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Dear readers!

We are pleased to present the fourth issue of the journal “Psychological Science and Education”
(No. 4-2026). The materials in this issue are organized into two traditional sections: “Developmental
Psychology” and “Educational Psychology”.

In the “Educational Psychology” section, we continue the series of publications on the professional
development of specialists. This issue features the second part of a study by Arkady A. Margolis,
Rector of Moscow State University of Psychology and Education (MSUPE), on the development of
teacher thinking. The section includes studies on measuring project-based teaching practices among
lecturers in Russian universities, the meta-resource determination of teachers' personal and profes-
sional development, and an analysis of academic stress with consideration of gender differences.
A significant portion of the section is devoted to research on students' psychological well-being and
resilience, including the impact of academic advising on distress and resilience, the role of peer social
support in academic resilience, and a study of well-being in accelerated master's programs. Several
articles address the specific features of the academic environment, ranging from supervisor—student
relationships to international students' attitudes toward psychological help. The section also explores
issues related to the training of future teachers, teacher effectiveness, and the relationships among
creativity, problem-solving, and academic burnout.

In the “Developmental Psychology” section, considerable attention is devoted to factors of
adolescent well-being. The section examines how parents and children perceive school (un)suc-
cess, the role of resilience in the structure of “responsible parenting”, and the impact of parental
phubbing on academic burnout among high school students. The theme of adolescent and youth
well-being is further explored through an analysis of the likelihood of adolescent involvement in
bullying, the improvement of adaptation in the educational environment based on attachment and
emotional regulation, as well as a review of studies on the formation of professional identity among
university students.

We hope that the materials in this issue will be useful to researchers, practitioners, and all those
interested in current trends in developmental and educational psychology.

Editorial Board
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Hay4Has ctates | Original paper

The development of teachers’
professional knowledge

A.A. Margolis <
Moscow State University of Psychology and Education, Moscow, Russian Federation
< margolisaa@mgppu.ru

Abstract

Background. This article is the second in the author’s three-part series devoted
to the analysis of teacher thinking in different research paradigms. Objective.
Whereas the first article in this series, published in Cultural-Historical Psychol-
ogy (No. 1, 2026), examined process—outcome models of teaching activity and
research on pedagogical decision-making, the present article shifts the focus
from the study of pedagogical decisions to an analysis of the structure of teach-
ers’ professional knowledge. Results. The article gives central attention to L.
Shulman’s concept of pedagogical content knowledge, which describes a type of
knowledge specific to the teaching profession and associated with transforming
subject content into forms accessible to students’ understanding. The develop-
ment of this line of research is considered through integrative, transformative
and consensus models of teachers’ professional knowledge. It is shown that
the concept of pedagogical content knowledge made it possible to clarify sub-
stantially the specificity of the teaching profession and to describe the distinctive
character of the knowledge required for teaching a particular school subject. At
the same time, as the research focus shifted from pedagogical action to profes-
sional knowledge, the problem of the relationship between such knowledge and
real teaching activity was partly lost. Conclusion. The article argues for the need
to supplement the concept of pedagogical content knowledge with the notion of
psycho-pedagogical content knowledge, which makes it possible to describe not
only the teaching of subject content, but also the development of students’ think-
ing through the means of a particular school subject.

Keywords: teacher thinking, pedagogical thinking, practical thinking, peda-
gogical decision-making, teaching activity, pedagogical task, teachers’ profes-
sional knowledge, pedagogical content knowledge, teacher education, cultural-
historical psychology

For citation: Margolis, A.A. (2026). The development of teachers’ professional knowledge. Psycho-
logical Science and Education, 31(4), 5-21. (In Russ.). https://doi.org/10.17759/pse.2026310401
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PasBuTre npodheccrnoHanbHbIX 3HaHWI negarora The development of teachers’ professional knowledge
Mcuxonornyeckas Hayka v obpasosaHve, Psychological Science and Education,
31(4), 5-21. 31(4), 5-21.

PasButue npocheccuoHanbHbIX

3HaHWK nepgarora

A.A. Mapronuc <

MocKOBCKUI rocyfapCTBEHHbIV NMCMXOSI0ro-neaarorn4ecknii YyHMBepCuTeT,
Mockea, Poccuiickas degepaumsa

P4 margolisaa @ mgppu.ru

Pestome

KoHTekeT. [JaHHasa cTatbsa ABNSETCA BTOPON N3 TPEX4aCcTHOroO LMKIa aBTopa,
NOCBALLEHHOrO aHanu3y MbILLUIEHVSI NEefaroroB B PasfuyHbIX Hay4HbIX Ma-
pagurmax. Llenb. Ecnv B nepBoi 4acTu UMKna, ony6IMKoBaHHOW B XypHane
«KynbTypHo-uctopmyeckasa ncmxonorusi» (Ne 1, 2026), 6binm paccMOTpeHb!
NpOLIECCHO-pe3ynbTaTMBHbIE MOAENW Mefarorn4eckor AesTenbHOCTU U UC-
CnefoBaHNs MPUHATUA Nefarornyecknx peLleHuin, To B HacTosLen cTaTbe
npeaMeToM aHanuaa BbICTyrnaeT nepexof OT U3yYeHusi nefarornvyeckmx pe-
LUEHUI K UccnefoBaHUio CTPYKTYpbl NpodeccnoHarbHbIX 3HaHUA neparora.
Pesynbratbl. LleHTpanbHoe BHWMaHWe ypenseTcs KOHUenuuu neparorvye-
cKoro npegmeTHoro 3HaHua J1. LynemaHa, onucbiBaroLen cneumcuny4eckmin
OnAa negarormyeckorn npodeccumn TMnN 3HaHNs, CBA3aHHbIN C Npeobpa3oBaHn-
eM y4yebHoro cogepxxaHus B popmbl, BOCTYMHbIE MOHUMaHWIO yHaLmxcs. Pac-
cMaTpvBaeTcs pasBuTUE 3TON UCCINEA0BATENbCKON NIMHUN B MHTErPaTUBHOWN,
TpaHchopMaLMOHHON 1 KOHCEHCYCHOW MoAeNsax NpoheccMoHanbHOro 3HaHus
yunTens. MokasaHo, 4TO KOHLEeNuMs negarorniyeckoro npeaMeTHOro 3HaHus
no3Bonuna CyLLEeCTBEHHO YTOYHUTb CneumndmnKy negarormyeckon npogeccun
1 onucaTb 0CO6bIN XapakTep 3HaHWsA, He06X0AMMOro ANs NpenofaBaHNs KoH-
KpeTHOro y4e6Horo npegmeTa. Bmecte ¢ TeM Npu cMeLLeHn nccneposatesib-
CKOro hokyca ¢ nefarormyeckoro AencTsust Ha NpodeccrmoHasnibHoe 3HaHue
oKasanacb 4acTU4HO yTpadeHa npobrnema CBA3W 3TUX 3HAHWI C pearibHon
nefjarornyeckon pesitenbHocTblo. 3akntoveHue. O60CHOBbIBaeTCS Heob-
XOAMMOCTb [OMOMHEHNS KOHLENUMW NeJarorn4eckoro NpeaMeTHOro 3HaHus
NOHATMEM NCUXOMNOro-neaarorn4eckoro NPeaMeTHOro 3HaHus, NO3BONALLMM
onucbIBaTh He TOMbKO MpenojaBaHue y4e6HOro CogepXaHus, HoO U pa3BuTne

MbILLMEHUS yHaLLMXCs CPeCTBAMU KOHKPETHOrO y4e6HOro npeaMeTa.

KnroyeBble cnoBa: MbilLfieHVe rMejarora, rnefarorMyeckoe MbilLneHue,
NpakTUYeckoe MbILLNeHne, NPUHSATME MeJarorMyeckmx peLleHui, negaroru-
Yyeckas OesiTeNlbHOCTb, NeJarornyeckas 3agada, npoeccroHanbHble 3HaHWs
negarora, negarormyeckve npeaMeTHble 3HaHUs, Negarormyeckoe o6pasosa-

HUe, KynbTypHO-UCTOpM4eckKasa ncmxonormns

Onsa umtnposanus: Mapronue, A.A. (2026). PassuTre npodeccrnoHasbHbIX 3HaHWi neparora. [leuxo-

Jiormydeckas Hayka v obpasosarue, 31(4), 5-21. https://doi.org/10.17759/pse.2026310401

From decision-making
to the theory of teachers’
professional knowledge

mance is their professional knowledge.
Although this area of research has seem-
ingly been explored extensively and for

One of the key determinants of suc- quite some time, the professional commu-
cess in a teacher’s professional perfor- nity has yet to reach a consensus on what
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precisely constitutes teachers’ profes-
sional knowledge. The spectrum of pos-
sible positions extends from a complete
identification of professional knowledge
with the subject matter knowledge taught
by the teacher, to its understanding pri-
marily as strictly pedagogical knowledge,
including a full and detailed excursus into
the field of the history of pedagogy. Also
incomplete is the discourse on the very
nature of teachers’ professional knowl-
edge: whether such knowledge is genu-
inely scientific in the strict sense of the
word (that is, obtained through the scien-
tific method, reliable, and replicable), or
whether a teacher’s professional knowl-
edge should be understood as the results
of pedagogical intuition, “hands-on”,
weakly formalized knowledge of teach-
ers about specific techniques, methods,
and ways of teaching and solving vari-
ous problems that arise in the process
(tacit knowledge). To a certain extent, the
resolution of this question determines the
definition of teaching as an occupation
or a profession. According to the major-
ity of researchers (Hargreaves, 2001), it
is precisely the presence of a substantial
body of specialized scientific knowledge,
unique to a particular type of activity, that
allows such activity to be considered a
profession.

This section attempts to examine the
described complex of issues from the
perspective initially formulated in the
works of L. Shulman, who first defined
pedagogical content knowledge (PCK)
as a distinct type of professional knowl-
edge unique to the teaching profession,
and to trace the subsequent evolution
of this concept in the works of research-
ers advancing this line of research (Ball,
Thames, Phelps, 2005); it also highlights

certain limitations of this approach and, in
the concluding part of the article, exam-
ines teachers’ professional knowledge
and the process of its formation from
the standpoint of the concept of practical
thinking, as well as the cultural-historical
and activity approaches.

In L. Shulman’s model, the founda-
tional types of teachers’ professional
knowledge comprise four categories
found in many other traditional and al-
ternative approaches: content knowl-
edge, general pedagogical knowledge,
psychological knowledge (knowledge of
learners and learning theories), and cur-
ricular knowledge.

The final category of knowledge —
curricular knowledge — is, according
to L. Shulman, a crucial component of
a teacher's specialized professional
knowledge (Shulman, 1986). It encom-
passes knowledge of the curriculum for
the subject being taught, the sequence of
topics covered, and instructional materi-
als (texts, computer programs, videos,
experiments, dialogues, and laboratory
or project work) — in other words, the
educational and methodological toolkit a
teacher works with. This knowledge also
includes familiarity with the curricula of
other subjects that students are study-
ing concurrently, as well as knowledge
of the curriculum for the given subject
in preceding and subsequent grades. In
the Russian tradition, this component of
professional knowledge is most closely
aligned with subject-specific teaching
methodology.

However, the fundamentally new el-
ements of L. Shulman’s model are not
so much the types of knowledge listed
above, but rather two new elements,
which we will discuss in more detail later.
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First, it is “pedagogical content
knowledge” (hereinafter referred to as
PCK), that is, the knowledge of the sub-
ject matter necessary for teaching it. The
term was first introduced into scholarly
discourse by L. Shulman in his address
at the American Educational Research
Association conference in 1986 (Shul-
man, 1986). According to L. Shulman,
unlike pure content knowledge (e.g., of
mathematics) or general pedagogical
knowledge (outside the context of a spe-
cific subject), PCK is a key component
of teachers’ professional knowledge. It
is specific to this type of activity, serv-
ing essentially as the very means of this
activity, thereby making the teacher, to
a certain extent, a professional and an
expert, and distinguishing them from
representatives of other professional
groups.

Shulman included in PCK (Shulman,
1986):

e various forms of teacher repre-
sentation of the subject’s core concepts,
comprising a broad repertoire of illustra-
tions, examples, analogies, and models
designed to explain the subject matter to
students;

* various types of students’ concep-
tions of the subject being studied, includ-
ing incorrect ones (preconceptions and
misconceptions), along with the primary
effective strategies for overcoming them
and transforming them into more appro-
priate scientific conceptions and con-
cepts;

e common student errors (as a
specific instance of incorrect initial con-
ceptions), types of learning difficulties
encountered when studying the subject,
and means of individualizing instructional
practice aimed at addressing them.

Secondly, according to L. Shulman,
another crucial component of teachers’
professional knowledge consists of the
generalizations formed directly in the
course of independent teaching practice,
which he figuratively termed the “wisdom
of practice”.

Analyzing the nature of teachers’ pro-
fessional knowledge, L. Shulman (1987)
observes that, unlike in many other
professions, teaching lacks a history of
practice. In architecture, engineering,
medicine, law, music, and even chess,
a history of best practices and achieve-
ments is preserved and remains acces-
sible to both contemporaries and sub-
sequent generations of professionals,
whereas teaching lacks such a legacy.
Yet, without such a system of notation
and a “memory of the profession”, it is
difficult to organize its codification or en-
sure the analysis and advancement of
professional practice. Effective teachers
typically possess far more knowledge,
which L. Shulman termed the “wisdom of
practice”, than they are able to articulate.
The objectification and signification of
such knowledge are absolutely essen-
tial for the development of professional
knowledge regarding pedagogical activ-
ity. Studying this practical knowledge
(the thinking and actions of experienced
teachers) and codifying it in the form of
cases will make it accessible to other
teachers only if they can understand
what their more experienced colleagues
did and why (Shulman, 1987).

According to Shulman, the essence of
pedagogical activity, which distinguishes
it from any other, is the transformation
of a teacher's knowledge of the subject
matter they teach into a form compre-
hensible to students. This, in L. Shul-
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man’s figurative expression, involves
“wrapping” this subject knowledge in a
pedagogical “amalgam”.

To transform one’s own subject mat-
ter knowledge and understanding into
knowledge understood by students is,
from Shulman’s perspective, the main
pedagogical task of the teacher. Its reso-
lution presupposes the transformation of
subject matter knowledge (common to
the teacher and a number of other pro-
fessional groups) into a maximally varied
set of representations and strategies for
their transmission, taking into account
the diverse individual characteristics
of students. A teacher who possesses
PCK (pedagogical content knowledge) is
capable of generating the most diverse
descriptions and representations of the
academic content being studied and of
implementing different trajectories for
“bringing” them to students, in order to
find a special “key” and “get through”, to
explain the transmitted academic con-
tent to each student in a language that
is understandable to them and corre-
sponds to their individual characteristics.
Thus, it is precisely the individualization
of the teacher’s professional actions that
proves to be one of the main directions
of their professional development, lying
at the intersection of subject matter and
pedagogical knowledge, which ultimately
leads to the formation of their pedagogi-
cal content knowledge (PCK).

Thus, in L. Shulman’s conceptual
framework, the role and structure of
teachers’ professional knowledge are
inseparably linked to the goals and struc-
ture of pedagogical activity itself.

A teacher’s professional activity and
professional thinking (teacher reasoning
and action), according to L. Shulman, al-

ways begin with working with the text of
academic content and include the follow-
ing main stages and actions (Shulman,
1987):

Comprehension: of the goals, the
structure of the subject matter, and the
ideas within and beyond the academic
discipline.

Transformation:

e Preparation: critical analysis and
interpretation of educational texts, their
structuring and segmentation, prepara-
tion and development of a set of selected
educational materials, clarification of ob-
jectives.

* Representation: the use of a broad
repertoire of various representations of
educational content, including examples,
analogies, metaphors, and various types
of explanations.

e Selection: from a broad range of
methodological repertoire of specific
forms and types of organization of stu-
dents’ educational work.

e Adaptation and individualization
taking into account student characteris-
tics: consideration of students’ concep-
tions of the content being studied (includ-
ing misconceptions), learning difficulties,
as well as contextual characteristics of
students (language, culture, motivation,
gender, age, interests, social status, self-
esteem, attention).

Instruction including: management,
presentations, interactions, group work,
maintenance of discipline, inquiry, and
other forms of observable pedagogical
actions.

Evaluation: checking students’ un-
derstanding of the educational material
directly in the course of teaching, interim
assessment of understanding at the end
of a lesson or didactic unit, evaluation of
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one’s own teaching and its modification
in light of the experience gained.

Reflection: critical analysis of one’s
own professional actions and the results
of the class’s activities, reconstruction
and restructuring of one’s actions.

New comprehensions: of learning ob-
jectives, educational material, students,
teaching, and oneself, consolidating new
understandings into a new integrated
learning experience.

In our view, the key pedagogical ac-
tions of the teacher as a professional
“explainer of educational content” as de-
scribed by L. Shulman, are:

Transformation of the material of the
original scientific content or standard ed-
ucational material from the textbook into
a form that, from the teacher’s perspec-
tive, is understandable to the majority of
students.

Assessment of the sufficiency and
adequacy of students’ understanding of
the educational material.

Differentiation of ways of explain-
ing the material to those students who
experience difficulties in understanding
it during the previous general mode of
explanation, that is, individualization of
pedagogical action.

Overall, the model of a teacher’s pro-
fessional activity proposed by L. Shul-
man, despite its emphasized student-
centeredness, clearly tends toward the
predominance of the teacher’s explana-
tion of educational content and the orga-
nization of its understanding by students.

Further development of the PCK
approach
The contribution of PCK and other

components of teachers’ professional
knowledge to the effectiveness of a

10

teacher’s activity has repeatedly become
the subject of analysis by researchers.
For example, studies (Hashweh, 1985;
Hashweh, 1987) compared the profes-
sional activity of beginning teachers who,
along with subject matter knowledge,
had substantial pedagogical training,
with the analogous activity of beginning
teachers who had only good subject mat-
ter training. Teachers without pedagogi-
cal education experienced significant
difficulties in transforming scientific con-
tent into a form accessible to students,
or in transforming the standard mode of
presentation (from the textbook) in light
of the real situation in the classroom (in-
cluding students’ initial conceptions and
the need to take them into account in the
learning process).

Even more interesting results were
obtained when comparing the work of
two groups of experienced biology and
physics teachers. Despite being effec-
tive in teaching their own subject and
possessing knowledge of the content
of a related discipline, they experienced
significant difficulties in conducting
“other” lessons, not knowing the difficult
points that cause problems for students,
their initial conceptions, and common
errors. The results of both studies show
that subject matter knowledge alone, as
well as general pedagogical knowledge
(in the case of experienced teachers of
another subject), proves insufficient for
effective teaching. Specialized knowl-
edge of teaching a particular subject,
of the specific features of students’
understanding within it, and of the spe-
cific features of mastering that particular
subject matter knowledge is required,
which confirms L. Shulman’s thesis on
the importance of PCK.
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In the work of M. Cochran-Smith and
her colleagues (Cochran-Smith, 1991),
L. Shulman’s conceptions of the struc-
ture of teachers’ professional knowledge
were substantially refined with respect
to their structure and dynamics. Ac-
cording to the authors of this work, the
initial teachers’ professional knowledge
(especially a beginning teacher) can be
schematically represented as four types
of knowledge: subject matter knowl-
edge, pedagogical knowledge, knowl-
edge of students (their prior knowledge,
motivation), and knowledge of the edu-
cational context.

The intersection of these indepen-
dent types of knowledge (Shulman,
1986; Shulman, 1987) or their synthesis
(Cochran-Smith, 1991) constitutes the
pedagogical content knowledge (PCK)
of a beginning teacher. However, as the
teacher's experience increases, their
previously independent components
of professional knowledge become so
closely interconnected that they effec-
tively form a unified whole, which can be
called teachers’ professional knowledge.

A fundamentally important difference
between M. Cochran-Smith’s position
and L. Shulman’s position is that where-
as the latter understood PCK as the in-
tersection of different types of teachers’
professional knowledge, M. Cochran-
Smith believes that initially the compo-
nents of this knowledge are independent
in a beginning teacher (and in this sense,
they do not yet have integral teachers’
professional knowledge, but only a set
of its components), and as experience is
acquired, these components begin to in-
teract with one another, forming a unified
whole, which itself becomes PCK, that is,
teachers’ professional knowledge. Such

teachers’ professional knowledge, inte-
grated from its components, becomes
the basis for professional expertise,
distinct from the previously independent
components thereof.

Thus, PCK is not one of the types of
professional knowledge, but an integrat-
ed teachers’ professional knowledge,
which is the result of their experience and
reflection.

PCK (in M. Cochran-Smith’s words)
is not a “salad” of four previously exist-
ing and still independent components of
teachers’ professional knowledge, but
rather a “mousse”, forming a new quality.

Incidentally, this may apparently be
related to the difficulty of working with
an expert teacher or involving them as a
mentor. The transmission of their teach-
ers’ professional knowledge in the form
of re-decomposed original components
is difficult or impossible, since they
have long since “fused together” into a
unified whole.

A similar position is also described
in the work of J. Gess-Newsome (Gess-
Newsome, 1999), who introduces a dis-
tinction between two possible models
of PCK: integrative and transformative.
From her perspective, the definition of
PCK as the result of the intersection of
subject matter, pedagogical, and contex-
tual knowledge corresponds to L. Shul-
man’s original view. In this approach, the
initial components of PCK retain their
original form, integrating into a unified
whole based on the demands of a partic-
ular professional task. In contrast to this
view, within the transformative model of
PCK, the solution of a professional task
leads not merely to a combination, but to
a transformation. PCK is not simply the
result of adding parts together, but rather

11
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their synthesis, with the emergence of a
new entity distinct from its original com-
ponents. If we use the analogy cited in
the work of C. Fernandez (Fernandez,
2014), the integrative model of PCK
more closely resembles the formation of
a solution from two substances, which in
principle remain separable and recover-
able to their original form. At the same
time, the formation of PCK from the
perspective of the transformative model
resembles the initiation of a chemical re-
action between two starting components,
in which a new substance is formed and
the components completely disappear.
The distinction between these models is
shown in Fig. 1.

Another line of research that contin-
ued the study of the structure of teach-
ers’ professional knowledge and the
place of PCK within this structure is
associated with the work of D. Ball and
her colleagues. According to D. Ball,
alongside PCK, there exists specialized
content knowledge (SCK), for example,
knowledge of mathematics necessary for
the professional tasks of teaching math-

Pedagogical
Knowledge

Knowledge

Contextual
Knowledge

Integrative

ematics, which is distinct from the knowl-
edge of mathematics required for other
professions, known as common content
knowledge (CCK). This is not knowledge
about mathematics and students, but
knowledge of mathematics itself, yet in
a form that is not needed in other pro-
fessions, but is needed specifically in
pedagogy. For example, a mathemat-
ics teacher needs knowledge of how a
number can be decomposed in the most
diverse ways, whereas for other profes-
sions decomposition-composition does
not carry the same significance, or the
connection of a concept with illustrations
(concept — example). D. Ball believes
that teaching special “pedagogical math-
ematics”, that is, mathematics needed
for the tasks of teaching (alongside uni-
versal mathematics, common to different
professions), is a necessary part of the
professional training of a future math-
ematics teacher.

The task of curriculum developers,
according to D. Ball, is to conduct such
an analysis of the educational content
of the mathematics course is neces-

Subject Matter
Knowledge

Pedagogical
Knowledge

1

* Pedagogical Content *
Knowledge

i |

Contextual
Knowledge

Transformative

Fig. 1. Integrative and transformative models of PCK according to Gess-Newsome (Fernandez, 2014)
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sary, based on the professional tasks of
its teaching, which would allow for the
identification of this specific knowledge
of specialized mathematics and its incor-
poration into the traditional mathematics
course for future teachers. In essence,
the example described by D. Ball reveals
an activity-based approach to the de-
sign of teacher education programs. The
tasks of a teacher’s professional activity
impose special requirements on univer-
sal knowledge, which is reflected in the
study, alongside universal mathematics,
of what might be called “pedagogical’
mathematics, necessary for the teach-
er’s professional activity, for its teaching.
Consequently, by the presence of such
sections of specialized (professionally
determined, in this case pedagogically
determined) mathematics, one can un-
derstand to what extent a given teacher
education program is activity-based or
traditional.

Further research based on the study
of mathematical knowledge — the Math-
ematics Knowledge for Teaching (MKT)
project (Ball, Thames, Phelps, 2005) —
allowed D. Ball and her colleagues to
identify four components of teachers’
professional knowledge:

1. Common knowledge (CK) of the
subject matter (e.g., mathematics) pos-
sessed by any adult with a completed
general education.

2. Specialized content knowledge
(SCK) of the subject matter — subject
matter knowledge that is not required
in other professions, but is needed only
by teachers (e.g., knowledge of various
ways of representing scientific concepts,
ways of explaining the same educational
content, or maximally varied ways of
solving educational tasks).

3. Knowledge of subject matter and
students (essentially, psychological-ped-
agogical knowledge of the subject): typi-
cal student errors when studying a topic
or concept, students’ initial conceptions
(including incorrect ones, misconcep-
tions) that determine their thinking in the
subject being studied, ways of motivating
students with particular subject content
and the organization of its mastery.

4. Knowledge of subject matter and
its teaching — curricular knowledge in
its most traditional form: the sequence of
studying topics, the difficulty of the con-
tent being studied, ways of responding to
student questions (necessary for lesson
planning).

Summarizing all of the above, it can
be stated that the various types of a
teacher’s knowledge are forms of knowl-
edge, but not means of activity, whereas
pedagogical content knowledge (PCK),
or pedagogical professional content
knowledge (PPCK), is knowledge for
activity — that is, it is not so much one
of the co-existing types of knowledge,
but rather knowledge transformed into a
means of the teacher’s activity.

Works that, following L. Shulman, fur-
ther developed the PCK approach have
shifted the emphasis in research from
the process of teacher decision-making
to the study of what professional knowl-
edge a teacher needs to possess for this
purpose.

A significant step in the development
of scholarly conceptions of the structure
of teachers’ professional knowledge is
associated with the work of P. Grossman
and her colleagues (Grossman, 1990).
Developing L. Shulman’s conceptions of
pedagogical content knowledge (PCK),
Grossman introduced substantial re-
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finements to the understanding of what
constitutes the content and structure of
teachers’ professional knowledge nec-
essary for a teacher’s successful activi-
ty. The main differences from Shulman’s
original model in Grossman’s work are
that for Shulman, PCK is a unique type
of knowledge specific to a teacher’s ac-
tivity, but one that exists alongside other
types of knowledge. From Grossman’s
perspective, the structure of teachers’
professional knowledge is hierarchized.
PCK is the central type of teachers’ pro-
fessional knowledge, which interacts with
all its other components. The second im-
portant feature is that the very structure
of PCK, which, according to Grossman,
includes three main components (knowl-
edge of the specific features of students’
understanding of educational content,
curricular knowledge, and knowledge of
various teaching strategies), proves to
be significantly dependent on the goals

of instruction and teachers’ concep-
tions of these goals. Finally, the model
developed by Grossman presents not
only components of formal academic
knowledge, but also elements of the
teacher’s practical knowledge and think-
ing, including their beliefs and subjective
conceptions of the goals of instruction.
A schematic representation of Gross-
man’s model is shown in Fig. 2.

The model developed by P. Gross-
man, which extended the original concep-
tions of L. Shulman and his colleagues,
gave rise to a number of new studies
and attempts to model the structure of
teachers’ professional knowledge. The
results of these numerous studies have
made it possible to refine certain aspects
of P. Grossman’s model, adding individ-
ual elements to it and placing somewhat
different emphases depending on the
particular focus of specific research-
ers. For example, the model of Carlsen

Subject Matter Knowledge General Pedagogical Knowledge
Syntatic Substantive Leamer_s and| Classroom| Curriculum |Others
Structures |Content| siructures learning | Management| and

instruction

1

I

Pedagogical Content knowledge

Conceptions of Purposes for teaching Subject Matter

Knowledge of Curricular Knowledge of
Students” Knowledge Instructional
Understanting Strategies

l

Knowledge of Context

Students

Community

District

I School

Fig. 2. Grossman’s model of teachers’ professional knowledge (Fernandez, 2014)
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(Carlsen, 1999) added the factor of
educational context and demonstrated
its interrelation with various elements of
the structure of teachers’ professional
knowledge. In the model of S. Magnus-
son, J. Krajcik, and H. Borko (Magnus-
son, Krajcik, Borko, 1999), who studied
teachers’ knowledge in the context of
science disciplines, the factor of teach-
ers’ conceptions of instructional goals
was replaced by the more general ele-
ment “Orientation toward teaching sci-
ence content”; in addition, “Knowledge
of ways of assessing scientific literacy”
(Borko, 2004) was added as a separate
element of the model. In the model de-
veloped by S. Park and J.S. Oliver (Park,
Oliver, 2008), referred to as the “hexago-
nal model of pedagogical knowledge”,
the role of affective components of a
teacher’s thinking and beliefs, as well
as reflective processes influencing the
formation and development of teachers’
professional knowledge, was empha-
sized, and a separate element of evalua-

tion (self-evaluation) of the effectiveness
of the teacher’s activity was added.

An interesting step forward in the de-
velopment of conceptions of the struc-
ture of teachers’ professional knowledge
was the model developed by S. Rollnick
and colleagues (Rollnick et al., 2008),
within which PCK is viewed as a peda-
gogical amalgam not only of subject
matter knowledge (as in L. Shulman’s
original conceptions), but also of knowl-
edge about context, general pedagogi-
cal knowledge, and knowledge about
students (psychological knowledge). The
authors of the model distinguish, within
the proposed structure, between knowl-
edge itself and the results of its applica-
tion and use, which they call the products
of education and to which they attribute
various representations, teaching strat-
egies, and methodological techniques.
A schematic representation of S. Roll-
nick’s model is shown in Fig. 3.

An important step in the further study
of the processes of interaction between

Manifestations Curricular | Assessment
of teacher Saliency 7 : P
knowledge [ [ Topic specific
| . instructional strategies
Representations I |/
/ \\
A Ay
Domains Subjet Matter / /’ L. '-\,\ Knowledge of
of teacher Knowledge , \-.._ -.5 Context
knowledge & A
Knowledge of

ugen

Knowledge of
ical Knowl

Fig. 3. Model of the structure of professional knowledge (Rollnick et al., 2008, p. 1381)
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formal academic knowledge and practi-
cal knowledge was the work of G. Mo-
rine-Dershimer and T. Kent (Morine-Der-
shimer, Kent, 1999). These researchers
succeeded in demonstrating, using the
example of general pedagogical knowl-
edge, how the processes of reflection on
practical experience and contextualiza-
tion of academic theoretical knowledge
form a new form of context-specific
pedagogical knowledge, which serves as
the basis for a teacher’s decisions and
actions concerning classroom manage-
ment, organization of interaction, and
student discourse. From the perspective
of these authors, under the influence
of reflective processes, the teacher’s
personal practical knowledge and the
associated beliefs and professional ex-
perience develop and are generalized.

At the same time, theoretical academic
knowledge is specified and contextual-
ized. The model they proposed is shown
in Fig. 4.

The results of research conducted
from the late 1980s to the early 2010s,
and the various models of the structure
of teachers’ professional knowledge de-
veloped on their basis, were extensively
discussed at the symposium (the PCK
Summit), which 30 leading researchers
studying pedagogical content knowledge
(PCK) and the structure of teachers’ pro-
fessional knowledge as a whole partici-
pated in 2012. As a result of the sympo-
sium’s work, the participants were able to
jointly formulate a generalized model of
this structure, which came to be known
as the “consensus model of the structure
of pedagogical knowledge” (Fig. 5).

Classroom
Management and
Organization

Instructional
Models and
Strategies

Classroom
Communication
and Discourse

General
Pedagogical
Knowledge

ction

Context-Specific

Pedagogical

Knowledge

Personal
. Personal Personal
Beliefs/ : o 4
Percept Pedagogical [* Practical
ptions x
Knowledge | Experience

Fig. 4. Model of the formation of context-specific pedagogical knowledge (Morine-Dershimer, Kent, 1999)
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Teacher Professional Knowledge Bases

Assessment
knowledge

Pedagogical
knowledge

Content
knowledge

Curricular
knowledge

Knowledge
of students

L

'L h

Topic Specific Professional Knowledge
Knowledge of: instructional strategies, content representations,
student understandings, science practices, and habits of mind

J

Amplifiers and filters: teacher beliefs
and orientation, context

}

Personal PCK
knowledge, Enactment

Classroom practice

L 1

Classroom context
(Curriculum, etc.)

¥

Amplifiers and filters: student beliefs,
prior knowledge, behaviors

v

Student outcomes

Fig. 5. Consensus model of the structure of teachers’ professional knowledge (Fernandez, 2014)

According to this model, five main
types of knowledge are identified: con-
tent knowledge, general pedagogical
knowledge, assessment knowledge,
curricular knowledge, and psychologi-
cal knowledge. Collectively, these types
of knowledge form the knowledge base
for teachers’ professional activity. This
knowledge does not directly influence
the teacher’'s pedagogical actions, but
it does influence (and, conversely, is in-
fluenced by) knowledge specific to the
teaching of a particular topic within a
particular subject matter. Such content-
specific knowledge includes instructional
strategies, representations of educa-
tional content, the specific features of
students’ understanding of educational

material, scientific practices, and ways of
thinking associated with learning within
that particular subject content. In effect,
this element and its content prove to be
maximally close to the original definition
of pedagogical content knowledge given
in the works of L. Shulman. However, ac-
cording to the authors of the consensus
model, such knowledge does not exist in
general, but is specific to particular sub-
ject content. Such content-specific knowl-
edge also does not directly serve as the
basis for pedagogical actions, but is sub-
ject to the influence of a system of filters
and amplifiers, which include the affec-
tive-value characteristics of the teacher
and the results of their past experience.
Some of these amplify certain grounds
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for constructing actions, while others, on
the contrary, weaken them. Collectively,
actions constructed on such grounds are
evaluated in terms of their effectiveness
based on the results of students’ mastery
of the educational content. In effect, the
authors of the model postulate two differ-
ent types of PCK: theoretical and person-
al. By theoretical they refer to the content
of content-specific teachers’ professional
knowledge, which, in our view, would
more accurately be termed objectified or
collective, since its bearers may include
not only individual teachers but also the
professional community. At the same
time, personal PCK is individualized, as
it includes the beliefs, values, and past
experience of a particular teacher. Both
types of PCK determine the uniqueness
of the teacher’s professional practice and
the content of their pedagogical activity.
On the other hand, this practice and, in
particular, the learning activities orga-
nized by the teacher exert a reciprocal
influence on both types of PCK and on
the content of the content-specific knowl-
edge underlying them. Such a reciprocal
influence of practice on the knowledge
underlying the construction of pedagogi-
cal activity presupposes that the teacher
is capable of acting as a subject of reflec-
tion, able to make their mode of action
an object of analysis and examination
from the perspective of the success of
student learning, and to carry out several
cycles of adjustment of their actions and
the conceptions and knowledge under-
lying them in the event that educational
goals are not achieved. In other words,
the described model fully corresponds
to the structure of pedagogical activity
described by L. Shulman, which includes
the stage of reflective analysis as a nec-
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essary condition for the development
of the teacher's pedagogical activity.
Fundamentally new elements of the de-
scribed model include not only an at-
tempt to endow it with an activity-based
character and to account for the complex
relationships between knowledge and
action, but also, in essence, the ac-
knowledgment of a double mediation of
the basic components of knowledge by
content-specific knowledge and the me-
diation of the latter by the teacher’s be-
liefs and past experience. This makes it
possible to integrate important affective
components into what was previously an
exclusively cognitive structure, thereby
imparting to it a cognitive-affective char-
acter (Shulman, 1986; Shulman, 1987).

Conclusion

The shift in priorities in subsequent
research and the transition from study-
ing the teacher’s decision-making pro-
cess (the primary research question for
A. Bishop) to studying teachers’ profes-
sional knowledge (under the influence of
L. Shulman’s ideas on PCK), as well as
the shift of emphasis from studying the
teacher’s activity to studying the process
of teacher preparation, led to the loss
of one of the most important points in
A. Bishop’s research program. Whereas
A. Bishop understood pedagogical de-
cision-making as a mechanism linking
the teacher’s thinking (based on their
schemas) and the teacher’s action, the
shift to studying teachers’ professional
knowledge exclusively (as a develop-
ment of the concept of schemas) left the
very connection of this knowledge to ac-
tion outside the scope of research. But
knowing something does not mean being
equivalent to acting on it. To know and to
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act are not the same thing. A. Bishop’s
original premise of studying decision-
making processes (carried out on the ba-
sis of certain schemas) as the key to un-
derstanding the teacher’s actions proved
to be largely lost in the transition to the
study of teacher knowledge, and the
study of teachers’ professional knowl-
edge became closed in on itself and was
no longer considered in the context of
analysis (Bishop, 1976).

Limitations of the PCK approach.
The teacher whose professional actions
L. Shulman enumerates and describes
is, above all, a “Universal Explainer”,
who, by virtue of a good knowledge of
the subject, of students, and a broad set
of representations of concepts, methods
of explaining them, an understanding of
the causes of typical errors, and diverse
educational materials, can explain the
content of that subject to virtually any stu-
dent (Shulman, 1986; Shulman, 1987).

Although understanding students’
conceptions and working with them is
an important part of such a “Teacher-Ex-
plainer's” work, developing the students’
thinking and personality is not their
primary goal. This is primarily a good,
traditional, non-authoritarian teacher
whose students may even experience
some cognitive and personal develop-
ment during lessons alongside acquiring
solid subject knowledge. However, for
this teacher, fostering students’ think-
ing and personality is not a core profes-
sional objective on par with achieving
subject-specific learning outcomes. This
is a teacher who believes that mastering
their subject matter will be sufficient for
students’ success after leaving school. In
our view, this is a teacher of the 1990s,

who has not yet grasped the rapid pace
at which new knowledge emerges and
old knowledge becomes obsolete in the
21st century, nor the existence of alter-
native channels for acquiring knowledge
outside of school.

The model of such a teacher’s pro-
fessional actions can be substantially
expanded in light of the emergence of
new educational goals (the development
of thinking — meta-subject educational
outcomes — and personality). Alongside
PCK, we believe that PPCK (psycho-
pedagogical or psychological content
knowledge) should be introduced, which
involves understanding how students’
psychological development can be fos-
tered through the content of a specific
subject. Despite the close interconnec-
tion between PCK (Shulman, 1987) and
our proposed concept of psycho-peda-
gogical content knowledge, distinguish-
ing between them is just as expedient as
distinguishing between subject-specific
and meta-subject educational outcomes.
To some extent, PPCK serves as a con-
dition for the formation of PCK, while the
latter, in turn, serves as a condition or
context for the formation of PPCK.

Consequently, the operational struc-
ture of the professional actions of a
teacher who fosters not only subject-
specific but also meta-subject learning
outcomes in students proves to be more
complex than in L. Shulman’s model, as
its implementation involves not only PCK
but also PPCK, the structure and compo-
sition of which must be described.

In other words, if pedagogical content
knowledge (PCK) enables the adapta-
tion of normative or curriculum-specified
subject matter knowledge to specific
students (taking into account their initial
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conceptions), then psycho-pedagogical
knowledge of students enables building
a bridge from normative requirements for
student development (meta-subject and,
to some extent, personal educational
outcomes, as specified, for example, by
the Federal State Educational Standards
[FSES]) to their actual level of develop-
ment within the context of a specific sub-
ject. In fact, students’ conceptions, along
with their ways of interacting with the
learning content, encompass the under-
lying modes of thinking and action; in this
sense, they are crucial for the formation
of both PCK and PPCK. It is important,
in this regard, that the teacher (essen-
tially, a teacher practicing developmental
education) keeps both dimensions of this
development in focus during the lesson.
To the same extent that, according
to L. Shulman, a teacher’s subject mat-
ter knowledge exists not in the abstract,
but specifically for teaching it to stu-
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Abstract

Context and relevance. Traditionally, the operationalization of project-based
activity among university teachers has been confined to either an inventory of
didactic techniques or a delineation of role functions. Yet, should project-based
activity be regarded as a distinct construct — namely, a pedagogical compe-
tency — it becomes necessary to provide empirical validation of its structure
and to demonstrate that each of the selected indicators makes a measurable
contribution to the overarching characteristic. Objective. To examine the
possibility of regarding the aggregate of project-based practices as a unified
construct featuring indicators that are differentiated according to their level of
intensity. Hypothesis. Project-based practices can be effectively assessed by
means of a vignette-type (scenario-based) instrument. Methods and materi-
als. The developed questionnaire was piloted on a sample of 259 teachers
from Russian universities. Results. The created instrument demonstrated the
theoretically expected one-dimensionality and high reliability. The results of the
analysis showed that the project work of the teachers from the sample rarely
goes beyond the university. The least used practices were those of attract-
ing external partners and encouraging student interaction with “customers” or
beneficiaries of project results outside the university. The most typical project
practice was the product orientation of projects. Teachers with little experience
(up to 4 years) use significantly less pronounced forms of project work, but
these differences concern only more traditional pedagogical practices: organiz-
ing control, presenting project results, organizing reflection on the work done.
Conclusions. The findings suggest that project-based practices may be con-
ceptualized as an integrated competency (distinct construct), whose constitu-
ent components are mutually related and amenable to reliable measurement
through a questionnaire framed as an explicit continuum.

Keywords: project-based learning, questionnaire, scenario scale, higher edu-
cation

Measuring the project-based learning practices

For citation: Antipkina, 1.V., Gorbushina, A.V., Manina, V.A., Nikolskiy, V.S. (2026). Measuring the
project-based learning practices of Russian university teachers. Psychological Science and Educa-

tion, 31(4), 22-36. (In Russ.). https://doi.org/10.17759/pse.2026310402

© AntunkuHa N.B., MopbyumHa A.B., ManuHa B.A., Hukonbckuin B.C., 2026

22

CC BY-NC



AntunkmHa U.B., Nop6ywmHa A.B., MannHa B.A.,
Hukonbckuin B.C. (2026)
Mcuxonornyeckas Hayka v obpasosaHve,

31(4), 22-36.

Antipkina, I.V., Gorbushina, A.V., Manina, V.A,,
Nikolskiy, V.S. (2026)
Psychological Science and Education,

31(4), 22-36.

N3mepeHune nNpakTUK NpoeKTHOM paboThbl
npenopasaTesie POCCUNCKNX BY30B

N.B. AHTUNKnHa' <, A.B. Nop6ywmHa®, B.A. MaHuHa', B.C. Hukonbckuit'
' HaumoHanbHbI nccnenoBaTtesibCKuii YyHUBEPCUTET «BbicLuas LWKona 3KOHOMUKK»,
Mockea, Poccuiickas degepaumsa

2 BATtckuii rocygapcTBeHHbIn yHuBepceuteT, Kupos, Poccuiickas ®egepauus

< iantipkina@hse.ru

Pesome

KoHTeKcT n akTyanbHocTb. OnepaunoHanv3aums NpoeKTHOM AesTeNIbHOCTH
npenofasartens By3a TPaAWLMOHHO CBOAMTCA NNOGO K MEpeqHI0 ANOaKTU-
YecKunx NpuemMoB, NMMBO K onMcaHuio poneBbix yHKUuA. OgHako ecnu pac-
cMmaTpuBaTb MPOEKTHYIO [OeATEeNbHOCTb KakK CaMOCTOSTESIbHbIN KOHCTPYKT
(neparornyeckyto KomMneTeHuuio), TpebyeTca amnMpuyeckoe 060CHOBaHWe
ero CTPYKTYpbl U NOATBEPXAEHWNE TOrO, YTO BCE BblAENeHHblE UHAMKATOPbI
M3MEPMMO BHOCHT BKNag B oOLLyt0 xapakTepuctuky. Llenb. MpoBepuTb BO3-
MOXHOCTb paccMaTpuBaTb COBOKYMHOCTb MPOEKTHbIX MPaKTUK Kak eduHbIf
KOHCTPYKT C MHAMKaTopamu, AnddepeHLMpoBaHHbIMU MO CTEMEHN WHTEH-
cvBHoCTW. MunoTtesa. MpakTkn NPOeKTHOW paboTbl IPHEKTUBHO N3MEPATb
WHCTPYMEHTOM BMHBLETOYHOrO (cueHapHoro) Tvna. Metopabl 1 maTepuanbl.
PaspaboTaHHbIi ONpOCHWK 6biN anpobupoBaH Ha BbiGopke 13 259 npenoga-
BaTesiei poccuinckmx By3oB. Pesynbratbl. Co3AaHHbIN MHCTPYMEHT nokasarn
TEopeTUYECKN OXMAAemMyo OAHOMEPHOCTb M BbICOKYIO HafexHocTb. Cornac-
HO pesynbTaTam aHanuaa, NpoekTHas paboTa npenofasaTeneit u3 BblGOPKM
penKo BbIXOOMUT 3a npefensl By3a. Hanbonee manoucnonb3yembiMy 6biav
NPaKTUKW NPUBMEHEHNS BHELLHUX NapTHEPOB M MOOLLPEHNSA B3anMOaencTBus
CTY[EHTOB C «3akas4uMkamu» 1nv 6narononyyaTensmv NpoeKTHbIX pesynbsTa-
TOB BHe By3a. Hambonee TMNMYHOWM NPOEKTHOW NPaKTUKOW cTana npogyKTo-
Basi opveHTaums NpoeKTo.. MNpenogasartenu ¢ He6oNbLLNM cTaxeM (80 4 neT)
3HA4YMMO MeHbLLE UCMONb3YIOT BbIPaXeHHbIE (hOPMbI MPOEKTHOWM paboTbl, HO
3TN Pa3NMyus KacatloTcs ToNbko 6onee TpaauLMOHHBIX Nefarornyeckmx npak-
TUK: OpraHu3aunm KOHTPOns, NpeAcTaBneHnsa pesynsTaToB NpoekTa, opraHu-
3auun pednekcun Hap npofenaHHown paboTon. BeiBogbl. Pe3ynsrathl aHa-
nn3a NokasbIBaKoT, H4TO NPAKTUKM NPOEKTHON paboTbl MOXHO paccMaTpuBaTtb
KaK LeNIOCTHYIO KOMMETEHUMIO (CamMOCTOATENbHbIA KOHCTPYKT), OTAEemNbHble
KOMMOHEHTbI KOTOpOIZ B3aMMOCBA3aHbl U MOryT ObITb HageXHO MU3MepeHbl
OMPOCHMKOM B chopmate IKCMANLMTHOO KOHTUHYYMa.

Knio4eBble c/ioBa: NpoeKkTHas AesTeNIbHOCTb, ONPOCHUK, CLEHapHas LuKana,
BbiCLLee 06pa3oBaHme

Ana uutupoBaHus: AHTUNKuHA, L.B., MopbywuHa, A.B., MaHuHa, B.A., Hukonbckuii, B.C. (2026).
VIamMepeHne NpakTUK NPoeKTHOW paboTbl NpenopasaTtenert POCCUNCKUX BY30B. [lcuxonornyeckas
Hayka u obpa3soBaHue, 31(4), 22-36. https://doi.org/10.17759/pse.2026310402

Student project work, or project-based
learning, is “a student-centred form of in-
struction characterized by students’ au-

Introduction

tonomy, constructive inquiry, goal-setting,
collaboration, communication and reflec-
tion within real-world practices” (Kokotsaki,
Menzies, Wiggins, 2016). Project-based
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learning is regarded as a popular inno-
vative pedagogical approach in higher
education. Within this approach, students
seek solutions to non-routine problems by
posing and refining questions, discuss-
ing ideas, making predictions, developing
plans, conducting experiments, collecting
and analysing data, drawing conclusions,
publicly presenting their findings, generat-
ing new hypotheses, and creating products
(Yakovleva, 2014; Li, Zhang, He, 2015;
Guo et al., 2020; Mota et al., 2025).

Early conceptualizations described
project-based learning along two dimen-
sions: (1) whether the purpose of the proj-
ect was based on academic topics or on
“real-world” problems in a social and po-
litical context; and (2) whether control over
project implementation and outcomes was
centred on instructors or students (Morgan,
1983). Activities oriented more strongly
toward ‘“real-world” problems and giving
students greater control were regarded
as more intensive forms of project-based
learning. Thus, even early conceptualiza-
tions assumed that a learning task could
vary in its degree of “projectness”: in other
words, it could approximate authentic pro-
fessional tasks to a greater or lesser extent
and could be controlled by students to a
greater or lesser extent.

The need to operationalize the notion
of “real-world” tasks led to an expansion
of the list of characteristics associated with
project work. The key features of project-
based learning are now considered to in-
clude a driving question, the creation of a
product, inquiry activity, the need to apply
soft skills (critical thinking, communication,
and collaboration) and technological skills,
the central role of feedback, mandatory
public presentation of the project, and high
student autonomy (Larmer, Mergendoller,
Seven, 2010; Guo et al., 2020; Al-Busaidi,
Al-Seyabi, 2021; Husin et al., 2025).
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The value of project-based learning
lies in shifting the emphasis from master-
ing theoretical knowledge and discrete
abilities/skills toward obtaining a practical
result through the application of this knowl-
edge and these abilities/skills. Project out-
comes should be obtained by addressing
meaningful tasks; moreover, the external
outcome of a project should be applicable
in practice, while the internal outcome, or
experience of activity, becomes part of stu-
dents’ own resources and part of their sys-
tem of values and competencies, integrat-
ing knowledge and skills (Khalilov, 2012).

The effectiveness of project-based
learning in the educational process has
been demonstrated across different lev-
els of education and in different coun-
tries (Kokotsaki, Menzies, Wiggins, 2016;
Granado-Alcon et al., 2020). According to
the Federal State Educational Standard,1
the development and implementation of
projects is a universal competency that
should be developed in undergraduate and
master’s students during higher education.
Project-based learning has numerous ad-
vantages for both instructors and students
(Chi, 2023). It develops not only students’
professional competencies but also think-
ing skills (Husin et al., 2025), soft skills
(Guo et al., 2020; Saputri, Maura, 2024),
teamwork skills (Cresp , Garc a-Ramos,
Queiruga-Dios, 2022; Afzal, Tumpa, 2025),
intrinsic motivation to learn (Granado-Alc n
et al., 2020), educational initiative (Disten-
feld, Paletskaya, 2024), autonomy (Novalia
et al., 2025), engagement and satisfaction
(Naseer et al., 2025), reflectivity (Kudry-
avtseva, 2025), self-regulation (Zarouk et
al., 2020; Wu, 2024), civic-mindedness
(Pevnaya, Boronina, Pochatkova, 2024),
social responsibility, readiness for career
development (Chistyakov et al., 2023;
Domingues et al., 2025; Zaafour, Ait Ham-
mou, Hamdanat, 2025), and adaptability.
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The literature describes the process
and technologies involved in implementing
project-based learning. Shpeizer (2019),
for example, discusses the inevitable trans-
formation of instructor and student roles:
during a project, students assume greater
responsibility for the outcome than in con-
ventional instruction, while instructors be-
come mentors or coordinators. Factors as-
sociated with the effectiveness of project-
based learning include the use of modern
digital technologies, teamwork, instructor
assistance and support, a balance be-
tween didactic and inquiry-based methods,
and the use of formative assessment and
feedback (Kokotsaki, Menzies, Wiggins,
2016). In other words, the instructor’s role
as an organizer and facilitator of project-
based teaching practices is recognized as
important (Li, Zhang, He, 2015; Sartika,
Syafryadin, Azwandi, 2022). At the same
time, project-based teaching from the per-
spective of the instructor as the organizing
agent has been studied less extensively.
In project-based learning, instructors pur-
sue instructional, educational, and devel-
opmental objectives (Akmurzieva, 2020),
maintain their level of practical skills, and
create opportunities to exchange experi-
ence with practitioners or other instructors
(Scott, Weimann, van der Merwe, 2011).
Evenddy et al. (2023) note instructors’ re-
sistance to and lack of readiness for imple-
menting project-based learning. In Russian
universities, project work has also caused
difficulties for instructors because of insuf-
ficient time for project implementation and
inflexible curricula that do not allow the
project-based approach to be used fully
(Talanov, Berezin, 2019).

An analysis of existing instruments for
assessing university instructors’ attitudes
toward project-based learning identified
the use of questionnaires with open-ended
questions concerning their experience of im-

plementing projects (Lasauskiene, Raudu-
vaite, 2015). Closed-ended questions in an-
other study were grouped under the themes
“learning environment”, “opportunities for
project-based learning”, and “skill develop-
ment” (Harrou, Hellalet, 2021). In Acarol
(2019), a semi-structured interview with
open-ended questions about the advan-
tages, disadvantages, and intentions to use
project-based learning was used to assess
Turkish school teachers’ attitudes toward
project work (Acarol, 2019). Questionnaires
have also been used to assess college in-
structors’ readiness to implement project-
based learning (Ealangov, Jamaludin,
2024), with instructors directly evaluating
their knowledge, skills, and attitudes toward
project-based learning. A similar approach
was demonstrated in the study by Yang,
Skelcher, and Gao, which used a question-
naire with direct responses to open-ended
questions (Yang, Skelcher, Gao, 2021).

The literature review suggests that
there is no generally accepted approach to
studying project-based teaching practices
(Boronina, Olkhovikova, Baliasov, 2024).
Developing a questionnaire of university in-
structors’ project-based teaching practices
would allow the implementation of project-
based learning in Russia to be studied
more thoroughly.

The aim of the present study was to
examine whether the set of project-based
teaching practices can be regarded as a
single construct comprising indicators dif-
ferentiated by their level of intensity, using
items in an explicit continuum scale format.
The following hypotheses were tested:

Hypothesis 1. The use of project-based
teaching practices constitutes a distinct,
complex competency within teaching ac-
tivity. This hypothesis will be supported if
statistical analysis of the questionnaire re-
sults confirms a unidimensional structure
of the data.
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Hypothesis 2. Instructors with moder-
ate and extensive teaching experience will
use project-based teaching practices more
actively than instructors with limited experi-
ence, because many practices require both
accumulated teaching experience (reflec-
tion practices and monitoring of student ac-
tivity) and established relationships with po-
tential project beneficiaries or clients. This
hypothesis will be supported if differences
in individual practices between groups with
different levels of teaching experience are
statistically significant and have a medium
or large effect size.

Materials and methods

Development

of the assessment instrument

The explicit continuum item format was
used as the methodology for questionnaire
development (Antipkina, Ivanov, Guzhelya,
2025). Explicit continuum scales consist of
sets of vignettes describing characters with
low, moderate, and high levels of an indi-
cator of the measured construct. Previous
studies have shown that this format helps
reduce ceiling effects compared with the Lik-
ert questionnaire format, even in high-stakes
assessment contexts (Antipkina, Ivanov,
Guzhelya, 2025). Respondents can evaluate
the intensity of an indicator in themselves in
comparison with the characters by selecting
a position corresponding to one of the char-
acters or between characters arranged in or-
der of increasing intensity. Methodologically,
explicit continuum scales are based on two
approaches to measurement:

1) Treating the construct as a con-
tinuum along which low, moderate, and
high levels of its characteristics can be
differentiated (Tay, Jebb, 2023). Histori-
cally, continuum-based scales, originally
proposed by Thurstone (Thurstone, 1928),
did not become widespread, although later
studies demonstrated their advantages
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over the Likert format (Drasgow, Chernysh-
enko, Stark, 2010). Research over the past
two decades has established continuum
specification as a recommended practice
in questionnaire development (Tay, Jebb,
2023) and has led to new scale formats,
such as the expanded format (Kam, 2020),
which demonstrates highly stable dimen-
sionality. Continuum specification refers
to an operationalization of construct indi-
cators that makes it possible to describe
behavioral characteristics corresponding to
different levels of the construct.

2) Describing indicators through vi-
gnettes rather than short statements (Lud-
low et al,. 2020). The vignette format is more
resistant to ceiling effects (that is, respon-
dents are less likely to choose the highest
scores in self-assessment), is stable in its
representation of dimensionality, and allows
recognizable, realistic descriptions to be
created, although it places greater demands
on respondents’ reading skills (Ludlow et al.,
2014; Ludlow et al., 2020).

Thus, methodologically, we conceptual-
ize project-based teaching practices not as
dichotomous discrete variables (“a particu-
lar technique is either used or not used”),
but as continuous variables in which each
selected indicator of the construct “project-
based teaching” may be expressed with
low, moderate, or high frequency or inten-
sity. Following the literature review, the fol-
lowing eight indicators were selected:

Collaboration with external stakehold-
ers. At one end of this continuum are prac-
tices involving projects conducted for, or
with the participation of, representatives
of commercial and governmental orga-
nizations, other university departments,
and similar external participants. At the
opposite end are projects based solely
on instructional tasks generated by the
instructor and implemented entirely within
the student group.
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Student engagement with external cli-
ents and/or beneficiaries. At one end of this
continuum are authentic communication
practices involving active student interac-
tion with project clients or beneficiaries
outside the university. The opposite end
represents traditional student work within
the university and the development of soft
skills through interaction with other stu-
dents enrolled in the course.

Authenticity of project tasks. This indi-
cator contrasts relevant, authentic projects
that “can be included in a portfolio” with tra-
ditional instructional projects (game-based
or simulated).

Structured student reflection. This in-
dicator assesses methodological compe-
tence in incorporating reflection practices
into the project implementation plan, in
contrast to completing project tasks without
specially organized reflection exercises, as
may occur, for example, during practical
placements.

Degree of procedural guidance. At one
end of this continuum are projects that re-
quire a separate stage of discussion about
implementation because they generally
have no standard or algorithmic solution.
At the opposite end are projects closely
controlled by the instructor and focused on
applying a specific set of basic skKills.

Orientation toward authentic project
outputs. A product outcome refers to the in-
tegrated presentation of a project in a form
that allows its results to be scaled or makes
the project available to other users — for
example, by presenting the results as a
methodological guide or publishing them
on open-access resources. At the oppo-
site end of the continuum are projects that
are not used after completion and are not
made available for use by others.

Project milestones in medium- and long-
term projects. One end of this continuum
describes a lack of monitoring; the other

describes support for student autonomy
while focusing on the metacognitive skills
of planning, monitoring, and evaluating stu-
dents’ own activity.

Dissemination of project outcomes. At
one end of this continuum is the traditional
presentation of results during a project de-
fense within the student group. At the other
end are more intensive practices aimed at
developing meta-skills in presenting project
outcomes as a news item, a conference
presentation, or through other means of
communicating project outcomes to an ex-
ternal audience.

3) Developing descriptions of characters
with low, moderate, and high levels of each
of the eight indicators in instructors’ behav-
ior, based on the methodology of scenario
scales (Ludlow et al., 2020). Within each
item, the descriptions of all three charac-
ters followed a uniform structure; high and
low levels were described in affirmative
terms rather than by negating the opposite
end of the continuum. Within each item, all
characters were of the same gender, while
male and female character names were
distributed equally across items.

4) Conducting cognitive laboratories
with five university instructors, two special-
ists in project-based learning, and three
university students. The purpose of the
cognitive laboratories was to assess the
completeness of construct coverage by
the indicators, the clarity of the wording,
and the realism of the descriptions. Item
wording was revised following the cognitive
laboratories.

5) Pilot testing of the scale and psycho-
metric analysis.

An example of an item in the explicit
continuum format is presented in Figure 1.
The item heading contains the name of the
indicator, and the three character descrip-
tions are arranged in ascending order of
the characteristics specified in the head-
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ing. Respondents may select any of the
points beneath the character descriptions
or between them; in the latter case, the
response indicates a level of the charac-
teristic between the two described stories.
Selecting the extreme points indicates that
respondents assess the characteristic in
themselves as stronger or weaker than in
all three stories.

The item instruction was worded as
follows: “Please evaluate the extent to
which your projects are oriented toward
student interaction with the beneficiaries
of project work.

Less than Arina

Approximately like Arina

Between Arina and Daria

Approximately like Daria

Between Daria and Tatiana

Approximately like Tatiana

More than Tatiana.”

Responses to each vignette were cod-
ed from 0 to 6, from lower to higher levels
of the indicator. The instructions for the full
questionnaire and the complete text of all
questionnaire items are provided in the Ap-
pendix.

Sample. The sample comprised 259 in-
structors from Russian universities who
participated in a study conducted by the

Ministry of Science and Higher Educa-
tion of the Russian Federation jointly with
the Association of Volunteer Centers and
the National Research University Higher
School of Economics in the autumn and
winter of 2024. Participation was based
on self-selection, because only instructors
who used the project-based approach in
their teaching were invited to complete the
questionnaire.

Data collection procedure. The survey
was anonymous, untimed, and adminis-
tered through Yandex Forms. Each item
was presented as an image, with the sto-
ries also duplicated as text to facilitate
reading when completing the questionnaire
on smartphones. Previous studies have
shown that presenting items as images
or in an interactive format using specially
programmed items produces invariant item
characteristics (Antipkina, Ivanov, Guzhe-
lya, 2025).

Analysis procedures. The question-
naire was analysed in R. Psychometric
analysis was conducted using the Partial
Credit Model (Masters, 1982) in the TAM
package (Robitzsch, Kiefer, Wilhelm,
2023). Statistical analysis was conducted
using descriptive statistics and the Mann—
Whitney test.

Students’ interaction with external clients or beneficiaries

Usually, Arina herself plans
out the projects and acts as
a client for the students.
Sometimes she suggests
that the students become
“clients” for each other.

o /

About half of Daria’'s pro]ects\
involve students interacting
with external clients. The
remaining projects she
conducts in a game-based or
educational format (students
practice completing tasks
drawn from real-world practice).

/ Almost all of Tatiana’s \

projects involve students
directly interacting with an
external client and
“customer” (the ultimate
beneficiary of the project).

NS /

O

(N

I

O

N N

Fig. 1. An example of an item for assessing the project practices of teachers at Russian universities
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Results

Psychometric evaluation

of the instrument

The questionnaire was analysed in R.
Psychometric analysis was conducted
using the Partial Credit Model (Masters,
1982) in the TAM package (Robitzsch,
Kiefer, Wilhelm, 2023).

Dimensionality analysis indicated the
essential unidimensionality of the question-
naire: the eigenvalue of the first residual
contrast was 1,6, which is below the con-
ventional criterion of 2,0 (Smith, 2007). This
indicates that all measured indicators relate
to a common construct, supporting the
structural validity of the instrument. Thus,
the first hypothesis — that project-based
teaching practices can be represented as
a unidimensional set of continuum-based
indicators — was supported.

Weighted Likelihood Estimation (WLE)
reliability was 0,86. WLE reliability is rec-
ommended for analysing polytomous
items; it also accounts for bias in person
parameter estimation and does not require
a prior-distribution assumption. The con-
ventional internal consistency coefficient,
Cronbach’s alpha, was 0,87. McDonald’s
omega was 0,84. Together, these indices
indicate high reliability of the assessment
instrument.

All questionnaire items except one
showed excellent fit to the model: weighted
and unweighted mean-square statistics
(MNSQ) and weighted and unweighted
standardized statistics (ZSTD) were below
the conventional criteria (1,2 for mean-
square statistics and 2,0 for standardized
statistics). One item concerning collabo-
ration with external stakeholders had an
unweighted statistic above 1,2 but below
1,3, which is also considered acceptable
(Boone et al., 2014). These fit statistics in-
dicate unexpected responses to this partic-
ular item — for example, respondents with

a high overall score selecting low response
categories.

The questionnaire scale was well tar-
geted: the mean item difficulty matched the
average level of the characteristic among
instructors. Thus, the questionnaire dem-
onstrated good psychometric properties,
providing evidence of construct validity.

Figure 2 presents the distribution of to-
tal scale scores. The minimum score was
0, the maximum was 42, the mean was
22,4, and the median was 23. The distribu-
tion of total scores approximated a normal
distribution.

The table presents descriptive item
characteristics. The most difficult prac-
tices for respondents were “Collaboration
with external stakeholders”, “Student en-
gagement with external clients or project
beneficiaries”, and “Authenticity of project
tasks.” The easier items, for which instruc-
tors readily selected high levels of the indi-
cators, were “Orientation toward authentic
project outputs”, “Project milestones”, and
“Dissemination of project outcomes.”

Most inter-item correlations fell within
the recommended range of 0,2-0,5 (Stefa-
na et al., 2025), indicating that the items did
not duplicate one another. Only the items
concerning the use of complex skills and
the organization of multiple project mile-
stones were strongly associated (r = 0,6),
which is theoretically plausible because
more complex projects are difficult to imple-
ment without regular monitoring.

Statistical analysis

To test Hypothesis 2, the questionnaire
included a question about teaching expe-
rience with categorical response options.
Teaching experience of “less than 1 year”
was reported by 108 respondents; “1 to
3 years” by 20; “4 to 10 years” by 31; “11 to
15 years” by 28; and “16 years or more” by
51. Twenty-one respondents (8%) did not
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Fig. 2. Distribution of the total score on the questionnaire of project-based teaching practices

Table
Characteristics of the project-based teaching practices questionnaire items

0 @

) 2 s

=) o s Pearson item-rest

Items 2 E o correlation (adjusted

3 c et discrimination)

E ] 7

a =
External partners 0,21 2,73 1,78 0,53
Communication with customers 0,24 2,61 1,67 0,62
Real tasks 0,15 2,80 1,64 0,68
Reflexivity 0,00 2,95 1,56 0,64
Algorithmicity of skills 0,07 3,01 1,65 0,65
Product orientation -0,19 2,67 1,63 0,53
Control -0,05 3,33 1,92 0,60
Presentation of results -0,07 3,12 1,65 0,64

answer the question. We combined these
categories to obtain groups that were com-
parable in size but contrasting: instructors
with up to 3 years of experience (128 par-
ticipants) and instructors with 4 years or
more (110 participants). A Mann-Whitney
test showed a significant difference in to-
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tal questionnaire scores between these
groups (p = 0,02). The effect size was
r =0,138 (Z = 2,227), corresponding to a
small effect.

Figure 3 presents a violin-box plot
showing that instructors with moderate
and extensive teaching experience had
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greater response variance and a higher
median total score. Overall, responses
among highly experienced instructors
were more heterogeneous.

To determine what contributed to the
difference between the groups, we ana-
lysed differences in responses to each
scale item among instructors with differ-
ent levels of experience. Only three items
showed significant differences in favour
of more experienced instructors: items
concerning structured student reflection,
project milestones, and public presentation
(Mann-Whitney test, p < 0,05).

Discussion

The findings from the questionnaire on
instructors’ project-based teaching practic-
es partially corroborate previously reported
evidence. For example, the items concern-
ing collaboration with external stakeholders
and student involvement in direct commu-
nication with them were the most difficult,

40

20

Bann no onpocHWKY NpoeKTHBIX NpakTyK / Score

Do tpex net / Less than 3 year

which is consistent with students’ reports
that projects are not brought to practical
implementation (Vylegzhanina, 2019).

The unidimensionality of the question-
naire supports the first hypothesis. With
respect to the second hypothesis, differ-
ences associated with teaching experi-
ence concerned only the more traditional
pedagogical components of project-based
teaching: systematically organizing moni-
toring of project implementation, presenting
outcomes, and, less expectedly, the orien-
tation toward authentic project outputs. No
differences by teaching experience were
found for the more demanding practices
that are specifically characteristic of proj-
ect-based teaching.

Traditional questionnaires often ask re-
spondents to rate a statement on a Likert
scale (Pan, Shankararaman, Koh, Gan,
2021), which does not always fully cap-
ture the nuances of implementing a spe-
cific practice, whereas qualitative methods

4 rona v Gonee / 4 years and more

CTax npenofaeaTenbCKO geAaTensHocTH / Work experience

Fig. 3. Differences in project-based teaching practices questionnaire scores between two groups
of instructors with different teaching experience
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are more resource-intensive (Giilbahar,
Tinmaz, 2006). The explicit continuum
scale format used in this study allows re-
spondents to assess the intensity of their
use of a particular practice more deliber-
ately and enables researchers to conduct a
more fine-grained analysis of relationships
among different aspects of project work.

Conclusion

The empirical validation of the question-
naire on a substantial sample of Russian
university instructors supports treating the
construct “university instructors’ project-
based teaching practices” as a distinct
competency. The unidimensionality of the
questionnaire data indicates that a com-
mon construct underlies the intensity of the
individual practices.

The findings obtained with this question-
naire confirm trends noted in other studies
concerning the predominantly internal
orientation of project work in universities
(Vylegzhanina, 2019), while also identify-
ing areas requiring particular attention. For
example, limited collaboration with external
stakeholders and weak student interac-
tion with real project clients/beneficiaries
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Abstract

Context and relevance. In an era of rapid change across all spheres of social
life, growing scholarly attention has been directed to studies exploring the phe-
nomenon of «resourcefulness» and its manifestations in educational settings.
The theoretical foundation of this research is the concept of resource-predictive
determination of personal and professional development among educational
subjects. Particular attention deserves the issue of resourcefulness in the
quality training of teaching staff. Understanding that a system of interrelated
resource components is a crucial predictor of professional success and pro-
ductivity in teaching, and relating this understanding to the contemporary so-
ciocultural context, determines the relevance of this research. Objective. This
study examines the relationships between reflexive projecting and constructive
coping, conceptualized as a system of psychological factors underlying the me-
ta-resource determination of future teachers’ personal and professional devel-
opment. Hypothesis. Proactivity, as a component of the constructive coping
resource complex, enables teachers to anticipate future challenges, account
for uncertainty, and make independent decisions — capacities that are further
supported by the reflexive projection resource. Methods and materials. The
study involved 115 students majoring in Teacher Education and Educational
Psychology (M = 20,8, SD = 2,03). A specifically designed assessment battery
was used, comprising tests to evaluate the components of reflexive projection
and to measure proactive behavior as part of constructive coping. Results.
Reflexive projection indicators were positively correlated with constructive pro-
active behavior and showed no correlation with destructive proactivity. Statisti-
cal analysis revealed a significant relationship between the dependent variable
(proactivity index) and the predictors (reflexive projection indicators). Conclu-
sions. At a conscious procedural level, constructive proactivity and reflexive
projection serve as interrelated components of resource complexes that under-
lie meta-resource determination in future teachers’ personal and professional
development. When intentionally cultivated, these resources may contribute to
improved outcomes in teacher education.
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Pesome

KOHTEeKCT M aKTyanbHOCTb. B 3M0oXy MHTEHCUBHOIO YCKOPEHUs Bcex cdep
XM3HW 06LLIeCTBA MOBbILLEHHOE BHUMaHWE yaeNnseTcs Hay4HbIM paboTam, uc-
crnegyrowmnm OeHOMEH «pPeCypCHOCTb» U ero acnekTbl B 06pa3oBaTeslbHOM
npoctpaHcTBe. OCOGOro OTHOLLEHUS1 3acryXXuBaeT npo6riema pecypcHOCTU
B Ka4eCTBEHHOM NnoAroToBke neparorn4eCknx Kagpos. MoHuMmaHue TOro, 4To
cucTema B3aMMOCBA3aHHbIX PECYPCHbIX KOMIMOHEHTOB SIBASIETCA BaXKHENLLIUM
NPeanKTOpoOM NpodeccUoHanbHOM yCNeLHOCTM U MPOAYKTUBHOCTY Nefarorn-
4YeCKOW AeATeNIbHOCTU, U COOTHECEHME JAHHOrO MOHUMAaHWUS C COBPEMEHHOW
COLMOKYNBTYPHOM CUTyaunein onpefensitoT akTyasrlbHOCTb WUCCNefoBaHus.
TeopeTn4eckon OCHOBOW MCCReAoBaHWsA MOCAyXuna KoHLUenuus pecypcHo-
NPOrHOCTUYECKOW AeTepMMHALMKN NIMYHOCTHO-NPOMECCMOHANBHOMO Pa3BUTUS
cy6bekToB obpasoBaHus. Llenb. Onpepgenutb 0CO6EHHOCTM B3aMMOCBSA3EWN
nokasartesiell pecypCcHbIX KOMMIEKCOB «PedpiIEKCUBHOE MPOEKTUPOBAHUE» 1
«KOHCTPYKTMBHOE COBMafjaHne» Kak CUCTEMbI MCUXOSIOrMHYeckux (hakTopos
MeTapecypCHON AeTepMuMHaLMU JIMYHOCTHOMO M NPOdECCUOHANIbHOrO pas3su-
Tusi 6yoywmx negaroros. FfmMnoTtesa. MpoakTMBHOCTL Kak KOMMOHEHT pecypc-
HOrO KOMMJIeKCa «KOHCTPYKTMBHOE coBnafjaHue» o6YCnoBMMBaeT Crnocob-
HOCTb Meparora npefasuaeTb Oyayllee, Y4WTbiBaTb €ro HeonpeaeneHHoCTb
N NPVHMMaTb CaMOCTOATENbHbIE PELLEHNs, YTO 06ecneymBaeTCs KOMMOHEH-
TaMn pedhrieEKCUBHO-NPOEKTUPOBOYHOIO pecypca. MeTtogbl u marepuanbl.
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B nccneposaHum npuHsanm yqactue 115 cTyaeHToB HanpaBneHWin NoAroToBKM
«[eparornyeckoe obpasoBaHune» u «llcuxonoro-negarornyeckoe ob6pasosa-
Hue» (M = 20,8, SD = 2,03). MNpumeHsanack cneumansHo paspaboTaHHas MeTo-
[AMyeckas nporpamma, BkJovalooLlas 6atapeto TeCTOB OLEHKN KOMMOHEHTOB
pednekC1BHOro NPOEKTUPOBAHUA U AMArHOCTUKY MPOAKTUBHOMO NoBedeHUs
KaK KOMMOHEHTa KOHCTPYKTMBHOIO coBnagaHus. Pe3ynbrarbl. MNokasartenu
pedneKC1BHO-NMPOEKTUPOBOYHOrO pecypca MOIOXUTENBHO KOPPENVPYIOT C
rokasaTeniiMn KOHCTPYKTUBHOrO MPOaKTUBHOrO NMOBELEHWSI U HE KOppenu-
pYyIOT C OECTPYKTUBHOM MPOAKTUBHOCTLIO. AHANM3 CTaTUCTUYECKMX AaHHbIX
nokasasn Hanu4ne 3Ha4MMOn B3aMMOCBA3WN MexXAy 3aBUCUMOW NepemMeHHOMn
(MHOEeKCOM MPOaKTUBHOCTU) M NpeanKTopamMu (nmokasaTensiMm pedrekCUBHO-
NPOEKTMPOBOYHOIO pecypca). BeiBoabl. KOHCTPYKTUBHAs NPOaKTUBHOCTbL U
pedrekc1BHOE NPOEKTUPOBAHME Kak CUCTEMa B3aMMOCBA3aHHbIX KOMMOHEH-
TOB PECYPCHbIX KOMMIEKCOB Ha NPOoLieccyasibHoO 0CO3HAHHOM ypOoBHE obecre-
YMBAIOT METApEeCypPCHYI0 [ETEPMUHALMIO NIMYHOCTHO-NPOGECCUOHANIBHOrO
pas3suTMs GyayLLMX MEeAaroroB v MNpu LeneHanpaeneHHoM opMUpoBaHUm
MOryT co3aTb YCNOBWSA NOBbILLEHWS 3hHEKTUBHOCTH OnepexxaroLLero neja-
rorn4eckoro o6pa3oBaHus.

KnroyeBble croBa: MeTapecypcHas [eTepMyHaLms, NUYHOCTHO-Npodeccu-
oHarnbHoe pasBuTUe, PeOIIEKCHBHOE MPOEKTUPOBAHWE, KOHCTPYKTUBHOE CO-
BnajaHve, NpoakTUBHOE NOBEAEHNe, CTYAEeHTbI-Neaaroru

[dononHuTenbHble AaHHble. ABTOPbI HE MMEIOT BO3MOXHOCTU cAenaTb AOCTYMHbIM HA60P AaHHbIX
BBUAY NPOLOSMKAOLLEroCsH B HACTOsILLLEE BPEMSA cOopa AaHHbIX B pamKax Hay4HOW TeMbl rocynap-
CTBEHHOr0 3aaHusi «PecypcHO-NporHocTuyeckas aeTepMnHaLms IMYHOCTHOMO U NpodeccuoHarnb-
HOrO Pa3BUTKS YHaLLMXCS U NEJAroroB Kak Cy6beKTOB HEMPEPBLIBHOMO 06pa30BaHus: NCUXonornye-
CKMe 0CHOBbI, TexHonoruu, haktopbl addekTnsHocTn» (FNRE — 2024 — 0017).

Ons umtuposaHusa: Mutuna, J1.M., Boctokosa, 10.U. (2026). MeTapecypcHas getepmmHaums nm4-
HOCTHO-NPOECCHOHANBHOrO PasBUTUSI NEeJaroroB Kak CUCTEMA B3aMMOCBA3aHHbIX CTPYKTYPHO-
(PYHKLMOHANbHbBIX KOMMOHEHTOB: PedhyIEKCMBHOE NPOEKTUPOBaHNE N KOHCTPYKTUBHOE COBMafaHue.
lMcnxonornyeckas Hayka u o6pasoBanue, 31(4), 37-50. https://doi.org/10.17759/pse.2026310403

Introduction optimize the educational process but also,

The relevance of studying human psy-
chological resources and the conditions for
their formation and realization is driven by
constant, ever-increasing changes occur-
ring both in society as a whole and within
the modern education system. The reform
of education necessitates updating the con-
tent and methods of pedagogical activity
and poses new professional and personal
challenges for teachers, which require
internal potentials (reserves, resources,
meta-resources). Understanding the nature
and mechanisms of forming a teacher’s
psychological resources allows not only to

fundamentally, to create conditions for a
new practice of psychological training for
future teaching professionals, thereby con-
tributing to the development of highly quali-
fied personnel ready to meet contemporary
time-related challenges.

Currently, there are numerous ap-
proaches to understanding the phenom-
enon of “resourcefulness”, which creates
difficulties not only in describing its “internal
side” but also in defining its place within the
conceptual field of science. This diversity
of approaches generates both a wealth of
interpretations and problems with opera-
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tionalization, hindering the comparison of
results and the construction of an integral
theory. Despite the exponential growth in
research volume, the scientific understand-
ing of resourcefulness remains conceptual-
ly “blurred” and methodologically complex,
requiring systematization.

An analysis of Russian and foreign
studies on the resource-based approach
across various fields of psychology (Mitina,
Mitin, Vostokova, 2024) allowed us to iden-
tify a unique context associated with the
study of psychological potentials:

— Reflexivity (Karpov, 2023; Prokhorov,
Chernov, 2025; Semenov, 2023; Tyler,
Boldi, Cherubini, 2022) and its role in
self-regulation of personal development
(Khanina, Zvezdina, Khachaturyan, 2024;
Kholodnaya, 2022; Li, 2025);

— Self-project and forecasting of
one’s own future (Zeer, Stepanova,
2023; Kuzmenkova, 2023; Samsonenko,
2020; Fasoli, Poli, 2024; Stingl, Geraldi,
2023);

— Adaptive strategies for overcoming
difficulties (Dementy, Malenov, Malenova,
2020; Leontiev, 2025; Odintsova, Lubovs-
kiy, Kuzmina, 2024; Behbahani, Lajoie,
2024; Mammadov, Wang, Lu, 2024) and
proactive personality behavior (Mironenko,
Sorokin, 2022; Sunko, Grishel, Lykova,
2024; Doganiilkii, Korkmaz, 2023);

— Emotional-value engagement (Pav-
lova, 2024; Martin et al., 2024; Bakker,
Wingerden, 2024) and meaningful involve-
ment in professional activity (Kashapov et
al., 2025; Tolochek, 2025; Wang, Hofkens,
Fredricks, 2024).

