & Davies, 2021). In order to unify the goals and outcomes of education and, to a
greater extent, to standardize the assessment of student abilities and learning outcomes, Benjamin Bloom and a
team of experts in the field of education worked on a project that was published in 1956 under the name
Taxonomy of Educational Goals - Classification of Educational Goals, Volume One: Cognitive Domain (Bloom,
et al.,, 1956). Although it was initially poorly understood due to its large scope, complexity, and level of
abstraction, since then, expert analyses and interpretations have become indispensable literature for all those
involved in education.

The creator of the taxonomy of cognitive goals, identified six basic categories of goals. The categories have
their own subcategories that are cumulatively arranged, from the simplest to the most complex: knowledge,
understanding, application, analysis, synthesis, and evaluation. The category of knowledge means memorizing
and reproducing certain contents (e.g. knowing characteristics, knowing concepts, knowing facts). The category
of understanding means having the ability to interpret the lessons in one's own words and from different aspects
(e.g. interpreting material linguistically, making assumptions). The category of application means the ability to
use knowledge and its interpretation in specific conditions (using concepts, laws, rules). A student who can
analyze can examine the content of the components and study the smallest parts to get to know the whole in
detail. The goals in the category of synthesis ensure a quality of cognitive development of students that is equal
to creative and productive thinking. This means that the student can create without respecting previously set and
defined frameworks, to create sentences, compositions and works, to transfer knowledge, etc. Evaluation or
assessment is the highest category that reflects the mental maturity of students to judge and make decisions and
conclusions regarding the quality of knowledge and the previously mentioned categories.

The hierarchical structure means that each higher cognitive function implies and includes lower functions,
and they expand and become more complex, moving from simple to complex and from concrete to abstract.
What do students think about while teachers teach? What thought processes do teachers encourage in students?
Why do they force factual knowledge (overemphasize the need for memorization in the learning process) and
neglect the need to activate higher cognitive processes? How can learning, teaching and assessment be improved
in the teaching process? Are some of the issues that can be resolved by properly applying taxonomy in the
process of planning, implementing and evaluating teaching. From this it can be concluded that in order to have
successful teaching and quality learning, it is necessary to provide students with: 1) sufficient activities that
enable the acquisition of essential knowledge and the practice of the cognitive functions that are responsible for
retaining and retrieving that knowledge and 2) teaching that abounds in the practice of those cognitive functions
that can be used in new situations, and these are more cognitive functions that enable the transfer of learning and
thus together represent the development of critical thinking.

3. Methodology of research

Research objectives and tasks - this study is relevant to explore the Macedonian reality of public high
school students’ disposition towards their critical thinking. The general aim of this study is to identify students’
disposition towards critical thinking in the secondary school in the Republic of Macedonia. Its contribution
would help educators decide what areas of critical thinking need improvement in secondary school education.
The realization of this goal is done through the realization of the following tasks:

- Examining the degree of truth-seeking among students;

- Examining the degree of students open-mindedness;

- Examining the degree of students analyticity;

- Examining the degree of students systematicity;

- Examining the degree of students CT self-confidence;

- Examining the degree of students inquisitiveness;

- Examining students' opinion how much the teaching methods used by teachers are focused on problem
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solving.

Research sample - the research sample consists of 114 high school students randomly selected. From 10
high schools from different geographical regions of the Republic of North Macedonia, consent was sought for
the inclusion of students in the research who voluntarily wanted to be a research sample. As the survey covers a
sample of 16 to 18-year-old students, regulatory requirements that ensure protection for child research
participants must be considered. According to these regulations, children are persons who have not reached the
age limit for consent according to the law of the jurisdiction in which the research was conducted (in the
Republic of North Macedonia, any person under the age of 18). Consent for the child to participate in the
research was made by obtaining written consent from the child's parents or legal guardians.

Research methods and instruments - the research is a quantitative investigation that has got a descriptive,
non-experimental, and cross-sectional design to investigate the critical thinking dispositions of secondary school
students. Students filled out Critical Thinking Disposition Inventory. The validity and reliability of the Critical
Thinking Disposition Inventory was previously determined by Redhana and Sudria (2020). In their research, the
Data showed that seven scales and 33 subscales are valid and the reliability of the instrument was 0.887. The
inventory was based on seven scales of critical thinking disposition of American Philosophy Association
(Facione et al., 1995). Characteristics of inventory developed used seven critical disposition scales: (1)
truth-seeking, (2) open-mindedness, (3) analyticity, (4) systematicity, (5) CT self-confidence, (6) inquisitiveness,
and (7) cognitive maturity. The total number of sub-scales used to construct a critical thinking disposition
inventory was 33. The responses to each statement were based on the Likert scale disagree (score 1), partially
agree (score 2), agree (score 3).The validation results of Macedonian psychologist and linguist showed that the
critical thinking disposition inventory developed was appropriate for measuring the students' critical thinking
disposition, adapted to the Macedonian language. Validation was also conducted by pretesting 20 students to
ensure that all items were understandable, culturally relevant, and did not cause confusion or misunderstanding.

Data processing - the data was processed quantitatively using the EXCEL and STATISTICS computer
programs. They were grouped according to the number of matchings in certain categories and then placed into
tables. The data were calculated with frequencies and mean score.

4. Results and discussion

Regarding the main objective, which seeks to identify participants’ disposition towards critical thinking, a
descriptive statistics analysis was carried out; this analysis addressed the frequencies and data mean score. First,
114 students answered the questionnaire, and the responses went from disagree (score 1), partially agree (score 2)
and agree (score 3) as show in Table 1 below. The results are presented by frequency of responses for each
statement of the seven scales and a total frequency was calculated for each of the three scores.

