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It is my great joy to present the most recent issue of the
Multidisciplinary Journal of School Education, which focuses on
the topic of stress and success among teachers. The scientific
texts gathered here discuss important scientific and research
problems revolving around professional burnout and stress
among teachers, as well as potential antidotes, namely job sat-
isfaction, professional development, success and passion. 

Recent diagnoses in the above-mentioned areas have en-
abled the identification of both determinants of teacher pro-
fessional success and factors leading to stress, burnout and
drop-out from the teaching profession. The studies presented in
this issue show that the causes of stress and burnout among
teachers still include excessive workload (too many responsi-
bilities), workplace relationships, recognition and financial grat-
ification, motivation, and the ability to see value in the teaching
profession (meaningful work). However, increasingly, the anti-
dote is an individual sense of purpose found in relations with
students, in supporting their development or achievements.
There is also a noticeable trend in experiencing satisfaction, joy
and fulfillment, facilitated by personal development, discover-
ing professional and life passions, and receiving individual
words of acknowledgement from students/their parents, which
reinforce teachers’ self-esteem and sense of purpose. 

To illustrate this trend, the articles in this issue are pre-
sented in reverse order of the categories mentioned in the title.
Sources of teacher satisfaction are discussed first, followed by
texts on the determinants of stress and burnout. In addition to
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their scientific value, the articles also identify clues and show some valu-
able directions for action for both professional and prospective teachers.
Conclusions from the research presented in the articles may also inspire
new directions for scientific exploration. 

Our hope is that the content published in this issue will become 
a reliable and valuable source of knowledge and encourage future re-
search projects. We also hope that texts in the Miscellaneous Articles 
section will raise awareness of new phenomena and problem areas in
modern education and highlight some new directions critical to teacher
education.

dr hab. Joanna M. Łukasik, prof. URK
University of Agriculture in Krakow (URK)
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Abstract
Research objectives (aims) and problem(s): This article investigates
how Polish teachers experienced and responded to COVID-19 disrup-
tions, focusing on transformations in pedagogical practice, profes-
sional stress, and evolving understandings of professionalism and
success.

Research methods: The study is a qualitative narrative inquiry con-
ducted within the Global Teachers Voice 2 initiative. It forms part of an
international project led by the International Council on Education for
Teaching and the Mapping Educational Specialist knowHow charities,
including the Teacher Voice Project and the Future-Proofing Education
Systems initiative. The study involved 11 purposively selected teachers.
Data were collected through online semi-structured interviews and
analyzed thematically, using narrative approaches to preserve partici-
pants’ perspectives and meanings.

Process of argumentation: The analysis traces how teachers responded
to emotional and organizational challenges while maintaining pro-
fessional commitment. It examines the interrelations between tech-
nology use, relational pedagogy, and professional collaboration as
foundations of adaptive practice.

Research findings and their impact on the development of educa-
tional: The findings show that participants reconstructed their profes-
sional identities by emphasizing agency, relationality, adaptive capacity,
and a redefinition of professional success beyond performance-based
metrics. By foregrounding teachers’ voices within the Polish context
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and situating the analysis within an international research framework, the 
study contributes an in-depth, relational perspective to post-pandemic debates
on teacher professionalism. It advances theoretical discussions by integrating
teacher agency and relational pedagogy, demonstrating how professionalism
and success are reshaped through the dynamic interplay of technology, rela-
tionships, and autonomy in post-pandemic contexts. These insights inform
broader debates on sustainable, human-centered educational development.

Conclusions and/or recommendations: Future-oriented education systems
should strengthen teachers’ professional autonomy, relational competencies,
and access to technological and institutional support. Enhancing teacher agency 
and supporting a multidimensional understanding of professional success are 
essential for developing resilient, innovative, and inclusive schools. Policy frame-
works should move beyond technocentric and performance-driven models 
toward approaches that recognize the relational, adaptive, and reflective 
dimensions of teaching.

Introduction

This article presents findings from the Polish component of the in-
ternational research project Future-Proofing Education Systems: Learn-
ing from the Legacy of the COVID-19 Pandemic (2023–2025). The
initiative is grounded in the belief that teachers’ lived experiences and
professional insights should be central to rethinking education in the
wake of COVID-19. It is carried out under the auspices of the International
Council on Education for Teaching (ICET) and the Mapping Educational
Specialist knowHow (MESH) charities.

This project, also known as the Teacher Voice Project 2023/2025,
forms part of the broader Teacher Voice Series, which was launched in
2020. The series aims to provide virtual forums where teachers across the
globe can express their views on issues affecting the teaching profession.
It also facilitates collaborative, cross-national research on topics related to
teacher practice and preparation. Findings from the first Teacher Voice 
Series project report, Teacher experiences and practices during COVID-19,
revealed that the COVID-19 pandemic significantly impacted teachers
both psychologically and professionally. Like others globally (International
Teachers Task Force, 2020), teachers experienced heightened anxiety 
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regarding the health of their families and students. Rapid transitions from
in-person to remote teaching required substantial adaptation, particu-
larly in contexts with limited digital infrastructure. Teachers employed al-
ternative and often unconventional strategies to maintain contact with
students, especially those from vulnerable or marginalized backgrounds.
This shift necessitated the reconfiguration of pedagogical approaches,
the acquisition of new competencies in digital technologies (ICT), and
engagement with altered dynamics of authority in virtual learning envi-
ronments (Hordatt Gentles & Leask, 2021).

The current phase of the Teacher Voice Project, grounded in qualita-
tive inquiry, examines how teachers continue to navigate complex pro-
fessional challenges, redefine their identities, and envision education that
is both resilient and relational. The project seeks to ensure that insights
gained during the pandemic – particularly regarding teacher learning,
pedagogy, practice, autonomy, and agency – are not erased by a hasty re-
turn to pre-pandemic norms. Rather than viewing the COVID-19 disrup-
tion as a temporary interruption, the broader Future-Proofing Education
initiative considers it a critical moment of rupture – one that calls for 
a reimagining of education systems. 

In this context, the primary aim of this study is to interpret how Pol-
ish teachers reconstruct and negotiate their understanding of profes-
sionalism and professional success in the post-pandemic educational
landscape. Rather than offering a broad evaluation of educational reform,
the study adopts an interpretive perspective focused on teachers’ lived 
experiences and meaning-making processes.

To address this aim, the study explores three interrelated dimensions
of post-pandemic professional practice: (1) the integration of digital tech-
nologies and its implications for pedagogy; (2) the relational and ethical
foundations of teaching, including wellbeing and student engagement;
and (3) the conditions that enable or constrain teacher agency, collabo-
ration, and ongoing professional growth.

Accordingly, the central research question guiding the Polish com-
ponent of the project is: “How have Polish teachers experienced and in-
terpreted post-pandemic transformations in their professional practice,

13Joanna Madalińska-Michalak 
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and how do they conceptualize sustainable forms of professional success
in conditions of ongoing uncertainty?” Subsidiary questions examine
how teachers perceive the role of digital technologies, what forms of sup-
port and professional learning they consider necessary, and what sys-
temic conditions facilitate or hinder adaptive, relational, and innovative
practice.

Building on this international framework, the present analysis fo-
cuses specifically on the Polish context to provide an in-depth, situated
account of teachers’ professional reflections following COVID-19.

Teachers and teaching in post-pandemic contexts: Rethinking
professionalism and practice

Teachers’ work is becoming increasingly complex in a global land-
scape shaped by migration, multiculturalism, digitalization, and artificial
intelligence. These forces generate not only societal and technological
challenges but also policy shifts that intensify accountability, standardi-
zation, and performative cultures (Day, 2017; Sachs, 2016), often eroding
autonomy and professional trust. At the same time, teachers must recon-
cile competing expectations from policymakers, parents, students, media,
and society, balancing exam-driven outcomes with the broader task of
preparing learners for diverse, rapidly changing contexts (Madalińska-
-Michalak, 2023). 

The COVID-19 pandemic amplified these pressures, disrupting edu-
cation for over 1.5 billion students and 63 million teachers worldwide (In-
ternational Teachers Task Force, 2020). Teachers became frontline crisis
responders, navigating digital divides, inadequate infrastructure, and 
limited training (OECD, 2020; UNESCO, 2021). Challenges included a lack
of equipment and internet access (Zhang et al., 2020), reduced student
engagement (Niemi & Kousa, 2020), blurred work-life boundaries (Ünal 
& Dulay, 2022), and deteriorating wellbeing across school communities
(Folkman et al., 2022). These conditions revealed the inadequacy of out-
come-based performance metrics and underscored the need to rethink
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professionalism in terms of adaptability, resilience, and relational peda-
gogy (Tan et al., 2025).

Central to post-pandemic professionalism is a critical re-evaluation
of the role of technology. While digital tools ensured continuity during
lockdowns, the crisis reinforced that technology must serve as a medium
to support – not replace – human connection. Unequal access to digital
resources raised pressing ethical questions about equity (Di Pietro et al.,
2020; Van Dijk, 2020), while the challenges of remote learning highlighted
the centrality of care and relational pedagogy (Noddings, 2013).

Future-proofing teaching also depends on robust professional de-
velopment and collaborative learning communities that foster agency,
innovation, and mutual support. However, systemic barriers such as lim-
ited time, resources, and institutional backing continue to constrain pro-
fessional growth (OECD, 2019). The pandemic nevertheless prompted
many teachers to reframe their professional identities, leveraging crisis
conditions to deepen creativity, resilience, and student-centered practice.

In the post-pandemic landscape, the very notions of teacher and
school success require rethinking. Beyond standardized test scores, suc-
cess is increasingly understood in terms of adaptability, collective capacity,
and relational trust. Successful teachers and schools are those able to sus-
tain student engagement, foster wellbeing, and innovate under condi-
tions of uncertainty (Day & Gurr, 2024; Madalińska-Michalak & Flores, 
2025). In disruptive times, as Harris and Jones (2020) argue, success is less
about compliance with external standards and more about collaboration, 
distributed leadership, and resilience across school communities. Such per-
spectives reinforce the need to view teachers as co-constructors of edu-
cational futures rather than as implementers of externally imposed reforms.

Methodology and methods

The methodological framework for this study was developed within
the context of the Global Teachers Voice 2 initiative. The study sought to
understand how teachers made sense of changes in teaching practices,
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professional identity, technology use, and emotional wellbeing during
this period. Key research questions focused on identifying the most sig-
nificant changes in teaching after the pandemic, teachers’ responses to
these changes, perceived challenges and barriers in professional devel-
opment, and the role of technology in education.

A qualitative approach (Denzin & Lincoln, 2018) with narrative ele-
ments was adopted to provide an in-depth understanding of participants’
lived experiences (Clandinin, 2006; Clandinin & Connelly, 2000). This 
approach allowed the researchers to capture the richness of individual
stories, reflecting how teachers navigated professional challenges and
opportunities in a rapidly changing educational landscape. 

The primary data collection method consisted of semi-structured 
interviews conducted online via Microsoft Teams, each lasting between
30 and 40 minutes. The interview protocol, developed collaboratively by
the international research team, addressed nine thematic areas, includ-
ing changes in teaching practice, classroom management, the use of
technology, professional support, and reflections on professional growth.
Follow-up prompts enabled the interviewers to explore emergent topics
in depth while maintaining comparability across participants.

The Polish sample consisted of 11 participants, selected using pur-
posive and reputational sampling (Etikan et al., 2016) to ensure the in-
clusion of teachers and teacher educators recognized for professional
excellence, leadership, and innovation. Participants represented a range
of educational contexts, including primary and secondary schools, urban
and rural settings, and public and private institutions. The group included
active teachers with varying years of experience, as well as one recently
retired teacher educator. The recruitment process involved professional
networks, associations, and snowball sampling, and participation was vol-
untary, without financial incentives.

Data collection occurred between February and May 2025. All inter-
views were recorded with participants’ informed consent, transcribed ver-
batim, and securely stored. Thematic analysis, following Braun and
Clarke’s model (2021), was applied to identify patterns within and across
participant narratives. NVivo software was used to facilitate systematic
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coding, while collaborative coding sessions ensured consistency and re-
liability. Elements of narrative inquiry were integrated to preserve par-
ticipants’ personal reflections and to provide nuanced insight into their
professional adaptation and resilience.

Ethical approval was granted by the University of Worcester Research
Ethics Committee, and all procedures adhered to internationally recog-
nized standards, including GDPR and the Declaration of Helsinki. Partici-
pants’ identities were protected through pseudonymization, and measures
were taken to ensure confidentiality, voluntary participation, and partici-
pant validation of preliminary findings.

Findings 
This study captured the perspectives of highly experienced teach-

ers from diverse contexts. This diversity enriched the dataset, providing
a multifaceted view of teaching during and after the COVID-19 pandemic.
Despite differences in roles and contexts, participants shared common
concerns, strategies, and reflections, which coalesced around six interre-
lated themes: changes in teaching practice, the role of technology in ed-
ucation, barriers to technology integration, professional development
and support needs, the irreplaceable role of the teacher, and the impor-
tance of collaboration and teacher support networks. 

These themes illustrate how teachers navigated pandemic-era chal-
lenges while reshaping their understanding of professional growth and
achievement. Together, these themes offer a comprehensive picture of
how teachers reshaped their practice, developed adaptive expertise, and
sustained meaningful human and professional connections.