Our critical analysis of major theoretical
approaches enabled us to structure the re-
search field, outline methodological gaps,
and develop the concept of resource-prog-
nostic determination of teachers’ personal
and professional development (Mitina,
2024). For the first time, this concept identi-
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fies and defines the psychological content
of several notions:

— Reserves: accumulated professional
competencies, individual style, and refined
interaction models that serve as a stabiliz-
ing buffer supporting a teacher’s profes-
sional viability;

— Resources: dynamic processes that
act as catalysts, triggering the transforma-
tion of the professional system and the for-
mation of its new qualities;

— Meta-resources: actualize and syn-
chronize the work of all components at
the highest level of the complex system of
psychological resources, reconfiguring the
system to achieve qualitatively new, previ-
ously unattainable outcomes.

Conceptual substantiation, experimen-
tal verification, and technological support
for the results of theoretical-empirical re-
search (Mitina, 2024; Mitina, Mitin, Vosto-
kova, 2024) made it possible to present the
meta-resource determination of teachers’
personal and professional development
as a system of interconnected structural-
functional components:

— Reflexive projecting enables a teach-
er to analyze and correlate goals, values,
and meanings with the processes and out-
comes of their own actions. This lays the
foundation for making one’s life activity
the subject of practical transformation and
developmental forecasting (Mitina, Vosto-
kova, 2025);

— Constructive coping is based on
integral personality characteristics (orien-
tation, competence, flexibility) and a high
level of self-awareness, characterizes the
teacher’s personal maturity, supports their
professional health, and performs a buffer
function protecting against negative exter-
nal influences (Mitina, Shchelina, 2021);

— Engagement-involvement Complex:
deep emotional-value engagement of a
teacher in their profession is reflected in the
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comprehension and modification of their
behavior and relationships with students.
This internal state, in turn, triggers evoking
as a system of actions aimed at actively
involving students in learning activities,
leading to a growth in their own engage-
ment in the educational process (Mitina,
Anisimova, Mitin, 2025).

The psychological content of each
resource has been studied in separate
investigations, proving the influence of
psychological resources on the level of
teachers’ personal and professional de-
velopment. It is shown that the main func-
tion of resourcefulness is related not to
the development of isolated qualities, but
to the level of organization of its structural-
functional system.

The structuring factor of reflexive pro-
jecting is “conscious readiness for trans-
formations”. Constructive coping, as a re-
source, contributes to maintaining profes-
sional well-being and serves as a kind of
protective barrier, shielding from adverse
external influence. Constructive coping
strategies include proactive, preventive,
and reflexive overcoming of stressful situ-
ations (Mitina, Shchelina, 2021). In this
context, proactivity acts not so much as
a coping mechanism, but as a quality of
personality. Both reflexive projecting and
proactive behavior are interconnected
with the conscious volitional actions of the
individual. At the same time, dichotomous
interrelations between resource compo-
nents have not yet been experimentally
studied, although they would allow not on-
ly to concretely explain the psychological
mechanisms of meta-resourcefulness but
also to enrich advanced teacher education
programs.

The concept of resource-prognostic
determination is the most comprehensive
theoretical model capable of enriching both
global scientific discourse and the informed

selection of diagnostic tools in fundamental
and applied research.

Aim of the current study: To determine
the specifics of interrelationships among
indicators of resource complexes “reflex-
ive projecting” and “constructive coping”
(proactive behavior) as a system of psy-
chological mechanisms of meta-resource
determination of personal and professional
development of future teachers.

Research objectives:

1. To identify the peculiarities of the for-
mation of indicators of reflexive projecting
and proactive behavior in students.

2. To analyze the interrelationships of
the identified indicators.

3. To compare the levels of formation of
reflectively-projective resource indicators
and proactive behavior.

4. To determine the main predictors of
student proactive behavior.

Materials and methods

Sample

The study analyzed data from 115 stu-
dents enrolled in “Pedagogical Education”
and “Psychological and Pedagogical Edu-
cation” programs at the Arzamas Branch
of Lobachevsky State University of Nizhny
Novgorod. The participants’ age ranged
from 17 to 25 years (M = 20,8, SD = 2,03).

Procedure

The research was conducted in four
stages: at the first stage, diagnostics were
performed to assess the formation level
of indicators for reflexive projecting and
proactive behavior among students; at the
second stage, interrelationships between
the identified indicators were analyzed; at
the third stage, levels of formation for re-
flectively-projective resource indicators and
proactive behavior were compared; at the
fourth stage, the main predictors of student
proactive behavior were determined.
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Statistical data processing was per-
formed using descriptive statistics, cor-
relation analysis, cluster analysis, and
multiple regression analysis via IBM
SPSS Statistics software (version 23)
and Jamovi 2.3.28 with the snowCluster
module.

Methods

A specifically developed methodologi-
cal program for studying the following vari-
ables was applied in the research:

— Indicators of reflexive projecting
as a resource: A.V. Karpov’'s Reflexivity
Questionnaire; V.V. Stolin and S.R. Pan-
tileyev’'s Self-Attitude Inventory; T. Dem-
bo-S.Ya. Rubinstein’'s Self-Esteem As-
sessment; J.B. Rotter's Level of Subjec-
tive Control adapted by E.F. Bazhin et
al.; Personal Differential (the version

adapted at the V.M. Bekhterev Institute);
E.Yu. Mandrikova’s Self-Organization of
Activity Inventory (SOAI);

— Features of proactive behavior using
A.l. Yerzin’s comprehensive “Proactive Be-
havior” methodology.

In accordance with the psychological
structural-content model of the reflectively-
projective resource, which was previously
validated in our works (Mitina, Vostokova,
2025), selected scales from the aforemen-
tioned inventories were analyzed. These
are the scales that statistically significantly
determine its factor structure.

Results

Stage one of the study. The diagnostic
results for indicators of reflexive projecting
and proactive behavior in students are pre-
sented in Table 1.

Table 1

Expressiveness of indicators of reflexive projecting and proactive behavior (N = 115)

Parameters

| M (SD)

Reflexive projecting

The cognitive component

1. Reflexivity 131,14 (12,24)
2. Self-interest 6,83 (0,98)
3. Self-understanding 3,39 (0,72)
The affective component

4. Global self-attitude 19,57 (2,46)
5. Self-respect 10,4 (1,28)
6. Autosympathy 9,08 (1,92)
7. Self-acceptance 4,99 (0,77)
8. Self-management 4,72 (0,82)
9. Self-blame 3,84 (0,92)
10. Self-esteem 61,66 (7,4)
11. Level of ambition 75,60 (8,61)
12. Professional self-esteem 53,93 (6,92)
13. Level of professional ambition 73,63 (9,32)
The behavioral component

Strength 10,17 (3,59)
Activity 10,23 (3,59)
General internality 21,62 (17,3)
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Parameters M (SD)
General self-organization 106,45 (21,92)
Planning 17,83 (4,93)
Purposefulness 28,51 (7,35)
Perseverance 20,66 (5,57)
Fixation 17,19 (4,05)
Self-organization 12,2 (3,03)
Focus on the present 10,05 (2,34)

Proactive behavior

Proactivity Index

184,53 (27,79)

(
Mindfulness of actions 26,63 (4,86)
Forecasting of consequences 26,57 (3,66)
Internal locus of control 29,52 (4,36)
Spontaneity 23,64 (4,7)
Autonomy in decision-making 25,68 (5,32)
Metamotivation 28,40 (4,81)
Internal determination of behavior 24,10 (4,13)
Constructive proactivity 23,77 (4,61)
Destructive proactivity 16,60 (3,53)

According to the presented results, me-
dium levels of formation for reflexive pro-
jecting components were identified in the
majority of students. The communicative
component is characterized by developed
reflexivity and self-interest at the upper
boundary of the average level, alongside
pronounced self-understanding. The affec-
tive component is characterized by clearly
expressed indicators of global self-attitude,
self-respect, and self-leadership; less pro-
nounced values of auto-sympathy and self-
acceptance; non-expressed self-blame;
medium (realistic) levels of formed general
self-esteem, professional self-esteem, and
levels of professional aspiration; and an
optimal level of aspiration. The behavioral
component of student reflexive projecting
is determined by a medium level of general
self-organization, planning, purposeful-
ness, persistence, fixation, and orientation
towards the present at the lower boundary
of the high level, as well as medium posi-
tive values regarding the development of

volitional qualities, extraversion, and mani-
festations of externality within the domain
of ambivalence.

Diagnostics of student proactive behav-
ior revealed mean values for the proactivity
index and all its factors. The highest scores
were established on the “metamotivation”
and “internal locus of control” scales (which
confirms the diagnosed ambivalence of
internality as an indicator of reflexive pro-
jecting). Destructive proactivity values
are located at the upper limit of the lower
threshold, while constructive proactivity is
defined by medium indicators.

Stage two of the study. The interrelation
between indicators of reflexive projecting
and student proactive behavior was deter-
mined using a matrix of intercorrelations via
Pearson’s linear correlation coefficient (see
Appendix A). As a result of the analysis, sta-
tistically significant positive correlations be-
tween most indicators of reflexive projecting
and proactive behavior were identified at a
high level of significance (p < 0,001), with

43




MwutuHa J1.M., BocTokosa t0.U., (2026)

MeTapecypcHas feTepMUHaLVs IMYHOCTHO-NPOMECCHOHANBHOTO. ..

lMcuxonoruyeckas Hayka v o6pa3oBaHue,
31(4), 37-50.

Mitina L.M., Vostokova Ju.l. (2026)

Meta-resource determinants of teachers’ personal...
Psychological Science and Education,

31(4), 37-50.

the exception of the “destructive proactiv-
ity” scale. A negative correlation at a high
level of significance (p < 0,001) was found
between proactive behavior indicators and
the “self-blame” indicator. Weaker correla-
tions (p < 0,05) were identified between the
“destructive proactivity” factor and such in-
dicators of reflexive projecting as: “reflexiv-
ity” (r = 0,222), “general self-organization”
(r = 0,192), “self-organization” (r = 0,199),
“purposefulness” (r = 0,188), and “activity”
(r = 0,190). Less pronounced correlations
(p < 0,05) were observed between the in-
dicators “forecasting consequences” and
“self-acceptance” (r = 0,223), “forecasting
consequences” and “orientation towards
the present” (r = 0,197), and “spontane-
ity” and “orientation towards the present”
(r=0,192).

Stage three of the study. The results of
cluster analysis performed by the k-means
method allowed identifying three groups
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of students corresponding to the levels of
formation of reflexive projecting and pro-
active behavior indicators: high levels of
reflectively-projective resource were diag-
nosed in students with high proactivity indi-
cators, and vice versa (the figure presents
standardized variables). The difference
between the values of the three clusters is
statistically significant, which is confirmed
by the results of one-way analysis of vari-
ance (see Appendix B).

Thus, it was found that in our sample:
students with a high (supra-situational)
level of reflexive projecting development
demonstrate the highest values of proac-
tive behavior (n = 17; 14,8%); students
with a medium level of reflexive projecting
development exhibit multidirectional values
of proactive behavior (n = 72; 62,6%); stu-
dents with a low (intra-situational) level of
reflexive projecting development show the
lowest values of proactive behavior (n = 26;

MOAHX
<C<<QC<C

-] =) =@e=]

Fig. Plot of means across clusters of indicators of reflexive projecting and proactive behavior: 1 — cluster 1;
2 — cluster 2; 3 — cluster 3; A — global self-attitude; B — self-respect; C — autosympathy; D — self-interest;
E — self-acceptance; F — self-management; G — self-blame; H — self-understanding; | — self-esteem; J —
level of ambition; K — professional self-esteem; L — level of professional ambition; M — strength; N — activity;
O — general internality; P — reflexivity; Q — general self-organization; R — planning; S — purposefulness;
T — perseverance; U — fixation; V — self-organization; W — focus on the present; X — proactivity index; Y —
mindfulness of actions; Z — forecasting of consequences; AA — internal locus of control; AB — spontaneity;
AC — autonomy in decision-making; AD — metamotivation; AE — internal determination of behavior; AF —
constructive proactivity; AG — destructive proactivity
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22,6%). The smallest differences were
identified between Cluster 2 (medium level)
and Cluster 3 (low level) on the scales “self-
acceptance”, “self-understanding”, and
“destructive proactivity”.

Stage fourth of the study. The prediction
of the influence of the reflectively-projective
resource on student proactivity was studied
using multiple regression analysis (step-
wise method). Indicators of reflexive pro-
jecting served as independent variables,
while the proactivity index served as the
dependent variable. The obtained regres-
sion model is presented in Table 2.

As a result of the analysis, the follow-
ing indicators emerged as predictors of

proactivity:  “general self-organization”,
“self-respect”, “reflexivity”, and “level of as-
piration”.

Thus, the analysis of statistical data
demonstrated a significant relationship be-
tween the dependent variable (proactivity
index) and the predictors (indicators of the
reflectively-projective resource).

Discussion

Quantitative and qualitative analysis of
the research results has proven the interre-
lation between proactivity and reflexive pro-
jecting as components of meta-resource
determination, which confirms the hypoth-
esis put forward in this work.

According to the obtained results,
only a small portion of students (Group 1,
n = 17; 14,8%) are capable of consciously

modeling, forecasting, and implementing
an individual trajectory of professional de-
velopment. They exhibit greater initiative,
are able to critically evaluate their actions,
choose behavioral strategies based on
their own attitudes, views, beliefs, and val-
ues, guided by socially determined needs
without relying on circumstances, and
consciously select those behavior models
that contribute to establishing permanent
interpersonal interactions while stimulating
creativity and intellectual development.

At the same time, a detailed analysis
of the relationships between proactivity
factors and indicators of reflexive project-
ing revealed that most students (Group 2,
n =72, 62,6%; Group 3, n = 26, 22,6%)
demonstrate certain tendencies toward
manipulative actions in the communica-
tion process as manifestations of destruc-
tive proactivity. This form of proactivity is,
in turn, weakly correlated with the respon-
dents’ moderately developed abilities
for analysis, planning, self-organization,
activity management, and concentration
on goals. It should be noted that students
from these groups are similar in terms of
formed self-acceptance; however, Group
3 demonstrates even less developed abili-
ties for self-organization and anticipation,
along with a predominantly external locus
of control.

Multiple regression analysis proved
that student proactivity depends on their
capacity for reflection (the cognitive com-

Table 2
Regression model of the influence of reflexive projecting indicators
on the proactive behavior of students (N = 115)

Dependent variable R2 Durbin-Watson Predictors B p-level
Proactivity Index 0,803 1,904 General self-organization 0,409 0,000
Self-respect 0,218 0,002

Reflexivity 0,200 0,008

Level of ambition 0,162 0,020
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ponent of reflexive projecting), self-respect,
and realistic aspiration levels (the affective
component of reflexive projecting), as well
as the level of self-organization develop-
ment (the behavioral component of reflex-
ive projecting). In other words, it depends
on the ability to effectively and adequately
manage one’s potentials within a temporal
context. This conclusion proves the direct
interrelation and mutual influence of reflec-
tively-projective resource components and
constructive coping in the personal and
professional development of future special-
ists. A proactive way of overcoming difficul-
ties presupposes the ability to foresee the
future, take into account its uncertainty and
the diversity of possible scenarios for life
events, which is ensured by the personal-
ity’s reflexive and prognostic abilities.

Thus, at the procedurally conscious
level, proactivity and reflexive projecting
as resources ensure the teacher’s self-de-
termination in the process of their personal
and professional development.

Conclusions

The results of the conducted research
allowed us to draw the following main con-
clusions:

It is substantiated that meta-resource
determination of future teachers’ personal
and professional development is ensured
by a high level of organization and coher-
ence within the structural-functional system
of interconnected components: reflexive
projecting and constructive proactivity.

A positive statistically significant corre-
lation was revealed between indicators of
reflexive projecting and constructive proac-
tivity, alongside an absence of correlations
(below the significance threshold) with
destructive proactivity. This testifies to the
interdependence of resource complexes.

It is shown that the predictors of con-
structive proactivity are indicators of re-
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flexive projecting (general self-organiza-
tion, self-respect, reflexivity, and level of
aspiration).

It has been established that students
with a high level of reflexive projecting dem-
onstrate the highest indicators of proactive
behavior (n = 17, 14,8%). Students with
medium and low levels of reflexive project-
ing are characterized by multidirectional
and low proactivity indicators.

The content of constructive and de-
structive prosocial behavior in relation to
reflectively-projective characteristics has
been specified. The identified differences
determine the theoretical and technological
substantiation for programs and methods
aimed at forming and correcting reflex-
ive projecting and constructive coping as
resources for personal and professional
teacher development.

Prospects for further research, consid-
ering the obtained data, are associated
with creating a complex of psychological-
pedagogical conditions (intrapsychological,
inter-intrapsychological, and interpersonal)
for actualizing developmental resources,
and implementing convergent programs
aimed at the purposeful and systematic for-
mation of a complex integrative quality that
determines the meta-resource conditioning
of future teachers’ personal and profes-
sional formation.

The research results make a significant
contribution to psychological theory and
educational practice; they allow expand-
ing scientific understanding of the concept
“meta-resource determination of personal
and professional development,” detailing
and supplementing the psychological con-
tent and technological support for the pro-
fessional training of student-teachers under
the conditions of renewed education.

Limitations. Future research should
consider expanding the sample size.
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Abstract

Context and relevance. In recent years, academic stress among high school
students has been regarded as a significant risk factor for their well-being
and academic achievement, while in the Russian context there is a noted
shortage of modern, psychometrically validated methods for its assessment.
Objective. The aim of this study is to validate the Russian version of the
LASRS-2 for students in grade 11, including confirmation of its factor struc-
ture, assessment of reliability, and evaluation of convergent validity. Hypoth-
esis. The Russian version of the LASRS-2 demonstrates validity, reliability,
and measurement invariance by gender for students in grade 11. Methods
and materials. The data from 976 eleventh graders were used, aged 16 to
18 years (M =17, SD = 0,35), 75,7% females. For convergent validity testing,
E. Diener’s Life Satisfaction Scale and Physical Wellbeing Index were em-
ployed. Analysis was conducted using R (version 4.5.1) with the lavaan pack-
age. Results. Evidence of validity for the Russian version of the LASRS-2
was obtained, along with strict invariance, allowing comparison between
male and female students. Conclusion. The Russian version of the LASRS-2
is a valid tool for measuring affective, cognitive, behavioral, and physiological
academic stress among students in grade 11. The instrument can be utilized
for research and monitoring purposes.

Keywords: academic stress, high school students, LASRS-2, psychometric
properties, validity, measurement invariance
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HaumnoHanbHbIM ncCnefoBaTenbCKNin YyHMBEPCUTET «BbicLuas LwKona 3KOHOMUKN»,
Mockea, Poccuiickas degepaumsa
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Pe3rome

KoHTeKCT U akTyanbHOCTb. Y4ebHbI CTPECC CTapLUEKaCCHUMKOB paccMma-
TPMBaETCH KaK CYLLECTBEHHbIN DakTop pucka Ans ux 6narononyyms v ycne-
BaeMOCTU, NP 3TOM B POCCUCKON NPaKTUKe 0TMeHaeTca HeJOCTaToOK CoBpe-
MEHHbIX NMCUXOMETPUHECKM MPOBEPEHHBbIX METOAOB ero AvarHocTuku. Llenb.
Banugnsaumsa pycckon Bepcum LLikansl yyebHoro ctpecca JlakaeBa-2 Ha Bbl-
6opke yyamxca 11 knaccos, BKo4YaoLas NoaATBepXAeHNe ee dakTopHON
CTPYKTYPbI, OLEHKY HageXHOCTU W KOHBEPreHTHoW BanupHocTu. MunoTesa.
Pycckas Bepcusa LLkanbl y4e6Horo ctpecca Jlakaesa-2 4EMOHCTPUPYET Ba-
NNOHOCTb, HAAEXHOCTb U U3MEPUTENbHYIO MHBapWaHTHOCTb MO MNofy Ans
yyawmxes 11 knacca. Metoabl 1 matepmansl. [na aHanusa ncMxomeTpu-
YEeCKMX XapaKTepuCTUK OMPOCHMKa WMCMOMb30BannChb pesynbraTtbl, Nony4eH-
Hble OT 976 OAMHHAALATUKIIACCHUKOB B Bo3pacTte oT 16 go 18 net (M = 17,
SD = 0,35), 75,7% — peByLIKW. [Insi NPOBEPKN KOHBEPreHTHOW BanuaHOCTW
ncnonb3oBanack Llkana ynoBneTBOPeHHOCTM XM3Hblo 3. [uHepa, a Takxe
MHpaekc cy6bekTUBHOIrO hnanyeckoro 6narononyyms. AHanv3 6bin BbINOMHEH
npu nomowm R (Bepcus 4.5.1), nakeT lavaan. Pe3ynbratbl. Bbinu nony4eHbl
cBMAETENbCTBA BaNIMOHOCTU pycckon Bepcum OnpocHMKa yy4ebHOro crpec-
ca 1 yCTaHOBMEHa CTporas MHBapUaHTHOCTb, YTO MO3BONAET UCMONb30BaTb
VHCTPYMEHT [N CpaBHeHUs OeBylleK W toHower B 11 knacce. BbiBopbl.
OnpocCHWK SIBNSIETCS BanMOHbIM UHCTPYMEHTOM U3MepeHust addPeKTUBHbIX,
KOFHUTUBHbIX, NMOBEAEHYECKNX U (DM3NONOTMHECKUX MPOSBAEHUA yYebHOro
cTpecca ansa yyawmxes 11 knacca. VIHCTpyMeHT MOXeT ObITb MCMOMb30BaH B
ncenefoBaTenbCkuX U MOHUTOPUHIOBbBIX LENsX.

KnroueBble cnoBa: Yy4eOHbIN CTPecC, CTapLUEKNacCHUKW, OMPOCHUK
LASRS—-2, ncnxomeTpuyeckme xapakTepucTuku, BannaHoCcTb, U3MepUTesb-
Has MHBAPUAHTHOCTb

®duHaHcupoBaHue. ViccnegoBaHne OCyLLECTBIIEHO B pamkax [porpammbl dpyHaamMeHTanbHbIX UC-
cneposanuii HAY BLLD.

[ononHuTtensHble AaHHble. Habopbl AaHHbIX [OCTYNHbI no appecy: https://doi.org/10.48612/
MSUPE/4grf-gff9-h69g

Ana untuposanusa: Kapnosa, A.Ll., Tapacos, C.B., KaHoHnup, T.H. (2026). N3mepeHne y4e6HOro
cTpecca: NpoBepKa N3MepUTENbHON MHBAPUAHTHOCTM NO nony. [lcuxonornyeckas Hayka u o6paso-
BaHune, 31(4), 51-70. https://doi.org/10.17759/pse.2026310404

Academic stress is a form of psycholog-
ical stress that manifests in the educational
environment. Although a moderate level
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Introduction

of arousal can be motivating, chronic and
excessive academic stress often leads to
reduced concentration, memory problems,
and a decline in academic performance
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(McArdle et al., 2014). Students experienc-
ing high levels of stress may face burnout,
which negatively affects their motivation to
learn and their performance (Salmela-Aro,
Upadyaya, 2014). Prolonged academic
stress is a significant risk factor for the de-
velopment of various mental health prob-
lems, including anxiety disorders, depres-
sion, insomnia, and even suicidal ideation
among adolescents (Liu et al., 2020). In
Russia studying in the grade 11 is charac-
terized by an intense pace, a large volume
of material to be mastered, and constant
competition among students driven by prep-
aration for the Unified State Exam (USE)
(Symaniuk et al., 2019). Because success-
ful mastery of the curriculum is critical for
future university admission, the period of
preparation for the USE is considered the
most stress-inducing and one that requires
particular attention (Sagilyan, 2020). When
addressing academic stress, it is also im-
portant to take sex-related characteristics
into account, since female students display
higher levels of academic stress and trait
anxiety during schooling (Bao, Han, 2025).
However, there is a shortage of validated
Russian-language instruments for measur-
ing academic stress, which limits opportu-
nities for its investigation and for planning
corresponding data-driven interventions.
The present study aims to address this gap
by presenting the results of the validation
of the Russian version of the Lakaev Aca-
demic Stress Response Scale-2 (LASRS-2)
for schoolchildren in a sample of eleventh-
grade students, with particular attention
to testing measurement invariance across
male and female students.

In recent years, the topic of students’
academic stress has been gaining increas-
ing relevance in contemporary psychologi-
cal science. Numerous studies indicate a
substantial increase in the stress burden
experienced by schoolchildren and uni-

versity students, associated with more
complex curricula, intense competition,
and heightened demands for academic
achievement (Fomina, Filippova, Burmis-
trova-Savenkova, Morosanova, 2024; Mu-
radymova, Bochaver, 2025; Semina, Fe-
dorova, 2023; Symaniuk, Okonechnikova,
Malova, 2019; Pavlenko, Bochaver, 2020;
Barbayannis et al., 2022; Ibda et al., 2023;
Lisnyj et al., 2023; Pascoe, Hetrick, Parker,
2020; Wuthrich, Jagiello, Azzi, 2020). Re-
searchers note that academic stress can
manifest at any stage of education; how-
ever, upper-secondary school students
and first-year university students are the
most vulnerable, owing to the need for self-
determination, preparation for final assess-
ments, and adaptation to new educational
conditions (Putwain, Jansen in de Wal,
van Alphen, 2023; Slimmen et al., 2022;
Linden, Stuart, 2020; Graves et al., 2021;
Cordova et al., 2023).

The assessment of academic stress
is one of the pressing problems in educa-
tional psychology. Most current methods
for diagnosing academic stress are aimed
at ranking and identifying life situations ca-
pable of causing stress. Examples include
the Perception of Academic Stress Scale
(PAS; Bedewy, Gabriel, 2015), the College
Student Stress Scale (CSSS; Feldt, 2008),
the University Stress Scale (USS; Stallman,
Hurst, 2016), the Academic Stress Scale
(ASS; Oluwafemi, Agbolade, 2017), the
Academic Stress Scale (ASS; Kohn, Fraz-
er, 1986), the Student-life Stress Inventory
(SSI-R; Gadzella et al., 2012), the Accultur-
ative Stress Scale for International Students
(ASSIS; Sandhu, Asrabadi, 1994), and the
Academic Stress Inventory (ASI; Lin, Chen,
2009). These instruments make it possible
to identify stress factors that can negatively
affect students’ emotional state. A focus
on identifying stressors also predominates
among adapted and newly developed
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Russian-language instruments for assess-
ing academic stress: the Perceived Stress
Scale (PSS; Zolotareva, 2023), designed
to assess perceived stress in adults; the
Brief Questionnaire of Acute and Chronic
Stress (OChS; Morosanova, Zinchenko,
2024); the Questionnaire of Crisis Events
and Experiences for Students (Manukyan,
2011); and the Questionnaire of Everyday
Stressors for Students (Buzina, Petrash,
2025). In recent years, instruments oriented
toward adolescent samples have also been
developed and validated: the Questionnaire
of Everyday Stressors for Adolescents (Go-
lovei, Galasheva, 2024), which assesses
stress tension across nine domains of ado-
lescents’ lives, and the Russian-language
version of the Perceived Stress Scale for
Children (PSS-C; Kharlamenkova et al,,
2024), designed to diagnose stress in ado-
lescents aged 11 to 16. However, the afore-
mentioned instruments measure the overall
level of perceived stress or everyday stress-
ors but do not allow differentiation of the
various components of the stress response
(affective, cognitive, behavioral, and physi-
ological), which makes the validation of the
multicomponent Lakaev Academic Stress
Response Scale-2 (LASRS-2) particularly
relevant.

All of the instruments described above
are predominantly aimed at identifying
factors of academic stress, while the char-
acteristics of the stress response itself, as
well as the degree of severity of this state,
remain unexamined. In implementing high-
quality response measures, it is impor-
tant to understand not only the factors of
academic stress but also its current level
of severity. In particular, it may be informa-
tive to understand at which level — affec-
tive, behavioral, cognitive, or physiologi-
cal — stress symptoms are most strongly
expressed (Crosswell, Lockwood, 2020;
Yaribeygi, 2017).
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An instrument that makes this pos-
sible is the Russian version of the Lakaev
Academic Stress Response Scale-2
(LASRS-2), developed to measure uni-
versity students’ responses to academic
stress (Lakaev, 2022). In 2024, the instru-
ment was modified and adapted for school-
children by researchers at the Institute of
Education at HSE University (National
Research University Higher School of Eco-
nomics). The translation and back-transla-
tion were carried out by T.N. Kanonire and
V.A. Manina. During adaptation for school-
children in grades 7-9, the following chang-
es were made: item No. 2 from the original
questionnaire (“I used alcohol, drugs, or
socializing to avoid anxiety/stress”) was re-
placed with item 8 of the Russian-language
version (“I hung out on my phone to relieve
stress”), because the item concerning alco-
hol and drug use was deemed unaccept-
able for the adolescent sample and was
replaced with socially acceptable behavior
of a similar nature. Item No. 21 of the origi-
nal version (“l was distracted in class”) was
removed from the cognitive manifestations
scale, since the scale already contained
an item with a similar meaning for adoles-
cents — “| found it difficult to concentrate
during the lesson”. The order of the items
was changed and grouped according to the
specific scales, without additional random
shuffling. It is this version that was used in
the present study.

The aim of the present study is to vali-
date the Russian version of the Lakaev
Academic Stress Response Scale-2
(LASRS-2) in a sample of students in grade
11, including confirmation of its factor
structure and gaining evidence of its reli-
ability and convergent validity. Additionally,
the measurement invariance of the instru-
ment across sex is tested to make it pos-
sible to be confident that female and male
students with an equal level of academic
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stress will receive equal scores, i.e., that
the assessment will be conducted fairly.
Given the evidence of sex differences in
the perceived level of stress (Khanehkeshi,
Basavarajappa, 2012; Bao, Han, 2025),
testing measurement invariance appears
particularly important and will allow for valid
comparisons of the results of male and fe-
male students.

Materials and methods

Sample and procedure. The study
involved 976 respondents aged 16 to
18 years (M = 17, SD = 0,35), of whom
24,3% were male and 75,7% were female.
All respondents were grade 11 students
from eight federal districts of the Rus-
sian Federation (Central, Northwestern,
Southern, North Caucasian, Volga, Ural,
Siberian, and Far Eastern). The study was
conducted in 2025 among students who
studied on an online educational platform
for USE preparation. Participation in the
study was voluntary. The sex ratio is at-
tributable to the statistical distribution of
users of the educational platform on which
the study was conducted, where female
students predominantly account for 60% of
users. The dataset has been deposited in
RusPsyDATA (Russian Repository of Re-
search Data and Tools in Psychology and
Education). The data collection process
was carried out in accordance with the ethi-
cal standards established by the Russian
Psychological Society.

Measures. The main instrument used
was the Russian version of the Lakaev
Academic Stress Response Scale-2
(LASRS-2) for schoolchildren. The Rus-
sian version of the instrument comprises
24 items and includes four scales: “Affec-
tive Reactions” (k = 7), “Behavioral Reac-
tions” (k = 6), “Cognitive Manifestations”
(k = 6), and “Physiological Reactions”
(k = 5). Respondents were asked to rate

how often each of the listed experiences
had occurred to them over the past two
weeks, using the following response cat-
egories on a five-point Likert scale: “not
at all”, “once or twice”, “about half of the
time”, “most of the time”, and “all of the
time”. The original instrument allows for
the calculation of scores by scales as well
as building of an overall integral indicator
of academic stress.

To assess construct validity, the Sat-
isfaction With Life Scale (SWLS; Diener
et al.,, 1985; adapted by E.N. Osin and
D.A. Leontiev, 2020) was used, along with
the Subjective Physical Well-Being Index
for students from the Survey of Subjective
Well-Being in School (Kanonire, Uglanova,
Kulikova, 2022), which represents the sum
of scores on two items: “Over the past
week, how often did you feel full of ener-
gy?” and “How do you rate your health?”,
both rated on a five-point Likert scale.

Data analysis. At the preliminary stage,
descriptive statistics were calculated for all
items and scales, including the mean and
standard deviation for the overall sample
and for sex-based subsamples. The nor-
mality of the distribution of variables was
assessed using visual analysis (Q—Q plots,
histograms) and the formal Shapiro—-Wilk
statistical test.

It should be noted that, at the preliminary
stage of adaptation, an exploratory factor
analysis (EFA) was conducted, which con-
firmed the four-factor structure expected
on the basis of the original model. At the
next stage, confirmatory factor analysis
(CFA; Brown, 2015) was used to test the
fit of the empirical data to the theoretically
expected factor structure of the question-
naire. Because of non-normally distributed
responses, the robust maximum likelihood
method (MLR) was used, which provides
robust standard errors and corrected test
statistics (Satorra, Bentler, 1994). Three

55




Kapnosa A.[l., Tapacos C.B., Karonup T.H. (2026)
M3mepeHmre y4e6HOro cTpecca: NpoBepKa U3MepUTENLHOM. ..
lMcuxonornyeckas Hayka 1 o6pas3oBaHue,

31(4), 51-70.

Karpova A.D., Tarasov S.V., Kanonire T.N. (2026)

Assessment of academic stress: measurement invariance by sex
Psychological Science and Education,

31(4), 51-70.

alternative models were tested and com-
pared: 1) a one-factor model, in which all
items serve as indicators of a single gen-
eral latent factor, “academic stress”; 2) a
four-factor model with correlated factors
corresponding to the affective, behavioral,
physiological, and cognitive manifestation
scales; and 3) a second-order hierarchical
model, in which the four first-order factors
(scales) serve as indicators for a gen-
eral second-order latent factor, “academic
stress”. All of the above models were esti-
mated separately for the full sample as well
as for the male and female subsamples.

Model fit to the data was evaluated us-
ing a set of fit indices (Kline, 2010):

e CFI (Comparative Fit Index) and TLI
(Tucker—Lewis Index): values > 0,90 are
considered acceptable, and values > 0,95
are considered good.

¢ RMSEA (Root Mean Square Error
of Approximation) with a 90% confidence
interval: values < 0,08 indicate acceptable,
and values < 0,05 indicate good approxi-
mation error.

¢ SRMR (Standardized Root Mean
Square Residual): values < 0,08 are con-
sidered satisfactory.

To improve the fit of the theoretical
model to the empirical data, an iterative
process was used, involving analysis of
modification indices, which makes it pos-
sible to identify unaccounted-for sources of
covariation between the residuals of sub-
stantively related items. The subsequent
addition of covariances between these re-
siduals allows the model fit to be improved.

Reliability (internal consistency) is a nec-
essary condition for measurement validity.
In the present study, reliability was assessed
using two coefficients: Cronbach’s a, tra-
ditional indicator calculated on the basis of
the correlation between raw scores (Cron-
bach, 1951), and McDonald’s ®, an indica-
tor calculated on the basis of standardized
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factor loadings within the CFA framework
(Viladrich et al., 2017). The o coefficient is
considered preferable for multidimensional
scales, as it is less sensitive to violations
of the tau-equivalence assumption. A value
above 0,7 is considered satisfactory for
both coefficients. High values indicate that
respondents’ scores are robust to measure-
ment error and that the indicators measure
the same latent construct.

The convergent validity of the question-
naire was assessed using correlational
analysis. In line with theoretical expecta-
tions, statistically significant negative corre-
lations of moderate strength were expected
between the academic stress scales and
indicators of life satisfaction and subjective
physical well-being.

Testing of the measurement invariance
of the questionnaire across sex was car-
ried out using multi-group confirmatory
factor analysis (MGCFA), following the
step-by-step checklist proposed by van
de Schoot et al. (2012). A series of nested
models was sequentially evaluated, with
constraints progressively imposed on the
equality of parameters between the male
and female groups:

e Model 1 — Configural invariance:
tests the invariance of the factor structure
(the number of factors and the pattern of
loadings). In this model, all parameters
(factor loadings, intercepts, residual vari-
ances) were freely estimated in each
group. Adequate fit of this model is a nec-
essary condition for proceeding with fur-
ther analysis.

* Model 2 — Metric invariance: tests the
equality of factor loadings between groups.
Establishing metric invariance makes it pos-
sible to state that the relationship between
the latent construct and its indicators is
the same across groups, which provides
grounds for comparing factor structures and
correlations of latent variables.
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* Model 3 — Scalar invariance: tests
the equality of factor loadings and item inter-
cepts. Its establishment is a necessary and
sufficient condition for the valid comparison
of latent construct means between groups.

* Model 4 — Strict invariance: tests
the additional equality of item residual vari-
ances. This model assumes that the con-
struct is measured with equal reliability at
the level of each indicator in both groups.

Comparison of the nested models
was carried out using the likelihood ratio
test (Ay?). However, given its sensitivity to
large sample sizes (N > 300), changes in
comparative fit indices (Chen, 2007) were
used as the primary criteria: a decrease
of ACFI < —-0,010 combined with an in-
crease of ARMSEA > 0,015 was consid-
ered evidence of a violation of invariance.
If full metric or scalar invariance was not
achieved, a search for partial measurement
invariance (Byrne, Shavelson, Muthén,
1989) was planned, by sequentially releas-
ing constraints on those parameters (load-
ings or intercepts) that contributed most to
the change in the likelihood ratio test (Ay?).

All calculations were performed in the
R statistical environment (version 4.5.1)
using the RStudio integrated development
environment and the specialized lavaan
package (Rosseel, 2012).

Results

Descriptive statistics. Analysis of de-
scriptive statistics (Appendix B) revealed
systematic differences between the male
and female groups. However, interpret-
ing these differences as true group differ-
ences in the level of the latent construct
requires prior evidence of the instrument’s
measurement invariance. Analysis of
skewness and kurtosis indices, confirmed
by the results of the Shapiro—-Wilk test, in-
dicates a deviation from normality in the
distribution of most variables. Accordingly,
the robust maximum likelihood method
(MLR) was chosen for model parameter-
ization in the CFA.

Confirmatory factor analysis. Before
evaluating the main models, and in order
to improve their fit to the data, covari-
ances between the residuals of three pairs
of items were added to the model on the
basis of substantive analysis and modifica-
tion indices: items 5 and 6 (a shared theme
of emotional exhaustion), items 15 and 18
(manifestations of academic procrastina-
tion), and items 11 and 12 (social isolation
as a coping strategy). Further analysis of
modification indices did not reveal a need
for additional changes that would funda-
mentally alter the model structure (e.g.,
cross-loadings).

Table 1
CFA model fit indices
Model 1 (df) CFI TLI RMSEA (Cl 90%) SRMR
Single factor Full sample 1730 (249) | 0,831 | 0,813 | 0,078 [0,075 — 0,081] | 0,065
Males 614 (249) | 0,818 | 0,798 | 0,079 [0,072 — 0,086] | 0,075
Females 1443 (249) | 0,818 | 0,799 | 0,081 [0,077 — 0,084] | 0,069
Four-factors Full sample 960 (243) | 0,918 | 0,907 | 0,055 [0,052 — 0,058] | 0,050
Males 454 (243) | 0,894 | 0,880 | 0,061 [0,053 — 0,068] | 0,067
Females 816 (243) | 0,913 | 0,901 | 0,056 [0,053 — 0,061] | 0,052
Second-order Full sample 976 (245) | 0,917 | 0,906 | 0,055 [0,052 — 0,059] | 0,051
Males 454 (245) | 0,895 | 0,882 | 0,06 [0,052 — 0,068] | 0,068
Females Did not converge
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Comparison of the alternative models
(Table 1) provides unequivocal support for
the four-factor structure of the question-
naire. The one-factor model demonstrated
unsatisfactory fit to the data, which confirms
the theoretical assumption that academic
stress is a multicomponent construct.

The models comprising four factors
showed good fit to the empirical data. At
the same time, the second-order hierar-
chical model, which postulates the exis-
tence of a general latent factor, could not
be identified in the female subsample,
which is likely attributable to the high cor-
relation between the first-order factors
combined with the limited sample size.
It should be noted that, although the fit
indices of the four-factor model reach the
threshold of acceptability, they do not
reach the threshold of excellent fit, par-
ticularly in the male subsample. This may
be explained both by the smaller size of
this subsample and by substantive fea-
tures of how academic stress manifests
among male students.

In the samples where the hierarchical
model could be estimated, its fit indices
were practically identical to those of the
simple four-factor model. Moreover, the
likelihood ratio test did not reveal statistically

Physiological domain

0.74 0.66 /7065 /0.59 \0.72

067 0.71 /063 /081\0.73

.35
z =]

significant differences between these mod-
els for the male subsample (Ay*(2) = 1,08,
p = 0,5843), which indicates the presence
of a general latent construct of “academic
stress” underlying all four components, at
least in this group. Thus, calculating an
overall score for the questionnaire appears
methodologically justified; however, for
more fine-grained diagnostics, it is recom-
mended to use scale-specific scores for the
individual scales.

The figure presents all standardized
estimated parameters (item loadings and
correlations between factors) from the four
correlated-factor model for the full sample.
All parameters are statistically significant at
the p < 0,05 level.

Analysis of factor loadings showed that
the affective and cognitive manifestation
factors are more homogeneous: loadings
range from approximately 0,6 to 0,8, with
a mean of 0,7. At the same time, the be-
havioral reactions factor shows a greater
spread of loadings (from 0,36 to 0,62,
mean = 0,53), which may be explained by a
greater influence of the contextual charac-
teristics of the items comprising this factor.

Internal consistency. The results of
the reliability calculations for all scales are
presented in Table 2.

Behavioral domain
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Fig. CFA model
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Table 2
Internal consistency indices for LASRS-2
Scale o KpoHb6axa o MakgoHanbpa

Academic stress (k = 24) 0,93 0,86
Affective domain (k = 7) 0,87 0,86
Behavioral domain (k = 6) 0,71 0,68
Cognitive domain (k = 6) 0,87 0,84
Physiological domain (k = 5) 0,80 0,81

Note: ® was taken from the single-factor model for the academic stress scale and from the four-factor model for

the remaining scales.

Most of the obtained values exceed
the generally accepted criterion of 0,70,
indicating good internal consistency for all
scales of the instrument. The McDonald’s
o value for the behavioral reactions scale
is somewhat below the generally accepted
criterion, indicating its relatively lower reli-
ability compared with the other scales.

Construct validity. Pearson correlation
coefficients between the raw scores on the
questionnaire’s scales, as well as their cor-
relations with the two external instruments,
are presented in Table 3. All correlations
are significant at the p < 0,05 level.

The observed pattern of correlations
fully corresponds to theoretical expecta-
tions: the scales of the questionnaire under
consideration show moderate negative as-
sociations with the subjective physical well-
being index and the Diener Satisfaction
With Life Scale, as well as, as expected,

high positive correlations among them-
selves, which provides evidence in favor of
the instrument’s convergent validity.
Measurement invariance. To test the
measurement invariance of the question-
naire across sex, a series of nested mod-
els was sequentially evaluated (Table 4).
Although the likelihood ratio test (Ay?)
shows statistically significant differences
between all successive models (p < 0,001),
which is expected given the large sample
size, analysis of changes in comparative
fit indices (ACFlI and ARMSEA) provides
more substantively meaningful information.
The deterioration in fit as constraints were
progressively imposed did not exceed the
established critical values (ACFI < -0,010,
ARMSEA > 0,015). The most notable,
yet still acceptable, deterioration was ob-
served at the transition to scalar invariance
(ACFI = —0,006). On this basis, it can be

Table 3
Pearson correlations between academic stress scales, life satisfaction,
and physical well-being in school

1 2 3 4 5 6
1. Subjective physical well-being index 1
2. Diener life satisfaction scale 0,49 1
3. Academic stress -0,63 -0,47 1
4. Affective domain -0,55 -0,37 0,88 1
5. Behavioral domain -0,54 | -0,44 0,85 0,65 1
6. Cognitive domain -0,50 | -0,41 0,85 0,64 0,67 1
7. Physiological domain -0,53 -0,36 0,76 0,58 0,57 0,50
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concluded that strict measurement invari-
ance holds, which allows for valid compari-
sons of both latent means and variances
between groups.

As an additional analysis, a procedure
for establishing partial invariance was car-
ried out in order to precisely identify poten-
tial sources of non-invariance. Analysis of
the contribution of individual parameters to
the change in y* (Table 5) showed that, to

achieve full metric invariance, it was suffi-
cient to release the constraint on the factor
loading of only one item, item 23 (“l had no
appetite”), and that, to achieve full scalar
invariance, it was necessary to release the
intercepts of seven items (7, 19, 4, 21, 17,
11, 9). This indicates that these items may
have certain interpretive peculiarities with
respect to students’ sex, without violating
the overall invariance of the instrument.

Table 4
CFA models for testing measurement invariance
Model » (df) P of test Ay? CFIl ACFI RMSEA A RMSEA
Model 1 1261 (486) 0,910 0,062
Model 2 1302 (506) < 0,001 0,908 —0,002 0,061 —-0,001
Model 3 1378 (526) < 0,001 0,902 —0,006 0,062 0,001
Model 4 1420 (550) < 0,001 0,899 —0,003 0,062 0
Table 5
Identification of the most non-invariant items
ltem Ay? for releasing Iogding equality Ay? for releasing intc_ercept equality
constraint constraint

1 0,00 3,43

2 0,21 6,76

3 2,31 1,71

4 0,00 8,33

5 0,11 2,17

6 0,68 1,36

7 3,87 21,91

8 0,08 1,44

9 2,04 4,87

10 0,21 5,71

11 0,34 2,95

12 0,34 0,11

13 0,11 2,72

14 0,40 4,12

15 0,08 1,02

16 0,15 0,18

17 0,04 2,33

18 0,33 4,70

19 0,02 14,34

20 14,69 0,81

21 7,36 5,41
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ltem Ay? for releasing Ioajlding equality Ay? for releasing int(::rcept equality
constraint constraint
22 4,60 0,58
23 17,32 0,25
24 1,47 0,02

Thus, the results of the analysis confirm
that the academic stress questionnaire’s
measurement invariance across sex holds.
Establishing invariance makes it possible
to assert that the observed differences in
respondents’ answers reflect true differenc-
es in the level of the latent construct rather
than being an artifact of measurement.

To quantify these differences, the pa-
rameters of the strict invariance model, in
which all item parameters were constrained
to be equal between groups, were ana-
lyzed. In this model, the distribution of the
latent factors in the female group was fixed
as the reference (mean = 0, variance =
1), while the distribution parameters in the
male group were estimated freely. The es-
timated parameters for the male group are
presented in Table 6.

Analysis of the model parameters shows
that male students exhibit statistically sig-
nificantly lower mean levels of the latent
construct across all four factors (p < 0,05).
The largest difference is observed for the
affective reactions factor. With respect to
variances, the analysis indicates lower vari-
ability among male students for the affective
reactions component, and especially for
the physiological reactions component. At

the same time, variability in the behavioral
reactions and cognitive manifestations com-
ponents is somewhat higher among male
students than among female students.

Discussion

The aim of the present study was to
examine the psychometric quality of the
Russian version of the Academic Stress
Questionnaire LASRS-2 for students in
grade 11. The results of the study confirm
the validity and reliability of the Russian
version of the instrument.

The four-factor structure of the ques-
tionnaire was confirmed, consistent with
the original version. The one-factor model
demonstrated unsatisfactory fit to the data,
which is consistent with the theoretical view
of academic stress as a multicomponent
construct. The results of testing the sec-
ond-order hierarchical model indicate that
calculating an overall score for the ques-
tionnaire is methodologically justified for
male students, although the use of scales’
scores is recommended for more precise
diagnostics. It should be noted that the hi-
erarchical model could not be identified in
the female subsample, which is likely attrib-
utable to the high correlation between the

Table 6
Factor score distribution parameters for males under strict invariance model
Factor Mean Variance
Affective domain -0,67 0,88
Behavioral domain -0,54 1,09
Cognitive domain -0,42 1,07
Physiological domain -0,54 0,67

Note: parameters estimated relative to the female group, where mean = 0 and vari-

ance = 1.
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first-order factors combined with the limited
sample size. Future studies should test the
hypothesis of whether an overall score can
be calculated for female students using a
sample that is more heterogeneous in age.

Analysis of internal consistency showed
that most of the scales possess good reliabil-
ity. The exception was the behavioral reac-
tions scale, where the reliability value for one
of the coefficients was somewhat below the
generally accepted criterion. This is consis-
tent with the factor analysis findings, where
the behavioral reactions factor likewise
showed the greatest spread of factor load-
ings, which may be explained by a greater
influence of the contextual characteristics of
the items comprising this factor. However,
even in this case, the behavioral reactions
scale can be used for research purposes.
Future studies could focus on examining ad-
ditional behavioral indicators of stress among
upper-secondary school students.

The convergent validity of the ques-
tionnaire was confirmed: all scales show
moderate negative associations with ex-
ternal criteria such as subjective physical
well-being and life satisfaction. This is a
theoretically expected result, since a high
level of stress should be associated with
a lower level of well-being (Goksu, 2023;
Lian et al., 2023). In addition, the scales
of the LASRS-2 Russian version show the
expected strong positive correlations with
one another, which confirms their relation-
ship to a single academic stress construct.

The results of previous studies indi-
cate the presence of sex differences in the
level of academic stress (Khanehkeshi,
Basavarajappa, 2012; Bao, Han, 2025),
and therefore an important objective of the
present work was to test measurement in-
variance across sex. The results showed
that strict invariance holds, which allows
the instrument to be used to compare the
results of male and female students.

62

The study also examined sources of
potential non-invariance, which may be
useful for an in-depth investigation of the
phenomenon of academic stress among
upper-secondary school students. Sev-
eral items were identified that may have a
somewhat different interpretation among
male and female students, although this
does not affect the instrument’s ability to
assess them fairly. For example, item 7 is
the item with the largest sex-related com-
ponent (“I had so much schoolwork that |
wanted to cry”), which is related to certain
accepted social norms of behavior for male
and female students.

Additionally, a comparison of academic
stress indicators between female and male
students was carried out across all scales.
The results obtained show differences in
all manifestations of academic stress in
favor of male students: they display lower
scores, which is consistent with the find-
ings of other studies (e.g., Karkouli et al.,
2024; Mahirah et al., 2025).

bl

Limitations. The main limitations of this
study lie in the sampling domain. Future
studies should examine the questionnaire’s
validity in a more age-diverse sample of
girls and boys, covering at least the full
span of upper secondary school. In addi-
tion, students enrolled in an exam-prepa-
ration platform may differ from the broader
population of 11th-grade students in cer-
tain individual characteristics. Another im-
portant issue concerns the questionnaire’s
potential use for individual assessment:
at present, such use is not possible, as it
requires standardization and should be ad-
dressed in subsequent studies.

Conclusion

The results of the study presented in
this article demonstrate that the Russian
version of the Lakaev Academic Stress
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Response Scale-2 is a valid and reliable
instrument for assessing academic stress
among students in grade 11. The question-
naire can be used for research and moni-
toring purposes, also comparing male and
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Appendix

Appendix A. Academic Stress Scale
Affective domain
Item 1 | felt overwhelmed by schoolwork.
Item 2 There was so much going on that | couldn't think straight.
Item 3 | felt worried about coping with my studies.
Item 4 | felt angry that too much was being demanded of me.
Item 5 School left me emotionally drained.
Item 6 | felt stressed because of school.

66




Kapnosa A.[l., Tapacos C.B., Karonup T.H. (2026) Karpova A.D., Tarasov S.V., Kanonire T.N. (2026)

MamepeHune y4ebHOro cTpecca: nposepka M3MepuTenbHOMN. .. Assessment of academic stress: measurement invariance by sex
Mcuxonornyeckas Hayka v obpasosaHve, Psychological Science and Education,
31(4), 51-70. 31(4), 51-70.

Item 7 | had so much schoolwork that | wanted to cry.

Behavioral domain

Item 8 | hung out on my phone to relieve stress.

Item 9 | wanted to sleep all the time.

Item 10 | skipped individual classes without a valid reason.

Item 11 | yelled at family members or friends.

Item 12 | withdrew from friends or family.

Item 13 | had major problems sleeping.

Cognitive domain

Item 14 | found it difficult to concentrate during the lesson.

Item 15 | felt lazy when it came to schoolwork.

Item 16 My emotions got in the way of my studying.

ltem 17 | found it difficult to recall material | had studied.

Item 18 | found excuses to put off completing an assignment.

Item 19 | had no energy to study.

Physiological domain

Item 20 | couldn't breathe properly.

Item 21 | felt discomfort in my stomach.

Item 22 | had headaches.

Item 23 | had no appetite.

Item 24 | felt my heart pounding, even though | hadn't been exercising.

Appendix B. Descriptive Statistics for ltems and Scales

Item / Scale M (SD) Skewness | Kurtosis
Full sample Males Females
1 3,31 (1,10) 3,02 (1,06) 3,41 (1,09) -0,11 -0,71
2 2,67 (1,08) 2,4 (1,01) 2,76 (1,09) 0,49 -0,40
3 3,42 (1,24) 2,95 (1,23) 3,57 (1,21) -0,23 -1,06
4 2,62 (1,34) 2,36 (1,28) 2,70 (1,34) 0,41 -1,01
5 3,47 (1,37) 3,05 (1,44) 3,60 (1,32) -0,38 -1,11
6 3,07 (1,35) 2,57 (1,36) 3,23 (1,31) 0,01 -1,19
7 2,70 (1,40) 1,96 (1,25) 2,94 (1,36) 0,32 -1,18
8 3,36 (1,22) 3,13 (1,26) 3,44 (1,20) -0,18 -0,91
9 3,66 (1,21) 3,26 (1,27) 3,79 (1,16) -0,42 -0,93
10 2,45 (1,32) 2,41 (1,32) 2,46 (1,33) 0,67 -0,67
11 1,91 (1,01) 1,64 (0,89) 1,99 (1,03) 1,26 1,34
12 2,18 (1,16) 1,88 (1,06) 2,28 (1,18) 0,83 -0,14
13 2,75 (1,41) 2,53 (1,39) 2,82 (1,42) 0,29 -1,21
14 2,73 (1,15) 2,54 (1,14) 2,78 (1,14) 0,41 -0,59
15 3,11 (1,17) 2,93 (1,19) 3,16 (1,16) 0,15 -0,89
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Item / Scale M (SD) Skewness | Kurtosis
Full sample Males Females

16 2,45 (1,27) 2,2 (1,27) 2,53 (1,26) 0,63 -0,64

17 2,69 (1,10) 2,42 (1,05) 2,78 (1,10) 0,55 -0,33

18 2,90 (1,23) 2,77 (1,17) 2,94 (1,25) 0,3 -0,92

19 3,15 (1,21) 2,73 (1,22) 3,29 (1,17) 0,06 -0,97

20 1,59 (0,96) 1,33 (0,76) 1,68 (1,00) 1,74 2,56

21 1,93 (1,10) 1,54 (0,88) 2,06 (1,13) 1,15 0,62

22 2,71 (1,18) 2,43 (1,11) 2,80 (1,18) 0,47 -0,65

23 2,01 (1,18) 1,74 (1,15) 2,10 (1,17) 1,01 0,05

24 2,02 (1,15) 1,68 (1,03) 2,13 (1,17) 1,05 0,30

Affective domain 21,26 (6,73) 18,31 (6,37) 22,21 (6,57) 0,05 -0,84

Behavioral domain 16,31 (4,72) 14,85 (4,72) 16,78 (4,62) 0,27 -0,22

Cognitive domain 17,03 (5,53) 15,59 (5,54) 17,5 (5,44) 0,34 -0,54

Physiological domain | 10,27 (4,15) 8,71 (3,70) | 10,76 (4,16) 0,94 0,35

Academic stress 64,88 (17,79) | 57,46 (17,19) | 67,25 (17,33) 0,22 -0,47

Appendix C. Russian Version of the Lakaev Academic Stress Response Scale for School Stu-
dents

Instructions: Indicate how often each of the following happened to you over the past two
weeks. Response categories: not at all, once or twice, about half of the time, most of the time, all
of the time.

. | felt overwhelmed by schoolwork.

. There was so much going on that | couldn't think straight.
. | felt worried about coping with my studies.

. I felt angry that too much was being demanded of me.
. School left me emotionally drained.

. | felt stressed because of school.

. I had so much schoolwork that | wanted to cry.

. I hung out on my phone to relieve stress.

. | wanted to sleep all the time.

10. | skipped individual classes without a valid reason.
11. | yelled at family members or friends.

12. | withdrew from friends or family.

13. I had major problems sleeping.

14. | found it difficult to concentrate during the lesson.
15. | felt lazy when it came to schoolwork.

16. My emotions got in the way of my studying.

17. | found it difficult to recall material | had studied.

18. | found excuses to put off completing an assignment.
19. | had no energy to study.

20. | couldn't breathe properly.

21. | felt discomfort in my stomach.

22. | had headaches.
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23. | had no appetite.
24. | felt my heart pounding, even though | hadn't been exercising.
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Abstract

Context and relevance. University students often face a high academic
workload, competition, and the need to process large volumes of informa-
tion in a short time. These factors, combined with personal insecurity and
stress, contribute to the development of anxiety and psychological distress.
Under such conditions, the role of academic advising increases, serving as
a form of support that helps reduce emotional tension and improve students’
psychological well-being. Objective. To examine the relationship between
academic advising, psychological distress, and student resilience. Hypoth-
esis. It is assumed that participation in an academic advising program re-
duces anxiety and stress levels and strengthens psychological resilience.
Materials and methods. A cross-sectional correlational study was con-
ducted among 73 pharmacy students (49 females and 24 males, mean age
19,2 + 0,81 years). Advising was provided by faculty members with more
than five years of experience in medical education. The study included two
stages. At the first stage, students completed the Depression, Anxiety and
Stress Scale (DASS-21) and the 10-item Connor—Davidson Resilience Scale
(CD-RISC-10). At the second stage, students were re-assessed using the
DASS-21, Perceived Advisor Support Scale (PASS), and a feedback ques-
tionnaire designed to evaluate the support received. Changes in emotional
state were evaluated using DASS-21 (comparison of Stage | and Stage ),
whereas the CD-RISC-10 and PASS scales were used to compare indepen-
dent samples of first- and second-year students. Results. Mean DASS-21
scores significantly decreased from 38,69 + 7,77 at the beginning of the
semester to 32,37 + 6,56 at the end (t = 5,168, p < 0,001), indicating re-
duced levels of depression, anxiety, and stress. For the CD-RISC-10 scale,
the mean scores were 22,71 + 5,66 for first-year students and 21,54 + 4,52
for second-year students. For the PASS scale, the mean scores were 34,36
+ 6,07 and 31,43 + 5,91, respectively. The reliability of the scales, assessed
using Cronbach’s alpha, ranged from 0,81 to 0,93. Pearson’s correlation
analysis revealed a negative relationship between perceived advisor support
(PASS) and psychological distress (r = -0,181, p < 0,05), as well as between
resilience and psychological distress (r = —0,274, p < 0,05). Conclusion. Aca-
demic advising has a positive impact on students’ psychological well-being by
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reducing distress levels and strengthening psychological resilience. The find-
ings support the relevance of developing mentoring programs within higher
education systems that aim to enhance students’ emotional well-being and
resilience.
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KoHTekcT u akTyanbHOCTb. OnbIT paboTbl CO CTyAeHTamMu MNokasbiBaerT,
4YTO B Mpouecce 06y4eHnsi B By3e OHW HEpefKo CTasKMBaKOTCA C BbICOKOMN
y4e6HON Harpy3kow, KOHKYypeHUMen n HeoH6XOAMMOCTbIO YCBOEHUS 605b-
LIoro o6bemMa MHgopMaumm B cxaTble CPOKU. B coyeTaHun ¢ AMYHOCTHOWM
HEeyBEpPeHHOCTbI0 M CTPEecCOM 3TU (PakTopbl MOryT CMOCO6CTBOBATL pas-
BUTUIO TPEBOXHBLIX COCTOSIHWMI M MCUXONOrMYeckoro aucrpecca. B csasn
C 9TVM BO3pacTaeT 3HAYMMOCTb CUCTEMbl akafeMUHYeCKOW MOAAEPXKH,
OCYLLIECTBNSEMON akafeMn4eckuMun KoHcynstaHtamu. Ocobyto ponb npwu
3TOM UrpaeT akafeMu4eckoe KOHCYNbTMPOBaHWe Kak dopma MoAaepXKu,
CrMoco6CTBYIOLLIAA CHVXXEHUIO SMOLIMOHANBHOMO HaMNPsXKEHUS U YNy4LLEHWIo
NCUXONOrM4EeCKOro COCTOSHWUA CTyaeHToB. Llenb. BbisiBuTb B3anmocsasn
Mexay akafeMuU4yeckuMm KOHCYNbTUPOBaHWEM, YPOBHEM MCUXOSIOrM4ecKoro
aucTpecca U XU3HECTOWKOCTbIo CTyaeHToB. 'mnoTtesa. lNMpegnonaranocs,
YTO y4YacTue CTyAEHTOB B NporpaMMme akageMmy4ecKoro KOHCYNbTUPOBaHUS
CrMocOBCTBYET CHUXXEHMIO TPEBOXHOCTU U CTpecca, a TakxXe yKpernmneHuoo
ncuxonorunyeckon yctomumsoctu. MaTtepuanbl U metopguka. [poBefgeHo
nepekpecTHoe KOppensLMOoHHOe nccnefoBaHne cpegmn 73 CTyaeHToB dap-
MaueBTUYeckoro hakynbereta (49 aeByLLEK U 24 1OHOLIW, CPEAHUI BO3pacCT
— 19,2 + 0,81 neT). KoHCynbTMpOBaHWe OCYLLECTBNSANN npenojaBaTenu ¢
onbITOM paboTbl B MEAULIMHCKOM 06pasosaHumn 6onee nsatu net. iccneposa-
HWe BKMo4Yano Aaga atana. Ha nepeom atane CTyAeHTbl 3anofiHUAW LIKanbl:
LwKany genpeccuun, Tpesoru u ctpecca (DASS-21) n 10-nyHKTOBYIO LUKany
XuaHectonkoctn KoHHopa-[AasuacoHa (CD-RISC-10). Ha BTtopom aTane
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CTYAEHTbI MOBTOPHO npowunv DASS-21, wkany BocnpuHMmaemor noaaepx-
KV akafgemun4deckoro koHcynbTaHnTa (PASS) u aHkeTy obpaTHON CBA3M And
OLEHKM MOMyYEHHOW noafdepXku. [AMHamvka 3MOLMOHaNbHOMO COCTOSIHUA
oueHuBanach no wkane DASS-21 (cpaBHeHue paHHbIx | 1 Il aTanos), Torga
kak wkanbl CD-RISC-10 n PASS ncnonb3oBanuch Ans CpaBHEHWUA He3aBu-
CUMbIX BbIGOPOK cTyaeHToB 1 1 2 kypcoB. Pesynbratbl. CpeHue nokasare-
nv no wkane DASS-21 ctatucTu4eckn 3Ha4Mmo cHuaunmces ot 38,69 + 7,77
B Hayane cemectpa go 32,37 + 6,56 k koHuy (t = 5,168, p < 0,001), 4to
OTpaxaeT YMeHbLLEHNe YPOBHSA AENpPeccun, TPEBOXHOCTU N CTpecca y CTy-
neHToB. Mo wkane CD-RISC-10 cpefHue 3HadveHusi coctaBunm 22,71 + 5,66
y ctygeHToB 1 kypca u 21,54 + 4,52 y ctyneHToB 2 Kypca. o wkane PASS
— 34,36 + 6,07 n 31,43 + 5,91 cooTBeTCTBEHHO. HageXHOCTb LiKan, pac-
cyMTaHHas C Ucnonb3oBaHueM KoadduumeHTa KpoH6axa, BapbupoBana
ot 0,81 go 0,93. KoppenaunoHHbin aHanu3 MNupcoHa BbISBU OTpuLaTenb-
HYI0 CBSiI3b MEX[y MOAAEPXKKONW aKafeMm4eckoro koHcymnbraHTa (PASS)
1 YPOBHEM ncuxonorudeckoro guctpecca (r = —0,181, p < 0,05), a Takxe
MexXay XUIHEeCTOMKOCTbI U ancTtpeccoM (r = —=0,274, p < 0,05). BbiBogbl.
AKafileMn4eckoe KOHCYNbTMPOBaHME OKa3bIBAET MONOXUTENbHOE BIUSHWE
Ha NCMXonorm4yeckoe COCTOsSIHNE CTYAEHTOB, CHMXas ypoOBEHb AucTpecca u
CMOCOOCTBYSI YKPEMSIEHNIO MCUXOSIOrMHYECKOM YCTOMYMBOCTU. [ony4veHHble
JaHHble NOATBEPXAAIOT LieN1eco06pa3HOCTb pas3BUTHSA MPOrpaMmM HacTaBHU-
YecTBa B CUCTEME BbICLLErO 06pa30BaHus, HanpaBfieHHbIX Ha NOALEPXKY
3MOLMOHANbHOro 61arononyyms n yCTOMYNMBOCTU CTYOEHTOB.

Knio4eBble cfioBa: akaneMU4ecKnili KOHCYNbTaHT, CTYAEHTbI, YCTONYNBOCTb,
cTpecc

Ansa untnposaHus: KumaHosa, LL.A., BekmypaTosa, K.K., LLakew, XK., JocxaHosa, I.H., KyaHbiww-
6aeBa, .C., BaiireHxeesa, P.K., Vpre6aesa, H.M. (2026). BnusHne akagemMm4eckoro KOHCYnbTu-
POBaHMsA Ha NCUXONOrMYECKMIA AUCTPECC U XUIHECTOMKOCTb CTYAEHTOB. [Icuxonornyeckasl Hayka n
obpasoBaHue, 31(4), 71-83. https://doi.org/10.17759/pse.2026310405

Introduction

The period of university education (18—
25 years) represents a critically important
stage of personal and professional devel-
opment. During this period, the transition
to adulthood is accompanied by increased
academic, social, and psychological de-
mands (Mershenova et al., 2018; Krasilo,
Repesciuc, 2025; Nurhaeni, 2022). These
challenges are particularly pronounced
among medical students, who face a high
academic workload, information overload,
and stringent requirements for self-reg-
ulation (Yupanqui-Lorenzo et al., 2025).
This often results in increased academic
stress, emotional burnout, and decreased

academic performance (Satova, Rymzha-
nova, 2020; Yupanqui-Lorenzo et al.,
2025).

In response to the growing demands
for student autonomy, academic advising,
as an institutionalized form of pedagogi-
cal support, becomes particularly impor-
tant. Its focus is on the unique and holistic
personality of the student, who strives to
realize their potential to the fullest, is open
to new experiences, and is prepared to
make responsible decisions in various life
circumstances. This is achieved through
support throughout the educational pro-
cess and the promotion of students’ emo-
tional resilience (Baubekova et al., 2019;
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Gluzman, Suprun, 2023; Zhuravleva, Taly-
shinskaya, 2022).

An academic advisor is a faculty mem-
ber who supports students throughout
their entire period of study. Their functions
include advising on academic pathways,
supporting professional self-determina-
tion, assisting in resolving organizational
and personal difficulties, and developing
self-regulation and self-organization skills
(Gindes et al., 2023; Sokolova, 2013; Bas-
sam, 2015). In the scientific literature, this
role is often referred to as an academic
advisor, mentor, or academic coach.
However, the present study uses the term
“academic advisor”, as it most accurately
reflects the specific role of a faculty mem-
ber who provides academic and psycho-
logical support to students (Goman et al.,
2024; Zaher, 2024).

The present study aims to empirically
examine the impact of academic advis-
ing on reducing perceived stress levels
and developing resilience among medical
students. The practical significance of the
study lies in substantiating effective sup-
port strategies that contribute to students’
academic success and psychological
well-being.

Materials and methods

The study was conducted during the
fall-winter semester of the 2024-2025
academic year (September 2024-Janu-
ary 2025) at the NJSC “Astana Medical
University” (Republic of Kazakhstan). The
academic advisors were faculty members
of the Faculty of Pharmacy with at least
five years of experience in education who
combined their teaching responsibilities
with academic advising functions. The
methodological framework of the advis-
ing process was based on the principles
of academic mentoring, including an in-
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dividualized approach, regular feedback,
and assistance with students’ academic
and personal adaptation.

The study included 73 students from
the Faculty of Pharmacy: 34 first-year
students (31 female and 3 male) and 39
second-year students (18 female and 21
male). The mean age of the participants
was 19,2 = 0,81 years. Age and gender
were reported to describe the structure
of the sample, as the primary objective
of the study was to examine the relation-
ships between distress, resilience, and
perceived support. Empirical data were
collected through an online questionnaire
after obtaining informed consent. The
inclusion criteria were enrollment at the
beginning of the semester and voluntary
agreement to participate. Participation
was entirely voluntary, with the option
to withdraw without consequences. The
academic advisors worked with students
throughout the entire semester and con-
ducted regular individual and group meet-
ings at least once every two weeks. A fol-
low-up assessment was conducted three
months after the beginning of the advising
program, upon completion of the second
interim assessment.

Data collection

and measurement instruments

Data were collected in two stages using
standardized scales.

The first stage was conducted in au-
tumn (September) 2024 and was aimed
at determining the baseline levels of stu-
dents’ emotional state and resilience. At
this stage, the participants completed the
following instruments:

The Depression Anxiety Stress Scales
(DASS-21) (Szabo, Lovibond, 2022) —
the scale consists of 21 items grouped
into three subscales of 7 items each. Re-
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sponses are recorded on a 4-point Likert
scale ranging from 0 (“did not apply to me
at all’) to 3 (“applied to me very much, or
most of the time”). Examples of the items
include: “l found it hard to wind down”, ‘I
felt that | was using a lot of nervous ener-
gy”, and “l found myself getting agitated”.
Scores are calculated by summing the
items within each subscale. DASS-21 has
high internal consistency and is widely
used in studies assessing the severity of
negative emotional states. The scale was
administered twice, at the first and second
stages, to assess changes in students’
emotional state.

The Connor-Davidson Resilience
Scale (CD-RISC-10) (Gray et al., 2024;
Xiaofan et al., 2023) — this scale is a
shortened version of the original resilience
scale and consists of 10 items rated on a
5-point Likert scale ranging from 0 (“not
true at all’) to 4 (“true nearly all of the
time”). The scale measures the ability to
adapt to difficulties, recover from stressful
situations, and maintain psychological re-
silience. Examples of items include: “l am
able to adapt to change” and “l can deal
with whatever comes my way”. Higher to-
tal scores indicate a higher level of resil-
ience. The CD-RISC-10 was administered
once and was used to compare first- and
second-year students as independent
samples.

The second stage was conducted in
winter (January) 2025 after completion of
the examination session. The aim was to
identify changes in the level of psycho-
logical distress and to assess students’
perceptions of academic and emotional
support provided by their academic advi-
sor. At this stage, students completed the
DASS-21 again and also completed the fol-
lowing instruments:

The Perceived Academic Advisor Sup-
port Scale (PASS) (Burt et al., 2013; Svar-
tdal et al., 2020) — the scale consists of
27 items reflecting three components of the
advising relationship: academic support,
emotional support, and autonomy support.
Responses are recorded on a 5-point Lik-
ert scale ranging from “strongly disagree”
to “strongly agree”. Examples of the items
include: “My advisor is attentive to my
questions”, “My advisor provides options
when | make academic decisions”, and “My
advisor encourages independence”. Higher
scores indicate greater perceived support.
The PASS was used to compare the results
of first- and second-year students.

A feedback questionnaire specifically
developed for this study, consisting of five
statements rated on a Likert scale, was
used to assess students’ subjective per-
ceptions of the importance of academic
advising support.

Statistical analysis

Data were processed using Microsoft
Excel. The results are presented as means
and standard deviations (M + SD). Dif-
ferences were assessed using Student’s
t-test. For the DASS-21, paired measure-
ments obtained from the same students at
two time points were analyzed; therefore, a
paired-samples t-test was used. The CD-
RISC-10 and PASS scores were compared
between students from different academic
years; therefore, an independent-samples
t-test was used.

Associations between variables were
analyzed using the Pearson correlation
coefficient. The reliability of the scales was
assessed using Cronbach’s a coefficient,
calculated in IBM SPSS Statistics. The nor-
mality of the data distribution was assessed
using the Shapiro—Wilk test. The data were
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normally distributed, which allowed the use
of parametric statistical methods. Differ-
ences were considered statistically signifi-
cant at p < 0,05.

Results

The table presents comparative data
for the DASS-21, PASS, and CD-RISC-10
scales collected from first- and second-
year students at two stages of the study
— the autumn stage (Stage I, 2024) and
the winter stage (Stage Il, 2025). For the
DASS-21, the analysis was conducted
using paired samples because the scores
of the same group of students were
compared at two time points, allowing
changes in emotional state following aca-
demic advising support to be assessed.
For the CD-RISC-10 and PASS, indepen-
dent samples of first- and second-year
students were compared, which corre-
sponded to the objective of identifying
differences in resilience and perceptions
of academic advising support.

The mean DASS-21 scores decreased
significantly from 38,69 + 7,77 at Stage
| to 32,37 + 6,56 at Stage I, indicating a
reduction in levels of depression, anxiety,
and stress among the students (t = 5,168,
p < 0,001). Thus, the DASS-21 scores
reflected the dynamics of students’ emo-

tional state and made it possible to assess
changes in their psychological well-being.
The reliability coefficients of the DASS-21,
calculated using Cronbach’s o, were 0,81
at Stage | and 0,91 at Stage Il (Cronbach’s
a is a measure of the internal consistency
of a scale), indicating increased measure-
ment reliability upon repeated testing.

For the CD-RISC-10, the mean score
was 22,71 + 5,66 among first-year students
and 21,54 + 4,52 among second-year stu-
dents (t = 2,921, p < 0,005, a = 0,81). This
measure reflects the level of resilience as
an individual psychological resource as-
sociated with the ability to cope effectively
with stressful educational demands.

For the PASS, the mean scores were
34,36 + 6,07 among first-year students and
31,43 + 5,91 among second-year students
(t=1,945,p < 0,05, a. = 0,93). The PASS as-
sesses students’ perceptions of academic,
emotional, and autonomy support provided
by their academic advisor, thereby allowing
the key psychological components of the
advising interaction to be examined.

Correlation analysis revealed a nega-
tive correlation between academic advisor
support (PASS) and psychological distress
(DASS-21, Stage Il), r = 0,181, p < 0,05
(Figure 1), as well as a negative correlation
between resilience (CD-RISC-10, Stage

Table
Psychological distress, academic advisor support, and students’ resilience
Questionnaire Study stage M = SD t p Cronbach’s a

DASS-21 Stage | 38,69 + 7,77 5,168 | < 0,001 0,81

Stage I 32,37 + 6,56 0,91
CD-RISC-10 Year 1 22,71 + 5,66 2,921 | <0,005 0,81

Year 2 21,54 + 4,52
PASS Year 1 34,36 + 6,07 1,945 <0,05 0,93

Year 2 31,43 £ 5,91
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Note: * t-test: differences in DASS-21 scores were calculated between Stages | and Il; differences in CD-RISC-10
and PASS scores were calculated between first- and second-year students.
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I) and psychological distress (DASS-21,
Stage Il), r =-0,274, p < 0,05 (Figure 2).
According to the results of the feedback
questionnaire (Figure 3), 53 of 73 students
(72,6%) reported that academic advising
had a positive impact on their psychologi-
cal well-being and educational process;
68 students (93,1%) reported that advi-
sors helped them cope with academic and

personal difficulties; 47 students (64,4%)
indicated that academic advising contrib-
uted to their personal growth, rather than
providing academic support alone. In addi-
tion, 56 students (76,7%) reported that ad-
visors contributed to improved group work,
while 46 students (63,0%) indicated that
academic advisors influenced their profes-
sional self-determination.

Psychological distress

0 1

2 3 4

Academic support

* Negative correlation: r =-0,181, p < 0,05.
Fig. 1. Correlation between academic advisor support (PASS) and students’ psychological
distress level (DASS-21, Stage Il)

Psychological distress

0 1

Resilience

* Negative correlation: r = -0,274, p < 0,05.
Fig. 2. Correlation between resilience (CD-RISC-10) and psychological distress level (DASS-21, Stage Il)

77




Kumanosa LLLA., Bekmypatosa K.K., LLlakew XK., JocxaHosa I".H.,

Kimanova Sh.A., Bekmuratova K K., Shakey Zh., Doszhanova G.N.,

KyaHbilw6aesa I'.C., Baiirenxeesa P.K., Vpre6aesa H.M. (2026) Kuanyshbaeva G.S., Baigenzheyeva R.K., Irgebayeva N.M. (2026)

lMcuxonoruyeckas Hayka v o6pa3oBaHue,
31(4), 71-83.

Psychological Science and Education,
31(4), 71-83.

m Agee

Helps with adaptation to university life

Somewhat agree

u Somewhat disagree Disagree

53 6 13

Helgasihproblensubiing

Contributes to personal development

47 16 7

Academic advising improves group work 56 14 3

Supports career and professional development

46 15 8

Number of respondents (n = 73)

Fig. 3. Students’ assessment of the importance of academic advising

Discussion

The present study aimed to identify
the relationships between students’ psy-
chological state and the role of academic
advising. The study analyzed the emo-
tional and behavioral characteristics of
students’ engagement in the educational
process, reflected in levels of anxiety,
stress, and their subjective perception of
the support they received. Psychological
well-being was assessed using measures
of distress (DASS-21) and resilience
(CD-RISC-10), while the “psychological
aspects of academic advising” referred
to students’ perceptions of academic,
emotional, and autonomy support pro-
vided by their academic advisor (PASS).
The literature indicates that high levels of
stress among students are negatively as-
sociated with academic engagement and
may increase the risk of poorer academic
performance (Ogareva et al., 2020; Con-
nor, Davidson, 2003). These findings are
consistent with studies emphasizing the
importance of resilience as a protective
factor against psychological distress. In
our study, the use of standardized scales
made it possible to analyze key compo-
nents of emotional state and perceived
support. Despite the limitations of the
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quantitative approach, the use of ques-
tionnaires made it possible to include a
broad sample of students. However, the
absence of a control group limits the
precision of interpretation and does not
allow the influence of external factors to
be excluded. Therefore, the interpretation
of the observed changes is correlational
rather than causal. Future studies should
include control groups to provide a more
accurate assessment of the effects of
academic advising (Vinogradov, Shatu-
nova, 2023; Ulyanina, Nikiforova, 2024).
The longitudinal design made it possible
to track changes over time: by the end of
the semester, reductions in anxiety and
stress levels were observed according
to the DASS-21, and differences were
identified between first- and second-year
students in terms of resilience and per-
ceived academic advisor support. At the
same time, the mean scores were higher
among first-year students, which may in-
dicate greater responsiveness to support
and the importance of mentoring during
the early stages of education. The CD-
RISC-10 was used to assess students’
resilience, which was considered a rela-
tively stable personal characteristic. Aca-
demic advising demonstrated effective-
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ness in supporting students: a negative
correlation was identified between per-
ceived support from the academic advi-
sor (PASS) and the level of psychological
distress (DASS-21, Stage Il). In addition,
a negative correlation was found between
resilience (CD-RISC-10) and distress
(DASS-21, Stage ll), indicating a poten-
tial protective role of resilience (Awais et
al., 2023; Gray et al., 2024). However, it
should be noted that these relationships
reflect associations rather than the effect
of the academic advisor as an interven-
tion; in this study, academic advising
was considered a component of the
natural educational process rather than
an experimental intervention. Thus, this
study focused on students’ perceptions
of psychological and academic support
from their academic advisor, which con-
tributes to reducing anxiety and stress
symptoms and creates a more comfort-
able and safe educational environment in
which students feel heard and motivated
(Shamionov, Sharov, 2025; Rotenstein et
al., 2016; Yazzie-Mintz et al., 2021). The
findings highlight the role of academic
advising as an important resource for
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The role of recreational therapy in anger control
reactions among students in King Faisal University
as a behavior intervention program

H.K. Aldawsari <
King Faisal University, Al-Ahsa, Saudi Arabia
< haldawsari @kfu.edu.sa

Abstract

Context and relevance. The problems with anger management pose a ma-
jor risk to the psychological health and academic performance of university
students. Objective. This research aimed to evaluate the immediate effect of
an 8-week recreational behavioral therapy program on anger reactions among
undergraduate students at King Faisal University. Methods and materials.
A quasi-experimental design was used to randomly allocate 40 students to ex-
perimental (n = 20; age = 20,55 + 1,19) and control (n = 20; age = 20,77 + 1,49;
p = 0,78) groups. GPA (experimental: 3,45 + 0,14; control: 3,43 + 0,15; p = 0,80),
and pre-test anger scores were found to be baseline equivalent (p = 0,79).
The experimental group was provided with an 8-week program (two 40-min-
ute sessions/week) that combines cognitive-behavioral skills such as cognitive
restructuring, assertive communication, and time-out with cooperative sporting
activities, expressive arts, and agility games. The control group did not receive
any intervention. A validated scale of 20 items was used to measure anger and
was based on PROMIS. Small sample size and non-normal data also neces-
sitated the use of nonparametric tests. Results. The findings indicated that the
experimental conditions were statistically significant in pre-post changes in all
anger subscales (p < 0,001, r = 0,84-0,97) and were significantly lower than the
control group at the post-test (p < 0,001, r = 0,92-0,97). No significant changes
were observed in the control group (p > 0,05). Conclusion. Results indicate that
recreational behavioral therapy created clinically significant decreases in anger
expression in university students, as the experimental group had significantly
lower anger scores compared to the controls at post-intervention. Its combina-
tion of evidence-based methods with participatory and culturally specific activi-
ties makes it a valuable approach for counseling centers at universities that aim
to enhance students’ emotional control and psychological well-being.