Table 1
Scales and sub-scales of The Inventory of Critical Thinking Dispositions
Scales Subscales Disagree Partially Agree Mean
agree
a. Trying to find out the truth clearly 5 38 71 2.57
b. Having spirit to ask questions 6 43 66 2.54
1.Truth-seeking c. Being objective/honest toward information 26 57 31 2.04
d. Trying to understand something well 9 49 56 241
e. Using trusted sources 9 40 65 2.49
Total 52 191 289 2.41
a. Considering other ideas in making their own 33 51 30 1.97
2. Open decisi.ons . .
mindedness b. Being tpleran? Qf different ideas 5 49 60 2.48
c. Changing opinions when they are refuted by 8 49 57 242
strong facts/evidence
Total 46 149 147 2.29
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a. Being aware of the risks and possibilities that 14 69 31 2.14
will occur from an event
b. Being able to give a reason when faced with 10 26 78 2.59
complicated problems
c. Being able to provide objective evidence 8 63 43 2.30
.. against a particular problem
3-Analyticity d. Being able to think logically 14 38 62 242
e. Estimating advantages and disadvantages of 13 58 43 2.26
phenomena
f. Being able to relate results of observation with 6 49 59 2.46
existing (knowledge) theories
g. Looking for alternative solutions of problems 13 59 42 2.25
Total 78 362 358 2.34
a. Thinking and acting in organized manner 20 38 56 2.31
b. Focusing on problems 13 23 78 2.57
4.Systematicity c. Using inquiry methods to solve problems 25 32 57 2.28
d. Do not hurry to draw a conclusion from 21 79 14 1.93
information
Total 79 172 205 227
a. Having confidence in his own opinion and 21 50 43 2.19
decisions
b. Believing on results of self-reasoning 6 21 87 2.71
5.CT self ¢. Having confidence to lead other people to a 8 19 87 2.69
confidence rational problem solving
d. Daring to take action or a decision 14 32 78 2.73
e. Being proud of your own abilities to solve 10 54 50 2.35
problems
Total 59 176 345 2.53
a. Having a high learning spirit even when the 54 12 48 1.94

application of the studied science has not been

6.Inquisitiveness .
quistity seen directly

b. Having spirit to learn new things 24 30 60 2.31
Total 78 42 108 2.12
a. Do not get rid of problems 5 54 55 243
b. Realizing that some problems are related to 6 50 48 2.19
each other
o c. Realizing that an assessment must be based on 13 41 60 241
7.Cogp1t1ve criteria
maturity P . e
d. Avoiding actions that confuse /intimidate 10 52 52 2.36
others with critical thinking skills possessed
e. Showing calm in thinking 10 62 42 2.28
f. Understanding other people’s way of thinking 4 32 78 2.64
Total 48 291 335 2.38

According to the results in Table 1 most of the students responded with “agree to the positive statements,
which shows that self-assessment regarding the dispositions for critical thinking is at a high level. The lowest
frequency is the score of “disagree with all positive statements for disposition of critical thinking. The
frequency of the responses shows that the majority of students assessed the highest level of disposition for
critical thinking in five areas: Truth-seeking, Systematicity, CT self confidence, Inquisitiveness and Cognitive
maturity and an medium level in two areas: Open mindedness and Analyticity.

The descriptions of each of the scales and subscales can be suggestions for possible teaching or assessment
strategies. According to Facione and Delphi (1990), the Truth — seeking dimension focuses on the attribute of
being open and willing to seek the best knowledge in each setting, being fearless in forming questions and being
honest and objective in pursing research, despite results that do not align with one’s concerns or opinions. In our
research Truth-seeking had its highest mean score in statement a - Trying to find out the truth clearly, having a
mean score of 2.57, meanwhile, its lowest mean score was 2.04 in statement ¢ - Being objective/honest toward
information. Students tend to be interested and challenged when given a case or problem, thus motivating them
to seek and collect evidence to answer the problem. Through the habit of problem-solving carried out by students,
they exhibit critical thinking behavior, especially in terms of seeking the truth (Rahmawati et al., 2021)
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Open-mindedness refers to being open to different points of view with openness to the possibility of one’s
own biases. Its highest mean score is in statement b - Being tolerant of different ideas, having a mean score of
2.48, lowest mean score was 1.97 in statement a - Considering other ideas in making their own decisions. This
confirms that students who already has open-minded behavior means that is already able to think critically.
Analytical dimension focuses on assessing the implementation of analysis and use of evidence to solve problems,
foresting possible conceptual or practical challenges and being permanently alert to the need to act. Its highest
mean score is in statement b- Being able to give a reason when faced with complicated problems, and lowest
mean score was 2.14 in statement a - Being aware of the risks and possibilities that will occur from an event.

Systematically dimension assesses the fact of being systematic, orderly, focused and conscientious in
research. Its highest mean score is 2.57 in statement b - Focusing on problems and lowest mean score was 1.93
in statement d - Do not hurry to draw a conclusion from information. Someone with a systematic tendency can
be more objective and careful in planning and organizing a study. Self-confidence aims to assess one’s
confidence in one’s decision-making processes. CT- self-confidence permits one to trust the strait of one’s own
opinions and to guide others in problem solving. In our research Self-confidence had its highest mean score 2.73
in statement d - Daring to take action or a decision. Students who have high self-confidence, are not easily
discouraged, and did not afraid of being wrong in solving a problem. Students can construct their knowledge
based on their experience, so they can develop thinking skills.