The following sections describe the interrelated themes that capture
how participants navigated pandemic-era challenges while reshaping
their understanding of professional growth and achievement. Due to the
limited length of this article, only three of the six identified themes are
presented. Each theme is illustrated with direct quotes from participants,
highlighting the depth and authenticity of their lived experiences.
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Changes in teaching practice and pedagogy
The abrupt transition to remote and hybrid learning compelled teach-

ers to revise their pedagogical approaches fundamentally. Participants
described this transformation as both disruptive and developmental. Re-
mote teaching required the rapid adoption of unfamiliar technologies
and the design of new instructional strategies, often without prior prepa-
ration or guidance. This experience forced many educators to experiment
with digital tools and rethink the structure, pacing, and interactivity of
their lessons, as expressed in the following illustrative quotes:

• “The pandemic forced me to learn new technologies. I had to learn
how to use Microsoft Teams, and considering the age of the students,
remote learning was challenging.” (P01)

• “The pandemic accelerated the digital revolution in education, but
for us teachers, it was a difficult challenge.” (P02)

• “Forced transition to distance learning opened new horizons but also
revealed many problems. I studied actively to create new strategies,
integrating the curriculum with new digital tools.” (P03)

• “We’re using audios, videos, and new platforms, facing problems, and
attending seminars to make the classroom more interactive.” (P04)

While challenging, this transition also fostered pedagogical innova-
tion and professional growth. For some, it catalyzed a deeper understand-
ing of how to create engaging, flexible learning environments that respond
to diverse student needs.

Professional development and support needs
The pandemic underscored the urgent need for sustained, expert-

led professional development, particularly in digital pedagogy. Teachers
reported limited access to high-quality, formal training, often relying on
time-consuming self-directed learning that many found insufficient.
There was a strong demand for short, hands-on workshops, regular peer
exchanges, and support in emerging areas such as artificial intelligence
and advanced educational technologies.
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Beyond technical skills, participants highlighted the importance of
broader professional learning opportunities encompassing communica-
tion, leadership, and personal development – vital for managing the com-
plex demands of post-pandemic teaching. Teachers stressed that:

• “I need better educational resources and access to free training.” (P04)
• “I would like to expand my qualifications with knowledge in digital

competencies and artificial intelligence.” (P06)
• “I need short in-person workshops with trainers. Searching for digital

tools alone is exhausting.” (P08)
• “Personality development classes should be done regularly by pro-

fessionals – not just school heads.” (P09)

These reflections underline that effective professional development
should combine technical skills with personal and professional growth,
supported by structured, accessible, and context-sensitive training ini-
tiatives. Teachers’ experiences point to the need for ongoing systemic
support that equips them to navigate rapidly changing educational en-
vironments successfully.

The irreplaceable role of the teacher: Balancing human connection
and technological innovation

Despite embracing technology, teachers unanimously affirmed that
it cannot replace the relational and emotional dimensions of teaching.
Personal interaction, empathy, and presence were foundational to stu-
dent learning, especially for younger children and those with complex
social-emotional needs. Participants emphasized the need to preserve
human-centered pedagogies even as technological tools become more
prevalent. This supports a balanced, blended approach in which tech-
nology enhances but never substitutes the empathetic, engaged teacher.
Teachers mentioned that:

• “It’s important to maintain a balance between modern and tradi-
tional teaching methods, especially with young children.” (P01)
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• “Besides technology, we need to use traditional methods like work-
ing with books.” (P02)

• “Technology should support – not replace – a kind, involved, pas-
sionate teacher.” (P04)

• “Online assessments are difficult to control. In-person presence
makes a big difference.” (P08)

Overall, teachers highlighted that effective teaching during and after
the pandemic depends on maintaining human connection while inte-
grating technology. Teachers’ reflections indicate that successful peda-
gogical innovation is not merely about digital adoption, but about using
technology to support engagement, empathy, and meaningful interac-
tion. Balancing technological tools with relational teaching practices
emerges as a central principle for fostering student learning and wellbeing.

Redefining success

Across the themes identified in this study, teachers offered a deeply
nuanced redefinition of success, moving beyond standardized metrics.
Professional achievement is measured by adaptability, innovation, and
sustaining meaningful human connections. Reflective practice, collabo-
rative engagement, and thoughtful integration of technology emerged
as key markers of success. Teachers highlighted that:

• “Even online, my priority was that students feel seen and supported.
That defines real success.” (P04)

• “Technology can never replace empathy, encouragement, and the
personal presence a student needs.” (P06)

• “Success isn’t just what I do in my classroom – it’s how we as teach-
ers support each other and develop shared strategies.” (P08)

The post-pandemic period, despite its challenges, became a space
for profound professional growth. Teachers described developing both
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digital and relational competencies, experimenting with novel peda-
gogical strategies, and reclaiming agency over their professional prac-
tice. As one participant reflected, “The pandemic forced me to learn new
technologies. I had to adapt quickly, and this process changed the way
I structure my lessons” (P01). Another noted, “Remote teaching opened
new horizons and pushed me to integrate digital tools creatively with
the curriculum” (P03). These experiences show how adaptive expertise,
rather than traditional performance indicators, became a central marker
of success.

Equally important was the ability to maintain a human connection.
Even in virtual classrooms, participants prioritized relational engage-
ment. As one teacher observed, “Even online, my priority was that stu-
dents feel seen and supported. That defines real success” (P04), while
another emphasized, “Technology can never replace empathy, encour-
agement, and the personal presence a student needs” (P06). Such re-
flections illustrate that relational depth is inseparable from teaching
excellence, reinforcing the idea that professional achievement is both
human-centered and contextually grounded.

Collaboration and shared professional reflection further enriched
this vision of success. As one educator explained, “Success isn’t just what
I do in my classroom – it’s how we as teachers support each other and
develop shared strategies” (P08). Another noted, “Sharing experiences
with colleagues gave me practical solutions and emotional support that
I couldn’t achieve alone” (P11). In this way, participants emphasized that
success is both individual and collective, cultivated through networks 
of trust, mentorship, and peer learning.

Technology, initially a source of stress during the rapid shift to remote
teaching, evolved into a vehicle for innovation. Teachers described lever-
aging digital tools to enhance pedagogy without sacrificing relational en-
gagement. According to one participant, “Technology opened new
possibilities, but it must support, not replace, the teacher’s role” (P02),
while another reflected, “Blending online tools with traditional methods al-
lowed me to reach students in ways I hadn’t before, yet kept the relational
aspect intact” (P10). Here, success is defined not by the mere adoption 

21Joanna Madalińska-Michalak 
Future-proofing teaching: Balancing technology, relationships, and professional growth  

in Polish teachers’ post-pandemic practices 
(pp. 11–30)

e- ISSN
 2543-8409



of technology, but by its thoughtful integration to support meaningful
teaching and learning.

Central to this redefinition was the role of reflective practice and pro-
fessional agency. Teachers shared that they experienced success when
they could experiment, learn from mistakes, and implement strategies
that genuinely benefited students. As one participant explained, “I feel
successful when I can experiment, learn from mistakes, and implement
strategies that truly help students” (P05). Another added, “Continuous re-
flection on my practice allows me to grow professionally, which I value
more than any external evaluation” (P09). 

These narratives collectively reveal that the broader conception of
success emerging from this study can be understood through six inter-
related dimensions:

1. adaptive professional growth and innovation, 
2. the ability to sustain meaningful human connections, 
3. collaborative engagement with peers, 
4. thoughtful integration of technology, 
5. reflective and autonomous professional practice, and
6. a holistic vision of post-pandemic achievement that embraces re-

silience, flexibility, and community. 

Each dimension is grounded in teachers’ lived experiences, showing
how these elements intersect to shape a multidimensional understand-
ing of success. For example, one participant summarized this holistic view
by stating, “Teaching is about sustaining communities, caring for learn-
ers, and being flexible in the face of change. That is what being success-
ful really means” (P07).

In sum, the redefined concept of success moves beyond conven-
tional metrics to capture the relational, adaptive, and reflective qualities
that teachers themselves value. By centering teachers’ voices, this study
highlights that professional achievement in the post-pandemic era is mul-
tidimensional, emergent from practice, and inseparable from the social
and technological contexts in which teaching occurs. This perspective 
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offers a more authentic, sustainable, and human-centered understand-
ing of what it truly means to succeed as a teacher today.

Discussion

This study explored how Polish teachers engaged with the unprece-
dented challenges of the COVID-19 pandemic, focusing on professional
stress, adaptation to digital tools, relational pedagogy, and evolving 
understandings of success and professionalism. The findings indicate 
a complex process of professional identity reconstruction, contributing to
debates on teacher agency and resilience in times of systemic disruption.

The transition to remote and hybrid learning initially destabilized
pedagogical routines; however, it also created conditions for experi-
mentation, innovation, and enhanced responsiveness to diverse learner
needs. Technology functioned simultaneously as an enabler of peda-
gogical flexibility and as a structural constraint, underscoring the impor-
tance of context-sensitive integration and attention to digital inequalities.
Professional growth emerged not solely as an individual endeavor but as
a relational and systemic process supported by peer collaboration, insti-
tutional structures, and reflective practice. Importantly, the data reaffirm
that relational and emotional dimensions of teaching remain founda-
tional and cannot be substituted by digital solutions.

From a theoretical perspective, the findings support a multidimen-
sional understanding of educational change in which technological inno-
vation, relational ethics, and professional autonomy interact dynamically.
Sustainable educational development therefore requires balancing digi-
tal transformation with human-centered pedagogies and collaborative
professional cultures.

Redefining success: Teacher growth, resilience, and meaning-making
Participants reconceptualized professional success beyond stan-

dardized performance indicators, emphasizing resilience, adaptability, re-
lational engagement, and collective responsibility. Their accounts align
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with scholarship highlighting the moral and social foundations of pro-
fessionalism (Biesta, 2015; Day, 2017; Noddings, 2012). Success was
framed as adaptive expertise and reflective capacity rather than solely
by measurable outcomes. This perspective challenges deficit-oriented
narratives of burnout and instead positions teachers as active agents of
renewal and innovation. At the school level, success was often described
as collective, grounded in collegiality and shared leadership (Madalińska-
-Michalak, 2024).

The pandemic acted as a catalyst for reclaiming a more authentic,
human-centered conception of professional achievement. Participants
emphasized adaptive expertise and reflective practice rather than con-
ventional performance indicators as central markers of success, as high-
lighted in such statements as the following:

• “The pandemic forced me to learn new technologies. I had to adapt
quickly, and this process changed the way I structure my lessons” (P01).

• “Remote teaching opened new horizons and pushed me to integrate
digital tools creatively with the curriculum” (P03).

Teachers emphasized sustaining meaningful connections with stu-
dents, maintaining engagement despite disruptions, and providing mu-
tual support through collaborative networks. This contrasts with narrow,
performance-based definitions and underscores the centrality of care,
adaptability, and professional agency in effective teaching. At the school
level, success often manifested collectively through collaboration among
teachers, mutual support networks, and leadership practices that en-
courage flexibility and shared responsibility (Madalińska-Michalak, 2024).

This redefinition also serves as a form of resistance against prevailing
burnout narratives. Teachers positioned themselves as active agents of 
innovation and renewal, emphasizing growth, creativity, and meaning-
making. These findings resonate with research demonstrating that pro-
fessional identities can evolve constructively during crises when supported
by collegial relationships, reflective practice, and school leadership (Day 
& Gurr, 2024).
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Balancing technology and human connection
Teachers developed digital competencies while emphasizing that

technology should complement, not replace, relational pedagogy. Con-
cerns regarding digital fatigue, equity of access, and ethical considera-
tions were evident. Maintaining empathy and personalized engagement
was seen as indispensable, particularly for younger learners and those
with complex socio-emotional needs.

Participants advocated for a balanced approach in which technol-
ogy enhances pedagogical flexibility without undermining relational
ethics. This aligns with research on digital pedagogy that promotes ethi-
cal, context-sensitive, and teacher-led technology integration in educa-
tion (Selwyn, 2016; Williamson et al., 2020).

Collaboration and professional support networks
Peer networks and collective reflection were identified as key re-

sources for enhancing resilience and innovation. Teachers emphasized
the need for systemic support structures, including ongoing professional
development, organizational conditions that encourage experimenta-
tion, and meaningful participation in policymaking.

These findings highlight the critical role of professional learning com-
munities and collegial networks in sustaining innovation and teacher
wellbeing, confirming previous research on teacher resilience and pro-
fessional growth (Day & Gu, 2014; Hargreaves & O’Connor, 2018). With-
out such support, sustaining the adaptability and relational practices
developed during the pandemic may be difficult.

Implications for policy and future educational practice
The findings suggest that post-pandemic educational policy should

extend beyond technocentric or performance-driven models. Broader
conceptions of educational success – encompassing wellbeing, relational
competence, and professional agency – are essential. Investments in dig-
ital infrastructure must be integrated with sustained professional learn-
ing, collaborative structures, and institutional recognition of teacher
expertise.
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By foregrounding teachers’ voices and autonomy, education systems
can sustain adaptive practices, foster innovation, and better prepare for fu-
ture disruptions. The pandemic demonstrates that lasting improvements
in education depend not only on technology or policy, but on nurturing
the human, relational, and reflective dimensions of teaching practice.

Study limitations

This study has several limitations that should be considered when
interpreting the findings. First, the qualitative narrative design prioritizes
depth of understanding over generalizability. The sample was small and
purposively selected, focusing on 11 teachers recognized for professional
excellence, which limits the results’ transferability to broader populations.
Second, the study is situated within the Polish educational context, and
although they are embedded in an international research initiative, the
findings primarily reflect local experiences and conditions. Comparative
perspectives across countries were beyond the scope of this analysis.
Third, due to space limitations, only selected themes could be presented
in depth, preventing a full exploration of all identified dimensions. Future
research could include larger and more diverse samples, cross-national
comparisons, and longitudinal designs to examine post-pandemic trans-
formations in teacher professionalism further.