Keywords: recreational therapy, anger management, university students, be-
havioral intervention, PROMIS Anger Scale
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Ponb pekpeaunoHHOM Tepanun B KOHTPOJie rHeBa
y cTyaeHTOoB YHUBepcuteTa Kopons dencana B pamkax
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Pestome

KoHTeKkCT 1 akTyanbHOCTb. [1po6nembl € ynpaBneHnemM rHeBoM NpepcTaBis-
10T COOON Cepbe3HbIN PUCK A1 MCUXONOMMHYECKOro 3[0pOoBbS 1 yCneBaemMocTn
CTyAEeHTOB YHMBepcuTeToB. Llenb. Llensto gaHHOro uccnepoBaHns 6bino oue-
HUTb HEMNOCPEACTBEHHOE BNUAHME 8-HeOenbHOM MNporpamMmbl peKkpeaoH-
HOW NoBefEeHYecKon Tepanuu Ha peakuuu rHeea y CTyAeHToB GakanaBpuara
YHuBepcuteta numenn koponsa ®encana. Metoabl U marepuansl. Vcnonb3o-
BasICA KBa3WIKCNEPUMEHTasbHbI AM3aiH, B paMkax koToporo 40 cTydeHToB
6blIM CnyYanHbIM 06pa3oM pacrpefenieHbl B 3KCnepuMeHTanbHyo (n = 20;
BospacT = 20,55 + 1,19) n koHTponbHyto (n = 20; Bo3pacT = 20,77 + 1,49;
p = 0,78) rpynnbl. CpegHuid 6ann ycneBaeMocTH (3KkcrnepyMeHTanbHas rpynna:
3,45 + 0,14; koHTponbHas rpynna: 3,43 + 0,15; p = 0,80); nokasarenn rHesa
[0 HaYana nccnefoBaHns okas3anucb 3KBMBAIEHTHLIMU MCXOAHBIM 3HAYEHUAM
(p = 0,79). OkcnepumeHTansHOM rpynne 6bina npegocTaBneHa 8-HepenbHas
nporpamma (aBa 40-MUHYTHbIX 3aHATUA B HELEN0), KOTopas coyveTaeT pas-
BUTWE KOTHUTUBHO-MOBEAEHYECKNX HaBbIKOB, TAKNX KaK KOrHUTUBHAS PECTPYK-
Typu3auus, acCepTMBHOE OOLLEHME 1 TalM-ayT, C KOOnepaTBHbIMU CrIOPTVB-
HbIMU MEPOMNPUATUSIMA, SKCMPECCUMBHBIMW BMAAMU WCKYCCTBA M Urpamu Ha
noBkocTb. KOHTponbHas rpynna He noasepranacb HMKakoMy BMeLLaTeNbCTBY.
[ns n3mepeHus rHesa MCNonb3oBanacb BaIMaMpoBaHHas Lwkana n3 20 nyH-
KTOB, OCHOBaHHas Ha Likane rHeea PROMIS. He6onbLuon pa3mep BbIGOPKU U
HeHopMaribHOe pacnpefeneHve AaHHbIX Takxe NoTpeboBany UCMob30BaHWs
HenapameTpuyecknx TectoB. PesynbTaTtbl. Pe3dynbraThl nokasanu, Y4To 9KC-
nepumeHTasbHble YCNOBUS CTATUCTUHECKN 3HAYMMO U3MEHWNW MoKasaTenu no
BCceM cy6bLUKanam rHeea oo 1 nocne Bmellartenscrea (p < 0,001, r = 0,84-0,97)
N ObINV 3HAYUTENBHO HUXKE, YeM B KOHTPONbHOWM rpynne, nocne TeCTMpOBaHns
(p < 0,001, r=0,92-0,97). B KOHTPOsbHOW rpynne 3HaYUTENbHbIX USMEHEHWIA HE
Habnoganock (p > 0,05). 3akntoyeHune. Pe3ynsTaTthl NokasbiBalT, YTO pekpe-
aunoHHasa nosefeH4yeckaa Tepanusa npueena K KNMHN4YeCKn 3Ha4MMOMy CHUXe-
HUIO YPOBHS THEBA Y CTYAEHTOB YHMBEPCUTETA, NP 3TOM B IKCMEPVMEHTaNb-
HOW rpynne nocre BmeLLaTesnbcTsa Habnioaanmce 3Ha4UTENbHO Hoee HU3Kne
nokasarenv rHeea rno CPaBHEHWIO C KOHTPOIbHOM rpynnoi. CoveTaHne Hay4HO
060CHOBAHHbIX METOAOB C UHTEPAKTVBHLIMU W KYyIbTYPHO-CNEeLnU4ecKUMmn
MeponpuaTUAMKU NO3BONAET NPUMEHATL 3TOT MEeTO[ B KOHCYJIbTALUMOHHbIX LieH-
Tpax YHVBEPCUTETOB, CTPEMSALLMXCA MOBbICUTL 3MOLIMOHASBHBIA KOHTPOSb U
ncmxonorn4eckoe 61aronosny4mne CTyLeHTOB.
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Introduction

Anger is a normal emotional response, but it
becomes dysregulated among college students
and causes far-reaching effects on academic
achievement, social life, and mental health.
Studies by Park and Kim (2022) and Barbayan-
nis et al. (2022) show that students with high
anger tend to view college stressors as more
severe and more prevalent, support irrational
beliefs, and use maladaptive anger expres-
sion patterns, which are associated with higher
anxiety and depression. Anger management
training and cognitive therapy have proven to
be effective in the reduction of aggression and
mental health outcomes, and meta-analyses
have shown significant changes in anger and
aggression with structured programs (Nau-
raliefia, Yudiarso, 2023). In particular, a mind-
ful emotion awareness/cognitive reappraisal
approach has proven to be more effective in
regulating maladaptive anger (Bjureberg et al.,
2022). Moreover, good anger management not
only reduces the psychological burden but also
improves interpersonal relationships and well-
being, which is why it is crucial to consider the
role of anger in college life (Park, Kim, 2022;
Nauraliefia, Yudiarso, 2023).

Recent studies show worrying trends
of expressing anger in institutions of higher
learning. According to a study conducted by
Najafi-Sharjabad et al. (2017), Aifan Isa and
Al-Mukhtar found that moderate emotional
regulation difficulties were common among
students, which indicates the ubiquity of the
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issues across genders and disciplines (lsa
and Al-Mukhtar, 2024). Moreover, as stated by
Saragoglu et al., the stressors at the university
level contribute to the amplified anger levels,
and thus the intervention should be applied to
the participants to help them express anger
healthily (Saragoglu et al., 2017). According
to recent research, there is an alarming rate
of anger management problems among col-
lege students, with about 30% of students
reporting anger management difficulties and
15% exhibiting clinically significant problems,
which may result in interpersonal violence and
higher dropout rates (Rosdan et al., 2023). It
has been established that anger is associated
with delinquent behaviors, especially violent
ones, and thus, it is assumed that the more
a person is angry, the more likely they are to
engage in criminal activities (Ariwkhan, 2024).
Also, Isa and Al-Mukhtar (2024) discovered
that moderate emotional regulation problems
were universal among students, which points
to the universality of the problems in terms of
gender and discipline. The university environ-
ment stressors, including academic stress and
social issues, exacerbate anger levels, and in-
terventions aimed at encouraging healthy an-
ger expression are required (Alahakoon, Filip-
po, 2024). It is important to implement specific
anger management measures to reduce such
risks and create a less threatening educational
environment (Bocharina, Astafieva, 2023).
Conventional anger management approach-
es in universities, mainly cognitive-behavioral
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therapy (CBT) and psychoeducational inter-
ventions, have shown low effectiveness, which
frequently leads to low levels of student par-
ticipation and high turnover rates (Ozer, Yalcin,
2020). Scholarly studies show that CBT is not
only capable of alleviating social anxiety and
aggression, but its use in anger management
might not be entirely captivating to the students,
which is why alternative treatments should be
used (Bilge, Keskin, 2017; Nauraliefia, Yudiarso,
2023). As an example, psychodrama in anger
management education has shown considerable
progress in anger management, and more inter-
active and involving approaches may increase
student engagement (Bilge, Keskin, 2017). Also,
a meta-analysis showed that the effect size of
anger management programs was large, and
such programs may be effective in aggression
reduction (Nauraliefia, Yudiarso, 2023). Thus,
it is important to consider new approaches to
motivate and engage students and enhance the
results in anger management among university
students (Fernandez et al., 2018).

This is founded on the recreation and well-
being model (Wilensky et al., 2020), which dem-
onstrates the effects of organized recreation that
lead to psychological resilience and emotional
regulation with reference to five mechanisms:
(1) self-motivation, (2) experiential learning,
(3) social support, (4) physical relaxation, and
(5) cognitive reappraisal. This model is also ad-
ditive to the explanation of cognitive behavioral
therapy, wherein automatic emotional reactions
(i.e., anger) can be changed to controlled reac-
tions by cognitive restructuring and behavior
training in a safe recreational setting. This is a
foundation to learn why behavioral recreation
programs are more productive compared to
traditional interventions in the university setting,
since they are more aligned with the needs of
young people to learn and interact.

Recreational therapy is a worthy treatment
tool for promoting mental health, especially in
anger and anxiety management. This can be
described as the methodical use of recreational
activities to improve mental and physical health,
as it involves using the embodied qualities of
such activities as art, music, and physical activ-

ity to enable emotional processing and expres-
sion (Dedans, 2024; Kumar et al., 2023). Such
activities can help not only to distract people
in distress but also to create an entertaining
and supportive atmosphere, encouraging them
to adhere to treatment (Dedans, 2024). More-
over, recovery following a severe mental illness
can be improved when personally meaningful
leisure activities are incorporated to ensure
the person feels connected to others and less
isolated (Kumar et al., 2023). Altogether, rec-
reational therapy is a holistic and strengths-
based intervention, which can successfully re-
solve mental health issues and enhance quality
of life (Trindade et al., 2025).

The combination of recreational therapy
and behavioral intervention is becoming a more
accepted and effective method of improving
experiential learning and skills acquisition in
people with disabilities, especially teenagers
with autism. Behavior interventions are aimed at
determining triggers and finding problem-solving
methods that play a vital role in the management
of various problems that these individuals en-
counter (Zhang, 2025; Peixoto et al., 2025). The
Leisure and Well-Being Model demonstrates that
recreational therapy creates a realistic setting
where these skills can be applied, which leads
to the development of emotions and social and
cognitive life (Zhang, 2025; Scott et al., 2020).
To exemplify, therapeutic recreation has been
reported to ultimately result in the emotional
regulation level and coping behaviors of adoles-
cents with autism, which illustrates the effective-
ness of integrating a behavioral approach and
recreational activities (Zhang, 2025). Moreover,
it has been clarified that complementary thera-
pies, including aquatic therapy, play a crucial
role in improving the functional status and over-
all quality of life of people with disabilities, which
makes the significance of a holistic approach to
treatment even more evident (Scott et al., 2020).
This synergy not only helps in the solution of
problems in behavior but also facilitates overall
well-being with the help of experiential learning.

Although theoretical evidence is available
concerning the consistency of integrated en-
tertainment and behavioral anger management
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strategies with the developmental needs of
the young adult, little empirical evidence ex-
ists about the subject, even though the same
concept has been theoretically established to
be applicable to college students. According
to a meta-analysis study, arousal-reducing ex-
ercises, such as mindfulness and meditation,
can be efficient in reducing anger and aggres-
sion, but arousal-enhancing exercises, such
as physical activity, have negligible effects on
various groups of people (Kjervvik, Bushman,
2024). In another study, where the intervention
of the implementation of cognitive-behavioral
combined musical rhythms was performed, it
was demonstrated that the expression of anger
among nursing students was reduced by more
than fifty percent, and the introduction of cogni-
tive-behavioral techniques into an engaging ac-
tivity could be effective in improving the results
(Ekitli, Oezgur, 2021). Additionally, systematic
reviews reveal the future of video games as an
emerging method of anger management, and
additional research is needed to understand
the extent of the same (Marcelino et al., 2023).
Collectively, these findings indicate the signifi-
cance of the integrated strategies, which canin-
clude the standardized behavioral instruments
with the leisure ones to control the process of
anger management among college students.
Although traditional ways of cognitive-
behavioral interventions proved to be effective
in anger management, their implementation in
university environments is usually character-
ized by low attendance and high dropout rates
among students (Ozer and Yalcin, 2020). Re-
cent theoretical developments, including the
Leisure and Well-Being Model (Wilensky et al.,
2020), suggest that recreational experiences
generate experiential settings that allow behav-
ioral skills (e.g., cognitive restructuring, impulse
control) to be trained in low-threat emotional
but not overtly threatening conditions, which
in turn improves skills acquisition and reten-
tion. It is based on the notion that structured
leisure triggers five psychological processes:
(1) intrinsic motivation, (2) embodied learning,
(3) social support, (4) physiological regulation,
and (5) cognitive reframing mechanisms, which
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are specifically most characteristic of the devel-
opmental needs of young adults to feel autono-
mous and peer-connected.

Although the theoretical underpinnings of
the issue are encouraging, empirical support
of recreational-behavioral integration when it
comes to anger management among university
students is still scarce. The majority of avail-
able literature concentrates on either pure CBT
protocols (Vural, Yaycui, 2023) or unstructured
recreational activities (Kumar et al., 2023), but
there have been few studies on how behavioral
strategies could be systematically integrated
into culturally appropriate leisure settings to in-
duce anger-specific processes (identification of
triggers, internal arousal regulation as well as
external expression regulation).

This research paper will focus on the fol-
lowing research question based on the Leisure
and Well-Being Model: To what extent does an
8-week recreational behavioral therapy pro-
gram, which combines evidence-based behav-
ioral strategies (cognitive restructuring, asser-
tive communication, time-out) within cooperative
sports, expressive arts and agility games, reduce
anger triggers, internal anger and external an-
ger expression among undergraduate students
compared to a no-intervention control group?

We hypothesized that:

H1: The scores in all three dimensions of
anger (triggers, internal, external) would exhibit
statistically significant reductions between the
pre- and post-intervention scores in the experi-
mental group (p < 0,001, r = 0,50).

H2: The level of anger in the experimental
group would significantly be lower than the level
of anger in the control group on all the dimen-
sions (p < 0,001, r > 0,50).

H3: There would be no significant changes in
the control group at any of the times (p > 0,05).

Methods and materials

Participants and study design

The study program was conducted over
eight weeks, with two sessions per week. Stu-
dents at King Faisal University in Al-Ahsa were
included in the program. Their academic records
at university provided them with their socio-eco-
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nomic status and other demographic informa-
tion. The participants by socio-economic class
were above average. A program was imple-
mented on a sample of 40 students (randomly
split into two groups): experimental (20 stu-
dents, mean age 20,55 + 1,19 years old) and
control (20 students, mean age 20,77 + 1,49
years old) groups. The groups were similar on
the main baseline variables. The experimental
group had an average grade point average
(GPA) of 3,45 with a standard deviation of 0,14,
and the control group had an average of 3,43
with a standard deviation of 0,15. Moreover,
the pre-test scores of the anger scale revealed
that the initial levels of anger were similar, with
75,10 = 4,38 for the experimental group and
75,65 + 3,66 for the control group. The t-tests
were conducted independently between the
groups, and there was no statistically significant
difference between the groups in terms of age
(p = 0,78), GPA (p = 0,80), or pre-test anger
scores (p = 0,79), which ensures that there
were no differences between the groups at the
very beginning of the study.

Assessments

They were assessed at baseline, pre- and
post-intervention, so that the effect of a rec-
reational behavior pattern on the decrease of
anger in King Faisal University students could
be studied. Measurement tools were validated
and provided to the researchers, who were
trained in their use and administered them
to participants. The agreement between the
raters was high [statistical value > 0,92]. The
anger scale was chosen as a major source of
data gathering among the university students
(see Appendices A and B to get more informa-
tion). To calculate anger levels in the sample of
university students, we employed the PROMIS
Anger Scale (Elsayed, Hassan, 2023; Kaman
et al.,, 2022) with certain modifications. The
initial scale had twenty-two items that were
spread across three dimensions: anger trig-
gers, internal anger, and external anger. Seven
items were allocated to each of the anger trig-
gers and internal anger dimensions, and eight
items to the external anger dimension. The

scale’s validity was verified by submitting the
scale to a panel of experts in special educa-
tion and mental health, and their response was
considered. Correlation coefficients were also
found between the scores of each dimension
of the scale, and the results ranged from 0,68
to 0,957 across all three dimensions. Corre-
lation coefficients between the score of each
dimension and the overall score were between
0,692 and 0,933. The consistency of the scale
was determined by the two techniques: the
split-half technique (based on the formula of
Spearman-Brown, 0,924, 0,911, and 0,828)
(dimension 1, dimension 2, and dimension 3,
respectively) and the alpha coefficient of Cron-
bach (0,896, 0,884, and 0,921). The sample
was then given the scale. Following the scale
development process, the end version com-
prised twenty items that were spread into three
major dimensions, namely anger-inducing fac-
tors, internal anger, and external anger dimen-
sions. Seven items were in the anger-inducing
factors dimension, six items were in the inter-
nal anger dimension, and seven items were in
the external anger dimension. All items were
rated on a five-point Likert scale as follows:
“Strongly Apply” (5 points), “Apply” (4 points),
“Sometimes” (3 points), “Do Not Apply” (2
points), and “Strongly Do Not Apply” (1 point)
(see Appendix A). The researchers utilized a
quasi-experimental methodology where they
used a two-group design, one experimental
group and one control group.

Testing procedures

Testing procedures were introduced sys-
tematically between February and April 2025
(second semester, 2024/2025 academic year)
at King Faisal University, with the three-phase
quasi-experimental protocol aimed at measur-
ing the short-term impact of recreational behav-
ioral intervention. To create the first and second
equivalence, a baseline pre-test was conducted
on the experimental and control groups to de-
termine initial similarity in anger levels and de-
mographic variables. Second, the 8-week inter-
vention (two 40-minute sessions per week) was
provided to the experimental group only, with
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the combination of evidence-based behavioral
strategies (cognitive restructuring, assertive
communication, time-out procedures) imple-
mented in the context of the culturally adjusted
recreational activities (cooperative sports,
expressive arts, agility games), whereas the
control group was provided with no intervention
during this time. The last test was the immediate
post-test, which was done just after the end of
the program, and it was the measure of the in-
termediate effect of anger expression in order to
isolate the short-term effects of the intervention
on anger expression by ruling out the effects of
maturation and the test-retest effect. The rea-
son why this phased design promoted internal
validity was that the baseline homogeneity was
assured before intervention, and that it was
subsequently possible to compare within-group
changes (pre-post) and between-group differ-
ences (experimental vs. control) at post-test.

Behavioral intervention program

The recreational behavioral therapy program
was an 8-week, 16-session intervention program
that was provided on two occasions (40 minutes
per session) a week to the experimental group. It
combined both evidence-based behavioral and
cognitive interventions — including cognitive
restructuring, assertive communication training,
relaxation exercises, role-playing, and positive
reinforcement — into a systematic recreational
system. Every session was based on psychoed-
ucational elements (e.g., anger trigger identifica-
tion, disruptive negative thoughts) and the use of
recreational activities that should be performed
in the practice of anger regulation in real-life situ-
ations. These activities were cooperative sport-
ing (e.g., modified tug-of-war, basketball, and
football), agility (e.g., hoop-jumping drills), and
expressive arts (e.g., drawing, clay sculpting), all
explicitly related to the anger management goals
such as emotional awareness, impulse control,
teamwork, and sportsmanship. To give the
adaptive behaviors a boost, behavioral interven-
tions, such as the response cost (with regard to
aggressive responses) and time-out (with regard
to self-regulation), were integrated into the game
rules and role-plays. The program was fidelized
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by training facilitators and was manualized (see
Appendix B).

Ethical considerations

All students were well informed of the inten-
tions of the study, the benefits, and the risks of
doing the research before it was started. Each of
them later obtained informed consent in writing

Statistical analysis

Data were analyzed using the Statistical
Package for the Social Sciences (SPSS, version
26; IBM Corp., Armonk, NY, USA). Descriptive
statistics (means, standard deviations, and fre-
quencies) were calculated to summarize demo-
graphic characteristics and baseline anger scale
scores. The normality of score distributions was
tested using the Shapiro-Wilk test before con-
ducting inferential analyses. Since the sample
size was small (n = 20 per group) and normality
assumptions were violated for some variables
(p < 0,05), all hypothesis testing was conducted
using nonparametric tests, which are recom-
mended for small samples when distributional
assumptions are not met. Within-group changes
(pre-test vs. post-test) were analyzed using the
Wilcoxon signed-rank test for both the experi-
mental and control groups. Between-group dif-
ferences in post-test scores were examined us-
ing the Mann-Whitney U test. Effect sizes were
calculated to assess practical significance: for
Wilcoxon and Mann-Whitney tests, r = Z/N was
used, where N is the total number of observa-
tions. Effect sizes were interpreted as follows:
r>0,10 (small), r > 0,30 (medium), and r > 0,50
(large). Cronbach’s alpha was used to assess
the internal consistency of the anger scale.
Split-half reliability was calculated using the
Spearman-Brown prophecy formula. Inter-rater
agreement was assessed using the Intraclass
Correlation Coefficient (ICC), with coefficients
of 0,92 or higher indicating excellent agreement.
All statistical tests were conducted at a signifi-
cance level of 0,05 (two-tailed).

Results

Baseline socio-economic characteristics
were examined to ensure equivalence between
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the experimental and control groups before the
intervention. Table 1 shows that chi-square
tests of independence did not reveal statisti-
cally significant differences between the two
groups in family monthly income (x> = 0,32,
df = 2, p = 0,852), parental education level
(x> = 0,21, df = 2, p = 0,900), or parental oc-
cupational status (> = 0,17, df = 2, p = 0,918).
These findings confirm that the groups were
similar in terms of socio-economic background,
which supports the internal validity of the quasi-
experimental design.

Wilcoxon signed-rank tests (see Table 2) re-
vealed significant changes in anger scores from
pre-test to post-test across all subscales in the
experimental group (p < 0,001), with very high
effect sizes (r = 0,84 to 0,90), which are a strong
indication of the practical significance of the in-
tervention.

Conversely, the control group did not show
any statistically significant differences in any
subscale (p > 0,05; see Table 3), and all effect
sizes were small to medium (r = 0,07 to 0,41),
indicating that the observed trivial changes were
probably due to natural variation or familiarity
with the testing procedure.

Finally, the Mann-Whitney U test of the
post-test scores between the two groups
(Table 4) showed that the differences across
all dimensions of anger were highly significant
(p < 0,001), and the experimental group had
significantly lower levels of anger with very

large effect sizes (r = 0,92 to 0,97). Such results
strongly support the conclusion that the recre-
ational therapy program itself was responsible
for the observed improvements.

The chi-square test statistics in Table 1 in-
dicate successful randomization and baseline
equality between the experimental and control
groups across all socio-economic indicators.
There were no statistically significant differences
between the groups in family monthly income
(x> = 0,32, df = 2, p = 0,852), parental education
level (> = 0,21, df = 2, p = 0,900), or parental
occupational status (y>=0,17,df =2, p=0,918),
and the distribution patterns were almost identi-
cal across all categories (e.g., 60,0% vs. 55,0%
in middle-income families). This methodological
homogeneity is a critical factor in this demo-
graphic group, as it rules out socio-economic
status as a potential confounding variable,
thereby enhancing the internal validity of the
quasi-experimental design.

Table 2 shows that Wilcoxon signed-rank
tests revealed statistically significant reduc-
tions in anger scale scores between pre-test
and post-test across all subscales in the ex-
perimental group (p < 0,001), with large effect
sizes (r between 0,84 and 0,90), indicating
both statistical and practical significance of
the recreational therapy intervention. Figure
1 shows the mean anger scale scores before
and after program implementation in the ex-
perimental group.

Table 1
Homogeneity of socio-economic characteristics between experimental and control groups
Socil::dtie::tr;c:mlc Category Experl(r:(e:n;z(a)l)group Conz:‘rglzgt;;)up 2 | df | p-value
Family monthly Low (<5,000 SAR) 3 (15,0%) 4 (20,0%) 0,32 | 2| 0,852
income Medium (5,000—15,000) 12 (60,0%) 11 (55,0%)
High (>15,000) 5 (25,0%) 5 (25,0%)
Parental education Secondary or less 4 (20,0%) 5 (25,0%) 0,21 | 2 | 0,900
level Bachelor’s 11 (55,0%) 10 (50,0%)
Master's+ 5 (25,0%) 5 (25,0%)
Parental occupation | Non-professional 5 (25,0%) 6 (30,0%) 0,17 2 | 0,918
Professional 9 (45,0%) 8 (40,0%)
Executive 6 (30,0%) 6 (30,0%)
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Table 2
Wilcoxon signed-rank test results for experimental group (n = 20)
Pre Post Mean rank Sum of
ranks
Variable 2 21 ¢| £ z |pvalue| r

£| ¥|Meanxtstd. | £ | ¥ | Mean = std. E b E kA

== dev. == dev. 31 218 %

o 4 o 2
Anger triggers | 23|29 |25,90+1,45(16|21|18,05+1,39| 15,8 | 14,2 |316| 284 | 3,78 | < 0,001 | 0,84
Inner anger 19(25(21,65+1,50|12|18|15,30+ 1,26 | 16,5 | 13,5 |330 | 270 | 3,92 | < 0,001 | 0,87
External anger |24 |31 |27,55+1,73|15|23|19,15+1,95| 16,0 | 14,0 | 320 | 280 | 3,85 | < 0,001 | 0,86
Total anger 69|85 |7510+4,38(49|62|52,50+4,03|17,0 | 13,0 | 340| 260 | 4,05 | < 0,001 | 0,90

scale

Note: r = effect size, Std = standard deviation; Sig = statistical significance.

The statistical data in Table 2 from the
Wilcoxon signed-rank test for the experi-
mental group show statistically and clinically
significant effects of the 8-week recreational
behavioral therapy program on all anger di-
mensions. The participants showed significant
reductions in anger triggers (25,90 + 1,45 to
18,05 + 1,39; Z = 3,78, p < 0,001, r = 0,84),
inner anger (21,65 + 1,50 to 15,30 + 1,26;
Z = 3,92, p < 0,001, r = 0,87), and external
anger (27,55 + 1,73 t0 19,15 + 1,95; Z = 3,85,
p < 0,001, r = 0,86). The overall effect sizes
(r > 0,84), which exceed the conventional

threshold for a large effect (r > 0,50), indicate
that the changes were both statistically and
practically significant, reflecting a strong ther-
apeutic effect. Moreover, the consistent direc-
tion of reductions across all subscales (with
positive rank sums exceeding negative ranks)
indicates a general downward shift in anger
expression rather than random variation. This
supports the inference that the recreational be-
havioral intervention effectively changed both
the cognitive-emotional (triggers, inner anger)
and behavioral (external anger) aspects of an-
ger regulation in university students.

80

704

304 Z=3.78, p < .001, r=0.84
Z=3.92, p < .001, r=0.87

20

104

Anger Triggers Inner Anger

=405

00T T=0:9
= Pre (n=20)
mmm Post (n=20)

2=3.85, p <.001, r=0.86

External Anger Total Anger Scale

Fig. 1. Mean anger change measures at the end of an 8-week recreational behavioral therapy
intervention: pre-test versus post-test changes in experimental group
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Table 3 presents the results of the Wil-
coxon signed-rank tests, which revealed no
statistically significant changes in anger scale
scores between pre-test and post-test in the
control group across any of the subscales
(all p > 0,05). Even though the overall anger
score showed a slight but nonsignificant de-
crease (p = 0,064) with a medium effect size
(r = 0,41), the differences in anger triggers
(r =0,07), inner anger (r = 0,32), and external
anger (r = 0,16) were small and nonsignificant.
Such results suggest that the slight variations
in anger levels within the control group over
time were likely due to natural variation or fa-
miliarity with the testing procedure, rather than
any systematic intervention. Figure 2 shows
the mean anger scale scores of the control
group at pre-test and post-test.

The results of the Wilcoxon signed-rank
test (Table 3) indicate that there are no statisti-
cally significant differences in the anger scores
between the pre-test and post-test in all sub-
scales (p = 0,05) and that the effect sizes are
very small (anger triggers: r = 0,07; external
anger: r = 0,16; inner anger: r = 0,32). Even
though the total anger scale indicated a rela-
tively small numerical decrease (75,65 + 3,66
to 69,40 + 3,84) with the moderate effect size
(r = 0,41), this was not statistically significant
(p = 0,064), which is marginally below the
conventional level of significance (a = 0,05).

These results suggest that, with no interven-
tion, the level of anger did not change sig-
nificantly during the eight weeks of study, and
the changes observed were probably due to
random variation, the effect of familiarity with
the tests, or the regression to the mean as op-
posed to a significant change in the intensity
of anger.

The results of the Mann-Whitney U test, as
shown in Table 4 of the post-test scores of the
anger scales between the experimental and
control groups, showed that there were statisti-
cally significant differences in the two groups in
terms of all subscales (p = 0,001). The effect
sizes of the experimental group were extremely
large at post-test (r = 0,92 to 0,97), and the
anger scores showed a significant decrease
compared to the control group, with strong
evidence of the practical applicability of the
recreational therapy program. The visual com-
parison of the mean scores at the end of the
intervention is presented in Figure 3, making it
clear that the performance of the experimental
group is much better than the performance of
the control group.

The Mann-Whitney U test results (Ta-
ble 4) show that the differences between
the groups in post-intervention anger ratings
are highly significant, with the experimental
group having significantly lower anger levels
across all subscales than the control group

Table 3
Wilcoxon signed-rank test results for control group (n = 20)
Pre Post Mean rank Sum of
ranks
Variable 2 gle| g 2 -value | r
£ | ¥ |Mean=tstd. | £ | ¥ | Mean = std. .E £ .E s P
=S| = dev. == dev. 31 28| 9
o 2 a =z
Anger triggers (23|29 (26,15 +1,42|21|27 |23,90+ 1,45| 15,2 | 14,8 | 304|296 | 0,32 | 0,749 |0,07
Inner anger 19124 (21,80+1,24 (18|22 19,95+ 1,10 16,0 | 14,0 (320|280 | 1,45 | 0,147 |0,32
External anger | 25|29 | 27,70 +1,13 | 23 | 29 | 25,55 + 1,47 | 15,5| 14,5 (310|290 | 0,71 | 0,478 |0,16
Total anger 67 (82 |75,65+3,66|62|78|69,40+3,84|16,5(13,5|330|270(1,85| 0,064 |0,41
scale

Note: r = effect size, Std = standard deviation; Sig = statistical significance.
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Fig. 2. This chart indicates the mean scores on the anger scale of the students in the university,
before and after the introduction of the program to the control group

Table 4

Mann-Whitney U Test results comparing post-test scores between
experimental and control groups

Variable Group n Mean = std. dev. | Mean rank U z p-value r

Anger triggers Experimental 20 18,05 + 1,39 12,3 62,0 | 4,12 | <0,001 | 0,92
Control 20 23,90 + 1,45 28,7

Inner anger Experimental 20 15,30 + 1,26 11,8 58,0 | 4,25 | <0,001 | 0,95
Control 20 19,95 + 1,10 29,2

External anger Experimental 20 19,15+ 1,95 12,1 60,0 | 4,18 | <0,001 | 0,93
Control 20 25,55 + 1,47 28,9

Total anger scale | Experimental 20 52,50 + 4,03 11,5 52,0 [ 4,36 | <0,001 | 0,97
Control 20 69,40 + 3,84 29,5

(p < 0,001). Specifically, the experimental
group scored significantly lower on anger
triggers (18,05 + 1,39 vs. 23,90 + 1,45), in-
ner anger (15,30 + 1,26 vs. 19,95 + 1,10),
external anger (19,15 + 1,95 vs. 25,55 +
1,47), and total anger scale (52,50 + 4,03
vs. 69,40 + 3,84). Importantly, these differ-
ences were associated with exceptionally
large effect sizes (r = 0,92-0,97), which far
surpass the conventional threshold for large
effects (r > 0,50), suggesting not only statisti-
cal significance but also substantial practical
meaning. The consistently lower mean scores
of the experimental group compared to the
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control group provide additional evidence of
the intervention’s effectiveness.

Discussion

This research aimed to evaluate the immedi-
ate effect of an 8-week recreational behavioral
therapy program on anger reactions among un-
dergraduate students at King Faisal University.
The findings demonstrate a robust short-term ef-
fect: the experimental group exhibited statistically
significant reductions across all anger dimensions
(anger triggers, inner anger, external anger, and
total anger scale) from pre- to post-intervention
(p < 0,001, r = 0,84-0,97). Critically, at post-test,
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Fig. 3. Mean difference of anger measure in the control and experimental groups after recreational therapy
intervention: p < 0,001; significant effects r = 0,92-0,97

the experimental group scored significantly lower
than the control group on all subscales (p < 0,001,
r = 0,92-0,97), confirming that these improve-
ments were attributable to the intervention rather
than extraneous variables such as maturation or
test-retest effects. Conversely, the control group
showed no statistically significant changes over

time (p > 0,05 across subscales), with negligible
to small effect sizes (r = 0,07-0,32), reinforcing
the internal validity of the observed interven-
tion effects. The small decrease in overall anger
(p = 0,064, r = 0,41) was not significant accord-
ing to traditional standards and probably indi-
cates natural variation, test-retest familiarity, or
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regression-to-the-mean effects, as often seen in
repeated psychological tests. More importantly,
the evidence that the internal validity of the study
is strong is the fact that the control group did not
produce meaningful change, which would other-
wise contribute to the dramatic changes in the
experimental group being the result of the simple
progression of time and consecutive exposure to
the scale. Different studies have helped support
the efficacy of recreational behavioral therapy
programs in reducing anger reactions in students.
On the same note, the study of children with in-
tellectual disabilities demonstrated that a recre-
ational program resulted in significant improve-
ments in anger triggers and overall anger levels,
which supported the beneficial effect of structured
recreational activities (Elsayed, Hassan, 2023).
Moreover, cognitive-behavioral therapy has dem-
onstrated its usefulness in anger management in
high school students as well, and the level of an-
ger management has improved considerably after
the intervention (Vural, Yayci, 2023). All of the
findings highlight the possibilities of recreational
and therapy programs to deal with anger prob-
lems in various populations (Herrera, Ortiz, 2023).

These findings are in line with the rest of the
literature that shows the effects on university
students. To take the example, Ozdemir and Ery-
iimaz (2024) and Marcelino et al. (2023) achieved
a significant decrease in anger and aggressive
levels due to cognitive-behavioral program imple-
mentation and the implementation of multimodal
strategies (anger management programs) with the
inclusion of emotion regulation of the structured
anger management program in interventions,
respectively. Equally, Tomescu et al. (2024) re-
ported the decrease in violence and aggression
by means of supervised sports and recreational
activities, which can be associated with the focus
of the current program on cooperative games,
expressive arts, and behavioral reinforcement.
The study by Anjanappa and colleagues found
that the level of anger, as well as problem-solving
and communication skills, dropped significantly in
adolescents undergoing an anger management
course (Anjanappa et al., 2023). Likewise, a meta-
analysis study by Nauraliefia and Yudiarso noted
a significant effect size in the anger and aggres-
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sion reduction by such programs (Mardani et al.,
2024; Nauraliefia, Yudiarso, 2023). Moreover, a
socio-emotional education program was also use-
ful in minimizing attitudes towards school violence,
showing great shifts in student attitudes and en-
hancing positive school coexistence (Jesus et al.,
20283). The study conducted by Dogan and Cam
(2020) revealed that an intervention grounded in
the Roy Adaptation Model was much more effec-
tive in managing anger in adolescents and found
that it was crucial to address emotional regulation.

The large effect sizes in the current research
(r > 0,90) can be explained by the fact that the
program includes the combination of evidence-
based behavioral interventions (e.g., cogni-
tive restructuring, assertive communication,
time-out) with stimulating, culturally relevant
recreational activities (e.g., team sports, art
expression, agility games). The design prob-
ably boosted motivation, participation, and skill
generalization, which is significant in maintain-
ing emotional control gains (Alvarez-Santos et
al., 2024; Elsayed and Hassan, 2023). Overall,
the present results are strong quantitative data
that a structured recreational behavioral therapy
program can create clinically significant anger
changes in university students. The sharp differ-
ence in the experimental and control groups, not
only in statistical significance but also in practi-
cal effect, substantiates the point that the inter-
vention was the active agent of change. As re-
search by Herrera and Ortiz (2023) has shown,
an academic stress level among students at a
university was significantly reduced with the help
of a recreation program, which makes it possible
to assume that such programs will also be able
to alter such emotional experiences as anger.
Moreover, the article by Park and Kim (2022)
created and tested an anger control group-
based intervention with college students, which
led to remarkable effects of anger expression
and interpersonal problems, which also contrib-
utes to the idea that a structured intervention
can bring meaningful changes in anger man-
agement. Besides, self-control methods applied
to group counseling, investigated by Susilo and
Lubis (2025), demonstrated a high anger reduc-
tion in adolescents, which indicated that the
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same methods might be useful in university stu-
dents. Taken together, these works demonstrate
robust quantitative data that recreational and
therapeutic intervention programs can have a
substantial effect on anger management among
university students, with evident differences be-
tween control and experimental groups provid-
ing strong evidence that the interventions under
consideration are indeed a force for change.

Conclusions

This research aimed to evaluate the immedi-
ate effect of an 8-week recreational behavioral
therapy program on anger reactions among un-
dergraduate students at King Faisal University.
According to the results, all parameters of anger
showed statistically very significant and large ef-
fects from pre- to post-test in experimental group
with a very large effect size (r = 0,84-0,97). How-
ever, on the post-test, experimental group was
found to have significantly lower scores than the
control group across all subscales (p < 0,001, r =
0,92-0,97), but no statistically significant time
effects were observed in control group (p > 0,05
for all subscales). Such an enormous difference
is a guarantee that whatever improvement was
observed was only as a result of the intervention
and not as a result of time, the multiple measure-
ments, or any other confounding variable. The
salient feature of the favorable results of the in-
tervention was the combined program, which in-
corporated evidence-based behavioral methods,
i.e., cognitive restructuring, the art of assertive
communication training, positive reinforcement,
role-playing, and response cost in the context
of culturally significant recreation activities (e.g.,
cooperative sports, expressive arts, and agility
games). This guaranteed greater involvement
of students and enabled the actual practice and
generalization of anger management skills in situ-
ations that were emotionally stimulating but not
threatening. It is an excellent example of emotion
management that is robust, feasible, and relat-
able to patients in universities by linking clinical
endeavors in behavior changes with hobbies that
are both entertaining and accessible. Recreation-
al frameworks are an effective way of implement-
ing behavioral skills training, and so redesign tra-

ditional anger management into an experiential,
participatory social support process. The results
have a tremendous implication regarding the
practice and changes made by university coun-
selling and student support services to implement
the above recreational-behavioral programs as a
mental health promotion tool. Further research
needs to be directed at the extended sustainabil-
ity of the effects and versatility of this model for
other psychological problems, such as anxiety,
stress, and emotional control in different environ-
ments and groups of students.

Limitations. Although the results of this
study are strong, several limitations must be
considered when interpreting the findings. First,
only students from King Faisal University were
included, which may limit the generalizability
of the results to other university populations or
cultural contexts. Future studies should include
samples from a wider range of universities to en-
hance external validity. Second, the use of self-
reported anger scale measures, although con-
ventional, is vulnerable to biases such as social
desirability, wherein participants may tend to un-
derrate their anger levels. Future studies should
consider incorporating objective physiological
measures (e.g., heart rate variability) or behav-
ioral observations to obtain a more comprehen-
sive assessment. Lastly, the study evaluated the
effectiveness of the program immediately after
the intervention and at one follow-up point. The
long-term sustainability of the anger manage-
ment skills learned is uncertain. A longitudinal
study with follow-up measures over six-month to
one-year periods would be important to estab-
lish the sustainability of the intervention effects.

A limitation of this study is the use of an anger
scale based on the PROMIS measure, which was
developed to assess anger in general clinical sam-
ples rather than specifically in university students.
Although validity and reliability were confirmed
for the present sample (Cronbach’s o = 0,896—
0,921), the generalizability of the findings may be
influenced by the specific features of the univer-
sity educational context. Future research should
focus on developing a scale specifically tailored to
assess anger in academic settings.
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Abstract

Context and relevance. Exploring effective mechanisms to elevate post-
graduate academic achievement is therefore universally important, with
implications for educational policy, curriculum design, and mentorship prac-
tices across higher education ecosystems. Objective. This study investi-
gated the influence of supervisor-student relationships (SSR) on master’'s
students’ academic achievements, examining the mediating role of learning
engagement. Hypothesis. Learning engagement mediates the relationship
between master’s students’ supervisor-student relationship and their aca-
demic achievements. Methods and materials. A structural equation model
was constructed to analyze these relationships. A convenience sample of
213 master’s students from diverse regions nationwide was collected using
the Supervisor-Student Relationship Scale, Learning Engagement Scale,
and Graduate Academic Achievement Scale. Results. The findings indicate
that the model demonstrated a good fit, with positive correlations observed
among supervisor-student relationships, learning engagement, and academ-
ic achievement. Specifically, learning engagement fully mediated the relation-
ship between supervisor-student relationships and both objective academic
performance and behavioral outcomes of academic achievement. Conclu-
sions. This study provides valuable insights for students and supervisors to
better understand and manage their relationships, and offers guidance for

educators in refining teaching practices.
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Pesome

KoHTeKCT 1 aKTyanbHOCTb. [1onck 3O(PEKTUBHLIX MyTel NOBbILLEHWS aka-
OEMUYECKON YyCNEBaEeMOCTM MarnmcTpaHTOB MMeEeT 6OnblUoe 3HaYeHne Ans
CUCTEM BbICLLEr0 06pa3oBaHns BO BCEM Mupe. DTO kacaeTcst o6pa3oBaTerib-
HOW MONMUTKKK, pa3paboTKy y4ebHbIX NPOrpamMm U NpakTUK HacTaBHUYECTBA.
Llenb. HacTosiLee nccnegosaHvne 6b110 HAaNpaBieHO Ha U3yYeHve BRUSHUA
OTHOLLIEHU B Anafe «pykoBoguTenb — CTyAeHT» (SSR) Ha akapemuyeckyto
yCneBaeMoCTb 06y4aloLLMXCH B MarucTpatype, a Takxke Ha aHanmua ornocpe-
aytoLLen ponun y4ebHon BoBnedeHHOCTU. FunoTesa. YyebHas BOBNEYEHHOCTb
BbICTYNaeT B KayecTBe MegmaTopa BO B3aUMOCBSA3M MEXZY OTHOLUEHUAMMU
MarucTpaHTa ¢ Hay4HbIM PyYKOBOAMTENEM U €ro akafleMU4ecKon ycrneBaemo-
cTbio. MeTtopgbl u MmaTepuansl. [Ins aHan13a B3aMMOCBSA3€el Oblna NocTpoeHa
MOfenb CTPYKTYPHbIX ypaBHeHun. MeTogom yao6Howm BbIGOPKK 6binv cobpa-
Hbl faHHble 213 MarncTpaHToB M3 pasfiMyHbIX PErMOHOB CTPaHbl C UCMOSb-
30BaHWEM LUKasbl B3aMMOOTHOLLEHWI «Hay4YHbIA PYKOBOOUTENb — CTYAEHT»,
LKanbl y4e6HON BOBMNEYEHHOCTU U LUKanbl akagemMm4eckon ycrneBaemMocTu
MarucTpaHToB. PesynbraTtbl. Pe3ynstartbl nokasanu, 4TOo MOAenb npope-
MOHCTpUpOBasna xopoLlee COOTBETCTBME AaHHbIM, NPV 9TOM ObINv BbISBNEHbI
MOMOXUTENbHbIE KOPPENALMN MEXAY B3aMMOOTHOLLEHUSIMU «HAYy4YHbIA py-
KOBOOUTENb — MarucTpaHT», y4eOHOW BOBIIEYEHHOCTHIO U aKafeMUYeCcKown
ycneBaemocTblo. B 4acTHocTW, y4ebHasi BOBNEYEHHOCTb MOMHOCTbLIO OMoc-
pefoBana CcBfi3b MeXAy OTHOLUEHUAMW C HAYYHbIM PYKOBOQWUTENEM, C OOHOW
CTOPOHbI, U OOLEKTUBHOM aKafeMMYeCKOW YCrneBaeMoCTbl0 U MoBefeHYe-
CKMMW MPOSIBNEHMAMU aKafleMUYeCKUX OOCTUXEHUN — C Opyroi. BeiBogbl.
[aHHoe uccnepgoBaHne AaeT LeHHbIe peEKOMEHAALMN A1 MarMCTpaHToB U Ha-
YYHbIX PYKOBOAMUTESNEN, NMO3BOMSA MM JlyHLle NMOHUMAaTh U BbICTpamBaTb CBOM
B3aMMOOTHOLLIEHWS, @ TaKXe npefnaraeT OpUeHTUpbl Ans npenopasartenei
Mo COBEPLLEHCTBOBAHMIO Neaarormyeckor npaxkTuku.

KnroyeBble cnoBa: MarncTpaHTbl, B3aMMOOTHOLLEHMS <<Hay"IHbIl7I pyKoBOAU-
Tenb — CTYOEHT», akageMmnyeckas ycrneBaemMocTb, y4ebHas BOBIEYEHHOCTb
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Introduction

Postgraduate education serves as a corner-
stone of global higher education systems, pivotal
to cultivating individuals with advanced profes-
sional expertise and innovative capabilities-ca-
pacities driving societal progress and scientific
advancement. Globally, postgraduate enrollment
has maintained a steady upward trend over the
past decade, reflecting the growing recognition of
advanced degrees as a catalyst for addressing
complex global challenges, from technological
innovation to public health crises. For instance,
since 2010, the number of applicants for China's
Master's Degree Entrance Examination has
increased by an average of 257000 annually,
reaching an unprecedented 4,74 million in 2023,
while admissions totaled 760000. Amid this ex-
pansion, ensuring the quality of postgraduate ed-
ucation has emerged as a critical global concern.

Given such a substantial postgraduate co-
hort, the quality of this group warrants focused
attention. Postgraduate academic achievement
serves as a key indicator for evaluating post-
graduates’ academic performance and devel-
opment, reflecting their capabilities in learning,
research, and innovation. It encompasses stu-
dents’ learning outcomes, behaviors, and at-
titudes over a specific period, categorized into
two dimensions: behavioral performance and
objective accomplishments (Wang et al., 2011).
Strong academic achievement not only enhanc-
es postgraduates’ self-confidence and learning
motivation but also facilitates the cultivation of
a solid academic foundation and professional

competence, with significant implications for
their future development and career planning
(Harith et al., 2020). Furthermore, their academ-
ic achievements directly influence the quality of
postgraduate education and the reputation of
institutions. Despite its significance, many post-
graduate programs worldwide struggle to con-
sistently produce high-impact research outputs.
Studies indicate that a considerable proportion
of master's students across diverse contexts
fail to generate impactful scholarly work during
their studies (Xie, Li, 2017). Exploring effective
mechanisms to elevate postgraduate academic
achievement is therefore universally important,
with implications for educational policy, curricu-
lum design, and mentorship practices across
higher education ecosystems. This research
aims to contribute to this global discourse by
identifying actionable strategies to strengthen
scholarly performance among master's stu-
dents, offering valuable insights for educators
and policymakers worldwide.

The relationship between master's stu-
dents and their supervisors is a significant
factor impacting master’s students’ academic
achievements. For master’s students, amidst
the diverse social activities of university life, the
bond with their supervisors emerges as the most
crucial interpersonal relationship. This relation-
ship, known as the supervisor-student relation-
ship (SSR), is a vital element for master’s stu-
dents to succeed in their academic careers (Gill,
Burnard, 2008). Although previous research
indicates that the supervisor-student relation-
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ship is an important factor influencing master’s
students’ academic achievements (Noy, Ray,
2012) and is significantly negatively correlated
with academic procrastination (Wang et al,,
2022), little in-depth research has explored how
this relationship impacts academic performance
or the underlying mechanisms. Consequently,
this study investigates the relationship between
the supervisor-student relationship and master’s
students’ academic achievements.

Learning engagement is defined as a contin-
uous, positive, and fulfilling state experienced by
students during the learning process (Schaufeli
et al., 2002). Basic Psychological Needs Theory
suggests that within the campus environment,
the quality of the supervisor-student relationship
can directly or indirectly influence students’ mo-
tivation and behavior. When students’ need for
relatedness is met, they exhibit higher levels of
learning engagement, which in turn drives them
to pursue higher-level goal orientations (Furrer,
Skinner, 2003).

Komarraju (2010) found that, in research on
the influence of the supervisor-student relation-
ship on learning engagement in postgraduate
education, specific aspects of student-teacher
interactions — such as approachability, re-

Supervisor-
student
relationship

Learning

engagement

spect, off-campus interactions, and career
development support — play a significant role
in predicting students’ self-confidence, motiva-
tion, and achievements. Studies examining how
postgraduate learning engagement affects aca-
demic achievements consistently find high lev-
els of learning engagement to be closely associ-
ated with greater academic accomplishments.
As Mercer (2020) noted, positive interpersonal
relationships can enhance an individual’'s learn-
ing enthusiasm. Furthermore, low learning
engagement was consistently associated with
lower achievement (Saqr et al., 2023). Drawing
on these findings, this study hypothesizes that
postgraduate learning engagement may act as
a mediating variable in the relationship between
the supervisor-student relationship and post-
graduates’ academic achievements.

This research proposes the following hypoth-
eses: H1: Master’s students’ supervisor-student
relationship positively predicts their academic
achievements. H2: Learning engagement medi-
ates the relationship between master’s students’
supervisor-student relationship and their aca-
demic achievements. The model schematic is
presented in Fig. 1, with gender and household
registration type included as control variables.

Academic

achievement
(objective
performance)

Household
registration type

Academic

achievement
(behavioral
performance)

Fig. 1. Model of the relationships between supervisor-student relationship,
learning engagement, and academic achievement
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Methods

Research participants

This study employed a convenience sam-
pling method, distributing questionnaires
through the online platform Wenjuanxing. For
clarity, this study focuses exclusively on mas-
ter's students and does not include doctoral
candidates. We differentiate between academic
masters degrees (research-oriented programs,
e.g., MA, MSc) and professional/masters de-
grees (practice-oriented programs, e.g., MBA,
professional MEd).

Participants were graduate students from
various universities. Household registration was
coded as 1 = urban and 2 = rural. Gender was
coded as 1 = male and 2 = female. Degree type
was coded as 1 = academic and 2 = profession-
al. Finally, a total of 213 valid participants were
recruited from 65 universities across China,
89 were male (41,78%) and 124 were female
(58,22%). Regarding degree type, 101 par-
ticipants (47,42%) were pursuing academic
degrees, while 112 (52,58%) were pursuing pro-
fessional degrees.

Instruments

Supervisor-Student Relationship Scale

Initially developed by Pianta (1997), the
Supervisor-Student Relationship Scale was
designed for teachers to assess their relation-
ships with students. Zou Hong et al. (2007)
subsequently revised the scale, shortening it
to 23 items and restructuring it into four dimen-
sions: intimacy, conflict, support, and satisfac-
tion. Additionally, it was adapted for student
self-report, utilizing a 5-point Likert scale rang-
ing from “Strongly Disagree” to “Strongly Agree”
(scored 1 to 5). In the present study, the Cron-
bach’s o reliability coefficients were 0,944 for
the positive dimensions, 0,851 for the negative
dimensions, and 0,942 for the overall scale.

Learning Engagement Scale

Initially designed by Schaufeli et al. (2002),
the Learning Engagement Scale was later modi-
fied by Fang Laitan et al. (2008). This scale em-
ploys a 7-point rating system, with higher scores

indicating greater student engagement in learn-
ing. In the current study, the Cronbach’s a reli-
ability coefficient for this scale was 0,963.

Graduate Academic Achievement Scale

The Graduate Academic Achievement Scale
was adapted from the College Student Aca-
demic Achievement Scale developed by Wang
Yanfei et al. (2011). The original scale consisted
of two parts: a 16-item behavioral performance
scale (utilizing a 6-point rating system) and a
3-item objective academic achievement scale
(utilizing a 5-point rating system). For the pres-
ent study, the objective achievement scale was
replaced with a custom-designed 9-item scale,
deemed more suitable for evaluating graduate
students’ academic performance.

The nine objective indicators were: (1) av-
erage course ranking during graduate study;
(2) receipt of faculty/university-level scholarships;
(3 receipt of city/province-level scholarships;
(4) receipt of national-level scholarships; (5) num-
ber of research projects led (as principal inves-
tigator); (6) number of research projects partici-
pated in (excluding leads); (7) number of papers
published in SCI/SSCI journals; (8) number of pa-
pers published in El/core journals; and (9) num-
ber of national patents obtained. Additionally, the
behavioral performance section was restructured
by combining its original three dimensions (learn-
ing performance, interpersonal promotion, and
learning dedication) into two broader categories:
learning behavior and interpersonal behavior.
In the present study, the Cronbach’s a reliability
coefficient for the behavioral performance sec-
tion was 0,941, and for the objective academic
achievement section was 0,831.

Statistical methods

Data analysis was conducted using SPSS
26.0, and SPSS AMOS 26 was employed to test
the structural equation model.

Ethical statement

This study was reviewed and approved by
Guangdong Medical University. All participants
were informed of the intended use of the results
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and provided informed consent before complet-
ing the questionnaire. Participation was entirely
voluntary, and all participant information was
de-identified.

Results

Test for common method bias

and validity evaluation

To assess common method bias, Harman’s
single-factor test was employed through unro-
tated exploratory factor analysis on items from
the three variables. Results revealed 11 factors
with eigenvalues greater than 1, and the first
common factor explained only 35,133% of the
total variance, which is below the 40% threshold
indicative of significant common method bias.
Thus, common method bias was not a critical
concern in this study.

Additionally, to evaluate the validity of the
self-developed Graduate Academic Achieve-
ment Scale, the Kaiser-Meyer-Olkin (KMO)
test and Bartlett’s test of sphericity were
conducted. The KMO measure of sampling
adequacy was 0,897, and Bartlett’'s test of
sphericity was significant (p < 0,001). These

results indicate that the self-developed scale
exhibited good validity.

Descriptive statistics

and correlation analysis

Before conducting model testing and con-
trolling for variables, confirmatory factor analysis
(CFA) was performed to validate the measure-
ments. The study included four latent variables:
supervisor-student relationship (SSR), learning
engagement, and academic achievement (com-
prising objective performance and behavioral
performance). Results showed that the Average
Variance Extracted (AVE) for each factor was
greater than 0,5, and the Composite Reliability
(CR) was greater than 0,7, indicating good con-
vergent validity. Additionally, the square roots of
the AVE values were greater than the correla-
tions between each factor and the others, dem-
onstrating good discriminant validity. Detailed
results of the CFA, including factor loadings,
AVE, and CR values for each construct, are pre-
sented in Table 1.

A t-test revealed that male participants
(N = 89) scored significantly higher than fe-

Table 1
Results of confirmatory factor analysis
FL AVE CR

SSR 0,702 0,901
Intimacy 0,962

Supportiveness 0,885

Satisfaction 0,895

Conflict -0,547

Learning engagement 0,797 0,922
Vigor 0,895

Dedication 0,932

Focus 0,888

Objective performance 0,514 0,721
Academic performance 0,211

Research achievement 0,864

Scholarship attainment 0,866

Behavioral performance 0,740 0,849
Learning behavior 0,952

Interpersonal behavior 0,757
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male participants in supervisor-student re-
lationship (p = 0,015), learning engagement
(p = 0,001), and objective academic achieve-
ment (p < 0,001). However, no significant gen-
der difference was found in behavioral academic
achievement (p = 0,317). Regarding degree
type, no significant differences were observed
between participants with academic degrees
(N=101) and those with professional degrees
(N=112) in supervisor-student relationship
(p = 0,958), learning engagement (p = 0,106),
objective academic achievement (p = 0,478), or
behavioral academic achievement (p = 0,426).
For household registration type, participants with
urban household registration (N=105) scored
significantly higher than those with rural house-
hold registration (N=108) in supervisor-student
relationship (p = 0,017), learning engagement
(p < 0,001), objective academic achievement
(p < 0,001), and behavioral academic achieve-
ment (p < 0,001). Detailed t-test results, includ-
ing specific t-values and p-values for each factor
across gender, degree type, and household reg-
istration type, are presented in Table 2.

Correlation analysis revealed significant
relationships among the SSR, learning engage-
ment, and academic achievement. Specifically,
SSR was significantly positively correlated with
learning engagement (r = 0,586, p < 0,01); learn-
ing engagement was significantly positively cor-
related with academic achievement (r = 0,712,
p < 0,01); and SSR was also significantly posi-
tively correlated with academic achievement
(r = 0,520, p < 0,01). Detailed correlations be-
tween the objective and behavioral performance
dimensions of academic achievement with other
variables, as well as the mean values and stan-
dard deviations for each variable, are presented
in Table 3.

The structural equation modeling

Gender and household registration type
were included as control variables. Using the
Bootstrap method with 5000 resamples, param-
eters were estimated and hypotheses for the
structural equation model were tested at a 95%
confidence level. Results indicated good model
fit after correction via Bollen-Stine resampling

Table 2

T-test results for gender, degree type, and household registration location on guidance
relationship, learning engagement, and academic achievement

Factor Gender Degree type Household registration
t p t p t p
SSR 2.441 0.015 —0.052 0.958 —2.404 0.017
Learning engagement 3.353 0.001 1.625 0.106 —4.546 0.000
Objective performance 4.553 0.000 0.711 0.478 —2.709 0.000
Behavioral performance 1.002 0.317 0.833 0.426 —4.365 0.000
Table 3

Correlations among the supervisor-student relationship, learning engagement,
and academic achievement in graduate students

Supervisor- Learning Objective Behavioral
M = SD student
- . | engagement | performance | performance
relationship
Supervisor-student relationship | 90,08+15,83 1
Learning engagement 79,87+21,77 0,586 1
Objective performance 14,50+4,890 0,187** 0,391** 1
Behavioral performance 69,97+15,09 0,524** 0,673** 0,242** 1

“Note: *p < 0,1, *p < 0,01, ***p < 0,001.
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(2000 resamples, p < 0,001). The total effects of
SSR on graduate students’ academic achieve-
ment — measured by behavioral performance
and objective performance — were 0,018 (95%
Cl [0,001, 0,052]) and 2,141 (95% CI [1,324,
3,259]), respectively. While the direct effects of
SSR on objective performance and behavioral
performance were non-significant, the indirect

effects were significant, suggesting that learn-
ing engagement fully mediates the relationship
between SSR and both behavioral performance
and objective performance. Key model fit indices
indicated good fit: y¥/df = 1,099, GFIl = 0,962, RM-
SEA = 0,022, CFl = 0,996, and TLI = 0,995. The
model diagram, standardized coefficients, and
mediation effect results are provided in Table 4.

Table 4

Mediation effect of learning engagement

Behavioral
performanc

Path Effect 95% Confidence interval
size Lower Upper p
SSR — Learning engagement 2,012 1,265 3,096 <0,001
SSR — Objective performance 0,010 —-0,021 0,021 0,641
SSR — Behavioral performance 0,827 -0,164 1,261 0,092
SSR — Learning engagement — Objective performance 0,021 0,007 0,053 <0,001
SSR — Learning engagement — Behavioral performance 1,664 1,047 2,770 <0,001
Academic Research Scholarship
performance achievement attainment
A
\0.2 089 oaz/'
Objective
performance
Intimacy 7005 042 N ozs
‘\
0.96 e #  Vigor ‘\ ) Gender
Supportiveness |w._ . 012
089_ /" Supervisor- ) NS
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student 0.67- 0.93# Dedication X
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] ] 0\ relationship FARN
Satisfaction [+ - 0.89 doA
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Conflict / 013 !
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Fig. 2. Relationships between supervisor-student relationship, learning engagement,
and academic achievement
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Discussion

Results and suggestions

This study investigated the impact of the su-
pervisor-student relationship (SSR) on graduate
students’ academic achievement and explored
the mediating role of learning engagement. The
results indicate that learning engagement fully
mediates the relationship between SSR and both
behavioral and objective academic performance.

Analysis of the relationships among SSR,
learning engagement, and academic achieve-
ment revealed positive pairwise correlations,
consistent with prior research. These findings
enhance the understanding of the interrelation-
ships among these variables, offering valuable
implications for educators. Specifically, educa-
tors can refine teaching practices, strengthen
supervisor-student relationships, and develop
targeted support strategies to improve graduate
students’ academic performance.

A key finding from the structural equation
model analysis is the full mediation of the rela-
tionship between SSR and both behavioral and
objective academic performance by learning
engagement. This study’s distinction between
behavioral and objective academic performance
within the framework of academic achievement
also represents a significant contribution, yield-
ing several novel insights.

First, a positive SSR promotes higher levels
of learning engagement, thereby enhancing stu-
dents’ academic performance across two key di-
mensions: objective performance (e.g., academic
grades, research achievements, and scholarship
attainment) and behavioral performance (includ-
ing learning behaviors, social interactions, and in-
terpersonal engagement). This indicates that the
SSR primarily influences academic achievement
through its impact on learning engagement.

Second, the SSR exerts a greater influence
on students’ behavioral performance than on their
objective performance. This may be attributed to
the critical role of supervisor feedback in guiding
students’ self-management — particularly in ad-
justing their learning strategies and interpersonal
behaviors — as noted by Hattie and Timperley
(2007). When the SSR is strained, this feedback

mechanism breaks down. Given that the supervi-
sor relationship is often the most pivotal interper-
sonal bond during graduate studies, its deteriora-
tion can significantly hinder students’ social and
interpersonal adjustment. Furthermore, a strong
SSR facilitates students’ development of broader
social networks, encompassing connections with
peers, other faculty members, and the wider aca-
demic community.

Third, the SSR has a more pronounced ef-
fect on students’ research performance and
scholarship acquisition than on their formal
exam scores. This could be because while stu-
dents may not depend heavily on supervisors
for course-specific exams, supervisors play a
central role in guiding research activities (e.g.,
paper publication or patent filing), which directly
influence scholarship opportunities.

The findings from the SEM analysis on
graduate students’ academic achievement of-
fer several practical implications. First, from the
supervisors’ perspective, fostering a positive
SSR is critical, as it can significantly boost stu-
dents’ academic motivation, interest, and overall
engagement. According to Sidhu (2013), an ex-
emplary supervisor should adopt a student-cen-
tered approach, offering confidence and respect
while encouraging independent thinking and
creativity. Effective communication and inter-
personal skills lie at the core of this relationship.
Emotional intelligence may also be a key factor
in nurturing healthy SSRs (Gunasekera et al.,
2021). Supervisor feedback is similarly highly
significant: studies indicate that the effective-
ness of supervisors’ feedback to graduate stu-
dents is shaped by differences in content, pro-
cess, and expectations, with the most impactful
strategies jointly enhancing the capabilities of
both parties (Chugh et al., 2021). Most students
also expect equitable sharing of responsibilities
between supervisors and students in the design
and execution of research projects (Althubaiti,
Althubaiti, 2022). Additionally, interpersonal
emotion regulation (IER) is pivotal in shaping
supervisor-student interactions, and such inter-
actions can be enhanced through effective IER
practices (Han, Jin, 2025).
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Second, students themselves play a pivotal
role. Proactive engagement with supervisors
is key to academic success. When fostering
a positive SSR proves challenging, students
should compensate by increasing their learn-
ing engagement to mitigate potential negative
impacts on academic performance. Immersing
themselves in their studies and actively partici-
pating in learning activities can help offset the
challenges of a strained relationship.

From an institutional standpoint, students’
sense of security, belonging, and recognition
within the educational environment directly in-
fluences their learning engagement and aca-
demic outcomes. Institutions must prioritize
fostering strong SSRs by emphasizing their
importance and implementing proactive mea-
sures to enhance alignment and communica-
tion between students and supervisors. As
Kuh and Hu (2001) note, increased student-
supervisor interactions correlate with greater
engagement in academic activities, leading
to more focused efforts in knowledge acquisi-
tion. Additionally, Sanford’s (1967) research
highlights the importance of balancing sup-
port and challenge in student development:
excessive challenges with insufficient support
may induce excessive stress and frustration,
while over-support with minimal challenges
can breed complacency, reducing students’
behavioral performance. Optimal student
success thus requires institutions to strike a
balance, providing appropriate support while
maintaining rigorous academic expectations.

Finally, research underscores the critical
role of family support in shaping students’ at-
titudes toward learning. A supportive family
environment encourages active participation
in academic activities, fosters a positive edu-
cational outlook, and sets a strong behavioral
example — factors strongly correlated with
improved academic outcomes and behavioral
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Abstract

Context and relevance. The problem addressed in this study lies in the contra-
diction between the objective need of Chinese students studying at Russian uni-
versities for psychological support during academic and sociocultural adaptation,
and the presence of cultural, linguistic, and organizational barriers that hinder their
access to professional help. Despite the growing recognition of the importance of
psychological support for international students, the specific features of Chinese
students’ attitudes toward psychological help and the relationship between these
attitudes and problematic experiences in the context of Russian universities re-
main insufficiently specified. This impedes the development of targeted support
interventions that account for stigmatization, fear of “losing face”, language diffi-
culties, and the specifics of adaptation to the Russian educational environment.
Objective. To comprehensively describe Chinese students’ attitudes toward
psychological help and examine the associations between IASMHS components
(Psychological Openness, Help-Seeking Propensity, Indifference to Stigma), be-
havioral indicators of help-seeking, and problematic experiences arising during
study at Russian universities. Hypotheses. (1) Chinese students exhibit culturally
driven stigma and fear of “losing face” that reduce help-seeking. (2) The severity of
problematic experiences intensifies negative attitudes and anxiety. (3) Adequate
awareness of available psychological assistance fosters readiness to seek help.
(4) Prior positive counseling experience increases repeated help-seeking. Meth-
ods and materials. This study (N = 80; age 20-33 years, M = 25,00, SD = 2,59)
employed: (a) the IASMHS scale (Mackenzie) adapted by Vainshtein et al.; (b) an
original questionnaire (behavioral aspects, demographics); (c) the ‘Problematic
Experiences’ questionnaire (based on L.A. Regush et al.), adapted for cross-cul-
tural specifics. Results. (1) Most participants showed moderately positive general
attitudes to professional help (M = 85,95; SD = 12,52), yet stigma and fear of
“losing face” persist among a significant portion of respondents. (2) The most pro-
nounced problematic experiences were safety (M = 3,12; SD = 1,01), academic
and administrative adaptation (M = 2,91; SD = 0,93), and worries about the future
(M =2,96; SD = 0,93; career and diploma recognition). (3) Spearman correlations
showed that higher levels of problematic experiences were moderately negatively
associated with Indifference to Stigma (IS) (r = —-0,25...-0,33; p < 0,05) and with
the total IASMHS score (r = -0,23...-0,24; p < 0,05); no associations with Psych-
ological Openness or Help-Seeking Propensity were found (p > 0,05). (4) Aware-
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ness of available services (¢ = 0,868; p < 0,01) strongly correlates with actual
help-seeking, but no statistically significant link (p = 0,144) was found between
positive counseling experience and future intentions to seek help again. Con-
clusion. Stigmatization and linguistic barriers remain key obstacles. Integrating
Russian-Chinese information resources, ensuring confidentiality, and expanding
individual face-to-face consultations may increase help-seeking rates. Recom-
mendations include bilingual information provision, culturally sensitive support
formats, mentoring support, and joint adaptation programs that take into account
Confucian values and family expectations.

Keywords: Chinese students, help-seeking for mental health, stigma, loss of
face, IASMHS, problematic experiences, acculturative stress, language barrier,
bilingual counseling, university counseling services
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OTHOLLUEHNEe KUTaUCKUX CTYAEHTOB

POCCUUCKUX BY30B K NCUXOJIOrMYE€CKOMN NOMOLLU

M UX Npo6nemHble NepeXXuBaHus

A. YaHb <

Poccuiickuin rocygapcTBeHHbIN negarorndeckuii yumsepenteT um. A.U. lepueHa,
CaHkT-leTepbypr, Poccuiickas Pegepauns

< 2477826038 @qg.com

Pestome

KoHTekcT u aKkTyanbHOCTb. [1pobrnema npencTaBneHHoro 3gecb uccnenosa-
HUA 3aKNYaeTcs B NMPOTUBOPEYNM MEXOY OOLEKTUBHOW MOTPEOHOCTLIO KU-
TaWCKNX CTYAEHTOB, OOYHaIOLLMXCA B POCCUMCKUX By3ax, B MCUXONOrMYecKomn
nopaepXke B Nepuof akageMmn4eckon 1 COLMOKYMBTYPHOM ajanTtaumm n Hanu-
YMeM KynbTYpHbIX, 3bIKOBbIX M OpraHn3aLMoHHbIX 6apbepoB, 3aTPyOHSIOLLMX
obpalLeHre 3a NPotheCcCMOoHaNbHOM MOMOLLbIO. HECMOTPSA Ha pOCT 3HAYMMOCTUN
MCUXONOrMYECKOr0 COMPOBOXAEHUSA MHOCTPAHHBLIX CTYAEHTOB, OCOGEHHOCTU
OTHOLLIEHWSI KMTaNCKNX CTYAEHTOB K MCUXOSIOMMYECKOM MOMOLLM U CBSA3b 3TO-
ro OTHOLUEHVS C MPOGSIEMHBLIMU MEPEXMBAHMUAMN B YCIIOBUSX POCCUNCKOrO
BY3a OCTalOTC HEQOCTATOYHO KOHKPETU3MPOBAHHLIMU. DTO 3aTPyAHsET pas-
paboTKy agpecHbIX hopM MOAAEPXKKM, YYMTbIBAIOLLMX CTUrMATU3aLUmio, cTpax
«MoTepy nuLa», A3bIKOBbIE TPYAHOCTY U CNeuMdurKy agantaumm K pOCCUIACKON
obpasoBaTensHou cpefe. Llenb. BbisBUTb OCO6EHHOCTVM OTHOLLEHUS KuTan-
CKUX CTYLEHTOB, OOy4aloLLMXCS B POCCUMCKUX By3ax, K MCUXONOrMYECKOM Mo-
MOLLIM 1 YCTAHOBUTb XapaKTep B3auMOCBA3eN Mexay koMnoHeHTamu IASMHS
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(Psychological Openness, Help-Seeking Propensity, Indifference to Stigma),
NOBELEHYECKMUN MHAMKATOPaMKN o6paLLlieHust 3a MOMOLLIbIO M NMPOGEMHbIMU
nepexvBaHnAMM1, BOSHUKAOLLMMKY B NMpoLecce 00yHeHUs B POCCUIACKUX BY3aX.
M'vwnote3sbl. (1) Y KNTaNcKnx CTyOEeHTOB Npeo6nafaroT KybTypHO O6YCIIOBMEH-
Hble CTUrMaTM3VPYIOLLME YCTAHOBKM W CTpax «MoTEpW nuua», CHUKaloLme
rOTOBHOCTb 06paLLaTbcs 3a MOMOLLBIO. (2) BbipaXKeHHOCTb Npo6neMHbIX nepe-
XWBaHWUI yCUNMBAET HEraTvBHbIE YCTAHOBKM 1 TpeBory. (3) Bbicokas nHdop-
MUPOBaHHOCTb O BO3MOXHOCTAX MCUXONOrMHYECKON MOMOLLM Crnoco6CTBYET
60rbLUen rOTOBHOCTM obpaLarbes K cneumanuctam. (4) MonoxuTenbHbIi onbIT
obpalLieHus noBbILLAaeT NMoBTOPHYO obpaluaemocTs. MeToabl 1 maTepuansbl.
B nccneposanum (N = 80; Bo3pact — 20-33 roga, M = 25,00; SD = 2,59) uc-
Nnosib30BaIMCh: @) OMPOCHUK OTHOLLEHWS K oBpaLleHunto 3a ycrnyramu B cchepe
ncvxuyeckoro 3gopoebs IASMHS (apanTtauvs BaviHwTtenHa n gp.); 6) aBTop-
ckas aHkeTa (MoBedeHYeCKMe acnekTbl, coumanbHO-geMorpadguyeckne naH-
Hble); B) aHkeTa «[TpobnemMHble nepexvieaHus» (Ha ocHoBe metoaukm J1.A. Pe-
ryw v gp.), BOMOSHEHHAs C y4EeTOM KPOCC-KynbTypHOW cneundmkn. Pesynbra-
Tbl. (1) BONBLUMHCTBO PECNOHAEHTOB AEMOHCTPUPYIOT YMEPEHHO-NO3UTUBHOE
obLee OTHOLLEHME K ncuxonornyeckor nomowm (M = 85,95; SD = 12,52), Ho
BbICOKMI CTpax CTUIMbl U «MOTEPU NUL@» COXPaHSETCS Y 3HA4YUMOW HacTw.
(2) Hamnbonee BblpaxeHHble NPOGNEMHbIE NMEPEXMBAHUS NPUXOOATCH Ha 6e3-
onacHocTb (M = 3,12; SD = 1,01), akageMn4ecKyto 1 aaMUHUCTPaTMBHYIO afan-
Taumo (M =2,91; SD = 0,93) n 6ecnokoicteo o 6yayLiem (M = 2,96; SD = 0,93;
Kapbepa, npuaHaHue gunnoma). (3) KoppensumoHHbIi aHanvM3 nokasar, YTo
60ree BbICOKUIN YPOBEHBL NMPOBNEMHBIX NEPEXMBAHNIA YMEPEHHO OTPULLATENBHO
cBa3aH ¢ 6e3pasnu4yunem k cturme (IS) (r = -0,25...-0,33; p < 0,05) n cHxaet
utorosbin 6ann IASMHS (r = -0,23...—0,24; p < 0,05); cBsA3n ¢ «[lcuxonoru-
YeCKOW OTKPbITOCTbIO» U «CKMNOHHOCTLIO K MOUCKY MOMOLLM» HE BbISIBEHbI
(p > 0,05). (4) OcBepOMEHHOCTb O BO3MOXHOCTSX KOHCynbTaumi (¢ = 0,868;
p < 0,01) 3Ha4YMMO MOBbILLIAET (haKTUHECKME OOPALLEHUSI, HO CBA3b MONOXW-
TENbHOro OrMbITa U FOTOBHOCTW 06PaLLAaTLCA MOBTOPHO OKasasach CTaTucTuYe-
CKW HeaHauumow (p = 0,144). BeiBoabl. CTUrmaTm3aums v si3bIkoBble 6apbepbl
OCTaloTCSA KN4YeBbIMU Nperpagamu. VIHTerpaums pyccko-kMTanckmx nHopma-
LIMOHHBIX PECYpCOB, rapaHTUM aHOHMMHOCTW 1 pacLUMperne NHAMBUAYanbHbIX
OYHbIX KOHCYNbTaLuuMi NoBbILLIAT obpallaeMocTb. PekoMeHgaumm Bko4aoT
[BYA3bIYHOE VH(OPMUPOBaHWE, KYIbTYPHO-CEHCUTUBHbIE hopmaThbl MOMOLLN,
KypaToOpCKyt0 NMOAAEPXKKY Y COBMECTHbIE MPOrpamMbl afantaumm, yHuTbiBato-
LLMe KOHYLIMAHCKME LLEHHOCTN U CeMeViHble OXMAAHS.

KnoyeBble crnoBa: KATackve CTyAeHTbl, obpalleHne 3a Ncuxonorn4eckom
nomoLupto, cturma, notepsa nuua, IASMHS, npobnemHble nepexvBanus, ak-
KYNbTYPaLMOHHBIA CTPECC, A3bIKOBOW 6apbep, ABYA3bIHHOE KOHCYNbTMPOBA-
HWE, YHVBEPCUTETCKMNE NCUXONOrMYeckmne Cnyxobl

BnarogapHocTU. ABTOp BblpaXaeT MpU3HaTeSlbHOCTb BCEM KUTAWCKUM CTyAeHTaM, MPUHSABLLMM
yyacTvie B OMpocax M UHTEPBbIO B paMkax [aHHOro uccnepoBaHus. Ocobas 61arogapHocTb Ha-
Y4YHOMY PYKOBOAMTESIO 3a LIeHHbIE KOHCYNbTaLMM Npy BbIGOpe METOAMK.

HdononHuTenbHble gaHHble. [JoCTynHble HA60PbI AaHHbIX (06€3NMYEHHbIE ONPOCHbIE NIUCTbI U CBOA-
Hble pe3ynbTaTbl) MOXHO 3anpocuTtb y aBtopa (YaHb FAHbXyai) no appecy: 2477826038 @ qg.com

Ansa yutupoBaHusa: YsHb, H. (2026). OTHOLLEHME KUTACKMX CTYAEHTOB POCCUNCKMX BY30B K MCU-
XONOMMYECKOW NMOMOLLM 1 UX NPOBNEMHbIe NepexunBanus. [lcuxonornyeckas Hayka n obpasoBaHue,
31(4), 114-126. https://doi.org/10.17759/pse.2026310408
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Introduction

Over the past few decades, Russia
has become a popular destination for Chi-
nese students seeking higher education.
However, living and studying in a different
cultural environment presents a number
of challenges: the language barrier, differ-
ences in educational traditions and norms of
academic interaction, and variations in daily
life and climate. All of this often leads to in-
creased stress and a range of emotional dif-
ficulties, including anxiety, depression, and
loneliness. The urgent need for psychologi-
cal support is evident, but seeking help from
professionals is often difficult. Researchers
(Shi et al., 2020; Chen et al., 2013) empha-
size that in Chinese culture, there remains
a stigma surrounding mental health issues,
and seeking help from a psychologist may
be viewed as a “loss of face” — that is, an
admission of one’s own “weakness”.