Inquisitive dimensions assess intellectual curiosity and willingness to learn, especially when the application
of knowledge is not evident. Its highest mean score is 2.31 in statement b - Having spirit to learn new things. The
representation of teaching methods and forms depends on which articulation part of the lesson they apply to.
There are insufficiently applied methods and techniques that enable research, participatory, and experiential
learning. Of concern is the fact that most active teaching methods where co-operative and active learning can be
expressed and at the same time to encourage greater autonomy of students in the learning process are missing or
minimally represented (Popovska Nalevska & Kuzmanovska, 2020). The participation in activities at the school
influence and motivate the learning behavior of the student.

Cognitive maturity focuses on the faculty of being judicious in making decisions. The cognitively mature
can be described as someone who deals with problems, research, and decision-making by considering that some
problems are necessarily ill-structured, that some scenarios allow for more than one plausible choice and that
many times judges must be made according to norms, settings and evidence preclude certainty. Its highest mean
score is 2.64 in statement f. Understanding other people’s way of thinking and lowest mean score was 2.19 b -
Realizing that some problems are related to each other.

In Table 2, the Mean value for each of the seven scales is presented, with 1 being the lowest score and 3
being the highest. Based on the obtained values, we can make a ranking of each dimension. The highest mean
value was obtained for dimension CT self confidence, and the lowest for Inquisitiveness.

Table 2
Statistics per dimension
Dimension N Max Min Mean

Truth-seeking 114 3 1 2.41
Open mindedness 114 3 1 2.29
Analyticity 114 3 1 2.34
Systematicity 114 3 1 2.27
CT self confidence 114 3 1 2.53
Inquisitiveness 114 3 1 2.12
Cognitive maturity 114 3 1 2.38

The results of the research are very important for drawing certain conclusions and considering the actions
that can be taken. Looking at the answers in which the respondents expressed their views, it can be noted that all
the above-mentioned statements are considered very important in the teaching process. The respondents in this
research assessed those certain statements (related to the ways of acquiring new knowledge and the importance

International Journal of Research Studies in Education 129



Popovska Nalevska, G.

of evaluating sources of information and a well-formulated argument) are very important, which points to the
conclusion that working on oneself is the basis for successfully improving their critical thinking.

Students included in the research were asked how much the teaching methods used by teachers are focused
on problem solving. The results of the research show that the majority of students have a positive self-perception
and believe in their abilities for critical thinking, but also showed concern that education is largely based on
memorizing content. Most of the students considered this approach to be repetitive, uninspiring, without
intellectual power and not challenging. Students sometimes didn't express their opinions for fear of being wrong.
From the student's perspective, what comes from the teacher's mouth must be correct, and regard what is written
in the book as the truth, without the consciousness of critical thinking. Teachers are seen as carriers of
information rather than as facilitators, mediators, and teaching strategies are also considered conventional.

Problem-based learning should be performed today's school to a higher level - from acquiring knowledge
towards the development of students' creative abilities, which means that the teaching process should to be a
process of students' thought activity. In its essence, the role must also be changed; the teacher should not be
supplier of ready-made knowledge, but a collaborator and organizer of such classes in which students will solve
problems independently and thus develop abstract thinking and overall mental capacities. Problem solving is the
most effective means of developing creative thinking.

In an educational context, critical thinking is a resource that allows students to adopt an analytical and
evaluative attitude towards their learning, thus improving the quality of the learning process. On the other hand,
the learning process contributes to the gradual development and improvement of critical thinking skills.
Furthermore, it is believed that the better the content is understood, the easier the learning outcomes will be.
Quality learning, learning through understanding, consists of a process of organizing and structuring materials
based on understanding the meaning. Hence, the goal of school learning is the acquisition of lasting and usable
knowledge and skills. Regarding this issue, young people shared their experiences and views regarding how
much the education system in our country teaches young people how to think.

5. Conclusion and recommendations

The connection between critical thinking and education is noticeable when the demands of modern
education are emphasized. One of the tasks of modern education is to explicitly teach and develop students'
critical thinking skills. Thus, the task of modern education consists not only in acquiring specific knowledge and
skills inherent in the teaching content, but also in creating the prerequisites for the adoption and development of
a certain style of work and style of thinking. The results of the research show that the majority of students have a
positive self-perception and believe in their abilities for critical thinking. The frequency of the responses shows
that the majority of students assessed the highest level of disposition for critical thinking in five areas:
Truth-seeking, Systematicity, CT self confidence, Inquisitiveness and Cognitive maturity and an medium level in
two areas: Open mindedness and Analyticity. Student showed concern that education is largely based on
memorizing content. Most of them considered this approach to be repetitive, uninspiring, without intellectual
power and not challenging. Teachers are seen as carriers of information rather than as facilitators, mediators, and
teaching strategies are also considered conventional. This highlights the shift in focus in contemporary education,
which is becoming a demand for critical reflection on the content of teaching, rather than its mere adoption and
reproduction. Also, the task of contemporary education is increasingly becoming education for self-education,
training for independent learning or independent acquisition of knowledge and mastery of the methods and
techniques of acquiring knowledge and learning. It is in this context that critical thinking is one of the skills that
can be applied in independent, continuous lifelong acquisition of knowledge.

The Critical Thinking Inventory assesses different dimensions of critical thinking skills, and teachers can
use the results to identify strategies to promote these skills in their students. Here are some practical implications
and actions that teachers can take to foster critical thinking in the classroom:
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Encourage Questioning and Inquiry

- Create a classroom environment that encourages open-ended questions.

- Use questioning techniques like Socratic questioning, where challenge students are challenge to think
critically about their responses.