Conclusions 

Teachers’ experiences during the COVID-19 pandemic point to a sub-
stantive transformation in professional roles and conceptions of success,
foregrounding resilience, adaptability, relational depth, and professional
agency as defining features of contemporary teaching. The crisis acceler-
ated technological integration while simultaneously exposing structural
inequalities and the limitations of narrowly technocentric approaches 
to reform.
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The findings indicate that sustainable educational development re-
quires more than investment in digital infrastructure. Rather, it depends
on equitable resource distribution, sustained and research-informed 
professional development, and organizational cultures that cultivate col-
laboration, reflective practice, and teacher autonomy. Professional learn-
ing should encompass not only digital competence but also leadership,
communication, and relational pedagogy as integral dimensions of fu-
ture-oriented professionalism. Recognizing teachers as agents of inno-
vation and meaning-making enables education systems to move toward
human-centered models of schooling capable of responding flexibly to
future disruptions.

Success in education can no longer be defined solely through tra-
ditional performance benchmarks but must also encompass the capac-
ity to adapt, connect, and generate meaning in conditions of uncertainty.
Institutionalizing this multidimensional understanding of professional
success is essential for nurturing resilient learning communities and ad-
vancing education systems that are both innovative and deeply humane.
By foregrounding relational, adaptive, and reflective capacities along-
side technological competence, schools can sustain meaningful profes-
sional growth and ethically grounded practice, thereby strengthening
the foundations of resilient education systems (Madalińska-Michalak 
& Flores, 2025).
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Abstract
Research objectives (aims) and problem(s): The article analyses the
transformation of teachers’ professional development from traditional
training models to contextual workplace learning. The aim is to develop
a theoretical model that conceptualises professional growth in the
work environment, distinguishes between traditional and emerging
paradigms, and identifies effective and sustainable learning conditions
at individual, group, and institutional levels. The study addresses key
problems: how these models differ, what conditions support sustain-
able development, and how contextual learning can be integrally un-
derstood.

Research methods: A narrative methodology is used to analyse sci-
entific literature. Using the snowball sampling technique and system-
atic selection criteria, both theoretical and empirical sources from ERIC,
Scopus, Web of Science, and Google Scholar databases are examined
to trace the transformation trajectories in professional development
practices.
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Process of argumentation: The study applies a comparative lens to analyse tra-
ditional and contextual learning models. It highlights conceptual shifts in learning
forms, content, methods, the participants’ role, and organisational context. A the-
oretical model is proposed that integrates the individual, social, and organisational
dimensions of learning. The model underlines the recursive nature of professional
development as an ongoing cycle of reflection, activity, and outcomes.

Research findings and their impact on the development of educational sci-
ences: The proposed model demonstrates that professional growth is dynamic,
systemic, and context-dependent. It emphasises the interaction between learn-
ing, practice, and result-orientation across all organisational levels. This per-
spective contributes to educational sciences by supporting a shift towards more
sustainable, practice-based professional development.

Conclusions and/or recommendations: Professional development should be
continuous, contextual, reflective, and cooperative. A move away from episodic,
standardised training towards integrated workplace learning is recommended.
Strengthening schools as learning organisations and fostering cultures that sup-
port teacher growth through reflective practice, learning communities, and sus-
tainable support systems should be prioritised.

Introduction

Rapid societal, technological, and cultural changes create an environ-
ment full of uncertainty and complex challenges. Information flows force
not only individuals but also the education system to adapt. In this context,
teachers have a dual responsibility: to be educators and constantly learning
professionals, able to reflect on their activities, change them, and respond
to changes in educational realities (Caena, 2011; Darling-Hammond et al.,
2017; Desimone et al., 2002; Garet et al., 2001; Porter et al., 2000).

Teachers’ professional development is a key factor in the quality of the
entire education system. Research highlights the limitations of one-off, pas-
sive learning events (Evans, 2008; Guskey, 2000; Illeris, 2003; Joyce & Show-
ers, 2002; Korthagen, 2004). Increasing attention is being paid to workplace
learning that is based on reflection, analysis of practical activities, and col-
legial cooperation in real educational situations (Bruce et al., 2010; Eraut,
2007; Hindin et al., 2007; Leu, 2004). 

The traditional model of professional development is based on the
view that teachers need to be provided with certain knowledge and skills,
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and the process itself is carried out in external seminars, where teachers
act as passive recipients of knowledge (Korthagen, 2001). In recent
decades, there has been a growing debate about the need to recognise
teachers as active learners who construct knowledge based on their own
experiences and interactions with colleagues (Clarke & Hollingsworth,
2002; Pylväs et al., 2022; Taylor, 2020).

Professional development is increasingly being replaced by personal
professional growth, the formation of professional identity, and the con-
cept of teacher effectiveness. Professionalism becomes inseparable from
personal values, self-esteem, and character traits, forming the basis for
pedagogical knowledge and skills (Evans, 2014; Korthagen & Vasalos,
2005). Despite apparent changes in the educational paradigm, many pro-
fessional development activities remain formal, episodic, and insuffi-
ciently impactful. 

Although the differences between traditional and contextual models
of professional development have already been highlighted in the scien-
tific literature (e.g., Darling-Hammond et al., 2017), most studies analyse
these differences at the level of programme design or effectiveness. Less
often, they are conceptualised as a fundamental shift in the concept of
professional learning: from a transmissive, episodic model of knowledge
transfer to contextual learning rooted in the workplace and supported 
at the organisational level.

Furthermore, although the conditions for effective professional
growth have been widely discussed (e.g., Avalos, 2011; Kyndt et al., 2016),
they are often examined in a fragmented manner, separately at the indi-
vidual, collegial, or institutional levels. Therefore, there remains a need
for a theoretical synthesis that allows these levels to be integrated into 
a coherent structure and reveals their interaction as a dynamic, recursive
process. This article aims to contribute precisely through such a concep-
tual integration.

While the contribution of this study is primarily conceptual and in-
cremental, it also significantly extends existing research in several key
ways. First, it reconceptualises the divide between traditional and contex-
tual professional development models not merely as differences in form
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or effectiveness, but as fundamentally distinct paradigms rooted in unique
epistemological and organisational assumptions. Second, it unifies previ-
ously fragmented perspectives on professional learning conditions by 
systematically connecting individual, collegial, and institutional levels into 
a cohesive and interdependent framework. Third, the proposed theoreti-
cal model advances prior approaches by explicitly highlighting the recur-
sive and dynamic interplay between learning, practice, and outcomes
within workplace contexts. Through this, the study offers a more com-
prehensive understanding of teachers’ professional growth and provides
a robust conceptual foundation for both future research and practical im-
plementation.

Research questions:
1. What are the key differences between traditional and contextual

models of teachers’ professional development?
2. What conditions lead to effective and sustainable professional

growth through workplace learning at the individual, group, and in-
stitutional levels?

3. Based on the scientific literature analysis, how can a theoretical
model of contextual workplace learning that reveals the integrity of
professional development processes be developed?

Aim: To develop a theoretical model conceptualising teachers’ pro-
fessional growth based on contextual workplace learning, comparing 
traditional and contextual models of professional development, and iden-
tifying effective and sustainable conditions for workplace learning at 
individual, group, and institutional levels.

Methodology

This study uses a narrative literature analysis methodology, which al-
lows for a conceptual examination of the transformation of teachers’ pro-
fessional development from a traditional model to a contextual workplace
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learning model. Narrative analysis is flexible and suitable for studying 
interdisciplinary phenomena when the literature is fragmented or pre-
sented in different contexts (Hammersley, 2001; Snyder, 2019). 

The literature analysis began with theoretical sources, which formed
the basis for further thematic expansion. The following international data-
bases were used for data searches: ERIC, Scopus, Web of Science, and
Google Scholar. To ensure consistency and transparency in the selection,
the following criteria were applied: (1) publication period is from 2000 to
2024, (2) the language is English, (3) texts are theoretical or empirical,
clearly related to teachers’ professional development, and (4) publications
are peer-reviewed. The exclusion criteria were as follows: articles limited
to the technical implementation of tools without a learning dimension;
studies that address topics unrelated to professional development; or
studies that only describe the infrastructure of formal education with-
out analysing teacher learning processes (Tranfield et al., 2003). Con-
ceptual analysis was carried out to identify recurring motifs, theoretical
tensions, contradictions, and connections between changes in profes-
sional development models and broader educational transformations. 

Traditional model versus new paradigm of professional devel-
opment

For a long time, the traditional model of professional development
was based on the top-down principle: training courses were initiated by
external institutions or experts in line with national education priorities.
They were organised as episodic events where teachers acted as passive
recipients of knowledge (Evans, 2008; Guskey, 2000; Illeris, 2003).

Previous studies have already described the differences between
transmissive and cooperative professional development (Darling-Ham-
mond et al., 2017); however, they are usually presented as comparisons
of different practical forms or indicators of effectiveness. In this article,
the contrast between the models is interpreted more broadly as differ-
ent epistemological and organisational premises about what professional
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learning is, the role of teacher agency in it, and how professional growth
is related to institutional culture. This perspective allows traditional and
contextual models to be treated not only as alternative forms but also as
different paradigms of professional development.

There is an increasing focus on professional development based 
on teacher engagement, motivation, and collegiality. Effective forms in-
clude reflection, cooperation, and continuity; however, standardised 
programmes often limit self-expression and do not help develop profes-
sional identity (Boyle et al., 2005; Leu, 2004). The problem is exacerbated
when training is not conducted in the classroom but in seminar rooms,
led by experts who lack a contextual understanding of the specific school
(Clarke & Hollingsworth, 2002; Bruce et al., 2010). Many teachers still pre-
fer these forms for their simplicity or out of habit (Darling-Hammond 
et al., 2009). Only models in which teachers become active participants,
taking part in dialogue and making decisions about their own develop-
ment, provide real benefits.

Critical professional development offers an alternative, emphasising
co-creation, reflection, and teacher agency. This model is based on
teacher autonomy and meaningful engagement with the organisational
culture and requires changes in both the content and the organisation of
learning (Kohli et al., 2015). The main differences between the paradigms
are highlighted by comparing their performance indicators (see Figure 1),
drawing not only on critical professional development but also on
broader theoretical and empirical frameworks of teachers’ professional
learning that emphasise shifts from transmissive to contextual, collabo-
rative, and practice-based models (Clarke & Hollingsworth, 2002; Darling-
-Hammond et al., 2017; Desimone, 2009; Opfer & Pedder, 2011).

Sustainable professional development must take place consistently
and with a long-term perspective (Borko et al., 2010; Feiman-Nemser, 2001).
It is based not only on new knowledge but also on the transformation of at-
titudes, beliefs, and emotional responses. Reflection, cooperation, and prac-
tice exploration are key elements through which teachers not only learn
but also create knowledge (Borko et al., 2010; Darling-Hammond & Richard-
son, 2009). Modern learning models increasingly relyon constructivist
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Figure 1. Comparison of traditional and new 

professional development paradigms
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and situational approaches that emphasise the active, dynamic, and so-
cial nature of learning (Eraut, 2007).

Quality professional development is characterised by a clear focus
on improving student learning, time for reflection, analysis of practice,
support from colleagues, and cooperation with external experts (Darling-
Hammond & Richardson, 2009; Guskey & Yoon, 2009). This is supported
by organisations that enable non-formal learning and gradually build a
culture that promotes professional growth (Malcolm et al., 2003; Tan-
nenbaum et al., 2009). Conscious self-assessment and the ability to adapt
one’s behaviour based on insights into personal abilities and career goals
become especially important (Van der Heijden et al., 2009).

To achieve sustainable professional growth, it is important to inte-
grate various forms of learning (formal, non-formal, and informal) that re-
inforce each other and enable meaningful change. Smith and Gillespie
(2007) emphasise that teachers’ professional progress is most accelerated
by combining formal training with workplace-integrated development,
where knowledge is applied in real practice and reflected on in co-cre-
ation with colleagues. The contextual workplace learning conditions that
lead to the successful implementation of such a model are explored in
the next section.

Characteristics and conditions of contextual workplace learning

Professional development is continuous and embedded in daily 
activities that strongly depend on the social environment, cooperation,
and reflection (Hindin et al., 2007). A school culture focused on learning
can significantly enhance teachers’ professional growth (Postholm, 2012).
Development is not only an externally provided, formal activity, but also
an internal practice integrated with the work process and focused on 
real educational challenges (Smith & Gillespie, 2007; Darling-Hammond 
et al., 2017). 

Although the literature identifies the main factors of workplace learn-
ing as cooperation, reflection, and non-formal learning (Kyndt et al., 2016),
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they are often analysed as separate variables. This analysis interprets
them systematically, revealing how individual teacher activity, forms of
collegial interaction, and organisational structure constitute an interde-
pendent learning ecosystem. Thus, professional growth is understood
not as the sum of individual factors, but as a contextually conditioned
and constantly renewing system.

Teachers know best what content issues are relevant to their practice.
Therefore, their active participation in professional learning processes is es-
sential (Borko et al., 2010). Today, the quality of teachers is linked to the
overall quality of education (Leu, 2004), and their learning should be fo-
cused on an active, problem-based, and research-based process. Non-for-
mal workplace learning is considered an important tool for teachers’
professional development. A learning culture in an organisation requires
conditions that encourage exploration, openness, and feedback (Sessa 
& London, 2015). Managers should ensure not only formal training op-
portunities but also space for informal cooperation, daily knowledge 
exchange, and processes of learning from experience (Noe et al., 2010;
Taris et al., 2003).