The research interest in this issue lies
in determining the extent to which Chinese
students are inclined to use the services of
psychologists at Russian universities and
how their distress manifests itself. Accord-
ing to some data (Smith, Khawaja, 2011),
international students from China are more
likely to experience acculturation stress
and less likely to seek out counselors, pre-
ferring instead to turn to fellow countrymen
for advice. As a result, hidden emotional
conflicts accumulate, and the likelihood of
a decline in academic performance and
overall well-being increases.

The purpose of this study is to 1) provide
a comprehensive description of Chinese stu-
dents’ attitudes toward psychological coun-
seling at Russian universities, 2) identify
the nature of their distressing experiences,
and 3) determine the extent to which levels
of stress (related to adaptation, academics,
and culture) influence their intention or re-
luctance to seek help. The study is based
on a multi-component concept of attitudes

toward psychotherapy (IASMHS) and takes
into account cultural characteristics in the
spirit of the Confucian tradition, including the
concept of “saving face”.

In the first part of the study, following the
statement of the problem, a brief overview
of key studies and approaches to attitudes
toward psychological help from a cross-
cultural perspective is presented, and the
theoretical foundations of the concept of
“problematic experiences” are analyzed.
Next, the methodology and the process of
collecting empirical data involving 80 Chi-
nese students are described. Finally, the
“Results and Discussion” section presents
a correlation analysis between the compo-
nents of attitudes toward counseling and
the severity of stress-related experiences,
as well as practical conclusions for improv-
ing university counseling services.

In recent years, Russian research on the
sociocultural adaptation of international stu-
dents has shifted its focus from describing
barriers to comparative reviews and support
practices. In particular, systemic differences
in adaptation challenges and in the avail-
ability of support services at universities are
noted; the need for institutional measures
(navigating services, the work of academic
advisors, digital communication channels)
and regular monitoring of the well-being of
international students is emphasized (Dy-
achenko, 2024). Practical support mea-
sures also include the use of social media
as a tool for sociocultural integration, which
can reduce stress and expand the scope
of social interaction (Ovchinnikova, 2023).
Along with this, the study describes typical
adaptation challenges at Russian univer-
sities and a lack of information about the
services available to international students
(Ouheish Taha, 2022).

Recent reviews emphasize that emo-
tional factors — such as loneliness, anxi-
ety, and others — are key mediators of
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academic and social adjustment (Undusk,
2021). A comparative analysis of domes-
tic and international studies highlights a
growing body of research on the phenom-
enon of loneliness among students and its
connection to indicators of well-being and
academic motivation, making the topic of
psychological support significant from both
methodological and practical perspectives
(Nabieva, 2023). These findings align with
the Russian context, where the emotional
and social difficulties of international stu-
dents are recognized on par with their aca-
demic challenges (Tikhonova, 2023).

Beyond ethnocultural specifics, modern
university services are guided by the prin-
ciples of accessibility and short-term coun-
seling. This is reflected in the implementa-
tion of tiered support models and flexible
service formats, which are designed to ex-
pand reach, reduce wait times, and main-
tain service quality amid growing demand.
The publications demonstrate the feasibil-
ity and effectiveness of such approaches
in a university setting and describe the
organizational elements of implementation:
initial screening, triage based on intensity
levels, and variability in session duration
(Marques, 2024).

Among the student population, regard-
less of ethnocultural differences, similar
reasons for seeking help and barriers are
consistently observed: the primary reasons
for seeking help are anxiety, depressive
symptoms, and academic stress, while the
main barriers remain stigma, low aware-
ness of available services, time constraints,
and doubts about the accessibility and ac-
ceptability of the service. Moreover, it is
precisely the perception of accessibility
and quality that is statistically linked to ac-
tual service use. These findings are consis-
tently supported by systematic reviews and
large-scale surveys of the student popula-
tion in recent years (Cerolini, 2023; Alva-
rez-Hernandez, 2024; Eisenberg, 2024).
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These findings are corroborated by the
national Healthy Minds Study 2023-2024:
in a sample of N = 104729 students from
196 colleges and universities, high preva-
lence rates of depression and anxiety were
recorded (PHQ-9 > 10 in 38%, GAD-7 > 10
in 34%), moderate actual utilization of ser-
vices over the course of the year (counsel-
ing: 36%; among students who screened
positive for depression/anxiety, 61% sought
some form of help), as well as a significant
role of stigma as a barrier to seeking help:
41% agree with the statement regarding
“public” stigma, while 7% report experienc-
ing personal stigma. At the same time, or-
ganizational and motivational barriers are
evident: 24% report a lack of time, 22% cite
financial reasons, and 14% do not know
where to turn, even though a total of 76% re-
port being aware of channels for accessing
resources, and 19% prefer to cope on their
own. This macro-level profile directly aligns
with our data on the effects of awareness
and stigmatization on help-seeking behavior
and supports the emphasis on bilingual in-
formation provision and stigma reduction in
university services (Eisenberg, 2024).

With regard to Chinese students study-
ing abroad, recent publications highlight cul-
turally-driven barriers to seeking help: fear
of “losing face”, self-stigmatization, and a
preference for informal sources of support. It
has been shown that such attitudes reduce
the intention to seek help from profession-
als, especially in the face of language dif-
ficulties and distrust of local services (Qin et
al., 2023; Li et al., 2022). At the same time,
the data indicate that increased awareness
and the opportunity to receive counseling
in one’s native language have a positive
impact on attitudes and actual help-seeking
behavior (Tan et al., 2021).

Recent studies (2021-2025) have
identified the following key areas: (1) the
importance of institutional accessibility
and awareness of support services at the
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university; (2) the central role of emotional
states (including loneliness) in adaptation;
(8) cultural barriers to seeking help among
Chinese students and the potential of bi-
lingual formats. This study builds on these
findings by comparing attitudes toward
psychological support and distress among
Chinese students at Russian universities,
taking into account awareness of services
and the language factor.

This study tested the following hypothe-
ses: (1) Chinese students are predominantly
influenced by culturally conditioned stigma-
tizing attitudes and a fear of “losing face”,
which reduce their willingness to seek help;
(2) the severity of distressing experiences
intensifies negative attitudes and anxiety;
(3) high awareness of psychological support
options contributes to a greater willingness
to seek professional help; (4) a positive ex-
perience with seeking help increases the
likelihood of seeking help again.

Thus, a review of the literature shows
that Chinese students’ attitudes toward
psychological support are shaped not only
by individual attitudes but also by cultural
norms, stigmatization, language barriers,
and the challenges of adapting to the host
educational environment. This determined
the choice of methodological tools that al-
low for the simultaneous assessment of
the components of attitudes toward psy-
chological support, behavioral indicators of
seeking help, and the severity of distress-
ing experiences.

Materials and methods

The study was conducted as a cross-
sectional survey, involving the adminis-
tration of questionnaires and an analysis
of the relationships between two sets of
indicators: attitudes toward psychological
help — measured using the IASMHS ques-
tionnaire scales (Mackenzie et al., 2004;
adapted by Weinstein et al., 2015) — and
an additional questionnaire developed by

the authors. The level of distress was as-
sessed using a typology-based question-
naire (Regush et al., 2023). A total of 80
students from the People’s Republic of
China (39 men and 41 women) aged 20 to
33 (mean age M = 25,0 years; SD = 2,59),
who were enrolled in bachelor’s, master’s,
and doctoral programs at various universi-
ties in St. Petersburg and Moscow.

The fields of study (based on self-reports
in an open-ended question) were diverse;
the broad distribution was as follows: art/
music — 19 participants (23,8%), econom-
ics/social  sciences/communications —
17 (21,2%), education/linguistics — 12
(15,0%), psychology — 11 (13,8%), tech-
nical/engineering — 6 (7,5%), IT/technol-
ogy — 1 (1,3%), humanities (philosophy) —
1 (1,3%); the responses of 13 participants
(16,3%) were too general to be reliably clas-
sified into the specified categories.

The length of stay in Russia ranged from
less than half a year to more than two years
(72,5% had lived in the country for more
than two years). Breakdown by category:
less than 6 months — 2 people (2,5%),
6—12 months — 7 (8,8%), 1-2 years — 13
(16,3%), more than 2 years — 58 (72,5%).
This variable was recorded as an ordinal
variable with 4 categories; consequently,
the mean and standard deviation for length
of stay were not calculated.

The first instrument was the Inventory
of Attitudes toward Mental Health Services
(IASMHS). An adapted version (Weinstein
et al., 2015), translated into Chinese using
the back-translation method, was used.
The questionnaire was administered to par-
ticipants in Chinese. It includes three main
scales:

— Psychological Openness,

— Help-Seeking Propensity,

— Indifference to Stigma.

The total score reflects the overall at-
titude toward seeking psychological help.
Responses are rated on a 5-point scale.
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An original questionnaire was developed
by the study’s author to elicit details about
actual experiences of seeking help (number
of times, reasons, formats), willingness to
seek help (1-5), and barriers (language, fi-
nancial, fear of “losing face”). The question-
naire consisted of 15 questions. The ques-
tionnaire was administered in Chinese; the
text was translated and back-translated by
independent translators, with any discrep-
ancies subsequently reconciled.

The “Challenging Experiences” meth-
odology was used in a modified form: it was
supplemented with sections devoted to
social and cultural adaptation; communica-
tion and relationship issues; academic and
administrative adaptation; health issues
and adaptation to the climate; safety is-
sues; issues related to the use of the Inter-
net and technology; and anxiety about the
future. The thematic blocks from the origi-
nal version were retained as a foundation
and supplemented with cross-culturally rel-
evant questions identified following the pilot
study. No comparable data were found in
publications applying L.A. Regush’s meth-
odology to student samples; the available
reports describe an adolescent sample, so
a direct comparison with our modules is not
yet possible (Regush et al., 2023).

Each item is rated on a 5-point scale
(1 — “strongly disagree”, 5 — “strongly
agree”).

The questionnaire was administered
in Chinese; a back-translation procedure
(Russian—Chinese—Russian) was used,
followed by linguistic review by bilingual
experts.

Preliminary data analysis (descrip-
tive statistics, distribution checks) was
performed using SPSS Statistics 26. The
choice of nonparametric tests was due to
the ordinal nature of the scales and the de-
viation of distributions from normality in a
number of variables. Spearman’s correla-
tion was used for ordinal variables (the ex-
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perience scales and IASMHS components),
and the ¢ coefficient was used for binary
variables. Comparisons between groups
using ordinal criteria were performed using
nonparametric methods. The effect of the
binary factor “presence of a positive previ-
ous experience with seeking help” on the
ordinal assessment of readiness to seek
help again was tested using the Mann-—
Whitney U test (due to non-normal distribu-
tions and the ordinal nature of the scale).

Al participants provided written in-
formed consent in accordance with the uni-
versity’s approved procedures. The study
adhered to the principles of anonymity and
voluntary participation. Data were collected
exclusively for research purposes without
any medical interventions. All instruments
were adapted to account for cultural and
linguistic characteristics.

Given the study’s objective, further
analysis focused on identifying the most
pronounced problematic experiences, as-
sessing the components of attitudes to-
ward psychological assistance, and exam-
ining the relationships among these groups
of indicators.

Results

Based on the final “Index of Problem-
atic Experiences” (the arithmetic mean of
the seven thematic blocks), it was found
that, among the blocks examined, students
rated the following aspects most highly.

1) Safety concerns (M = 3,12;
SD =1,01), with fears of theft and fraud be-
ing the highest (M = 3,20, SD = 1,37).

2) Academic and administrative ad-
justment (M = 2,91; SD = 0,93). The most
common difficulties were understanding
lectures (M = 3,24; SD = 1,32) and interact-
ing with administrative offices (M = 2,81;
SD = 1,28).

3) Anxiety about the future (M = 2,96;
SD = 0,93): concerns about one’s career
(M = 3,54; SD = 1,29) and doubts about
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the recognition of one’s degree (M = 2,88;
SD = 1,35) predominate.

On the IASMHS questionnaire, the av-
erage total score (sum of the three scales)
was 85,95 (SD = 12,52) on a scale ranging
from 24 to 120. This corresponds to a mod-
erately positive attitude toward seeking
psychological help on the IASMHS scale.

Specifically:

— Psychological Openness (PO):
M = 25,71, SD = 5,74;

— Help-Seeking Propensity (HSP):
M = 31,48, SD = 4,82;

— Indifference to Stigma (IS):

M = 28,76, SD = 6,38.

According to the authors’ behavioral
preferences questionnaire, some respon-
dents indicated that they primarily seek to
resolve difficulties on their own (qualitative
responses). Additionally, on the scale mea-
suring the importance of a specialist’s profi-
ciency in Chinese, the score was high: M =
4,13; SD = 0,99 (on a scale of 1 to 5), re-
flecting the perception that the counselor’s
language proficiency is an important fac-
tor in seeking psychological help. Willing-
ness to seek help in the future: M = 3,72;
SD = 0,93; distribution: 2 — 10,0%, 3 —
28,7%, 4 — 40,0%, 5 — 21,2%.

Correlation analysis showed that higher
scores in the “Health and Climate”, “Inter-
net and Technology”, “Anxiety about the
Future”, and “Safety” clusters are associ-
ated with less indifference to stigma. The

IASMHS total score is lower when “Internet
and Technology”, “Health and Climate”,
and “Future” are more pronounced, where-
as no associations were found with “Psy-
chological Openness” and “Help-Seeking
Propensity” (p > 0,05).

Let's examine the results regarding the
behavioral aspect: experience with and
willingness to seek help when facing diffi-
cult emotions.

In total, 37,5% (30 people) had sought
help from psychologists or psychotherapists
at least once, with 61,3% of them having
done so only once. The main reasons were
academic stress (34%), personal problems
(26%), and emotional distress (23%). About
80% considered it extremely or very impor-
tant for a specialist to speak Chinese. “Most
likely” to seek help — 40%; “Very likely” —
21,3%. Nearly 40% feel uncertain. Face-to-
face individual counseling is the most pre-
ferred option (M = 4,66; SD = 0,78). Group
sessions received low ratings (M = 2,44;
SD = 1,52), as did peer support groups
(M = 2,74; SD = 1,50). Online formats re-
ceived average ratings, though text-based
chats elicited polarized opinions — chat
(M = 2,75; SD = 1,53). Factors motivating
people to seek help: a guarantee of con-
fidentiality (53,8%), the option to receive
counseling in Chinese (43,8%), and positive
past experiences (40,0%).

Main barriers: fear of judgment
(82,5%), language barrier (30%), and

Table

Spearman’s rank correlation (r) between “Problematic experiences” blocks
and IASMHS indicators (IS and total score) (N = 80)

Problematic experiences block

«Indifference to

Stigma (IS), 1; p Total IASMHS, r; p

Health & climate problems

r=-0,329; p = 0,003 r=-0,233; p = 0,037

Internet & tech difficulties

r=-0,327; p = 0,003 r=-0,244; p = 0,029

Worries about the future

r=-0,281; p=0,010 r=-0,226; p = 0,044

Safety problems

r=-0,251; p = 0,024 r=-0,036; p = 0,751

Problem experiences index (overall)

r=-0,323; p = 0,003 r=-0,207; p = 0,065
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doubts about the professionals’ compe-
tence (22,5%).

An analysis of the effect of “positive
treatment experiences” on willingness to
return (using the Mann-Whitney U test)
revealed a trend (p = 0,144), while a sta-
tistically significant difference was found
only in the level of comfort with consulta-
tions (p = 0,006), indicating that: people
with positive experiences are less anxious
about judgment and perceive the assis-
tance as more “culturally acceptable”.

The empirical data obtained require
interpretation within a cross-cultural con-
text, as the identified associations reflect
not only individual differences but also the
influence of linguistic, social, and cultural
barriers to seeking psychological help.

Discussion

The results partially confirmed hypoth-
eses (1)—(3): moderately negative associa-
tions were found between the severity of
distressing experiences and indifference to
stigma/overall attitude toward seeking help,
and a significant association was demon-
strated between awareness of counseling
options and actual help-seeking (¢ = 0,868;
p < 0,01); hypothesis (4) regarding the in-
fluence of positive experiences on repeat
help-seeking did not receive statistically
significant support (p = 0,144).

Our findings highlighting administrative
barriers, language difficulties, and a lack
of information are consistent with Russian
reviews on the sociocultural adaptation of
international students: navigating university
services, the work of academic advisors,
and transparent communication from univer-
sities remain key factors in reducing stress
and increasing help-seeking (Dyachenko,
2024). Similar conclusions are presented in
practice-oriented studies on typical difficul-
ties at Russian universities and the role of
information provision: a lack of knowledge
about available services acts as an indepen-
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dent barrier, even when there is a need for
support (Ouheish Taha, 2022).

The findings confirm that Chinese stu-
dents studying at Russian universities do
indeed face the challenge of dual adapta-
tion — both academic and cultural (Berry,
2007; Xu et al., 2017). At the same time,
there remains a cultural stigma associated
with seeking help from a psychologist (Shi
et al., 2020), although the level of “Help-
Seeking Propensity” is relatively high —
31,48 out of 40. This may indicate that
some students are not opposed to the idea
of psychotherapy in principle but fear “los-
ing face” in the eyes of society, friends, or
relatives (Esipov, 2022). In line with Eisen’s
Theory of Planned Behavior (1991), low
“Indifference to Stigma” can act as a barrier
even when there is a positive assessment of
utility. The identified correlation (r = —-0,29;
p = 0,003) between the composite measure
of distress and “Indifference to Stigma” (IS)
is consistent with the finding that, in stress-
ful situations, people are more vulnerable
to the opinions of others and less willing to
risk their reputation (Corrigan et al., 2015).

The data on the “Indifference to Stigma”
(IS) component and the importance of con-
fidentiality align with the findings of Russian
studies on students’ attitudes toward psy-
chological support: expectations of judg-
ment from others and trust in the format or
channel of interaction with a specialist play
a significant role (Esipov, Nesterova, 2022).
This is also consistent with a model in which
negative social norms and fears of “losing
face” deter even those who generally view
the benefits of counseling support positively.

The observed need for counseling in
Chinese underscores the importance of es-
tablishing bilingual psychological support
services (Chen et al., 2013). Furthermore,
the issue of low awareness of university
services (¢ = 0,868; p < 0,01) confirms
that the mere availability of information can
serve as a strong motivator for seeking
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help (Semenova, 2021). In terms of service
formats, our findings regarding the prefer-
ence for in-person individual counseling
and the importance of the counselor’s na-
tive language are complemented by Rus-
sian observations on the effectiveness of
digital channels, provided that anonymity
and user-friendly navigation are ensured:
some students prefer online services and
counseling in secure environments (Se-
menova, 2021). At the same time, studies
emphasize that social media and online
communities can facilitate sociocultural in-
tegration and reduce the subjective stress
of international students when properly
moderated and linked to university services
(Ovchinnikova, 2023).

It is necessary to improve the quality
of the initial consultation, as a superficial,
one-time meeting does not always build suf-
ficient trust in the system (Fung et al., 2007).

Conclusions

The study’s objective was achieved:
the study identified the characteristics of
Chinese students’ attitudes toward psycho-
logical support while studying at Russian
universities and established connections
between specific components of these at-
titudes, behavioral indicators of seeking
help, and distressing experiences. The
results showed that respondents’ overall
attitude toward psychological support is
moderately positive; however, it is ac-
companied by a pronounced sensitivity to
stigma, fear of “losing face”, language dif-
ficulties, and a lack of awareness regarding
available forms of support.

The first hypothesis was partially con-
firmed: culturally-based barriers and fear
of stigmatization were indeed identified,
but they do not lead to an entirely nega-
tive attitude toward psychological help.
The second hypothesis was also partially
confirmed: more severe distress is associ-
ated with less indifference to stigma and

a lower IASMHS total score; however, no
significant associations were found with
psychological openness or the propensity
to seek help. The third hypothesis was con-
firmed with regard to actual help-seeking
behavior: awareness of counseling options
is significantly associated with seeking
psychological help. The fourth hypothesis
was not statistically significantly confirmed
regarding willingness to seek help again,
although a positive experience was asso-
ciated with a greater sense of comfort re-
garding counseling.

The recommendations include develop-
ing bilingual one-on-one counseling, creat-
ing anonymous online services, organizing
information campaigns, and incorporating
culturally sensitive elements (a combina-
tion of European and Chinese self-regu-
lation practices). It is important to ensure
complete confidentiality and work to reduce
stigma.

Further research should focus on evalu-
ating the effectiveness of the proposed
measures, analyzing trends in the number
of requests for assistance, and monitor-
ing Chinese students’ satisfaction with the
counseling services. A preliminary analysis
of gender differences in the experience of
seeking psychological help did not reveal
a statistically significant effect: 33,3% of
men had such an experience, compared to
41,5% of women; »*(1) = 0,564; ¢ = 0,084;
p = 0,453. Given the small effect size and
sample size, it would be advisable to repeat
the analysis using a larger sample. It would
also be interesting to compare these find-
ings with those of other groups of interna-
tional students at Russian universities.

Limitations. The sample size (n = 80)
limits the possibility of detailed analysis of
individual subgroups (for example, accord-
ing to different levels of Russian language
proficiency). The study was conducted on
the basis of self-reports, which can lead to
subjective distortions.
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Abstract

Context and relevance. University students frequently encounter academic de-
mands, and their ability to cope with everyday academic challenges is known as
academic buoyancy. This study is grounded in Self-Determination Theory (SDT),
which posits that when students’ basic psychological needs are satisfied through
support from their social environment, such as peers, their academic outcomes
improve. Objective. This study examined whether basic psychological need sat-
isfaction mediates the relationship between peer social support and academic
buoyancy. Hypotheses. Peer social support and basic psychological need sat-
isfaction are positively correlated with academic buoyancy. Furthermore, basic
psychological need satisfaction mediates the relationship between peer social
support and academic buoyancy. Methods and materials. A quantitative cross-
sectional survey was conducted with 372 students from a private university in
Bandung (79% female). Data were collected using the Academic Buoyancy Scale
(ABS), the Basic Needs Satisfaction in General Scale (BNSG-S), and the Peer
Social Support Scale (PSSS). Mediation analysis was performed using Hayes
PROCESS Macro Model 4. Results. Most students reported low academic
buoyancy and low perceived peer support. Further mediation analysis revealed
that basic psychological need satisfaction significantly mediated the relationship
between peer social support and academic buoyancy. These findings indicate
that peer support enhances students’ feelings of autonomy, competence, and
relatedness, which in turn strengthen their academic buoyancy. Conversely, lack
of peer support may hinder this process, reducing students’ capacity to manage
academic stress. Conclusion. This study highlights the importance of foster-
ing supportive peer environments to enhance academic buoyancy in university
students. Future studies should explore contributions from additional social con-
texts, such as family and lecturers, to academic buoyancy.

Keywords: academic buoyancy, peer social support, basic psychological
needs, students, self-determination theory
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Pestome

KoHTekcT u akTyanbHOCTb. B npouecce o6yyeHusi B yHMBepcUTETax CTy-
OEHTbl MOCTOSIHHO CTaNkMBAKTCA C PasfnvyHbIMU akafemMunyeckumn Tpebo-
BaHWsSIMK; CMOCOOHOCTb MPEOMOoNEBATL MOBCEAHEBHbIE Y4YEOHblE TPYAHOCTU
0603Ha4YaeTCq TEPMMHOM «akaJemmyeckas yCTOM4MBOCTb». HacToslee wmc-
crnefoBaHne 6a3vpyeTcs Ha Teopun camodeTepMUHaLMK, COrnacHO KOTOpPOW
YOOBJIETBOPEHHOCTb 6a30BbIX MCUXONOrMYECKUX MOTPEGHOCTEN CTYOEHTOB,
obecneymBaemMas NoaAepXKKON CO CTOPOHbI COLIMANbHOrO OKPYXXeHus (B YacT-
HOCTW, CBEPCTHMKOB), MOMTOXUTENBHO BIIMSET Ha UX aKafleMuUyeckne pesynbsra-
Tbl. Llenb. B paHHon pa6ote npoBepsnock, onocpenyeT Ny yOooBNeETBOPEHWE
6a30BbIX MCUXONOrMYECKUX MOTPEOHOCTEN B3aMMOCBS3b MEXAy CoLManbHOn
NOAAEPXKON CBEPCTHUKOB U akafeMUYeckor yCcTonumBocTbo. Munoresa. Co-
LumanbHas nopaepXka CBEpPCTHUKOB U yOOBNETBOpeHne 6a30BbIX MCUXONOr-
YEeCKUX NMOTPEGHOCTEN MOSNIOXUTENBHO CBSA3aHbl C aKaAeEMUYECKOW YCTONHYNBO-
cTbto. Kpome Toro, yaoBneTBopeHre 6a30BbIX MCUXONOrMYECKUX MOTPEBHOCTEN
ornocpefyeT B3aUMOCBS3b MeXAy COLManbHON MOOAEPXKOW CBEPCTHUKOB U
akagemu4eckon yctonumsocTbio. Metoabl n matepuanbl. beino nposegeHo
KOJSIM4ECTBEHHOE KPOCC-CEKLIMOHHOE UCCreaoBaHune ¢ y4actmem 372 CTyOEeHTOB
YaCTHOrO YHMBEPCUTETA, PacnonioXeHHoro B r. baHgyHr (79% pecnoHOeHToB
XXEHCKoro nona). Ona coopa AaHHbIX NPUMEHSUCh LKana akagemMmyeckon
yctoumBocTv (ABS), wkana yooBneTBopeHHOCT 6a30BbiX NOTpebHOCTElN B
obLiem koHTekcTe (BNSG-S) 1 wkana coumansHoM NOAAEPXKN CO CTOPOHbI
cBepcTHUKOB (PSSS). O6paboTka AaHHbIX C Lenbio MPOBEPKM MeaMaLMOHHOM
MOoZenM ocyLLEeCTBRsANACh C Ucnonb3oBaHneM makpoca PROCESS (mopens 4)
ana SPSS, paspa6oTtaHHoro 9. Xei3oM. Pe3ynbTaThbl. BONbLUMHCTBO pecroH-
[OEHTOB NPOOEMOHCTPUPOBANN HU3KME MoKa3aTenu akageMnYeckor yCcTon4n-
BOCTW 1 BOCMPUHMMAEMOW NMOJAEPXKKM CO CTOPOHbI CBEPCTHMKOB. PesynbraThbl
MeaMaLMOHHOrO aHanmn3a nokasasnu, YTo yAOBeTBOPeEHNe 6a30BbIX MCUXOO-
rMYECKMX MOTPEeBHOCTEN BbICTYMaeT 3Ha4MMbIM MEAMATOPOM BO B3aMMOCBA3N
MeXy NoafepXKov CBEPCTHUKOB N akafileMNHYECKOW YCTONHYMBOCTBIO. OTW fiaH-
Hble YKa3bIBalOT Ha TO, YTO NOAAEPXKKa CBEPCTHUKOB CMOCOOCTBYET YOBIETBO-
PEHMIO NOTPEBHOCTEN CTYAEHTOB B @aBTOHOMUM, KOMINETEHTHOCTU 1 COLManbHOM
CBSI3aHHOCTU, YTO, B CBOI OYepefb, MOBbILLAET UX aKafeMUYECKy yCTONYK-
BOCTb. HanpoTtuB, gedvumut nognep>XKn co CTOPOHbI CBEPCTHUKOB MOXET 3a-
TPYAHATb A@HHbIN NpoLecc, ocnabnsis cnoco6HOCTL CTYAEHTOB NMPOTUBOCTOATh
akagemu4eckomy ctpeccy. BbiBogbl. [JaHHOe vccnepgoBaHve nopgyepkmBaeT
Ba)XXHOCTb CO3[aHMs NOAAEPKMBAIOLLEN cpeabl CBEPCTHUKOB AJ151 MOBbILLEHUS
aKafleMU4eCKON YCTONYMBOCTUN CTYAEHTOB YHUBEPCUTETOB. B GyayLumx nccne-
JOBaHUAX LienecoobpasHo M3yuuTb BKIAA[ OPYrux coumaribHbIX KOHTEKCTOB,
TaKux Kak Cembsi 1 NpernogasaTten, B akaaeMUYeckyto YyCTOMHYMBOCTb.
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Ana umtnpoBaHusa: PoxuHca, M., ®ailicanynamH, ®., YaxeoHo, M.KO.M. (2026). YooBneTBopeHve
6a30BbIX MCUXONOrMYEeCKUX NOTPEOHOCTEN: POofib COLManbHOM MOAAEPXKM CBEPCTHUKOB B akage-
MUYECKON yCTOMYMBOCTW. [lcuxonorndeckass Hayka mn obpasosaHue, 31(1), 127-137. https://doi.

org/10.17759/psyedu.2026310409

Introduction

Education serves as a fundamental pillar
for national development and societal progress.
Higher education, in particular, plays a crucial
role in enhancing students’ academic knowl-
edge and skills. Therefore, university students
are considered essential contributors to a na-
tion’s advancement (Wijaya, 2022).

Throughout their academic journey, stu-
dents are continuously confronted with vari-
ous academic demands. These demands, as
noted by Rohinsa (2024) constitute routine
stressors in students’ daily lives. Martin and
Marsh (2009) refer to these recurring academic
stressors as “everyday hassles”. Such hassles
are defined as the accumulation of small, rou-
tine academic stressors (Martin, Marsh, 2008b).
Examples include heavy workloads, challenging
coursework, instructor feedback, poor grades,
time-management difficulties, tight deadlines,
and general boredom during learning activities
(Rohinsa et al., 2019).

Although seemingly minor, these everyday
hassles require effective management. When
left unaddressed, they may diminish students’
motivation and engagement in academic ac-
tivities. As emphasized by Collie et al. (2017),
students need the capacity to cope with these
challenges, a quality referred to as academic
buoyancy. Academic buoyancy is defined as an
individual's ability to overcome everyday aca-
demic setbacks such as disappointing grades,
strict deadlines, exam pressure, and demanding
tasks (Martin, Marsh, 2008a).

Martin and Marsh (2008b) conceptualize
academic buoyancy as a unidimensional con-

struct that reflects a combination of coping strat-
egies and the ability to manage routine difficul-
ties. Students with high academic buoyancy are
able to effectively handle academic setbacks by
employing problem-focused coping strategies.
Rather than avoiding problems or respond-
ing emotionally, they actively seek concrete
solutions and clear steps to overcome daily
academic challenges. Problem-focused coping
is essential for achieving optimal learning out-
comes (Martin, Marsh, 2008b; Rohinsa, 2024).

Although academic buoyancy is vital for all
students, empirical findings suggest that many
students still struggle with it. A study by Bah-
rodin (2024) involving 200 students found that
24% had low academic buoyancy, 67% were
in the moderate range, and only 9% reported
high levels. These findings highlight the need
to identify factors that contribute to students’
academic buoyancy.

One crucial factor identified by Martin and
Marsh (2008a) is peer social support, which
plays a significant role in strengthening students’
academic buoyancy. Recent studies increasing-
ly emphasize the importance of peer support in
helping students deal with academic challenges
(Shkembi et al., 2024). Peer social support is
considered vital because it fosters a sense of
belonging and social stability within the educa-
tional environment (Saeed et al., 2023).

Generally, peer support refers to assistance
provided by individuals who share similar expe-
riences and life circumstances, enabling them
to empathize with each other (Mead, MacNeil,
2004). According to Sarafino (1990), peer social
support consists of five dimensions: 1) Emotion-
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al support, including affection, empathy, care,
and trust that foster inner calm (Pan, Ye, 2025);
2) Esteem support, including positive feedback
or acknowledgment that enhances self-worth
and motivation; 3) Instrumental support, refer-
ring to tangible aid in the form of resources,
effort, or time that reduces material obstacles
to academic progress (Mishra, 2020); 4) Infor-
mational support, including advice, guidance,
or useful information to solve problems and im-
prove learning strategies (Fandos-Herrera et al.,
2023); and 5) Network support, which provides a
sense of belonging to a social group with shared
goals or interests.

The importance of peer support in enhanc-
ing academic buoyancy has been demonstrated
in several studies. Zacher and Rudolph (2022)
found that academic resilience decreases when
students perceive lower levels of social support.
Other research also shows that peer support
influences students’ ability to handle academic
challenges. However, some studies report that
peer social support does not always improve
problem-solving skills (He et al., 2023). Further-
more, how peer support contributes to academic
outcomes remains underexplored (Putri, 2024).

Several previous studies indicate that stu-
dents who feel supported and accepted by their
peers are likely to have stronger intrinsic moti-
vation to face everyday academic challenges
(Vasconcellos et al., 2020). Intrinsic motivation
is a psychological mechanism that explains how

peer support enhances academic buoyancy. It
involves the internal processes that energize, di-
rect, and sustain individuals’ efforts to overcome
obstacles (Stone et al., 2009).

Self-Determination Theory (SDT) explains
this intrinsic motivational process (Ryan, Deci,
2028). The theory states that individuals act
autonomously and are intrinsically motivated
when their basic psychological needs, autono-
my, competence, and relatedness are satisfied.
These needs are fulfilled through support from
social environments, including peers (Ryan, De-
ci, 2000). Peer support helps satisfy these basic
psychological needs (Vasconcellos et al., 2020),
which in turn enhances students’ academic per-
formance (He et al., 2023; Rohinsa et al., 2021).

Based on this framework, the present study
hypothesizes that peer social support affects
academic buoyancy and that basic psycho-
logical need satisfaction serves as the psycho-
logical mediator explaining this relationship.
Specifically, the study examines whether basic
psychological need satisfaction mediates the
relationship between peer social support and
academic buoyancy. The proposed model is il-
lustrated in Figure 1.

Materials and methods

The research employed a cross-sectional
design; a choice made for its efficiency in data
collection. A total of 372 students participated
in this study. This sample size was considered

Basic
psychological
needs
satisfaction

Peer social

Academic

support

buoyancy

Fig. 1. The hypothesized model of the mediating role of basic psychological needs satisfaction
between peer social support and academic buoyancy
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adequate for mediation analysis using Hayes’
PROCESS Macro and exceeded the minimum
sample size recommended for detecting indirect
effects in mediation models (Hayes, 2018). Par-
ticipants were recruited using quota sampling
until the predetermined quota was achieved.

The study utilized three main instruments to
measure the variables:

1. Academic Buoyancy Scale (ABS): This
scale measures students’ self-assessment of
their ability to cope with academic everyday
hassles. It consists of 4 self-assessment items
(e.g., “1 can overcome learning obstacles”).
The ABS uses a four-point Likert scale with op-
tions ranging from Disagree to Strongly Agree.
The Indonesian version of the ABS has shown
good reliability, with a construct reliability (CR)
of 0,823 and a variance extracted (VE) of 0,54
(Rohinsa, Sitompul, 2021).

2. Basic Need Satisfaction in General
Scale (BNSG-S): Developed based on Ryan,
R.M., and Deci, E.L. (2023) theory, this scale
assesses students’ perceptions of their sense
of autonomy, relatedness, and competence.
The instrument has 17 items across three di-
mensions (e.g., “In general, | feel | have the
freedom to express my ideas and opinions”). It
also uses a four-point Likert scale. The original
questionnaire was translated into Indonesian by
the first author and verified by a language ex-
pert to ensure linguistic clarity and conceptual
equivalence. lts internal consistency, measured
by Cronbach’s Alpha, was 0,77, which is consid-
ered respectable and reliable.

3. Peer Social Support Scale (PSSS): This
39-item scale, developed by Ansari Nahruddin
et al. (2024) based on (Sarafino, 1990) theory of
peer social support, uses a four-point response
scale from Strongly Disagree to Strongly Agree.
Its validity was tested using the Content Validity
Index (CVI), showing that most items had CVI
scores between 0,71 and 0,96. The reliability of
the PSSS was high, with a coefficient of 0,956.

To test the study’s hypothesis, a mediation
statistical analysis was performed using the
Hayes Process Macro Model 4 (Hayes, 2018).
The model hypothesized that peer social sup-
port would influence the fulfillment of basic

psychological needs (path a), which would, in
turn, influence academic buoyancy (path b). The
indirect effect was calculated by multiplying path
a and path b. The direct effect (c’) represents
the influence of peer social support on academic
buoyancy while controlling for the fulfillment of
basic psychological needs. The combined in-
direct and direct effects are referred to as the
total effect. The fulfillment of basic psychological
needs is considered a full mediator if the direct
effect is not significant, and a partial mediator if
the direct effect is significant (Hayes, 2018).

Results

A total of 372 students from a private uni-
versity in Bandung participated in the study,
comprising 78 males (21,0%) and 294 females
(79,0%). Many respondents were between 20
and 21 years old, with the highest proportion
(32,8%) being 21 years old. A significant portion
of the participants (40,9%) were in their 8th se-
mester. The demographic data of the study’s
respondents are presented in Table 1.

Table 1
Research participants description table
Demographics N Percentage
Gender
Male 78 21,0%
Female 294 79%
Age
20 80 21,5%
21 122 32,8%
22 64 17,2%
Semester
4 78 21,0%
6 74 19,9%
8 152 40,9%
N =372

To categorize the generalized indicators, the
mean score (see Table 2) served as the bound-
ary criterion. Scores exceeding the mean were
categorized as “high”, while scores falling below
the mean were categorized as “low”.

Regarding academic buoyancy, a significant
portion of respondents (63,7%) reported having

131




PoxuHca M., daricanypanH @., Yaxsono M.HO.M. (2026)
YooBneTBopeHne 6a30BbIX MCUXONOMMYECKMX MOTPEOHOCTEN. ..
Mcuxonornyeckas Hayka v obpasosaHve,

31(4), 127-137.

Rohinsa M., Faisaluddin F., Cahyono M.Y.M. (2026)
Basic psychological needs satisfaction: the role of peer...
Psychological Science and Education,

31(4), 127-137.

low academic buoyancy, while only 36,3% rated
their buoyancy as high. This indicates that most
students in the sample struggle to effectively
cope with everyday hassles.

Basic Psychological Needs: The majority of
respondents (62,3%) perceived that their basic
psychological needs were inadequately fulfilled.
In contrast, only 37,6% felt these needs were
met. This finding suggests a widespread sense
of lacking autonomy, competence, and related-
ness among the students.

Peer Social Support: The data shows a near-
even split in the perception of peer support. A
slight majority of respondents (51,9%) felt that
their peers provided low support, while 48,1%
perceived high support. This highlights that a sub-
stantial number of students do not feel adequately
supported by their peers. The descriptive analysis
of the study’s variables is presented in Table 2.

The study aimed to examine the mediating
role of basic psychological need satisfaction in
the relationship between peer social support and
academic buoyancy. Mediation was tested us-
ing Hayes PROCESS Macro Model 4.

1. Effect of peer social support on basic
psychological need satisfaction (path a)

The analysis revealed that peer social sup-
port had a significant positive effect on basic
psychological need satisfaction (a = 0,24; stan-
dard error (SE) = 0,05; p < 0,01).

This indicates that higher perceived peer
support is associated with greater satisfaction

of basic psychological needs. Conversely, lower
peer support is associated with diminished need
satisfaction.

2. Effect of basic psychological need sat-
isfaction on academic buoyancy (path b)

Basic psychological need satisfaction
demonstrated a significant positive effect on
academic buoyancy (b = 0,83; standard error
(SE) = 0,09; p <0,01).

This suggests that students whose basic psy-
chological needs are fulfilled are more capable of
managing academic challenges and stressors.

3. Direct effect of peer social support on
academic buoyancy (path ¢’)

After controlling for basic psychological
need satisfaction, the direct effect of peer social
support on academic buoyancy was no longer
statistically significant (¢’ = 0,043; standard error
(SE) = 0,08; p > 0,05).

This indicates that peer social support does
not directly influence academic buoyancy once
basic psychological need satisfaction is taken
into account.

4. Indirect effect (mediation effect)

The mediation analysis using bootstrapping
indicated a fully mediated effect. The indirect
effect of peer social support on academic buoy-
ancy through basic psychological need satisfac-
tion was significant (indirect effect = 0,24, 95%
Cl[0,12, 0,36]).

Because the confidence interval excludes
zero, the indirect effect is statistically significant.

Table 2
Descriptive statistics
Variables Mean Standard deviation n Percentage

Academic buoyancy 12,07 2,00

High 135 36,3%
Low 237 63,7%
Basic psychological needs 34,02 18,01

Satisfied 140 37,6%
Not satisfied 232 62,3%
Peer social support 125,77 17,44

High 180 48,1%
Low 192 51,9%

N =372
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These findings support the study’s hypoth-
esis that basic psychological need satisfaction
mediates the relationship between peer so-
cial support and academic buoyancy. In other
words, peer support enhances feelings of au-
tonomy, competence, and relatedness, which in
turn strengthen students’ academic buoyancy.

The results clarify that peer support does not
directly produce academic buoyancy; rather, it ex-
erts its influence through the psychological mecha-
nism of basic psychological need satisfaction.

A visual representation of the mediation
model is presented in Figure 2.

Discussion

This study aimed to examine the relation-
ship between peer support and academic
buoyancy, with basic psychological need
satisfaction serving as a mediating variable.
Based on the mediation analysis using Hayes
PROCESS Macro Model 4, the findings re-
vealed that basic psychological need satisfac-
tion fully mediates the relationship between
peer social support and academic buoyancy.
This means that when students perceive
themselves as receiving emotional support,
instrumental support, informational support,
and network support from their peers, these
perceptions enhance their satisfaction of basic
psychological needs. When these needs for
competence, autonomy, and relatedness are
fulfilled, students are better able to manage
everyday academic hassles, or what is con-
ceptualized as academic buoyancy.

The statistical results demonstrated that a
large proportion of students perceived low peer
social support. This indicates that many students
felt they received limited emotional empathy, affir-
mation, tangible help, informational guidance, and
relational belonging from their peers. The study
also found that most students reported low lev-
els of basic psychological needs, suggesting that
relatively few students perceived themselves as
competent in achieving academic goals (compe-
tence), autonomous in regulating their academic
actions (autonomy), or connected to individuals
in their academic environment (relatedness). As
supported by Jang et al. (2016), individuals’ per-
ceptions of environmental support significantly
influence the satisfaction of their basic psycho-
logical needs. Connell and Wellborn (1991) ar-
gued that through ongoing interactions within their
social environment, individuals form internal per-
ceptions of themselves, perceiving themselves as
competent, autonomous, and connected.

Additionally, the findings revealed that most
students experienced low academic buoyancy,
meaning many were unable to manage their
everyday academic hassles effectively. The me-
diation model further showed that when students
feel unsupported by their peers, their satisfac-
tion with basic psychological needs decreases.
As aresult, they feel less competent, less auton-
omous in addressing academic challenges, and
less connected to their academic community.
These diminished perceptions ultimately lower
their capacity to regulate daily stress and reduce
their academic buoyancy.

Basic
psychological
needs
a=0,24% b=1083*%
(0,05) (0,09)
¢’ =004
Peer social | ¢ =0,24*(0,08) | Academic
support buoyancy

Fig. 2. The statistical mediation model of basic psychological need satisfaction on the relationship
between peer social support and academic buoyancy
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These results align with previous research
demonstrating that peers serve as an important
source of emotional, informational, and psycho-
logical support in educational settings (Wentzel,
1998; Christie et al., 2024). When students lack
peer support, they may feel isolated and more
susceptible to academic stress, which under-
mines their confidence and problem-solving
abilities (Vasconcellos et al., 2020). Conversely,
students who receive adequate peer support
are better equipped to navigate academic chal-
lenges (Zhang et al., 2024).

The findings also highlight the importance of
students feeling competent, autonomous, and
connected in order to develop strong academic
buoyancy. This is consistent with research by He
et al. (2023), which shows that basic psychologi-
cal need satisfaction enhances problem-solving
abilities. As posited by Self-Determination Theo-
ry, individuals are driven by three basic psycho-
logical needs, autonomy, competence, and relat-
edness, which are essential for intrinsic motiva-
tion, persistence, and adaptive functioning (Ryan,
Deci, 2023; Yang et al., 2025). These needs are
satisfied only through supportive interactions
within one’s environment (Ryan, Deci, 2023).
While past research has emphasized the role of
teachers and parents in fuffilling these needs (Bin
et al., 2023), the present findings underscore that
peer social support is equally important in meet-
ing students’ basic psychological needs.

By confirming the study’s hypothesis, the
results demonstrate the significant role of peer
social support in fulfilling students’ basic psy-
chological needs. Once these needs are satis-
fied, students are able to develop stronger in-
trinsic motivation and, consequently, better cope
with daily academic challenges, reflecting higher
academic buoyancy.

The theoretical implication of this study is that
institutions should integrate peer support strate-
gies into educational policies. Given that peer
support plays a vital role in satisfying basic psy-
chological needs and subsequently strengthening
academic buoyancy, universities should develop
programs that foster positive peer interactions,
such as mentoring systems and collaborative
learning projects. As shown by the findings, peer
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support is crucial for students’ academic success,
and policymakers should embed peer-support
dimensions within pedagogical practices to maxi-
mize student outcomes.

However, despite evidence supporting the
benefits of peer social support for academic de-
velopment, some studies highlight potential nega-
tive effects, particularly in environments with low
academic motivation or where negative peer pres-
sure is prevalent (Wu et al., 2022). This suggests
that while peer networks can be beneficial, they
must be structured carefully to avoid reinforcing
counterproductive behaviors such as anti-aca-
demic attitudes or unmet psychological needs.

Additionally, previous research indicates
that socioeconomic background, cultural ex-
pectations, and institutional resources can
significantly influence the effectiveness of peer
support mechanisms (Vietze et al.,, 2020).
Therefore, future research should explore these
contextual factors to identify best practices for
fostering peer social support in diverse educa-
tional environments.

Conclusions

The findings of this study indicate that ba-
sic psychological need satisfaction serves as
a mediating factor in the relationship between
peer social support and academic buoyancy.
Students’ inability to effectively manage every-
day academic hassles appears to stem from
insufficient peer support, specifically, limited
emotional support, esteem-based appreciation,
tangible assistance, informational guidance, and
relational connection. The absence of these five
forms of peer support diminishes students’ sat-
isfaction with their basic psychological needs.
When these needs remain unmet, students are
less capable of handling daily academic chal-
lenges in an adaptive manner, ultimately result-
ing in lower academic buoyancy.

This study emphasizes the importance
for students to recognize that peers constitute
a crucial element in their academic journey,
particularly in developing their academic buoy-
ancy. The results demonstrate that inadequate
peer support undermines basic psychological
need satisfaction, which subsequently impairs
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academic resilience. Therefore, students are
encouraged to cultivate interactions that provide
emotional support, affirmations, practical help,
and informational resources in order to strength-
en their sense of competence, relatedness, and
autonomy, resources essential for navigating
everyday academic stressors.

Future research should further investigate
additional contextual factors, such as family and
teachers, that may also contribute to academic
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Abstract

Context and relevance. Pursuing a postgraduate degree in a fast-track pro-
gram presents significant challenges to students’ well-being. Objective. This
study aims to explore the well-being of Indonesian postgraduate students
in fast-track programs, focusing on their psychological challenges, coping
strategies, and the role of coping self-efficacy (CSE) in predicting well-being.
Methods and materials. The mixed-methods approach combines quantita-
tive data from an e-survey with qualitative data from focus group discussions.
The study involved 180 PMDSU awardees who completed the questionnaire,
while 24 participants were selected for focus group discussions. The partici-
pants, aged 21-32 (M = 25,28; SD = 1,94; 42,2% of male and 57,8% of female
participants), were from various Indonesian universities. Results. The results
integrate quantitative findings with qualitative insights into challenges, support
systems, and coping strategies among fast-track scholarship awardees. The
multiple regression analyses revealed that obtaining social support coping
(GS) and stopping unpleasant emotional and thought coping (SE) were sig-
nificant predictors of various aspects of well-being. Specifically, GS strongly
predicted life satisfaction (f = 0,430; p < 0,001) and positive affect (p = 0,344;
p < 0,001), and was negatively associated with negative affect (B = —0,244;
p = 0,007). SE significantly enhanced positive affect (§ = 0,468; p < 0,001),
reduced negative affect (f = —0,562; p < 0,001), and increased balance affect
(B = 0,568; p < 0,001). Sex significantly predicted negative affect (B = 0,254;
p < 0,001) and balance affect (p = —0,182, p = 0,001), with females reporting
higher negative affect and lower balance affect. No significant effect was found
for satisfaction with life or positive affect. Conclusions. The study concludes
that awardees face diverse challenges and perceive their coping strategies as
effective in overcoming difficulties, achieving academic success, and maintain-
ing well-being. The findings highlight the critical role of emotional regulation
and seeking social support as coping strategies in maintaining well-being.

Keywords: well-being, postgraduate students’ challenges, Indonesia, fast-
track program
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Pe3srome

KOHTEeKCT 1 aKTyanbHOCTb. [lofly4yeHre MarncTepckom CTeneHn No YCKOPEH-
HOW nporpamMme npefcTaBnseT cob6oi Cepbe3HOoe UcrbiTaHne Ana 6narono-
nyuvs ctygeHToB. Llenb. B gaHHOM vccnepoBaHun nayyaetcs 6narononyyne
VHLOOHE3NNCKMX MarncTpaHTOB YCKOPEHHbIX NMporpamm: paccMaTpuBaroTCs UX
NcKXonorn4eckne nNpobaemMsl, cTpaTernm NPeofoneHns cTpecca n posb camo-
3hheKTUBHOCTM COBMaaaHus Kak npegukrtopa énarononyyuns. Metoabl n ma-
Tepuanbl. ViccnenoBaHvie BbINOMHEHO B CMELLAHHOM AM3alHe: KONMMYeCTBEH-
Hble fJaHHble cOOpaHbl C MOMOLLbIO OHMIaNH-aHKETUPOBAHNS, KAYECTBEHHbIE — B
xofe (PoKyc-rpynnoBbIX MHTEPBLIO. B onpoce y4actsosanu 180 cTvneHgmartos
nporpammbl  MuvHMCTEpCTBa 06pal30BaHus, Hayku U TexHonorui WHpoHe-
3un «O6pasoBaHve OT MarucTpa K JOKTOPY AN BbiAaroLLmxcs 6akanaBpoB»
(PMDSU), 24 13 KOTOpbIX TakxXe 6biMn NpurnalleHbl ofis y4actus B oKyc-
rpynnax. CpefHuin Bo3pacT y4acTHUKoB cocTaBun 25,28 roga (SD = 1,94) B
auanasoHe ot 21 go 32 neT; NPoUEeHT MyX4YUH — 42,2%, XeHWUH — 57,8%.
Y4acTHVKM NpeAcTaBnsanmn pasHble yHusepcuteTbl HaoHe3nn. Pesynbrarthl.
Pesynstatbl 06bEOVHAIOT KONMUHYECTBEHHbIE AaHHbIe N Ka4eCTBEHHble Habsto-
[EHVA O TPYAHOCTAX, CcMCTeMax MoAfepXKM U cTpaTermsx CoBnafjaHus y cTu-
NeHAMaToB YCKOPEHHbIX NporpaMmmM. MHOXECTBEHHbIV pErpeCcCUOHHbIN aHanna
nokasar, 4To cTpaTerus nonyyYeHns coumanbHOV NOQAEPXKKN U cTpaTerns no-
JOaBMeHVs HEMPUATHBIX 3MOLMIA 1 MbICTEN ABASIOTCA 3HAYMMbIMU NPeQuKTopa-
MW pasnuyHbIX acrnekTos 6naronony4yuns. CoupanbHas noanepxka okasanach
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CWIIbHBIM MPEANKTOPOM YAOBNETBOPEHHOCTM XM3Hbio (B = 0,430; p < 0,001)
1 nonoxutensHoro adpdekra (B = 0,344; p < 0,001), ogHako oTpuuaTesnisHO
Koppenuposana ¢ oTpuuarenbHbiM adpdpektom (B = —0,244; p = 0,007). Mopa-
BMEHME HEMPUATHBIX SMOLMI N MbICNEN 3HA4YMMO MOBbILLIANO NOOXKUTENbHBIN
adhdpekT (B = 0,468; p < 0,001), cHMxKano oTpuuaTenbHbIi addekT (B = —0,562;
p < 0,001) n yeunueano céanaHcupoBaHHbI addekT (B = 0,568; p < 0,001).
[Mon y4acTHMKOB 3Ha4YMMO npefckasbian oTpularensHbin adpdekT (B = 0,254;
p < 0,001) n c6éanaHcmpoBaHHbIn adpdekT (B = —0,182; p = 0,001): y AeByLLek
YPOBEHb OTpULATENBHOIO addekTa 6bIn Bbille, a cbanaHCMpPOBaHHOIO — HU-
Xe. 3HauMOoro BNMSHWS Ha YAOBNETBOPEHHOCTb XU3HBIO UM MONOXUTESbHbI
adhdekT BbISBNEHO He 6bin0. BbiBOAbI. VccnegoBaHme nokasarno, 4To CTUMNEeH-
OmaTbl CTankMBalTCA C Pa3HOO6pasHbIMU TPYAHOCTSIMWU, OOHAKO OLEHMBAIOT
CBOW CTpaTerMm coenapaHus Kak apdeKTVBHble — Kak Ana MnpeofoneHns
Npo6sIeEM U AOCTUXKEHUS aKa[eMUYECKUX YCMeXoB, Tak M Ans nopnepXxaHus
ncvxonorn4eckoro 6naronony4ms. Mony4eHHble pe3ynbTaTtbl NOAYEpPKUBAKOT
KIO4EBYIO POSb SMOLIMOHANBHON PErymnsLmm 1 NO1CKa CoLManbHOM NOAAEPXKKN
B COXPaHEHWN 611arononyyums.

KnroyeBble cnoBa: 6naronony4ne, TpyQHOCTM MarmcTpaHTtoB, VHOoHe3us,
YCKOpEHHasi mporpaMma

®duHaHcHMpoBaHMe. ViccnenoBaHve BbIMOMHEHO Npu nopaepxke MuHucTepcTBa o6pasoBaHus,
KYNbTYpbl, UICCNEQOBaHWI 1 TeXHONornn MingoHeaun n Yaneepcuteta MapxamxapaH.

BnaropapHocTu. ABTOPbI BbIPXaOT MCKPEHHIOK NPU3HATENbHOCTL BCEM Y4acTHMKaM 3a WX [o-
6pOBONbHOE y4HacTue B UCCIed0BaHNN U COAENCTBUE B €ro YCreLLHOM NpoBeAeHNN.
[ononHuTtenbHble AaHHble. Habopbl AaHHbIX AOCTYMHbI MO cebinke: https://I1nk.dev/6191ksc.

Ansa umtnpoBanua: CeTboBNG60BO, X., Hasan, C., Kymanacapw, A.[., Payaxox, C., Bucnantu, All.,
TNectapn, O.0., XoepyauH, A., XapuHanbgu, AngapsynaH, H. (2026). V3yyeHne 6Gnaronony4vs
CTYOEHTOB: pe3ynbTaTtbl UCCNEfOBAHUS MHOOHE3UACKOW YCKOPEHHOW Mporpammbl MarucTpaTypbl.
lMeuxonornydeckas Hayka n o6pasosaHue, 31(4), 138—153. https://doi.org/10.17759/pse.2026310410

Introduction and competitive environment, along with role

In 2013, the Indonesian Ministry of Edu-
cation, Culture, Research, and Technology
launched a fast-track doctoral scholarship pro-
gram called PMDSU, which allows top bache-
lor's graduates to bypass a master’s degree and
directly pursue a PhD (Diktiristek, 2023). The
program accelerated postgraduate education
to increase the quality of Indonesia’s human re-
sources and global competitiveness (Diktiristek,
2023; Rizal et al., 2020). It also fosters a strong
academic environment under the guidance of
distinguished supervisors with proven research
and teaching credentials (Diktiristek, 2023).

Participating in an accelerated postgradu-
ate program presents significant challenges that
can impact students’ well-being. The intense
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conflicts between work, family, and study, adds
to the pressure (Hendriani, 2017; Lemée et al.,
2020). These demands often lead to psycho-
logical problems, including stress and depres-
sion, insomnia, and perceived stress, which are
common among doctoral students (Chunhong
et al., 2025; Lemée et al., 2020). Additional
barriers stem from the high standards for writ-
ing research reports and publishing scientific
articles (Shamsi, Osam, 2022), the demand for
research excellence (McDowall, Ramos, 2024),
limited resources, and difficulties in the mentor-
ing process (Roos et al., 2021).

The transactional model of stress and cop-
ing explains that individuals experience stress
not solely due to external demands, but through
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a process of cognitive appraisal involving per-
ceived threat and perceived coping resources
(Lazarus, Folkman, 1984). In this context, cop-
ing self-efficacy (CSE), one’s belief in their abil-
ity to manage stressors, plays a critical role in
determining how individuals regulate their emo-
tions and maintain subjective well-being. For in-
stance, Kaya and Odaci (2024) found that CSE
significantly contributes to higher levels of life
satisfaction and emotional well-being. Similarly,
Ngooi et al. (2022) observed that increases in
CSE led to measurable improvements in sub-
jective well-being among individuals with acute
psychological distress. The mechanism behind
this relationship appears to involve emotion
regulation: individuals with high CSE tend to en-
gage in more adaptive emotion regulation strate-
gies such as reappraisal and acceptance, which
reduce psychological distress and promote
positive affect (Luberto et al., 2014; Rosenbaum
et al., 2022). Furthermore, Saeed et al. (2024)
highlight that CSE has effects on well-being.
Taken together, these findings suggest that
CSE facilitates subjective well-being not only by
influencing how individuals appraise stress, but
also by promoting effective emotional responses
through adaptive coping strategies.

Policymakers should prioritise the mental
health of fast-track doctoral students to ensure
their well-being and sustained contributions to
scientific advancement. Addressing these con-
cerns is crucial, as mental health directly im-
pacts research quality and productivity (Zhang
et al., 2022), attrition rates (Stevens et al,
2023), and influences the nation’s academic
and research landscape (Levecque et al., 2017).
This study explores the challenges and coping
mechanisms of fast-track scholars in Indonesia,
particularly those in the PMDSU program. It fills
a gap in the literature, which has largely over-
looked the unique pressures of such programs
(Lemée et al., 2020).

This study combines quantitative e-surveys
and qualitative focus group discussions to ex-
amine the well-being of fast-track scholarship
awardees. It identifies challenges, coping strate-
gies, and well-being predictors to inform policies
that enhance mental health, support academic

success, and strengthen the competitiveness of
Indonesian higher education.

The PMDSU scholarship program quickly
tracks top bachelor’'s degree graduates in PhD
programs to strengthen Indonesia’s human re-
sources and global competitiveness. However,
the program’s accelerated nature creates psy-
chological challenges due to heightened compe-
tition and academic pressure. This study fills a
gap in the literature by examining the unique ex-
periences of fast-track scholars in Indonesia and
identifying their specific challenges and coping
mechanisms. The findings offer practical recom-
mendations for improving academic and mental
health outcomes, ultimately enhancing the qual-
ity of Indonesian higher education. Therefore,
this study aims to explore the well-being of In-
donesian postgraduate students in fast-track
programs, focusing on their psychological chal-
lenges, coping strategies, and the role of coping
self-efficacy (CSE) in predicting well-being.

Materials and methods

This study employed a mixed-methods ap-
proach with convergent design, combining
quantitative surveys and qualitative focus group
discussions (FGDs). The quantitative data were
collected through an e-survey platform.

Participants

This study involved 180 PMDSU scholar-
ship awardees from various universities aged
21-32 years (M = 25,3; SD = 1,94). Of the
participants, 42,2% were male and 57,8% were
female. Additionally, 24 participants joined focus
group discussions, which were divided into four
groups: one for alumni and three for awardees
from different cohorts.

Data collection procedures

The quantitative data were collected online via
the Jotform.com platform. The scholarship man-
ager distributed the questionnaire link via email
to all awardees, and participation was voluntary,
allowing respondents to withdraw at any time.
Qualitative data were gathered through face-to-
face focus group discussions (FGDs). Before the
FGDs, the facilitators attended a briefing session
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to ensure a smooth and consistent discussion
process. This session provided detailed instruc-
tions on how to use the FGD guide and manage
discussions. Each FGD was led by a psychologist
and observed by a designated observer.

Instruments

The quantitative data were collected via three
measurement instruments adapted for Indonesia.
This study adopted the concept of subjective
well-being and used the “Satisfaction with Life
Scale” (SWLS) and the “Positive and Negative
Experience Scale” (SPANE) to define and as-
sess well-being. The SWLS assesses individuals’
overall life satisfaction (o = 0,828) (Akhtar, 2019).
The SPANE measures the frequency of positive
and negative emotions over the past four weeks
(o = 0,853-0,861) (Akhtar, 2019). The “Cop-
ing Self-Efficacy Scale” (CSES) evaluates three
factors: problem-focused coping, regulation of
unpleasant emotions and thoughts, and seek-
ing support from friends and family (26 items;
a = 0,769-0,920) (Nurhidayah, 2021).

The FGD guidelines were developed, re-
viewed, and conducted by professional psy-
chologists. The discussions focused on (1) the
academic and nonacademic challenges com-
monly faced by awardees, (2) the psychosocial
support received by awardees, and (3) strate-
gies for overcoming these challenges.

Data analysis

Quantitative data from the e-survey were an-
alysed via descriptive statistics to assess group
differences. To further examine participant
characteristics, additional analyses compared
mean scores by gender, age group, and marital
status. Normality tests were conducted for each
variable; parametric tests (t-test, ANOVA) were
used when normality was met, otherwise non-
parametric tests (Mann-Whitney U, Kruskal—
Wallis) were applied. Correlation analysis was
conducted to examine the relationships among
predictor variables. Since the majority of the
variables did not meet the assumption of normal-
ity, Spearman’s rank correlation was employed.
Significant correlations identified through this
analysis informed subsequent multiple regres-
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sion analyses to determine the predictors of the
dependent variables. Multiple regression analy-
sis was conducted after ensuring the following
key assumptions: linearity, homoscedasticity,
normality of the error distribution, independence
of the error terms, and absence of multicollinear-
ity. SPSS 25.0 was used for statistical analysis.
Qualitative data from the FGDs were anal-
ysed via thematic analysis to identify emerging
themes aligned with the study’s objectives. The-
matic analysis followed six steps (Braun, Clarke,
2006): (1) transcription, (2) keyword selection,
(8) coding, (4) theme development, (5) concep-
tualisation, and (6) conceptual model develop-
ment. This process involves structuring data into
meaningful patterns, often guided by existing
theories. The mixed method analysis was sys-
tematically conducted using a joint display, per-
formed after the separate analyses of quantita-
tive and qualitative data to visually integrate and
compare the findings (Creswell, Inoue, 2024).

Results

This study examines predictors of subjective
well-being on the basis of two components: life
satisfaction (cognitive) and positive and nega-
tive affect (affective). The analysis tested so-
ciodemographic factors (gender, marital status,
and age group) and coping self-efficacy as po-
tential predictors. The following section presents
the study’s findings.

Quantitative insights

The participants’ characteristics are sum-
marised in Table 1. The descriptive statistics in-
dicate that female participants had higher mean
scores for life satisfaction, negative affect, and
social support coping. In contrast, males scored
higher on positive affect, affect balance, prob-
lem-focused coping, and emotion regulation
coping. Compared with married participants,
unmarried participants had higher mean scores
across all variables. The participants aged 21—
24 had the highest scores on all the coping self-
efficacy components. Those aged 25-28 years
reported the lowest scores for life satisfaction
and negative affect but shared the highest affect
balance score with those aged 21-24.
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A t-test and one-way ANOVA were con-
ducted to examine group differences in subjec-
tive well-being and coping self-efficacy. No sig-
nificant differences were found based on age or
marital status. However, significant differences
emerged between males and females regarding
negative affect (p = 0,001) and affect balance
(p = 0,009). All SWLS and CSES dimensions
were significantly correlated. The results of the
bivariate analysis are detailed in Table 2.

Multiple linear regression examined how
coping self-efficacy factors predict subjective

well-being components — life satisfaction (cog-
nitive) and positive and negative affect (affec-
tive). The regression model was significant for
life satisfaction (p < 0,001; R? = 0,273), positive
affect (p < 0,001; R? = 0,465), negative affect
(p < 0,001; R* = 0,468), and affect balance
(p < 0,001; R? = 0,545). Social support coping
was the only significant predictor across all the
well-being components. Emotional regulation,
coping, and sex were additional predictors of
negative affect and affect balance. The detailed
results are presented in Table 3.

Table 1
Descriptive statistics and group comparisons of participant characteristics
Variables Gender Age group Marital status
mean (SD) Male Female 21-24 25-28 29-32 | Not married | Married
n (%) 76 (42,2) | 104 (57,8) | 71(39,4) | 96(53,3) | 13(7.2) 153 (85) 27 (15)
SWL* 20,4 (6,6) | 21,3(6,3) | 21,5(6,0) | 192(62) | 21,099 | 21,26,4) | 19,1(6,4)
p = 0,386 p=0611 p=0,113
PA 21,940 | 21347 | 21845 | 21442 [209(57) | 21546 | 21631
p = 0,392 p=0776 p=0575
NA 15,1(4,6) | 17,8(50) |1679(5,1)| 16,448 |176(63) | 168(51) | 159(43)
p =0,001* p=0,714 p = 0,429
AffectB 67(80 | 35(88 | 5089 | 5080 [33(114) ] 4889 | 56(68)
p = 0,009* p = 0,804 p = 0,832
PF 83,8 (23,0) | 82,2 (22,9) | 85,9 (20,7) | 81,97 (22,1) [ 71,4 (35,7)| 83,2 (22,4) |80,6 (25,2)
p = 0,465 p = 0,366 p=0,738
SE 61,5 (17,6) | 60,4 (18,0) | 62,9 (17,9) | 60,6 (15,9) 51,1 (26,4)| 61,0(17,6) |59,7 (19,2)
p = 0,567 p = 0,249 p = 0,808
GS 31,07 (10,7) | 32,0 (10,9) | 33,21 30,9 (10,1) | 2.4 (14,4) | 31,7 (10,9) |30,9 (10,3)
(10,9)
p=0617 p = 0,242 p=0,681

Note. SWL = satisfaction with life; PA = positive affect; NA = negative affect; AffectB = affect balance; PF = prob-
lem-focused coping; SE = stop unpleasant emotional and thoughts coping; GS = get social support coping;
SD = standard deviation. * p < 0,05; ** met the assumption of normality. Therefore, group comparisons were
conducted using t-tests and ANOVA.

Table 2
Intercorrelations among the study variables
Variables 1 2 3 4 5 6 7
Satisfaction with life 1
Positive affect 0,628 1
Negative affect -0,440* | —-0,656* 1
Affect balance 0,552* 0,872 | -0,935* 1
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Variables 1 2 3 4 5 6 7
Problem-focused coping 0,388* | 0,626* | —0,551* | 0,630" 1
Stopping unpleasant emotions and thoughts | 0,369* 0,621* | -0,601* | 0,662* | 0,901* 1
Getting social support 0,486* 0,613* | -0,542* | 0,622* | 0,756* | 0,723*| 1
Note. * p < 0,05.
Table 3
Results of multiple regression analysis on predictors of well-being

Dependent variable: satisfaction with life

B Std, error B t p value Statistics
(Constant) 11,447 2,912 3,931 <0,001 R =0,523
PF —0,007 0,046 —0,024 -0,145 0,885 R?=0273
SE 0,045 0,054 0,124 0,824 0,411 F (6’;13());810’839
GS 0,255 0,062 0,430 4,145 <0,001
Dependent variable: positive affect

B Std, error B t p value Statistics
(Constant) 11,438 1,715 6,667 <0,001 R = 0,682
PF —0,016 0,027 —0,081 —0,578 0,564 R?=0,465
SE 0,116 0,032 0,468 3,628 <0,001 F (6’;13()),;0215’056
GS 0,140 0,036 0,344 3,864 <0,001
Dependent variable: negative affect

B Std, error B t p value Statistics
(Constant) 25,795 1,948 13,241 <0,001 R =0,684
Sex 2,578 0,568 0,254 4,537 <0,001 F 6 F*127=3 )0’422 a18
PF 0,030 0,031 0,134 0,965 0,336 ’p <0,001 ’
SE —-0,159 0,036 —-0,562 —4,364 <0,001
GS -0,113 0,041 —-0,244 —2,748 0,007
Dependent variable: balance affect

B Std, error [ t p value Statistics
(Constant) —14,357 3,087 —4,651 <0,001 R =0,738
Sex -3,178 0,900 —0,182 —3,530 0,001 R®=0,545
PF —-0,045 0,048 -0,120 -0,930 0,354 F 6, ;13())?):15 /548
SE 0,275 0,058 0,568 4,770 <0,001
GS 0,254 0,065 0,319 3,882 <0,001

Note. PF = problem-focused coping; SE = stopping unpleasant emotional and thought coping; GS = getting social

support coping.

Qualitative insights

Three main points related to awardees —
challenging times for students, coping strate-
gies, and psychosocial support — have been
identified through thematic analysis. The fol-
lowing is a description of the three main find-
ings.
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Challenges for students

PMDSU awardees face various challenges
while pursuing their studies. These challenges
arise from complex, competitive conditions and
role conflicts between work, family, and aca-
demics. Researchers have classified them into
seven categories.
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Research process. Problems that arise in
the research process start from the availabil-
ity of infrastructure that can support research,
the conditions of the COVID-19 pandemic that
impact the continuity of research, and the dis-
bursement of research funds.

“The research funding is available; how-

ever, the disbursement timeline does not

align with the research implementation
schedule. Consequently, my team and |,
along with our supervisor, must seek al-
ternative funding sources to ensure that
the research proceeds according to our
planned publication timeline. The primary
challenge we face is the institutional de-
mand for increased publications, yet the
existing funding and disbursement sched-

ule do not adequately accommodate the

financial requirements for publication.” (Al,

M, Batch 6)

Learning process. In the learning process,
the problems faced by scholarship awardees
are related to their ability to master learning ma-
terials and basic supporting skills. For example,
a lack of English proficiency impacts research
publications.

“When | started my master’s program, there

was a lot | had to relearn. | took 24 credits,

and at that time, classes were conducted

online. Additionally, |1 had to undergo a

special matriculation program for several

months alongside undergraduate students

to study field geology, as | did not have a

background in that field.” (H, M, Batch 6).

Student and supervisor relations are often
affected by the demanding schedules of super-
visors, differences in interests and expectations,
and the diverse characteristics of the supervi-
sor team. Additionally, students are frequently
assigned nonacademic responsibilities by their
supervisors, limiting the time available for their
research.

“My supervisor is extremely busy, mak-

ing it difficult to meet with them. This has

disrupted the progress of my research and
dissertation. It is particularly challenging
because | must learn from them, as there

is no other faculty member with expertise

in the methodology required for my study.”

(R, F, Batch 4).

Scholarship program management. The
fast-track scholarship program varied in admin-
istrative rules across universities, while unclear
and unevenly distributed information from the
central organiser added to the challenges.

“l request that the fast-track scholarship

program have a centralised information

centre to ensure that announcements or
notifications are not relayed informally

by word of mouth or through WhatsApp

messages. Not everyone may receive or

read the information on the same day, and
there is a risk that important messages
could be buried under other updates, lead-

ing to potential miscommunication.” (Jo,

M, Batch 5).

Perceived  expectations. Scholarship
awardees felt discomfort with the “excellent
scholar” label, as it created high expectations
and pressure.

“We will eventually become young doctorate

holders, and high social expectations will un-

doubtedly be placed upon us. It's as if people

will say, ‘You're a young doctor, how come

you cannot do this? How come you cannot

do that?” (Mr, F, Batch 6)

Interpersonal relationships included difficulty
in balancing family and student roles. Their de-
manding schedules often lead to isolation, lim-
ited self-actualisation, and a competitive rather
than supportive peer environment.

“There is a lack of strong relationships

among fellow scholarship awardees. As a

result, if one of us underperforms or sud-

denly disappears from academic activities

or campus life, we are unable to support

each other effectively.” (Jo, M, Batch 5).

Self-management (intrapersonal). Fast-
track scholarship awardees require strong
self-management skills to navigate academic
demands. However, difficulties in managing
time, energy, and emotions negatively impact
their academic progress, productivity, and self-
perception.

“... but | personally still struggle to deter-

mine which tasks should be prioritised and

145




CeTboBun60BO X., Hasagu C., Kymanacapu A.[., Payaxox C.,
BucuanTn AT, Nectapw O.0., XoepyavH A, ... (2026)
Mcuxonoruyeckas Hayka 1 o6pasoBaHve,

31(4), 138—-153.

Setyowibowo H., Cahyadi S., Kumalasari A.D., Raudhoh S,
Vicianti A.P., Lestari J.D., Khoerudin A., ... (2026)
Psychological Science and Education,

31(4), 138-153.

how to manage my time effectively.” (Ar, M,
Batch 5).

Coping strategies

In facing various challenges and demands
during the study period, PMDSU scholarship
awardees adopted various coping strategies.
Researchers have identified four primary strat-
egies most commonly employed in addressing
problems.

Problem-focused coping involves strate-
gies aimed at directly addressing challenges.
The awardees employed various approaches,
including coordinating with the university, fo-
cusing on achievable tasks, understanding and
communicating with their supervisor, planning
and managing energy, and seeking relevant in-
formation to support problem solving.

“Therefore, | focus more on taking action

rather than overthinking things that become

a burden. It’s fine to think, but it should be

solution-oriented.” (F, M, Batch 6).

Emotion-focused coping involves strategies
aimed at managing emotional responses to
stressors through emotional expression, spiritual
practices, acceptance of one’s circumstances,
and self-encouragement.

‘| adopt a ‘nothing to lose’ mindset, al-

lowing myself to be more at peace. When

something bad happens, | am more ac-
cepting because | approach it with sincer-

ity. | feel more at ease and willing to accept

unexpected or unfavourable situations.” (E,

M, Batch 5).

Support involves seeking support and assis-
tance from others by being open and asking for
help from various sources.

“A peer group is extremely important to me.

Fortunately, | have a friend with the same

supervisor, which has been incredibly

helpful—especially when my motivation

drops, such as after a journal rejection, a

postponed conference, or research delays

due to COVID-19. These challenges can
feel overwhelming, but having a support-

ive peer group in the faculty allows me to

share experiences and stay motivated.” (R,

F, Batch 4).
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Maladaptive coping refers to strategies
that neither resolve stressors nor effectively
manage emotions. This included avoidance
behaviours, such as withdrawing without no-
tice or discontinuing studies, and ineffective
emotional regulation strategies, such as self-
harm or excessive emotional expression on
social media.

“Because of the constant requests for

revisions and other demands, | became

so frustrated that | lost control of my emo-

tions. | went to the bathroom and vented

my anger by punching the wall until my

hand bled — | was just that upset” (T, M,

alumni).

Psychosocial support

There are four sources of psychosocial
support obtained by students: supervisors, col-
leagues, family and partners, and program man-
agers.

Supervisor support played a crucial role for
the awardees, including open discussions and
recognition of their achievements.

“My supervisor is someone who highly val-

ues and expresses appreciation. | believe

that words of appreciation serve as a key
factor in reigniting motivation and enthusi-

asm.” (S, F, Batch 4).

Colleagues provided valuable support by
acting as discussion partners and providing
space to share concerns. They offer encourage-
ment, appreciation, and mutual understanding
to help navigate academic challenges.

“Among peers in the same study program,

there is a strong culture of mutual sup-

port. For instance, when | struggle to ac-
cess books or journal articles, | can seek
assistance from my classmates, who are
always willing to help. Additionally, having
senior students provides an extra source of
encouragement. They often offer motiva-
tional words such as ‘Stay motivated, you

can do it!" which further inspires us.” (F, M,

Batch 6)

Families and partners provide support
through prayer, encouragement, and apprecia-
tion.
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“The social support | receive from my par-
ents is often through prayers. For example,
my parents would say, ‘I pray for the best
for you, which provides me with a sense
of encouragement and emotional support.”
(F, M, Batch 6)

Program managers provide psychosocial
support through policies and program imple-
mentation that facilitate the success of fast-track

scholarship awardees.
“In this mathematics program, the laborato-
ry is considered relatively accessible since
we use software that can be monitored
remotely. Additionally, | find the program
administrators to be cooperative, and the
university provides adequate facilities to

support our learning and research needs”.
(S, F, Batch 4).

Mixed-method analysis

The integration of quantitative and qualita-
tive findings provided a more comprehensive
understanding of students’ well-being. Quanti-
tative results highlighted the role of social sup-
port coping (GS), emotion regulation coping
(SE), and problem-focused coping. Qualitative
themes confirmed, expanded, and in some
cases contradicted these findings. Overall,
the integration produced one confirmed, one
discordant, and one expanded result. Table 4
presents the joint display of these integrated
findings.

Table 4

Joint display depicting predictors of well-being

Quantitative

Qualitative

Mixed-meta inferences

Getting social support
coping (GS) was the
strongest predictors

of cognitive and affect
domain of well-being:
life satisfaction

(B = 0,430; p < 0,001)
positive affect (f = 0,344;
p < 0,001)

negative affect

(B = —0,244; p = 0,007).

Psychosocial support: Participants emphasized
the importance of receiving support from various
sources such as peers, family, and supervisors in
sustaining motivation and well-being.

“A peer group is extremely important to me.
Fortunately, | have a friend with the same
supervisor, which has been incredibly helpful —
especially when my motivation drops.” (R, F,
Batch 4)

“The social support | receive from my parents is
often through prayers, which provides me with a
sense of encouragement and emotional support.”
(F, M, Batch 6)

Confirmed. Both data strands
highlight the central role of
social support in sustaining
well-being. Supervisors,
peers, families, and program
managers function as critical
buffers, reinforcing GS coping
as a consistent predictor of
SWB.

Stopping unpleasant
emotional and thought
coping (SE) predicts
only affect domain of
well-being:

positive affect (f = 0,468;
p < 0,001)

negative affect

(B =-0,562; p < 0,001)
balance affect

(B =0,568; p < 0,001).

Emotion-focused coping:

Participants described that adopting a positive
mindset and reframing their thoughts allowed
them to feel calmer and more accepting of
difficulties.

“I adopt a ‘nothing to lose’ mindset, allowing
myself to be more at peace. When something
bad happens, | am more accepting because |
approach it with sincerity.” (E, M, Batch 5)

Maladaptive coping:

Participants shared experiences where failure
to control emotions led to negative coping
expressions and deep frustration.

“Because of the constant requests for revisions,
| became so frustrated that | vented my anger
by punching the wall until my hand bled.” (T, M,
alumni)

Expanded. Quantitative
findings show SE predicts
emotional balance, while
qualitative data reveal both
adaptive (acceptance,
spirituality) and maladaptive
(self-harm) strategies.

This nuance expands
understanding of how SE
operates in real-life contexts.
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Quantitative

Qualitative

Mixed-meta inferences

Problem-focused coping
(PF) was not a significant
predictor of well-being.
challenges.

(F, M, Batch 6)

Problem-focused coping: Participants reported
relying by directly addressing the problem through
concrete problem-solving to overcome academic

“Therefore, | focus more on taking action rather
than overthinking things that become a burden.
It's fine to think, but it should be solution-oriented.”