- Incorporate inquiry-based learning activities where students explore and solve problems on their own.
Foster Analytical Thinking

- Provide students with complex scenarios or case studies that require analysis.

- Encourage students to identify key components, assess evidence, and draw conclusions.

- Use tools like mind maps or diagrams to help students visually organize their thoughts.

Promote Reflective Thinking

- Incorporate reflection activities like group discussions that allow students to reflect on what they’ve
learned.

- Ask students to critique their own thinking processes and evaluate their assumptions.

- Encourage self-assessment and peer assessment to help students recognize different perspectives.

Teach Logical Reasoning and Argumentation

- Teach students how to construct clear, logical arguments supported by evidence.

- Provide opportunities for students to engage in debates or discussions where they must present reasoned
arguments and critique others' ideas.

- Teach students how to identify logical fallacies and improve their ability to assess arguments critically.
Encourage Open-mindedness

- Foster a classroom climate where diverse opinions are respected and valued.

- Use activities like role-playing or debates to help students see issues from different perspectives.

- Teach students to weigh evidence from multiple sources before making judgments.

Incorporate Problem-Solving Tasks

- Design problem-solving exercises that encourage students to generate and evaluate multiple solutions.

- Incorporate real-world problems that require critical thinking to solve, such as social issues or scientific
challenges.

- Use project-based learning that involves open-ended problems with no one "right" answer, pushing
students to think critically about their approach.

Model Critical Thinking

- Explicitly model your own thinking process by thinking aloud during problem-solving or
decision-making.

- Share examples of how can analyze and critique information, explaining reasoning to students.

- Encourage students to ask questions when they don’t understand teacher thought process.

By applying these strategies, teachers can cultivate a classroom environment that encourages students to

develop and strengthen their critical thinking skills.
6. Limitations and Suggestions for Future Research

Further research is recommended to examine additional mediating factors that may influence (academic
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achievement, department, society, culture, economics contexts). The researchers suggest that future research
should include a variety of participants, which include teachers from different contexts, as well as learners. The
research sample is randomly selected and most common forms of collecting data, as it provides an unbiased
representation of a group. In our research, we used high school students, but we should be cautious when
generalizing the results to different school and cultural-economic contexts. One must be cautious when
extending conclusions based on the results of this study. The results of the research may have implications for
students and teachers, primarily in the education system of the Republic of North Macedonia. The cultivation of
critical thinking may seem complicated, but a little change in the way of teaching in the classroom and student
attention to the essence and logic behind the knowledge, rather than just accepting all can help in creating
problem-based learning and developing dispositions for critical thinking among students.
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Abstract

This study aims to identify the factors contributing towards the decline of the Chabacano
language among Gen Z speakers in Cavite. Using Purposive Sampling, 50 participants from
Ternate Integrated National High School and 50 from Cavite National High School were
selected to participate in the study. All the participants were senior high school students from
different strands. A five-point Likert scale survey checklist questionnaire was used as a
quantitative data research tool for the quantitative data to fulfill the research objectives. This
study concludes that Most of the Generation Z speakers strongly agreed that Chabacano
Language is declining because of Media Influence, Education, and Family practices that
affect the identity of this dialect. However, respondents strongly believe that the Chabacano
language is not utilized frequently because they favor English or Filipino. Additionally, Gen Z
participants feel that the education system prioritizes English and Filipino over Chabacano.
They also wish for their families to motivate them to use Chabacano more frequently.
Therefore, this paper concludes that these factors can contribute to the declining dialect. With
this, this study can be a clear guide of teachers, parents, students and researchers to identify

the key factors affecting the decline of Chavacano speakers among younger generations.
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Factors contributing to the decline of Chabacano language among Gen Z speakers in

Cavite

1. Introduction

This study examines the factors Contributing to the Decline of Chabacano Language Among Gen Z
Speakers in Cavite. According to Lear (2023), the Chabacano language, commonly referred to as Creole, is
mostly spoken in the Philippines, particularly in Cavite, Zamboanga, and other parts of Mindanao provinces.
This language is formally known as Philippine Creole Spanish. Each nation possesses its own unique language,
which can be further categorized into various dialects. One particularly fascinating aspect of the Spanish
interaction with local languages is its relationship with Chabacano (or Chavacano), a linguistic combination that
blends Hispanic and Filipino influences, originating from the Spanish spoken in the Philippines. “Like many
other creole languages, the name Chabacano comes from a derogatory Spanish term that refers to clumsiness,
lack of refinement, and vulgarity” (Lipski, 2001, p. 120).

The three primary languages of Philippine Creole Spanish—Cavite, Ternate, and Zamboanga—are referred
to as Chabacano, or Chavacano (Lipski, 2001). According to Lesho (2013), the term "Chabacano" refers to a
variety of creoles. Nonetheless, Ternate locals still prefer the word "Bahra” while the majority of "Chavacano" is
used by Zamboanga residents (De Ocampo, 2007). The Manila Bay PCS group includes the Ternate and Cavite
dialects. Cavitefio evolved as a descendant of Ternatefio, which is acknowledged as the Philippines' earliest
Spanish-based Creole (Vicente & Cheng, 2024).

Chabacano (Chavacano) is a language that has been passed down through generations for many centuries.
The majority of Chavacano speakers currently dwell in Zamboanga City, which is in the Philippines' southwest
Mindanao area (Lear & Reyes, 2023). Other forms of Chabacano (Chavacano) are still spoken in some places in
Mindanao, including Davao City and Cotabato, as well as in Luzon of Cavite and Ternate (Alvarez-Pier, 2018).
Chabacano is prominent in the province of Cavite; it is believed to have emerged from the Portuguese lexicon
language in Spain. It originates from a community of immigrants called the Mardikas during the 17th century.
Following the Spanish colonization of the Philippines, Cavite became one of the provinces to adopt Chabacano.
The people of Cavite used it extensively during the late 1970s and 1990s. Chabacano is regarded as one of
Cavite's most treasured cultural heritages and is considered to be endangered.