There is a special focus on cooperative professional learning com-
munities that respond to the needs of schools and teachers more than 
external experts (Harris & Jones, 2017; Thompson et al., 2004). Effective
communities have a positive impact on both teacher performance and
student achievement (Stoll et al., 2006; Vescio et al., 2008). Learning ac-
tivities are divided into individual (e.g., reflection, independent searches
for information) and cooperative (e.g., sharing experiences, participation
in collective research) (Kyndt et al., 2016). For effective contextual work-
place learning, it is necessary to create conditions that promote profes-
sional growth at all levels: individual, group, and organisational. According
to previous research, professional growth depends not only on personal
traits but also on the social and institutional context (Pylväs et al., 2022).
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Figure 2. Conditions for contextual workplace learning

The analysis of scientific sources made it possible to distinguish the
conditions for contextual workplace learning at the teacher, group, and
school levels. The teacher level is associated with internal motivation and
active involvement in the processes of reflection, research, and self-analy-
sis. The group level highlights the importance of collegiality. Effective
learning is promoted through cooperation, where mutual trust, open-
ness, and shared responsibility for improvement are important. Sharing
experiences, discussions, and deepening pedagogical knowledge help
form common learning attitudes, promote the search for innovative so-
lutions, and improve professional competence. The school level empha-
sises the importance of institutional and systemic support. Professional
learning communities, a strong culture of cooperation, and the develop-
ment of non-formal learning opportunities create the prerequisites for
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continuous change and the improvement of the quality of education.
Managers’ leadership becomes a key factor in creating structures that
support learning, promote autonomy, and ensure continuity. The in-
volvement of external experts is also important when done purposefully,
adapting content to the real needs of the school.

All these conditions make it possible to construct an environment
where professional development is not episodic or formal but becomes
an organic part of everyday school activities. The school community can
independently develop practices that integrate individual and collective
development, thus ensuring long-term benefits for both teachers and
students.

Theoretical model of professional growth through workplace
learning

Contextual learning is defined as continuous professional develop-
ment that takes place in the work environment and is strongly linked to
the development of the human resources of the organisation (Collin et al.,
2012). It requires not only individual motivation but also a supportive sys-
tem created by the organisation, because efforts on one side alone do
not allow for significant results. Based on an analysis of professional de-
velopment models (Clarke & Hollingsworth, 2002; Desimone, 2009; Evans,
2014; Opfer & Pedder, 2011), Figure 3 presents a model that summarises
the insights from the previous subsections and reveals the structure of
professional growth that occurs through workplace learning.
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Figure 3. Theoretical model of professional development and growth

through workplace learning

The model highlights two main directions of teachers’ professional
growth – individual learning and social learning – which are understood
as the key dimensions of professional development that organise the en-
tire learning process (Opfer & Pedder, 2011). Individual learning involves
reflection and conscious acting, which are activators of change (Clarke 
& Hollingsworth, 2002). Social learning is based on sharing, observation,
and discussions. Both of these aspects are strengthened through coop-
eration with colleagues in which teachers can test new methods, plan
joint activities, observe each other’s work, share experiences, and discuss
effective pedagogy (Pylväs et al., 2022). The third level, the institutional
(organisational) dimension, covers the whole system: both individual 
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factors (teachers’ experiences, values, personal qualities) and organisa-
tional aspects (structure and culture of the educational institution). The
model emphasises that professional growth is inseparable from learning
in a real work environment (Pylväs et al., 2022).

At the centre is a constantly recurring and dynamic combination of
three activities: learning, practical activity, and results. Teachers learn in
various ways: they acquire and create new knowledge, which they apply
in practice through theory, experimentation, reflection, and adjusting ac-
tivities. At the social level, this interaction unfolds through collegial sharing,
observation, and discussions, and at the individual level, it unfolds through
personal reflection and conscious acting (Clarke & Hollingsworth, 2002).

The results can be understood in two ways: as changes in teachers, i.e.,
the transformation of knowledge, attitudes, and meanings, and as progress
in student learning. Although many authors (e.g., Clarke & Hollingsworth,
2002; Desimone, 2009; Guskey, 2002) emphasise the link between teacher
development and student achievement, Evans (2014) argues that student
achievement should not be seen as an integral part of professional devel-
opment. The model’s structure is non-linear; it emphasises the dynamics
and recursiveness of professional growth. According to Opfer and Pedder
(2011), professional learning is shaped through the relationships between
three interacting systems: teacher, school, and learning activity. 

The model emphasises that learning must be cooperative, active, pur-
poseful, contextual, and continuous (Desimone, 2009). Social learning is in-
fluenced by organisational and cultural factors: structure, communication,
and responsibility sharing. Opfer and Pedder (2011) distinguish a sup-
portive learning environment, self-assessment, value-based discussions,
and knowledge management as conditions that support both individual
and collective development.

Individual professional development is also emphasised in other
models: Clarke and Hollingsworth (2002) refer to the ‘personal world’,
Opfer and Pedder (2011) single out the individual teacher as one of the
parts of a recursive system, and Evans (2014) emphasises micro-level ex-
perience in consciousness. Guskey (1986) argues that consistent changes
in attitude are necessary for effective improvement, and Evans (2008)
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elaborated on the domains of behavioural, attitudinal, and intellectual
change that enhance professionalism.

The model treats workplace learning as a continuous process based
on practice, reflection, and the pursuit of results. This process becomes ef-
fective when it is supported by school heads, creating an environment
conducive to learning, promoting professional growth, and enhancing
organisational progress. A reflective school culture, grounded in contin-
uous reflection and mutual support, becomes a key condition for high
professional quality within a community.

Conclusions

The traditional model of teachers’ professional development is based
on pre-set, episodic events organised by external institutions. Teachers
act as passive recipients of knowledge, and learning is often disconnected
from everyday school practice. The content is often generic, standardised,
and rarely responds to real teaching challenges or teachers’ professional
needs. In contrast, the contextual model is engaging, continuous, and
based on cooperation with colleagues, reflection, and analysis of real work
situations. This paradigm sees teachers as active participants who learn in
the workplace through practices that they can directly apply and improve.

At the individual level, professional growth depends on teachers’ 
intrinsic motivation, reflective skills, willingness to learn, and experi-
mentation with practice. At the group level, collegial cooperation, trust
between teachers, sharing experiences, and finding common solutions
are the most important. At the institutional level, leadership is necessary
to ensure not only formal training opportunities but also a learning cul-
ture that encourages reflection, creativity, and continuous performance
analysis. Schools that integrate formal and non-formal learning create 
a sustainable context for professional growth, where professional devel-
opment becomes a natural part of everyday activities.

The model shows that professional development is a complex, re-
cursive process consisting of individual and social learning directions and
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organisational context. Three main activities can be distinguished: learn-
ing, practical activities, and the pursuit of results. These constantly inter-
act to encourage reflection and application in practice, generate
knowledge, and improve teaching quality. Professional growth only oc-
curs when teachers reflect on their practice, collaborate with colleagues,
and have a supportive organisational context. 

The model conceptualises professional growth as a recursive process
in which individual learning, social interaction, and organisational context
function as interrelated parts of a system. This makes it possible to go 
beyond descriptive comparisons of models and justify a paradigm shift 
towards contextual workplace learning. The model can be applied in prac-
tice as an analytical and planning tool for school leaders, education poli-
cymakers, and teacher trainers seeking to develop sustainable, systematic,
and context-sensitive professional development strategies. It will also help
stakeholders evaluate professional growth initiatives in a structured way,
identify interactions between different levels, and strengthen schools as
learning organisations.

Funding: This research received no external funding.

Conflict of interest: The authors declare that there is no conflict of interest.

45Natalija Kaunickienė, Remigijus Bubnys, Daniel Andronache
Transforming teachers’ professional development: 

From the traditional model to contextual workplace learning
(pp. 31–49) 

e- ISSN
 2543-8409



References
Avalos, B. (2011). Teacher professional development in teaching and teacher 

education over ten years. Teaching and Teacher Education, 27(1), 10–20.
https://doi.org/10.1016/j.tate.2010.08.007

Borko, H., Jacobs, J., & Koellner, K. (2010). Contemporary approaches to teacher
professional development. In P. Peterson, E. Baker, & B. McGaw (Eds.), Inter-
national encyclopedia of education (pp. 548–556). Elsevier.
https://doi.org/10.1016/B978-0-08-044894-7.00654-0

Boyle, B., Lamprianou, I., & Boyle, T. (2005). A longitudinal study of teacher change:
What makes professional development effective? Curriculum Journal, 16(1),
55–68.
https://doi.org/10.1080/09243450500114819

Bruce, C. D., Esmonde, I., Ross, J., Dookie, L., & Beatty, R. (2010). The effects of sus-
tained classroom-embedded teacher professional learning on teacher effi-
cacy and related student achievement. Teaching and Teacher Education,
26(8), 1598–1608.
https://doi.org/10.1016/j.tate.2010.06.011

Caena, F. (2011). Literature review: Quality in teachers’ continuing professional de-
velopment. European Commission Directorate-General for Education and
Culture.

Clarke, D., & Hollingsworth, H. (2002). Elaborating a model of teacher professional
growth. Teaching and Teacher Education, 18(8), 947–967.
https://doi.org/10.1016/S0742-051X(02)00053-7

Collin, K., Van der Heijden, B., & Lewis, P. (2012). Continuing professional devel-
opment. International Journal of Training and Development, 16(3), 155–163.
https://doi.org/10.1111/j.1468-2419.2012.00410.x

Darling-Hammond, L., Hyler, M. E., & Gardner, M. (2017). Effective teacher profes-
sional development. Learning Policy Institute.

Darling-Hammond, L., & Richardson, N. (2009). Research review/teacher learning:
What matters. Educational Leadership, 66(5), 46–53. 

Desimone, L. M., Porter, A. C., Garet, M. S., Yoon, K. S., & Birman, B. F. (2002). Effects of
professional development on teachers’ instruction: Results from a three-year
longitudinal study. Educational Evaluation and Policy Analysis, 24(2), 81–112. 
https://doi.org/10.3102/01623737024002081

Desimone, L. M. (2009). Improving impact studies of teachers’ professional devel-
opment: Toward better conceptualizations and measures. Educational Re-
searcher, 38(3), 181–199. 
https://doi.org/10.3102/0013189X08331140

Eraut, M. (2007). Learning from other people in the workplace. Oxford Review of
Education, 33(4), 403–422. 
https://doi.org/10.1080/03054980701425706

46 Natalija Kaunickienė, Remigijus Bubnys, Daniel Andronache
Transforming teachers’ professional development: 
From the traditional model to contextual workplace learning
(pp. 31–49) 

e-
 IS

SN
 2

54
3-

84
09



Evans, L. (2008). Professionalism, professionality and the development of educa-
tion professionals. British Journal of Educational Studies, 56(1), 20–38.
https://doi.org/10.1111/j.1467-8527.2007.00392.x

Evans, L. (2014). Leadership for professional development and learning: Enhanc-
ing our understanding of how teachers develop. Cambridge Journal of Edu-
cation, 44(2), 179–198. 
https://doi.org/10.1080/0305764X.2013.860083

Feiman-Nemser, S. (2001). From preparation to practice: Designing a continuum
to strengthen and sustain teaching. Teachers College Record, 103(6),
1013–1055. https://doi.org/10.58295/2375-3668.1237

Garet, M. S., Porter, A. C., Desimone, L., Birman, B. F., & Yoon, K. S. (2001). What
makes professional development effective? Results from a national sample
of teachers. American Educational Research Journal, 38(4), 915–945.
https://doi.org/10.3102/00028312038004915

Guskey, T. R. (1986). Staff development and the process of teacher change. Educa-
tional Researcher, 15(5), 5–12. 
https://doi.org/10.3102/0013189X015005005

Guskey, T. R. (2000). Evaluating professional development. Corwin Press.

Guskey, T. R. (2002). Professional development and teacher change. Teachers and
Teaching, 8(3), 381–391. 
https://doi.org/10.1080/135406002100000512

Guskey, T. R., & Yoon, K. S. (2009). What works in professional development? Phi
Delta Kappan, 90(7), 495–500. 
https://doi.org/10.1177/003172170909000709

Hammersley, M. (2001). On ‘systematic’ reviews of research literatures: A ‘narra-
tive’ response to Evans and Benefield. British Educational Research Journal,
27(5), 543–554. 
https://doi.org/10.1080/01411920120095726

Harris, A., & Jones, M. S. (2017). Professional learning communities: A strategy for
school and system improvement? Wales Journal of Education, 19(1). Advance
online publication. 
https://doi.org/10.1177/1365480210376487

Hindin, A., Morocco, C. C., Mott, E. A., & Aguilar, C. M. (2007). More than just a group:
Teacher collaboration and learning in the workplace. Teachers and Teaching:
Theory and Practice, 13(4), 349–376.
https://doi.org/10.1080/13540600701391911

Illeris, K. (2003). Towards a contemporary and comprehensive theory of learning.
International Journal of Lifelong Education, 22(4), 396–406.
https://doi.org/10.1080/02601370304837

Joyce, B., & Showers, B. (2002). Student achievement through staff development
(3rd ed.). Association for Supervision & Curriculum Development.