Discordant. Although many
students reported using PF
coping (planning, problem-
solving), it did not emerge

as a significant predictor in
regression analysis. Suggests
that PF strategies alone may
not translate into measurable
improvements in SWB without
emotional regulation and
social support.

Discussion

This study explored the challenges that
PMDSU awardees face in a fast-track doctorate
program, their coping strategies, and how so-
ciodemographic factors and coping self-efficacy
(CSE) influence well-being. The findings reveal
a complex interplay between these challenges,
coping strategies, and well-being. Doctoral stu-
dents often experience high attrition rates and
significant stress, with personal, academic, and
career development difficulties contributing to
delays (Berry et al., 2023; Stevens et al., 2023).
This study identified key challenges in research
processes, supervisor relationships, program
structures, and self-management. Financial
struggles also impact students’ academic per-
formance (Bomer et al., 2021). Supervisory
feedback plays a crucial role in doctoral progress
(Carless et al., 2024; Yang, 2023), yet students
face challenges related to high expectations and
demanding schedules (Can, Walker, 2011). Ef-
fective self-regulation enhances learning, per-
formance, motivation (Li et al., 2023; Theobald,
2021), and well-being (Rodriguez et al., 2022),
but some fast-track students struggle with self-
management and prioritising tasks.

Furthermore, the qualitative insight identified
various coping strategies used by awardees,
categorised into problem-focused, emotion-
focused, support-seeking, and maladaptive cop-
ing strategies. Problem-focused coping involves
addressing issues directly, making problem-
solving plans, and seeking social support (Laza-
rus, Folkman, 1984). It also includes active cop-
ing, planning, restraint, and engaging in alterna-
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tive activities. Active coping entails organising
tasks and seeking peer discussions, whereas
emotion-focused strategies involve leisure ac-
tivities and religious coping (Qidwai et al., 2009).
Additionally, psychosocial support from supervi-
sors, peers, and families plays a significant role
in fostering persistence and well-being (Byrom
et al., 2022; Chaudhry et al., 2024).

Earning a PhD requires high levels of well-
being, as poor well-being can negatively impact
academic progress, professional develop-
ment, research productivity, and personal life
(Schmidt, Hansson, 2018). Maintaining well-
being is crucial for awardees to complete their
studies successfully.

SWB, which includes life satisfaction, posi-
tive emotions, and minimal distress, plays a vital
role in doctoral success (Diener et al., 2018).
While academic and career satisfaction contrib-
ute to SWB, stress necessitates effective cop-
ing strategies. This study revealed gender dif-
ferences in negative affect and affect balance,
with no differences in other variables. Research
suggests that men report greater life satisfac-
tion than women do (Blanchflower, Bryson,
2024; Montgomery, 2022), although the find-
ings remain inconsistent. Although no gender
differences emerged in positive affect, women
reported greater negative affect, which is con-
sistent with global trends (Blanchflower, Bryson,
2024). These disparities may stem from gen-
der inequality, social expectations, and cultural
norms (Batz-Barbarich et al., 2018).

The findings also indicate that coping self-
efficacy (CSE) is positively correlated with life
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satisfaction and positive affect but negatively
correlated with negative affect and affect bal-
ance. Getting social support (GS) was a strong
predictor of both the cognitive and affective
components of SWB, highlighting the impor-
tance of close relationships. Meanwhile, stop-
ping unpleasant emotional and thought coping
(SE) was a predictor only for affective compo-
nents of SWB.

The qualitative insight provides nuanced il-
lustrations of the coping strategies employed
by participants to sustain their well-being in
the demanding context of a fast-track doctoral
program. Emotion regulation strategies — such
as acceptance of one’s circumstances, spiri-
tual practices, emotional expression, and self-
encouragement — were frequently described as
effective means to alleviate distress and foster
positive emotions. Equally important, the breadth
of social support underpinning GS coping was
evident across multiple sources: supervisors
offered open discussions and recognition of
achievements; colleagues provided encourage-
ment, appreciation, and mutual understanding
to navigate academic challenges; families and
partners contributed through prayers, motiva-
tion, and affirmation; and program managers fa-
cilitated academic progress through supportive
policies and program implementation. Together,
these strategies demonstrate how both SE and
GS are enacted in daily academic life, reinforc-
ing their significance in maintaining well-being.

These results are consistent with previous
research showing that higher coping self-efficacy
is associated with greater subjective well-being
(Saeed et al., 2024). Additionally, research con-
ducted in France underscores the critical role of
familial support in fostering subjective well-being
(Leung et al., 2020). Moreover, poor well-being
has been shown to adversely affect research pro-
ductivity, personal life, and elevate mental health
risks (Lariviere, 2012). Given the widespread men-
tal distress among doctoral students, it is crucial to
implement interventions aimed at assisting those
with low subjective well-being to safeguard both
their mental health and academic performance.

The findings of this study extend Lazarus’s
transactional model of stress and coping by pro-

viding empirical evidence that effective coping
not only mitigates the negative impact of stress
but also serves as a predictor of subjective well-
being. This suggests that when individuals pos-
sess strong coping self-efficacy, they are more
likely to regulate emotions effectively, utilize
adaptive coping strategies, and consequently
maintain higher levels of well-being despite ex-
periencing stress.

Conclusions

This study examined the well-being of In-
donesian fast-track scholarship awardees,
highlighting the academic, interpersonal, and
institutional challenges they face. The findings
emphasise the critical role of coping strategies,
particularly social support, in sustaining their
well-being and academic performance despite
these difficulties.

Coping self-efficacy, especially the ability to
seek social support, emerged as a consistent
predictor of both cognitive and affective well-
being. Qualitative findings reinforced the impor-
tance of supervisory support, peer networks,
and self-regulation in navigating the demands of
the program.

These results underscore the need for insti-
tutional policies that promote mental health and
enhance support systems in accelerated doc-
toral pathways. Future research should consider
broader samples for other fast-track programs,
longitudinal designs, and institutional factors in-
fluencing well-being.

Future research should explore longitudinal
patterns of well-being across program stages,
include larger and more diverse samples, and in-
vestigate the role of institutional culture and struc-
tural barriers. Additionally, it may be useful to de-
sign and test targeted psychological interventions
tailored to fast-track students’ specific needs.

Limitations of this study include potential is-
sues in generalizability due to the sample being
limited to PMDSU awardees from specific univer-
sities and cohorts, and the reliance on self-report
data. Limited access to participants due to the
intense academic schedule and program distri-
bution may also have constrained data diversity.
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Abstract

This study examines the relationship between high school background (gen-
eral, vocational, and Islamic schools) and daily reflective practices in predicting
emotional intelligence (El) and existential competence (EC) among Indonesian
university students. A cross-sectional survey was conducted with 754 par-
ticipants using validated instruments measuring El, EC, and reflective prac-
tices. Multivariate analysis (MANCOVA) revealed that high school type did not
significantly predict El or EC. In contrast, daily reflective practices showed a
strong and significant effect on both El and EC. These findings indicate that
individual engagement in reflective routines plays a more important role than
formal educational background in developing emotional and meaning-oriented
competencies. The study highlights the importance of behavioral and reflective
processes in supporting students’ psychological development within a socio-
cultural context.

Keywords: emotional intelligence, existential competence, reflective practices,
meaning-making, educational background, Indonesia
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Ponb wKonbHOro o6pasoBaTtesibHOro
dooHa 1 noBcegHEBHbIX pedIEKCUBHbIX NPaKTUK
B Pa3BUTUX 3IMOLIMOHANBLHOIO UHTENNEeKTa
N 3K3UCTEHLNaNIbHOW KOMMETEHTHOCTU Y CTYAEHTOB
yHuBepcutetoB MHaoHe3un

M.P. Maxmyau' 2 <, Cymxapso', B.LL. XactyTn'

' FocynapcTBEHHbIV yHUBepCUTET [KOKbsKapThl, [kokbsikapTa, MiHooHe3ns
2 YHuBepcuTeT Oxapmac MiHpoHeaus, 3anagHas Cymatpa, MiHgoHesus

P< mohrosyid.2023 @ student.uny.ac.id

Pestome

B paHHOM mccnepoBaHuMM paccMaTpuBaeTcs B3aMMOCBA3b MexXay TUMOMm
o6pas3oBaTenbHOro  y4YpexzaeHuss (oblieobpasoBaTesibHble, npodeccu-
OHanbHble M WUCNAaMCKWMe LUKOMbl) U MOBCEAHEBHbIMU pPedNeKCUBHbIMN
npakTukamMun B MPOrHO3MPOBaHMN UHOUBULOYANbHOrO pPasBUTUA IMOLIMO-
HanbHOro uHTennekTa (A1) n ak3ncTeHunanbLHon KoMneTeHTHocTh (JK) y
CTYAEHTOB WHOOHE3UNCKUX YHUBEPCUTETOB. VccnegoBaHme BbINOMHEHO B
pamKax Kpocc-CEKLMOHHOro An3anHa ¢ yjactnem 754 pecnoHpeHTos. [Ana
OLIEHKN 3MOLMOHANIbHOIO MHTENNeKTa, 9K3UCTEeHLManbHON KOMMETEeHTHO-
CTU U pedreKCUBHbIX MPaKTUK NPUMEHANNCL anpobupoBaHHbIE MCUXOAM-
arHocTuyeckne MeToanku. Pesynbtatbl MHOrOMEPHOro KOBapuaLunoHHOro
aHanm3a (MANCOVA) nokasanu, 4TO TWUM LUKOSMbl HE OKa3blBaeT 3Hauu-
MOro BMIUSIHUA Ha YpOBEeHb M3y4aeMbix nokasartenen. Bmecte ¢ TeM 6bin
BbISIBJIEH CUJIbHBIA M CTATUCTUYECKU 3HA4YMMbIN 3PDEKT pedieKCUBHbBIX
NPakTUK B OTHOLLEHMW 060MX nokasaTenew. [onyyveHHble faHHble CBUAE-
TeNbCTBYIOT O TOM, YTO MHANBUAYATTbHAs BOBNEYEHHOCTb B peddIeKCUBHbIE
NPakKTUKn urpaet 6onee 3Ha4YMMY0 pOnb B pasBUTUM 3MOLMOHANbHbIX U
CMbICNO06PA3YOLNX Ka4ecTB JIMYHOCTU, 4eM opManbHOe LLKOSIbHOE
obpasosaHuve. MccnefosaHne nogvepkmBaeT BaXHOCTb MOBEAEHYECKNX
N pedneKCUBHbIX NPOLECCOB B MCUXONIOMMYECKOM PasBUTUM CTYAEHTOB C
YyH4ETOM COLMOKYNbTYPHOIO KOHTEKCTA.

KnroyeBbie cnioBa: 3MOLMOHANbHBIA UHTEMNEKT, 3K3UCTEHUMANbHas KoMmne-
TEHTHOCTb, PedSIEKCMBHbIE NPAKTUKK, CMbICII0O06pa3oBaHne, o6pasoBaTesib-
HbIi POH, MIHOOHe3uA

®duHaHcupoBaHue. HacTtosllee uccnefoBaHve BbIMNOMHEHO MPW (PMHAHCOBOW MOAAEPXKKE CTu-
nexgmansHon nporpammbl Beasiswa Pendidikan Indonesia (BPI), agpmuHucTpypyemoi LieHTpom
rHaHcupoBaHus obpasosarenbHbix yenyr (PPAPT) B coTpyaHuyecTBe ¢ AreHTCTBOM ynpasneHus
ob6pasoBatenbHbiM hoHaom (LPDP) Munuctepctea conHaHcoB Pecny6nvkn NHooHe3uns.

BnaropgapHocTu. ABTOpbl BbIPaXalT WCKPEHHIOW 6narofapHOCTb CTydeHTam YHuBepcuTteTa
[xapmac VHooHe3us 3a X LeHHOe yvacTue 1 Bknaf B AaHHOe uccrnefgosaHue. Hactosee wmc-
CrnefoBaHWe BbINOIHEHO B pamKax [OKTOPCKOW AuccepTaumm B [ocynapCTBEHHOM yHUBEpCUTETE
[IKOKbsIKapTbl. ABTOPbI TaKXe Mpu3HaTeNbHbl 32 PUHAHCOBYIO MOAAEPXKKY, MPEeAOCTaBAEHHYIO NPo-
rpammoit Beasiswa Pendidikan Indonesia (BPI), agmuHucTpupyemoit LieHTpom chruHaHcMpoBaHus
obpasoBaTesnbHbix yenyr (PPAPT) n AreHTcTBOM ynpasneHuns obpasosaresibHbiM hoHgom (LPDP)
MwuHucTepcTBa dmHaHcoB Pecny6nvku MiHgoHesus.
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Introduction

Emotional intelligence and existential com-
petence constitute two essential dimensions
of human development that support academic
achievement, psychological adjustment, and so-
cial integration. Emotional intelligence (El), de-
fined by Goleman (1995) as the capacity to per-
ceive, understand, and regulate emotions in one-
self and others, has been shown to contribute to
communication effectiveness, stress tolerance,
and interpersonal competence (Pankratova,
Nikolaeva, 2022). Existential competence (EC),
in this study, refers to an individual’s capacity
to construct meaning, develop self-reflection, in-
tegrate value-oriented reasoning into everyday
life, and regulate inner experiences, contributing
to ethical discernment and a coherent sense of
life purpose (Zohar, 2000; Ozhiganova, 2023).

A growing body of research indicates that
both El and EC are shaped by complex inter-
actions between external and internal factors.
External influences include supportive school
environments, pedagogical approaches that
emphasize reflection and mindfulness, and
curricula that integrate value-oriented content
(Bordunos et al., 2024; Vorobyeva et al., 2024).
Internal factors involve emotion-regulation skills,
self-directed learning, and reflective capacities,
which are often cultivated through regular reflec-
tive routines (Eid, 2024; Poskakalova, 2023).
Empirical studies demonstrate that daily prac-
tices involving focused attention, contemplation,
and structured self-reflection enhance emotional
stability, intrinsic motivation, and ethical aware-
ness, thereby strengthening both El and EC
(Poskakalova, 2023; Sujadi, Sulistiyo, 2025).

Although institutional value-oriented expo-
sure and individually enacted reflective practices
are conceptually related, they represent distinct
psychological constructs. Institutional exposure
reflects structured learning environments, formal-
ized content, and organized behavioral expecta-

156

tions, whereas reflective practices refer to lived,
experiential engagement with meaning-making,
personal evaluation, and value-oriented behavior.
This distinction is particularly relevant in educa-
tional contexts where students are exposed to
structured normative content yet differ substan-
tially in the extent to which such exposure is in-
ternalized into personal routines. Daily reflective
activities — such as repeated self-evaluation, fo-
cused attention exercises, and habitual contem-
plation — function as mechanisms of emotional
regulation and cognitive integration, providing a
behavioral pathway through which value-oriented
learning may influence El and EC.

Despite this theoretical connection, empirical
studies disentangling institutional educational ex-
posure from individually enacted reflective prac-
tices remain limited, particularly in Indonesia’s
culturally diverse education system. While dif-
ferent types of senior high schools (SMA, SMK,
and MA) are designed with varying emphases
on general and value-oriented education (Mar-
haeni Kurdaningsih, Turmudhi, 2020), it remains
unclear whether such institutional differences di-
rectly foster El or EC once students transition into
university settings. Moreover, most prior studies
on El, existential development, and reflective pro-
cesses originate from Western or Russian con-
texts, leaving a significant gap in understanding
how these constructs manifest within Indonesia’s
socio-cultural environment (Razak et al., 2024).

To address these gaps, the present study
investigates the extent to which high school
background (SMA, SMK, and MA) relates to
university students’ El and EC, and whether
daily reflective practices serve as a more salient
predictor of these competencies than formal
schooling. The study also examines reflective
routines as behavioral indicators of meaning-
making, ethical reflection, and emotional regu-
lation. Through this approach, the study offers
an empirically grounded perspective on the
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development of El and existential competence
in Indonesia and contributes recommendations
for holistic character-education initiatives at both
secondary and tertiary levels.

Materials and methods

A cross-sectional quantitative design was
used to examine the relationships among high
school background, daily reflective practices,
and students’ emotional intelligence (El) and
existential competence (EC). The sample con-
sisted of 754 undergraduates from Universi-
tas Dharmas Indonesia (UNDHARI), selected
through simple random sampling. Data collec-
tion took place in September 2024 using struc-
tured, self-administered questionnaires distrib-
uted during scheduled academic activities.

Daily reflective practices were assessed
using a 20-item scale rated on a 4-point Likert
format (1 = never to 4 = always), producing total
scores between 20 and 80. Following estab-
lished cut-off criteria, scores of 20—-49 indicated
low engagement, 50—74 medium engagement,
and 75-80 high engagement in daily reflective
routines. Emotional intelligence (El) and existen-
tial competence (EC) were measured using vali-
dated 30-item instruments with the same 4-point
response format, yielding composite scores
from 30 to 120. Scores of 30-74, 75-112, and
113-120 were classified as low, medium, and
high levels of El and EC, respectively. The con-
struct of existential competence in this study is
operationalized based on dimensions of mean-
ing-making, self-reflection, and value-oriented
reasoning, while maintaining the original mea-
surement structure and psychometric properties
of the instrument.

Reliability testing demonstrated excellent
internal consistency across all scales, indicating
strong measurement stability. To analyze group
differences, a multivariate analysis of covariance
(MANCOVA) was performed using Jamovi 2.3.
High school type (general/SMA, MA, and voca-
tional/SMK) served as the independent variable,
while El and EC were the dependent variables.
Daily reflective practice scores were entered as
a continuous covariate to distinguish individually
enacted behavioral routines from formal educa-

tional exposure. Age and gender were included
as statistical controls.

Before conducting the analysis, core as-
sumptions were examined, including multivariate
normality, homogeneity of covariance matrices
(Box’s M), and equality of error variances (Lev-
ene’s test). Given minor deviations from normality
and covariance homogeneity, Pillai’'s Trace was
used as the primary multivariate test statistic due
to its robustness under assumption violations.

Results

1. Data description

The study involved 754 undergraduate stu-
dents aged 20-24 years from Universitas Dhar-
mas Indonesia. The sample consisted of 552 fe-
males (73,2%) and 202 males (26,8%), reflecting
the typical gender distribution in education and
health-related programs in Indonesian universi-
ties. Students were distributed across major fields
of study, including Education, Health Sciences,
Economics and Business, and Computer Stud-
ies. In terms of secondary education background,
participants were graduates of general senior
high schools (SMA), vocational schools (SMK),
and MA, representing the diversity of Indonesia’s
educational pathways and varying degrees of in-
stitutional educational exposure. Fig. 1 illustrates
the regional distribution of participants.

Fig. 2 displays the distribution of students
based on the type of senior high school they
attended prior to university enrollment. Among
the respondents, 45,8% (approximately 345 stu-
dents) graduated from general senior high
schools (SMA), 34,5% (around 260 students)
from MA, and 19,8% (approximately 149 stu-
dents) from vocational senior high schools
(SMK). These figures reflect a predominance of
students with general and value-oriented educa-
tional backgrounds, while graduates from voca-
tional schools were comparatively fewer.

Fig. 3 presents the distribution of students’
engagement in daily reflective practices, based on
responses to 20 questionnaire items. The majority,
76,5% (approximately 577 students), demonstrat-
ed a ‘Moderate’ level of engagement. Meanwhile,
19,0% (about 143 students) were categorized as
having ‘Low’ engagement, and only 4,5% (approx-
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Fig. 1. Distribution of respondents’ area of origin

Fig. 2. Distribution of respondents’ senior
high school type

imately 34 students) reported a ‘High’ level. These
findings indicate that most students moderately
engage in reflective practices in their daily lives.
Fig. 4 shows the distribution of emotional in-
telligence (El) levels. Based on responses to 30
questionnaire items, 73,2% (approximately 552
students) demonstrated a ‘Moderate’ level of El,

High

Fig. 4. Distribution of emotional intelligence
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High

Moderate

Fig. 3. Distribution of reflective
practice engagement

17,5% (approximately 132 students) showed ‘Low’
El, and 9,3% (approximately 70 students) were
classified in the ‘High’ category. These results sug-
gest that most students possess a moderate ca-
pacity for emotional regulation, although a smaller
proportion may require further development in
emotional self-regulation and self-awareness.

High

Fig. 5. Distribution of existential competence
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Fig. 5 presents the distribution of existential
competence (EC). Among the 754 respondents,
61,7% (approximately 465 students) were classi-
fied in the ‘Moderate’ category, 28,0% (approxi-
mately 211 students) in the ‘Low’ category, and
10,3% (approximately 78 students) in the ‘High’
category. While the majority exhibit moderate lev-
els of existential competence, a substantial pro-
portion demonstrates lower EC levels, suggesting
the need for further development, particularly in
areas related to meaning-making, self-reflection,
and value-oriented reasoning in daily life.

The correlation analysis demonstrated
strong, positive, and statistically significant rela-
tionships among daily reflective practices, emo-
tional intelligence, and existential competence.
The Pearson correlation coefficient between dai-
ly reflective practices and emotional intelligence
was 0,716, indicating that students who engage
more consistently in reflective routines tend to
report higher capacities for recognizing, under-
standing, and managing their own emotions as
well as the emotions of others. The correlation
between daily reflective practices and existen-
tial competence was also substantial at 0,593,
suggesting that regular engagement in reflec-
tive activities is meaningfully associated with an
individual's capacity for meaning-making, ethi-
cal reasoning, and self-reflection. Furthermore,
emotional intelligence and existential compe-
tence were strongly related, with a correlation
coefficient of 0,696, reflecting considerable con-
ceptual and functional overlap while confirming
that these remain distinct constructs.

The consistency of these results was fur-
ther supported by the Spearman and Kendall
coefficients. Spearman’s rho for daily reflective
practices and emotional intelligence was 0,660,
and Kendall’'s tau was 0,509, both of which were
highly significant. Similar patterns appeared for
the other variable pairs. These results confirm that
the associations remain stable even when using
rank-based methods that do not assume linear
relationships or interval-scaled data. Such agree-
ment across Pearson, Spearman, and Kendall
coefficients suggests that the observed relation-
ships are not solely due to measurement effects
but instead reflect meaningful patterns in the data.

The narrow confidence intervals for these
correlations add further confidence in the reli-
ability of the estimates, considering the large
sample size of 754 students. Overall, these
correlation results provide solid empirical
evidence to justify including daily reflective
practices as a central predictor in subsequent
multivariate analyses of emotional intel-
ligence and existential competence among
university students.

2. Data reliability estimation

To ensure the reliability of instruments
used to measure high school type, reflective
practices, emotional intelligence, and existen-
tial competence, internal consistency analyses
were conducted based on responses from 754
students. Reliability was assessed using Cron-
bach’s a and McDonald’s . The results are pre-
sented in Table 1.

Table 1
Scale reliability statistics

Variables Cronbach’s a McDonald’s ©
Reflective 0,884 0,883
Practices
Emotional 0,943 0,944
Intelligence
Existential 0,948 0,948
Competence

Cronbach’s o coefficients were 0,884 for
the Reflective Practices scale, 0,943 for the
Emotional Intelligence scale, and 0,948 for the
Existential Competence scale; corresponding
McDonald’s o coefficients were 0,883, 0,944,
and 0,948, respectively. All reliability estimates
exceed the commonly accepted threshold of
0,70, demonstrating excellent internal consis-
tency and confirming the robustness of the
instruments.

3. MANCOVA test

A Multivariate Analysis of Covariance
(MANCOVA) was conducted to examine the
effects of high school type (SMA, MA, SMK)
and continuous reflective practice scores on
emotional intelligence (El) and existential
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competence (EC), controlling for age and gen-
der. Assumption checks revealed significant
heterogeneity of covariance matrices, Box’s
M = 16,30, p = 0,012, and departure from mul-
tivariate normality, Shapiro-Wilk W = 0,943,
p < 0,001. Accordingly, Pillai’'s Trace was used
for robust inference. The multivariate tests indi-
cated no significant effect of high school type
on the combined dependent variables, Pillai’'s
Trace = 0,005, F(4, 1500) = 0,915, p = 0,454,
partial n> = 0,003. In contrast, reflective prac-
tices demonstrated a strong multivariate effect,
Pillai’s Trace = 0,534, F(2, 749) = 428,69, p <
0,001, partial n2 = 0,53.

Follow-up univariate  ANCOVAs decom-
posed the multivariate effect of reflective prac-
tices. Reflective practices significantly pre-
dicted El, F(1, 750) = 225,47, p < 0,001, partial
n?=0,28, and EC, F(1, 750) = 310,82, p < 0,001,
partial n?> = 0,29. Bonferroni-adjusted post hoc
contrasts among high school types revealed no
significant pairwise differences on either El or
EC (all p > 0,10). The results indicate that daily
reflective practices account for 23% of variance
in El and 29% of variance in EC, underscoring
their critical role in developing emotional and
meaning-oriented competencies among Indo-
nesian university students. Conversely, the type
of secondary schooling exhibits negligible influ-
ence when reflective practices and demographic
covariates are controlled. These findings high-
light the primacy of individual engagement
in reflective routines over formal educational
background in shaping El and EC. Pillai’s Trace
was employed as a robust alternative given its
resistance to assumption violations. The results
are presented in Table 2.

Table 2
Pillai’s Trace MANCOVA Test
Value F df1 | df2 p
Senior high | 0,005 | 0,915 | 4 |1500| 0,454
school type
Reflective 0,534 [428,69| 2 | 749 | <0,001
practices

The results show no significant effect of
senior high school type on emotional intelli-
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gence or existential competence (p = 0,454).
In contrast, reflective practices had a strong
and significant effect (p < 0,001), confirming
their critical role in developing both El and
EC. These findings underscore the limited
influence of formal educational background
and the substantial impact of daily reflective
engagement.

Discussion

The present study produced two major
findings that provide insight into the develop-
ment of emotional intelligence and existential
competence among Indonesian university
students. First, the type of high school at-
tended (general (SMA), vocational (SMK), or
MA) did not significantly influence students’
levels of emotional intelligence (El) or existen-
tial competence (EC). Second, daily reflective
practices emerged as a strong and consistent
predictor of both El and EC, even after de-
mographic variables were controlled. These
findings highlight an important conceptual
distinction between institutional educational
exposure and the lived behavioral dimension
of reflective engagement.

The absence of an effect of high school
background suggests that formal schooling,
including value-oriented education in MA set-
tings, may not directly shape students’ affective
or existential competencies. Emotional intelli-
gence, as defined by Goleman (1995), reflects
abilities such as emotional regulation, empathy,
and self-awareness competencies that typically
develop through interpersonal experiences,
family dynamics, and social interactions rather
than through formal academic instruction (Bar-
On, 2006; Boyatzis et al., 2000; Hoffman,
2009). Similar conclusions have been observed
across cultural contexts, including Russian and
European studies, which note that emotionally
supportive environments and authentic social
engagement contribute more strongly to El than
curriculum-based approaches (Anand et al.,
2023; Drigas et al., 2023).

A comparable pattern is evident for existen-
tial competence. Although MA includes struc-
tured value-oriented content, these components
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often emphasize formal knowledge rather than
reflective or experiential engagement. Research
indicates that existential competence develops
more effectively through continuous self-reflec-
tion, ethical engagement, and meaning-oriented
participation in daily life rather than through
formal content alone (Carr, 2018; Kavar, 2015).
The present findings therefore support the idea
that institutional exposure does not automati-
cally translate into higher EC unless individuals
internalize value frameworks through sustained
reflective routines beyond the classroom (Arti et
al., 2024; Idris et al., 2023).

In contrast, daily reflective practices were
found to be a robust predictor of both emotional
intelligence and existential competence. This
aligns with theoretical perspectives on reflective
engagement, which emphasize that structured
practices of attention, contemplation, and self-
evaluation create opportunities for individuals to
observe emotions, cultivate self-regulation, and
frame life experiences within a coherent sense of
meaning and purpose (Tirri, 2023; Zohar, 2000).
Reflective practices are also associated with
emotional resilience, empathy, gratitude, and
perspective-taking skills directly related to com-
ponents of El (Andrei, 2023; Arti et al., 2024). At
the same time, these practices reinforce mean-
ing-making processes, ethical reasoning, and
value orientation that underpin EC, as reflected
in instruments such as SISRI-24 (Zaini, Hakim,
2023). Studies across diverse cultural contexts
similarly show that regular reflective routines
promote emotional balance and clarity of pur-
pose, supporting the broader applicability of the
present findings (Howard-Snyder, McKaughan,
2022; Aprilianti, 2024).

Importantly, the results also clarify the
distinction between institutional exposure and
reflective practice. Institutional exposure typi-
cally represents structured learning environ-
ments, formalized content, and normative ex-
pectations, whereas reflective practice refers
to the lived behavioral enactment of meaning-
making, self-evaluation, and value-oriented
action. Although this study did not directly
measure institutional adherence as a psy-
chological construct, the strong effect of daily

reflective practices demonstrates that behav-
ioral engagement may be a more sensitive
indicator of students’ affective and existential
development than formal exposure. This also
explains why MA graduates did not automati-
cally score higher in EC or El: while they may
have received more structured value-oriented
instruction, their ongoing reflective routines
appear more decisive in shaping developmen-
tal outcomes during university.

The Indonesian socio-cultural context is
crucial for interpreting these findings. Daily re-
flective routines are widely embedded in social
and cultural practices, and many students are
introduced to structured forms of reflection and
value-oriented behavior from an early age. Thus,
variation in reflective practice is influenced not
only by individual commitment but also by family
expectations, peer environments, and commu-
nity norms. This may help explain why reflective
practices remain a strong predictor of El and EC
even after controlling for school type.

Despite relying on self-report instru-
ments, which may introduce common-method
bias, cross-checking with multiple correla-
tion coefficients indicated consistent and
stable patterns. Future research may employ
mixed-method or longitudinal designs to ex-
plore how students’ reflective routines evolve
across developmental stages and how these
routines interact with other psychosocial fac-
tors. Structural equation modeling may further
clarify the pathways through which reflective
practice supports emotional intelligence and
existential competence.

Overall, the findings suggest that while
formal schooling does not significantly shape
students’ emotional intelligence or existen-
tial competence, engagement in reflective
practices plays a central developmental role.
For Indonesian educators and policymakers,
these results underscore the importance of
complementing curricular content with pro-
grams that encourage continuous reflection,
ethical engagement, and self-regulation. Such
efforts could better support the holistic forma-
tion of students, enabling them to develop
emotional resilience, moral sensitivity, and a
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deeper sense of meaning in their academic
and personal lives.

Conclusions

This study examined the relative contri-
butions of high school background and daily
reflective engagement to the emotional intel-
ligence and existential competence of Indo-
nesian university students. The findings dem-
onstrate that the type of high school (whether
SMA, SMK, or MA) did not significantly predict
students’ emotional or existential competence,
suggesting that institutional differences in cur-
ricular orientation do not automatically foster
affective or meaning-oriented development.
Instead, competencies such as emotional regu-
lation, empathy, and meaning-making appear
to be shaped more profoundly by interpersonal
interactions, family environments, and commu-
nity-based socio-cultural experiences than by
formal instructional structures.

In contrast, daily reflective engagement
emerged as a consistent positive predictor of
both emotional intelligence and existential com-
petence. Students who regularly engaged in
structured reflective routines exhibited higher
levels of emotional balance, ethical awareness,
and clarity of purpose. These results highlight
an important distinction between formal instruc-
tion and lived reflective practice, which functions
as an experiential process that supports holistic
psychological development.

Implications

The findings underscore the limited impact
of formal schooling on the development of emo-
tional and existential competencies and empha-
size the central role of reflective engagement in
shaping these capacities. For educational insti-
tutions in Indonesia, this suggests the need to
supplement curricular instruction with programs
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Abstract

Context and relevance. As global challenges intensify, mathematics educa-
tion faces growing demands to cultivate both abstract reasoning and value
orientations aligned with the Sustainable Development Goals (SDGs). Pre-
service teachers’ epistemological beliefs play a critical role in shaping how
these elements are incorporated into instructional materials. Objective. This
study examines how Indonesian pre-service mathematics teachers’ belief
orientations — constructivist, Platonist, or instrumentalist — influence their
integration of mathematical values (usefulness, creativity, transformation)
and SDG themes in teaching resources. Methods and materials. A qualita-
tive design engaged 37 final-year pre-service teachers (15 male, 22 female;
aged 20-24) from an Indonesian state university. Data from written reflections
and semi-structured interviews were analyzed through theory-driven descrip-
tive coding, with rigor ensured via triangulation, member checking, and audit
trails. Results. Analysis revealed distinct pedagogical patterns: constructivist-
oriented teachers developed materials emphasizing creativity and contextual
SDG integration, while Platonist approaches prioritized conceptual rigor and
instrumentalist designs focused on procedural applications — both showing
comparatively limited depth in value integration. Conclusions. The findings
demonstrate how epistemological beliefs shape SDG implementation, suggest-
ing teacher education programs would benefit from systematically addressing
belief systems to prepare educators for creating mathematics instruction that
balances conceptual mastery, creative reasoning, and global citizenship.

Keywords: mathematical beliefs, pre-service teachers, teaching materials,
Sustainable Development Goals (SDGs), value
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KOHCTPYKTUBU3M UIM UHCTPYMEHTANN3M?
Kak y6exxaeHus 6yayLumx yuyntenen BNusioT
Ha MHTerpauuio MaTeMaTU4eCKnUX LLeHHOCTeNn

M uenen ycCToM4mBoro pasBuTtus

. Hosukacapu' <, M.X. MychnuxuH', ®. ®ays3u', JI. Paxmasatun?, P. Poxmapg’
' TocypapCTBEHHBI MCNaMCcKuii yHBepcuTeT nMmenmn npod. K.X. CandygamHa 3yxpu,
MypBokepTo, IHOoOHe3us

2 YHuBepcuteT Axmag OaxnaH, [xkokbakapTa, ViHgoHeaus

M ifa_da@uinsaizu.ac.id

Pestome

KoHTeKCT M aKTyanbHOCTb. B ycnoeusax ycunenus rnobasnbHbiXx npo6nem
mMaremMaTn4eckoe o6pas3oBaHue CTanknBaeTCs C pacTyLlei HeoOXOAUMOCTbIO
pas3BMBaTh y y4alMXCH Kak abCTPaKTHOE MbllUSIeHe, Tak U LeHHOCTHbIe
YCTaHOBKW, COOTBETCTBYIOLLME LieNaM ycTonumsoro passutusa (LIYP). Y6ex-
feHuna 6yayLmx yquTenein o npupopae 3HaHus (3nnctemornornyeckune yoex-
[eHus) BO MHOTOM ONpefensioT TO, Kak 3T acreKTbl BKI4YaoTCA B yHebHble
matepuansl. Llenb. N3yunTb, Kak yoexxaeHns MHOOHE3UNCKUX ByOyLUMX Yyu-
Tenew maTemMaTvKn (KOHCTPYKTUBUCTCKMNE, NNATOHNCTCKUE U MHCTPYMEHTa-
J'IVICTCKI/Ie) BJINAKOT Ha TO, K&K OHU UHTErpupyroT MmatemMatn4eckme LeHHOCTU
(nonesHocCTb, KpeaTMBHOCTb, TPaHCOPMAaLIMIO) U TeMbl Lienent yCTONYNBOro
pa3BuTusa B y4ebHble MaTepuansl. MeToabl n MaTepuanbl. B kayectBeHHOM
ncenefoBaHuy yqacteoBanu 37 CTYAEHTOB BbIMyCKHOMO Kypca (15 toHoLuen n
22 peByLikM B Bo3pacTte 20—24 neT) 0QHOro n3 rocyfapCTBEHHbIX YHUBEPCH-
TeToB MHOoHe3nn. Ana aHanu3a AaHHbIX NMMCbMEHHbIX PedNIEKCUBHBIX OTHe-
TOB M NOMNYCTPYKTYPVPOBAHHbLIX MHTEPBbLIO MPUMEHANOCH TEOPETUHECKN 060-
CHOBaHHOE [IECKPUNTUBHOE KOAMPOBaHWE; HAOEXHOCTb Pe3ynbLTaTtoB obecrne-
yuBanach 3a cHeT MeTofa TPUAHrynALmMmM, NPOBEPKN YHaCTHUKaMU 1 BeAeHUs
ayauTopckoro cnefa. Pesynbratbl. B pe3ynerare aHanvsa 6binv BbISBEHbI
YeTKne nefarornyeckme 3aKOHOMEPHOCTU: YHUTENS C KOHCTPYKTUBUCTCKUMMN
y6exaeHnamu cospasanm y4ebHble Matepuasbl, B KOTOPbIX akLEeHT Aenancs
Ha KpeaTMBHOCTb U KOHTEKCTyasnbHoe BKitoveHne Tem LIYP; nnatoHucTckuin
noaxop OTAasas NPMOPUTET KOHLENTYarlbHOM CTPOroCTW, @ UHCTPYMEHTaNMCT-
CKMIN — npoueaypHbIM NpumMeHeHusaM. Npy aTom oba nocnegHMx nogxona ae-
MOHCTPUPOBANN CPaBHUTENIbHO MEHbLUYO FNMy6uUHY MHTerpaumum LEeHHOCTEN.
BbiBoabl. Pe3ynsrarthl nokasbiBaloT, Kak 3MUMCTEMONOrMYECKne yoexaeHus
BNUAIOT Ha BHegpeHve LIYP, n no3BonsiloT npednosnoXutb, YTO 6biNo Obl
NOSIe3HO CUCTEMATUHECKN aHanM3npoBaTb 3TU y6exaeHus B paMkax nefa-
rorm4eckux nporpamm, 4TO6bl FOTOBUTb yHMTeﬂeVI K NJlaHMPOBaHUIO YPOKOB
MaTeMaTuKn, B KOTOPbIX COHETalTCA KOHLeNTyanbHOe OCBOEHWE MaTepuana,
TBOPYECKOEe MbILLSIEHNE Y BOCTIMTAHUE B HUX MAEN MUPOBOIO rpaXkAaHCcTBa.

KnroyeBble cnoBa: matematnydeckne yoexaenus, dygyuime yumTens, y4eb-
Hble MaTepwuansl, Lenu yctonynsoro passutus (LIYP), ueHHoCcTb
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Introduction

Mathematics education in the era of global-
ization plays a crucial role in equipping young
learners to engage with complex global chal-
lenges (Chronaki, Yolcu, 2021). Advances in
technology and information have shifted educa-
tional goals from mere knowledge transmission
to applying mathematical concepts to real-world
problems, including integrating Sustainable
Development Goals (SDGs) into curricula (Mc-
Diarmid, Zhao, 2023). The 2030 Agenda for
Sustainable Development emphasizes issues
like poverty, gender equity, and climate change,
and embedding SDGs in math education fos-
ters critical thinking and problem-solving within
authentic contexts (Persaud, Dagher, 2021).
However, research remains scarce on how
pre-service teachers’ motivations and beliefs
influence the design of SDG-focused teaching
materials despite evidence linking such curricula
to enhanced student engagement with global
issues (Alsina, Vasquez, 2024; Li et al., 2024).

Existing studies have explored SDG integra-
tion across educational levels and regions, re-
vealing mixed findings regarding teachers’ knowl-
edge and practices. For example, Tesfamicael
and Enge (2024) found active engagement with
sustainable development in Norway’s primary
to secondary curricula, whereas Altintas et al.
(2024) reported limited awareness among math
teachers about sustainability concepts. Calls
for reform in mathematics education emphasize
moving beyond exam preparation towards foster-
ing sustainability literacy and active participation
(Shimizu, Vithal, 2023). Central to these efforts
is the recognition that teachers’ mathematical be-
liefs — defined as personal and contextual views
on the nature of mathematics and its teaching
(Novikasari, Dede, 2021) — profoundly shape
instructional choices and resource development
(Novikasari et al., 2024). However, how these
beliefs intersect with SDG integration in teaching
materials remains underexplored.

Mathematical values — usefulness, creativity,
and transformation — mediate how pre-service
teachers design instructional tools, shaping their
pedagogical orientations (Novikasari et al., 2024).
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Grounded in Emnest et al. (2016) typology of
mathematical beliefs (constructivism, Platonism,
instrumentalism), this study examines how these
belief systems influence pre-service teachers’ in-
tegration of SDGs and mathematical values into
their materials. Usefulness, reflecting the prag-
matic dimension of mathematics, emphasizes
real-world problem-solving (e.g., applying linear
equations to household budgets), aligning with
Skovsmose’s (2023) “mathematics-as-action”.
Creativity fosters innovative approaches through
open-ended tasks (e.g., modeling climate change
geometrically), resonating with (Haim, Aschauer,
2024) “divergent mathematical practices”. Trans-
formation extends further, using mathematics
to critique societal issues (e.g., visualizing in-
come inequality) via Freirean critical pedagogy
(Thanheiser, Mamolo, 2024). By revealing how
epistemological beliefs shape value-driven SDG
integration, the findings aim to advance teacher
education and policy for globally responsive
mathematics instruction.

Mathematical beliefs in education

Mathematical beliefs refer to teachers’ views
about the nature of mathematics, how it should
be taught, and its purpose, which significantly
shape instructional practices (Ernest et al., 2016;
Philipp, 2007). These beliefs are commonly
grouped into three main perspectives: construc-
tivist, platonist, and instrumentalist. The construc-
tivist approach emphasizes that students actively
construct mathematical knowledge by engaging
in their environment and reflecting on their expe-
riences (Novikasari, Dede, 2021). Teachers with
this belief encourage learners to independently
explore concepts, solve real-world problems,
and develop meaningful solutions. In contrast,
Platonism regards mathematics as an abstract,
non-physical entity accessible through logic and
deductive reasoning, with teachers focusing on
teaching core principles logically and sequentially
(Goldin et al., 2016).

The instrumentalist perspective, meanwhile,
sees mathematics primarily as a practical tool
for problem-solving. Teachers who adopt this
view prioritize efficient techniques and methods
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that efficiently produce useful results (Thompson,
1992). Research shows that these differing be-
liefs influence teaching approaches and students’
ability to understand and apply mathematics
in real-life contexts (Hidayat, Novikasari, 2023;
Krasilo, Repesciuc, 2025). Recognizing these
belief systems helps explain why some educators
emphasize creativity and exploration while others
focus more on logic or practical skills. Ultimately,
these philosophical orientations shape how math-
ematics is taught and learned in classrooms.

Integrating SDGs and mathematical

values in mathematics education

The integration of Sustainable Development
Goals (SDGs) into mathematics education is
increasingly important for fostering responsible,
real-world learning that addresses global chal-
lenges (Persaud, Dagher, 2021). The SDGs, es-
pecially those related to quality education, eco-
nomic growth, and sustainability, align closely
with key mathematical skills such as problem-
solving and critical thinking. Embedding these
goals in math teaching helps students connect
concepts to societal issues, making learning
more relevant and impactful (Filho et al., 2024).

Teaching materials are central to this integra-
tion, reflecting content and pedagogical values
(Potari, 2018). Constructivist-based materials pro-
mote creativity, utility, and transformation by con-
textualizing math in real-life situations, while Pla-
tonist and Instrumentalist approaches focus more
on logical structures or efficient problem-solving
(Thompson, 1992). This study explores how pre-
service teachers’ mathematical beliefs influence
the incorporation of SDGs and mathematical
values in junior high school teaching materials. It
examines three key aspects: the identification of
teachers’ mathematical beliefs, the extent of SDG
integration, and the reflection of mathematical val-
ues in the materials they develop.

Materials and methods

Participants

This qualitative study involved 37 pre-service
teachers (M = 22,1 years; SD = 1,3) enrolled in
a teacher education program at a state univer-
sity in Indonesia. The participants, consisting of

15 males and 22 females aged between 20 and
24, were selected through purposive sampling
based on their active engagement in coursework
related to mathematics pedagogy. Inclusion cri-
teria included enrollment in the program’s final
year and willingness to participate in the study.
Participants were ensured of confidentiality and
anonymity by ethical research standards.

Procedures

Data were collected through written reflec-
tions and semi-structured interviews focused on
participants’ experiences, beliefs, and percep-
tions regarding SDGs-responsive mathematics
instruction. The written reflections were submit-
ted during coursework activities on designing
SDG-aligned teaching materials, while the inter-
views were conducted individually, each lasting
approximately 30-45 minutes. All interviews
were audio-recorded with participants’ consent
and later transcribed verbatim for analysis.

Data analysis

The data were analyzed manually using
a theory-driven qualitative approach, with de-
scriptive coding as the initial step to identify key
statements and recurring patterns (Bingham,
2023). Codes were systematically grouped into
three broader categories aligned with the study’s
framework: (1) mathematical beliefs (construc-
tivist, Platonist, or instrumentalist orientations),
(2) SDG integration depth (evaluating contex-
tualization versus superficial inclusion), and (3)
mathematical values—usefulness (real-world
application), creativity (novel problem-solving),
and transformation (societal critical thinking).
This process emphasized categorization over
thematic development, interpreting participants’
experiences through the lens of student-respon-
sive pedagogy (Qureshi, Unlii, 2020).

To ensure rigor, the analysis was conducted
without qualitative software, relying instead on
triangulation of written reflections and interview
transcripts. Credibility was strengthened through
member checks, where participants reviewed
preliminary interpretations for accuracy (Bing-
ham, 2023), and an audit trail documented all
analytic decisions. This approach balanced theo-
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retical fidelity with methodological transparency,
capturing nuanced relationships between beliefs,
SDG integration, and pedagogical values.

Results

This study aims to explore how mathemati-
cal beliefs held by pre-service teachers influence
the Sustainable Development Goals/SDGs and
mathematical values in the development of junior
high school mathematics teaching materials. The
results of this study are presented based on three
main aspects: (1) identification of mathematical
beliefs of pre-service teachers, (2) analysis of
SDGs integration in the developed teaching ma-
terials, and (3) analysis of mathematical values
reflected in the teaching materials.

Identification of mathematical beliefs

of pre-service teachers

Based on interview data, pre-service math-
ematics teachers’ beliefs were categorized into
three perspectives: constructivist, platonist, and
instrumentalist. Those with constructivist beliefs
viewed mathematics as a human activity shaped
by social interaction and contextual experience,
emphasizing creativity and exploration in learn-
ing. They believed teaching materials should pro-
mote critical thinking and real-world applications
rather than mere knowledge transmission (BNR:
“students can internalize math concepts if the
materials are creatively developed based on their

environment and needs”). In contrast, platonist-
oriented teachers perceived mathematics as an
exact, universal science of abstract structures
and immutable truths, prioritizing conceptual un-
derstanding and logical rigor. They saw materials
as tools to reinforce formal structures and theo-
retical coherence to support mastery of funda-
mental principles (DZA: “poor teaching strategies
can reduce student interest’, underscoring the
need for appropriate methods and materials).

Meanwhile, instrumentalist teachers con-
sidered mathematics a practical tool for solving
real-world problems through procedures and
calculations, emphasizing procedural fluency and
clarity. They viewed teaching materials as essen-
tial for developing efficiency in problem-solving.
They believed difficulties often stemmed from a
lack of interest or inappropriate resources (NUK:
“mathematics is a science of operations related
to numbers — addition, subtraction, division, or
multiplication”). Overall, these belief systems sig-
nificantly shaped how pre-service teachers con-
ceptualized the role of teaching materials: con-
structivists emphasized inquiry and engagement,
platonists focused on logical structure and deep
understanding, and instrumentalists prioritized
practicality and application. These findings align
with Ernest et al. (2016) typology and highlight
the influence of belief systems on the design and
use of mathematics teaching resources to foster
meaningful learning.

Table 1

Summary of pre-service teachers’ mathematical beliefs and their influence on teaching
approaches

Mathematical

Design of teaching materials

relevance.

belief View °f. Teaching orientation
. . mathematics
orientation
Constructivist | Socially Emphasizes student-
constructed, centered, inquiry-based
contextual learning with real-world

Focuses on creativity, critical thinking,
and contextual relevance; materials
designed to engage and motivate.

Platonist Abstract, logical

structures

Prioritizes conceptual mas-
tery, logical reasoning, and
structured understanding.

Teaching materials are designed to build
foundational understanding and address
student difficulties systematically.

Instrumentalist | Procedural tools

Emphasizes procedural
fluency and practical ap-
plication of mathematics.

Materials focus on clarity, accuracy, and
real-life applicability to enhance student
confidence and skill.
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Table 1 summarizes how pre-service math-
ematics teachers’ underlying beliefs shape their
perceptions of mathematics and influence how
they design and utilize teaching materials. These
beliefs inform contrasting views of mathematics —
ranging from a socially constructed, contextual dis-
cipline to a fixed body of abstract knowledge or a
practical tool for solving routine problems. Conse-
quently, the role of teaching materials is also inter-
preted differently. For some, especially those with
constructivist orientations, materials are essential
for fostering conceptual understanding and active
engagement. In contrast, pre-service teachers
with Platonist or instrumentalist views may regard
teaching materials primarily as structured aids or
procedural tools that support the delivery of content
and the development of computational fluency.

Analysis of SDGs integratio

in teaching materials

The analysis of teaching materials developed
by 37 pre-service teachers revealed that the
integration of Sustainable Development Goals
(SDGs) varied significantly according to their
mathematical belief orientations: Constructivist,
Platonist, and Instrumentalist. Constructivist-ori-
ented participants prioritized student engagement
through real-life modeling and contextual prob-
lem-solving, embedding SDGs such as Decent
Work and Economic Growth (SDG 8) creatively
and meaningfully. For example, BNR’s material

employed algebraic tools to help students un-
derstand profit-making in everyday transactions,
emphasizing relevance and active learning.
Meanwhile, Platonist-oriented participants dem-
onstrated a conceptually focused integration of
mathematics and SDGs, linking abstract math-
ematical concepts to social issues with greater
emphasis on conceptual rigor. FIP’s use of statis-
tical analysis to illustrate consumer behavior at a
food festival highlighted this group’s emphasis on
conceptual depth, with SDG 8 reflected in 80% of
Platonist-oriented teaching materials.

In contrast, Instrumentalist-oriented partici-
pants adopted a more procedural and pragmatic
approach. While their materials addressed SDG
8 and SDG 9, the focus was mainly on efficiency
and algorithmic processes, often lacking critical
engagement with broader socio-cultural contexts.
NUK’s example, which involved linear equations
in calculating the cost of rice and sugar, illustrated
how real-world problems were incorporated with-
out a deeper exploration of their implications. This
group showed a more limited contextual integra-
tion of SDGs, with 40% of materials categorized
as other/general materials without deeper SDG-
related contextualization. These findings under-
score the pivotal role of epistemological beliefs in
shaping how future teachers conceptualize and
translate global goals into pedagogical practice.

Table 2 shows that the proportion of teach-
ing materials reflecting different SDG categories

Table 2

Distribution of SDG integration across mathematical belief groups

Mat:‘)‘:?;t'cal SDG integrated Percentage Example focus
Constructivist | SDG 8 (decent work and economic 63% Algebraic modeling of profit in daily
growth) transactions (e.g., selling eggs)
SDG 2 (zero hunger) 18% Nutritional planning and food supply
chains
SDG 3 (good health and well-being) 9% Health statistics and daily habits
SDG 9 (industry, innovation, and 9% Innovation-related cost modeling
infrastructure)
Platonist SDG 8 80% Statistical analysis of consumer behavior
SDG 3 10% Health-based data interpretation
SDG 9 10% Analysis of industry-related production
trends
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Matl;(:r:;;tlcal SDG integrated Percentage Example focus
Instrumentalist | SDG 8 30% Linear equations for pricing calculations

SDG 9 30% Function modeling in logistics or
infrastructure settings

Other/general 40% Basic mathematical procedures without
deeper integration of SDG-related
context

Note. Percentages indicate the proportion of teaching materials within each mathematical belief orientation that

reflected the respective SDG category.

varied across mathematical belief orientations.
Among constructivist-oriented materials, SDG 8
was reflected in 63% of the materials, followed
by SDG 2 (18%), SDG 3 (9%), and SDG 9 (9%).
Among Platonist-oriented materials, SDG 8 was
reflected in 80% of the materials, while SDG 3
and SDG 9 were each reflected in 10%. Among
instrumentalist-oriented materials, SDG 8 and
SDG 9 were each reflected in 30% of the materi-
als, while 40% were categorized as other/general
materials without deeper SDG-related contextu-
alization. These patterns suggest that construc-
tivist-oriented materials incorporated a broader
range of SDG contexts, whereas Platonist-orient-
ed materials were more concentrated on SDG 8,
and instrumentalist-oriented materials showed a
more limited integration of SDG-related contexts.

Analysis of mathematical values

in teaching materials

Data were analyzed manually using a the-
ory-driven qualitative approach, beginning with

descriptive coding to identify key statements
and recurring patterns in the teaching materials.
These were categorized according to the reflec-
tive mathematics values framework by Novikasari
et al. (2024), which includes usefulness, creativ-
ity, and transformation. The analysis showed
that pre-service teachers’ epistemological beliefs
significantly influenced how these values were
embedded in their instructional designs, particu-
larly in relation to the Sustainable Development
Goals (SDGs). For example, the teaching mate-
rial compiled by BNR demonstrates the value of
creativity, as shown in Figure below. This figure is
included in the material to encourage students to
pose different and thought-provoking questions
during the learning process.
Constructivist-oriented participants dem-
onstrated integration across all three reflective
values, with creativity (38%) and transformation
(43%) more prominently represented than use-
fulness (19%). Their materials encouraged in-
quiry-based learning and contextual applications

diajukan.

angka?

bilangan bulat?

Setelah melakukan pengamatan silakan mengajukan pertanyaan terkait hal
yang diamati atau materi. Berikut ini contoh pertanyaan yang baik untuk

1. Bagaimana cara membandingkan bilangan yang tersusun dari banyak

2. Bagaimanakah pentingnya memahami nilai tempat untuk membandingkan

Silakan ajukan pertanyaan lainnya yang menurut kalian penting.

Translation

After making observations,
formulate questions about the
observed phenomena or materi-
als. Consider questions such as:
1. What strategies are most ef-
fective for comparing multi-digit
numbers?

2. How does understanding
place value facilitate integer
comparison?

What additional questions
would further investigate this
concept?
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linked to SDG 8. Platonist participants focused
more on transformation (63%) through concep-
tual precision, while instrumentalist teachers
showed greater emphasis on usefulness (33%)
and transformation (67%), often employing real-
life analogies for procedural learning. Despite
these differences, transformation was the most
frequently coded value across all three belief
orientations, suggesting a shared emphasis on
fostering adaptable, socially responsive math-
ematical thinking.

The distribution presented in Table 3 illus-
trates how the frequency of coded segments
related to usefulness, creativity, and transfor-
mation varied across belief orientations. These
percentages indicate the relative prominence of
each value within the coded data and are used
to support the interpretation of thematic patterns
rather than to make statistical generalizations.
In this qualitative analysis, the numerical repre-
sentations convey the relative weight of codes
within each belief orientation (Bingham, 2023).

Discussion

This study offers a nuanced view of how pre-
service teachers’ mathematical belief systems
shape the development of teaching materials
that integrate both the Sustainable Development
Goals (SDGs) and core mathematical values.
Through a theory-driven qualitative approach
and descriptive coding, the findings demonstrate
that epistemological beliefs — whether con-
structivist, Platonist, or instrumentalist — signifi-
cantly influence pedagogical decisions. These
results affirm prior research that highlights the
central role of belief orientations in shaping how
teachers conceptualize mathematics and its so-

cietal purpose (Ernest et al., 2016; Philipp, 2007;
Rezat et al., 2021).

Constructivist-oriented pre-service teachers
demonstrated a broader and more contextually
varied integration of SDGs, particularly in rela-
tion to economic development (SDG 8), zero
hunger (SDG 2), good health (SDG 3), and in-
novation (SDG 9). Their teaching materials em-
phasized real-world problems, student inquiry,
and open-ended tasks — practices aligned with
global frameworks that promote critical thinking
and learner agency (Awaiji et al., 2024; Tesfami-
cael, Enge, 2024). These results align with prior
findings that constructivist beliefs often foster
more meaningful, context-driven instruction
(Meletiou-Mavrotheris, Paparistodemou, 2024).

Platonist-oriented pre-service teachers also
demonstrated SDG integration, though with a
greater focus on conceptual rigor and internal
mathematical structures. Their materials em-
ployed abstract reasoning and formal representa-
tions, often linking mathematical concepts to real-
world issues without extensive contextual diver-
sity. This reflects the Platonist view that mathe-
matics is discovered through deductive reasoning
and exists independently of human experience
(Ernest et al., 2016; Thompson, 1992). While
less student-centered, this approach reinforced
the precision and universality of mathematics.

In contrast, instrumentalist participants ad-
opted a more utilitarian approach, embedding
SDGs into tasks that prioritized efficiency and
procedural fluency. Although transformation as a
value appeared in their materials, creativity was
less evident, suggesting a limited pedagogical
vision. These findings echo concerns in the lit-
erature that instrumentalist beliefs may constrain

Table 3

Integration of mathematical values in teaching materials reviewed
from differences in mathematical beliefs

Belief orientation Usefulness (%) Creativity (%) Transformation (%)
Constructivist 19% 38% 43%
Platonist 28% 9% 63%
Instrumentalist 33% 0% 67%

Note. Percentages represent the relative frequency of coded segments for each mathematical value
within each mathematical belief orientation.
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mathematics instruction to rote procedures, un-
dermining opportunities for deeper understanding
or social relevance (Santos-Trigo, 2024).

The integration of core mathematical val-
ues — usefulness, creativity, and transforma-
tion — varied across belief orientations. Con-
structivist teachers promoted creativity through
problem-based learning and exploration;
Platonist teachers emphasized transformation
through conceptual depth; and instrumentalist
teachers emphasized transformation through
practical and procedural applications. These
patterns support the importance of embedding
reflective belief exploration in teacher education
programs to cultivate value-driven and socially
responsive mathematics pedagogy (Novikasari
et al., 2024). Future research should explore
how these beliefs evolve over time and influ-
ence classroom practice.

Conclusions

This qualitative study reveals how pre-
service teachers’ mathematical beliefs shape
their integration of Sustainable Development
Goals (SDGs) and core values in instructional
materials, with three characteristic approaches
emerging. Instrumentalist-oriented teachers em-
phasized transformation through social analysis
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Abstract

Teacher performancein addition to reflecting teacher professionalism, also
greatly determines the future of students. To support teacher performance, at
least three components are needed to make schools a learning organization.
They are transformative leadership, an inclusive work environment, and a
progressive learning process, which are firmly embedded in teacher motiva-
tion, making teaching not just a routine but a mobilization of all abilities in the
form of innovative work behavior to participate in organizing quality learning.
The study examines the moderating effect of innovative work behavior on
the relationship between work motivation and participation, and its influence
on teacher performance. It is hypothesized that work motivation, participa-
tion, and innovative work behavior positively affect teacher performance, and
that innovative work behavior moderates the relationship between motivation
and participation. The study employs a quantitative approach with an ex post
facto design. Data were collected from 317 junior high school teachers in Te-
manggung Regency, Indonesia, through proportional random sampling tech-
nigues. The Partial Least Squares Structural Equation Modeling (PLS-SEM)
technique was applied to analyze the relationship between variables. The
results of the study indicate that transformative principal leadership has been
proven to strengthen work motivation, encourage participation, and increase
teachers’ innovative work behavior. Strengthening work motivation can be
achieved by improving teacher morale, acknowledging teacher performance,
creating a conducive work environment, and presenting awards — both finan-
cial and non-financial — to teachers who excel and are dedicated to student
success and school progress. Increasing participation can be achieved by
involving teachers in formulating school policies, developing school curricula
and activities, fostering an inclusive and collaborative culture, and providing
opportunities for teachers to take the initiative. Coaching and promoting in-
novative work behavior can be achieved by creating an adaptive and creative
learning environment that encourages a progressive learning process, foster-
ing various innovations and new ideas in learning.

Keywords: innovative work behavior, participation, quality of learning, teacher
performance, work motivation

The moderating role of innovative work behavior
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Pesome

PesynbTaTyBHOCTb Yy4UTENS HE TONMbKO OTpaXkaeT ero npoecCMoHanunaMm,
HO M B 3HAYUTENbHOW CTEMEeHW onpefenseT byayliee y4eHUKoB. [Ansa nosbl-
LeHns adEKTUBHOCTM paboThbl yyuUTeNen HeO6XOAUMO co3faTth B LLKOMax
yCrnoBumsa oby4aroLein opraHu3aumnn, ansg 4ero Tpebyercs Kak MUHUMYM Tpu
KOMMOHEHTa: TpaHcopMaLmnoHHoOe NMAEPCTBO, NHKTIO3NBHAA cpeja u npo-
rpeccuBHbIN y4ebHbIM npouecc. Bce oHW rny6oKo CBsidaHbl C MOTUBaLMEWN
yuutenen n npespailatoT npenofasaHve U3 pyTVHbl B MOOUIM3aLMIO BCEX
CrnocobHOCTEN — WHHOBALIMOHHOE MOBeAeHVe, HanpaBneHHoe Ha opraHuaa-
LMo Ka4eCcTBEeHHOro oby4eHus. B nccneposanum paccmarpriBaeTcs MOgepu-
pytoLLee BMsSHNE WMHHOBAaLMOHHOINO paboyero nosefeHust Ha B3aMMOCBA3b
Mexay TPyAOBOM MOTMBALMEN N aKTUBHOCTBIO YYUTENS B OPraHn3auyMoHHON
XKN3HU LLIKOSbI, & TaKXKe ero BnsiHMe Ha pe3ynbTaTUBHOCTb PaboTbl y4YuTenen.
BblgBuraeTca runotesa o Tom, YTO TPyAOBas MOTUBALMSA, aKTUBHOCTb y4nUTe-
N B OPraHn3aLMoHHON XXN3HW LLKOSbl M MHHOBALMOHHOE pabo4ee noeefeHne
NONMOXUTENBHO BAUSIOT Ha Pe3ynbTaTUBHOCTb Y4UTENen, a MHHOBAaLMOHHOe
paboyee NoBefeHNe BbICTynaeT MOAEPATOPOM BO B3aUMOCBA3N MexXAy MO-
TMBauMen n ydactmem. B uccnepoBaHum MCnonb3yeTcs KONMYECTBEHHbIV
noaxop ¢ ansariHom ex post facto. Smnmpuyeckme aaHHble 6binv cobpaHbl Ha
Bbl6OpKe 13 317 yunTenen cpefHux LWKon okpyra TemaHrryHr (MiHgoHesus) ¢
npUMeHeHneM MeToAa NPOMOPLMOHaNbHON criy4ariHon Beibopku. O6paboTka
JaHHbIX 1 OLieHKa B3avMOCBSA3eN MeXy UccnegyemMbiMn nepeMeHHbIMU ocy-
LEeCTBAANNCL C UCMONb30BAHMEM MeToda MOAENMPOBaHUSA CTPYKTYPHbIMK
ypaBHEHUSMU HaumeHbLUMX kBagpatoB (PLS-SEM). Pe3ynstathl uccnegosa-
HWA NOKa3bIBaIOT, YTO TpaHCHOPMAaLIMOHHOE NMUAEPCTBO AUPEKTOpa LUKOMbI
[OKa3aHHO ycunmueaeT TPyAOBYHO MOTMBAUMIO MERAroros, CTUMYNUPYET WX
BOB/IEYEHHOCTb M CMOCOGCTBYET POCTY MHHOBALMOHHOIO nosefeHus. Ykpe-
nseHve TPy[oBoOM MOTUBALIMU MOXKET 6bITb 06ecreyeHo 3a CHET NOBbILLEHUS
MOpanbHOro Ayxa y4utenew, MpusHaHua KX npotecCuoHanbHbIX 3achyr,
co3paHus 6naronpusaTHOM paboyelt cpefbl, a TakkKe CUCTEeMbl MOOLLPEHWI
(MaTepmanbHbIX 1M HemaTepuanbHbIX) ANS Nefarorop, AEMOHCTPUPYHOLLNX
BbICOKME pe3ynbTaTbl U OPUEHTUPOBAHHbIX Ha YCMeX y4allUMxcs U pasButue
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ob6pasoBaTtenibHOW opraHn3aunu. MNoBbILLEHNE YPOBHS BOBIIEHEHHOCTU MOXET
ObITb [OCTUIHYTO 3a CYET MPUBIIEYEHUS yunTenen K paspadboTke LUKONbHOM
NONMUTUKK, Pa3BUTMIO YHEOHbIX MPOrpamMm M MeponpusaTUiA, (HOPMUPOBaHUSA
VIHKJTIO3UBHOM 1 KOnnabopaTuBHOW KymbTypbl, a TaKXe NPefoCcTaBneHns yum-
TensiM BO3MOXHOCTU MPOSIBASTL UHMUMATUBY. Pa3BuTne 1 nooLLpeHne NHHO-
BaLMOHHOro paboyero NoBefeHUst MOXET 6biTb 06eCneyeHo nyTemM co3naHus
afanTMBHOW 1 TBOPYECKON 06pasoBaTenbHON cpefbl, KOTopas CTUMYynMpyeT
NPOrpeCCUBHbIV NPOLIECC 06Y4EHUS, CMOCOBCTBYS NMOABEHNIO Pa3SINYHBIX UH-
HOBaLMI 1 HOBbIX Aen B MpenogaBaHuu.

KnroyeBble cnoBa: VHHOBaLMOHHOE paboyee MOBeAeHVE, BOBJIEHYEHHOCTb,
Ka4ecTBO 06Y4eHUs!, pe3ynbTaTMBHOCTb YYUTENENn, TpyaoBas MOTUBaLMs

BnaropgapHocTU. ABTOpPbI BbipaxatoT 6narogapHocTb YnpaBneHuio o6pa3oBaHns okpyra TemaHr-
F'YHI 3a paspeLleHve Ha NpoBeeHne coopa AaHHbIX.

[dononHuTenbHble AaHHble. [1aHHble, UCMOMb30BaHHbIE B UCCIef0BaHNK, 6blIM NOSyHeHbl OT y4u-
Tenen rocyfapCTBEeHHbIX CPeHMX LLKOM OKpyra TemaHrryHr. Habopb! fJaHHbIX MOryT 6bITh 3amnpo-

LUeHbl y 0TBeTCTBEHHOro astopa (0. KypHuasatn).

Ansa umtnposanus: KypHuseatu, tO., MNpamoHo, C.3., BaxioguH, A., Cyru. (2026). MopepuvpytoLas
POnb MHHOBALMOHHOIO pabGoyero NoOBEAEHUs! B MOBbILLEHUN 3DMEKTUBHOCTU PaGoThl y4MTENEei.
lMeuxonorndeckas Hayka n o6pasosaHue, 31(4), 178—193. https://doi.org/10.17759/pse.2026310413

Introduction

Education is a key to sustainable develop-
ment (Nousheen et al., 2020). Quality educa-
tion is expected to produce superior human
resources (Saini et al., 2023). Creating supe-
rior human resources is challenging because
various factors, including educational resources,
influence it. Educational resources are divided
into two parts: primary resources, in this case,
human resources, and supporting resources,
which include budgets and infrastructure facili-
ties. Additionally, it is influenced by the educa-
tion implementation system (Glover, Levacic,
2015). These four educational resources are
interrelated and mutually supportive of one an-
other. However, upon further analysis, human
resources are the primary and strategic compo-
nents. Human resources are the main drivers in
the implementation of education. Their perfor-
mance can objectively assess the quality of hu-
man resources. Teachers have a strategic role
as the spearhead that determines the success of
the educational process. Teacher performance
is one of the main dimensions in implementing
quality education. Teachers perform well if they
carry out their duties and functions professional-
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ly. Teacher performance is evident in classroom
management (Bailey, Michaels, 2019). Teacher
performance can be observed through various
stages of the learning process, including plan-
ning, execution, and assessment (Octaviarnis
et al., 2021). Teachers’ performance in carry-
ing out their duties is reflected in their roles and
functions in the learning process as educators,
teachers, and trainers (Suhayat et al., 2023).
International studies also highlight the impor-
tance of paying attention to teacher quality as
a significant factor in learning success (Siami,
2025; Baharuddin et al., 2025). In Indonesian
education, the quality of learning, supported by
teacher performance, remains low. Data from
the education report card indicate that the qual-
ity of learning remains low (Ministry of Educa-
tion and Culture, 2024). Based on the results of
the 2021-2024 education report card, the aver-
age national score for learning quality is below
63,00, placing it in the medium category. The
learning quality score from 2021 to 2024 shows
an increase. However, the increase at the junior
high school level is the lowest compared to the
elementary and high school levels. A low quality
of learning can lead to poor student learning out-
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comes (Beatty et al., 2021). Therefore, the qual-
ity of learning, particularly in junior high schools,
requires special attention to improve.

This phenomenon suggests that teacher
performance remains low, necessitating a close
analysis of related and influential aspects to
enhance performance. In education, teacher
performance is influenced by various factors,
including ability, motivation, work environment,
facilities, leadership, and opportunities provided
by the organization (McShane, Glinow, 2010). At
the same time, Atatsi et al. (2019) stated that the
work environment, leadership, innovative work
behaviors, and intrinsic motivation influence per-
formance. Motivation is the driving force that in-
spires or motivates someone to behave in a spe-
cific way toward a particular goal. Robbins, and
Judge (2012) define motivation as a process that
explains the intensity, direction, and persistence
of effort to achieve a goal. McDonald (1959) de-
scribes motivation as a change in energy within a
person characterized by the emergence of feel-
ings and preceded by a response to the presence
of a goal. Based on this view, it can be elaborated
that motivation is reflected in the response and
behavior of the stimulus provided.

According to Maslow, the motivation that
drives a person to do something is tiered, in-
cluding physiological needs, the need for safety,
the need for belonging and love, the need for
self-esteem, and the need for self-actualization
(Bandhu et al., 2024). According to the behavioral
psychology school, specifically in the form of in-
centive theory, it is argued that external stimuli in
the form of rewards and punishments can trigger
physiological needs and safety needs, thereby
motivating people to respond with various behav-
iors to secure these two needs (Liu et al., 2025;
Urhahne, Wijnia, 2023). In the context of educa-
tion, stimulus in the form of salary and bonuses
to fulfill physiological needs as well as stimulus to
remain a teacher, ensure job security, and avoid
dismissal generates motivation and responses to
demonstrate various behaviors as a good teacher.

Meanwhile, the three needs that are higher
up — the need for belonging and love, the need
for self-esteem, and the need for self-actual-
ization — are included in the theory of intrinsic

motivation, where stimuli in the form of personal
values and interests generate motivation and re-
sponses to engage in certain behaviors or activi-
ties that are personally interesting or satisfying
(Coscioni et al., 2023; Murayama, Keyserlingk,
2025). In the context of education, the stimulus
in the form of the principle of lifelong learning
and interest in the world of education generates
motivation and response to continue carrying
out various behaviors or activities to improve
knowledge and skills as a professional teacher
because it is based on a sense of belonging and
love, self-esteem, and self-actualization. Re-
gardless of external or internal motivation, what
is certain is that work motivation is a predictor
that influences teacher performance. Motivated
and goal-oriented teachers tend to be more
responsible and perform better (Alhempi et al.,
2024). In addition, Galeazzo et al. (2024) further
investigated the relationship between inspira-
tional motivation and an organization’s perfor-
mance, specifically in the context of a school.

A school’s performance is greatly influenced
by the desire and participation of teachers to
mobilize all their abilities in educating students
(Sabu, Manoj, 2020). Participation is a per-
son’s involvement, whether through energy,
thoughts, mentality, even emotions and feel-
ings, as a form of responsibility by contributing
to efforts to achieve predetermined goals (Liu et
al., 2025). Participation itself grows from three
value beliefs: achievement value, intrinsic value,
and utility value. Achievement value motivates
someone to participate effectively in a task be-
cause it relates to their identity and self-esteem.
Intrinsic value encourages someone to volunteer
to participate, even making sacrifices, because
it relates to the enjoyment gained from complet-
ing a task. Utility value motivates someone to
participate in a task to achieve current and future
goals in social, educational, professional, or ev-
eryday contexts (Urhahne, Wijnia, 2023).

Low teacher performance is also caused
by less empowered teacher participation, ac-
cording to empirical findings (Sudargini, 2021).
While participation is closely related to perfor-
mance (Berdicchia, Masino, 2019; Stor, 2024).
Low teacher performance is also attributed to
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low self-efficacy and low involvement in work,
which serve as obstacles to the development
of innovative work behaviors (Putri, Rini, 2021).
On the other hand, it was found that there was
a lack of appreciation from superiors; awards
from superiors were instrumental in triggering
and encouraging teachers to be creative and ac-
complished (Silver et al., 2021). The right award
for teachers can increase motivation to improve
the quality of education and their performance.
Furthermore, Alateeg and Alhammadi (2024)
state that work engagement is a crucial factor
influencing innovative work behaviors. Sari et al.
(2021) emphasize that employees who are emo-
tionally and intellectually committed to their jobs
are more likely to actively participate in creative
and innovative endeavors. The contribution of in-
novative work behavior is crucial to the successful
delivery of high-quality services. It influences and
directly enhances performance (Jankelova et al.,
2021; Pham et al., 2024). Teachers with innova-
tive work behaviors tend to be proactive in finding
solutions, applying new ideas, and developing
creative learning methods that have a positive im-
pact on the learning process. According to open
innovation theory, innovation is greatly supported
by cooperative efforts and the exchange of knowl-
edge relevant to education (West, Bogers, 2016).
Innovative work behavior is essential for
organizational success and can improve the
quality of education and the work environment
(Bawuro et al., 2020). Factors such as self-ef-
ficacy, empowering leadership, and well-being
play crucial roles in enhancing innovative be-
havior, which in turn can improve teacher mo-
tivation and teaching practices. Innovative work
behavior in teachers has a significant impact on
teacher performance, motivation, job satisfac-
tion, student outcomes, and academic perfor-
mance. Recent research also emphasizes that
innovative work behavior fosters teachers’ job
satisfaction individual job performance (Eken
et al., 2024). Self-efficacy, leadership, organi-
zational climate, and teaching motivation are
essential in fostering innovative work behavior.
By integrating multiple factors influencing
teacher performance, it is expected that a more
comprehensive performance enhancement can
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be achieved. Numerous empirical studies have
explored the direct influence of work motivation,
participation, and innovative work behavior on
teacher performance. However, a significant gap
remains in terms of how creative work behaviors
moderate these relationships. Therefore, explor-
ing further how innovative work behaviors, par-
ticipation, and work motivation can influence and
catalyze improvements in teacher performance
is essential. Filling this gap is necessary, as it
can provide valuable insights into strategies that
schools and policymakers can adopt to enhance
teacher performance. By understanding the roles
of participation, work motivation, and innovative
work behaviors, schools can strengthen these
areas to improve teacher performance.

The novelty of this study lies in its examination
of innovative work behavior as a moderating vari-
able that strengthens the influence of work motiva-
tion and participation on teacher performance. Pre-
vious studies have mostly treated innovative work
behavior as an independent or mediating variable,
but this study explores its moderating role, which
has rarely been investigated in educational set-
tings, particularly among junior high school teach-
ers in Indonesia. Furthermore, by integrating social
exchange theory and open innovation theory, this
study provides a new conceptual framework for
understanding how teachers’ innovative behaviors
enhance the effects of motivation and participation
on performance. Thus, this research contributes
to theory by extending existing models of teacher
performance and offering evidence-based recom-
mendations for improving school management and
teacher development policies.

Social exchange theory states that, based
on subjective cost-benefit analysis, resources
are exchanged (Blau, 2017; Cropanzano et al.,
2017). Social exchange theory posits that, based
on a subjective cost-benefit analysis, resources
are exchanged, affecting a person’s psychologi-
cal aspects, such as motivation and participation,
which can ultimately enhance and improve per-
formance. Further analysis based on humanistic
psychology and social psychology suggests
that humans need to develop their potential,
gain appreciation, and achieve self-actualization
(Maslow, 1970; Rogers, 1961). Therefore, partici-
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pation is seen not only as physical involvement,
but also as self-expression and an internal drive
to contribute that is closely related to motivation,
a sense of belonging, and psychological satisfac-
tion in work. Teacher participation reflects the
socio-psychological process of communication,
cooperation, and collaboration with colleagues
and the principal. In addition, a person’s work mo-
tivation is supported by innovative work behavior
that is sensitive to change, continually develops
knowledge, generates new ideas, and applies
them to enhance their performance further. For
this reason, psychological and social aspects,
especially based on social exchange theory, were
taken into account in developing the questionnaire
indicators in this study. The theoretical framework
is described in the theoretical model as follows.

Human
Resources

Teachers’
internal potential

This study presents four hypotheses. The
third and fourth hypotheses serve as the core
focus of this study. The third hypothesis states
that when teachers are more innovative, their
motivation has a substantial impact on their
performance. The fourth hypothesis examines
how innovative work behaviors can intensify
the influence of participation on teacher perfor-
mance. The hypotheses in this study highlight
teacher performance improvement strategies
and introduce a new perspective on teacher
performance that empirically links work moti-
vation, participation, and innovative work be-
haviors. Therefore, this broadens the scope of
work motivation and participation in enhancing
teacher performance. Figure 2 presents the
proposed research model.

Innovative work
behavior

r Perform ance

Fig. 1. Theoretical framework

Work
Motivation

Participation

Innovative
work behavior

Teacher
performance

Fig. 2. The proposed research model
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Materials and methods

This is a quantitative study using an ex post
facto method. It revealed data on events that
have occurred and existed in the respondents
without giving treatment or manipulating the
variables studied.

Sample size

and data collection procedures

The population of this study included all
teachers from State Junior High Schools in Te-
manggung Regency, comprising 1517 individuals
across 42 schools in 20 sub-districts. A propor-
tional random sampling method was employed,
and the sample of 316 respondents was calcu-
lated using the Slovin formula with a 5% margin
of error. The data collection technique was non-
test. The instruments used were a questionnaire,
which consists of 4 instruments to measure
teacher performance, participation, work motiva-
tion, and innovative work behavior. The instru-
ments were arranged using a 5-point Likert scale.

Data analysis

This study employed the PLS-SEM approach
to develop the SEM model and analyze the data
using outer and inner model analysis (Legate et
al., 2023). The purpose of the outer model is to
assess construct validity, ensuring that the indi-
cators accurately represent the intended latent
variable (Edeh et al., 2023). The constructs of
work motivation (WM) and participation (P) are
exogenous variables. Work motivation refers to
the change in energy to perform or not perform
work, derived from internal and external factors,
as measured by stimulus, response, and behav-
ioral indicators. Participation is active, involving
both mental, emotional, and physical engage-
ment, with indicators of utilizing all abilities and
skills, and taking the initiative. Innovative work
behavior (IWB) is a moderating variable. Innova-
tive work behavior is characterized by proactive
and creative actions demonstrated by a person
at work, including identifying opportunities, gen-
erating new ideas, and applying newly acquired
knowledge. Teacher performance (TP) is an en-
dogenous variable. Teacher performance is the
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result of the teacher’s work in fulfilling their duties
and functions. In terms of appearance, his/her
actions and work achievements can be observed
through indicators such as planning the teaching
and learning process, implementing the process,
creating optimal learning conditions, and assess-
ing learning outcomes. Teacher performance is
then assessed based on self-evaluation. In the
context of this research, teacher performance was
only measured using a questionnaire instrument.

The outer model analysis in Smart PLS fo-
cuses on three key components: outer loadings,
construct validity and reliability, and discriminant
validity. For hypothesis testing, the inner model
analysis employs various methods, including R-
squared, Q-squared, and t-statistics.