As Chen (2020) indicates, Speakers of Chabacano identify with this mixed Spanish language and have even
made efforts to promote its usage across the entire nation. Chabacano is considered one of the most significant
cultural aspects of Cavite and is believed to be facing extinction. In this research, the researchers will examine
whether the Chabacano language in Cavite is experiencing decline in this generation. According to Tirona (1924),
a limited number of speakers may have led to the variety being overlooked, and such low numbers could also
threaten its overall survival. Fortunately, nearly a hundred years after Tirona's findings, Ternate Chabacano is
still spoken in the same town he studied, indicating it has not vanished. It is acknowledged that smaller linguistic
communities can maintain their minority language if certain conditions related to linguistic attitudes and
functions are met, despite being more susceptible to changes in their speaker demographics (Thomason 2015).
Nevertheless, the focus on academic oversight, rather than the lack of interest from the speakers themselves,
holds particular importance in this situation. Isolated by social factors that could lead speakers to abandon their
language, Tirona (1924) emphasizes his work as a linguist, committed to recording this particular dialect within
the Philippine linguistic environment, despite social forces that could lead speakers to abandon their language.

The tradition of studying Chabacano is relatively extensive, with contributions from both local and
international linguists. Previous studies have investigated not only the descriptive and historical components of
the evolution and organization of its varieties but also the differing and at times unclear views concerning the
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status and nature of Chabacano, especially among its speakers (Lipski, 2010). However, there has been limited
focus on the discussions among linguists regarding these varieties. In any discipline or subfield, such as Creole
research or Chabacano studies, attaining a degree of maturity requires a reflective look at its history and tradition,
along with a continuous evaluation of its essential principles. This research aims to fill this void by identifying
and analyzing the factors that may contribute to the decline of the Chabacano language among Generation Z
speakers in Cavite, particularly in the city of Cavite and Ternate.

This study seeks to explore the factors contributing to the decline of Chabacano language among Gen Z
speakers in Cavite, particularly in Ternate. Chabacano has survived despite the existence of other languages. The
researchers are motivated to write this study in order to address difficulties pertaining to it. Investigating
Chabacano by looking at the particular causes of its decline in Cavite is so essential. As well as identifying their
familiarity with the language and examining what would be the reason behind its decline.

2. Materials and Methods

This study employed the use of quantitative research and case study approach, conducting a thorough
examination of the factors contributing to the decline of Chabacano language among Gen Z speakers in Cavite.
To evaluate and resolve the research problem, this quantitative data will be analyzed to measure Generation Z's
preference with Chabacano. By combining all the data collected from the data gathering procedure, the research
aims to comprehensively understand the status of Generation Z's Chabacano speakers in Cavite and the reasons
behind its potential decline.

The study utilized a purposive sampling method in selecting its participants. A total of 50 students from
Ternate, Cavite, and an additional 50 students from Cavite City took part in the research. These participants were
senior high school students, specifically in grade 11, from the Humanities and Social Sciences (HUMSS) and
Accountancy, Business, and Management (ABM) tracks in Ternate, Cavite. A class of senior high school
students from the Home Economics (HE) strand in Cavite City also served as survey respondents. All
participants were native Chabacano speakers. Essentially, this study employed purposive sampling to optimize
the selection of respondents. The respondents were individuals who were born and raised in their respective
hometowns. This approach aids researchers in mapping the characteristics that are crucial for analyzing the
statistics obtained from the respondents.

The research instrument was a standardized survey checklist questionnaire assessed by experts. It includes
seven survey items aimed at identifying the factors that contribute to the decline of the Chabacano language
among Gen Z speakers in Cavite. The questionnaire employs a 5-point Likert scale to gauge respondents' levels
of agreement and gather their interpretation on the implementation of the Chabacano dialect in their schools.
Furthermore, the researchers applied mean and standard deviation to analyze the collected data. The surveys and
data collecting were conducted to ascertain how Generation Z Chabacano language has an effect on speakers.
The researchers learned more about the difficulties in maintaining and advancing the Chabacano dialect in the
area by speaking with respondents and enlisting the help of two participating schools. The results of this phase
demonstrated the cultural value of Cavite's Declining language of Chabacano and the necessity of initiatives to
preserve and revitalize this language for coming generations.

This study was carried out a month ago when the researchers began investigating the research gap regarding
the declining Chabacano language among Gen Z speakers in Cavite. The researcher observed that there is a
necessity for a research paper to comprehend and identify the reasons behind the decline of the Chabacano
language among Gen Z speakers in Cavite. Initially, the researchers requested permission from the institutions
that the respondents used in the data gathering procedure. An approval letter was provided to the respondents in
Ternate Integrated National High school and Cavite National high school signed by the principal and department
heads. The approval letter sufficed information on the purpose of the study, the terms of confidentiality, and the
voluntary clause for participation. Upon acknowledging the terms, the respondents answered a survey
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questionnaire provided by the researchers. Data gathering was carried out last November 8, 2024.

The answers provided by the respondents on the survey questionnaire were categorized for analytical
purposes. The instrument contains 7 factors including media influence, education, changing of cultural identity,
family practices, peer influence, negative attitudes towards Chabacano and lack of community support. The
researchers used a Questionnaire Checklist with a 5-point Likert scale or Agreement scale. To validate the coding,
assign 5 for strongly agree, 4 for agree, 3 for undecided, 2 for disagree, and 1 for strongly disagree. To clarify the
computed mean score, Table 1 has been provided.