47Natalija Kaunickienė, Remigijus Bubnys, Daniel Andronache
Transforming teachers’ professional development: 

From the traditional model to contextual workplace learning
(pp. 31–49) 

e- ISSN
 2543-8409



Kohli, R., Picower, B., Martinez, A., & Ortiz, N. A. (2015). Critical professional devel-
opment: Centering the social justice needs of teachers. The International Jour-
nal of Critical Pedagogy, 6(2), 7–24.
https://janeway.uncpress.org/ijcp/article/id/730/

Korthagen, F. A. J. (2001). A reflection on reflection. In F. A. J. Korthagen, J. Kessels,
B. Koster, B. Lagerwerf, & T. Wubbels, Linking practice and theory: The peda-
gogy of realistic teacher education (pp. 67–84). Routledge.

Korthagen, F. A. J. (2004). In search of the essence of a good teacher: Towards 
a more holistic approach in teacher education. Teaching and Teacher Edu-
cation, 20(1), 77–97.
https://doi.org/10.1016/j.tate.2003.10.002

Korthagen, F., & Vasalos, A. (2005). Levels in reflection: core reflection as a means
to enhance professional growth. Teachers and Teaching, 11(1), 47–71.
https://doi.org/10.1080/1354060042000337093

Kyndt, E., Gijbels, D., Grosemans, I., & Donche, V. (2016). Teachers’ everyday pro-
fessional development: Mapping informal learning activities, antecedents,
and learning outcomes. Review of Educational Research, 86(4), 1111–1150.
https://doi.org/10.3102/0034654315627864

Leu, E. (2004). The patterns and purposes of school-based and cluster teacher pro-
fessional development programs (EQUIP1 Working Paper No. 2). USAID. 

Malcolm, J., Hodkinson, P., & Colley, H. (2003). The interrelationships between in-
formal and formal learning. Journal of Workplace Learning, 15(7/8), 313–318.
https://doi.org/10.1108/13665620310504783

Noe, R. A., Tews, M. J., & McConnell Dachner, A. (2010). Learner engagement: 
A new perspective for enhancing our understanding of learner motivation
and workplace learning. The Academy of Management Annals, 4(1), 279–315.
https://doi.org/10.1080/19416520.2010.493286

Opfer, V. D., & Pedder, D. (2011). Conceptualizing teacher professional learning.
Review of Educational Research, 81(3), 376–407.
https://doi.org/10.3102/0034654311413609

Porter, A. C., Garet, M. S., Desimone, L., Yoon, K. S., & Birman, B. F. (2000). Does pro-
fessional development change teaching practice? Results from a three-year study.
https://eric.ed.gov/?id=ED455227

Postholm, M. B. (2012). Teachers’ professional development: A theoretical review.
Educational Research, 54(4), 405–429.
https://doi.org/10.1080/00131881.2012.734725

Pylväs, L., Li, J., & Nokelainen, P. (2022). Professional growth and workplace learn-
ing. In: C. Harteis, D. Gijbels, & E. Kyndt (Eds.), Research approaches on work-
place learning: Insights from a growing field (pp. 137–155) (Professional and
Practice-based Learning 31). Springer. 
https://doi.org/10.1007/978-3-030-89582-2_6

48 Natalija Kaunickienė, Remigijus Bubnys, Daniel Andronache
Transforming teachers’ professional development: 
From the traditional model to contextual workplace learning
(pp. 31–49) 

e-
 IS

SN
 2

54
3-

84
09



Sessa, V. I., & London, M. (2015). Continuous learning in organizations: Individual,
group, and organizational perspectives. Psychology Press.

Smith, C., & Gillespie, M. (2007). Research on professional development and
teacher change: Implications for adult basic education. Review of Adult Learn-
ing and Literacy, 7(7), 205–244.
https://doi.org/10.4324/9781003417996

Snyder, H. (2019). Literature review as a research methodology: An overview and
guidelines. Journal of Business Research, 104, 333–339.
https://doi.org/10.1016/j.jbusres.2019.07.039

Stoll, L., Bolam, R., McMahon, A., Wallace, M., & Thomas, S. (2006). Professional
learning communities: A review of the literature. Journal of Educational
Change, 7(4), 221–258.
https://doi.org/10.1007/s10833-006-0001-8

Tannenbaum, S. I., Beard, R. L., McNall, L. A., & Salas, E. (2009). Informal learning
and development in organizations. In S. W. J. Kozlowski & E. Salas (Eds.), Learn-
ing, training, and development in organizations (pp. 323–351). Routledge.

Taris, T. W., Kompier, M. A., De Lange, A. H., Schaufeli, W. B., & Schreurs, P. J. (2003).
Learning new behaviour patterns: A longitudinal test of Karasek’s active
learning hypothesis among Dutch teachers. Work & Stress, 17(1), 1–20.
https://doi.org/10.1080/0267837031000108149

Taylor, P. (2020). The complexity of teacher professional growth – unravelling
threads of purpose, opportunity and response. Professional Development in
Education, 49(1), 16–29.
https://doi.org/10.1080/19415257.2020.1747106

Thompson, S. C., Gregg, L., & Niska, J. M. (2004). Professional learning communi-
ties, leadership, and student learning. RMLE Online, 28(1), 1–15.
https://files.eric.ed.gov/fulltext/EJ807417.pdf

Tranfield, D., Denyer, D., & Smart, P. (2003). Towards a methodology for develop-
ing evidence-informed management knowledge by means of systematic
review. British Journal of Management, 14(3), 207–222.
http://dx.doi.org/10.1111/1467-8551.00375

Van Der Heijden, B., Boon, J., Van der Klink, M., & Meijs, E. (2009). Employability en-
hancement through formal and informal learning: An empirical study
among Dutch non-academic university staff members. International Jour-
nal of Training and Development, 13(1), 19–37.
https://doi.org/10.1111/j.1468-2419.2008.00313.x

Vescio, V., Ross, D., & Adams, A. (2008). A review of research on the impact of pro-
fessional learning communities on teaching practice and student learning.
Teaching and Teacher Education, 24(1), 80–91.
https://doi.org/10.1016/j.tate.2007.01.004

49Natalija Kaunickienė, Remigijus Bubnys, Daniel Andronache
Transforming teachers’ professional development: 

From the traditional model to contextual workplace learning
(pp. 31–49) 

e- ISSN
 2543-8409





Abstract 
Research aims and problems: The study examines how such variables
as length of service, level of professional advancement, the annual
number of training courses, and the number of subjects taught relate
to the psychological flexibility and resilience of the studied teachers.
Both constructs are associated with coping strategies for dealing with
hardship and for realizing professed values in the face of obstacles.

Research methods: The study uses the Polish adaptation of the AAQ-II
questionnaire to measure the psychological flexibility index and the
KOP-26 questionnaire to determine the residual index and its sub-
components. Work-related variables and sociodemographic data were
measured with a questionnaire of our own design. The group of sub-
jects consisted of 87 male and female elementary school teachers from
the city and municipality of Swarzedz.

Process of argumentation: The paper analyzes psychological flexibility,
as defined by the acceptance and commitment therapy (ACT) theory,
and resilience. A review of previous research reports on the relevance
of these variables to the teaching profession is also presented. The
adopted methodology and the obtained results are described and dis-
cussed, and finally, the conclusions are presented. 

Research findings and their impact on the development of edu-
cational studies: Statistically significant correlations were observed
between the number of subjects taught and respondents’ scores on 
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the family relations and personal competence scales. In addition, there were no
correlations between indicators of resilience and psychological flexibility and
such variables as length of service, level of professional advancement, or the an-
nual number of training courses. 

Conclusions and recommendations: The results indicate that the existing edu-
cational offer for teachers may be weak in fostering stress management compe-
tencies and personal growth. There is a need to expand this offer to include items
from the indicated area. 

Introduction

The role of the education system in Western cultural societies is un-
doubtedly not to be underestimated, regardless of individual assessments
relating to its functioning (Feinberg & Soltis, 2004). In a world of change
and widespread globalization, discernible in almost all spheres of human
life, the pace of transformation and accompanying processes in the inter-
personal sphere is becoming increasingly challenging (Leppert, 2009). This
reality, as it were, forces education workers to constantly improve their
competence. Education is also a profession that requires continuous train-
ing (Day, 2002). At the same time, both in Poland and around the world, 
education is marked by numerous physical, organizational, social, and
emotional burdens (Pyżalski, 2010), and those who perform it are at risk 
of occupational burnout (e.g., Kocór, 2019). 

This article addresses two theoretical constructs related to an indi-
vidual’s health and development in the face of adversity: psychological
flexibility and resilience. This area of teacher education seems to be very
important in the context of multiple didactic and educational para-
digms (Klus-Stańska, 2018). Furthermore, developing teachers’ personal
resources can become crucial in the world of change (Bauman, 2007). The
former variable derives from the acceptance and commitment therapy
(ACT) theory (Harris, 2019), which describes psychological flexibility
within the hexaflex model. It consists of six elements: cognitive defusion,
attentiveness, self-as-context, acceptance (also known as readiness), com-
mitted action, and values. The construct is monistic and describes both
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the mechanism of health and pathology (Hayes et al., 2013). A person who
maintains well-being and the potential for development is someone who
has a structured value system that they actively pursue. Their actions are
subject to modification based on their awareness of which adversities as-
sociated with the pursuit of set goals they are willing to accept. They per-
ceive their own person as an observer of their own experience rather than
as a set of descriptive qualities. For them, thoughts and emotions are cre-
ations of the mind rather than objective clues about reality and oneself.
At the same time, one can consciously notice one’s own experience in
the “here and now” mode (Harris, 2019; Hayes et al., 2013). In light of this
view, psychopathology grows out of a strong focus of one’s actions being
on avoiding unpleasant experiences (which are inevitable in human ex-
istence). Humans overlook the pursuit of their own values, and their lives
are marked by an escape from their experiences. 

As an area of research in a group of teachers, psychological flexibil-
ity is an unexplored topic in Polish literature. However, Guzy (2021) found
a positive correlation between the magnitude of the cognitive fusion
index in surveyed speech therapists and the presence of symptoms of
professional burnout. This topic is also poorly researched in foreign liter-
ature, but there are isolated studies that address it. For instance, a study
conducted in Ghana (Dramanu et al., 2020) found that psychological flex-
ibility may be a predictor of greater teacher engagement. An American
study (Biglan et al., 2013) revealed that participation in workshops on de-
veloping psychological flexibility was associated with reduced tension
and correlated with an increase in feelings of efficacy. Another study of 
a group of educational consultants found that a higher score on a scale
measuring the variable in question was associated with lower levels of
professional burnout, lower emotional burnout, reduced depersonaliza-
tion, and higher achievement rates (Pfeiffer, 2023). It is also worth noting
at this point that the psychological flexibility component of mindfulness
can have a positive impact on students, but this can only be imparted 
by teachers who practice it themselves (Klon & Waszynska, 2020). Staff
development in the aforementioned area is, therefore, not without im-
pact on the students. 
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Mental resilience is often understood as a mechanism that describes
how risk and protective factors present in a person’s life project onto their
well-being and functioning (Junik, 2011). It is also sometimes referred to
as a “vaccine” for difficult events (Reich et al. 2010). According to Gąsior,
Chodkiewicz, and Cechowski (2016), there are three key areas of life re-
lated to an individual’s mental resilience: family relations, social compe-
tence, and personal competence. Resilience in the teaching profession 
is somewhat better described in both Polish and foreign literature, al-
though it is still insufficiently recognized. Based on the results from Pol-
ish researchers, it can be concluded that there is a positive correlation
between mental resilience and the subjects’ creative attitude (Róż, 2013),
level of satisfaction, and secure attachment style (Jabłońska, 2018). A neg-
ative correlation was found in the context of perceived stress levels
(Glanowska, 2020) and the risk index for burnout (Załęska, 2020). Stru-
tyńska (2022), on the other hand, noted only a partial effect of resilience
on the level of fatigue experienced by the surveyed teachers. Foreign re-
ports, however, observe positive correlations between the resilience
index and such factors as good relationships in the workplace (Gu, 2014;
Gu & Day, 2013), demonstrations of teachers’ reflexivity and problem-solv-
ing skills (Leroux & Théorét, 2014), their ability to take advantage of op-
portunities that arise (Gu & Day, 2007), higher stress coping competencies
and avoidance of aggravating situations (Richards et al., 2016), positive 
involvement in school activities (Polat & İskender, 2018), and a lower de-
clared desire to leave the profession (Arnup & Bowles, 2016). However, 
inverse correlations were found with the subjects’ level of professional
burnout (Polat & İskender, 2018; de Vera Garcia & Gambarte, 2019). 

To date, none of the variables specified in this study (level of profes-
sional advancement, length of service, annual number of training courses,
and number of subjects taught) has been juxtaposed with an indicator of
mental resilience or psychological flexibility either in Polish or in foreign
research. In this respect, the results presented here are novel and fills 
a gap in the research literature. 
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Materials and methods

The Ethics Committee of the Faculty of Educational Studies at Adam
Mickiewicz University in Poznan approved the research activities. The
data collection procedure took place between June and September 2022
among subject teachers in grades 4–6 in elementary schools in the city
and municipality of Swarzędz. Of the 10 elementary schools, six agreed
to cooperate. A battery of questionnaires was posted on the Qualtrics
platform, and audiovisual material was sent to the cooperating schools
that included information about the research being conducted. Two head
teachers decided to limit their activities to providing teachers with an in-
structional video and a link to the questionnaires. In the other four
schools, the researcher had the opportunity to meet teachers in person
during school board meetings and provide them with information about
the research activities on site. 

The KOP-26 questionnaire was used with the authors’ permission to
collect data on resilience (Gąsior et al., 2016). Psychological flexibility, on
the other hand, was measured using the Polish version of the Acceptance
and Action Questionnaire (AAQ-II) (Kleszcz et al. 2018). Data on the sur-
veyed teachers’ sociodemographic and work-related characteristics were
collected using a questionnaire of our own design. It included questions
on respondents’ age and gender, length of service, level of career ad-
vancement, the average annual number of training courses they attend,
and the number of subjects they teach.