Results

Descriptive analysis

The demographic details of 316 respondents
provided a comprehensive picture of the junior
high school teacher population in Temanggung
Regency. The gender distribution was relatively
even, with 41% of respondents male and 59%
female. The majority of the age distribution was
among individuals aged 51-60 years (28,5%),
followed by those aged 31-40 years (25,7%).
The most extensive work experience was in the
range of less than 5 years (24,2%), followed by a
working period of 16-25 years (23,3%) and 26-
35 years (21,1%). In addition, the respondents’
educational background was a diploma (0,9%),
S1(90,5%), and S2 (8,6%).

Measurement model

The evaluation of the outer or measure-
ment model encompasses three core elements:
outer loadings, construct validity, reliability, and
discriminant validity. The SmartPLS 4 results
present the outer loading coefficients for each
variable, as shown in Table 1.

Table 1 shows that all indicators exhibited
outer loading values exceeding 0,7, indicating
that they met the required criteria and were suit-
able for use in this study.

Construct validity and reliability were as-
sessed through Cronbach’s Alpha and Com-
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Table 1
Outer loading value
Latent variables Manifest variables Loading factor Annotation
Work motivation WM1 0,876 valid
WM2 0,925 valid
WM3 0,902 valid
Participation P1 0,887 valid
P2 0,945 valid
P3 0,910 valid
Innovative work behavior IWB1 0,939 valid
IWB2 0,921 valid
IWB3 0,948 valid
Teacher performance TP1 0,844 valid
TP2 0,914 valid
TP3 0,903 valid
TP4 0,869 valid
Table 2
Cronbach’s Alpha and composite reliability values
Variables Cronbach’s Alpha °°mp"(-:‘|'1‘§j:;'ab""y °°"’P°(f|'1‘§j§)"ab""v
Teacher performance 0,889 0,908 0,924
Work motivation 0,854 0,863 0,911
Innovative work behavior 0,885 0,918 0,928
Participation 0,852 0,852 0,911

posite reliability. The data in Table 2 provide
Cronbach’s Alpha values, which ranged from
0,852 to 0,889. Composite reliability (CR) val-
ues greater than 0,700 indicate the reliability and
internal consistency of the proposed model.
Discriminant validity was calculated by the Het-
erotrait-Monotrait Ratio (HTMT) (Hair et al., 2020;
Edeh et al., 2023). The recommended HTMT value
is less than 0,9, indicating an approximate correla-
tion between the factors, as shown in Table 3. The
HTMT values ranged from 0,732 to 0,891. This val-

ue is below 0,90, indicating that the entire construct
met the criteria for discriminant validity.

Structural model

The structural or inner model is a compo-
nent of SEM that examines and evaluates the
relationships between latent constructs. It aims
to validate the causal links between exogenous
(independent) latent variables and endogenous
(dependent) latent variables, as outlined in the
proposed hypothesis (Hair et al., 2020).

Table 3
Heterotrait-Monotrait Ratio
Variables Teacher performance Work motivation Innovative work behavior
Work motivation 0,732
Participation 0,763 0,891
Innovative work behavior 0,766 0,840 0,853
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Structural model testing can determine
whether the relationships between variables
show significance that aligns with the estab-
lished hypothesis. Structural model testing was
carried out using R? and Q2. The model good-
ness-of-fit test, also known as an alignment
test, was assessed by the R-squared value.
There are three classifications for interpreting
R-square values: values of 0,75 are categorized
as strong, 0,50 as moderate, and 0,25 as weak
(Legate et al., 2023).

Table 4 presents the results of the analysis,
indicating that the TP variable had an adjusted
R-squared value of 0,695, suggesting that WM,
P, and IWB variables collectively account for
69,5% of the variability in TP.

Q2 is a metric used to evaluate the predictive
accuracy of the constructed structural model.
This value reflects how closely the model’s pre-
dicted outcomes align with the actual values in
structural testing. The interpretation of the value
of Q2 is as follows: if Q2 > 0, then the model has
the predictive ability of endogenous variables; if
Q? = 0, then the model has no predictive abil-
ity; and if Q2 < 0, then the model’s prediction is
worse than the average (Legate et al., 2023; Lis-
boa, 2017). The analysis results, as presented in

Table 5 using Smart PLS, show that the Q2 value
for the TP variable is 0,469, indicating strong
predictive power of the exogenous variables re-
garding TP, with the level of prediction relevance
classified as high.

Hypothesis testing

The first hypothesis (H1) suggests that WM
positively and significantly affects TP. The anal-
ysis confirmed this, showing a positive impact
(B =0,394, p = 0,00 < 0,05). Similarly, the study
also supports the second hypothesis (H2), dem-
onstrating that P has a positive and significant
influence on TP (B = 0,223, p = 0,043 < 0,001).

The role of IWB moderation was assessed
in H3 and H4. The Smart-PLS 4 analysis
showed that IWB significantly moderated the
relationship between WM and TP, with a coeffi-
cient of B = 0,544 and a p-value of 0,000 < 0,05,
thereby supporting hypothesis H3. However,
the fourth hypothesis, which posited that IWB
moderated the effect of participation on TP,
was not supported, as indicated by a coefficient
of B = 0,031 and a p-value of 0,685 (> 0,05).
The outcomes of hypothesis testing and struc-
tural model analysis are detailed in Table 6 and
illustrated in Figure 3.

Table 4
R-square value
Variables R-square Adjusted R-square Prediction model
Teacher performance 0,702 0,695 Moderate
Table 5
Q-square value
Variables SSO SSE Q? (=1-SSE/SSO0)
Teacher performance 1264,000 671,592 0,469
Table 6
Hypothesis testing results
Path B t-value | p-value Remarks
H1 | Work motivation > Teacher performance 0,394 | 3,923 0,000 | Supported
H2 | Participation > Teacher performance 0,223 | 2,036 0,043 | Supported
H3 | Innovative work behavior x Work motivation > Teacher 0,544 | 12,898 | 0,000 |Supported
performance
H4 | Innovative work behavior x Participation > Teacher performance | 0,031 1,406 0,685 | Not supported
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Fig. 3. Structural model results

Discussion

Empirical results showed that WM positively
impacted TP, indicated by an influence coeffi-
cient of 0,394 and a p-value of 0,000, which fell
below the 0,05 significance level. Increased WM
was associated with improved TP. Suppose you
look deeper into the indicators of WM, namely
stimulus, response, and behavior. In that case,
the higher the teachers’ responses and working
behavior to the existing stimulus, the more their
performance can be improved. The results of this
study were consistent with prior research, which
found a direct effect of WM on TP (Chien et al.,
2020; Pham et al., 2024; Supartini et al., 2025).

Strong motivation is essential in support-
ing learning success, not only for students to
achieve academic success but also for teachers
as lifelong learners to continue improving their
mastery of content, pedagogical skills, and au-
thority in exemplifying commendable behavior.
WM is a catalyst that influences teachers’ ac-
tions and behaviors in performing their respon-

sibilities. Teachers with strong WM are gener-
ally more enthusiastic, creative, and innovative
when planning lessons. They are also more
motivated to enhance the quality of education,
develop effective learning materials, and foster
positive relationships with students and peers.
Thus, WM significantly affects performance.
Teachers’ WM is influenced by several fac-
tors, including the self, which contains informa-
tion about self-efficacy, values, expectations,
and attribution patterns, and facilitates social
comparison; goals, which provide standards
for self-evaluation of progress; behavioral pro-
cesses such as activity selection, effort, persis-
tence, regulation, and achievement, which are
closely related to the actions and outcomes of
the modeled actions; and environmental pro-
cesses, including feedback, opportunities for
self-evaluation, and rewards (Murayama, Key-
serlingk, 2025; Urhahne, Wijnia, 2023). In the
context of education in Indonesia, most teach-
ers have a moderate or middle level of motiva-
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tion between the controlled level of motivation
in the form of employment status and social
security and financial benefits that can meet
physiological needs and safety needs; and the
autonomous level of motivation that comes
from more intrinsic beliefs and values including
responsibility and attention to teaching, intel-
lectual stimulation, and self-evaluation to meet
the needs of belonging and love, self-esteem,
and self-actualization (Irnidayanti et al., 2020;
Irnidayanti, Fadhilah, 2023).

The findings of this study revealed that
participation has a positive influence on TP, as
evidenced by an influence coefficient of 0,223
and a P-value of 0,043, which is below the 0,05
significance threshold. Greater participation in
TP is likely to enhance performance, whereas
lower teacher participation tends to result in re-
duced performance. On the contrary, the lower
the teacher’s participation, the lower the per-
formance. The participation indicators used in
this study included abilities and skills, as well
as taking initiative. The higher a teacher utilizes
their abilities and skills and takes the initiative,
the more likely their performance will improve.
These results align with previous research,
which suggests that participation has a direct
impact on performance (Sabu, Manoj, 2020;
Stor, 2024).

The research findings, which reveal that
participation positively affects TP, are relevant
to social exchange theory, which states that re-
sources are exchanged based on a subjective
cost-benefit analysis (Blau, 2017; Cropanzano
et al., 2017). A person who feels involved in a
job strives to do well. A person who participates
highly tends to have the initiative to do the job
well. Judging from the social benefit analysis, an
individual who actively participates gains good
judgment and prestige from their friends, which
in turn leads to improved performance. The eco-
nomic benefit analysis shows that active partici-
pation can impact career development.

Teacher participation involves utilizing their
abilities and skills to engage in various school
activities, collaborating with colleagues, and
doing their best for students and the school. In
terms of learning, teachers who utilize all their
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abilities and skills strive to find ways to ap-
ply their knowledge and skills in the learning
process, incorporating information technology
into classroom learning. Such efforts directly
relate to the TP indicator, which focuses on
creating an optimal learning atmosphere and
implementing the teaching and learning pro-
cess. Teachers who actively participate take
the initiative in various things, such as taking
the initiative to take part in training, enjoying
searching for new information to improve the
learning process, proposing new ideas related
to improving the quality of education, taking
the initiative to invite colleagues to discuss
learning innovations, and taking the initiative
to design more effective learning strategies.
Teachers who participate highly tend to utilize
all their abilities and skills, taking the initia-
tive to improve their capabilities, enhance the
quality of learning, and design effective learn-
ing strategies that ultimately improve their
performance.

Empirical findings showed that innovative
work behaviors are not statistically significant
in strengthening the influence of participation
on TP, with a P value of 0,685 > 0,05 and a t-
statistic of 1,406 < 1,96. IWB associated with
TP and P were found not to affect the outcome.
The theory of planned behavior can explain the
empirical findings of this study, revealing that
individual behavior, including IWB, is highly
dependent on intention, attitudes toward these
behaviors, subjective norms, and perceptions of
control (Ajzen, 2020). In a highly participatory
work environment, individuals may feel innova-
tive behaviors are unnecessary if job goals can
be achieved through existing methods. School
environments that have already supported par-
ticipation cause teachers to focus on in-role be-
havior rather than generating new ideas. These
findings align with previous research (Cani Is,
Veld, 2019; Wijayana et al., 2022).

Based on social exchange theory, P provides
individuals with the opportunity to receive rewards
and benefits, both from a social and economic
perspective, thereby strengthening performance.
However, these empirical findings indicate that
IWB does not enhance the relationship between
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participation and performance. This may be due
to the innovation not being aligned with the needs
of the organization or the education system, and
the complexity of the innovation process. IWB
carried out by teachers may be less relevant or
less supported by the organizational environ-
ment. In addition, IWB requires significant time,
resources, and managerial support. It is crucial to
understand that if the organizational culture is not
supportive, IWB can become an additional bur-
den, which may divert attention and focus from
primary tasks relevant to performance, highlight-
ing the need for change.

IWB are proactive and creative actions that
individuals demonstrate to generate new ideas,
solutions, and practices. Empirical data showed
that the direct effect coefficient of work moti-
vation on TP was only 0,394. However, when
work motivation is mediated by IWB, its impact
on TP rises significantly to 0,544. IWB appears
to enhance performance outcomes further, indi-
cating that high work motivation alone may not
optimally improve TP unless accompanied by
strong IWB. Strong work motivation supported
by IWB improves TP.

Teachers with IWB tend to be eager to dis-
cover opportunities, discover ideas, and apply
new ideas or knowledge. This IWB foster strong
work motivation, which is manifested in the ex-
ploration of innovative and interactive learning
methods, resulting in innovative ways to over-
come challenges in the learning process and
creating an engaging learning environment. On
the other hand, strong work motivation can be
hampered by various obstacles such as limited
infrastructure, a strict curriculum, and a lack
of support from colleagues. However, IWB
can help students find solutions to overcome
these obstacles, thus maintaining optimal mo-
tivational impact on performance. Furthermore,
strong work motivation, supported by IWB, can
accelerate skill development and technological
mastery, leading to sustainable performance
improvements.

Performance intersects with activities that
require innovation and the ability to master infor-
mation technology, which depend highly on IWB.
Even if a person’s motivation is high, if it is not

supported by IWB, their performance tends to be
ordinary. Teachers who exhibit IWB tend to have
a desire to find opportunities, generate ideas,
and apply their new knowledge or insights. With
IWB, strong work motivation is manifested in ex-
ploring innovative and interactive learning meth-
ods, devising creative solutions to overcome
challenges in the learning process, and foster-
ing an enjoyable learning atmosphere. Through
the application of open innovation theory, IWB
enhances the effect of work motivation on TP
(Chesbrough, Appleyard, 2007; West, Bogers,
2016). Teachers who are motivated to learn and
apply new knowledge and ideas tend to improve
their performance. The findings on the moder-
ating effect of IWB align with those of previous
research (Zyl et al., 2021; Lee, Kim, 2024). In
the context of Indonesian education, the IWB
comprises six domains of effective teaching
behavior that can be observed in classroom
practice, including a safe and stimulating learn-
ing climate, efficient classroom organization,
clear instructions, engaging teaching, differenti-
ated learning, and the use of learning strategies
(Irnidayanti et al., 2020; Kholifah et al., 2024).
Furthermore, Junusi et al. (2023) found that IWB
and proactive behavior significantly mediated
the relationship between employee engagement
and employee performance.

Conclusions

The results of this study demonstrate that
work motivation, participation, and innovative
work behavior have a significantly positive impact
on teacher performance. Increased work motiva-
tion, greater participation, and higher innovative
work behavior are associated with improved
teacher performance. Innovative work behavior
amplifies the effect of work motivation on teacher
performance, indicating that high work motiva-
tion, when combined with innovative work behav-
ior, can further enhance teacher performance.
The empirical findings suggest that a person’s
work motivation is supported by innovative work
behaviors that are responsive to change, continu-
ally develop knowledge, generate new ideas, and
apply them to enhance their performance. Strong
work motivation supported by innovative work
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behavior is a guarantee that teacher performance
is high. Likewise, on the other hand, strong work
motivation that is not supported by highly innova-
tive work behavior does not necessarily produce
good performance.

This study offers valuable insights for edu-
cational leaders and policymakers on how to
enhance teacher performance by strengthening
work motivation, promoting greater participation,
and fostering and supporting innovative work
behaviors. Strengthening motivation can be
achieved through programs that improve con-
tinuous work motivation, such as encouraging
teacher morale, offering appreciation for teacher
performance, and providing moral support and
non-financial rewards. Increasing participation
can involve teachers in formulating school poli-
cies, developing curriculum and activities, en-
couraging collaboration, and allowing teachers
to take the initiative. Fostering and promoting
innovative work behaviors can be achieved by
creating an adaptive and creative environment
that fosters innovation and the generation of
new ideas in learning.

Limitations and future research

In this research, teacher performance is
seen from the results of the teacher’s work in
carrying out his duties and functions as shown
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Abstract

Context and relevance. Burnout is a common concern among university
students. While cognitive-behavioral coping strategies such as creativity and
problem-solving may shape how students manage academic stress, limited re-
search has examined their roles in relation to student burnout. Objective. This
study aimed to investigate the relationships among creativity, problem-solving,
and burnout in a sample of Iranian undergraduate students. Hypothesis. It
was hypothesized that higher levels of creativity and problem-solving would
be associated with lower levels of student burnout. Methods and materi-
als. A cross-sectional study was conducted with 193 undergraduate students
(73,1% female, 26,9% male) aged 18-25 years (M = 21,2, SD = 1,5) from a
university in southern Iran. Participants completed the Maslach Burnout Inven-
tory—Student Survey (MBI-SS), the Abedi—-Schumacher Creativity Test, and the
Social Problem-Solving Inventory (SPSI). Data were analyzed using correlation
and regression analyses, followed by an exploratory mediation analysis to ex-
amine potential indirect associations. Results. Creativity and problem-solving
were both negatively correlated with student burnout. However, in the regres-
sion analysis, problem-solving demonstrated the strongest unique association
with burnout, whereas creativity was no longer independently associated with
burnout. Exploratory mediation analysis further suggested that problem-solving
may mediate the association between creativity and burnout. Conclusions.
Problem-solving appears to be strongly associated with lower levels of stu-
dent burnout, and creativity may contribute indirectly through its relationship
with problem-solving. These findings may inform the development of academic
support strategies aimed at enhancing students’ coping resources. Further re-
search is needed to explore these associations over time.

Keywords: academic performance, burnout, coping, creativity, problem-solv-
ing, undergraduate students

mediating the relationship between creativity
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3BEHO: onocpeayrLlas posb peLeHns npobnem
BO B3aMMOCBSI31 MeXAY KPeaTUBHOCTbIO
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Pe3rome

KoHTeKcT u akTyanbHOCTb. CMHAPOM BbiropaHus npeacTaBnseT coboi -
POKO pacnpocTpaHeHHy Npo6rieMy B CTyAeHYecKon cpefe. HecmoTps Ha To,
YTO KOrHUTMBHO-MOBEAEHYECKNE KOMUHI-CTPaTernm, BKOYas KpeaTuBHOCTb
1 peLleHne nNpobnem, NoTeHUManbHO CNOCOOHbI BAUATb HA TO, K&K CTYAEHTbI
npeojonieBaloT akafleMNYECKUIA CTPECC, NX POSib B KOHTEKCTE CTYAEHYECKOro
BbIrOpaHMs OCTaeTCa HeJoCTaTO4YHO mccnegosaHHow. Lenb. Llenbio gaHHoO-
ro vccrnefoBaHus 6bINI0 M3yYeHWE B3aMMOCBA3EN MEXAY KpeaTUBHOCTbLIO,
peLueHnemM npo6nem v BbiIropaHWEM Ha BbIOGOPKE MPAHCKMX CTYAEHTOB 6aka-
naepuata. M'mnoresa. CyLlecTBYOT B3aMMOCBA3M MeXy KPeaTUBHOCTbIO,
peLLeHnemM npo6neM M ypoBHEM BbIrOpaHUsi Yy CTYOEHTOB YHUBEPCUTETOB.
MeTtogbl n matepuansbl. B nccnegoBaHum npuHsanu yvactne 193 ctygeHTa
6akanaepwuata (73,1% peByLuek, 26,9% toHoLen) B Bo3pacTe oT 18 no 25 net
(M =21,2; SD = 1,5) n3 yHmBepcuteTa Ha tore MpaHa. YyacTHukM 3anonHnnm
OMNpOCHUK BbiropaHusa Macnada gns ctyneHTtoB (MBI-SS), TecT kpeaTuBHOCTH
Abeu—LLlymaxepa n onpocHMK coumasnbHOro petueHuns npoénem (SPSI). Ana-
13 AaHHbIX NPOBOAUIICSA C MOMOLLBIO KOPPENALMOHHOMO U PerpeccUoHHOro
aHanuMs3a, a Takke MeOMaUMOHHOrO aHanu3a AJf1s BbIBIEHUA BO3MOXHbIX
KOCBEHHbIX B3anmocsasenl. Pe3ynbTaTtbl. KpeaTMBHOCTL M CMOCOBHOCTL pe-
watb Npobnembl 6blIM OTpULIATENBHO CBA3aHbl C BbIFOPAHWEM CTYLAEHTOB.
PerpeccronHbIi aHanM3 nokasars, YTO MMEHHO peLLeHue Mpo6neM BHOCUT
HambonbLUMIA BKNa4 B BAPUATUBHOCTbL MoKasaTenel BbiropaHus. Pe3ynsrathbl
MeOMaLumMoHHOMO aHann3a Nno3BoNsioT NPeAnonoXnTb, YTO peLLeHne Npobnem
MOXET BbICTYNnaTb CBA3YIOLUM 3BEHOM MeEXAY KpeaTMBHOCTbIO U Bbiropa-
HueM. BbiBogbl. PelueHne npobnem, no-BMaMMomy, TECHO CBA3aHO ¢ 6onee
HU3KNM YPOBHEM CTYAEHYECKOro BbIrOpaHusl, 8 KpeaTUBHOCTb MOXET BHOCUTb
KOCBEHHbI BKN1a[ 4epe3 CBOK B3aMMOCBSA3b C peLleHnem npobnem. Mony-
YeHHble pedynbraTbl MOryT 6bITb UCMONb30BaHbI ANA pa3paboTky cTpaTerni
akagemMmn4eckon Nofaaep>XKu, HanpaBneHHbIX Ha yKpernneHue coBnafatoLLmx
pecypcoB CTyAeHTOB. [Ans n3yyeHns JaHHbIX B3anMOCBA3€ElN B AUHAMUKE He-
06x04uMMbl fanbHeENLLIne NCCNeqoBaHums.

Knro4eBbie cnoBa: akagemuyeckas ycneBaemMoCTb, BblrOpaHue, coBnaja-
HWe, KpeaTuBHOCTb, peLleHne Npobnem, CTyaeHTbl 6akanaespuara
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cuTeTa MeanUMHCKMX Hayk LLnpasa (r. LUupas, Npan), rpadt Ne 18290.
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Introduction

Burnout among university students has be-
come an increasingly significant concern and a
prominent focus of academic research, prompt-
ing scholars to investigate its underlying causes
and identify effective strategies for mitigation
(Liu et al., 2023). Evidence shows that moderate
levels of burnout are common among university
students worldwide, with its detrimental effects
on engagement and academic performance
observed across diverse cultural contexts
(Rosales-Ricardo et al., 2021; Schaufeli et al.,
2002). In Iran, for instance, a scoping review of
Iranian studies revealed that burnout is wide-
spread among medical students, a trend at-
tributed to the educational challenges they face
and occasional dissatisfaction or misalignment
with the academic environment. This highlights
the importance of identifying factors that may
help reduce burnout among university students
(Sayadinia et al., 2023).

Although the precise nature of the relationship
between burnout and stress remains debated, a
connection between them is widely acknowledged
(Parker, Tavella, 2022). Reflecting this connec-
tion, the burnout framework — originally devel-
oped to address workplace stress — has also
been applied to academic settings. Students face
a variety of similar stressors, such as coursework
demands and deadlines, which contribute to aca-
demic stress. When prolonged or unmanageable,
this stress can lead to student burnout (Jagodics,
Szabo, 2023; Gao, 2023). In academic contexts,
burnout typically manifests as emotional exhaus-
tion, depersonalization, academic decline, and a

196

diminished sense of academic efficacy (El Barusi,
Kurniawati, 2024; Schaufeli et al., 2002). These
symptoms are evident in students’ fatigue, disen-
gagement from coursework, emotional distress,
and reduced confidence in their academic abili-
ties (Amelia, 2022).

Burnout is widely recognized as a serious
concern among university students, with well-
documented effects on academic performance
(Madigan, Curran, 2021). Building on this, re-
cent research has begun to clarify the psycho-
logical, behavioral, and social factors that may
help mitigate its impact. For example, greater
social support has been associated with lower
levels of student burnout (Ye, Huang, Liu, 2021).
A recent systematic review and meta-analysis
also identified emotional regulation, positive
thinking, and coping strategies as key protective
factors (Madigan, Kim, Glandorf, 2023).

Coping refers to the cognitive and behavioral
efforts individuals employ to manage internal or
external stressors perceived as overwhelming
(Dubow et al., 2024). It plays a central role in
students’ adjustment to academic challenges
(Silva-Lorente et al., 2024). Student burnout has
been negatively associated with adaptive coping
strategies and positively associated with mal-
adaptive ones (Vizoso et al., 2019). Although
findings on the effectiveness of specific student
coping strategies remain mixed (Xu, Wang,
2022), research highlights the potential value
of certain cognitive-behavioral mechanisms —
such as problem-solving, seeking help, posi-
tive reframing, acceptance, and creativity — in
reducing stress and burnout (Lau et al., 2021;
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Kashirskaya, Belova, Kharkhurin, 2024). Further
research is needed to clarify the role of these
strategies across diverse educational and cul-
tural contexts.

Although coping strategies have been linked
to academic success (Lisnyj et al., 2023; Tripa-
thi, 2025), their relationship with student burn-
out has received limited attention (Kulikowski,
2021). Among these strategies, problem-solving
and creativity were prioritized in this study due to
their growing importance in educational settings.
These skills are widely recognized for fostering
innovation, academic progress, and profession-
al development, and experts advocate for their
integration into curricula to enhance learning
outcomes (Martz, Hughes, Braun, 2017). While
research directly linking these skills to burnout
is still emerging, existing evidence suggests that
problem-solving may mitigate burnout by help-
ing students address the underlying sources of
stress (Lau et al., 2021), and that creativity may
serve as a personal coping resource supporting
stress management (Kashirskaya et al., 2024).

Creativity and problem-solving, although re-
lated, serve different purposes and involve dis-
tinct cognitive processes. Creativity refers to the
generation of original and diverse ideas, often
drawing on multiple perspectives. However, cre-
ative ideas do not automatically translate into ef-
fective solutions. Their practical value emerges
when they are organized and evaluated through
problem-solving processes. In educational con-
texts, this interaction becomes evident when
students face complex or open-ended tasks that
require both imaginative thinking and structured
reasoning. In this way, problem-solving provides
the framework that helps transform creative
ideas into feasible, goal-directed outcomes
(Zhan, He, Zhong, 2024).

Given these distinctions, the interaction be-
tween problem-solving and creativity in the con-
text of student burnout remains underexplored.
The potential for conflict between goal-oriented
problem-solving and the open-ended nature of
creativity raises important questions about how
these strategies might combine to affect burn-
out. While both skills independently contribute
to reducing stress, their interaction could have

nuanced effects on students’ experiences of
burnout. Thus, this study aims to explore the
complex relationships among problem-solving,
creativity, and burnout, aiming to uncover how
their combination may influence students’ well-
being. By doing so, we hope to provide insights
that can guide the development of more targeted
and effective interventions to mitigate burnout
and promote student resilience.

Theoretical framework. This study adopts
the emerging burnout—cognitive functioning
theory as its guiding framework. Traditionally,
burnout research has emphasized organization-
al and situational stressors, often neglecting the
role of individual cognitive capacities. According
to this theory, however, burnout is not only an
emotional and psychological condition but is
also closely linked to impairments in cognitive
capacities such as attention, working memory,
and problem-solving. The theory proposes a
bidirectional relationship: cognitive abilities
influence burnout levels, and burnout, in turn,
affects cognitive functioning. Within this frame-
work, cognitive ability is viewed as a personal
resource that supports stress management,
emotional regulation, and performance under
pressure (Kulikowski, 2021).

Current study. Building on the burnout—
cognitive functioning theory, which highlights
the dynamic interplay between cognitive abilities
and burnout, this study examined the associa-
tion between creativity, problem-solving skills,
and burnout among Iranian undergraduate stu-
dents in rehabilitation sciences — a field that
integrates clinical training with interdisciplinary
and patient-centered practices (Beamish et al.,
2024). Additionally, it explored the extent to
which these cognitive-behavioral traits, along
with contextual variables such as gender and
living arrangements, predict levels of burnout.

Materials and methods

We employed a cross-sectional design to
examine the relationships among the study vari-
ables within a defined population at a single point
in time. Using statistical software, we determined
that a sample size of approximately 180 partici-
pants would provide reliable estimates for a cor-
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relation coefficient of 0,20, which was chosen as
a conservative estimate of correlation strength, in
accordance with Cohen’s criteria for small effect
sizes (Cohen, 1998). A significance level (o) of
0,05 and a statistical power (1 — B) of 0,80 were
specified, ensuring that the study was adequately
powered to detect the hypothesized correlation.

This study was conducted at the School of
Rehabilitation Sciences, affiliated with Shiraz
University of Medical Sciences (SUMS), a pres-
tigious medical university in Shiraz, a prominent
city in southern Iran. Established in 1946, SUMS
is one of the oldest public medical universities in
the country. It plays a central role in medical edu-
cation, research, and healthcare provision across
Fars Province, operating under the supervision
of the Ministry of Health, Treatment, and Medi-
cal Education. With over 10000 students enrolled
across 17 schools and more than 200 academic
programs, the university provides an academi-
cally rigorous environment that may influence
students’ experiences of stress and burnout.

Participants. The study sample comprised
193 participants, including 141 females (73,1%)
and 52 males (26,9%). The mean age was
21,2 years (SD = 1,5; range 18-25). Most partici-
pants were from low to medium socioeconomic
backgrounds. The inclusion criteria encompassed
Persian-speaking undergraduate students major-
ing in occupational therapy, physical therapy,
speech therapy, audiology, or orthotics and pros-
thetics. While this sampling frame may not fully
represent the entire Iranian student population, it
is important to note that students at SUMS come
from a wide range of regions across the country
and possess diverse ethnic and socioeconomic
backgrounds. All participants had successfully
passed the National Entrance Exam (NEE), the
primary admissions criterion for public universi-
ties in Iran. This exam, administered annually by
the National Organization of Educational Testing
(NOET), selects candidates from a broad pool of
high school graduates aspiring to enter higher
education (NOET, 2025), thus enhancing the
representativeness of the sample.

Instruments. The participants completed
three validated Persian questionnaires: the
Maslach Burnout Inventory—Student Survey
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(MBI-SS), the Abedi—-Schumacher Creativity
Test (A-S CT), and the Social Problem-Solving
Inventory (SPSI), along with a brief demographic
checklist covering gender, academic program,
and living arrangements.

The MBI-SS is an adaptation of the original
Maslach Burnout Inventory (Maslach, Jackson,
Leiter, 1996) tailored for students (Schaufeli et
al.,, 2002). It measures student burnout across
three dimensions: exhaustion, cynicism, and
academic efficacy. The scale includes 15 items
rated on a 7-point Likert scale ranging from
“never” (1) to “always” (7), with total scores
ranging from 15 to 105. Higher scores indicate
greater burnout. The Persian version demon-
strated strong psychometric properties (Rostami
et al., 2014).

The A-S CT is a multiple-choice test devel-
oped and validated in Iran to assess creativity
(Abedi, 1993). It consists of 60 items across four
subscales: Fluency, Flexibility, Originality, and
Elaboration. Each item offers three response
options scored from 1 (least creative) to 3 (most
creative), with total scores ranging from 60 to
180. Higher scores reflect greater creativity.
The test showed well-established measurement
quality (Daemi, Moghimi Barforoosh, 2004).

The SPSI, developed by D’Zurilla et al.
(2002), is a self-report measure of problem-solv-
ing abilities across five dimensions: positive and
negative problem orientation, rational problem
solving, impulsive/careless style, and avoidance
style. The short form used in this study consists
of 25 items rated on a 5-point Likert scale from
“completely incorrect” (1) to “completely correct”
(5), yielding total scores between 25 and 125.
Higher scores indicate stronger problem-solving
skills. The Persian version demonstrated solid
psychometric properties (Mokhberi, Dortaj, Dare
Kordi, 2011).

Procedure. The research received ap-
proval from the Research Ethics Committees of
Shiraz School of Rehabilitation Sciences, affili-
ated with Shiraz University of Medical Sciences,
Shiraz, Iran (Approval ID: IR.SUMS.REHAB.
REC.1398.036). Data were collected over a
three-month period through non-random conve-
nience sampling, during which the research team
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engaged with students on campus. Researchers
recruited participants using a sampling frame ob-
tained from the registrar’s office. This framework
includes undergraduate students from programs
such as occupational therapy, physical therapy,
speech therapy, audiology, and orthotics and
prosthetics. At the time the data were gathered,
there were a total of 345 students in these de-
partments collectively. From this particular group,
193 students opted to join voluntarily, resulting in
a response rate of 55,94%.

Data collection was conducted by three
trained undergraduate research assistants.
They coordinated with course instructors to ob-
tain permission to administer the questionnaires
at the end of class sessions. Before participat-
ing, students received a standardized explana-
tion of the study procedures and provided in-
formed consent.

Data analysis. Data analysis was con-
ducted using IBM SPSS Version 27, with a
significance level set at p < 0,05. Descriptive
statistics (frequencies, means, and standard
deviations) were used to summarize the data.
Inferential analyses included Pearson cor-
relation, analysis of variance (ANOVA), and
independent-sample t-tests. Standard multiple
regression analysis was employed to examine
the relationship between a continuous depen-
dent variable (student burnout) and multiple in-
dependent variables: problem-solving (continu-
ous), creativity (continuous), gender (dummy),
and living arrangements (dummy). Gender and
living arrangements were included in the analy-
sis due to their potential influence on burnout.
All predictors were entered simultaneously to
assess their individual contributions and to esti-
mate the proportion of variance (R?) in burnout
scores explained by the model. Assumptions of
regression — including multicollinearity, outli-
ers, normality, linearity, homoscedasticity, and
independence of residuals — were assessed
using SPSS REGRESSION and EXPLORE
procedures; no violations were detected.

Although mediation analysis was not
specified a priori, it was undertaken as an ex-
ploratory analysis after the primary analyses
revealed an apparent discrepancy. Creativity

was significantly associated with burnout in
the bivariate correlation analysis but was no
longer a significant predictor after adjustment
for the other variables in the multiple regression
model. This pattern was consistent with the
possibility of an indirect association, prompt-
ing a formal test of mediation using the Sobel
test (Preacher, Hayes, 2004). This technique
assesses whether a mediator significantly
transmits the effect of an independent variable
on a dependent variable. Examining problem-
solving and creativity as potential mediators
offered a more nuanced understanding of their
influence on student burnout, particularly given
their distinct yet complementary roles in cogni-
tive adaptation and goal attainment.

Results

The Kolmogorov—Smirnov tests indicated that
continuous quantitative data, such as total scores
for student burnout, creativity, and problem-
solving, were normally distributed. The indepen-
dent-sample t-test showed no significant gender
differences in the mean scores of student burn-
out [males (48,7 + 16,3), females (49,3 + 13,9),
p = 0,840]; creativity [males (137,3 = 13,7), fe-
males (135,8 + 14,3), p = 0,523]; and problem-
solving [males (88,5 + 14,2), females (84,9 + 9,3),
p = 0,089]. Table 1 shows the main demographic
characteristics of the participants. ANOVA analy-
sis showed no significant differences in the mean
scores of burnout, creativity, and problem-solving
among the students in five rehabilitation sciences
programs.

Table 2 presents the means, standard devia-
tions, and bivariate correlations (using Pearson cor-
relation coefficient) for each measure. All the vari-
ables were significantly correlated with each other.

The dependent variable was regressed on
the independent variables. Table 3 presents the
regression results of independent variables on
burnout, including the unstandardized regres-
sion coefficients (B), standardized regression
coefficients (Beta), 95% confidence intervals
for B, and part correlations. The overall regres-
sion model was statistically significant, F (4,
188) = 17,3, p < 0,001, explaining 27% of the
variance in student burnout (R? = 0,27).
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Table 1
General characteristics of the participants regarding their levels
of creativity, problem-solving, and burnout (N = 193)

Variables | N (%) | Creativity? | p-value | Problem-solving? | p-value | Student burnoutt | p-value
Academic program
oT 65 (33,7) 138,46 0,464+ 86,78 0,651% 50,54 0,488%
PT 43(22,3) | 135,28 86,14 50,23
ST 42 (21,8) 133,64 83,67 49,31
AD 21(10,9) 137,71 87,00 44,86
OP 22 (11,4) 135,05 85,95 46,36
Marital status
Married 22 (11,4) 132,26 0,173 86,23 0,877+ 47,36 0,552+
Single 171 (88,6) 136,73 85,85 49,33
Living arrangement
On-campus | 138 (71,5)| 135,70 0,410° 85,14 0,128¢ 50,72 0,015+
Off-campus | 55 (28,5) 137,56 87,76 45,07
Year of study
Year 1 41(21,2) | 134,54 | 0,479 86,54 0,070% 45,85 0,179
Year 2 55 (28,5) 138,22 88,31 49,25
Year 3 41 (21,2) 134,39 85,98 47,90
Year 4 56 (29,0) 136,88 82,98 52,23

Note:t — Mean; * — ANOVA test; ' — Independent Samples T Test; OT — Occupational therapy; PT — Physical
therapy; ST — Speech therapy; AD — Audiology; OP — Orthotics and Prosthetics. On-Campus: Refers to stu-
dents living in dormitories or any residential facilities provided by the university. Off-Campus: Refers to students
living outside university-provided housing, whether with parents, in their own apartments, or with peers.

Table 2
Means, standard deviations, and bivariate correlations between the measures
Measures M SD 1 2 3
1. Problem-solving 85,9 10,7 -
2. Creativity 136,2 141 0,414 -
3. Student burnout 491 14,6 -0,494* -0,273* -
Note: * P < 0,01.
Table 3
Predictors of student burnout when regressed on independent variables
Variables B Beta Part correlation 95% Cl for B p-value
Problem-solving -0,621 -0,458 -0,411 [-0,806; —0,435] < 0,001
Creativity -0,082 -0,079 -0,072 [-0,221; 0,058] 0,250
Gender 2,270 0,069 0,068 [-1,820; 6,360] 0,275
Living arrangements —4,051 -0,126 -0,125 [-8,046; —0,056] 0,047

The Beta column allows us to compare
the contributions of each independent vari-
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able. As illustrated in Table 3, the largest
Beta coefficient is —0,458, which corresponds
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to problem-solving. This suggests that this
variable has the most substantial and distinct
impact on explaining the dependent variable.
Unexpectedly, creativity did not significantly
influence burnout, and gender was also iden-
tified as an insignificant predictor. In contrast,
living arrangements were found to be a signif-
icant predictor. Because the “living arrange-
ments” variable was identified as a predictor
of student burnout, an additional analysis was
conducted using an independent-samples t-
test. The results indicated a significant differ-
ence in burnout levels between students liv-
ing on-campus and those living off-campus,
with higher levels of burnout observed among
students residing on-campus (M = 50,7,
SD = 15,3) compared to those living off-cam-
pus (M =49,1, SD = 11,9), p = 0,007.

When squared, a part correlation indi-
cates the contribution of an independent vari-
able to the total R2. In our study, the problem-
solving measure had a part correlation coef-
ficient of —0,411 (see Table 3). If we square
this (multiply it by itself), we obtain 0,17, indi-
cating that problem-solving uniquely explains
17% of the variance in total burnout. For the
independent variable of living arrangements,
the value is -0,125, which when squared
gives us 0,015, indicating a unique contribu-
tion of 1,5% to the explanation of variance in
student burnout.

To further investigate the unexpected
non-significant effect of creativity on student
burnout, we examined whether either prob-
lem-solving or living arrangements mediated
this relationship. A simple mediation model
was applied. Although living arrangements

emerged as a significant predictor of burnout
in the regression analysis, they did not meet
the conditions for mediation. In contrast, prob-
lem-solving fulfilled the criteria for mediation
between creativity and burnout. According to
Preacher and Hayes (2004), establishing me-
diation involves four steps: (1) the indepen-
dent variable (creativity) significantly predicts
the mediator (problem-solving); (2) the in-
dependent variable significantly predicts the
dependent variable (burnout) in the absence
of the mediator; (3) the mediator significantly
predicts the dependent variable while control-
ling for the independent variable; and (4) the
effect of the independent variable on the de-
pendent variable is reduced (partial media-
tion) or becomes statistically non-significant
(complete mediation) when the mediator is
included in the model. The data relevant to
the simple mediation model described above
are presented in Table 4, which provides the
necessary statistics for testing mediation.
The mediation pathway is also illustrated in
Figure for further clarification. The total ef-
fect of creativity on burnout (‘c’) is statistically
significant, indicating that higher creativity is
associated with lower burnout. Creativity also
significantly predicts problem-solving ability
(‘a’), which in turn negatively affects burnout
while controlling for creativity (‘b’). The direct
effect of creativity on burnout after account-
ing for problem-solving (‘c”) is not significant,
indicating that problem-solving fully medi-
ates the relationship between creativity and
burnout. In other words, creativity’s effect on
burnout operates indirectly through problem-
solving ability.

Table 4
The mediating effect of problem-solving on the relationship
between creativity and burnout
Data needed for_ mediation Unstandardizt_eq regression Standard t p-value
analysis coefficient error
c -0,282 0,072 -3,927 < 0,001
a 0,316 0,050 6,29 < 0,001
b -0,669 0,085 -7,858 < 0,001
c’ -0,085 0,071 -1,199 0,232
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Fig. a = raw (unstandardized) regression coefficient for the association between the independent
variable (creativity) and the mediator (problem-solving). Sa = standard error of a. b = raw (unstandardized)
regression coefficient for the association between the mediator and the dependent variable (burnout)
when creativity is also a predictor of burnout. S, = standard error of b. ¢ = the total effects of the independent
variable on the dependent variable. ¢’ = the effect of the independent variable on the dependent variable,
while controlling for the effect of the mediator variable

Discussion

This study examined how creativity and
problem-solving skills, as forms of cognitive-
behavioral coping, relate to burnout among
undergraduate students. Both were negatively
associated with burnout, indicating that stu-
dents with stronger coping capacities reported
lower burnout levels. These findings align with
the burnout—cognitive functioning theory, which
highlights the role of cognitive resources in man-
aging burnout. In the regression analysis, only
problem-solving emerged as a significant pre-
dictor of burnout. Mediation analysis revealed
that problem-solving completely mediated the
relationship between creativity and burnout,
suggesting that creativity may be associated
with lower burnout indirectly through its associa-
tion with stronger problem-solving ability.

The correlational findings are consistent with
those of a study conducted among Iranian uni-
versity students, which also reported a negative
association between problem-solving skills and
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burnout (Khoshgoftar et al., 2023). Similarly, our
results support previous research indicating a
correlational link between higher creativity and
lower burnout, suggesting that creative thinking
may contribute to more effective coping in aca-
demic settings (Kashirskaya et al., 2024).
Although creativity was negatively cor-
related with burnout, its lack of significance in
the regression model suggests that its influence
may be indirect or context-dependent. One pos-
sible explanation is that the effect of creativity
on burnout may be mediated by stress levels,
given the well-established connection between
stress and burnout. In support of this possibil-
ity, An et al. (2012) identified a significant nega-
tive correlation between creativity and stress
among students. However, evidence remains
inconclusive regarding how stressors affect
creativity. Research suggests that the relation-
ship between stress and creative performance
depends on both the intensity and nature of the
stressor. For example, evaluative stress tends
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to follow a curvilinear pattern — low levels may
enhance creativity, while high levels suppress
it. In contrast, uncontrollable stressors typically
show a linear negative effect, with creativity de-
clining as stress increases (Byron, Khazanchi,
Nazarian, 2010). In some contexts, high stress
may even stimulate creative achievement, point-
ing to a potential non-linear relationship between
creativity and stress (Kassymova et al., 2019).
These findings underscore the complex and
multifaceted relationships among stress, cre-
ativity, and burnout, and suggest that individual
variation in stress exposure may help explain the
inconsistent association between creativity and
burnout observed in this study.

The mediation analysis highlights the in-
terconnected nature of creativity and problem-
solving as cognitive-behavioral coping strate-
gies, particularly in their contribution to reducing
student burnout. This relationship underpins
the concept of creative problem-solving, which
involves reorganizing existing knowledge to ad-
dress new, context-specific challenges (Yang et
al., 2022). The analysis revealed that the effect
of creativity on burnout was fully mediated by
problem-solving ability. This finding suggests
that while creativity alone may not directly pro-
tect against burnout, it can enhance problem-
solving skills — which, in turn, play a pivotal role
in mitigating burnout. According to our study,
students with higher levels of creativity may
develop stronger problem-solving abilities. It is
this enhanced problem-solving capacity — not
creativity itself — that contributes to a reduction
in burnout. One possible explanation is that our
study participants did not experience burnout at
a level that required a high degree of creativity
for coping. This interpretation is supported by the
relatively low mean burnout score of 49,1 on the
MBI-SS, which is significantly below the maxi-
mum possible score of 105, indicating moderate
rather than severe levels of burnout. Conse-
quently, students in our sample may have relied
more on problem-solving strategies — identified
as significant in the regression model — rather
than on creative approaches. Relevant evidence
comes from Forgeard (2025), who reported that
creativity is often seen as a pre-existing coping

resource, with individuals relying on established
creative outlets to navigate challenges, rather
than experiencing an immediate surge in cre-
ativity in response to stress. This interpretation
may also reflect the cross-sectional nature of
our study, which captured data at a single point
in time and may not fully represent the dynamic
or evolving role of creativity during prolonged or
acute stress episodes. These findings under-
score the importance of considering a broader
range of factors that influence student burnout
and stress resilience, including personality traits,
environmental conditions, and institutional sup-
port systems. Future research should aim to
disentangle these elements to develop a more
comprehensive understanding of the multifac-
eted nature of student burnout and the role of
creativity within this context.

Although problem-solving fully mediated the
link between creativity and burnout, our measure
assessed only students’ perceived problem-solv-
ing ability. This subjective confidence may not
necessarily correspond to actual performance
on objective or situational decision-making tasks.
Self-report instruments tend to capture meta-
cognitive beliefs, whereas real problem-solving
involves observable cognitive processes that
may respond differently to stress and creativity.
Clarifying the alignment between perceived and
actual abilities would help determine whether the
mediating role identified here reflects genuine
cognitive performance or primarily students’ con-
fidence in managing challenges.

Our findings indicated that gender did not
emerge as a significant predictor of burnout.
Furthermore, no significant gender differences
in burnout levels were observed, which con-
trasts with the results of some studies suggest-
ing that male students experience higher levels
of burnout than their female counterparts (Liu
et al., 2023). One possible explanation for our
results is that both male and female students
in our study encounter similar academic pres-
sures, including rigorous coursework, clinical
training, and performance expectations, which
may equalize their experiences of burnout. Ad-
ditionally, gender differences in burnout may
vary across cultural contexts, as societal expec-
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tations and educational structures can influence
how students perceive and manage academic
stress. Future research should further examine
the role of gender in student burnout, particularly
within different academic and cultural contexts.
One noteworthy finding is the impact of living
arrangements on burnout. The analysis revealed
that students residing on campus experienced
higher levels of burnout compared to those living
off campus. This result aligns with our theoreti-
cal framework, which proposed that on-campus
living conditions may impose greater social de-
mands on students, including communal living
stress, peer expectations, and reduced privacy.
These factors may contribute to increased burn-
out by adding additional emotional and cognitive
strain. Furthermore, our findings support previ-
ous research indicating that students who live
in dormitories face challenges related to home-
sickness, finances, the academic environment,
academic performance, and social interactions,
making their experience more stressful than an-
ticipated (Nghiem et al., 2021). These results un-
derscore the importance of considering environ-
mental factors, particularly living arrangements,
when exploring burnout in academic settings.

Conclusions

This study investigated the relationships
among creativity, problem-solving, and burnout
in university students. The findings showed that
problem-solving was strongly associated with
lower burnout, and creativity appeared to play
an indirect role by enhancing problem-solving
skills. These results support the hypothesis that
cognitive-behavioral coping strategies are linked
to burnout and highlight their relevance to student
well-being. Given the growing concern around
academic stress, the findings offer insights into
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Abstract

Context and relevance. School failure/success is one of the key issues of
state educational policy, significantly affecting both academic and personal
development of children. Despite numerous studies devoted to the factors of
school failure/success, little is known about how children and their parents
perceive this experience and what meaning they attach to it. In this study,
school failure/success is examined through J. Hattie’s framework — from
students’ characteristics to features of the school and family. Objective. To
explore how parents and their children perceive and describe school failure/
success, and to identify the key aspects that are meaningful for them. Re-
search question. How do parents perceive and describe their children’s
school failure/success? How do children perceive and describe their school
failure/success? Methods and materials. The study uses a qualitative de-
sign and analyzes in-depth semi-structured interviews with parents (n = 22)
and their 5th-grade children (n = 22) from the Nizhny Novgorod region within
the project “Longitudinal Study of Factors Influencing School Failure”. Re-
sults. School failure/success is viewed through three main components —
the child (academic performance, cognitive abilities, and motivation), the
family (parental involvement and support), and the school (school climate
and teacher practices). Parents and children emphasize the importance of a
positive school climate characterized by a friendly and organized atmosphere
and opportunities for development. Such climate is supported by teacher
practices based on respect and clear expectations. Families contribute to
school success through maternal involvement and support. Children demon-
strate success through responsibility, interest, intrinsic motivation, and cogni-
tive abilities. Conclusions. The study demonstrates the complex nature of
school failure/success. Addressing it requires joint support for students from
schools, teachers, and parents, based on an individual approach.

Keywords: school failure/success, academic performance, cognitive abili-
ties, motivation, parental involvement, parental support, school climate,
teacher practices
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Pesiome

KOHTeKCT 1 akTyanbHOCTb. LLIKonbHas (He)ycrneLwHoCTb — 3TO OAHa U3 KIto-
4YeBbIX NPO6EM rocyAapCTBEHHON 06pa3oBaTeslbHON NONUTUKK, KOTOpast oka-
3bIBAET 3HAYUTENBHOE BIMSIHWE HA akafeMnyeckoe U NUYHOCTHOe pasBuTUE
geten. HecmoTps Ha 60nbLLoe KonnyecTBo paboT, NMOCBALLEHHbIX hakTopam
LLKONbHOW (He)yCneLLUHOCTM, Ha fidHHbIN MOMEHT Mbl Masio NOHUMAaeM, Kak AeTn
1 UX POAUTENV BOCMIPUHMMALOT STOT OMbIT U KAKOE 3HaYeHMe OHW eMy NPUAALOT.
B naHHOM nccnepoBaHum LLKONbHas (He)yCcrneLHOCTb paccmMaTprBaeTCs Yepes
npuamy pamku K. XaTTu — OT OCOGEHHOCTEN YYEHUKOB O XapakTepuCTUK
LKoMbl 1 cembu. Llenb nccnegosaHns — BbisiBEHWE U OMNMCaHWe BOCNPUS-
TUS LUKOMbHOW (He)yCneLHOCTN POANTENAMU U UX OETbMU, a TaKXKe KI4EBbIX
acreKToB, MMeLLMX 4118 HUX 3HaveHve. MccnepoBaTtenbckue Bonpochl. Kak
poauTeny BOCMPUHMMAIOT U OMUCHLIBAIOT LLKOJSIbHYIO (HE)yCrneLHOCTb CBOMX
feten? Kak getn BOCMPUHMMAIOT W OMUCHIBAIOT CBOK LLKOMbHYIO (He)ycneLw-
HocTb? MeToabl U MaTepuansl. ViccnegosaHne MMeET Ka4eCTBEHHbIN AN3arH
1 BKNOYaeT B cebs aHanma rnyOuHHbIX MNONYCTPYKTYPUPOBAHHBIX MHTEPBbIO C
poautenamu (n = 22) 1 nx geTbMn 5-x Knaccos (n = 22) n3 Hmxeropoackomn
obrnacti B pamkax npoekTa «JIoHruTiogHoe mccnepoBaHne hakTopos, BIM-
SIOLLMX Ha LUKONbHYIO HeycrellHoCTb». Pe3ynbrarhl. LLkonbHas (He)ycnelwu-
HOCTb paccmaTtpuBaeTcsi Yepe3 3 KOMMOHeHTa — [OeTu (MX YyCrneBaemoCTb,
KOTHWUTVBHbIE CMOCOBHOCTM M MOTUBaLWS), CeEMbS (POAMUTENLCKAS BOBIIEHEH-
HOCTb M NOAAEPXKKA) U LLUKOMA (LUKOSbHBIN KNUMAT U YYUTENBCKME MPAKTUKN).
[ns ycnewHoro o6y4eHns poauteny 1 AeTn oTMeHaloT BaXXHOCTb LUKOMbHOMO
KnumaTa ¢ OpPYXXEeCKOM M OpraHM3oBaHHOM aTtMocdeport U BO3MOXHOCTAMM
AN passuTUsA. Takon KnumaT JOMKeH NOAAEePXKMBATLCS YYUTENbCKMMMN Npak-
TUKaMN — YBaXKUTENbHbIM OTHOLLEHUEM K YHEHUKaM U ACHbIM OObSACHEHWEM
mMatepuana. CeMbsi NOAAEPXKMBAET LLKOSIbHYHO YCNELLIHOCTb C MOMOLLbIO MaTe-
PVHCKOW BOBNEYEHHOCTU 1 NOOLLpeHns. Takune OeTCKne XxapakTepucTukum, Kak
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OTBETCTBEHHOCTb Y UHTEPEC, BHYTPEHHSS MOTMBALMS U KOTHUTUBHbIE CMOCO6-
HOCTW, MOAAEPXXMBAIOT ycrnellHocTs. BbiBogbl. VccrenosaHue nokasbiBaeT,
YTO Npo6neMa LUKONbHOWM (He)yCrneLuHOCTM HOCUT KOMIMJEKCHbIM XapakTep.
[ns ee peLueHnsi HEO6X0AMMa COBMECTHASs MOAAEPXKKA YHALLIMXCS CO CTOPOHBI
LLIKOMbI, y4YUTeNen 1 poguTenei, OCHoOBaHHash Ha MHOMBMAYabHOM NMOAXO4E.
KnroyeBble cioBa: LLKOMbHas (He)ycrnewHoCTb, YCrneBaeMoCTb, KOrHUTUB-
Hble CMOCOGHOCTM, MOTMBALMS, POAWTENLCKAs BOBMEYEHHOCTb, POAMTESb-
cKasi NoAAepXKa, LUKOMbHbIN KIMMAaT, yHUTENbCKUE NPaKTUKK

duHaHcupoBaHue. CTaTtbs NOAroTOBNEHa B paMKax NpoekTa NporpaMmbl yHAaMeHTaNbHbIX UC-
cneposanuii HAY BLUS «JloHruTiogHoe nccnepoBaHne HakTopoB, BAMSIOLLMX HA LUKOMbHYIO He-
ycnewHocTb» (2022—-2024 rr.). https://www.hse.ru/org/projects/834293129

BnaronapHocm. ABTOpr 6naro,qapﬂT OBYX @HOHUMHbIX peLeH3eHTOB 3a KOHCTPYKTUBHYHO 06paT—

HYIO CBA3b MpU HanncaHum ctaTbu.

JononHutenbHble AaHHble. Habopbl JaHHbIX MOXHO 3arnpocuTb Yy nepBoro aeTopa cCTaTbU

(J1.3. bputoc).

Ansa untuposanus: Bputoc, J1.9., AxmepxaHosa, [.P. (2026). BocnpusiTve LUKONbHOW (He)ycneLu-
HOCTM poauTensamu u nx getbmu. lcuxonornyeckas Hayka n obpasosaHnne, 31(4), 208-222. https://

doi.org/10.17759/pse.2026310415

Introduction

School failure/success is one of the key
topics of educational policy (Ovakimyan et
al., 2023). The challenge of improving the
quality of education includes identifying
effective means and methods for prevent-
ing and overcoming school failure (Isaev,
Kosaretsky, Mikhailova, 2018). The causes
of school failure are commonly viewed as
the responsibility of the student themselves
(Hern ndez-Ortiz, Precht, Cudina, 2021;
Vinogradov, Shatunova, 2023).

However, research conducted over the
past 10 years has highlighted the need for
a more comprehensive examination of this
issue, taking socioeconomic and motiva-
tional factors into account alongside stu-
dents’ intellectual characteristics (Hern n-
dez-Ortiz, Precht, Cudina, 2021; Costa et
al., 2024; Tebbouche, 2023; Fatykhova,
Shakirova, 2023).

School failure/success

as a multifactorial phenomenon

Contemporary theoretical approaches
emphasize that school failure/success is a
complex issue whose causes may lie not
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only within the individual student but also
in a range of other factors (Fernandez-
Mellizo, Martinez-Garcia, 2017; Costa et
al., 2024; Sitoiu, Panisoara, 2024). Hattie
(2023) identifies 12 major factors influenc-
ing educational achievement, including
student characteristics, home and family,
school and society, classroom organiza-
tion and climate, teachers, curriculum, and
deliberate teaching.

In our study, we focused on three fac-
tors — school, family, and children — be-
cause these aspects are directly related to
school failure/success and can be reflected
in the experiences of parents and children
(Costa et al., 2024). At the same time, other
factors are either indirectly incorporated in-
to the selected categories (e.g., the school
factor includes teacher practices, which
Hattie identifies as a separate category) or
fall beyond the scope of the participants’
perceptions.

School

Research shows that school climate
affects not only students’ academic out-
comes but is also associated with various
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aspects of their engagement and behav-
ior (Bochaver, Korneev, Khlomov, 2023;
Ruzek et al., 2016; Yang et al., 2022). An
organized and calm atmosphere, opportu-
nities for learning, effective use of instruc-
tional time, and a school-wide focus on
academic achievement are considered key
factors positively associated with student
success (Hattie, 2023).

Another factor is teacher practices,
including teachers’ self-efficacy and en-
thusiasm, emotional support and teacher—
student relationships, as well as teachers’
classroom management (Lazarides et al.,
2021). Teachers’ enthusiasm and self-
efficacy are highly important for students’
perceptions of teaching quality (Lazarides
et al.,, 2021). Emotionally supportive rela-
tionships characterized by trust, respectful
communication, and teacher fairness to-
ward students increase students’ intrinsic
motivation and enjoyment of learning (Ru-
zek et al., 2016). Effective classroom man-
agement by teachers has a positive effect
on students’ motivation (Kunter, Baumert,
Koller, 2007) and academic achievement
(Fauth, 2014).

Family

Given the importance of emotional well-
being and intrinsic motivation for school
success, particular attention is paid to so-
cial support, including parental support,
whose role is crucial in shaping students’
perceptions of their own school success
(Goshin, Mertsalova, 2018; Agnafors, Bar-
mark, Sydsj , 2021).

Within the family context, socioeconom-
ic status (SES) is commonly considered
one of the key factors shaping students’
academic achievement. Other factors in-
clude parental involvement, parents’ strate-
gies and attitudes toward children’s devel-
opment and upbringing, parental roles, and
related parental stress (Bochaver et al.,
2024; Savenysheva et al., 2019; Nunes et
al., 2023; Fan, 2001).

Students experiencing difficulties in their
studies report that their parents are less likely
to find time to talk with them, behave more
authoritatively, and are less willing to discuss
personal, school-related, or everyday prob-
lems with them. They also report that their
fathers show little interest in their school per-
formance, do not expect them to receive good
grades, do not praise them for their achieve-
ments, and are less likely to help them with
schoolwork (Domagata-Zysk, 2006).

Children

According to Hattie (2023), students
themselves make the greatest contribu-
tion to educational achievement: their skills
when they enter the classroom, their will-
ingness and readiness to learn, their mo-
tivation, and their interest in engaging in
the learning process. Particular attention
should be paid to students’ skills and will-
ingness to learn (motivation, self-efficacy,
and emotional state), as these factors have
a strong positive relationship with educa-
tional achievement (Ruzek et al.,, 2016).
Conversely, unwillingness to learn (bore-
dom, anger, and anxiety) is negatively as-
sociated with educational achievement.

Thus, positive emotions (e.g., enjoy-
ment) contribute to well-being, which is an
integral component of school well-being,
whereas negative emotions impair it (Ober-
meier et al., 2022). School well-being, in
turn, is closely related to intrinsic motivation
and, consequently, to positive cognitive out-
comes, such as higher academic achieve-
ment (Kleinkorres, Stang, McElvany, 2020).

Systemic perspective

As the literature review demonstrates,
school failure/success is a relatively well-
studied phenomenon. However, some
studies pay insufficient attention to family
characteristics, including parents’ attitudes
toward overcoming their child’s school fail-
ure/success and parental involvement in
their child’s education (Kosaretsky, Mert-
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salova, Senina, 2021). Our study, based
on John Hattie’s approach, considers
school failure/success from a broader per-
spective. There are also studies that exam-
ine parents’ and teachers’ perceptions of
overcoming school failure/success, while
children remain outside the scope of such
research (Ovakimyan et al., 2023). Taken
together, these approaches allow school
failure/success to be viewed as a multifac-
torial phenomenon. It is shaped through the
interaction of three components — children,
family, and school (in the present study, the
teacher is considered part of the school).
Although many studies demonstrate the
contribution of these three components to
academic failure/success, we have limited
understanding of how parents and their chil-
dren perceive these components. It is pre-
cisely the way parents and children perceive
these factors that determines how they ex-
plain the causes of school failure/success.

Importance of studying

perceptions of school

failure/success

Since school failure/success may be
perceived differently depending on partici-
pants’ experiences and degree of involve-
ment — for example, by students them-
selves and their parents — it is important
to examine not only statistical data but also
individual experiences, which are highly
relevant in this context (Ovakimyan et al.,
2023). Focusing on the subjective experi-
ences of students and their parents makes
it possible to apply a phenomenological
approach, which allows researchers to un-
derstand how participants themselves de-
scribe school failure/success in the context
of their interactions with school.

The aim of this study is to examine
parents’ and their children’s perceptions of
school failure/success and to identify the
key aspects that are meaningful to them.
To achieve this aim, the following research
questions were formulated:
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1. How do parents perceive and describe
their children’s school failure/success?

2. How do children perceive and de-
scribe their own school failure/success?

Since the aim of the study is to identify
how parents and their children perceive
school failure/success, it is important to
examine their subjective experiences and
interpret them. Therefore, a qualitative phe-
nomenological design was selected for this
study, allowing us to explore participants’
perceptions of school failure/success.

Materials and methods

Design. The study employed a qualita-
tive phenomenological design (Vagle, 2018)
involving semi-structured interviews with
parents and their children. The phenomeno-
logical approach made it possible to focus
on the lived experiences of parents and
children in the context of their perceptions of
school failure/success, based on the factors
identified by J. Hattie (Hattie, 2023).

Participants. The sample included 22
parents (mean age = 38 years) and 22 chil-
dren (9 girls). All children were fifth-grade stu-
dents attending public schools in the Nizhny
Novgorod Region. The parents and children
were selected from a sample of more than
2000 participants who took part in a longitudi-
nal study during the first wave of data collection
in 2022 (Akhmedjanova, 2025) and agreed to
participate in the second wave in 2023.

Instruments. The parent interview
guide included 23 questions covering top-
ics such as children’s adjustment to fifth
grade, school climate, health, motivation,
self-regulation, parental support for auton-
omy, and parental support practices. The
parent interviews lasted between 30 and 60
minutes and were audio-recorded.

The child interview guide covered the
same topics as the parent interviews. The
child interviews lasted between 20 and
40 minutes and were also audio-recorded.

Data collection procedure. The data
were collected as part of a longitudinal
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project investigating factors associated
with school failure/success. The study re-
ceived approval from the Ethics Committee
of HSE University. Data were collected in
autumn 2023 from students attending pub-
lic schools in urban and rural areas of the
Nizhny Novgorod Region and their parents.
The interviews were conducted by three
trained research interns. In most cases,
both mothers and children were interviewed
on the same day. In only three cases were
children interviewed on different days be-
cause they were either ill or absent.

Data collection was conducted online
at a time convenient for parents and their
children using Zoom or Yandex.Telemost.
Parents were informed about the purpose
of the study and provided informed con-
sent, while children provided verbal assent
to participate before the interviews began.

Data analysis. The data were analyzed
using thematic analysis (Braun, Clarke,
2021). First, the interview audio recordings
were transcribed using Pisec (n.d.), an audio-
to-text transcription service, and the research
interns checked the transcripts to ensure their
accuracy. The first author, a PhD student at
the Institute of Education, then coded the in-
terviews using a coding scheme developed
through a combination of inductive and de-
ductive approaches. The coding procedures
included: (1) identifying inductive codes
based on the factors identified by J. Hattie;
(2) dentifying meaningful units in the interview
transcripts; (3) coding and refining the codes;
(4) narrowing down the codes; and (5) inter-
preting and identifying meanings.

Perceptions of school failure/success
were examined across three themes:
(1) children; (2) family; and (3) school.

Results

The thematic analysis of the interviews
identified three main themes through which
parents and children described school fail-
ure/success: the child, the family, and the
school. These themes included more spe-

cific factors such as children’s academic
performance, cognitive abilities, and motiva-
tion; parental involvement and support; as
well as school climate and teacher practices.

These findings indicate that school fail-
ure/success is a multifactorial phenomenon
shaped by the interaction of child, family,
and school characteristics.

Academic performance

The analysis of the interviews showed
that, according to parents and children, one
of the main factors associated with school
success is the child’s academic perfor-
mance in individual subjects, including aca-
demic performance, the causes of failure/
success, and the child’s social environment.

Russian language was the most salient
subject, eliciting concern in cases of failure
and joy in cases of success: “He tries, he
really does. Of course, he is happy when
he gets a four in Russian; he runs up to me
and says, ‘Mom, | got a 4 (Mother 22).

Mathematics was perceived by parents
and children as both the main indicator of
success and the most difficult subject:
“The most difficult one for us is mathemat-
ics, so that’s the subject where [we have
to help]” (Mother 20).

English was described as a difficult sub-
ject for children and a source of helpless-
ness for parents. The mother of one child
who “just can’t get the hang of” English ex-
plained that she had studied German and
therefore “can’t help with pronunciation”
(Mother 12). Thus, performance in a for-
eign language may be situational and may
depend on the availability of support.

Some parents noted that children be-
come more independent with age: “In sec-
ond and third grade, she did very poorly; if
they were assigned poems, [...] she would
immediately have a tantrum: ‘| won’t learn
it, I'm scared,’ [...] now she reads it twice
and immediately recites it much better”
(Mother 6). However, this “rapid growth”
(Mother 6) contributed to overcoming ear-
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lier difficulties. Her child also emphasized
the difference between her past and pres-
ent perception of the curriculum: “...fourth
grade was more difficult, there were all
these difficult topics...” (Child 6).

The child’s environment at school and
at home has a substantial influence on aca-
demic performance: “Classmates who get
bad grades [...] hit you, make it difficult to
copy...” (Child 5). Active parental involve-
ment in learning can often compensate for
such difficulties: “Son, let's sit down and
work through it,” [...] and things got a little
better; they started to understand each
other with the teacher” (Mother 8). Such
cases demonstrate that parents can act as
mediators between teachers and children.

Comparing a child with other students,
siblings, or with their own previous perfor-
mance is an important factor in how aca-
demic success is perceived. Such compari-
sons can be a source of additional motiva-
tion: “She started doing much better in fifth
grade than in fourth...” (Mother 6). At the
same time, children may sometimes take
an undesirable example from others: “She
looks at [...] the others running poorly, [and
thinks], ‘Why should | run and try? I'll run just
like them,” [...] and, as a result, of course,
her grades get worse...” (Mother 5).

Cognitive abilities

Memory and information processing are
basic cognitive processes. When a child has
a “very good memory” (Mother 2), they can
quickly complete oral assignments and dem-
onstrate confident understanding of the sub-
ject matter. Children also described their own
abilities: “I just read it and recited it” (Child 5).

Poor memory makes it difficult to memo-
rize material quickly: “...he won’t be able to
remember itimmediately, [...] so he needs to
repeat it again” (Mother 11). Children added
that they ask the teacher to explain some-
thing again if they have not remembered it:
“...I can ask again, ‘Could you explain it?’
She explains it again” (Child 16).
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Children also differed in how they per-
ceived and processed information, for ex-
ample, through visual imagery: “...if | get
bored in class, | don’t get distracted, [...] |
imagine pictures in my head, | just listen and
remember” (Child 10). Some children de-
scribed predominantly auditory processing:
“...she learns particularly well by listening,
[...] she can retell some of the things the
teacher explained” (Mother 9). These obser-
vations demonstrate that different strategies
can help children remember information.

Successful acquisition of material may
also be related to practice, when children
consolidate their knowledge by completing
tasks: “...when they explain a topic to us,
| go to the board and try to write it down,
well, solve an example...” (Child 18).

However, not all children can easily ap-
ply theoretical knowledge in practice: “
he had difficulties with grammar in this re-
spect; he could learn the rules, but he rare-
ly knew how to apply them” (Mother 22).
Children themselves acknowledged diffi-
culties when solving problems, particularly
in understanding the wording of the tasks:
“...sometimes she doesn’t understand the
meaning, [...] sometimes the wording of
the problem isn’t completely clear...” (Child
21). These difficulties may be associated
with insufficient concentration or problems
understanding task formulations.

Some children reported being able to
find solutions independently by relying on
partial understanding of the situation and
adult support: “Well, my parents usually
help me if | have difficulties; | can, well, fig-
ure it out myself...” (Child 14). Even with
insufficient knowledge, children may use
contextual information and prior experience
to overcome learning difficulties.

Motivation

Three main themes were identified in
the section on motivation: intrinsic motiva-
tion, extrinsic motivation, and motivational
difficulties.
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Intrinsic motivation was manifested in
students’ interest, including their desire to
learn and attend school: “...when new sub-
jects started, like history and geography,
he said it was interesting, [...] he really gets
into it and understands it” (Mother 2). The
child himself also described how such in-
terest motivated him not simply to study a
subject but to explore it more deeply: “...we
had new biology lessons, and in that lesson
we looked through a microscope; | really
liked it” (Child 2). Thus, the child demon-
strated initiative and awareness in pursuing
learning goals, which may contribute to the
development of sustained intrinsic motiva-
tion and increase engagement in the edu-
cational process.

Extrinsic motivation was evident when
children studied in order to receive praise
or avoid punishment. Other motivating fac-
tors included attending extracurricular ac-
tivities: “...he really wants to go to football
practice, so he does his homework before
football” (Mother 1); receiving new things:
“If you finish the term with good grades, 'l
order whatever you need from Wildberries”
(Mother 5); spending time with family: “...
we can go somewhere together” (Mother
17); and grades: “...right now my child is fo-
cused on getting good grades” (Mother 20).
Children also expressed a desire to obtain
good school certificates and pass examina-
tions: “...if you get a three or a two, your
certificate will be different” (Child 6).

In several interviews, children’s motiva-
tion was either reduced or absent: “...and
we also have a heavy workload [...] out-
side of school...” (Mother 19). One student
confirmed that a high workload could lead
to a lack of interest in a subject, explaining
that “we have a lot to memorize in history”
(Child 2).

When a child has low academic perfor-
mance, their motivation may also decline.
However, this can be compensated for by
interest that emerges during the learning
process: “...my child is not doing very well

academically, so [...] | can’t say that she is
[...] interested in everything. If you get her
interested during the lesson, she can actu-
ally come home and immediately share her
impressions” (Mother 20).

Parental involvement and support

Parental involvement is an important
factor in school failure/success. It includes
intensive involvement, monitoring, advice,
and support for the development of inde-
pendence.

Excessive parental involvement may
create dependence: “At least Mom finds
out everything, does everything, tells you
everything, prepares everything, and so
on, so why do we need independence if
everything is done for me?” (Mother 2).
Children confirmed this dependence: “How
do you do your biology retellings? — Mom,
too; Mom reminds me” (Child 20).

Some parents supported the develop-
ment of independence followed by parental
monitoring. They initially taught the child
how to complete a task and then expected
the child to do it independently: “...1 tell her,
‘I'll show you, and then you do it yourself,
[...] I show her, explain, and tell her how
it's better to do it...” (Mother 5). Thus, par-
ents teach children how to complete par-
ticular tasks and then monitor and check
their work: “No, he does it himself; we just
check” (Mother 14). Children themselves
recognized the presence of such monitor-
ing: “Does Mom keep track of what you
have been assigned and how you did it?
— Yes, yes, she does” (Child 22). This ap-
proach may contribute to the development
of confidence and help children solve prob-
lems independently, fostering autonomy
and responsibility for their learning.

Parental support was manifested
through goals and expectations, emotional
support, joint activities, and concern for
health. High expectations fostered a sense
of responsibility: “...‘Why are you scolding
me for getting a four?” — ‘I'm not scolding
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you; | just know you can do more. Why
don’t you want to?”” (Mother 2).

Emotional support reduced anxiety and
motivated children: “...I always tell him that
| believe in him, [...] that he can handle
it, even if there is some kind of problem”
(Mother 3). For children, such support
was important: “...when | talk about what’'s
bothering me, | feel kind of better, because
Mom says, ‘It’'s okay, you can fix it; then go
talk to your math teacher” (Child 9). Thus,
emotional support helps children overcome
anxiety and maintain confidence while also
directing their efforts toward further goals.

Working together involved jointly search-
ing for solutions to problems, which helped
children cope with academic tasks more
quickly and reduced stress: “...we try to
find a solution together, [...] to correct each
other so we don’t argue...” (Mother 12).
This also extended to completing home-
work: “...if we’re going somewhere, [...] we
recite a poem [...] or sing the songs they
were assigned, the whole family” (Mother
19). Children likewise confirmed that such
interaction positively affected their school
success: “...were there any assignments
that were difficult to complete? — Uh-
huh. — And what did you do in that case?
— | asked my mom” (Child 17).

Concern for children’s health supported
motivation and helped them recover from
academic demands: “We put the home-
work aside and let the child rest, [...] my
child’s health is my number one priority”
(Mother 3). Children noted that parental
care helped them feel better during the
learning process: “When people take care
of me? That's the best thing” (Child 13).

School climate

School climate was associated with
school failure/success through interper-
sonal relationships, interactions with teach-
ers, emotional support, and adaptation to
the class following the transition to second-
ary school. Friendly relationships and peer
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support contributed to engagement and
motivation, whereas conflicts and pressure
from teachers could cause stress.

Parents noted that when the class was
friendly, children interacted with everyone:
“...the class is friendly, everyone is together,
and he interacts with everyone...” (Mother
1). Such relationships could help children
deal with schoolwork: “...they call him, ask
how to do the homework, and just talk...”
(Mother 2). For children, friendly relation-
ships created a comfortable environment for
learning: “...we are friends with our class-
mates, we talk, and we help each other if we
don’t understand something” (Child 2).

Despite the friendly atmosphere in the
class, conflicts sometimes occurred. How-
ever, parents noted that these conflicts
“never turn into anything more serious, [...]
they try to apologize right away” (Mother
10). Children confirmed that serious con-
flicts were rare and that they generally re-
solved minor disagreements themselves:
“We just talk and resolve the issue with
words” (Child 17). Thus, children learn
to manage conflicts independently, while
adults become involved in more complex
situations to maintain a safe atmosphere.

During the process of adapting to the
class, friendly relationships and teacher
support were important. Parents noted that
a cohesive group and a friendly atmosphere
created the necessary conditions for ad-
justment: “...that’s why they have such a
friendly, close-knit group, and therefore the
adjustment is going quite smoothly” (Moth-
er 18). Children emphasized that communi-
cation with classmates and having friends
played a key role: “...what helped you
adapt easily to fifth grade? — Communicat-
ing with my classmates” (Child 1).

Teacher practices

Teacher support and assistance were
among the key teacher practices contribut-
ing to school success. Parents described
teachers as taking on a role not only as ed-
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ucators but also as a “classroom mother”:
“...she acts like a class mom, [...] if there
are any problems — come to me, write, call,
tell me, and we’ll solve everything” (Mother
10). This created a sense of security for
parents, who felt confident that their child
would not be left alone with their problems.

Parents considered an individualized ap-
proach important because “...some children
[...] are capable, and each child needs their
own approach” (Mother 3). In their view,
such an approach could motivate children
more strongly. Children emphasized the im-
portance of individualized support because
it led to more effective learning: “...1 ask if |
can improve it to a five, and they let me — |
sometimes do it during the lesson” (Child 10).

Parents noted that teacher feedback
increased the significance of lessons for
children: “...even with mathematics — he
is interested in a new topic, he understood
it well, especially if the teacher acknowl-
edged him in some way; he talks about
it” (Mother 13). In cases of academic dif-
ficulties, praise and encouragement helped
motivate students: “English — the teacher
praises them, [...] the children improved,
they all caught up” (Mother 3). For chil-
dren, the connection between praise and
academic performance was quite direct:
“And why do you only want to get excellent
grades? — The teachers are happy and
praise me...” (Child 6).

Strict discipline at school could com-
plicate the learning process and reduce
school motivation: “...they just can’t find
common ground with her, [...] she has
these assumptions that the child doesn’t
study by himself, that we do his homework
for him...” (Mother 4). Another mother re-
ported that a teacher openly stated: “...
your child will not pass the exams” (Mother
11). Such attitudes may demotivate chil-
dren and increase parental stress.

Children perceived such attitudes nega-
tively, which also affected their school suc-
cess: “...why is it that what comes easily

to you is easy, while what is difficult is dif-
ficult? Is it somehow related to your prefer-
ences? — Yes, because we have so much
to memorize in history” (Child 2). Rigid
practices may reduce children’s learning
motivation and contribute to negative atti-
tudes toward education.

However, teacher collaboration with
parents could have a positive effect on chil-
dren’s school success. Parents noted that
teachers actively maintained communica-
tion with them: “...I think that the teachers
[...] — any dialogue, we come in, talk, and
the problem gets resolved...” (Mother 3).
Such communication allowed parents to
remain informed about the situation and
involved in their child’s learning process,
helping to create a more supportive envi-
ronment for school success.

In addition to teachers’ interpersonal
skills, their competence and professional-
ism played an important role. Parents noted
that stronger teachers laid the foundation for
learning: “...while she is teaching you math-
ematics and geometry, you have to pay at-
tention, remember, and listen to what she
says, [...] she simply won’t start a new topic
until she has drilled this one into them...”
(Mother 5). This enabled children to acquire
structured knowledge, feel supported, and
develop academically. Children themselves
confirmed this: “[l like] sitting in lessons be-
cause teachers give us new knowledge; you
learn something new...” (Child 1).

Discussion

This study examined how parents and
their children perceive school failure/suc-
cess. The interview findings demonstrated
the multifaceted nature of school failure/
success and highlighted the role of three
factors — students, family, and school —
which is consistent with John Hattie’s multi-
factorial approach (Hattie, 2023).

The findings indicate that these percep-
tions include both factors that parents and
children can influence, such as children’s
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academic performance and cognitive
abilities, and factors over which they have
less control, such as school climate and
parental involvement. The importance of
children’s academic performance and cog-
nitive abilities may stem from what these
factors signal to parents and children: the
extent to which students are able to cope
with the curriculum and the role of their own
abilities in this process. Moreover, cognitive
abilities and grades are factors that children
and parents can influence and for which
they can observe tangible outcomes — for
example, when they work through mathe-
matics problems with a parent or begin tak-
ing additional English lessons. In contrast,
school climate and parental involvement
may be shaped by external circumstances
(Ruzek et al., 2016; Savenysheva et al.,
2019) that neither parents nor children can
readily influence. For example, one mother
reported that she had to work extensively,
which limited her ability to be involved in
her child’s school life.

Our findings help to further specify how
factors associated with school failure/suc-
cess are perceived. Participants confirmed
the importance of child-related factors, par-
ticularly cognitive abilities and motivation, as
key factors associated with school failure/
success. This finding is consistent with Hat-
tie’s conclusions (Hattie, 2023) and those of
other researchers (Costa et al., 2024).