3. Results and Discussion

Table 1
Respondent’s interpretation towards the factors of Chabacano language in Ternate Cavite

Factors (Media influence) M SD Interpretation
I find myself using English or Filipino more often because of 438 5.8999 Strongly Agree

the media I consume

Table 1 shows one of the main factors on the decline of the Chabacano language in Ternate, Cavite. The
findings indicate that the respondents achieved a mean score of 4.38 with a standard deviation of 5.8999.
According to the 5-point Likert scale, this suggests that the respondents Strongly Agree that media influences
are contributing to the decline of the Chabacano language in Cavite. Respondents noted that they frequently use
English or Filipino due to the media they consume. The results show that respondents from Generation Z
Strongly Agree that media influence plays a role in the decline of the Chabacano language in Ternate Cavite.

Numerous studies have been conducted to examine attitudes surrounding various languages, such as the
research on cognition in relation to one's mother tongue, attitudes towards English, Chavacano, and Filipino
through a Structural Equation Modeling Approach with Bootstrap Analysis (Go Silk et al., 2020). The findings
from this research indicate that the utilization of Chavacano as a lingua franca plays a mediating role in cognitive
processes linked to the native language. However, the attitudes towards English and Filipino are not affected by
this mediation; rather, they have a direct influence on cognition in the mother tongue.

As a result, a decrease in familiarity with Chavacano leads to a decline in cognitive processes within the
mother tongue that employs Chavacano as a lingua franca. Furthermore, having a more positive view of Filipino
enhances cognitive abilities in the mother tongue, whereas attitudes toward English negatively affect cognition in
that same language. In other words, teaching in the mother tongue using a lingua franca approach does not
hinder the process of acquiring a second (L2) or third (L3) language, but it can significantly affect cognition in
the lingua franca depending on how similar the learner's ethnolinguistic background or dialect (L1) is to the
lingua franca.

It would be beneficial for the Department of Education to embrace a different strategy in its application of
mother tongue instruction to address multilingualism. While this may seem like a bold move, if the objective is
to bring about changes that yield positive outcomes, it is a path worth exploring. Research has already provided
the necessary evidence; the next step is to make a decision (Go Silk et al., 2020).

Table 2
Respondent’s interpretation of the factors on the Chabacano language in Cavite City

Factors (Education) M SD Interpretation
I feel that my education emphasizes English and Filipino 4.18 5.3049 Strongly Agree

over Chabacano

Table 2 indicated the interpretation regarding the impact of education on the declining Chabacano language
in Cavite City. The mean score from the respondents was 4.18 with a standard deviation of 5.3049, indicating
that they Strongly Agree that education prioritizes English and Filipino over Chabacano. In essence, the
respondents asserted that education influences the Chabacano language identity among Generation Z,
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contributing to the language's decline.

When it comes to Chabacano language in Cavite, Whinnom (1956) notes that “the conditions under which
the language originated are no longer relevant in Cavite” and that “for Cavitefios, it has become more of an
obstacle than a bridge in communication with both the locals and Spaniards™ as a transition to English is taking
place. Similarly, Llamado (1969) claims in her thesis that Cavite City's Chabacano population is quickly
declining. Similar to Tirona's 1924 assertions, she sees this evolution as restricting the language's value to the
extent that language scholars have not been interested in it until recently.

According to a number of memoranda and instructions published by the Department of Education (DepEd),
our nation has used various forms of instruction since the time of colonization. There were no explicit
regulations at the time governing the usage of MOI in the field of education. However, this changed when the
government of the Philippines' 1987 Constitution's language provision, which was included in Article XIV,
Sections 6 and 7, gave the MOI issue a clear, legal foundation. The National Board of Education (NBE)
established a policy on bilingualism in schools (NBE decision No. 73-7 s. 1973), and in accordance with the
1987 constitutional mandate, The Department of Education, Culture, and Sports (DECS) issued its language
policy.

According to Metila et al. (2016), utilized two models to attain the objective of realizing basic education in
the mother tongue across the countries, the Multiple Monolingual Model (MMM) and the Lingua Franca Model
(LFM). In the MMM, students are grouped according to their mother tongue or first language. The learners are
then taught with their mother tongue as the language of instruction. On the other hand, in communities that are
highly culturally diverse, where students come from different linguistic backgrounds, a language is nominated to
serve as the ‘mother tongue.” The trouble seems to arise from the LFM because students coming from different
ethnic groupings are taught using a local language which they are not fluent yet. In the LFM, students do not
attain the promised benefits of ‘mother tongue’ instruction.

Table 3
Respondent's interpretation on the factors for the language of Chabacano in Ternate and Cavite City
Factors M SD Interpretation
Education
I feel that my education emphasizes English and Filipino 4.25 18.708 Strongly Agree

over Chabacano

Family practices
I wish my family would encourage me to speak Chabacano 4.18 16.047 Strongly Agree
more often

Table 3 illustrates the interpretation regarding the influences of Education and Family practices on the
decline of the Chabacano Language in Ternate and Cavite City. The average mean score from the respondents
was 4.25 with a standard deviation of 18.708 for Education, and 4.18 with a standard deviation of 16.047 for
Family practices, indicating that respondents Strongly Agree that Education prioritizes English and Filipino over
Chabacano. Additionally, Gen Z speakers express a desire for their families to encourage them to use Chabacano
more often. In other words, respondents noted that Education and the teaching in the Philippines play a
significant role in shaping the identity of the Chabacano language for Generation Z speakers, as well as the
influence of family practices and family language planning within the Chabacano dialect.