Characteristics of the studied group

After removing incomplete responses (incomplete mean one or more
than one unfilled questionnaire), the research sample totaled 87 partici-
pants. Table 1 provides detailed information about the study group’s so-
ciodemographic characteristics. 
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Tab. 1. Sociodemographic data of the studied group

As shown in Table 1, the vast majority of those surveyed were
women (88.51%), with an average age of 36–55 (80.46%). This statistic is
similar to national data (Budzińska et al., 2021). The average length of
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Age

25–35 11,49% 10 respondents

36–55 80,46% 70 respondents

56–60 3,45% 3 respondents

Above 60 2,30% 2 respondents

No response 2,30% 2 respondents

Gender

Male 8,05% 7 respondents

Female 88,51% 77 respondents

I identify myself otherwise 0% 0 respondents

I don’t want to answer this question 1,14% 1 respondent

No response 2,30% 2 respondents

Length of service 2–43 years Mean: 18,6 

Number of training courses
undertaken per year 1–40 Mean: 6,1

Level of career 
advancement

Trainee teacher 3.45% 3 respondents

Contract teacher 19.54% 17 respondents

Nominated teacher 35.63% 31 respondents

Certified teacher 37.93% 33 respondents

No response 3.45% 3 respondents

Number of 
subjects taught

No response 13,79% 12 respondents

1 subject 62,07% 54 respondents

2 subjects 21,84% 19 respondents

3 subjects 2,3% 2 respondents



service in the sample was 18.6 years, and the average number of training
courses attended annually by those surveyed was 6.1. The smallest group
(3.45%) were trainee teachers, whereas 19.54% declared their level of ca-
reer advancement as contract teacher. Nominated teachers accounted
for 35.63% of respondents, and certified teachers for 37.93%.

Results

Table 2 presents the overall results for the research sample relating
to mental resilience and psychological flexibility.

Table 2. Mean values and standard deviations for the total sample 

The analyses were carried out using the “Psychometric helper” (pro-
vided by the creators of the Polish adaptation of the AAQ-II for convert-
ing raw scores into standard ten [sten] scores), Microsoft Excel, and 
PS IMAGO PRO. Comparing the results with the norms provided by the 
authors of the KOP-26 and AAQ-II questionnaires, the data indicate that
the results in Table 2 fall within the average range. For the “Psychometric
helper” tool, the average results are in the following ranges: 98–109 for
the general indicator, 33–39 for personal competence, 44–51 for family 
relations, and 18–22 for social competence. The average results for the
AAQ-II questionnaire are at the 5th and 6th sten. It should be noted that 
the results obtained with the AAQ-II questionnaire are interpreted as the
amount of experience avoidance. Therefore, the higher the total score
obtained with this tool, the lower the predicted psychological flexibility
of the person tested.
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Mental 
resilience – 

general 
indicator

Mental 
resilience – 

personal 
competence

Mental 
resilience – 

family 
relations

Mental 
resilience – 

social 
competence

Experience 
avoidance 

(psychological 
flexibility) sten

Mean value 108,06 38,03 49,57 20,45 5,5

Standard deviation 11,54 4,39 6,25 4,62



The next step was to verify the descriptive statistics for subsequent
datasets. For the annual number of training courses, the mental resilience
general indicator, and family relations, the kurtosis and skewness coeffi-
cients were obtained at levels that precluded correlation calculations
using parametric tests. Therefore, Pearson’s r was replaced by Spearman’s
rho rank formula. 

The next step was to verify how mental resilience and its subscales, as
well as experience avoidance, correlate with the subjects’ length of service,
level of career advancement, estimated number of training courses at-
tended annually, and number of subjects they teach. The results are shown
in Table 3. Statistically significant correlations are marked in gray.

Table 3. Correlations between work-related variables 

and resilience indicators 

58 Weronika Klon, Katarzyna Waszyńska
Resilience and psychological flexibility levels  
and selected aspects of teachers’ professional development
(pp. 51–67) 

e-
 IS

SN
 2

54
3-

84
09

Resilience 
indicator

General 
indicator

Family 
relations 

Personal 
competence

Social 
competence

Experience
avoidance

Length of 
service

Correlation 
coefficient 
(indicated in boxes)

Spearman’s
rho
,159

Spearman’s
rho
,183

Pearson’s r

,060

Pearson’s r

,099

Pearson’s r

-,065

Significance
(double-sided) ,156 ,102 ,594 ,379 ,567

N 81 81 81 81 81

Level of career
advancement

Spearman’s rho 
correlation coefficient ,015 -,047 ,107 -,041 -,043

Significance 
(two-sided) ,892 671 ,334 ,715 ,700

N 83 83 83 83 83

Number of
training
courses 
per year

Spearman’s rho 
correlation coefficient -,020 -,047 -,012 -,064 ,031

Significance
(double-sided) ,862 ,683 ,915 ,575 ,787

N 79 79 79 79 79

Number of 
subjects
taught

Correlation 
coefficient 
(indicated in boxes)

Spearman’s
rho
,210

Spearman’s
rho
,237

Pearson’s r

,245

Pearson’s r

-,059

Pearson’s r

-,093

Significance
(double-sided) ,071 ,040 ,034 ,617 ,425

N 75 75 75 75 75



Statistically significant correlations were observed between the
number of subjects taught by a respondent and the family relations and
personal competence indicators. However, this variable did not show
correlations with regard to the general resilience, social competence, or
experience avoidance indicators. Length of service also did not form sta-
tistically significant correlations with resilience indicators or psycholog-
ical flexibility. This was also the case regarding teachers’ level of career
advancement and the average annual number of training courses they
attended.

Discussion and conclusions

As indicated, there is a relationship between teachers’ level of per-
sonal competence, family relations, and the number of subjects taught.
However, it should be noted that the methodology used in this study
does not allow us to determine the direction of the observed relation-
ship. Therefore, it is only possible to talk about a correlation without 
a specific vector of influence. However, the higher scores on the scales 
of family relations and personal competence, along with a higher number
of subjects taught, encourage reflection. This is because we are not faced
with the question of whether people with a wider range of resources 
in the aforementioned areas are more likely to further their education in
new areas, or whether the mere act of undertaking more postgraduate
studies promotes the development of their resilience. There is no doubt
that expanding one’s education poses new challenges, consumes an in-
dividual’s resources, and requires the activation of coping mechanisms. 

If we accept that resilience can be described as a mechanism for the
interaction between risk and protective factors (see, e.g., Junik, 2011; Reich
et al., 2010), another dilemma arises from the nature of the observed 
correlation. This dilemma concerns whether an unambiguous determina-
tion of what constitutes cause and what constitutes effect is even possible.
When analyzing the nature of resilience, a picture emerges according 
to which an individual’s path should be underpinned by successive 
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challenges that burden the person experiencing them in a way that en-
courages development without being so overwhelming as to contribute
to psychopathology. If this is accompanied by motivation for further de-
velopment, the increase in competence resulting from the hardships ex-
perienced would have the effect of increasing the individual’s potential.
This state of affairs could, in turn, enable further professional and per-
sonal steps while developing particular aspects of residual mechanisms
in the area of family relations and personal competence. Perhaps, then,
there is no simple relationship between having resilience-related re-
sources and taking on more challenges relating to increasing one’s pro-
fessional competence. The two areas may grow in mutual interaction,
their dynamics allowing a mechanism to emerge. Admittedly, these are
only speculations, though such a picture inclines towards the neoliberal
vision of resilience as a constant disposition towards positivity and the
pursuit of self-optimization (Han, 2022). 

The second group of results does not involve the observed correla-
tions but their absence. As the statistical analysis showed, neither the par-
ticipants’ length of service nor their level of career advancement, nor the
average annual number of training courses they attend, showed any sta-
tistically significant correlations with the overall mental resilience index,
its subcomponents, or the psychological flexibility index. On the one hand,
these results may seem disturbing or at least surprising. This is because it
seems that neither resilience nor psychological flexibility increased among
the surveyed teachers over the years spent working with students, nor 
did they increase in relation to the forms of career development offered 
to this professional group. On the other hand, the results seem to be in
line with the conclusions of other studies on the issues discussed. Admit-
tedly, none of these variables has been juxtaposed with levels of mental
resilience or psychological flexibility in Polish or foreign studies, but we
can refer here to studies of a slightly different kind. A teacher’s length 
of service can be linked to the number of training courses they have at-
tended. It is also indirectly related to the degree of career advancement. 

The first of these variables, although poorly represented in the re-
search, seems to be extremely important, given the need for continuous
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professional development inherent in the teaching profession (Krupa,
2016). On the other hand, as Fazlagić (2012) notes, although elementary
school students’ education is highly coordinated and controlled, these
characteristics are neglected in the teacher training system. Consequently,
this can significantly reduce the quality of training items available in this
area. In addition, such a state of affairs potentially increases the risk of
wasting funds allocated for the professional development of education
employees. This is because specifically targeted training is not included 
in any program that could be based on an analysis of current needs. At 
the same time, there are no standards to which entities responsible for
organizing various forms of professional development can refer. 

The level of career advancement and its relationship with the vari-
ous dimensions of teachers’ work has been considered in the literature
somewhat more extensively. As Szostak-Jośko (2023) points out, this vari-
able was not significantly associated with the level of satisfaction of those
surveyed. Szpatowicz (2018), on the other hand, notes the negative per-
ception of professional advancement among teachers. Szpatowicz also 
reports a decrease in teachers’ intrinsic motivation due to the requiren-
ments of the teacher professional advancement procedura. Other re-
searchers (e.g., Skawinski, 2021) point to a strong need for thorough
changes in this area. 

These findings seem to confirm that the current system of teacher
training (or, in fact, the lack thereof ) and the low-rated procedure of pro-
fessional advancement influence the fact that such factors related to
teachers’ well-being as resilience and psychological flexibility are not sub-
ject to development in this group as its members increase their length of
service. As indicated in the Australian context (Stewart et al., 2004), build-
ing resilience at the level of the school organization and individual ac-
tions on the part of teachers facilitated the development of a sense of
connection between students, teachers, and other adults, supporting
good peer relationships and increasing the sense of autonomy and in-
dependence. On the other hand, educational staff’s knowledge and com-
petence in the field of psychological flexibility, grounded in functional
contextualism and relational frame theory, can be useful not only for 
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understanding learning processes but also for understanding what oc-
curs within the classroom team (Fox, 2006). 

As shown in the earlier sections of this paper, the construct in ques-
tion is also associated with teachers’ positive functioning. Thus, the ob-
served lack of correlation between length of service, the level of career
advancement, the annual number of training courses attended, and men-
tal resilience and flexibility indicators may not provide a basis for opti-
mistic conclusions. At the same time, this situation can be improved if
appropriate actions are implemented, not just by vocational training cen-
ters and school principals but also, and above all, by decision-makers
managing the education system in Poland. Observing the Welsh Mind-
fulness in School Project, one can see that coordinated action to develop
the well-being of teachers, students, and the school community is possi-
ble. Furthermore, teacher training and courses focused on personal re-
sources and values can become a strong basis for their personal growth.
Such training may also give teachers an opportunity to become more
aware and flexible in everyday choices in their personal and professional
lives. Courses in social skills, psychological flexibility, or even basic edu-
cational psychology may become even more important in the uncertain
future (Bauman, 2007). 

Limitations

When analyzing the composition of the research sample participat-
ing in the study described here, some limitations become apparent. Due
to the size of the group and the limited geographical scope of the data
collection, the conclusions of this study cannot be generalized. This is be-
cause the sample collected was not representative, and its low numbers
may have negatively affected the quality of the results obtained in the
statistical analysis. In addition, many of the observations described here
cannot be related to the conclusions of other researchers due to the lack
of such studies in Poland and the limited number of such works in for-
eign literature. 
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Further work on the issues discussed here should therefore extend
the research area both geographically and in terms of sample size. It
could also be interesting to extend the research by using additional tools,
such as questionnaires measuring the intensity of individual components
of psychological flexibility or other tools to measure subjects’ resilience.
Given the poor recognition of the issues at hand, qualitative studies could
help fill in the observed research gaps. Despite these limitations, it is
worth noting that this study lays the foundations for further research in
an underexplored area of both Polish and global educational research.
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Abstract: 
Research objectives (aims) and problem(s): The study focuses on fac-
tors that motivate and support the personal potential of university 
employees. The aim of the research is to identify these factors in the gen-
erations represented by the respondents. Another objective is to deter-
mine university managers’ courses of action for developing strategies
to motivate and support the growth of academic teachers from different
generations. The main research problem was formulated as follows:
What factors motivate and support employees from different genera-
tions (Baby Boomers and Generations X, Y, and Z) in the workplace?

Research methods: The research was conducted as a quantitative study.
The method used was a survey conducted by means of a questionnaire
using convenience sampling. A pilot study involving 198 teachers was
conducted at universities in Poland in March 2025. As the study focused
on generational differences, the respondents were grouped into four
generational groups. 

Process of argumentation: Polish literature lacks publications on the
subject in question. This allows us to assume that the results presented
herein are innovative and fill a gap in the research regarding motivat-
ing and supporting different generations of university teachers. 

Research findings and their impact on the development of educa-
tional sciences: The study reveals generational differences among ac-
ademic teachers in expected motivations and support in the workplace.
For Baby Boomers and Generation Y, personal development opportu-
nities and employment stability were the most important; for Genera-
tion Z, it was flexible working hours and promotion/recognition
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opportunities; and for Generation X, it was flexible working hours and employ-
ment stability.