However, the findings also revealed
different ways and strategies of learning
among children, including visual and audi-
tory processing and independent practice.
This helps to further elaborate on parents’
and children’s perceptions of students’ cog-
nitive abilities and their relationship to school
failure/success. In addition, the study identi-
fied the importance of external factors, such
as strict teacher requirements, changes in
the curriculum, school absences, and adap-
tation to a new class. Children confirmed the
significance of these factors through their
own experiences: friendly relationships and
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peer support contributed to school success,
whereas low expectations or a lack of trust
from teachers could reduce motivation and
confidence (Hattie, 2023).

The findings also confirm the impor-
tance of parental involvement, including
advice, monitoring, and emotional support,
which is consistent with previous research
(Fan, 2001; Savenysheva et al., 2019). At
the same time, excessive parental assis-
tance may foster dependence and slow the
development of children’s independence.
An important contribution of the present
study is the identification of the role of joint
parent—child work, or “working as a team,”
which contributes not only to successful
completion of academic tasks but also to
reduced anxiety. Children confirmed the
importance of such collaboration, noting
that completing tasks together helps them
better understand the material and cope
with difficulties.

Adaptation to secondary school and to a
new class emerged as an independent fac-
tor influencing students’ academic achieve-
ment and emotional well-being. This find-
ing is consistent with Ruzek et al. (2016),
who highlighted the relationship between
school climate, academic achievement,
and student engagement. Hattie (2023)
also emphasizes the importance of a calm
atmosphere and opportunities for success-
ful learning. Our findings further specify this
relationship by showing that collaboration
between parents and teachers provides
additional support for children and contrib-
utes to their school success.

Previous studies have also highlighted
teacher practices, including emotional sup-
port, teacher—student relationships, and
classroom management, as factors con-
tributing to school success (Hattie, 2023).
The present findings extend this multifacto-
rial perspective on school failure/success
and emphasize the importance of interac-
tions among school-, family-, and student-
related factors.
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Overall, parents’ and children’s percep-
tions of school failure/success constitute a
complex phenomenon in which factors that
can be influenced interact with factors that
are more difficult to influence. Our findings
highlight the need for a systemic approach
to supporting students that takes into ac-
count individual child characteristics, ef-
fective collaboration with teachers, and
informed parental involvement.

Because the findings are based on the
subjective perceptions of parents and chil-
dren from the Nizhny Novgorod Region, fu-
ture research should collect questionnaire
data both in the Nizhny Novgorod Region
and in other regions to further assess per-
ceptions of school failure/success. It would
also be valuable to compare parents’ and
children’s responses and to complement
qualitative data with children’s performance
on standardized tests.

Conclusions

This study examined how parents and
their children perceive school failure/suc-
cess, making it possible to identify the
multifaceted nature of this phenomenon.
School failure/success comprises three
main components: the student, the family,
and the school.

Children are a key component of school
success through their cognitive abilities,
motivation, self-regulation skills, and ways
of processing and acquiring information.
Intrinsic motivation, initiative, and the use
of different learning strategies contribute to
more effective learning, whereas reduced
interest and a high workload can negatively
affect academic performance.

The family supports children through
parental involvement and support. Teach-
ing and guidance, emotional support, work-
ing as a team, and concern for children’s
health can contribute to school success.
However, excessive monitoring and as-
sistance may hinder the development of
children’s independence.

School climate and teacher practices
are associated with school failure/success.
A friendly and supportive atmosphere at
school and in the classroom contributes to
children’s engagement and motivation. An
individualized approach and teacher feed-
back can strengthen this effect. In contrast,
strict and unfair demands may negatively
affect school success.

Overall, perceptions of school failure/
success are multifactorial, which is con-
sistent with findings from international
research. Our findings help describe the
specific features of this phenomenon in
the Russian educational context based on
the subjective experiences of parents and
children.

The findings emphasize the importance
of a systemic approach to supporting stu-
dents that takes into account individual
child characteristics, effective collabora-
tion with teachers, and informed parental
involvement.

Limitations. This study has several
limitations. The sample included only stu-
dents from the Nizhny Novgorod region,
which limits the generalizability of the find-
ings to other regions of the Russian Fed-
eration; therefore, the results should be
considered preliminary and require con-
firmation using larger and more diverse
samples and quantitative methods. The
participation of only mothers in the inter-
views does not allow for consideration of
fathers’ perspectives on school success
or underachievement. As data collection
was conducted online and, in most cases,
mothers and children were interviewed on
the same day, the influence of participants’
responses on one another cannot be ruled
out. In addition, responses may have been
affected by social desirability bias. Finally,
the data rely on subjective perceptions
and do not include direct observation of
the learning process, which limits verifica-
tion of the actual educational context.
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Abstract

Context and relevance. Families face a multitude of social risks and internal
structural changes, which increases the burden on parents and diminishes their
emotional resources. Effective coping with difficulties is possible through resil-
ience. Alongside the “traditional” type of parenting, non-normative (alternative)
types are emerging — namely, “responsible parenting” — which remains insuffi-
ciently studied due to its novelty and the conceptual and methodological ambigu-
ity surrounding it, particularly in relation to parental resilience. This underscores
the relevance of the problem. Objective. The aim of the article is to present a
theoretical model of responsible parenting, developed by the authors based on
an analysis of Russian and international research. Hypothesis. The theoretical
hypothesis posits that responsible parenting may be conceptualized as a model
incorporating components of resilience and components of parenting. Methods
and materials. The research materials comprised scientific articles from the
Web of Science (core collection) and ScienceDirect databases, as well as from
the Psyjournals.ru and Google Scholar collections, selected using the keywords
“parental resilience” and related terms across two time periods: 2005-2015
(17 works) and 2016—2024/25 (17 works). The theoretical methods employed in-
cluded comparative and critical analysis of existing approaches, identification of
contradictions, synthesis, modeling, and systematization of concepts. Results.
The results showed that “responsible parenting” can be conceptualized as an ac-
tive agentive stance of parents and represented as a framework comprising both
components of parental resilience and components of parenting. The agentive
stance of the parent may include cognitive and affective components. Conclu-
sions. It was shown that resilience, as an integral three-component personal
competence, can be characterized as either active or reactive. Responsible
parenting is conceptualized as an active agentive stance of parents toward the
upbringing and development of the child; it includes both parenting components
and components of parental resilience. The study of these components opens
up potential directions for psychological support for families with children and for
expanding research on the variability of family upbringing practices.

Keywords: responsible parenting, resilience, parent-child relationship, family,
agentive stance of parents
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Ponb XXM3HECTOMKOCTU B CTPYKTYype
«OTBETCTBEHHOI0 POAUTEeNbCTBA»
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Pestome

KoHTekcT n akTyanbHoCTb. CeMby CTankmsalTCcsa C GOMbLUMM HYUCIIOM
coumasnbHbIX PUCKOB U C BHYTPEHHUMU CTPYKTYPHBIMU M3MEHEHUAMMU, HTO
yCUNMBaeT Harpyaky Ha poauTenen, CHMXasa ux aMouMoHarbHble pecypcebl.
OhheKTUBHO CNpaBnAaTbCA C TPYQHOCTAMWU BO3MOXHO Gnaropapsi XusHe-
cToMKoCcTW. Hapsagy ¢ «TpaAuLMOHHBIM» TUMOM POAUTENBLCTBA NOABNAIOTCA
HemopasbHble (HEeTPaAULMOHHbIE) TUMbI, @ UMEHHO: «OTBETCTBEHHOE POAU-
TENbCTBO», KOTOPOE U3Yy4EeHO HEeQoCTaTO4HO BBUAY HOBWU3HbLI U Heonpepe-
NEHHOCTN B METOAONOrMYECKOM 1 TEPMUHOSIONMYECKOM acrnekTe, 0CO6eHHO
B CBf3M C XWU3HECTONKOCTbIO POAUTENEN, YTO NOAYEPKMBAET akTyanbHOCTb
npo6nemsl. Llenbto ctatbn ABNAETCS 3HAKOMCTBO C TEOPETUYECKON Mofe-
NblO OTBETCTBEHHOr0 TUMa PoAMTeNbCTBa, pa3paboTaHHOro HaMu Ha OCHO-
BaHMW aHanua3a oTe4eCcTBEHHbIX U 3apybexHbIX uccnepgosanui. F'mnoresa.
TeopeTunyeckas rmnoTesa CoOCTOUT B TOM, YTO OTBETCTBEHHOE POANTENbCTBO
MOXHO NPeACTaBUTb B BULE CXEMbI, BKIIOHAIOLLLEN KOMMOHEHTbI XXM3HECTON-
KOCTM W KOMMOHEHTbI poauTensctea. Metopbl n marepuanbl. Matepua-
namu mnccnefoBaHuns BbICTYNUAM Hay4yHble cTatbk B 6a3ax Web of Science
(ocHoBHas konnekuus) n Sciencedirect, konnekumsax Psyjournals.ru n Google
Scholar, oTo6paHHble MO KIOYEBBLIM COBaM «pPOAUTENbCKAs XW3HECTOW-
KOCTb» W GNMU3KMM K HUM 3a ABa nepuopga — 2005-2015 rr. (17 pa6oT) n
2016-2024/25 rr. (17 pab6orT). Vicnonb3oBanucb TeOpeTUHECKNe MeTonbl:
COMNOCTaBUTENbHbIN U KPUTUYECKWI aHann3 CyLLeCTBYIOLWMX MOAXOAO0B,
BbISIBIEHNE MPOTMBOPEYMI, CUHTE3, MOAENMpPOBaHME U cucTemaTusaumm
KOHUenuui. PesynbTaTbl. Pe3ynsraThl mokasanu, 4To «OTBETCTBEHHOE pO-
OMTENbCTBO» MOXET ObiTb NPEACTaBMNEHO Kak akTUBHasA «AeATeNnbHOCTHasA
nosvuusa» poguTener n pacCMOTPEHO B BWAE CXEMbl, BKIOHAIOLLEN KOM-
NMOHEHTbI XW3HECTOMKOCTU POAMUTENA M KOMMOHEHTbl poauTenbcTBa. «[e-
ATENbHOCTHAA NO3MUMUA» POAUTENA MOXET BKI4YaTb B CE€6S KOrHUTUBHbBIN
1 apPeKTUBHBbIN KOMMOHEHT. BbiBoAbl. Moka3aHo, 4TO XM3HECTOMKOCTb
KaK WHTerpanbHas TPEeXKOMMOHEHTHAas JIMYHOCTHAA KOMMETEHUMA MOXeT
XapaKTepu3oBaTbCA Kak akTMBHaA unu peaktnsHas. OTBETCTBEHHOE poau-
TENbCTBO PAaCCMOTPEHO Kak aKTUBHAsA «AeATeNIbHOCTHAs No3nums» poauTte-
nevi MO OTHOLLEHMIO K BOCMUTAHMNIO 1 pa3BUTUIO pebeHKa; BKI4aeT B cebs
KOMTMOHEHTbI POAUTENBCTBA U KOMMOHEHTbI POAUTENLCKOM XXU3HECTOMKOCTH,
N3y4eHne KOTOPbIX OTKPbIBAET BO3MOXHbIE HanpasieHns NCMXonorn4eckomn
NOMOLLM CEMbAM C AeTbMU U pacLUMpeHne nccnefoBaHnin No BapnaTuBHO-
CTW NPaKTUK CEMENHOro BOCMUTAHUS.

Knro4yeBble crioBa: OTBETCTBEHHOE poanTenbLCcTBO, >KM3HECTOMKOCTb, OETCKO-
poauTenibCKkne OTHOLLEeHUA, CeMb4, «aeATesIbHOCTHaaA nosnuna» po,qmeneﬁ

JononHutenbHble faHHble. HaGopbl faHHbIX AOCTYMNHbLI Mo agpecy: https://ruspsydata.mgppu.ru/
npw yCcroBum 3anpoca y asTopa.

224




MBaHoea E.B. (2026)

Porb XW3HECTONKOCTU B CTPYKTYPE...
lMcuxonornyeckas Hayka 1 o6pas3oBaHue,
31(4), 223-235.

Ivanova E.V. (2026)

The role of resilience in the framework of responsible parenting

Psychological Science and Education,
31(4), 223-235.

Ons untuposaHus: VeaHosa, E.B. (2026). Ponb XM3HECTONKOCTU B CTPYKTYpe «OTBETCTBEHHOMO
popuTenscTBa». [leuxonornyeckas Hayka n obpasoBaHue, 31(4), 223-235. https://doi.org/10.17759/

pse.2026310416

Introduction

Families face a multitude of challenges,
including economic hardship, pandemics
and military-political crises, information
overload, and high demands on parental
competence, which increases the burden
on parents and reduces their emotional
resources. Effective coping with difficulties
is possible thanks to personal resilience,
which helps overcome the challenges of
uncertainty (Kornilova, 2013). As an ex-
ample, we can consider the sharp increase
in psychological research on resilience due
to the COVID-19 pandemic. According to
D.A. Leontiev, the most important compo-
nent of resilience during that period was
“risk acceptance” (Rasskazova, Leontiev,
and Lebedeva, 2020).

Psychological studies of social entropy
show that systemic uncertainty in the life of
individuals and society becomes a back-
ground situation (Odintsova, 2012). Ac-
cording to D.A. Leontiev, one of the “fron-
tiers of psychological defense against im-
pending changes” can be resilience, which
includes hardiness but is interpreted much
more broadly. Resilience is considered in
the context of psychological resources of
sustainability as an aspect of self-regulation
and social relations constructed and regu-
lated by cultural elites’, while hardiness is
considered a complex personal construct.
We believe this issue to be particularly rel-
evant, especially in the context of growing
social risks.

The purpose of this article is to present
a theoretical model of a non-modal (non-
traditional) type of parenting, responsible

parenting, developed based on an analysis
of domestic and international research on
parenting, parental resilience, and family
resilience. We preface this by drawing on
Vygotsky’s cultural-historical framework,
which pertains to the post-non-classical
type of scientific rationality (according to
Yu.P. Zinchenko et al.). This framework al-
lows us to integrate certain ideas and con-
cepts from other areas of psychology while
conceptualizing them within the cultural-
historical approach and A.N. Leontiev’s
activity theory. The theoretical hypothesis
is that responsible parenting can be repre-
sented as a framework that includes both
resilience and parenting components. We
also propose incorporating into the frame-
work our own working concept of a parental
“activity position”. An experimental study of
some elements of this model is reflected in
empirical research in our other publications
(Ivanova, Shapovalenko, 2025).

In this paper, we will attempt to address
the following objectives:

1) Analyze the problem of resilience
in light of domestic and international re-
search: analyze the structure of resilience,
according to the works of D.A. Leontiev,
R.V. Ovcharova, and others;

2) Analyze the problem of parenting and
its modern types and components;

3) Present a framework for “responsible
parenting” that incorporates the compo-
nents of resilience, parenting, and the par-
ent’s “active stance”. To conduct a theoreti-
cal and methodological analysis, articles
with research results were selected from
the Web of Science (main collection) and

1 Leontiev, D.A. (2018). Life position of the individual: from theory to operationalization. Professional online publication
“Psychological Newspaper.” URL: https://psy.su/feed/7109/ (date of access: 20.05.2025).
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ScienceDirect databases, Psyjournals.ru,
and Google Scholar collections using the
keywords “parental resilience” and similar
terms. This article includes the most rele-
vant data for our study, selected for two pe-
riods — 2005—-2015 (17 works) and 2016-
2024/25 (17 works) — revealing the stated
goal of the article. Theoretical methods
were used (comparative and critical analy-
sis of existing approaches, identification of
contradictions, modeling, and systematiza-
tion of concepts).

Analysis of domestic
and foreign approaches
to the problem of resilience

Resilience is studied in the context of
various schools of philosophical thought:
existentialism, humanism, irrationalism,
hermeneutics, and positivism, primarily as a
construct that promotes self-development,
creativity, and active empathy in connec-
tion with cognitive activity, motivation, will,
and consciousness (Konyukhova, Konyuk-
hova, 2013). Psychological research pro-
vides a much broader perspective on the
issue of personal resilience.

Resilience, as well as the introduction
of the term “hardiness” in the 1980s by
S. Maddi and D. Khoshaba in the United
States, was conducted primarily in for-
eign psychology. Subsequently, the term
“resilience” became more widespread.
Initial studies focused on at-risk children
who were able to survive difficult life cir-
cumstances (Liu, Wang, Lii, 2013; Maddi,
Khoshaba, 1994). Later, the scientific base
expanded to include studies of adult resil-
ience, particularly in the context of stress
and resilience research.

Resilience is considered from two per-
spectives: 1) in the context of overcoming
stress and traumatic experiences, PTSD,
and adaptation to the environment (works
of A.N. Fominova, K. Homa, K.E. White,

226

etc.); and 2) “outside of stress”, within the
framework of personality theory, in the
context of the value-semantic approach
(works of L.A. Alexandrova, D.A. Leontiev,
M.V. Loginova, A.A. Klimov, T.V. Nal-
ivaiko, M.A. Odintsova, E.l. Rasskazova,
D.A. Tsiring, etc.) (lvanova, Shapovalenko,
2023).

Many domestic studies of resilience
are related to age-related crises, the ad-
aptation of people with disabilities, chronic
and incurable diseases, and the work of
people in helping professions (Konyuk-
hova, Konyukhova, 2013, etc.). But the
majority of domestic works (Leontyev,
2016, 2024; Loginova, Odintsova, 2009;
Nalivaiko, 2010; and others) are devot-
ed to the study of resilience in terms of
meaning-making, intrinsic motivation, and
other existential variables. Resilience is a
system of beliefs about oneself, the world,
and one’s relationships with the world (Le-
ontiev, Rasskazova, 2024). D.A. Leontiev
and E.l. Rasskazova define resilience as a
measure of an individual’s ability to with-
stand a stressful situation while maintain-
ing internal balance and without reducing
performance. R.V. Ovcharova character-
izes resilience as a combination of per-
sonality traits and skills that allows one
to transform difficulties into opportunities
(Ovcharova, 2019).

Interest in the issue of resilience is
reflected in the volume of research con-
ducted by both Russian and international
authors (Khorosheva, 2011; Homa, 2012;
O’Sullivan et al., 2013). A more detailed
analysis of these studies is presented in a
summary table in the repository of psycho-
logical research. We will focus on research
on resilience in early and middle adulthood,
the most favorable period for parenting.
Research on resilience during this period
is associated with its stabilization and cog-
nitive adaptation (Fominova, 2012). Fur-
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thermore, this group of studies is the most
extensive and focuses on resilience in rela-
tion to:

¢ Professional genesis of the individual
(Vanakova, Plotnikova, 2014; Fominova,
2012; Homa, 2012): Resilience influences
the success of professional activity; it is a
protective factor in the activities of people
in helping professions and high-risk profes-
sions;

e with personality traits (constructive
aggression, perfectionism, optimism and
positive thinking, humor, self-image, locus
of control, anxiety, empathy, self-esteem,
creativity, emotional intelligence, etc.)
(Vanakova, Plotnikova, 2014; Fominova,
2012; Khorosheva, 2011; Homa, 2012;
Wright, 2007);

e with personal values and meaning-
making, the meaning of life, and social in-
terests (Klimov, 2011, etc.);

e with the characteristics of individu-
ality, temperament, flexibility, and lateral-
ity (Loginova, Odintsova, 2009; Liu et al.,
2013; Wright, 2007), where it was revealed
that the psychophysiological characteris-
tics of a person create a predisposition to
having a high level of resilience and can
be interpreted as innate endurance, but it
remains important for a person to under-
stand their characteristics and the desire
to improve, “to overcome oneself”, despite
the fact that some people are less resilient;
most of them have an innate potential that
can be developed (Wright, 2007);

e With gender, social, ethnic, and
economic differences (education level, in-
come level, age, race/nationality, and reli-
gion), resilience improves the quality of life
(Homa, 2012; Wright, 2007, etc.). It devel-
ops through broadening one’s horizons or
filling in missing knowledge (Wright, 2007),
especially during postgraduate education
and advanced training, which is noted by
researchers as a global trend in people’s

desire for continuous education throughout
their lives — lifelong learning.

Clearly, research on parental resilience
is extremely limited, despite the fact that
this age period is most typical for forming a
family and finding one’s footing in the new
role of parent. The studies reviewed show
that resilient individuals are typically char-
acterized by optimism, flexibility, creativity,
developed emotional intelligence, social
skills, etc.; however, whether (and how)
these qualities play a role in parenting as
adults remains understudied.

Analysis of the structure
of resilience

S. Maddi’s structural model of resil-
ience was accepted in the psychological
community. According to it, resilience
consists of three attitudes or components:
involvement (commitment); control; and
risk acceptance (challenge). A person
who is resilient views potentially stressful
events as significant and interesting (in-
volvement), sees themselves as capable
of changing these events (control), and
uses change as an opportunity for growth
(risk acceptance) (Leontiev, Rasskazova,
2024; Maddi, Khoshaba, 1994).

The first component, “involvement”
(“commitment”), is a characteristic of one-
self and the surrounding world and gives
strength and motivates a person to self-
fulfillment, leadership, and a healthy way
of thinking and behavior (Aleksandrova,
2005). The second component, “control”,
motivates the search for ways to influence
the results of stressful changes, as op-
posed to falling into a state of helplessness
and passivity, even if this influence is not
absolute and success is not guaranteed,;
that is, the person initiates behavior (Alek-
sandrova, 2005). The third component,
designated as “challenge” by L.A. Alexan-
drova and ‘“risk acceptance” by D.A. Le-
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ontiev, helps a person remain open to the
environment and society. This is a person’s
conviction that everything that happens to
him contributes to his development due to
the knowledge gained from experience,
both positive and negative (Leontiev, Rass-
kazova, 2024). Resilience includes such
basic values as cooperation, credibility,
and creativity (Alexandrova, 2005).

Furthermore, researchers distinguish
two types of resilience: the first type is
active resilience, which is a continued
search for opportunities to improve certain
personal competencies and opportunities
for personal development. The second
type, reactive resilience, is characteristic
of mature individuals who have already
achieved much in life and value stabil-
ity and tranquility (Ghimbulut, Opre, 2013;
Obrist, 2012). Here, some parallels can be
drawn with functional systems theory and
the concepts of activity and reactivity (Al-
exandrov, 2003): active resilience, as with
active responding (when a chain initiated
by neuronal firing is disrupted by the intro-
duction of a goal), promotes the search for
new behaviors, creativity, and the reten-
tion of a distant goal. Reactive resilience
can be a response to unexpected stressful
circumstances, i.e., an immediate reaction.
An analysis of resilience research allows us
to note its “dual” nature, in connection with
which it can be assumed that resilience
operates as two different systems depend-
ing on the social situation, or these are
two levels of one phenomenon as a result
of secondary systemogenesis (the super-
structure of a new system over the primary
one) (Alexandrov, 2003).

Psychological analysis expands the
concept of resilience, highlighting a resil-
ient attitude and resilient behavior (Fomi-
nova, 2012) and two sides of resilience:
psychological and activity-based (Nal-
ivaiko, 2010). It can be said that a resilient
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attitude and resilient behavior, according
to A.N. Fominova, are related to the psy-
chological and activity-based sides of re-
silience, according to T.V. Nalivaiko, and
both are related to the active and reactive
resilience identified by B. Obrist, O. Ghim-
bulut, and A. Opre (Ghimbulut, Opre, 2013;
Obrist, 2012). The multi-level construct of
resilience is also confirmed by other stud-
ies (Homa, 2012). Research into the com-
ponents of resilience and in terms of its
types (active and reactive), in our opinion,
is more informative and can be useful in
developing a theory of resilience, as well
as in practical application, for example, in
creating resilience training.

“Active” resilience implies the creation
of new meanings and constructive activity,
including in parenting (Nalivaiko, 2010).
Resilience can also be associated with
parents’ proactive approach to raising and
developing their child, their involvement in
the child’s life, their commitment to using a
nonviolent parenting style, and their desire
for harmonious marital relationships (lva-
nova, Shapovalenko, 2025).

Analysis of the problem
of parenting and resilience in the
responsible parenting model.
Discussion of the results

Psychologists study parenting from the
perspective of social challenges (competi-
tion among family, parenting, and career
values; adaptation difficulties; erosion of
stereotypes and models of raising children
in the family) and the variability of family
education practices. Holistic models of par-
enting have been described as “natural par-
enting”, “alpha parenting”, “intensive par-
enting”, “positive parenting”, or “conscious
(responsible) parenting”, or two classes of
parenting: 1) traditional (classical) or modal
parenting and 2) modern (alternative) or

non-modal parenting (Yanak, 2022).
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Non-modal parenting is analyzed
through family structure, the emergence
of parenting, parental social practices,
models of raising and caring for children,
demographic  security, acceptability,
and demand (Prokhorova, 2019; Yanak,
2022, etc.).

Researchers of non-modal parenting
highlight some trends (Ovcharova, 2008;
Prokhorova, 2019; Yanak, 2022):

positive (involved fatherhood, various
parenting models (responsible parent-
ing, etc.))

negative (overparenting, same-sex
parenting, negative parenting models (de-
viant, etc.))

Responsible parenting appears in this
classification as one of the models of rais-
ing and caring for children, where parent-
child relationships are built on the basis of
cooperation, and partnerships contribute
to increased awareness in raising children,
which is confirmed by a number of works
(Ovcharova, 2008; Prokhorova, 2019;
Yanak, 2022, etc.).

Parenting, as a distinct function, devel-
ops gradually and develops throughout an
adult’s life: it is systemically determined,
multifaceted, complexly structured, pos-
sesses a multi-level structure of factors,
and is dynamic (Ovcharova, 2008; Yanak,
2022). The concept of parenting is typically
understood as a set of characteristics of
parents (mothers and fathers), including
their parenting style, parental attitudes and
expectations, values, feelings and posi-
tions, parental responsibility, and certain
personality traits of the parents themselves
(R.V. Ovcharova, E.G. Eidemiller, et al.).

We understand “responsible parenting”
not only as an awareness and understand-
ing of the importance and significance of a
parent’s role in raising and caring for a child
but also as an active, proactive stance of
parents toward the child’s upbringing and

development; involvement in the child’s life;
a commitment to a nonviolent upbringing; a
desire for harmonious marital relationships;
and the commitment of specific actions and
efforts to achieve these goals, accepting
responsibility for their implementation. The
construct of “parental stance” has been
explored by various authors, including
N.S. Sokolova, who writes about parents’
internal stance as the foundation for paren-
tal maturity (Sokolova, 2024).

G.S. Kocharyan, drawing on A.N. Le-
ontiev’'s activity theory, clarifies that ac-
tivity itself has a complex, hierarchically
organized structure, which in the behav-
ioral plane is represented by both affective
and cognitive components (Kocharyan,
Kocharyan, 1994). When discussing the
activity-based position in the context of
responsible parenting, it is important to
take this into account. For example, some
studies describe the negative impact on
children’s EB of excessive parental focus
on them; the desire to bring the child to
the “norm” of development or to advanced
development; the simultaneous avoidance
of contact with them, “emotional distance”
(works by L.A. Nikolaeva, S.N. Mayorova-
Scheglova, and V.S. Masalova); and condi-
tional acceptance of the child and complete
regulation of his life (work by Yu.A. Staros-
tina) (cited from Mayorova and Scheglova,
2018). That is, the affective component of
the parent’s activity falls away, and only the
cognitive component remains, which leads
to a reduced form of activity — behavior
and a set of specific actions.

It seems that modern parents are seek-
ing to avoid or escape from close, intimate,
emotional connection with their children
through excessive intellectualization of
parenting and digitalization. In our view,
the same pattern of reduced activity oper-
ates in negative parenting trends, where
the cognitive component is lost, leaving
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only the affective component (often nega-
tively charged, for example, the works of
L.A. Nikolaeva, S.N. Mayorova-Shcheglo-
va). For example, when family members
are distancing themselves from each other
in an analog world — marital conflicts,
emotional rejection, etc.

One might think that parenting qualita-
tively varies depending on the balance of
these components of the parents’ active
position — cognitive and affective. It is
likely that the balance of these components
of the active position creates the conditions
for the development of responsible parent-
ing. We have attempted to reflect this in the

diagram presented in the figure, drawing on
the concepts of R.V. Ovcharova, E.G. Ei-
demiller, and V.V. Yustitskis on the com-
ponents of parenting (Ovcharova, 2003;
Eidemiller, Yustitskis, 2008) in connection
with the components of resilience devel-
oped by D.A. Leontiev.

The presented diagram (Fig.) includes
the most important, in our opinion, compo-
nents that could theoretically be associated
with resilience.

The “settings and expectations” com-
ponent of spouses’ relationships with each
other as parents is associated with parents’
desire for a harmonious marital relationship

Fig. Diagram of responsible parenting and resilience
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and marital satisfaction (Ovcharova, 2003)
and is designated in the diagram as “mari-
tal contact”. It can be hypothesized that
high resilience will facilitate more construc-
tive resolution of conflicts, facilitating the
“distribution” of responsibility (challenge,
control) and the enjoyment of fulfilling as-
sumed functions and roles (commitment).
The “value orientations” component is
diverse, specific to each family and each
parent, and can serve as a foundation for
shaping parental attitudes and expecta-
tions (Fig.). Its understanding is based on
an analysis of semantic structures, onto-
logical concepts, and socio-psychological
and individual phenomena, which can be
revealed through an assessment of pa-
rental resilience. Well-developed value ori-
entations, coupled with a strong sense of
resilience, can provide support to parents
in times of frustration or trauma, enabling
them to discover new meaning in the event
(Maddi, Khoshaba, 1994). Parents often
face situations that require high sensitivity
and flexibility, calling for quick decisions
that utilize personal resources and self-
regulation processes. Parenting crises are
associated with burnout, which can de-
velop due to declining self-esteem and the
perceived importance of parenting, among
other areas of life. The “commitment” com-
ponent of resilience can play both a positive
and negative role in parental burnout. For
example, the desire to be an “ideal mother”
(according to D.W. Winnicott), which can
manifest itself in specific behaviors and
attitudes and disguise itself as “parental
commitment”, can lead to disrupted parent-
ing styles and parental burnout. Parental
burnout is associated with the degree of
family dysfunction and the level of family
anxiety (Eidemiller, Yustitskis, 2008). High-
ly resilient parents have greater resources
for building harmonious interactions; their
resilient beliefs allow the family system to

remain stable, overcome difficulties, and
accept risks, which becomes an important
resource (Khorosheva, 2011).

The “parental feelings” component emo-
tionally colors and is linked to the “parental
attitude” component (Fig.) (Ovcharova,
2003). Parental love is the highest expres-
sion of parental feelings, which develops
throughout a person’s life. In our opinion,
when combined with high resilience, pa-
rental love not only creates favorable con-
ditions for the child’s development and a
secure attachment but also influences the
type of parenting used: it provides rea-
sonable freedom while demonstrating an
optimal level of care and responsibility for
the child. Parental feelings and attitudes
influence parenting styles (parent-child re-
lationships) (Fig.), which has been studied
in much greater detail than the influence of
parental resilience (O’Sullivan et al., etc.).

The few studies of parental resilience
show that fathers with high levels of resil-
ience are actively involved in raising their
children and continue to add “romantic
notes” to their relationships with their
spouses after living together for more than
10 years (Homa, 2012). Parental resilience
mitigates the effects of stigma in cases of
low rates of socialization of a child with
developmental disabilities. In addition,
family resilience reduces the likelihood of
behavioral problems in children. A model
of parental resilience has been developed
(lvanova, Shapovalenko, 2023).

The conducted theoretical analysis al-
lows us to say that resilience as an integral
personal competence can be associated
with a special area of adult activity — re-
sponsible parenting, the type of parent-
child relationships, and the construction of
family relationships (in the diagram, “marital
contact”) (lvanova, Shapovalenko, 2025;
Ovcharova, 2019; Eidemiller, Yustitskis,
2008).
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Conclusion

Based on the analysis, the presented
theoretical framework suggests a con-
nection between resilience as an integral
personality trait and responsible parenting
as a specific area of adult activity. Em-
pirical testing of the presented theoretical
framework offers opportunities for further
research and can contribute to the devel-
opment of evidence-based practices in
childhood studies, opening up new per-
spectives for psychoprophylactic work with
children and parents aimed at identifying
and strengthening parental resilience.

The analysis allowed us to formulate
the following theoretical conclusions:

1. We understand resilience as an in-
tegral, three-component personal compe-
tency that can be characterized as proac-
tive or reactive. Resilience is divided into a
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Abstract

Context and relevance. Factors facilitating and hindering the development of
professional identity are examined, including sociocultural contexts, institutional
support, and digital socialization. Recent international research demonstrates a
growing tendency to conceptualize professional identity as a dynamic, context-
dependent, and socially mediated process. Within this framework, professional
identity is understood as the result of continuous interactions among individual,
educational, and sociocultural factors reflecting personal adaptation to changing
professional and digital environments. The hybrid educational environment —
combining traditional face-to-face instruction with digital tools and online plat-
forms — plays a particularly important role in professional identity development.
At the same time, the key foundations of sustainable professional identity for-
mation remain a supportive academic environment, structured career guidance
systems, and a sense of social inclusion within professional communities. The
article presents a review of contemporary international studies on the devel-
opment of professional identity among university students published between
2022 and 2025. Based on the analysis of sources available in major scientific
databases (ResearchGate, Sci-Hub, Scopus, Web of Science, Academia.edu,
Google Scholar, and other academic resources), two key research directions are
identified: the influence of the educational environment on professional identity
formation and the role of digital technologies and social media in this process.
Objective. To analyze contemporary international research (2022—-2025) on pro-
fessional identity development, identifying key research directions, influencing
factors, and conceptual approaches to professional identity formation. Methods
and materials. The review was conducted using systematic analysis and syn-
thesis of scientific literature and empirical studies. The analysis was based on
international publications from 2022—-2025 indexed in major academic databas-
es. Inclusion criteria were: English-language articles published in peer-reviewed
journals; empirical and review studies focused on professional identity formation
among higher education students. Results. As a result of a systematic analysis
of international and Russian-language sources indexed in Scopus, Web of Sci-
ence, ResearchGate, Google Scholar, Academia.edu, and other scholarly book
and electronic databases, 51 publications were identified as the most relevant,
including 33 empirical studies and 18 theoretical and review papers. The analysis
revealed two key research directions: 1) the influence of the educational environ-
ment and career counseling, and 2) the role of digital technologies and social me-
dia in the process of professional identity formation. Conclusions. The review
demonstrates that professional identity development among university students

© BoponuHa M.A., 2026
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is shaped by the interaction of educational, sociocultural, and digital factors. Sup-
portive educational environments, career counseling programs, and mentoring
practices contribute to conscious professional choice and the strengthening of
professional self-concept. At the same time, digital technologies — while ex-
panding opportunities for self-presentation and professional expression — also
generate risks related to social pressure, unrealistic expectations, and digital vul-
nerability. The negative effects of digital environments are predominantly exam-
ined in relation to general self-perception and psychological well-being, whereas
their impact on professional self-determination remains insufficiently explored.
Therefore, a promising direction for future research is the comparative analysis
of professional identity formation mechanisms in digital and traditional educa-
tional environments, which may help to more precisely identify conditions, risks,
and mediating factors influencing the integrity and sustainability of professional
identity among future specialists. The findings of this review may be applied in
student career counseling programs, the development of soft skills courses, and
the design of educational strategies aimed at fostering professional identity.

Keywords: professional identity, university students, career counseling, edu-
cational environment, digital technologies, social media

Acknowledgements. The author expresses sincere gratitude to A.B. Kholmogorova for academic
supervision and methodological guidance.

For citation: Voronina, M.A. (2026). A review of foreign research on the development of professional
identity of students. Psychological Science and Education, 31(4), 236—248. https://doi.org/10.17759/
pse.2026310417

0630p 3apyb6beXHbIX UccnegoBaHUN

pa3BuTUS Npod)eccnoHanbHOM UAEHTUHHOCTHU

CTYAEHYECKOWN MOJIOAEXN

M.A. BopoHuHa P4

MoCKOBCKWMIN rocyfapCTBEHHbIV NMCMXONTOro-neaarormyecknin yHUBEpCuTeT,
MockBa, Poccuiickas ®egepauus

< mar.gosh@mail.ru

Pestome

KoHTeKCT 1 akTyanbHocTb. CoBpeMeHHble 3apy6exHble NCCNefoBaHns ae-
MOHCTPUPYIOT TEHAEHLUMN K NMOHMMaHWIO NPOdeCCUOHANbHON AEHTUHHOCTN
KaK AMHaMMUYeCcKoro, KOHTEKCTHO-3aBUCHMMOrO U CoLMasibHO OMOCPefoBaHHO-
ro npouecca. B pamkax atoro nogxoga npodeccmoHanbHas MAEHTUYHOCTb
paccmaTtpvBaeTcs Kak pes3ynbTaT HenpepbiBHbIX B3avMOOENCTBUA MexAay
VHAMBMOYaNbHLIMW, 06pa3oBaTenbHbIMU 1 COLIMOKYNLTYPHLIMK hakTopamu,
oTpaxawLwmuMm agantaumio NYHOCTU K U3MEHSIOLLUMMCS YCNOBUAM Mpo-
heccuroHansHon u Luudposori cpedbl. Ocoboe 3HaveHve B hopMMpoBaHMN
npodeccMoHanbHOM WOEHTUYHOCTM MpuobpeTaeT rubpuaHas obpasosa-
TenbHas cpefa, oobeanHsaLLas TpaauUMOoHHbIe (DOPMblI O4HOIO 0BYyYEHUs C
UMPOBLIMU MHCTPYMEHTaMWN U OHNawnH-nnaTdopmamu. MNpn aTom 6a30BbI-
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MU 3NIEMEHTaMV YCTOMHYMBOrO Pas3BUTUSA MPOGECCUOHANIBHON MAEHTUHHOCTH
oCTalTCA NoAafepXvBalLlas akagemuyeckas cpefa, Hanuyune CuCTembl
KapbepHOro COMPOBOXAEHWSA M YYBCTBO COLIMANBbHOW BK/TIOYEHHOCTU B MPO-
heccroHanbHoe coobLecTBo. B ctatbe npepcTaBneH 0630p COBPEMEHHbIX
3apybexHbIX MUCCnefoBaHuin, NOCBALLEHHbIX pa3BUTUIO NMPOMeCcCHoHanbHOM
VOEHTUYHOCTM CTYAEHYECKOW MOMOAEXMW, Ony6nmMKoBaHHbIX B 2022-2025 ro-
nax B «ResearchGate», «Sci-Hub», «Scopus», «Web of Science», «Academia.
edu», «Google Scholar» n gpyrux Hay4HbIx uctodHukax. Lenb. Bbioenutb
KIMIOYEBbIE HanpaefeHus, PakTopbl M NOAX0[b!I pa3BuTUsA npodheccnoHarnb-
HOW MAEHTUYHOCTUN B COBPEMEHHbIX 3apy6exHbIx nccnepgosanusx. Metogbl n
marepuansbl. [ns npoBefeHus 063opa 6bIn UCMONb30BaHbl METOAbI CUCTE-
MaTMYEeCKOro aHanusa 1 CMHTe3a Hay4HoW NuTepaTtypbl U 3MAUPUYECKUX CTa-
Ten. ViccnegoBaHne OCHOBAHO Ha M3YYEHWM OTEHECTBEHHBLIX U 3apy6exHbIX
nyénukaumn 3a 2022—2025 rofpl, AOCTYMHbIX B HAYYHbIX 6a3ax AaHHbIX. Kpu-
TepuUn BKIIOYEHUA: CTaTbW, ONYOGNMKOBaHHbIE B PELIEH3NPYEMbIX XypHanax,
AMMMPUYECKE N 0630pPHbIE UCCNE[OBAHUS, NMOCBALLEHHbIE (DOPMUPOBAHMIO
npogeccnoHanbHOM MAEHTUYHOCTN CTYAEHTOB Y4e6HbIX 3aBefeHnii. Pe3ynb-
TaTbl. B xoge cuctematmyeckoro aHanmsa 3apy6exXHbIX U OTe4EeCTBEHHbIX
VCTOYHMKOB, NpeAcTaBneHHbIX B 6a3ax AaHHbIX «Scopus», «Web of Science»,
«ResearchGate», «Google Scholar», «Academia.edu» n [Opyrux Hay4HbIX
KHWXKHBIX 1 3MEKTPOHHbBIX MCTOYHUKAX, BbiaeneHa 51 Hanbonee penesaHTHas
nyénukaums, 3 Kotopbix 33 — aMnMpu4eckme nccnegosaHus, 18 — teopetu-
K0-0630pHbIe paboTbl. OnpeneneHbl ABa KIOYEBbIX HAMPaBNEeHUSA N3YHEeHNs:
BIMSIHME 06pa30BaTefIbHON CPefbl U KApbePHOr0 KOHCYNETUPOBaHMSA, a Takxe
ponb LUMAPOBbIX TEXHOMONMIA 1 coumanbHbIX CETEN B npouecce hopMupoBa-
HUA NpodecCcroHanbHON MAEeHTUYHOCTU. BbiBOAbI. AHanM3 COBPEMEHHbIX
3apy6exHbIX UCCnefoBaHni NokasblBaeT, YTO pa3BuTme NpoeccnoHanbHom
VOEHTUYHOCTM CTYLEHYECKOM MOJIOAEXN OOYCNOBIIEHO B3aVIMO[ENCTBMEM
o6pasoBarenbHbIX, COLMOKYNBTYPHBIX U LMdPoBbLIX hakTopoB. MNopaepxvea-
lolasn obpasoBartenibHasa cpefa, NporpaMMbl KAPbEPHOrO KOHCYNBTUPOBaHMSA
M MEHTOPCTBA CMOCO6CTBYIOT OCO3HAHHOMY NPOEeCCMOHaNbLHOMY BbIGOPY M
YKPEnneHnio NpogeccuoHanbHoro «5», torga kKak LngpoBble TEXHOMOrMM,
pacLumpsas BO3MOXHOCTM camornpe3eHTaummn 1 npoeccnoHansHoro camoBbl-
paxKeHus1, O4HOBPEMEHHO CO3[AI0T PUCKM COLManbHOro gasneHns, Hepeanu-
CTUYHbIX OXXMAAHUIA U LMPPOBOI YA3BMMOCTU. YCTAHOBIEHO, YTO HEraTMBHbIE
aheKTbI LMPOBON Cpeabl MPENMYLLIECTBEHHO PacCCMaTPUBAIOTCS B KOHTEK-
cTe 06LLEero camoBOCNPUATUS U NMCUXONIOrMYECKoro 6narononyyms, B To Bpe-
M$1 KaK UX BIMSIHME Ha NpoLiecChl NPOgeCcCMoHaIbHOro camoonpeaeneHus ob-
YHaKoLLMXCA OCTaeTCs HeJOCTaTOYHO U3YYeHHbIM. B 3TOM cBA3N nepcrnekTus-
HbIM HanpaeneHMeM [anbHEeWLLNX NCCNedoBaHNA ABNAETCA CPaBHUTENbHBIN
aHanu3 MexaHu3moB (PopMUPOBaHMA NPOGECCUOHANBHOW MAEHTUHHOCTU B
LMbpoBO U TpaaMLMOHHOM 06pa3oBaTenibHON cpefde, YTo No3BonuT 6onee
TOYHO BbISIBUTb YCIIOBWS, PUCKN U MEAMATOPbI, ONpefensioLme LenocTHOCTb
1 YCTONYMBOCTb NPOGECCUOHANBHON MAEHTUHHOCTY BYaYLLMX CNELNanmcToB.
Pesynsrartbl faHHOro 063opa MoryT 6bITb MCMOSb30BaHbI B NPOrpaMmmax npo-
heccroHasnbHOro KOHCYSbTUPOBAHUS CTYAEHTOB, MpW paspaboTke KypcosB
«soft skills» n popmmpoBaHun obpasoBaTenbHbIX CTpaTErvi, HanpasBneHHbIX
Ha pasBuTme NpodhecCcnoHanbHOM MAEHTUYHOCTH.

KnroyeBble cnioBa: npodeccroHanbHas MAeHTUYHOCTb, CTyAeHYecKas Mono-
[OeXb, KapbepHOe KOHCYNbTUpOBaHWe, obpasoBartenbHas cpeaa, Lmndposble
TEXHOMOrnM, coumnarnbHble CeTH
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Introduction

The development of professional iden-
tity is an important aspect of the psycho-
social development of university students,
particularly during the transition from higher
education to professional practice. E. Er-
ikson emphasized that identity develops
through crises and their resolution (Erik-
son, 1968), while the sociocultural envi-
ronment adds a new layer to these crises
(Andreeva, 2011; Kholmogorova, Lepe-
sheva, 2015; Sokolova, 2015; Soldatova,
2024; Belinskaya, 2024), including crises
associated with virtual self-expression, so-
cial comparison, instability of professional
roles, and labor-market uncertainty.

Professional identity developed during
higher education helps students define life
orientations and strengthens confidence in
the future, whereas uncertainty about pro-
fessional identity may intensify anxiety. As
a component of overall identity, it develops
through awareness of professional goals,
values, and social roles (Leontiev, 2000;
Marcia, 1980).

Among the classical approaches to iden-
tity research is J. Marcia’s model of stages
of personal development (Marcia, 1980),
which emphasizes the processes of explora-
tion and commitment that are particularly im-
portant for students choosing a professional
path. Professional identity is considered part
of social identity, based on membership in
professional groups and involvement in their
value-normative space. The social iden-
tity theory of H. Tajfel and J. Turner (Tajfel,
Turner, 1979) emphasizes group member-
ship as a source of self-categorization, the

development of a positive self-image, and
identification with group norms and values
within the structure of identity.

Under conditions of globalization, orga-
nizational change, remote forms of employ-
ment, and digitalization, identification with
educational and professional contexts be-
comes increasingly important as a resource
for adaptation. At the same time, the digital
environment is becoming a significant space
for the development of students’ profes-
sional identity, influencing self-presentation,
social comparison, and professional self-de-
termination (Van Dick, 2004; Lexis, Weaver,
Julien, 2023; Song, 2023).

In recent years, international research
has focused on professional identity for-
mation in a range of educational and
professional contexts, including medical,
engineering, and technology-oriented pro-
grams, as well as on factors of students’
professional socialization: practical experi-
ence, mentoring, reflection, acquisition of
professional roles, and involvement in pro-
fessional communities (Panagiotou et al.,
2025; Young, Dawes, Senadji, 2022).

F. Oguz’s study shows that the profes-
sional identity of library and information
science professionals is assessed through
knowledge of the profession, professional
values, roles, attitudes toward the profes-
sion, and perceptions of it; these com-
ponents are important for analyzing the
professional development of students and
recent graduates in educational settings
(Oguz, 2025).

The relevance of the topic is also as-
sociated with growing difficulties in profes-
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sional adaptation, which makes it necessary
to analyze factors that support a stable
identity among young people. Young adult-
hood is an important stage of professional
identity formation and is characterized by
increased sensitivity to the process of pro-
fessional self-determination. This process is
significantly influenced by educational level,
socioeconomic conditions, characteristics of
the immediate social environment, and the
degree of involvement in meaningful profes-
sional activity. Because of these age-related
characteristics, professional identity in
young people requires analysis as a distinct
phenomenon rather than being treated in
the same way as in other age groups (Bry-
zgalin, Aleksandrova, Pryazhnikov, 2024).

Educational environment
and career counseling in professional
identity development

The problem of professional identity
was addressed in the work of leading Rus-
sian specialists of the twentieth century. In
particular, E.A. Klimov viewed professional
self-determination as a long-term process
of personal development associated with
an individual’s integration into profes-
sional and social space. According to
E.A. Klimov, this process shapes attitudes
toward work, ideas about the profession
and one’s own capabilities, and a system
of professional preferences. Professional
self-determination includes both changes
in the individual’s consciousness and self-
awareness and actual changes in social
status (Klimov, 1996).

In contemporary research, profes-
sional identity is understood in terms of an
individual’s developing conception of the
self as a professional, which makes it pos-
sible to “think, act, and feel” in accordance
with professional norms and to experience
competence and satisfaction in performing
professional tasks (Caza, Creary, 2016;
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Jarvis-Selinger, Pratt, Regehr, 2012).
A well-developed professional identity helps
students form a meaningful professional
self-perception that facilitates the transition
to professional practice and supports stabili-
ty within it (Reissner, Armitage-Chan, 2024).

Professional identity has been linked to
motivation, self-efficacy, professional com-
mitment, and students’ readiness to move
from education into professional practice
(Canrinus et al., 2012; Jackson, 2016; Jen-
sen, Jetten, 2016).

An empirical study by E.N. Korchagin
and A.V. Lobanova shows that among
students in psychological and pedagogical
programs, the level of professional identity
increases at later stages of study and is
associated with academic motivation, in-
volvement in educational and professional
activities, and practical experience (Kor-
chagin, Lobanova, 2025).

Professional identity is a dynamic pro-
cess that develops over time through the
reinterpretation of experience. This reinter-
pretation may be conscious or unconscious,
influencing behavior and determining wheth-
er identity formation is explicit or implicit
(Sternszus et al., 2024). Within this process,
education represents a foundational phase
of development in which students begin to
form a conception of the profession that is
gradually integrated into the structure of
professional identity. The internalization of
professional values and ethics helps profes-
sionals consistently follow the principles and
responsibilities of their profession and jus-
tify their actions and decisions in ways that
benefit society and “advance” the profession
(Pierson, Goulding, Campbell-Meier, 2020).
The educational environment creates condi-
tions for professional development; howev-
er, the development of a stable professional
identity also depends on how students make
sense of their own experience, professional
goals, and future role.
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Narrative approach
and reflective skills
in the educational environment

Within the narrative approach, identity is
viewed as a meaningful story about the self
that connects past experience, the present,
and representations of the future (McAd-
ams, 2001). In educational settings, the nar-
rative approach supports reflection on pro-
fessional experience and the development
of students’ professional identity through
engagement with practitioners’ stories and
reflection on professional roles, required
skills, and one’s own place in the chosen
profession (Tomori, Ogunseiju, 2024).

Russian studies interpret professional
identity as the result of active professional
self-determination associated with reflec-
tion, value- and meaning-based inter-
pretation of one’s professional path, and
readiness to assume a professional role
(Avdovina, 2017; Pryazhnikov, 2019), as
well as an integral personal evaluation of
one’s own process of professional self-
development (Kucherenko, 2021).

Important resources for professional
identity formation include reflection, adapt-
ability, professional mobility, and the ability
to build social and professional connec-
tions that support professional develop-
ment and job satisfaction (Bryzgalin, Alek-
sandrova, Pryazhnikov, 2024). Narrative
interpretation of professional experience
allows students to relate their own ideas
about a profession to its values, require-
ments, professional role, and their place in
the professional community; however, this
process does not develop in isolation but
through interaction with teachers, mentors,
and the professional environment.

Social support and mentoring
in the educational environment

Social representations of professions,
their social significance, and career pros-

pects play an important role in professional
self-determination. E.A. Klimov empha-
sized that occupational activity is asso-
ciated with a person’s social status and
that the spontaneous devaluation of some
professions and promotion of others can
hinder career guidance for young people
(Klimov, 2004).

Research on career development tools
highlights professional connections as cat-
alysts of professional identity development
(Lexis, Weaver, Julien, 2023). Perceived
social support contributes to the formation
of career expectations among vocational
college students. Analysis of data from
1,497 participants showed that social sup-
port is a significant factor positively influ-
encing career expectations; self-efficacy
and professional identity act as mediators,
forming a chain of mediation between so-
cial support and career expectations (Sun,
Zheng, Chen et al., 2024).

A study conducted in midwifery educa-
tion emphasizes mentoring and trust from
experienced professionals as important
factors in students’ professional identity de-
velopment. A “sense of collective strength”,
described by one participant as the
“strength of the maternity ward”, developed
through trust and an awareness of shared
professional responsibility (Panagiotou et
al., 2025).

Emotional engagement, including inter-
est and enthusiasm, strengthens profes-
sional identification but requires support to
overcome confusion (Jiang et al., 2021).

In contrast, “microaggressions” from col-
leagues can hinder the professional social-
ization of resident physicians by reducing
their sense of belonging to the professional
community and increasing doubts about their
own competence. Safe channels for discuss-
ing such situations and training in construc-
tive response strategies are important for
reducing these risks (Boyle et al., 2025).
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The educational and social conditions of
professional development discussed above
are complemented by the influence of the
digital environment, which expands opportu-
nities for interaction with professional com-
munities, professional self-presentation, and
the acquisition of professional roles.

The role of digital technologies
and social media in professional
identity development

Social media have radically transformed
the context of professional socialization:
they have expanded opportunities for pub-
lic self-presentation and professional inter-
action, accelerated knowledge exchange,
and made digital presence an integral part
of everyday life. As a result, educational
practice increasingly incorporates models
for the responsible integration of social
media into learning, including the develop-
ment of digital literacy, adherence to ethical
and privacy standards, and the formation of
deliberate strategies for professional self-
presentation (Machado et al., 2024).

Russian studies by G.M. Belinskaya
and E.V. Frantova show that patterns of
social media activity differ substantially by
age and reflect the specific characteristics
of identity development. These differences
in the motives and functions of online inter-
action shape virtual self-presentation and
the ways in which the self-image is con-
structed (Frantova, Belinskaya, 2017).

Contemporary Russian studies also
show that digital practices actively trans-
form identity structures. A comparative
analysis of online and offline self-matrices
among adolescents and adults found that
virtual and real identities interact with and
complement one another, forming hybrid
models of self-concept (Soldatova, Chigar-
kova, llyukhina, 2022).

Profession-related information flows
on social media strengthen professional
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belonging and commitment (Li, Guo, Zou,
2022), whereas engagement with social
media feeds often leads to lower self-
esteem and greater uncertainty, primarily
because of upward comparisons with “ide-
alized” examples. This pattern is also sup-
ported by a meta-analysis of social media
effects (McComb, Vanman, Tobin, 2023)
and by research on fear of missing out
(FOMQ) and related behavioral patterns
(Pang, Quan, 2024).

At the same time, the digital environ-
ment has a contradictory influence on pro-
fessional identity development: online plat-
forms expand opportunities for professional
interaction, exchange of experience, and
stronger community belonging, while also
blurring the boundaries between personal
and professional images. Cyberaggression,
stigmatizing content, and the absence of
clear norms for online communication may
increase professionals’ vulnerability, distort
the public image of a profession, and act as
risk factors for professional identity forma-
tion. Studies of digital professionalism and
online attacks on educators emphasize that
such risks complicate the maintenance of
professional values, ethical interaction, and
self-presentation in digital environments
(Guraya, Guraya, Yusoff, 2021; Tomczyk
et al.,, 2025). Alongside educational and
social conditions of professional develop-
ment, digital tools — including social me-
dia, e-portfolios, VR simulations, and gen-
erative artificial intelligence — are therefore
playing an increasingly important role.

Digital tools in professional identity
development: social media,
e-portfolios, VR simulations,

and generative Al

Social media expand opportunities for
professional branding and networking (Lexis
et al., 2023; Wu et al., 2024), while genera-
tive artificial intelligence acts as a cross-cut-
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ting factor influencing reflection, feedback,
self-presentation, and the development of
professional skills. At the same time, it cre-
ates risks to academic integrity associated
with the uncritical use of technology (Max-
well, Messaoudi, Dhanaraj, 2025).

Additional components  supporting
professional identity development include
access to educational resources and an
emphasis on the long-term updating of pro-
files, which help students gradually build
an effective online professional brand and
adapt to the changing demands of the labor
market (Lexis, Weaver, Julien, 2023).

Systematic and review studies published
in 2024-2025 emphasize that electronic
portfolios (e-portfolios) contribute to stu-
dents’ professional identity development by
creating a structured environment for reflec-
tion, self-presentation, and the integration of
professional skills and values (Yang, Wong,
2024; Wei et al., 2025; Baseer, 2024). The
use of e-portfolios also supports greater
awareness of career trajectories and clearer
articulation of competencies.

Consideration of educational condi-
tions, social interactions, and processes of
making sense of professional experience
provides a basis for analyzing practical ex-
perience and technological integration as
factors that connect students’ conceptions
of a profession with real professional tasks
and modes of activity.

The role of practical experience
and technological integration
in professional identity development

E.S. Tuzhikova’s study showed that the
professional activity of young psychologists
is based primarily on cognitive motivation
and interest in the outcomes of their work.
Initiative and an understanding of one’s
own professional capabilities promote ac-
tivity and resourcefulness in solving work-
related tasks, whereas striving to achieve

difficult goals was less pronounced (Tu-
zhikova, 2022).

Exposure to diverse field-specific knowl-
edge through guest lectures, workshops,
and conferences also contributes substan-
tially to students’ professional engagement.
By participating in professional groups, stu-
dents gain access to field-specific knowl-
edge and mentoring programs and can
use resources for continuing professional
development (Tomori, Ogunseiju, 2025).

The findings of an empirical study by
A. Young, L. Dawes, and B. Senadji em-
phasize the importance of practical expe-
rience and the real-world application of
skills (Young, Dawes, Senadji, 2022). Di-
rect engagement with technology and the
integration of technology into projects play
a substantive rather than secondary role
in developing a strong connection with the
professional field.

A study in the field of digital technologies
demonstrated the successful integration of
a series of multidisciplinary interactive vir-
tual reality scenarios into undergraduate
nursing courses. The results showed sub-
stantial improvements in students’ knowl-
edge and clinical competence by the end
of the semester as they progressively mas-
tered the technology (Bradley et al., 2025).

Virtual simulations organized in small
student groups with teacher support pro-
vide effective feedback and contribute to
the development of soft skills such as com-
munication, decision-making, time man-
agement, and critical thinking — skills that
are clearly relevant to professional practice
(Mork et al., 2024).

Discussion

The analysis of international studies
published in 2022—-2025 shows that profes-
sional identity development among univer-
sity students is shaped by the educational
environment, institutional support, practice-
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oriented learning, sociocultural contexts,
and digital technologies (Panagiotou et al.,
2025; Young, Dawes, Senadji, 2022). Digi-
tal technologies and social media expand
opportunities for professional identity de-
velopment (Alharbi, Kuhn, Morphet, 2022)
but also create risks of social pressure and
unrealistic expectations, which makes it
important to teach strategies for critical en-
gagement and reflection (Machado, Hsiao,
Vaccaro, Baker, 2024). In the digital envi-
ronment, the traditional stage-based na-
ture of professional development (Klimov,
2004) may be complicated by symbolically
anticipatory self-presentation, in which
external markers of professional identity
appear before they are supported by suf-
ficient experience and competence.

Despite the growing body of research on
digital socialization, forms of digital vulnera-
bility — cyberaggression, negative labeling,
social comparison, and symbolic exclusion
from professional online communities — re-
main insufficiently studied in the context of
professional identity formation. Their rela-
tionship with students’ professional self-de-
termination and distancing from the profes-
sional community requires further analysis.

A promising direction for future research
is a comparative analysis of professional
development in digital and traditional edu-
cational environments. Such analysis may
clarify how differences in identification,
feedback, and social support affect the
integrity and sustainability of future profes-
sionals’ professional identity.

The theoretical novelty of this review
lies in proposing an integrative analysis
of factors in professional identity develop-
ment among university students that brings
together the following directions of contem-
porary research:

— the influence of the educational en-
vironment, career counseling programs,
mentoring, and reflective practices;
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— the role of digital technologies, social
media, e-portfolios, and virtual simulations.

Conclusions

The review identified the key factors in
professional identity development among
university students: the educational envi-
ronment, practice-oriented learning, men-
toring and career counseling, reflective
practices, interaction with professional
communities, sociocultural conditions, and
digital technologies.

Based on the analysis of interna-
tional studies published in 2022-2025,
an instrument for assessing professional
identity was also developed, including
integrative indicators, a scoring system,
and an overall index with level-based
interpretation. The model may be used
in further research on the relationships
between professional identity, agentic
position, psychological well-being, and
factors of digital vulnerability. Its valida-
tion and psychometric evaluation require
a separate empirical study.

Limitations. The formation of profes-
sional identity takes place within a spe-
cific sociocultural, economic, and insti-
tutional context; therefore, findings from
international studies cannot be directly
transferred to a Russian sample. These
differences concern educational systems,
labor markets, professional values, mech-
anisms of digital socialization, and the
nature of students’ interactions with pro-
fessional communities in digital environ-
ments. In this regard, a promising direc-
tion for future research is a cross-cultural
comparative study of the mechanisms of
professional identity formation in hybrid
and traditional educational environments,
including an analysis of the role of Rus-
sian digital platforms in professional so-
cialization processes in comparison with
Western counterparts such as LinkedIn.
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Abstract

Context and relevance. Bullying remains a pervasive challenge across edu-
cational systems worldwide, posing serious risks to students’ psychological
well-being and academic performance. In Indonesia, its prevalence continues
to grow, echoing patterns observed in various other countries and reinforc-
ing the need for culturally informed, data-driven interventions. Objective. This
study investigates high school students’ risk of involvement in bullying — either
as victims or perpetrators — based on age, gender, and school type. Meth-
ods and materials. Utilizing a cross-sectional survey design, data were col-
lected from 1153 students aged 14 to 19 years (M = 16; SD = 0,919), including
514 males (45%) and 639 females (55%). The sample comprised 907 senior
high school students and 246 vocational high school students from 10 sub-
districts in Medan City, Indonesia. Results. A multinomial logistic regression
analysis revealed that gender was the only significant predictor of victimiza-
tion risk, while no variables significantly predicted dual roles as both perpe-
trator and victim. Conclusions. These findings underscore the importance of
gender-sensitive monitoring and preventive strategies, particularly for female
students, and contribute to a growing body of international research aimed at
mitigating bullying behaviors through targeted educational programs.
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OueHka BepoOoATHOCTU BOBJIEHEeHHOCTUN NOoAPOCTKOB

B OYJUIMHI B POJIM XXEPTBbl UNKU arpeccopa
MYJIbTUHOMMAJbHbIW IOFMCTUYECKUI
perpecCUoHHbIN aHanu3

T. Tapmuaum <, P.M. lNyp6a, 3. 3ynbkapHariH, M.P. Ancdapucu
YHuBepcutet CeepHort Cymartpsl, MenaH, MiHooHeaus
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Pe3rome

KOHTEKCT 1 aKTyanbHOCTb. BynnuHr ocTaeTcs LUMPOKO pacnpoCTpaHeHHOW npo-
6nemoii B 06pa3oBaTesibHbIX CUCTEMax MO BCEMy MWpy, CO3LaBas Cepbe3Hble
PUCKN ANs NCUXOMOMUYECKOro 6narononyyms U akagemmMHeckon ycreBaemocTu
yyaimxes. B MiHooHesum vactoTta criyqaeB 6ynnvHra HeyKnoHHO yBenmymBaeTcs,
YTO COOTBETCTBYET TEHAEHLWSM BO MHOMUX APYrnX CTPaHax 1 eLlie pa3 AoKasblBa-
€T HeobXOAYMOCTb Pa3paboTKu CTpaTerni, KOTopble ONMPAKTCH Ha KYNbTYPHbIE
0COBEHHOCTU 1 aMnMpuyeckre faHHble. Llenb. HacToswan pa6ota HanpaeneHa
Ha u3y4eHune d)aKTOpOB puUCka BoOBJieHeHUs yYallMxcs CTapLUMX KnaccoB B CUTY-
aumm 6ynnuHra (Kak B ponuv XepTBbl, TaK U B POfN arpeccopa) B 3aBUCYMOCTY OT
VX BO3pacTa, reHOEepHOW NpuHaANeXHOCTM v Tuna y4ebHoro 3asefeHns. Meto-
Abl U MaTepuanbl. B xofe Kpocc-CEKLMOHHOMO MCCNeaoBaHus Gbi OMpOLLEHbI
1153 cTapLueknaccHvKa 1 yqalmxcs npoeccroHanbHbIX Konnemke B Bo3pacre
ot 14 po 19 net (M = 16; SD = 0,919). U3 Hux 514 (45%) — toHoLLK, 639 (55%) —
fesyLikn. Boibopka Bktodana 907 yvawmxes o6LueobpasoBaTesibHbIX LLUKON 1
246 y4alumxcs npodeccrmoHanbHbIX y4ebHbIX 3aBefeHuin 13 10 panoHos ropopa
MepaH (VHpoHe3us). PesynbraTbl. CornacHo pesynstatam MySsTUHOMUAbHO-
ro SIOrMCTUHECKOTO PErpecCUMOHHON0 aHanu3a, €AMHCTBEHHOW CTaTUCTU4ECKW
3Ha4YMMON NepeMeHHON, NPefcKasbiBatoLLEN PUCK CTaTb XEPTBOW, okasasncs non
PEecrnoHAEeHTOB. B TO e Bpems HW OfiHa U3 BKIIOYEHHbIX B MOAENb NepeMeHHbIX
He Mo3BOMMNa 3HA4YMMO NpeackasaTb COBMELLIEHVE POMe XepTBbl U arpeccopa.
BbiBogbl. [MonyyeHHble pesynsraTbl MOAYEPKUBAOT BaXHOCTb MOHWUTOPWHIA W
NPoUNaKkTUHECKNX CTpaTermii € y4eTOM reHOepHbIX OCOOEHHOCTEN, OCO6EH-
HO [N151 yHaLLMXCs XKEHCKOro Mona, a TakXKe BHOCAT BKMaf B PacTyLmin MaccuB
MeXAyHapOAHbIX MCCNefoBaHWA, HanpaBneHHbIX Ha CHUXKEHWe cryyaes 6ynnmHra
NMOCPELCTBOM LieneHanpaBneHHbIX 06pa3oBaTtesibHbIX MPorpaMm.

KnroyeBble cnoBa: 6ynnvHr, o6pasoBaHuve, LLKOoNa, yY4eHKM, MogpPOCTKN

®uHaHcupoBaHue. DrHaHcoBas NOAAEPXKKA HACTOALLEro uccnefoBaHus 6bina okasaHa YHuBep-
cuteTtom Cymatepbl YTapa B pamkax nporpammbl TALENTA (npoekTt Ne 6662).

BnaropgapHocTu. ABTOPbI BbipaxatoT 6narogapHocTb nporpamme TALENTA 3a huHaHcoByto nog-
EpPXKy, komaHae no c6opy AaHHbIX 3a MOMOLLb B NMPOBEAEHNMN MOMEBbIX NCCEA0BAHUA, a Takxe
BCEM PeCroHfeHTaMm 3a VX LieHHoe y4acTue.

JononHutenbHble AaHHble. Habopbl AaHHbLIX [OCTYMHbI U MOTYT ObITb MOMYyYeHbI MO 3anpocy y
OTBETCTBEHHOrO aBTopa.

[Ansa umtuposanua: Tapmuaw, T., Mypba, P.M., SynbkapHaiiH, 3., Andapucu, M.P. (2026). OueHka
BEPOSTHOCTM BOBNEYEHHOCTM NOAPOCTKOB B OYNIIMHI B POSIV XEPTBbI N arpeccopa: MynsTUHOMU-
anbHbI NIOMMCTUYECKUIA PErpecCUoHHbIN aHanua. lNeuxonorndyeckas Hayka n obpasosanuve, 31(4),
249-263. https://doi.org/10.17759/psyedu.2026310418
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Introduction

Bullying is a widespread global issue that has
long disrupted teaching and learning activities in
schools (Chan, Wong, 2015). A study by Biswas
et al. (2020) examining data from 83 countries
and 317869 students found that 30% of students
had experienced bullying. Similarly, a 2022 survey
conducted by the National Center for Education
Statistics (NCES) in public and private schools
across the United States reported that one in five
students had been subjected to bullying (PAC-
ER’s National Bullying Prevention Center, 2025).
In Australia, a meta-analysis and systematic re-
view by Jadambaa et al. (2019) revealed that one
in seven students had been victims of bullying. In
Indonesia, bullying in schools remains a prevalent
issue (Abdillah et al., 2020; Yusuf et al., 2022).

Bullying in Indonesia has reached a critical
level, with cases continuing to rise (Borualogo,
Casas, 2022). In 2024 alone, the Indonesian Edu-
cation Monitoring Network recorded 573 reports of
school-related violence (Lintang, 2025). The preva-
lence of violence in schools hinders the creation of
a safe and supportive learning environment, which
is essential for optimizing students’ potential (Ra-
madhani, Purnama, 2024). The increasing trend of
school violence is a pressing concern, as a safe
and bully-free environment is a fundamental right
of every child in their educational journey.

Bullying is a deliberate behavior intended to
harm or distress another individual. It is character-
ized by intentionality, repetition, and an imbalance
of power between the perpetrator and the victim
(Olweus, 2013). Bullying can take various forms, in-
cluding verbal, physical, and relational aggression,
as well as cyberbullying, which has emerged as a
significant concern in the digital era (Smith, 2016).

According to Coloroso (2003), bullying
behavior stems from feelings of dislike toward
individuals perceived as inferior or unworthy of
respect. This behavior may be driven by a desire
to assert dominance, intolerance of differences,
or the intention to exclude others. Dominance is
one way in which students who engage in bul-
lying seek to gain popularity within their peer
group (Fine et al., 2023; Olweus, 2013; Smith,
2016). The manifestation of bullying behavior

often differs between male and female students.
Male students are more likely to engage in
physical bullying, whereas female students tend
to exert dominance through relational bullying,
such as social exclusion or spreading rumors
(Shalaginova et al., 2019).

In some cases, individuals who experience
bullying may also engage in bullying behavior
themselves. Chan and Wong (2015) identified
several factors that increase the likelihood of indi-
viduals becoming both victims and perpetrators of
bullying. These factors include low empathy, limit-
ed prosocial behavior, weak attachment to school,
negative perceptions of school harmony, a dimin-
ished sense of belonging, and poor overall school
experiences and involvement. Notably, female
students with low empathy skills are particularly
at risk. Furthermore, the cycle of victimization and
perpetration can become a recurring pattern, per-
petuating bullying behavior over time (Borualogo,
Casas, 2022). Walters (2021), in a meta-analysis
study, found that victims of bullying are at risk of
becoming perpetrators in the future. Similarly, Ev-
ans et al. (2019) discovered that prolonged expo-
sure to bullying increases the likelihood of victims
developing psychological disorders and engaging
in aggressive behavior later in life. As a result, bul-
lying can become a recurring cycle if not effectively
prevented (Abdillah et al., 2020).

Present study

This study explores the risk or tendency of
high school students to become either victims
or perpetrators of bullying. High school students
fall within the adolescent age range, a develop-
mental period characterized by psychological,
physical, and social changes that may increase
the likelihood of bullying behavior (Putri, Bhima,
Saebani, 2015). The prevalence of bullying var-
ies across different age groups. Physical, ver-
bal, and relational bullying tend to peak at ages
12-13, while cyberbullying is most prevalent at
ages 14-15, with both forms generally declining
as students grow older (Pichel et al., 2021). In
general, students with lower emotional maturity
are more susceptible to engaging in bullying be-
havior (Ramadhani, Purnama, 2024).
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Previous research on the tendency of stu-
dents to become victims or perpetrators of bully-
ing based on gender has yielded mixed results.
Azid et al. (2022) found no significant difference
between male and female students in their risk
of becoming bullying victims. Additionally, Cha-
pell et al. (2006) found no significant difference
between boys and girls in their tendency to
engage in bullying behavior. However, Baldry,
Farrington, and Sorrentino (2017) reported con-
trasting findings, indicating that male students
are more likely than female students to become
victims of bullying, particularly physical bullying.

This study examines three student charac-
teristics — gender, age, and school type (senior
high school [SMA] or vocational high school
[SMK]) — to predict the likelihood of students be-
coming victims or perpetrators of bullying. Identi-
fying the most vulnerable student groups enables
the implementation of targeted prevention and
intervention programs. The study categorizes
students into four groups based on their bullying
tendencies: (1) those at risk of becoming victims,
(2) those with a tendency to, (3) those who may
be both victims and perpetrators, and (4) those
who are neither victims nor perpetrators.

In summary, gender, age, and school type
emerged as significant predictors of students’
involvement in bullying, either as victims, per-
petrators, or both. Gender plays a role in shap-
ing behavioral expectations and social norms,
which may influence how students express or
experience aggression. Age is associated with
emotional and cognitive development, affecting
students’ capacity for empathy, impulse control,
and conflict resolution. School type contributes
to variations in peer dynamics, institutional
support systems, and exposure to preventive
interventions. Taken together, these variables
provide a multidimensional framework for un-
derstanding bullying roles within the adolescent
population and underscore the importance of
context-sensitive approaches to prevention and
intervention.

Based on the discussion above, this study
aims to address three main research questions:

1) Does age predict students’ tendency to
become victims or perpetrators of bullying?
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2) Does gender predict students’ tendency
to become victims or perpetrators of bullying?

3) Does school type predict students’ tenden-
cy to become victims or perpetrators of bullying?

The findings of this study are expected to
inform the development of targeted programs
or interventions for specific subgroups of high
school students, based on age, gender, and
school type. Identifying the factors influencing
students’ likelihood of experiencing or engaging
in bullying is a crucial first step in preventing vio-
lence and bullying in schools. By understanding
these tendencies, schools can implement effec-
tive measures to create a safer and more sup-
portive learning environment.

Materials and methods

Participants

This study employed a convenience sam-
pling method, targeting high school students in
Medan City, Indonesia. Medan, the capital of
North Sumatra and the third largest city in the
country — after Jakarta and Surabaya — offers
a culturally diverse urban setting that reflects
broader national socio-cultural dynamics. lIts
multiethnic population, including Batak, Malay,
Javanese, Chinese, and other communities,
provides a meaningful context for examining ad-
olescent bullying within a pluralistic society. This
aligns with existing research suggesting that
bullying may manifest differently across ethnic
groups (Dadeh, 2021; Man et al., 2022).

A total of 1153 students participated in the
study. The sample comprised 639 female stu-
dents (55,5%) and 514 male students (44,5%).
In terms of educational background, the ma-
jority of participants were enrolled in general
high schools (n = 907, 79%), while the remain-
ing 246 students (21%) attended vocational
schools. All participants were recruited from
public and private institutions across 10 districts
in Medan, ensuring representation from different
socio-economic and cultural backgrounds.

Measurement scale

This study utilized the Revised Olweus Bully/
Victim Questionnaire (OBVQ-R), which has been
modified and adapted for use in Indonesian. The
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scale comprises 2 factors, such as victimization
and perpetration, that assess five forms of bul-
lying: physical, verbal, psychological, cyber, and
relational. The scale demonstrated high validity
(CFl=TLI=0,931; RMSEA = 0,093) and reliabil-
ity (Cronbach’s alpha (o) = 0,949). The response
options were structured using a five-point Likert
scale, with values ranging from 0 to 4: O (nev-
er), 1 (once or twice), 2 (two to three times per
month), 3 (approximately once per week), and 4
(several times per week). Scoring involves sum-
ming the item scores for each factor. Individuals
are classified as potential perpetrators of bully-
ing if their perpetration score is higher than their
victimization score. Conversely, a higher victim-
ization score suggests a tendency to be a victim
of bullying. A balanced score between the two
factors indicates a tendency to be a bully-victim,
while a score of 0 on both factors suggests no
tendency to be a perpetrator or a victim.

Procedures

This study used a cross-sectional survey
design to investigate the prevalence and char-
acteristics of bullying among senior high school
students. The data was collected using a paper-
and-pencil questionnaire specifically designed
to measure various aspects of bullying behavior.
The research team conducted data collection at
multiple schools across 10 sub-districts in Med-
an City. The study employed a paper-and-pencil
method, with the research team directly super-
vising the data collection process to ensure
accuracy and consistency. Once all data were
gathered, statistical analysis was conducted to
examine the findings.

Data analysis

This study employed a quantitative research
design, utilizing multinomial logistic regression to
analyze the data. This method was selected be-
cause the dependent variable — students’ bullying
involvement — is nominal and consists of more
than two categories. Specifically, participants were
classified into four groups based on their reported
tendencies: (1) victims, (2) perpetrators, (3) bully-
victims (both victims and perpetrators), and (4) un-
involved (neither victims nor perpetrators).

The categorization was guided by criteria es-
tablished by Solberg and Olweus (2003), which
emphasize the repetitive nature of bullying behav-
ior. This framework aligns with Olweus’s (2013)
widely accepted definition of bullying as a repeated
and intentional act of aggression. Higher scores on
the victimization and aggression scales were used
to determine students’ classification, with relative
score balances indicating their tendency toward
victim, perpetrator, or bully-victim roles.

Multinomial logistic regression was conduct-
ed to examine the relationship between bullying
involvement and three predictor variables: age,
gender, and school type. It is acknowledged that
this method may not fully capture nuanced cases,
such as students with low but equal scores on
both scales or those whose experiences primarily
involve witnessing bullying. Although witnesses
play a critical role in shaping school climate and
intervention outcomes, their experiences were
beyond the scope of the present study.

Results

Multinomial logistic regression analysis

This study presents the results of a multino-
mial logistic regression analysis examining stu-
dents’ tendency to be victims and/or perpetrators
of bullying. The majority of participants exhibited
a tendency to be victims of bullying (n = 795,
69%), followed by those with no tendency to be
either victims or perpetrators (n = 134, 12%).
Additionally, 118 students (10%) showed a ten-
dency to be perpetrators, while 104 students
(9%) demonstrated a risk of becoming a victim
and tendency to become perpetrators.

Based on Table 1, the statistical analysis
demonstrates that the overall model provides a
good fit to the data (}?[9] = 43,237, p < 0,001),
indicating that the selected predictors; age,
gender, and school type collectively contribute
to explaining variations in students’ involve-
ment in bullying. However, the Nagelkerke
pseudo-R? value of 0,04 shows that these vari-
ables account for only 4% of the variance. This
relatively small effect size suggests that, while
significant, demographic factors alone are in-
sufficient to fully capture the complexity of bul-
lying dynamics. Other unmeasured variables,
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such as school climate, peer relationships,
family background, and personality traits, are
likely to play a much more substantial role. The
likelihood ratio test confirms that the predictors
as a group are significant in differentiating be-
tween victims, perpetrators, bully-victims, and
uninvolved students. Yet, a closer inspection of
the multinomial logistic regression results re-
veals more nuanced insights. Gender emerges
as the only significant predictor of victimiza-
tion, suggesting that male and female students
may experience or report bullying differently,
possibly reflecting gendered expectations and
social dynamics within Indonesian schools. In
contrast, age and school type approach sig-
nificance in predicting perpetration. This trend
implies that older students or those in particular
types of schools (e.g., vocational versus gen-
eral high schools) may be more likely to engage
in bullying behaviors, although the evidence in
this data-set is not strong enough to draw firm
conclusions. Taken together, these findings
indicate that demographic factors provide only

a partial explanation of bullying involvement.
Gender appears to be more strongly linked with
victimization, whereas age and school type
may influence perpetration but require further
exploration with larger or more diverse sam-
ples. The low explanatory power of the model
underscores the need for future research to
incorporate psycho-social, contextual, and
cultural variables that likely exert stronger influ-
ences on bullying dynamics.