According to Lesho (2013), Chabacano is currently regarded as a marginalized language in the area and is
mostly used in limited settings, like family conversations and ceremonial occasions. Despite efforts by local
authorities to encourage the use of it as a secondary language and as a medium of teaching in educational
institutions, the Chabacano dialect has been pushed to the periphery of linguistic relevance due to its dominant
status and influence of English [superstrate] and Filipino (Tagalog) languages through various media. According
to Romanillos (2006), the quick "Tagalization" of its vocabulary presents a significant obstacle since it makes it
more difficult to distinguish Chabacano among other languages and affects its particular linguistic position in
both Ternate and Cavite.
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The difficulties of regional stability and language fidelity have emerged in recent years. Last year, Dr.
Enrique "Ike" Escalante, a former and retired department of Education superintendent and author of multiple
books in Chabacano, was interviewed for a documentary broadcast by GMA News and Public Affairs. He voiced
his worries about the language's uncertain future and Cavitefios' declining interest in learning to speak their own
dialect, particularly among younger people. Furthermore, even though the community has a variety of oral
traditions and regional customs, there is a dearth of documentation and reliable resources.

One of the factors that contributed to the decline of the Chabacano language is family practices. Spolsky's
theory of language ideology holds that a community's shared set of beliefs creates a consensus around language,
giving different versions of the language prestige and worth. To put it simply, language ideology mirrors what
people believe should happen and represents the community's views of language practices without the need for a
management (Piller & Gerber, 2018). Participants from Generation Z expressed a want for their relatives to
support them in using Chabacano more often. Language practices, on the other hand, describe people's real
behaviors. Parents' linguistic ideologies influence the importance they place on various languages within the
family and influence their intentional or automatic language choices in daily conversations with family members.

Family planning of language reflects the linguistic beliefs of Gen Z’s parents, in a broader sense, mirrors the
prevailing language attitudes, ideologies, and parenting styles found in society. The social and familial context
plays an essential role in shaping the language beliefs of parents and impacts their choices regarding language
management, which consists of the explicit and implicit strategies they implement for language use and
acquisition at home. In particular, their language selection significantly shapes the actual language practices
within the family, which is why they prefer using English and Filipino instead of Chabacano. That’s also an
interpretation that some students do not like to speak their mother tongue after starting school and instead prefer
to communicate in the language spoken by their school peers.

Table 4
Respondent’s level of Agreement towards the decline of Chabacano language in Ternate and Cavite City
Factors M Interpretation
Media influence
I find myself using English or Filipino more often because of the media I consume 3.93 Agree
I believe that social media promotes languages other than Chabacano 3.92 Agree
Education
I feel that my education emphasizes English and Filipino over Chabacano 4.25 Strongly Agree
I wish there were more opportunities to learn Chabacano in my school 4.10 Strongly Agree
Changing of Cultural Identity
I feel less connected to my Chabacano heritage than previous generations 3.72 Agree
I believe that using Chabacano is less important to my identity as a Gen Z speaker 2.90 Undecided
Family practices
My family prefers to speak English or Filipino at home instead of Chabacano 3.78 Agree
I wish my family would encourage me to speak Chabacano more often 4.18 Strongly Agree
Peer Influence
My friends often use languages other than Chabacano when we communicate 3.18 Agree
I feel pressured to Use English or Filipino to fit in with my peers 2.74 Undecided
Negative Attitudes towards Chabacano
I believe that Chabacano is not a suitable dialect to speak in this modern times 2.75 Undecided
I believe that Chabacano is viewed as less valuable than other languages in my 2.98 Undecided
community
Lack of Community Support
I think there are not enough community programs promoting the use of Chabacano 3.76 Agree
I feel that my community does not prioritize preserving the Chabacano language 3.33 Agree

Table 4 shows all the information gathered through the data collection process, illustrating the Mean for
each indicator. The first statement in Education received the highest mean score of 4.25, corresponding to the
level of Agreement "Strongly Agree," whereas the statement with the lowest mean of 2.9 corresponds to the level
of Agreement "Undecided."

In both Chabacano in Ternate and Cavite, the decline of the language does not seem as severe. In Ternate,
the transmission of the language to successive generations continues (Lesho & Sippola, 2013), although it
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remains at risk due to its status as a minority language, a decreasing number of speakers, and restricted contexts
of use. The speaker count has been declining, dropping from 8000 in the 1970s to just 3000, and the population
of Chabacano speakers has become relatively smaller in comparison to the increasing overall population of the
town over time (Sippola, 2010). However, similar to Cavite City, Chabacano in Ternate continues to play a
significant role in local identity.

About 3,000 people in Ternate and Cavite City speak Chabacano, although in Ternate, they make up roughly
22% of the total population, whereas in Cavite City, they only make up about 3% in (Lesho, 2013). Ternate was
the initial location where Chabacano developed before other varieties emerged, the demographic situation there
shows a more stable but nonetheless insecure sociolinguistic status. Additionally, a social and linguistic barrier
among Ternatefios and outsiders has been created and maintained by the community's relative isolation
compared to Cavite City.