Conclusions and/or recommendations: Further in-depth investigations are 
required to diagnose the situation of academic staff members and introduce 
adequate motivating and support solutions.

Introduction 

The effectiveness of human work depends on one’s well-being in the
workplace, social climate, and interpersonal relations. These factors facili-
tate the creation of a workplace that motivates employees to develop
themselves, fulfill their individual and collective goals, and act for change.
According to Day (2008, pp. 169–170), when taken as natural, interper-
sonal relations (based on high social, interpersonal, and communication
competence) and principles (respect, kindness, integration, trust, speak-
ing up, showing emotions, and engagement) create, deepen, and increase
positive attitudes toward and motivation to work. Thus, the quality and
intensity of relations between people become particularly important
when creating a growth-oriented workplace. It is relationships that are the
main component of a workplace atmosphere. When speaking about a uni-
versity as the workplace for academic teachers, their quality influences
not only the achievement of research, scientific, educational, and devel-
opment goals but also, and above all, teachers’ well-being, motivation, and
willingness to participate actively in the fulfillment of the university’s mis-
sion. This, in turn, translates into their professional development as scien-
tists, including the attainment of degrees and titles, greater individual and
professional prestige, and greater opportunities and accomplishments 
for students (Łukasik, 2018, pp. 92–93). 

It has been assumed that creating a climate that favors university
teachers’ growth depends mainly on leaders who manage the human po-
tential within the university’s organizational structure. Thus, effective 
employee motivation depends on the managing staff, their interpersonal
competencies and predispositions (such as being goal-oriented, design
abilities, decisiveness, openness to alternative solutions, high inner 
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motivation, commitment to constant self-development, etc.), and their
dominating traits (empathy, decisiveness, consistency, responsibility, re-
flectiveness, etc.). These features allow them to respond to any situation
in the workplace. They can act as:

• catalysts – recognize a need for change and try to motivate the team
to introduce it;

• solution providers – have clear ideas about what needs to be done
and offer applicable solutions (consultants, experts);

• process experts – help others adapt to change and deal with it (typ-
ical change agents); or

• resource collectors – gather people with diverse skills and help them
use their resources in the best way possible (Makin et al., 2000, 
p. 280).

The focus of this article is on a specific method for managing the re-
sources and potential of academic staff through motivation that meets
their needs and expectations regarding personal development, depend-
ing on the generation they represent. Four generations were taken into
account: Baby Boomers and Generations X, Y, and Z. Representatives of
these generations in this study are professionally active in universities,
where they work as teachers, and their needs and expectations are often
completely different. This requires leaders or managers to apply appro-
priate management methods and use their knowledge, predispositions,
and traits to facilitate the development of multi-generational R&D teams.
The article proceeds by presenting the theoretical assumptions of the
above-mentioned research project, including the development and mo-
tivation categories based on which the research methodology was de-
signed, followed by a description of the research procedure, the results,
and a discussion with final conclusions.

71Norbert G. Pikuła
Managing the diverse potential of university staff  

by motivating their development
(pp. 69–84) 

e- ISSN
 2543-8409



Motivating and development – definitions

In his two-factor motivation theory, Herzberg (1966) identifies two
sets of determinants: external (hygiene factors) and internal (motivators).
His theoretical assumptions (mainly those regarding motivators) served
as the basis for reflections on their possible theoretical and practical ap-
plications in managing personnel resources in universities. According to
the concept, motivators are the factors that “contribute to employees’ in-
creased effort and performance” (Paliga, 2021, p. 23). For Herzberg, mo-
tivators include “achievement, recognition, the work itself, responsibility
and advancement” (Herzberg 1966, p. 46).

Employees’ effectiveness, development, motivation, and engage-
ment depend, in particular, on factors related to social relations, recogni-
tion, and development opportunities provided by the hiring organization.
This has been confirmed by Myjak (2011), who indicates that greater mo-
tivation to work and develop, followed by increased satisfaction, depend
on whether the workplace is an environment that ensures:

• personal fulfillment, understood as personal development oppor-
tunities, using one’s individual talents and qualifications, and the
sense that one’s work is useful,

• good relations with supervisors,
• good relations with coworkers,
• good organization, that is, a system of rules, methods, and actions to

connect people and resources with the means and objects/subjects
of work and workers, and

• professional achievements resulting from the need for development,
leading one to become an even better professional with even
greater accomplishments (Myjak, 2011, pp. 33–36).

Personal fulfillment is a particularly important motivator. This factor
allows academic teachers to meet their needs, especially the very im-
portant need for (personal) growth, acceptance, recognition, meaning,
etc. (Clarke & Hollingsworth, 2002; Darling-Hammond et al., 2017). To fully
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grow, realize their potential, use their abilities, feel accomplished, and,
thus, feel recognized and useful, university teachers need workplace con-
ditions that support the completion of professional goals as well as indi-
vidual accomplishments (Łukasik, 2018, pp. 69–70) 

Self-fulfillment opportunities, including motivating by stimulating de-
velopment and creating the proper conditions for it, are directly linked to
Maslow’s theory of needs. In this context, it can be assumed that favorable
working conditions and a good team leader can satisfy the need for safety
in the workplace. According to Maslow, the need for safety is one of the
most important. Safety can be viewed in different areas of human life, for
example, physical, emotional, or economic. Satisfaction thereof reduces
anxiety, facilitates order and self-esteem, is the basis of a positive attitude
toward building friendly relationships with others, and enables the devel-
opment of both the self and others (in the case of university teachers, fel-
low academics and students). Other important factors based on the need
for safety that facilitate development in the workplace include acceptance
and recognition, prestige, and development opportunities (Maslow, 1990). 

Some of the other work motivators most commonly mentioned in
the literature on the subject include remuneration and other material ben-
efits, fair treatment, safe work conditions, job security, connection (rela-
tionships with others), prestige (respect), power/influence (over others),
access to information, interesting work (absence of boredom), challenges
(adrenaline), tasks consistent with one’s interests, work consistent with
one’s calling (sense of mission, noble cause), changes, style of work in 
accordance with preferred lifestyle (e.g. pace of work), independence, 
and satisfaction (Sak-Skowron & Skowron, 2017, p. 246). Acceptance and
recognition are basic needs that, when met, enable proper functioning at
work and in private life. Their absence translates into distrust, disengage-
ment, conflicts, negative competition, and strained relations, which, in
turn, hinder one’s development and distort the experience of success and
professional fulfillment (Łukasik, 2018, pp. 109–115). This was confirmed
by Springer, who identified determinants of motivation to work and sat-
isfaction and grouped them into four categories of needs: safety, affilia-
tion, power and recognition, and development (Springer 2011, p. 167).
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Most studies of motivation and job satisfaction focus on meeting in-
dividuals’ needs, which determines one’s internal motivation, performance,
and the completion of developmental goals. Among the individually sat-
isfied needs that determine employees’ growth, satisfaction, and content-
ment, Spector lists the following: appreciation, effective communication,
relations with coworkers, the nature of the work itself, the organization’s
policies and procedures, pay, personal growth, promotion opportunities,
recognition, security, and supervision (Spector, 1997, p. 64). To these,
Lewicka adds motivation procedures and opportunities for knowledge
sharing (Lewicka, 2010, p. 65). Sak-Skowron and Skowron indicate that
meeting one’s needs and increased motivation to work depend on three
groups of factors: work-related, non-work-related, and individual (Sak-
Skowron & Skowron, 2017, pp. 247–250). In the context of meeting indi-
viduals’ needs and fostering their engagement to work, factors from the
first group are critical. These include: 

• Promotion opportunities (growth) – “if employees see no opportu-
nities for development and future promotion, they are less satisfied
with their job conditions. On the other hand, the higher their posi-
tion in the organization’s hierarchy, the greater their satisfaction with
work, which generally results from the fact that people in higher
roles have access to more motivators, greater autonomy and re-
sponsibility, and their tasks are more difficult” (Robbins, 2003, p. 71). 

• Personal growth opportunities – “with time, if employees do not
grow, they can feel stuck and less satisfied. Lack of change can also
lead to greater discouragement and a passive attitude. This factor is
usually associated with age and years of experience” (Sak-Skowron 
& Skowron, 2017, p. 247; see also Pikuła, 2016, 2022; Jagielska, 2022a).

• Achievements – “some employees have a great need for success. If
their employer does not create conditions that will help them meet
this need, it can decrease their level of job satisfaction” (Sak-Skowron
& Skowron, 2017, pp. 247–248).

• Appreciation – “lack of feedback from supervisors, in the form of
credit or financial gratification, stimulates dissatisfaction among 
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employees” (Sak-Skowron & Skowron, 2017, p. 248; see also Pikuła,
2016).

• Independence (level of autonomy) – “independent completion of
tasks is important for individuals with a deep need for accomplish-
ments. Such persons like to act independently and often make risky
decisions that can lead to the organization’s success. If their actions
are somehow blocked, their frustration will grow” (Sak-Skowron 
& Skowron, 2017, p. 248).

• Supervision (level of control during completion of tasks and level of 
autonomy) – “the level of control expected by employees depends 
on many factors (e.g., personality, experience); some workers need
greater supervision during work, others will expect more independ-
ence. Inappropriate supervision can cause frustration and translate 
into less satisfaction from work” (Sak-Skowron & Skowron, 2017, p. 248).

• Nature of the work – “so-called working conditions, including the
workplace equipment, working hours, as well as benefits like health-
care, parking place, etc.” (Skowron & Gąsior, 2017, p. 343; see also 
Sak-Skowron & Skowron, 2017, p. 248).

• Coworkers (nature of relations with other people, level of competi-
tion, and/or pro-social attitudes) – “the promotion of pro-social atti-
tudes and cooperation between employees can, in some cases,
increase job satisfaction, whereas in other cases, it can generate dis-
couragement and dissatisfaction, especially among determined, suc-
cess-driven individuals” (Sak-Skowron & Skowron, 2017, p. 248; see
also Pikuła, 2016).

• Stress – most often connected with “one’s role within the organiza-
tion or role conflict; it significantly affects job satisfaction and po-
tential readiness to change the workplace. However, job satisfaction
is influenced not only by work-related stress but also by stress in pri-
vate life” (Sak-Skowron & Skowron, 2017, p. 249).

In order to successfully motivate and support university teachers’
growth, managers should take the above factors into account. In addition,
managers should apply the following qualities in their daily practice: 
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a passion to achieve and maintain excellence by using new insights and
practical solutions; a pro-active attitude and anticipatory thinking and act-
ing; recognizing the importance of innovation; the ability to recognize and
develop talent in the organization; and the ability to coordinate work using
the strengths of both the team and the organization as a whole (Madaliń-
ska-Michalak, 2012, p. 38). In order to support teachers in change and stim-
ulate their development, they should also:

• introduce solutions that would not be in place without their inter-
vention

• act toward creating working conditions that facilitate a friendly and
engaging environment that allows employees to give their best

• encourage others to take risks
• require an innovative approach from others
• teach others to learn from both successes and failures
• shape individual career paths
• set goals and show what is important and meaningful
• inspire individuals to accomplish goals that previously seemed un-

reachable
• acknowledge that satisfaction from work guarantees the success of

the organization
• ask “Why?”, not “Why not?” (Madalińska-Michalak, 2012, pp. 38–39)

This article’s research focuses on the needs and expectations of uni-
versity teachers toward their unit managers. The above approaches to needs,
motivation for growth and change, and managers’ activities are applied in
the context of the expectations of employees from different generations. 

Methodological assumptions

The object of the study is the factors that motivate and support the
personal potential of university employees. The aim of the research is to
identify these factors in the generations represented by the respondents.
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Another objective is to determine the courses of action of university leaders,
managers, and directors for developing individual and institutional strate-
gies to motivate and support the growth of academic teachers from differ-
ent generations. Even though the problem is so important for individual
development and for the promotion of science, no studies have been con-
ducted in this area in the Polish literature. This allows us to assume that the
results presented herein are innovative and fill a gap in the existing research.
The research was conducted as a quantitative study. The main research prob-
lem was formulated as follows: What factors motivate and support em-
ployees from different generations (Baby Boomers and Generations X, Y, 
and Z) in the workplace?

The method used was a survey conducted by means of a questionnaire
using convenience sampling. The questionnaire included demographic ques-
tions and 10 semi-open-ended items about the scope of individuals’ moti-
vation, needs, and expectations regarding professional development in the
workplace. A pilot study was conducted at universities in the Małopolskie
region of Poland in March 2025. The sample consisted of 198 teachers work-
ing in different roles (assistant, assistant professor, professor) in different uni-
versities. As the study focused on generational differences, the respondents
were grouped into generations: 47 respondents were Baby Boomers (born
in 1946–1964); 56 persons were from Generation X (born in 1965–1980); 
51 persons were from Generation Y (Millennials, born in 1981–1994), and 
44 persons were from Generation Z (iGen, born in 1995–2010). 

Factors motivating and supporting growth in the workplace

With regard to the project’s conceptual and methodological as-
sumptions, the results of the study and analyses thereof will be presented
in relation to workplace motivators and supporting factors as indicators of
growth and increased motivation to work. These insights will be particu-
larly meaningful to those who manage multi-generational teams of aca-
demic teachers within university organizational units. The data regarding
the motivating factors are presented in Figure 1. 
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Figure. 1. Factors motivating university teachers to grow 

in their workplace

Source: Author’s own research

The following motivators were identified: personal and professional op-
portunities for growth – training, courses, conventions, mentoring; promo-
tion and recognition – clear career paths, promotion opportunities, credits
and rewards for well-performed work; employment stability – employment
contract, financial security; pay and benefits – competitive salary, bonuses,
social benefits, private healthcare; autonomy and responsibility – ability to
make independent decisions and influence on tasks; and flexible working
hours – ability to adjust working hours individually. 