The results of the likelihood ratio tests for
the multinomial logistic regression of predictors
of students’ risk or tendency to become victims,
perpetrators, or both victims and perpetrators of
bullying are presented in Table 2. The multino-
mial logistic regression results in Table 3 provide
important insights into the role of demographic
factors in predicting students’ involvement in bul-
lying. Gender (B = 0,668, p = 0,001) emerges as
the strongest and only statistically significant pre-
dictor, showing that girls are nearly twice as likely
(195%) to be classified as victims compared to
students who are uninvolved. This finding aligns

Table 1
Model fit and Pseudo-R-squared
-2 Log likelihood X2 Df P
Intercept only 259,683
Final 216,446 43,237 9 0,000
Pseudo-R-squared
Cox and Snell 0,037
Nagelkerke 0,043
McFadden 0,020
Table 2

Likelihood ratio tests of multinomial logistic regression
of predictor variables of students’ risk or tendency to be victims, perpetrators,

or both victims and perpetrators of bullying

Model fitting criteria Likelihood ratio tests
crect | MO ot edheed | BIC ot edheed | 2o ol | Cmsauare | ot | s
Intercept 245,959 291,394 227,959 11,513 3 0,009
Age 249,463 294,898 231,463 15,017 3 0,002
Sex 257,391 302,826 239,391 22,945 3 0,000
School type 242,586 288,021 224,586 8,139 3 0,043
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Table 3

Multinomial logistic regression of predictor variables of students’ risk or tendency
to be victims, perpetrators, or both victims and perpetrators of bullying with tendency not
to be a victim and not to be a perpetrator of bullying as a reference

95% Confidence
B SE | wald | Df | sig. | Exp(®) —mrerval for Exp(B)
Lower Upper
Bound Bound
Victims Intercept -1,140 1,708 0,446 1 | 0,504
Age 0,114 0,103 1,222 1 0,269 | 1,120 0,916 1,371
Gender 0,668 0,194 | 11,824 | 1 | 0,001 | 1,950 1,333 2,852
School type 0,071 0,227 0,098 1 0,755 | 1,074 0,688 1,676
Perpetrators | Intercept 4,591 2,365 3,768 1 | 0,052
Age -0,238 | 0,144 2,722 1 10,099 | 0,788 0,594 1,046
Gender -0,100 | 0,260 0,147 1 10,702 | 0,905 0,543 1,508
School type | -0,672 0,344 3,820 1 10,051 | 0,511 0,260 1,002
Victims- Intercept 2,436 2,459 0,981 1 ]0,322
perpetrators | pge -0,200 | 0,149 | 1,787 | 1 | 0,181 | 0,819 0,611 1,098
Gender 0,512 0,271 3,572 1 10,059 | 1,669 0,981 2,837
School type | -0,234 | 0,338 0,478 1 10,489 | 0,792 0,408 1,535

with prior studies suggesting that female stu-
dents are more likely to acknowledge and report
victimization, possibly due to heightened sensi-
tivity to relational aggression and social exclu-
sion. It also reflects broader patterns of gendered
social dynamics in Indonesian schools, where
female adolescents may face unique vulnerabili-
ties linked to cultural expectations and gender
inequality. While age (B = —0,238, p = 0,099)
and school type (B = -0,672, p = 0,051) do not
reach conventional significance thresholds, their
near-significant values indicate trends worthy
of attention. The negative coefficient for age
suggests that younger students are more likely
to engage in bullying behaviors than older stu-
dents. This trend could be related to lower lev-
els of emotional regulation and impulse control
among younger adolescents, as well as the use
of aggression as a means of establishing domi-
nance within peer groups. Similarly, the negative
association with school type suggests that stu-
dents in vocational schools may be more at risk
of involvement in bullying compared to those in
general high schools. This may reflect differenc-
es in peer dynamics, academic pressures, or so-

cioeconomic backgrounds across school types.
The model further suggests that high school
students are 51% more likely to be uninvolved in
bullying than to be bullies, highlighting a potential
protective role of general high school environ-
ments. Conversely, younger students show a
79% higher likelihood of engaging in bullying be-
haviors compared to being uninvolved, reinforc-
ing the importance of early intervention. Despite
these tendencies, the overall findings emphasize
that among the examined demographic predic-
tors, only gender demonstrates a robust and
statistically significant relationship with bullying
involvement. Taken together, the results suggest
that while demographic factors contribute to un-
derstanding bullying, their explanatory power is
limited. Gender plays a clear role in victimization,
whereas age and school type show trends that
may become significant with larger or more di-
verse samples. These findings point to the need
for future research to integrate additional predic-
tors such as family dynamics, peer networks,
personality traits, and school climate to achieve
a more comprehensive explanation of bullying
behaviors among Indonesian adolescents.
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Discussion

This study investigated students’ tendencies
to become victims or perpetrators of bullying
based on three key factors: age, gender, and
school type. Drawing on data from 1153 students
across senior and vocational high schools in
Indonesia, the findings reveal that a substantial
proportion of students (n = 795, 69%) are at risk
of victimization. This figure is alarming, as it re-
flects a widespread experience of insecurity and
discomfort within school environments — condi-
tions that can significantly disrupt students’ emo-
tional well-being, academic engagement, and
sense of belonging. These results echo the rising
trend of bullying cases in Indonesia (Borualogo,
Casas, 2022), and underscore the urgent need
for systemic interventions that address both indi-
vidual and contextual contributors to bullying.

Multinomial logistic regression analysis iden-
tified gender as the sole significant predictor of
students’ likelihood of becoming victims of bul-
lying. Specifically, female students were more
likely to be victimized than to fall into the category
of neither victims nor perpetrators. This finding
aligns with research conducted in Estonia (Mark,
Varnik, Sisask, 2019), which similarly reported
higher rates of victimization among female stu-
dents. Meanwhile, a study from Russia suggests
that male students are more frequently involved
in physical forms of bullying. either as victims or
perpetrators, while female students are more com-
monly associated with relational bullying in both
roles (Bochaver, Khlomov, 2013). However, these
patterns diverge from findings in Italy and Malaysia
(Azid et al., 2022; Baldry, Farrington, Sorrentino,
2017), where male students were more often vic-
timized or where no significant gender differences
were observed. Such inconsistencies underscore
that bullying is not a universal phenomenon, but
one deeply shaped by socio-cultural contexts, in-
stitutional norms, and systemic inequalities.

Gender-based differences, as explored by
Shalaginova et al. (2019), further illustrate how
cultural norms and social hierarchies influence
bullying experiences, echoing patterns observed
in Indonesia. Comparative studies by Bochaver
et al. (2022) and Novikova and Rean (2019) re-
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inforce the notion that macrosocial conditions —
including national policies, educational struc-
tures, and prevailing societal attitudes — play a
decisive role in shaping bullying dynamics.

To interpret these findings critically, Bron-
fenbrenner’s ecological systems theory provides
a valuable framework. This theory posits that
individual development is influenced by multiple
layers of environmental systems, from immediate
settings like family and school (micro-system) to
broader societal structures (macro-system). In the
Indonesian context, gender-based victimization
may reflect macro-systemic influences — particu-
larly entrenched patriarchal norms and institution-
al responses to aggression. The country’s Gen-
der Development Index (GDI) remains among the
lowest in ASEAN (Fauzi, Ferdian, Intania, 2024),
indicating persistent structural inequality. In so-
cieties with greater gender disparities, girls are
disproportionately exposed to bullying (Cosma
et al., 2022), often compounded by feelings of
helplessness and inadequate institutional sup-
port. These dynamics suggest that bullying is not
merely a behavioral issue but a manifestation of
deeper power imbalances, where male students
may enact dominance through aggression, and
female students may internalize victimization due
to cultural expectations of passivity.

Moreover, the intersection of gender and
school climate plays a critical role in shap-
ing students’ experiences. In schools where
gender stereotypes are reinforced — either
through curriculum, teacher attitudes, or peer
norms — female students may be more vulner-
able to relational aggression and exclusion. This
vulnerability is exacerbated when schools lack
gender-sensitive policies or fail to respond effec-
tively to bullying incidents. The normalization of
aggressive behavior, particularly when framed
as “teasing” or “play”, further silences victims
and perpetuates cycles of harm.

Interestingly, gender did not predict students’
likelihood of being perpetrators or both victims and
perpetrators. This nuance supports findings by Azid
etal. (2022) and Borualogo, Kusdiyati, and Wahyu-
di (2023), which show similar bullying prevalence
across genders but differences in form. Male stu-
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dents tend to engage in direct aggression — such
as physical and verbal bullying — while female
students are more likely to participate in indirect
forms, including relational aggression and social
exclusion (Mark, Virnik, Sisask, 2019; Neupane,
2014). These behavioral patterns are shaped by
gender role socialization, often reinforced through
parenting styles and cultural expectations.

Research among Indonesian adolescents
indicates that boys exposed to authoritarian
parenting may perceive bullying as a normative
behavior, while girls may adapt to relational ag-
gression styles shaped by parental expectations
surrounding femininity (Zulkarnain et al., 2025).
Authoritative parenting, which balances warmth
and discipline, has been shown to mitigate bully-
ing tendencies, while permissive or authoritarian
styles may exacerbate them. These findings high-
light the importance of family-based interventions
that challenge normative beliefs about gender
and aggression, and promote healthy emotional
regulation and conflict resolution skills.

Cultural norms play a pivotal role in shap-
ing how bullying is perceived, interpreted, and
addressed. In the Indonesian context, verbal
teasing is frequently dismissed as harmless hu-
mor, which blurs the boundary between playful
interaction and psychological harm (Borualogo,
2025; Yusuf et al., 2022). This normalization —
particularly within permissive or authoritarian
parenting environments — can desensitize chil-
dren to the emotional consequences of bully-
ing and obstruct timely, effective intervention.
Behaviors that may be classified as bullying in
other cultural settings are often perceived as
benign or even affectionate in Indonesia, espe-
cially when enacted among peers. This cultural
framing complicates efforts to define, identify,
and respond to bullying, highlighting the urgent
need for frameworks that are both culturally re-
sponsive and locally attuned to how aggression
and victimization are understood.

The pervasive attitude that finds humor in
verbal teasing contributes to children, regard-
less of gender, viewing bullying as an accept-
able form of peer interaction (Dadeh, 2021).
When parents and teachers fail to intervene or
trivialize such behavior, students may internalize

the belief that bullying is a normal part of school
life. This not only perpetuates harm but also un-
dermines the effectiveness of anti-bullying cam-
paigns. Evidence from Indonesian studies sug-
gests that a positive school climate — character-
ized by supportive peer relationships, respectful
interactions, and consistent adult supervision —
can significantly reduce the likelihood of bullying
(Oktaviani, Dadeh, Sutatminingsih, 2024). The
implementation of clear and consistent anti-bul-
lying policies further contributes to the preven-
tion and reduction of bullying incidents.
Complementing these observations, recent
Russian scholarship offers valuable comparative
insights into the macro-social dynamics of bully-
ing. Studies by Stratiychuk and Chirkina (2019)
and Bochaver et al. (2022) underscore the im-
portance of institutional responses and adult
involvement, particularly from teachers and par-
ents, in shaping bullying prevalence. Their find-
ings resonate with Indonesian research, which
similarly points to the influence of school climate
and adult modeling in either mitigating or per-
petuating bullying behaviors. Moreover, Russian
studies emphasize how broader societal factors,
such as cultural norms and educational struc-
tures, interact with individual behavior to shape
bullying dynamics (Bochaver et al., 2022). In-
tegrating these perspectives strengthens the
international relevance of the present study
and reinforces the need for culturally grounded,
system-level interventions that address both the
social and psychological dimensions of bullying.
Although this study did not include direct
measurement of cyberbullying, it is important
to acknowledge its growing relevance in the
broader landscape of student victimization.
Bovina and Dvoryanchikov (2020) highlight
the impact of digital environments and social
identity on cyberbullying, a growing concern in
both contexts. The rapid advancement of tech-
nology has increasingly blurred the boundaries
between virtual and physical realities, leading
to a significant rise in adolescents’ engagement
with digital platforms (Soldatova, Voiskounsky,
2021). As adolescents increasingly engage with
digital platforms, cyberbullying has emerged as
a pervasive and often under-reported form of

257




Tapmupu T., Myp6a P.M., SynbkapHaiit 3., Ancbapucy M.P. (2026)
OueHKa BEPOATHOCTU BOBMEHEHHOCTW NMOAPOCTKOB B GYNINH ...
lMcuxonornyeckas Hayka 1 o6pas3oBaHue,

31(4), 249-263.

Tarmidi T., Purba R.M., Zulkarnain Z., Alfarisi M.R. (2026)
Predicting probabilities of bullying victimization...
Psychological Science and Education,

31(4), 249-263.

aggression. lts covert nature — characterized
by anonymity, lack of physical cues, and rapid
dissemination — poses unique challenges for
detection and intervention (Kiriukhina, 2021;
Merrill, Hanson, 2016). Victims may experience
heightened emotional distress due to the inabil-
ity to identify perpetrators, leading to feelings
of isolation, anxiety, and depression (Przybyl-
ski, Bowes, 2017). Volkova and Volkova (2017)
found that students who are involved in tradition-
al bullying, whether as victims, perpetrators, or
bully-victims, are also more likely to engage in or
experience cyberbullying, indicating a significant
overlap between offline and online forms of ag-
gression. While our study focused on traditional
bullying within school settings, future research
should incorporate cyberbullying metrics to cap-
ture the full spectrum of peer victimization.

Given Indonesia’s high rate of adolescent
digital engagement, schools must proactively
address online safety through digital literacy
education, clear reporting mechanisms, and col-
laboration with relevant authorities to mitigate
the psychological impact of cyberbullying.

The data analysis indicates that age is not a
significant predictor of students’ risk of victimiza-
tion or tendency to be perpetrators. This suggests
that high school students, regardless of age, have
a similar likelihood of falling into one of the four cat-
egories: victim, perpetrator, both victim and perpe-
trator, or neither. One possible explanation is that
all participants in this study were adolescents — a
developmental stage characterized by heightened
sensitivity to peer dynamics, identity formation,
and emotional volatility (Putri, Bhima, Saebani,
2015). While previous research has shown that
bullying tends to decrease as children grow older
(Chappell et al., 2006; Novikova, Rean, 2019; Han
et al., 2018), the present study’s focus on high
school students limits the ability to observe this
downward trend across educational stages.

Similarly, the analysis of school type (senior
high school vs. vocational high school) as a pre-
dictor of bullying involvement was found to be in-
significant. This indicates that the likelihood of be-
ing a victim, a perpetrator, both, or neither is similar
among students in both school types. These find-
ings align with those of Putri, Bhima, and Saebani
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(2015), who reported high bullying prevalence in
both settings. The similarity may be attributed to
the fact that both senior and vocational high school
students fall within the same age range and are
governed by the same national curriculum under
the Ministry of Primary and Secondary Education.
However, the findings contrast with interna-
tional research in Hungary and China (Horvath
et al., 2018; Han et al., 2017), which reported
higher bullying prevalence in vocational schools.
This discrepancy may be attributed to differences
in school climate and culture. Prevailing norms,
leadership practices, and peer dynamics within a
school can significantly influence bullying behav-
ior (Moody, Stahel, 2025; Novikova, Rean, 2019;
Strindberg, Horton, 2022). For instance, schools
that emphasize competition, rigid discipline, or
hierarchical relationships may inadvertently fos-
ter environments where bullying is more likely to
occur. Future research should explore these mi-
cro-level factors to better understand the environ-
mental conditions that foster or prevent bullying.

Conclusions

The results of the multinomial logistic regres-
sion analysis examining students’ risk or tendency
to be victims or perpetrators of bullying based on
age, gender, and school type indicate that female
students are more likely to be victims of bullying
than to be neither victims nor perpetrators. This
may be attributed to the persistence of gender
inequality in Indonesia (Fauzi, Ferdian, Intania,
2024). Gender inequality heightens the risk of
students engaging in gender-based violence (Ma-
hendra et al., 2021). Female students often experi-
ence feelings of powerlessness and hopelessness
when confronted with bullying, making them more
vulnerable to victimization. Given these findings, it
is crucial for schools to take proactive measures to
ensure the safety of female students. One effec-
tive approach is the implementation of sensitization
training programs aimed at reducing the gender
inequality gap. Additionally, schools should provide
awareness programs on how to respond to bully-
ing and establish clear intervention strategies to
address bullying incidents effectively.

Educating students, teachers, and parents
about the effects of rigid gender roles that con-
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tribute to bullying behaviors is crucial. Research
indicates that bystanders often exhibit a gender
bias, showing more empathy towards same-gen-
der victims. Workshops and seminars can foster
discussions that encourage students to challenge
stereotypes and promote gender equity within
school environments (Baldry, 2004; Fox et al.,
2014). This can enhance peer support for victims
and change the culture around bullying. Itis impor-
tant to note that bullying intervention should not
rely on punitive measures. Harsh disciplinary ac-
tions, such as physical or verbal punishment, may
inadvertently reinforce aggressive behavior by
conveying that violence is an acceptable means
of resolving conflict (Novikova, Rean, 2019).

Furthermore, teachers should receive training
on handling bullying cases and develop greater
vigilance in identifying signs of bullying, as victims
often refrain from reporting incidents (Beilmann,
2017; Graham, 2016). Prior research has dem-
onstrated that active teacher involvement plays a
critical role in reducing bullying behaviors within
the school environment (Bochaver, 2021).

Addressing the impact of parenting on bul-
lying in schools requires context-specific strate-
gies that account for these cultural and gender
dynamics. Previous research has emphasized
the significant influence of parenting styles on
students’ likelihood of engaging in bullying be-
havior, showing that variations in parental ap-
proaches may either foster or inhibit such ten-
dencies (Bochaver et al., 2022). Furthermore,
exposure to domestic violence within the home
environment and neglect of the children’s needs
has been identified as a risk factor that can in-
crease the probability of children becoming per-
petrators of bullying (Bochaver, Khlomov, 2013;
Novikova, Rean, 2018). Schools can implement
educational programs that involve parents, fos-
tering an authoritative parenting approach that
emphasizes emotional support and healthy peer
relationships. Holistic educational interventions
can empower children to challenge traditional
gender norms and promote non-violent conflict
resolution strategies, thus narrowing the bully-
ing gap while fostering a climate of respect and
understanding among genders (Noboru et al.,
2021; Zaneva et al., 2023).

Limitations. This study successfully identified
the risk profiles and behavioral tendencies of high
school students in relation to bullying — whether
as victims, perpetrators, or both. However, several
limitations must be acknowledged to contextualize
the findings. First, although the sample size was
substantial (n = 1153), all participants were drawn
exclusively from schools within Medan City. This
geographic concentration limits the external valid-
ity of the results, as the social dynamics, school
climates, and cultural factors influencing bullying
behavior may vary significantly across different
regions of Indonesia. Consequently, the findings
may not fully capture the diversity of experiences
among adolescents in rural areas, other urban
centers, or provinces with distinct educational and
sociocultural contexts. To enhance generalizabil-
ity and establish a more comprehensive national
understanding, future research should replicate
this study in varied settings across Indonesia, in-
corporating regional comparisons and potentially
stratified sampling techniques.

Second, this study relied exclusively on self-
report questionnaires for data collection. While
this method was appropriate for efficiently cap-
turing large-scale behavioral data across a broad
adolescent population, it is important to acknowl-
edge its inherent limitations. Self-report instru-
ments are susceptible to response biases, includ-
ing social desirability and recall inaccuracies,
which may affect the precision of the findings. To
enhance the validity and depth of future research,
complementary methodologies — such as struc-
tured interviews, peer or teacher assessments,
and direct observational techniques — should be
considered. Accordingly, the conclusions drawn
from this study should be interpreted with caution,
recognizing the constraints associated with rely-
ing solely on self-reported data.

Third, this study did not account for several
external factors that may significantly influence
students’ involvement in bullying — whether as vic-
tims, perpetrators, or both. Variables such as school
climate, family environment, personality traits, and
socioeconomic status were not measured, limiting
the contextual depth and explanatory scope of the
findings. These factors are known to shape adoles-
cents’ vulnerability and behavioral responses, and
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their exclusion may constrain the interpretation of
bullying dynamics within the school setting.

Moreover, the study did not include specific
measures of bystander behavior, despite its critical
role in the bullying cycle. Bystanders can reinforce,
ignore, or intervene in bullying incidents, and their
actions often determine whether such behaviors
are perpetuated or disrupted. The absence of data
on bystander responses represents a notable gap,
as it prevents a more holistic understanding of the
social ecology surrounding bullying.

Lastly, the study focused exclusively on
traditional, face-to-face bullying and did not
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Abstract

Context and relevance. Self-adjustment of students is a crucial aspect of
the success of the educational process. Many problems persist, including low
academic engagement, deviant behavior, and difficulties in social interaction.
Objective. To examine the effectiveness of emotional regulation training in
improving student self-adjustment in schools, this study considers parental at-
tachment as a moderating variable. Hypothesis. Emotion regulation training
is effective in improving the adjustment of middle school students at school.
Methods and materials. The study employed an experimental pretest-posttest
control group design with a three-way factorial between-subjects ANOVA. It
involved 62 junior high school students, who were randomly assigned to experi-
mental and control groups. Each group was further divided into two subgroups
based on parental attachment: secure and insecure. Data were collected using
the School Adjustment Scale, the Adult Parental Attachment Scale, and the Dif-
ficulties in Emotion Regulation Scale. The Emotion Regulation Training Module
was also used as an intervention instrument. Results. The results show that
emotional regulation training significantly improves students’ self-regulation
and school adjustment. Additionally, secure attachment to parents strengthens
the positive impact of training on students’ self-regulation. Conclusions. Emo-
tional regulation training has proven to be an effective emotion-based interven-
tion that can be integrated into the school curriculum as local content. This
study recommends strengthening the role of teachers as models of emotional
regulation and improving the quality of emotional relationships between par-
ents and children to support the success of student adjustment in school.

Keywords: self-adjustment, emotional regulation, parental attachment, junior
high school adolescence, psychological intervention
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Pe3rome

KoHTeKCT 1 aKkTyanbHOoCcTb. CaMoperynaums yyallmxcs UrpaeT KIo4eByro posb
B yCrewuHoCcT obpadoBaTenbHoro npouecca. OpHako Bce eLle CoXpaHaTCcs
Takve nNpobnembl, Kak H13kas y4ebHas BOBMEYEHHOCTb, OTKITOHSIOLLEECs MoBe-
JeHve 1 TPyaHOCTU B coupanbHoM B3avmMopencTeun. Lienb. Llens gaHHoro me-
CrnefoBaHust — U3y4nTb 3PGEKTUBHOCTb TPEHMHIA AMOLMOHANBHOW pPerynsaumm
B MOBbILLEHNM CAMOPErYNALMN yHaLLMXCa B LUKOMe, paccmartpveas npues3aH-
HOCTb K poauTensM kak mogepatop. FunoTtesa. TpeHUHr perynsumm amoumii ach-
(hEKTMBHO CMOCOBCTBYET YIyHLLEHWIO LLKOMBbHOWM ajanTaunm yHaLLmxcs CPeaHnX
knaccos. MeToabl u MaTtepuansl. ViccnegosaHue 6bI1510 NPOBEAEHO MO AKCrepu-
MEHTaNbHOMY NnaHy C NpefaBapuTenbHbIM Y UTOrOBbIM TECTUPOBAHUEM U KOH-
TPOSILHOWM rPYnMnow, C MPUMEHEHNEM TPEXaKTOPHOro MeXrpynnoBoro avcnep-
cnoHHoro aHammaa (ANOVA). B Hem yyacTBoBanu 62 y4eHnka cpefHen LKObI,
CnyyanHbIM 06pa3oM pacnpefeneHHble Nno 3KCNepUMEHTaNbHOM N KOHTPOSbHOW
rpynnam. BHyTpu kaxxgoi rpynnbl 6binv BelaeneHbl Ase NOArpynibl — C HAAexX-
HOW N HEHa[EXHOW NMPUBA3aHHOCTBLIO K poauTensam. [aHHbie cobvpanvchk ¢ no-
MoLubto LLkanb! wkonbHon apantaumm, LLKanbl NpuBA3aHHOCTU K poauTtensm y
B3pocnbix 1 LLkanbl TpygHOCTEN perynaumm aMoumii. B kadsecTBe MHCTpyMeHTa
BMeLLaTenbCTBa Ncnonb3osanca Mogynb TPEHVHra perynsaumm sMoumii. Pesynb-
Tatbl. Pe3ynbrarthl NokasbIBaloT, YTO TPEHWMHI SMOLMOHANbHOW perynsaumMmn 3Ha-
YMMO Yny4LLAET CamMOPErynaUMIO 1 LLKOJbHYIO afanTaumio yyalumxes. Kpome To-
ro, HafeXXHas NPUBA3AHHOCTb K POAUTENSIM YCUNMBAET MONOXUTENBHOE BAVSHVE
TPEHVHra Ha camMoperynaumio yyHatLmxcs. Boisopabl. TpEHWHI perynaumm amMouuii
Jokasan cBol 3EKTUBHOCTb Kak MeTOA MCUXONOrM4eckoro BO3LENCTBUS,
OCHOB@HHbI Ha paboTe C AMOLMSIMU, 1 MOXET ObITb BKITHOHEH B LLKOSbHYHO MPO-
rpaMmy B KayecTBe permoHanbHOr0 KOMMOHEHTa. ABTOPbI UCCeAoBaHNsA PeKo-
MEHOYIOT YCUNUTL POfb y4UTENe Kak NpUMepoB A1t MoApaXkaHus B 3MOLMO-
HamnbHOWM perynsaumu, a Takxke yry4lnTb Ka4eCTBO 3MOLIMOHAIbHBIX OTHOLLIEHWI
Mexzay poauTensmMm n AeTbMu1 A1 yCreLlHon aganTtaumm B LLKOSe.

Knro4eBble crioBa: caMoperynsumns, aMoumoHanbHasa perynsauus, npuBasax-
HOCTb K poguTeniam, NnogpocTKu cpefHero LWKOJIbHOro Bo3pacTa, ncmxonoru-
HYeCKoe BMeLlaTesibCTBO

BnaropgapHocTu. ABTOpbI 611arofapsiT CBOM 06pa3oBaTesibHble yYPEeXAeHs, HayYHbIX PYKOBOAMUTE-
nei 1 Kosner 3a HEM3MEHHYH0 NOAAEPXKKY U CoAencTBIE.

Ansa uutuposaHusa: MwueppuHa, M., Mypsanu, ®.[., Xutuneys, WN., ®apuga, N.A., Macnaxyn
Apun, H.P. (2026). CosepLLeHCTBOBaHVE afanTtauum nogpocTKoB B 06pas3oBaTenbHOM Cpeae: posib
NPUBA3AHHOCTM K POAUTENSAM U TPEHWHra SMOLMOHANbHOW perynaumn. llcuxonornyeckas Hayka v
obpasosaHme, 31(4), 264-279. https://doi.org/10.17759/pse.2026310419
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Introduction

Early adolescence is a developmental pe-
riod characterized by significant biological,
cognitive, and social transitions. One important
transition during this stage is entering junior
high school, which often poses challenges for
students’ adaptation to the school environment
(Green et al., 2021). This period is also associ-
ated with an increased risk of academic failure
and school dropout, which may result from
school mismatch and maladjustment (Lasarte
et al., 2020). Many adolescents experience dif-
ficulties in following school rules and norms,
primarily due to issues with school adjustment.
These difficulties are frequently accompanied
by emotional problems, particularly negative
emotions that lead to feelings of depression
and hinder social interactions with peers and
teachers (Kalman-Halevi et al., 2023).

School adjustment is a crucial ability that
students must develop, as it is closely related
to academic achievement, socially appropriate
behavior, and positive peer relationships (Ma et
al., 2020). School adjustment also includes the
capacity to adapt to academic demands, school
tasks, and interpersonal relationships within
the school system, feeling comfortable, and
accepted in the school environment (Zhang et
al.,, 2022). In addition to individual factors, en-
vironmental conditions play an important role in
shaping school adjustment and academic per-
formance (Lee, 2023).

The transition from childhood to adulthood
also brings significant social and academic chal-
lenges that are closely related to parental at-
tachment (Kitahara et al., 2020). Family factors,
parenting styles, and the quality of attachment
between parents and children influence how ad-
olescents interact with others and manage daily
life demands (Zou et al., 2020). Previous studies
have shown that parent-child attachment is posi-
tively associated with students’ levels of school
adjustment (Zhang et al., 2022). The quality of
parent-child relationships, including experiences
of acceptance or rejection within the family, rep-
resents a key component of psychosocial ad-
justment across developmental stages, includ-
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ing educational contexts (Sanchez-Sandoval,
Verdugo, 2021).

Attachment functions as a system of emo-
tional bonds between parents and children that
supports adolescents in regulating their behavior
and emotions when interacting with environments
outside the family (Wang et al., 2021). Secure
attachment contributes to sustained adaptive
functioning during childhood and adolescence
and is associated with more effective coping with
stress across various situations (Miljkovitch et
al., 2021). The positive parenting of fathers and
mothers, as well as the attachment between fa-
thers and mothers and adolescents, affects ado-
lescent life satisfaction and provides confidence
in facing difficulties (Chen et al., 2022; Li et al.,
2023). In contrast, negative emotional conditions
in parents may increase adolescents’ vulnerabil-
ity to depressive symptoms (Chen, Panebianco,
2020), prosocial behavior, and aggressive be-
havior (Maya et al., 2024; Ratliff et al., 2023), and
also result in social anxiety (Mathijs et al., 2023).
The quality of parental attachment also shapes
adolescents’ self-representation, encompassing
both cognitive and emotional aspects, which in
turn influence mental development, social rela-
tionships, behavioral adaptation, and school ad-
justment (Verschueren, 2020).

Parental attachment is commonly classi-
fied into three types: secure, avoidant, and am-
bivalent. Adolescents who experience secure
attachment, characterized by care and trust,
tend to exhibit better social adaptation and
more positive interactions (Zhang et al., 2022).
Responsive parenting practices that emphasize
security, non-punitive discipline, and non-violent
approaches foster confidence and positive be-
havior. Conversely, insecure parenting patterns
marked by rejection or violence are associated
with lower self-confidence and greater difficul-
ties in adolescent adjustment (Li, Cheng, 2022;
Wang et al., 2021). Adolescents with insecure
attachment are more vulnerable to mental health
problems and risky behaviors, including sub-
stance use, whereas those with secure attach-
ment demonstrate better emotional regulation
and anger control (Flykt et al., 2021). Attach-
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ment to maternal figures, in particular, has been
linked to stronger self-control in adolescents
(Mancinelli et al., 2021).

In addition to attachment-related factors, ado-
lescence is marked by internal and external chal-
lenges that influence psychosocial adjustment.
Attachment dimensions are associated with emo-
tional regulation among adolescents (Mota et al.,
2021). Secure attachment was positively related
to motivation and academic adjustment, whereas
insecure attachment, whether avoidant or anx-
ious, resulted in the opposite, and positively
predicted the use of adaptive emotion regulation
strategies (luga et al., 2023; Yang et al., 2024).
Emotional regulation plays a critical role during
this period (Giunta et al., 2022). Emotion regula-
tion involves reducing negative emotions and en-
hancing positive emotional experiences (Houck
et al,, 2016), and it is influenced by both internal
and external motivational factors (Kalman-Halevi
et al., 2023). However, adolescents often experi-
ence difficulties in regulating emotions, making
them more vulnerable to depression, problematic
behaviors, antisocial behavior, and depressive
symptoms in adolescence (Criss et al., 2021; Silk
etal., 2003).

Emotion regulation has therefore become an
important target for psychological interventions
aimed at addressing mental health problems,
regulating negative emotions, and helping to
prevent problematic behavior in adolescents
(Fombouchet et al., 2023; Slovak et al., 2023;
Yu et al.,, 2023). Emotion regulation interven-
tions typically focus on developing skills such as
emotional awareness, self-regulation, positive
self-perception, self-esteem, impulse control,
perseverance, and stress management (Kamei,
Harriott, 2020). Training programs in emotion
regulation have demonstrated effectiveness in
improving emotional skills among individuals
with mental health difficulties and in support-
ing emotional functioning in daily life (Berking,
Whitley, 2014). Such as the anger management
program, which was effective in enhancing ado-
lescents’ school adjustment (Anjanappa et al.,
2023). Based on this evidence, interventions
aimed at improving school adjustment through
emotion regulation training are urgently needed.

Previous studies have demonstrated that the
effectiveness of emotion regulation strategies is
closely related to specific emotional experiences
(Wojnarowska et al., 2020). Emotion regulation
interventions have been shown to improve psy-
chological well-being and professional quality
of life among nurses (Kharatzadeh et al., 2020)
and to reduce anxiety levels in parents of chil-
dren with cancer when based on Gross’s model
(Bahrami, 2020). Moreover, emotion regula-
tion programs increase positive affect, reduce
negative affect, and enhance student well-being
(LeBlanc et al., 2017). Such programs are also
effective in reducing externalizing problems in
adolescence (Brinke et al., 2021) and address-
ing risky behaviors related to adolescent mental
health (Houck et al., 2016). These interventions
contribute to improved psychological health and
interpersonal functioning, including adolescents’
interactions within the school environment (Ki-
tahara et al., 2020).

Although emotion regulation interventions
have demonstrated effectiveness in addressing
adolescent behavioral and emotional problems,
relatively few studies have applied these inter-
ventions specifically to adolescents in the context
of school adjustment (Moltrecht et al., 2021). This
study, therefore, proposes a novel psychological
intervention designed to enhance school adjust-
ment among early adolescents in secondary
education. The intervention is based on Gross’s
emotion regulation model, which emphasizes
strategies for emotion modulation and self-mon-
itoring (Gross, 2014). Additionally, this study
investigates parental attachment as a moderat-
ing variable that may impact the effectiveness of
emotion regulation training on school adjustment.
Accordingly, the present study aims to investigate
the impact of emotion regulation training on stu-
dents’ school adjustment while considering pa-
rental attachment as a moderating factor.

Materials and methods

This study is an experimental investigation us-
ing a pretest-posttest control group design. This
study involved students in the early adolescent
age range of 12-15 years, comprising a popula-
tion of 218 students. An eligibility measurement
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process was then carried out to determine the
eligible students among 153 participants. Mea-
surements using the difficulties in emotion regu-
lation scale short form, developed by Kaufman,
are used in this study to measure the emotion
regulation of the students (Kaufman et al., 2016).
The data collection instrument also utilized the
Adult Scale of Parental Attachment-Short Form,
developed by Michael and Snow, to control for
the influence of the independent variable (Mi-
chael, Snow, 2019). In this study, the Adult Scale
of Parental Attachment Short Form was used
in adolescents, considering that they have also
formed relatively stable mental representations of
parent-child relationships, which serve as a basis

for the process of self-adjustment and emotion
regulation. The attributes of the individuals in the
experimental and control groups (Fig. 1).

From the results of the random assignment,
which originally included 18 students with secure
parental attachment and 17 students with inse-
cure parental attachment in the experimental
group, some students were absent and others
withdrew. This resulted in a final experimental
sample of 17 students with secure parental at-
tachment and 14 students with insecure paren-
tal attachment. In the control group, the original
sample consisted of 16 students with secure pa-
rental attachment and 15 students with insecure
parental attachment.

(n=218)

Total number of junior high
school students

v

(n=153)

Eligibility measurement

Difficulties in the Emotion Regulation Scale
and the Adult Scale of Parental Attachment

Does not meet the

A4

A 4

criteria
(n=84)

Eligible students and random selection
(n=169)
High Scores on the Difficulties of Emotion
Regulation Scale

—

Random assignment
emotion regulation training group
(n=31)

Secure parental attachment = 17
Insecure parental attachment = 14

\

Random assignment
emotion regulation control group
(n=31)

Secure parental attachment = 16
Insecure parental attachment = 15

Fig. 1. The mechanism of control and measurement of eligible samples
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Before the emotion regulation training in-
tervention, participants were given an informed
consent form and were then gathered in two
different rooms. A pretest was administered to
both the experimental and control groups using
the School Adjustment Scale, which was de-
veloped in 2018 by Soo Jung, Joe, Hyun-Sim,
and Doh (Joe, Doh, 2018). The distribution of
participants by treatment condition and age is
presented in Table 1.

A three-way mixed ANOVA was used to
analyze the impact of the intervention and
parental attachment styles on changes in
outcome variables in the experimental and
control groups. A 2 x 2 x 2 factorial design
was employed to evaluate the main effects of
each factor. Group (experimental vs. control)
is a between-subjects factor used to compare
the effects of the intervention between the two
groups. Intervention time (pretest vs. post-
test) is a within-subjects factor designed to
measure changes within individuals over time.
Parental attachment (secure vs. insecure) is
also a between-subjects factor based on at-
tachment patterns.

The emotional regulation training consisted
of seven 90- to 120-minute sessions, each fo-
cusing on a specific skill, held 7 weeks apart,
and the course unit’s facilitator facilitated all of
them. Students were divided into two different
groups and given a pretest before the emotion
regulation training intervention. The experi-
mental and the control group took the test in
separate rooms. Emotion regulation training
materials were provided only to the experimen-
tal group.

After being informed about the importance
of emotional regulation, informed consent, and
explanation of the regulations, the training con-
tinued with the presentation of the core content
of emotional regulation, which encompasses
the mastery of seven skills designed within this
emotional regulation training:

Skill 1: Self-emotion recognition. In master-
ing the skill of self-emotion recognition, the facili-
tator explains six types of emotions: happiness,
sadness, fear, anger, surprise, and disgust. The
manifestation of these various emotions in ex-
pressions and behaviors is discussed.

Skill 2: Identification of emotional triggers. The
activity begins with an interactive game designed to
help students focus their concentration before delv-
ing into the material. In mastering the skill of identi-
fying emotional triggers, the facilitator explains the
importance of students systematically investigat-
ing the basis of their emotions by classifying the
various specific factors that promote the develop-
ment and maintenance of emotions. In addition to
retrieval control, analyzing emotions also provides
an important starting point for initiating subsequent
processes in modifying one’s emotions.

Skill 3: Non-judgmental awareness. In mas-
tering the skill of non-judgmental awareness, the
facilitator explains two essential tasks. The first
task involves labeling emotions using words to
create a mental representation of one’s current
internal experience. The second task is cultivat-
ing neutrality in feeling, which means becoming
aware of one’s emotions, then slowing down
and reducing the process of judgment and au-
tomatic reactions, describing emotions neutrally
without judgment.

Table 1

The distribution of samples based on treatment and age

Group Age (years) Frequency Percentage (%)
Experimental group 13 18 58,1
14 10 32,3
15 3 9,7
Control group 13 17 54,8
14 7 22,6
15 7 22,6
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Skill 4: Analysis of self-support mecha-
nisms. The facilitator continues the emotional
regulation training material by explaining the
importance of self-recognition, self-appreciation,
and self-belief as means of self-support for self-
improvement.

Skill 5: Positive self-conditioning. The facilita-
tor proceeds with the fifth skill, which focuses on
positive self-conditioning, as a key effort in the
cognitive change process in emotional regulation,
according to Gross. In mastering this skill, partici-
pants are taught to refocus on positive aspects,
which will help them manage their emotions in a
more positive direction. Essentially, this serves
as a positive refocusing mechanism that involves
thinking about pleasant things in life events.

Skill 6: Emotion coping strategies. In this ses-
sion, students are taught to examine their role
in the problems they encounter and are subse-
quently instructed on how to transform negative
emotions into positive ones, laying the foundation
for effective problem-solving and planning.

Skill 7: Implementation of appropriate emo-
tional expression and behavior. In this final
skill, the focus is on implementing changes
in emotions to move in a positive direction, as
demonstrated through direct expressions and
behaviors, including facial expressions, speech,
and body language. The activity concludes with
students being instructed to believe that they
have now become new individuals with posi-
tive emotions and behaviors. The facilitator then
concludes with closing remarks.

One week after the last session, the experi-
mental group and the control group took a post-
test on the students’ school adjustment, serv-
ing as the final step in the emotion regulation
training experiment. The tests were delivered in
separate rooms. Measurement using the school
adjustment scale is used to determine whether
emotion regulation training has an effect on stu-
dents’ school adjustment.

Data analysis was conducted using IBM
SPSS Statistics 24.0 software to examine the
effect of emotion regulation training and paren-
tal attachment on junior high school students’
school adjustment, employing a three-way
mixed ANOVA. The analysis aimed to evaluate
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the effect of each independent variable, namely
emotion regulation training and parental at-
tachment, on the dependent variable, namely
school adjustment. This analysis allowed us to
determine the extent to which each independent
variable had an independent effect, as well as to
see the interaction between the two in influenc-
ing students’ school adjustment.

Results

Preliminary analyses

To ensure the validity of the results from the
three-way mixed ANOVA analysis, two main as-
sumptions were examined: residual normality and
homogeneity of variance between groups. Based
on Table 2, the pretest data, the Kolmogorov-
Smirnov test produced a significance value of
0,05, indicating that the residuals are close to a
normal distribution. Meanwhile, the Kolmogorov-
Smirnov test showed a significance of 0,200
> 0,05 in the posttest data, indicating that the
posttest residual data are typically distributed.
Since violations occur only in residual pretests,
but ANOVA is known to be robust enough against
mild normality violations when the sample size is
large enough and balanced, the analysis can still
be continued (Field, 2017), so that no data trans-
formation was carried out because no extreme
outliers were found and other tests were fulfilled.

Furthermore, Levene’s test was conducted
to determine the similarities between the groups.
The statistical value shows that pretest: F = 2,33,
sig = 0,08, and posttest: F = 1,30, sig = 0,28.
Since the value is 0,05 for both tests, it is con-
cluded that the homogeneity assumption of vari-
ance is met. Since the sample size is sufficient
and the assumption of variance homogeneity is
met (Levene’s test is not significant), the ANOVA
analysis can proceed (Field, 2017; Knief, Forst-
meier, 2021; Liu, Wang, 2021).

Furthermore, to ensure the distribution of
age data between the experimental group and
the control group (whether both are equal in
terms of age), the Chi-Square test was per-
formed, as shown in Table 3. The assumption
is HO: The age distribution did not differ signifi-
cantly between the experimental group and the
control group. Ha: The age distribution differed
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Table 2

Summary table of the normality and homogeneity test

Output Statistics |

Pretest_SchoolAdjustment |

Posttest_SchoolAdjustment

Tests of Normality for Standardized Residuals

Kolmogorov-Smirnov (Sig.)

0,05

0,20

Interpretation

Almost normally distributed

Normally distributed

Levene’s Test of Equality of Error Variances

F 2,33 1,30
df1 3
df2 58
Sig. 0,08 0,28

Interpretation

Homogeneity assumed

Homogeneity assumed

significantly between the experimental group
and the control group. The results of the analysis
show that the Asymp. Sig. Pearson Chi-Square
is 0,340 > 0,05, so that HO is accepted. The
analysis showed that the age distribution did
not differ significantly between the experimental
group and the control group.

Performance data

1. Main effects: time, group,

parental attachment

Based on the tests of within-subject effects
and tests of between-subjects effects, there was
a significant difference between the overall pre-
test and posttest scores, indicated by the values
of F(1,58) = 168,96, p = 0,00, n*p = 0,74 (pretest
M = 70,30; posttest M = 75,92). This indicates

a significant improvement in student self-adjust-
ment following treatment. Furthermore, there
was a significant difference between the scores
of the experimental group and the control group,
with values of F(1,58) = 7,34, p=0,01, n?p = 0,11
(experiment M = 74,58; control M = 71,64). In pa-
rental attachments, the values of F(1, 58) = 0,85,
p = 0,36, n?p = 0,01, showed no significant dif-
ference between the secure and insecure groups
(secure M = 73,61; insecure M = 72,61).

2. Interaction effects: time x group

There was a significant interaction between
time and the treatment group (Time x Group),
with F(1,58) = 24,45, p = 0,00, n?p = 0,30. This
suggests that the change from pretest to post-
test differs significantly between the experimen-

Table 3
Summary table of the Chi-Square test
Value df Asymp. Sig. (2-sided)
Pearson Chi-Square 2,1582 2 0,340
Likelihood Ratio 2,206 2 0,332
Linear-by-Linear Association 0,704 1 0,401
N of Valid Cases 62
Table 4

Summary table of descriptive statistics

Variable

Pretest Posttest

Experiment Secure (n=17)

M = 70,82 (SD = 6,68)

M = 80,35 (SD = 4,00)

Insecure (n = 14)

M = 70,57 (SD = 5,97)

M = 76,57 (SD = 4,01)
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Variable

Pretest Posttest

Control Secure (n = 15)

M = 69,87 (SD = 3,87

M = 73,40 (SD = 2,41

Insecure (n = 16)

M = 69,94 (SD = 4,57

M = 73,38 (SD = 3,52

Secure (n = 32)

M =70,38 (SD = 5,48

M =77,09 (SD = 4,83

Insecure (n = 30)

Experiment (n = 31)

M =70,71 (SD = 6,27

M = 78,65 (SD = 4,38

Control (n = 31)

)

( )

( )

M = 70,23 (SD = 5,18)
( )

( )

M =69,90 (SD = 4,17

)

( )

( )

M = 74,87 (SD = 4,03)
( )

( )

M = 73,39 (SD = 2,99

tal and control groups. This significance can
also be seen in the data from the experiment’s
pretest and posttest (M = 70,71 vs. M = 78,65)
and the control’s pretest and posttest (M = 69,90
vs. M =73,39).

3. Interaction effects: time x parental

attachment

As shown in table 5, it shows that the inter-
action between time and the type of parental
attachment (Time x Parental Attachment) is
also significant, with F(1,58) = 4,39, p = 0,04,
n?p = 0,07. This significance can also be seen
from the data for the secure pretest to the post-
test (M = 70,38 vs. M = 77,09) compared to the
change in the insecure pretest group to the post-
test (M = 70,23 vs. M = 74,87).

4. Interaction effects: group x parental

attachment

The results showed that the interaction be-
tween the treatment group and the type of pa-
rental attachment (group x parental attachment)
was not significant, with F(1,58) = 0,89, p = 0,35,
n?p = 0,02. This means that the existence of
control and experimental groups does not differ

significantly between students with secure and
insecure parental attachments.

5. Interaction effects three-way: time x

group x parental attachment

The three-way interaction between time,
treatment group, and type of parental attach-
ment (time x group x parental attachment) was
close to significant, with F(1,58) = 3,93, p = 0,05,
n?p = 0,06. This means that the interaction be-
tween parental attachment and time and group
may have an effect but less significant on
changes in self-adjustment scores. As can be
seen in Table 4, the treatment given to the ex-
perimental class resulted in an increase in scores
for both Secure and Insecure students (Secure:
M = 70,82 to M = 80,35; Insecure: M = 70,57 to
M = 76,57). Overall, the increase in scores in the
experimental group was also higher compared
to the control group (experiment: M = 70,71 to
M = 78,65 vs. control: M = 69,90 to M = 73,39).

6. Effect sizes

Quantitative measures of the magnitude of the
effect of a treatment, difference, or relationship,
beyond mere statistical significance (p-value),

Table 5
Summary of the within and between subjects effects test
Effect F df Sig. (p) Partial n*
Time 168,96 1,58 0,00 0,74
Group 7,34 1,58 0,01 0,11
Parental Attachment 0,85 1,58 0,36 0,01
Time x Group 24,45 1,58 0,00 0,30
Time x Parental Attachment 4,39 1,58 0,04 0,07
Group x Parental Attachment 0,89 1,58 0,35 0,02
Time x Group x Attachment 3,93 1,58 0,05 0,06
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are presented in Table 6. According to Cohen’s
criteria (0,5 = large, 0,3 = medium, 0,1 = small;
Cohen, 1988), the Partial Eta Squared (n?p) val-
ues indicated that the main effect of Time was
significant. Cohen’s d values showed that the
intervention had a significant effect for both se-
cure and insecure attachment groups in the ex-
perimental condition. In comparison, the control
group showed a much smaller effect, especially
among participants with insecure attachment.
The above results are further supported
by the profile plot (Fig. 2), which shows a sig-

nificant increase in scores in the experimental
group compared to the control group. Similarly,
the results in Fig. 3 show that both students with
secure and insecure attachments experienced
an increase in scores, with a greater increase
in the secure group than in the insecure group.

Discussion

The results of this study yield meaningful find-
ings and strengthen the proposed hypothesis.
Overall, there was a significant improvement in
students’ self-adjustment ability from the pretest

Table 6
Cohen’s d calculation and interpretation
Group Parental Attachment Cohen’s d Interpretation
Experiment Secure 1,73 Large
Experiment Insecure 1,18 Large
Control Secure 1,10 Large
Control Insecure 0,84 Large

80

Estimated Marginal Means of Group

65
60
Pretest

MeansEstimated Marginal

75 /
70

Posttest

Time

= Experiment == Control

Fig. 2. Comparison of experimental and control groups

90

60
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70

Posttest

Time

e Secure = Insecure

Fig. 3. Comparison of secure and insecure parental attachments
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to the posttest phase. These findings show that
emotion regulation training interventions have a
significant positive influence on students’ ability
to adapt to their school environment. This finding
aligns with previous research that emphasizes
the importance of emotion regulation for adoles-
cents’ psychological well-being and interpersonal
abilities, as the ability to regulate emotions en-
ables a decrease in negative emotions and an
increase in positive emotions (Di Giunta et al.,
2022; Houck et al., 2016). These findings also fill
a gap in previous research, which has not applied
many specific emotion regulation interventions to
adolescent school adjustments.

The effect of the interaction between time
and the group (time x group) was also significant,
indicating a pretest-posttest difference between
the experimental group that received emotion
regulation training and the control group. The
experimental group showed a greater increase in
scores than the control group. These findings fur-
ther confirm that the emotion regulation training
intervention is a practical approach for improving
school adjustment. These results are consistent
with previous research that emotion regulation in-
terventions show effectiveness for mental health
and minimize behavioral problems, including low-
ering anxiety levels, reducing external negative
influences in adolescents, improving psychologi-
cal well-being, and interpersonal abilities (Bah-
rami, 2020; Kharatzadeh et al., 2020; Kitahara et
al., 2020; te Brinke et al., 2021).

The results of this study support the role of
parental attachment as an important factor that
can moderate the effectiveness of the interven-
tion. School adjustment also depends on the type
of parental attachment. Although both the secure
and insecure groups showed improvement, the
increase was greater in the secure group. This is
consistent with attachment theory, which posits
that attachment serves as a feedback system
of emotional bonding between parents and chil-
dren, helping adolescents regulate themselves
and adapt to environments outside the family.
This leads to sustained adaptive functioning dur-
ing childhood and adolescence and is associ-
ated with successful coping with stress in various
situations. These factors are determinants of
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adolescent mental development, including social
relationships, behavioral adaptation, and school
adjustment (Miljkovitch et al., 2021; Verschueren,
2020; Wang et al., 2021).

The measurement of three-way interac-
tion (time x group x parental attachment also
showed that the treatment in the experimental
group was able to provide an increase in scores
in both students with secure and insecure at-
tachments. However, the overall improvement
in scores in the experimental group was much
higher compared to the control group, confirm-
ing that emotion regulation training was a major
driver of improved school adjustment. These
findings certainly further strengthen theoretical
studies on the role of emotion regulation and
parental attachment. Children whose attach-
ment to their parents is characterized by care
and trust can adapt and interact socially posi-
tively, showing self-confidence and positive
behavior (Li, Cheng, 2022). Emotion regulation
interventions involve skills such as self-aware-
ness and self-regulation of emotions, main-
taining a positive self-perception, self-esteem,
impulse control, perseverance, fortitude, and
stress management, all of which relate to spe-
cific emotions in individuals (Kamei, Harriott,
2020; Wojnarowska et al., 2020).

The significant improvement observed in
the control group can be attributed to several
developmental and contextual factors. Early
adolescence is characterized by rapid cogni-
tive, emotional, and social maturation, which
can naturally support gradual improvements
in school adjustment over time (Green et al.,
2021). Furthermore, school adjustment is influ-
enced by ongoing exposure to the school en-
vironment, including academic demands, peer
interactions, and institutional routines, which
may facilitate adaptive changes even in the ab-
sence of a structured intervention (Lee, 2023;
Ma et al., 2020; Zhang et al., 2022). Repeated
participation in assessment procedures may al-
so enhance adolescents’ emotional awareness
and self-monitoring, both of which are central
components of emotion regulation (Houck et
al., 2016; Kalman-Halevi et al., 2023). Never-
theless, the greater improvement observed in



MwveppuHa, M., Mypsanu, ®.[1., Xutuneys, W., ®apuga, N.A.,
Macnaxyn Agn, H.P. (2026)

Mcuxonornyeckas Hayka v obpasosaHve,

31(4), 264-279.

Mierrina M., Murwani F.D.,

Hitipeuw I., Farida I.A., Maslahul Adi N.R. (2026)
Psychological Science and Education,

31(4), 264-279.

the experimental group indicates that emotion
regulation training provided an additional bene-
fit beyond these developmental and contextual
influences.

Overall, the results of this study provide
strong evidence that emotion regulation training
is an effective intervention for improving student
self-adjustment in school, and this effect is re-
inforced by the presence of secure parental at-
tachment. In previous studies, the evidence pre-
sented consisted of separate results. However,
this study provided evidence regarding the ef-
fectiveness of emotion regulation training on the
school adjustment of high school students in the
early adolescent developmental stage, taking in-
to account parental attachment as a moderator,
whose influence was measured simultaneously.

Emotion regulation training demonstrates its
capacity to improve school adjustment in stu-
dents, regardless of whether they exhibit secure
or insecure parental attachment. Nevertheless,
its efficacy was much greater in the secure at-
tachment group, characterized by a much larger
mean difference and faster understanding and
internalization compared to students in the inse-
cure attachment group. In terms of the process,
students with a tendency to insecure parental
attachment tend to need a relatively long dura-
tion to neutralize their negative emotions. These
findings fill a gap in the literature by specifically
showing how emotion-based interventions can
be integrated into school curricula as local con-
tent to support student adjustment.

Conclusions

This research has demonstrated that emo-
tion regulation training is an effective interven-
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Abstract

Context and relevance. Academic burnout has become a major concern
among adolescents in exam-oriented educational systems. Parental phubbing,
defined as parents’ distraction by smartphones during interactions, is increas-
ingly recognized as a potential risk factor for students’ psychological and aca-
demic adjustment. Objective. This study examined the psychological pathway
linking parental phubbing to academic burnout among Chinese high school
students, with particular attention to the role of alienation within the framework
of Self-Determination Theory. Hypothesis. It was hypothesized that parental
phubbing would be positively associated with alienation and academic burn-
out, that alienation would be positively associated with academic burnout, and
that alienation would mediate the association between parental phubbing and
academic burnout. Methods and materials. A total of 511 students (M = 17,0;
SD = 0,88; 54,4% female) from Shanxi and Heilongjiang provinces completed
validated questionnaires assessing parental phubbing, alienation, and aca-
demic burnout. Structural equation modeling was performed using SmartPLS
4 with 5,000 bootstrap resamples. Results. Parental phubbing was positively
associated with both alienation and academic burnout. Alienation significantly
predicted academic burnout and partially mediated the association between
parental phubbing and academic burnout. Gender differences were observed,
with female students reporting higher levels of burnout. Conclusions. The find-
ings suggest that alienation represents an important psychological pathway
through which parental phubbing may be associated with academic burnout
among Chinese high school students. The results highlight the relevance of
adolescents’ perceived relational disconnection in understanding the academic
consequences of digitally distracted parenting.

Keywords: parental phubbing, academic burnout, alienation, high school stu-
dents

Supplemental data. The datasets generated and/or analyzed during the current study are not pub-
licly available due to the inclusion of sensitive information on students’ academic performance and
perceived parental behaviors, but are available from the corresponding authors upon reasonable

request.
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Pe3srome

KOHTEKCT M aKTyanbHOCTb. AKafeMU4eckoe BbiropaHve npeacTaBnser
Cco60I 3Ha4YMMyI0 Npobremy Cpean NOAPOCTKOB, O6y4YaloLLMXCs B cuctemax
06pa3oBaHNs, OPUEHTMPOBAHHBLIX Ha dK3aMeHaLMOHHble pe3ynbraTbl. Pogu-
TENbCKNN habOUHI, NOHMMAEMBbIN Kak OTBIIeYeHMe poauTenei Ha MoOBuIbHbIe
yCTpoicTBa B npoLecce 06LLeHVs C AeTbMM, B HACTOSILLIEE BPeMs paccMaTpu-
BaeTcs B Ka4ecTBe hakTopa pycKa HapyLLEHWIA MCMXONOrMYECKON 1 akafemu-
Yeckow agantaumu yyawmxcs. Llenb. B naHHOM nccnenosaHvum NpoBepsinoch,
OMOCPeNyYET NN OTHYXAEHME CBA3b MeXAY poaUTeNbCKUM habbUHIoM 1 aka-
OEMUYECKMNM BbIrOPaHNEM Y KNTaNCKUX CTapLLEKNaCCHUKOB, C ONMOPOW Ha Te-
opvito camofeTepMuHaLmn. MunoTtesa. Mpegnonaranock, YTo: POAUTENLCKUNIA
hab6vHr 6yAeT MONOXUTENbHO CBA3aH C OTYY>KAEHWEM U akageMU4eCcKuMm
BbIFOpPaHVeM; oTHyXAeHVe 6yaeT MoNoXMTENbHO CBA3AHO C akafeMnU4ecKum
BbIrOpaHeMm; oTHyXXaeHue 6yaeT onocpenoBaTb B3aUMOCBA3b MEXAY poau-
TenbCkum habbrHIoM 1 akagemmny4eckum BbiropaHnemM. Metoabl n matepum-
anbl. Beibopky coctaBunm 511 yyawmxesa (M = 17,0; SD = 0,88; 54,4% nwy,
XEHCKOoro nona) n3 nposuHUMiA LLlaHbcy 1 XannyHuU3sH, KOTOpble NPOLUIn
BaNVAN3MPOBaHHbIE OMPOCHMKKW, HaMpaBneHHbIe Ha OLEHKY POAUTENbCKOro
(habbuHra, OTHYXAEHUA N akageMumyeckoro BbiropaHus. CTaTucTuyeckui
aHanu3 npoBOAMIICA C MOMOLLBI MOLENUPOBAHWUSA CTPYKTYPHBIMU ypaBHe-
HusAMKM B nakete SmartPLS 4 Ha ocHoBe 5000 6yTCTpanoBCKUX PeceMIoB.
Pesynbratbl. Pogutenbckuin habOuHr MOMOXMTENbHO KOppenupoBan Kak
C OTYYX[AEHWEM, TaK U C aKafeMU4ecknM BbiropaHneM. OT4yxaeHve 6bi10
3HaAYMMbIM NPEAVKTOPOM aKafeMMHYEeCKOro BbIFOPaHUSA U YaCTU4YHO Omnocpe-
[0Bano B3avMOCBS3b MeXAY POAUTENbCKUM habOMHIOM 1 akageMUyYecKnum
BbIropaHveMm. Bbinun BbISBNEHbI reHOepHbIe pasnuyns: y AeByLLeK Habnoaan-
csa 605ee BbICOKUIN YpOBEHb BbiropaHus. BbiBoAbl. [MonyyYeHHble pe3ynbTaThbl
NO3BONAOT NPEANONOXNUTb, YTO OTHYXAEHME NPEACTaBNSET COOOM BaXKHbIN
MCUXONOTMYECKUIA MeXaHW3M, MOCPELACTBOM KOTOPOrO POOUTENbCKUA hab-
BGUHI MOXET ObITb CBA3aH C aKafeM1M4eCKMM BbIrOpaHMeM Yy KUTANCKUX cTap-
LLIEKITACCHUKOB. Pe3ynbTaThl NOAYEPKMBAIOT 3HAYMMOCTb BOCMPUHUMAEMOrO
nogpocTkaMmn MexxXnn4HOCTHOro 1 PeNIAUMOHHOINO OTHY>XXAeHUA ONid NoHMMa-
HUA akaJeMU4ecKnx NocneacTBUin LMPpPOBOI OTBIEHYEHHOCTM POANUTENEN.
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Introduction

With the rapid penetration of mobile internet
technologies, smartphones have become indis-
pensable in daily interactions. While they provide
instant communication and convenience, con-
cerns have grown about their unintended social
and psychological consequences. One such
phenomenon is “phubbing”, a term combining
“phone” and “snubbing”, which refers to situations
in which individuals prioritize mobile devices over
face-to-face interactions (Pera, 2020).

In contemporary digital parenting research,
phubbing is increasingly viewed as a specific
behavioral manifestation of smartphone-based
neglect during dyadic interaction, whereas the
broader construct of parental technoference
refers to a wider range of technology-driven
interruptions in family life, including disruptions
caused by various digital devices and media use
(Dixon et al., 2023; Nie et al., 2024). Compared
with parental technoference, parental phub-
bing highlights the interpersonal and relational
nature of moment-to-moment disengagement
during parent-child interactions. In family con-
texts, parental phubbing, which refers to parents
diverting their attention from children to mobile
devices, has received increasing scholarly at-
tention because it undermines the quality of
parent-child relationships (Selak et al., 2025;
Shen, Xie, 2024; Zhang, Wang, 2025).

Adolescents are particularly sensitive to pa-
rental behaviors, and prior studies suggest that
parental phubbing may impair their psychological
well-being and academic adjustment (Wang et
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al., 2023; Zhang et al., 2023). Academic burn-
out has emerged as a critical concern among
students in upper secondary education (senior
high school), particularly within exam-oriented
educational systems (Liu et al., 2023; Vazsonyi
et al., 2024). Although some studies have docu-
mented the negative effects of parental phubbing
on academic outcomes among younger students
(He et al., 2022), less is known about its role in
academic burnout during the high school years.

A growing body of literature suggests that
alienation may serve as a key explanatory
mechanism. Alienation reflects a psychological
state of disconnection from meaningful social
relationships, accompanied by feelings of pow-
erlessness, meaninglessness, and loneliness
(Mann, 2001). Evidence shows that parental
phubbing is associated with disrupted parent-
child interactions and heightened adolescents’
sense of alienation (Frackowiak et al., 2024; Liu
et al., 2024; Mi et al., 2023). In turn, alienation
has been identified as a risk factor for academic
maladjustment, including burnout (Atik, Ozer,
2020). These findings point to alienation as a
potential psychological pathway linking parental
phubbing and academic burnout. However, this
potential pathway has not been systematically
examined among high school students.

The present study is theoretically informed
by Self-Determination Theory (SDT), which
identifies autonomy, competence, and related-
ness as fundamental psychological needs that
support motivation and psychological function-
ing (Deci, Ryan, 1985, 2008). Within the con-
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text of parent-child relationships, parental at-
tentiveness and emotional availability are espe-
cially relevant for satisfying adolescents’ need
for relatedness. When parents are frequently
distracted by smartphones, adolescents’ re-
latedness needs may remain unmet, thereby
increasing feelings of alienation. Higher levels
of alienation may be associated with poorer
academic and emotional functioning, including
greater vulnerability to academic burnout (Guo
et al., 2024; Shim, Go, 2025). Although the
present study primarily focuses on relatedness
as the most proximal pathway linking parental
phubbing to academic burnout, autonomy and
competence may also be indirectly affected by
digitally distracted parenting and merit further
examination in future research. In this way,
SDT serves as an integrative theoretical frame-
work for understanding how digital parenting
behaviors may shape adolescents’ academic
and emotional functioning.

The present study therefore examines
alienation as a potential psychological path-
way linking parental phubbing with academic
burnout among Chinese high school students.
By addressing this question, the study seeks
to extend the literature on the psychological
effects of parental phubbing and to clarify the
potential psychological mechanisms underly-
ing its academic consequences. Theoretically,
this work aims to refine the application of SDT
to family-school contexts by elucidating how
parental interaction patterns are associated
with adolescents’ learning-related outcomes.
From a practical perspective, the findings may
inform future discussions on how parental

smartphone use can be guided to promote ad-
olescents’ emotional well-being and academic
adjustment.

Materials and methods

Participants

A total of 600 high school students (corre-
sponding to the senior high school level in the
Chinese education system) were recruited using a
multistage cluster sampling strategy from schools
in Shanxi and Heilongjiang provinces, China.
These provinces were selected to ensure regional
diversity and to capture potential variations in edu-
cational environments between central and north-
eastern regions. Within each province, schools
were randomly selected, and classes within these
schools were then randomly chosen.

Of the 600 distributed questionnaires,
511 valid responses were obtained, yielding a
response rate of 85,2%. The final sample com-
prised 54,4% female students, with a mean age
of 17,01 years (SD = 0,88). In the Chinese edu-
cation system, high school (senior high school)
typically includes Grades 10-12, correspond-
ing approximately to ages 1518 years. In the
present sample, Grade 10 students were mainly
aged 15-16 years, Grade 11 students were aged
16-17 years, and Grade 12 students were aged
17-18 years. This age-grade correspondence is
provided to facilitate interpretation across differ-
ent educational systems.

Questionnaires  exhibiting patterned re-
sponses, extreme outliers, or excessive miss-
ing data were excluded (Kang, 2013). Table 1
presents the descriptive statistics of participants’
demographic characteristics.

Table 1
Participant characteristics (N = 511)

Variable Type Frequency Percentage
Gender Female 278 54,40
Male 233 45,60
Grade 10 191 37,38
11 163 31,90
12 157 30,72
Area Rural 209 40,90
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Variable Type Frequency Percentage
Urban 302 59,10
Only-child status Yes 199 38,94
No 312 61,06

Measures

Parental phubbing

Parental phubbing was measured using the
Parent Phubbing Scale, adapted from the Part-
ner Phubbing Scale developed by Roberts and
David (2016) and revised for parent-child con-
texts by Ding et al. (2020). The instrument in-
cludes nine items (e.g., “My parent checks their
phone during conversations with me”) rated on
a five-point Likert scale (1 = never, 5 = always).
Higher scores indicate more frequent parental
phubbing. The scale demonstrated satisfactory
internal consistency in the present study (Cron-
bach’s o = 0,839).

Academic burnout

Academic burnout was assessed using the
Secondary School Students’ Academic Burnout
Scale developed by Hu and Dai (2007). The
original scale comprises 21 items across four
dimensions: emotional exhaustion, teacher-stu-
dent relationship disengagement, low learning
efficacy, and physical exhaustion. In the present
study, one item referring to textbook reviewing
behavior was excluded because it was consid-
ered less relevant to the learning behaviors of
students in senior high school, resulting in a
20-item version. ltems were rated on a five-point
Likert scale (1 = strongly disagree, 5 = strongly
agree), with higher scores reflecting greater aca-
demic burnout. The scale demonstrated good
internal consistency in the present study (Cron-
bach’s a = 0,887).

Alienation

Alienation was evaluated using the Interper-
sonal Alienation Subscale developed by Yang
et al. (2002), which was constructed within the
Chinese cultural context. The subscale contains
16 items across three dimensions: interper-
sonal alienation (items 1-7), family alienation
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(items 8-11), and social isolation (items 12-16).
Items were scored on a seven-point Likert scale
(1 = strongly disagree, 7 = strongly agree). High-
er scores indicate a stronger sense of alienation.
The scale demonstrated acceptable internal
consistency in the present study (Cronbach’s
a = 0,847).

Demographic variables

Demographic information, including gender,
grade level, single-child status, and place of
residence, was collected. Gender, single-child
status, and place of residence were statistically
controlled in the structural model to minimize po-
tential confounding effects, whereas grade level
was excluded as preliminary analyses revealed
no significant association with the primary study
variables.

Proposed research model

The hypothesized model is depicted in
Fig. 1. The model illustrates the hypothesized
relationships among parental phubbing behav-
ior (PPB), alienation (AL), and academic burn-
out (AB). Specifically, PPB is expected to be
positively associated with AL, which in turn is
positively associated with AB, thereby examin-
ing the potential psychological pathway through
alienation. Gender, only-child status, and place
of residence were included as control variables
in the structural model.

Procedure

The study protocol was reviewed and ap-
proved by the Research Ethics Committee
of the authors’ affiliated university. Informed
consent was obtained from school administra-
tors, teachers, parents, and students before
participation. Data collection was carried out
in classroom settings using a paper-and-pencil
survey format. Trained research assistants ad-
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ministered the questionnaires according to a
standardized protocol. Students were informed
of the anonymity and confidentiality of their
responses. Completed questionnaires were
collected immediately after administration and
securely stored for data analysis.

Statistical analysis

Data analysis was performed using Smart-
PLS 4, which applies the partial least squares
structural equation modeling (PLS-SEM) ap-
proach. This method was chosen because it is
well-suited for testing complex mediation models
and makes fewer assumptions about data distri-
bution. The analysis proceeded in two stages.

First, the measurement model was evalu-
ated by examining indicator reliability, com-
posite reliability (CR), average variance
extracted (AVE), and discriminant validity
based on the Fornell-Larcker criterion and the
heterotrait-monotrait ratio (HTMT). Second,
the structural model was assessed to test the
hypothesized relationships. Path coefficients
were estimated, and their significance was
determined using a bootstrapping procedure
with 5000 resamples. The mediating effect of
alienation was examined by testing the indi-
rect path from parental phubbing to academic
burnout through alienation. Mediation was
considered significant if the 95% confidence

Alienation

intervals (Cls) of the bootstrapped estimates
did not include zero.

Results

Common method bias

To evaluate the potential influence of com-
mon method bias (CMB), Harman’s single-factor
test was first conducted (Harman, 1976; Podsa-
koff et al., 2003). The unrotated factor analysis
extracted 11 factors with eigenvalues greater
than 1, and the first factor accounted for 23,58%
of the total variance, which is well below the
commonly accepted threshold of 40%. This sug-
gests that common method bias was not a major
threat in the present study.

To further assess the potential influence of
common method bias, full collinearity variance
inflation factors (VIFs) were assessed using
SmartPLS 4 (Kock, 2017; Singh et al., 2024).
The VIF values ranged from 1,000 to 1,115,
all below the recommended cutoff value of 3,3,
thereby providing additional evidence that com-
mon method variance was unlikely to confound
the study’s results.

Measurement model assessment

The reliability and validity of the measure-
ment model were first evaluated. The results
are presented in Table 2. Indicator reliability
was acceptable, with factor loadings ranging

Academic

Parental phubbing
behavior

burnout

A

Control variables:
> Gender
» Single-child status

> Place of residence

Fig. 1. Proposed research model
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from 0,60 to 0,83. Internal consistency was sat-
isfactory, with composite reliability (CR) values
ranging from 0,82 to 0,90, all above the 0,70
cutoff. Convergent validity was supported, as
the average variance extracted (AVE) values for
each construct exceeded the minimum accept-
able value of 0,40. Discriminant validity was
confirmed: the Fornell-Larcker criterion was
met, with the square root of each construct’s
AVE greater than its correlations with other
constructs, and the HTMT values were below
0,85. Together, these results demonstrate that
the measurement model exhibited satisfactory
psychometric properties.

Descriptive statistics

and correlation analysis

Table 3 presents the descriptive statistics
and correlation coefficients of all study vari-
ables. Parental phubbing was positively corre-
lated with both alienation and academic burnout,
and alienation was positively correlated with
academic burnout. These findings provide pre-
liminary support for Hypothesis 1.

Structural model assessment

Figure 2 presents the hypothesized struc-
tural model. Parental phubbing behavior (PPB)
was modeled as the independent variable,
alienation (AL) as the proposed psychological
pathway, and academic burnout (AB) as the
dependent variable. Gender, only-child status,
and place of residence were included as con-
trol variables.

The structural model was evaluated in
SmartPLS 4 using a bootstrapping procedure
with 5000 resamples. Standardized path coef-
ficients (p), standard errors, and significance
levels were obtained. Table 4 summarizes the
structural model results.

PPB significantly predicted AL (8 = 0,321,
p < 0,001), and AL significantly predicted AB
(B = 0,524, p < 0,001). The direct effect of
PPB on AB remained significant (8 = 0,106,
p = 0,006), indicating that alienation partially
mediated the association between parental
phubbing and academic burnout, thereby sup-
porting Hypothesis 2. Regarding the control
variables, gender was significantly associated

Table 2
Reliability and validity of the measurement model
) . In_d_icator Cor!1pc_)§ite Ave-rage Fprn_eII-Larcker HTMT
Construct (Variable) rellablllt_y (factor | reliability variance criterion (?/AVE > (< 0,85)
loadings) (CR) extracted (AVE) correlations) ’
Parental phubbing behav- 0,72-0,77 0,88 0,55 Satisfied Satisfied
ior (PPB, 1V)
Alienation (AL, Mediator) 0,70-0,83 0,82 0,60 Satisfied Satisfied
Academic burnout (AB, DV) 0,60-0,72 0,90 0,53 Satisfied Satisfied
Table 3
Descriptive statistics and correlation coefficients for variables
Variable M SD PPB AB AL 1A FA Si
PPB 2,55 0,68 1
AB 2,60 0,58 0,23** 1
AL 3,68 0,96 0,30** 0,52** 1
IA 3,78 1,03 0,20** 0,34** 0,83**
FA 3,24 1,15 0,29** 0,28** 0,67** 0,45** 1
Sl 3,89 1,56 0,23** 0,54** 0,81** 0,44** 0,32** 1
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Note: «**» — correlation is significant at the 0,01 level (two-sided). PPB = parental phubbing behavior; AB =
academic burnout; AL = alienation; IA = interpersonal alienation; FA = family alienation; S| = social isolation.
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0,32 1%*

Parental phubbing

Alienation
(R?>=10,103)

0,106%*

0,524

~

Academic

behavior

burnout (R = 0,326)

A

Control variables:
> Gender
> Single-child status

> Place of residence

Fig. 2. The structural model with standardized path coefficients (8) and explained variance (R?):
«*» — p < 0,05; «**» — p < 0,01; «***» — p < 0,001

Table 4
Structural model results
Path p SE t P Result
PPB — AL 0,321 0,043 7,509 < 0,001 Supported
AL — AB 0,524 0,034 15,31 < 0,001 Supported
PPB — AB 0,106 0,039 2,725 0,006 Supported
Gender — AB -0,249 0,076 3,253 0,001 Supported
Only-child status — AB 0,020 0,079 0,248 0,804 Not Supported
Place of residence — AB 0,045 0,163 0,277 0,782 Not Supported

Note. AB = academic burnout; PPB = parental phubbing behavior; AL = alienation. Gender was coded as 1 =
female and 2 = male.

with AB (8 = —0,249, p = 0,001), indicating that
female students reported higher levels of aca-
demic burnout than male students. In contrast,
only-child status and place of residence were
not significant predictors.

predictive relevance, as Q? values were positive
(Q? = 0,095 for alienation; Q* = 0,049 for aca-
demic burnout). The global model fit was satis-
factory (SRMR = 0,072).

Discussion
Table 5 The present study examined the relationships
Structural model results among parental phubbing, alienation, and aca-
Endogenous variable =3 @? demic burnout in Chinese high school students.
Alienation (AL) 0.103 0,095 The fi.n.dings suppprted bot.h primary hypotheses-
Academic bumout (AB) 0,326 0,049 Specifically, consistent with Hypothesis 1, pa-

The structural model demonstrated ac-
ceptable explanatory power (see Table 5), with
R?= 0,103 for alienation and R? = 0,326 for aca-
demic burnout. The model also demonstrated

rental phubbing was positively associated with
alienation and academic burnout. Moreover, in
line with Hypothesis 2, alienation emerged as an
important psychological pathway linking parental
phubbing and academic burnout.
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The results further indicated that students
who frequently experienced parental smart-
phone distraction during face-to-face interac-
tions reported stronger feelings of detachment
and higher levels of academic burnout. These
findings are consistent with previous studies
indicating that parental distraction during face-
to-face  communication undermines adoles-
cents’ psychological well-being and academic
functioning (He et al., 2022; Marsh et al., 2024).
However, most existing studies have focused
on primary and middle school students. By con-
trast, the present study extends this evidence by
focusing on Chinese high school students, who
face particularly intense academic pressures
within an exam-oriented educational context and
may therefore be especially vulnerable to the ef-
fects of parental phubbing.

Whereas earlier research has primarily em-
phasized the emotional consequences of paren-
tal phubbing, the present findings further highlight
its academic implications, suggesting that digital-
ly mediated parental inattention not only disrupts
interpersonal dynamics but also undermines stu-
dents’ engagement and persistence in learning.

The findings further suggest that alienation
may represent an important psychological path-
way linking parental phubbing behavior with
academic burnout. Specifically, when parents pri-
oritize mobile phone use over face-to-face inter-
actions with their children, adolescents are more
likely to perceive parental neglect and relational
disconnection, which may undermine their sense
of relatedness, weaken intrinsic motivation, and
increase emotional exhaustion. These findings
align with Self-Determination Theory (Deci, Ryan,
1985, 2008), which posits that the satisfaction of
relatedness needs is essential for sustaining mo-
tivation and psychological resilience.

Although similar mechanisms have been
documented among college students (Liu et al.,
2023), the present study extends this evidence to
high school students who are at a critical devel-
opmental stage and exposed to heightened aca-
demic demands. Within China’s highly competi-
tive examination system, weakened parent-child
bonds may therefore amplify adolescents’ vulner-
ability to academic burnout and disengagement.
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In addition to the hypothesized pathways,
the results revealed a noteworthy gender dif-
ference: female students reported higher levels
of academic burnout compared to their male
peers, even after controlling for parental phub-
bing and alienation. One possible explanation
is that adolescent girls tend to be more sen-
sitive to interpersonal dynamics and relational
cues, which may heighten their emotional re-
sponsiveness to familial interactions. Prior
research suggests that girls are more likely to
register negative social experiences and exhibit
heightened interpersonal sensitivity (Mella-De-
franchi, Araya, 2025; Trentini et al., 2022), and
that such sensitivity contributes to increased
emotional distress during early adolescence
(Rudolph, 2002).

This heightened relational sensitivity may
make girls particularly vulnerable to the emotion-
al consequences of parental inattention (such as
phubbing), thereby increasing their susceptibility
to alienation and subsequent academic burnout.
The observed gender difference may thus reflect
the combined effects of strong academic pres-
sure and elevated emotional sensitivity.

Taken together, beyond demonstrating the
detrimental effects of parental phubbing, these
findings underscore the importance of fostering
healthy family interaction patterns in the digi-
tal age. Effective intervention should focus not
only on reducing parents’ smartphone distrac-
tion but also on actively cultivating emotionally
responsive and supportive parent-child commu-
nication. Establishing family media-use norms,
engaging in shared activities, and promoting
attentive communication may strengthen ado-
lescents’ sense of relatedness and help mitigate
academic burnout.

At the broader level, schools and policymak-
ers may contribute by implementing parent-ori-
ented digital literacy programs that raise aware-
ness of how everyday smartphone practices
influence adolescents’ academic and psycho-
logical well-being. In cultural contexts where ac-
ademic achievement is closely intertwined with
family expectations, addressing parental digital
behaviors represents an important avenue for
supporting adolescents’ healthy adjustment.
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Conclusions and limitations

The present study examined the relation-
ships among parental phubbing, alienation,
and academic burnout among Chinese high
school students. The findings supported both
primary hypotheses: parental phubbing behav-
ior was positively associated with alienation and
academic burnout, and alienation accounted for
part of the association between parental phub-
bing and academic burnout, highlighting its role
as an important psychological pathway. In ad-
dition, a significant gender difference emerged,
with female students reporting higher levels of
academic burnout, which may reflect greater
sensitivity to parental inattention during every-
day interactions. Together, these findings under-
score the importance of family digital behaviors,
particularly parents’ moment-to-moment atten-
tiveness, in shaping adolescents’ psychological
well-being and academic adjustment. This study
further extends prior evidence from younger
populations to high school students within an
exam-oriented educational context.

At the same time, several limitations should
be acknowledged. First, the sample was drawn
from only two provinces in China, which may
limit the generalizability of the findings to other
cultural, regional, and educational contexts.
Second, the reliance on self-report measures
may have introduced common method bias and
social desirability effects. Third, the cross-sec-
tional design precludes strong causal inferences
regarding the directionality of the observed rela-
tionships. Future research should employ longi-
tudinal, multi-informant, or experimental designs
to clarify temporal dynamics and causal mecha-
nisms. In addition, expanding the investigation to
more diverse samples, including cross-cultural
comparisons, would further enhance the exter-
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