4. Conclusion

This paper comes to a conclusion based on the study's findings, that mostly Gen Z speakers in Cavite areas
speak Tagalog or English rather than Chabacano. It explains why Chabacano is being declined for those Gen Z
speakers. The paper contains those factors that explain why Chabacano is being declined in Cavite areas,
specifically on Gen Z’s. The researchers conducted a data gathering in Ternate and Cavite City to find the answer
on why Chabacano is declining; the research conducted through a quantitative research and case study approach,
we involved 100 respondents from Ternate Integrated National High School and Cavite National High School.
The findings reveal a strong unity among the respondents, who significantly agree that media influence and
education play significant roles in the decline of Chabacano. The respondents strongly believe that exposure to
English and Filipino through media, particularly social media, has led to a preference for these languages over
Chabacano. Additionally, the education system's emphasis on English and Filipino over Chabacano has further
excluded the language, impacting its identity and usage.

This study provides an insight to address the research problems to what factors contribute to the decline of
the Chabacano language among Gen Z speakers in Cavite. Based on the study and results, the researchers now
understand why Chabacano are declining in Cavite areas. This research can help the dying Chabacano language
to be able to diffuse again and preserved for future generations. Language teachers or the education system can
use this paper as a motivation to teach Chabacano language in their school and with that, they help the declining
Chabacano to be able to diffuse again.

4.1 Recommendations

This study can help the teachers and schools administrators in Ternate and Cavite City to identify the key
factors affecting the decline of Chabacano speakers among younger generations. With these findings, the
teachers, especially those who are teaching Language and Social Studies can create programs addressing the
issue of declining Chabacano speakers in their school and community. In addition, this study can provide clear
directions to the Parent-Teacher Conference to address the decline of Chabacano speakers in Ternate and Cavite
City. The results of this study can be an enlightenment to the students of Cavite, most importantly, those who live
in Ternate and Cavite that Chabacano as a dialect is slowly dying. With this, the students can identify the factors
that they can work with to avoid the dialect from declining. This study is comprehensible enough for the students
to be enlightened to take an action to revitalize the Chabacano dialect in Cavite.

This study can provide a guide to future researchers and improve knowledge about the decline of Chabacano
language. Hence, improving knowledge about Chabacano can help and give more opportunity for every student
or even the normal citizen to explore this kind of dialect. Respondents must know how to apply this in their
everyday life especially to develop their awareness and importance of Chabacano dialect in their province or in
the modern world. This paper can help the Cavitefios; as well as the Asian, to discover the sinking dialect and
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recover its importance. For that interpretation, we must produce more research papers about the dialects that are
limited or have been forgotten. This research is highly recommended for future research papers from both local
and foreign linguistics, as well as the teachers, and to those researchers who wanted to introduce their own selves
into the languages and dialects, to have an in-depth inquiry of the Chabacano.

With these findings, future researchers who seek an answer about the decline of the Chabacano in society
can now clearly figure out the solution. This recommendation can undoubtedly direct future scholars of language
to have a broad knowledge and reflection for future research papers. Considering there are limited resources
about this research it may help to explain the phonological terms and reasons behind it, these findings can
viewpoint the Chabacano dialect within the provinces of Cavite. Moreover, the teachers and future researchers
can use this finding to explore and examine the phonological awareness of the declining Chabacano dialect. This
paper can address Cavitefios, as well as the teachers, to develop and have an inclusive understanding of the
Chabacano dialect.
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Abstract

Analysis on the content of a curriculum is a pivotal undertaking to ensure that its contents are
still relevant in addressing the needs of the students. One way of doing this is scrutinizing the
contents of the syllabus were essential information such as topics, teaching and learning
strategies and ways of assessment are enclosed therein. Also, the TOS and TQ’s were essential,
as well. At this juncture, the study was undertaken to analyzed the contents of the those
documents which includes the following findings: Majority of the verbs used in stating the
Intended Learning Objectives (ILO) belongs the Lower Order Thinking Skills (LOTS)
category; the limited number of learning activities subjects and offers varieties of assessment
tasks and utilizes only a handful number of assessment tasks; non — major and specialization
course conducts summative exams that belongs to middle and high order thinking skills and
conducts examination that only measures the cognitive domain and not the psychomotor
domain; and most belong to the lower order thinking skill; respectively; furthermore;
traditional paper and pencil types of examinations/test items were furnished test types. Almost
of all of the courses analyzed were not aligned in the four (4) variables used, presented in the
two documents which were the Syllabus and the TOS and TQs, respectively; and an activity
called “Project Well Re-Structured Instruction Through Enhancement Sessions (WRITE)”
was conceptualized and develop to a retooling tool in enhancing syllabus and TOS

documents.
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Content analysis of the Bachelor of Technical-Vocational Teacher Education’s

curriculum: Basis for retooling workshop

1. Introduction

The Bachelor of Technical Vocational Teacher Education (BTVTED) program was crafted in response with
the “shift to learning competency-based standards / outcomes-based education” in response to the 21% Century
Philippine Teacher — Education framework. (CMO 79, s.2017). Primarily, the program aims to prepare and equip
the Pre — service teacher the necessary knowledge and skills to teach different competencies in the Technology
and Livehood Education (TLE) subjects in the Junior High School (specially Grades 9 and 10), in the Senior
High School (for the Technical — Vocational Education strands) and in the Higher Education Institution where
the same program is being offered.

One of the important document the comprises the course are the syllabus. The course syllabus is an annual
document being submitted subject by course Facilitators twice a year and is construed also as the blue print of a
course that are offered every semester. According to Wheeler, et. al, the course syllabus is a physical artefact
outlining key structural elements of course, including general course information. Considering that this
document is the guide of the course facilitator in rendering its contents to students, then it is imperative that such
is supposed to be organized and alignment should be evident if they want to achieve every course outcome at the
end of each course topics. And the only way in which this is to be achieved is for these documents to be
analyzed in terms of its contents.

The table of specifications, on the other hand shows the six cognitive levels of learning domain. It
summarizes a representation of these domains through a summative examination. Accord