The respondents’ preferred choices reveal some generational differ-
ences. Most Baby Boomer respondents (almost 75%) declared that per-
sonal growth and employment stability were the strongest motivators for
them. Similar results (nearly 75%) were obtained for Generations X and Y.
For Generation Z, however, this was the least important factor. For them,
the strongest motivators were flexible working hours (100%), followed by
promotion opportunities and recognition (80%). Flexible working hours
and employment stability were important motivators for Generation X
teachers (more than 90%). These results for Generations X, Y, and Z are 
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consistent with other studies conducted by Kwiatkowski (2018), Cybal-
-Michalska (2013), Piorunek (2004, 2009), Jagielska (2022a, 2022b, 2024),
and the results for Baby Boomers are consistent with the studies of Pikuła
(2016, 2017a, 2017b, 2022) and others. 

Factors ranked as less important by respondents across all genera-
tions included autonomy (though there was a difference of about 20% be-
tween Generation X and other generations) and pay and benefits
(Generation Z recorded a significantly higher score). Promotion opportu-
nities and recognition were valued very low among the oldest generation
(Baby Boomers); only one-quarter of them declared that this factor moti-
vated them to work. Most likely, this is because people in this generation
already hold the highest scientific degrees/titles and have been promoted
accordingly, expecting to retire in the near future. Similar results for this
age group were reported by Pikuła (2016, 2017a, 2017b, 2022). The pref-
erences connected with motivation and needs in the workplace identified
in this study are also consistent with previous findings on generational
preferences among workers (Cybal-Michalska, 2013; Jagielska, 2022a,
2022b, 2023; Kwiatkowski, 2018; Pikuła, 2016, 2017a, 2017b, 2022).

Table 1. Factors supporting university teachers 

in their growth at work

Source: Author’s own research
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Generation Z Generation Y Generation X Baby Boomers

Support from superiors – availability of leaders, 
openness to discussion, constructive feedback 56,25 72,72 66,66 75,00

Clear communication – transparent flow of 
information between all levels of the organization 75,00 54,54 58,33 75

Good team spirit – cooperation, trust, respect, 
team integration 87,50 100 75 100

Infrastructure and work tools – ergonomic offices, 
well-equipped workstations, and appropriate 
software and hardware

18,75 9,00 25,00 25,00

Work-life balance – initiatives supporting work-life 
balance (e.g., hybrid work, additional days off) 87,50 100 50,00 25,00

Employee support programs – access to psychological
assistance, mediation, and well-being programs 31,35 18,18 8,33 0



Among the higher-rated factors that support teachers in the work-
place were a good team atmosphere and support from superiors through
availability, openness, and constructive feedback. The latter factor was
not scored as highly by Generation Z, who preferred employee support
programs such as access to psychological assistance, mediation, and well-
being programs (over 30%). 

The importance attributed to the support factors varied depending
on the respondents’ generational group. For Baby Boomers (75% of re-
spondents), clear communication – the transparent flow of information be-
tween all levels of the organization – is a supportive factor, as it is for
Generation Z. For representatives of other generations, it is less important.
It is also worth noting that Generations Z and Y valued work-life balance, i.e.,
initiatives supporting work-life balance, such as hybrid work and additional
days off (nearly 90% of Generation Z and 100% of Generation Y). The data
obtained show that the demand for forms of support is also consistent with
the dominant expectations characteristic of the represented generation.
Hence, the youngest respondents valued support outside the institution
(work-life balance or employee support programs), while the oldest valued
support within the institution (atmosphere, cooperation, communication,
integration) (Cybal-Michalska, 2013; Jagielska, 2023; Kwiatkowski, 2018;
Pikuła, 2016).

Summary and conclusions

This study has shown that there are generational differences among
academic teachers in their motivations and expectations regarding support
in the workplace. For Baby Boomers and Generation Y, personal develop-
ment opportunities and employment stability were the most important; for
Generation Z, it was flexible working hours and promotion/recognition op-
portunities; and for Generation X, it was flexible working hours and em-
ployment stability. For Generations X, Y, and Z, the results are consistent with
other studies (Cybal-Michalska, 2013; Jagielska, 2022, 2023; Kwiatkowski,
2018). The same applies to Baby Boomers (Pikuła, 2016, 2017a, 2017b, 2022). 
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The study has also shown that motivating and supporting univer-
sity staff in their growth requires actions adapted to the expectations of
specific age groups (generations). Thus, effective motivation will only be
possible when their needs, expectations, objectives, and attitudes are
properly identified. Actions oriented to the needs and expectations of
certain generations will guarantee openness to change and development
of staff members, scientific disciplines, and universities. Managers are re-
sponsible for creating working conditions that ensure a favorable work 
climate characterized by positive emotions and good relations among
employees from different age groups (Clarke & Hollingsworth, 2002; Dar-
ling-Hammond et al., 2017). Madalińska-Michalak (2012, pp. 126–127)
claims that this is possible when the potential of the staff and the char-
acteristics of these generations are diagnosed. This potential is mainly de-
termined by:

• knowledge, experience, skills, motivation for growth and change,
openness to change, flexibility in action and thinking, pace of learn-
ing; 

• a learning community within which teachers cooperate and learn
from each other; and

• coherent actions and means used to complete them. 
• The role of unit managers is to recognize the human potential of ac-

ademic teachers and motivate them to put in effort, change, grow,
and outdo themselves.

Method limitations and further research 

Like any method, the one used in this study has its limitations. The re-
search tool needs to be standardized, and a proper study must be con-
ducted with a purposefully sampled university teacher population with
considerations made for generational differences. Given the absence 
of literature on supporting and motivating the development of univer-
sity teachers, further in-depth investigations are required. Such research
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would help diagnose the situation of academic staff members, their needs
and expectations, and introduce appropriate motivating and supportive
solutions by the management. 

Funding: This research was funded by the University of the National Edu-
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Abstract
Research objectives (aims) and problem(s): The article evaluates con-
tentment with work in relation to professional burnout among uni-
versity staff. The study was conducted between May and December
2024 among academic staff members of a university in Poland. The
sample consisted of 163 university teachers with various scientific de-
grees and titles. The sampling was convenience. The study’s objectives
were to identify and evaluate correlations between contentment with
work and areas of burnout, as well as selected socio-demographic and
work-related factors.

1 This article presents a part of a study using an original tool: the Edu-
cational and Developmental Needs Questionnaire (PER, Polish: Kwestio-
nariusz Potrzeb Edukacyjno-Rozwojowych), developed by Joanna M. Łukasik.
The research was conducted as part of the project Job satisfaction and risk
of professional burnout among university staff, under action 2.1, Funding for
research mini-projects: Supporting scientific studies and development works
in management influencing the socio-economic environment in the region.
This project forms part of the initiative Greater potential of management and
quality sciences through better use of the capital of Polish rural areas, imple-
mented under the Regional Initiative of Excellence program for 2024–2027
(Project No. 011/2.1/2024, RID/SP/0039/2024/01). The project manager and
executor is Joanna M. Łukasik, and its co-executor is Dr. Chrystian Firlej. 
The project is co-financed by the Ministry of Science within the Regional
Initiative of Excellence program. The total subsidised amount amounts to
PLN 6,187,000. The project is being carried out over the period 2024–2027.
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Research methods: The study was conducted using the survey method. The fol-
lowing questionnaires were used: MSQ-SF and OLBI. The data obtained were de-
scribed using adequate statistical methods.

Process of argumentation: During a literature review, it was noted that studies
of job satisfaction and burnout among academic teachers had hardly ever been
conducted. Therefore, it was concluded that a research project focusing on this
group (academic staff members) and conducted using tools applied in pedagogy
only occasionally (MSQ-SF) or never (OLBI), as well as with complementary con-
cepts and methodologies, would be valuable. 

Research findings and their impact on the development of educational sci-
ences: Analyses of the results indicate that academic teachers are content with
their job. The majority of them do not experience burnout. Slight burnout was ev-
ident among respondents with experience in other workplaces. This means that
managers of human potential in universities should focus in particular on em-
powering the youngest staff members with experience in other working envi-
ronments.

Conclusions and/or recommendations: There is a need to explore contentment
and burnout among academic teachers further. Such research will help diagnose
the situation of these staff members and take supportive, empowering measures
that will prevent, for example, outflow of academic teachers or a decrease in the
quality of their work.

Introduction 

For decades, there has been ongoing interest in the issue of profes-
sional burnout. Of the numerous reasons for this interest, the main one
is that, once diagnosed, burnout and its consequences for employees
and organizations can be minimized by implementing appropriate pre-
ventive or therapeutic/medical measures. As noted by Baka and Basińska,
“more and more managers are aware that human resources are one of
the main sources of a lasting competitive advantage. For this reason, they
pay much attention not only to employees’ achievements but also their
health and well-being at work” (Baka & Basińka, 2016, p. 31). Moreover,
the lack of diagnosis and adequate preventive measures has a negative
impact on the functioning of burned-out persons in many areas of their
lives. Existing studies, particularly those that have investigated teachers,
show the negative influence of burnout on people’s physical and mental
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health (Schaufeli et al., 2009) and on their functioning in the workplace
(Baka & Cieślak, 2010; Świętochowski, 2011; Synal & Szempruch, 2017). 

Since there are few studies on job satisfaction and burnout among 
academic teachers, though Świętochowski conducted one study on uni-
versity and secondary school teacher burnout (2011, pp. 133–143), this
article is a step toward filling this gap. The objective of the text is to ex-
plore and describe the relations between contentment with work and 
professional burnout among university teachers. The study is valuable 
for protecting the teachers’ psychological health and, in the event of 
a positive diagnosis, taking measures to reinforce their sense of self-worth, 
personal dignity, and will (Maslach & Leiter, 2011, p. 17) to prevent con-
sequences such as psychological, social, and somatic disorders (Fengler,
2000; Maslach et al., 2001).

Theoretical grounds of the project 

Despite the category differences, the term ‘contentment with work’
is often identified or used interchangeably with ‘job satisfaction’ in the
psychological and pedagogical literature (Łaguna, 2012; Pikuła et al.,
2024; Wołowska, 2013). However, according to Zalewska (2001, p. 199),
they should be distinguished as two independent concepts. Therefore, 
it was decided that this project would focus on contentment with work
as an indicator of satisfaction (Łaguna, 2012).

Zalewska argues that “being content with one’s work is an attitude
through which one’s inner condition, evaluations, and judgments con-
nected with the work environment are manifested. It is expressed through
cognitive and affective mechanisms. The cognitive aspect of contentment
is job satisfaction, whereas the affective aspect is identical with one’s
mood or well-being in the workplace. Thus, contentment is superior to
satisfaction which, together with well-being, constitute contentment” 
(Zalewska, 2001, p. 201). Based on this approach, Kaczkowska-Serafińska
emphasizes that contentment with work is a “positive attitude of em-
ployees to tasks, work conditions, supervisors and coworkers; it is a result
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of influence of external factors: remuneration, material workplace con-
ditions, relations with others, management style” (Kaczkowska-Serafińska,
2013, p. 146). Conversely, job satisfaction is a “higher level of content-
ment with work and is connected with the impact of both external and
internal factors: learning opportunities, assigned responsibility, recogni-
tion” (Lisowska, 2017, p. 228). 

Therefore, it can be concluded that the condition necessary to be sat-
isfied with one’s work is to be content with it. One can say that job satis-
faction is a broader category that includes the aspect of contentment with
work, while the element that distinguishes contentment and satisfaction
from work is the time at which they occur. This results from the fact that
contentment with work is a situational and changeable response, whereas
job satisfaction, as a “strong sense of contentment,” is a sum of the long-
term effects of contentment (Lisowska, 2017; Wudarzewski, 2013) and
“most often includes relatively lasting and repeatable tasks, with greater
degree of complexity and difficulty” (Wudarzewski, 2013, p. 337).

Contentment can be viewed from both a general and a particularist
perspective (Wołowska, 2013, p. 121). From a general perspective, con-
tentment is identified with a general emotional attitude toward work and
does not assume relationships between certain work factors. In the par-
ticularist perspective, it is described as a specific type that refers exclu-
sively to some specific work factor (single factors can be independent of
each other, and each can be the source of a different aspect of job satis-
faction) (Wołowska, 2013, p. 121).

In light of the differences between contentment with work and job
satisfaction, the present project focuses on academic teachers’ sense of
contentment with their work and its relationship to professional burnout.
Thus, the phenomenon of burnout also needs to be theoretically explored. 

The literature on the subject presents several concepts. The most
well-known is the one formulated by Maslach and Jackson, who define
burnout as “a syndrome of emotional exhaustion… dehumanized per-
ception of others… and [a] tendency to evaluate oneself negatively…
that occurs frequently among individuals who do ‘people-work’ of some
kind” (Maslach & Jackson, 1996, p. 1). It mainly affects professionals who
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work with others, provide support and assistance, and whose work is
based on frequent interactions with others (Fengler, 2000; Maslach, 2003;
Pikuła et al., 2024; Świętochowski, 2011). 

The concept has three fundamental components: 1) emotional ex-
haustion (which involves, among other things, increasing and lasting fa-
tigue connected with a subjectively experienced absence of vital power
and the will to act, somatic symptoms like digestive and immune system
disorders, headaches, and insomnia); 2) depersonalization (physical and
cognitive distance between oneself and others, leading to dehumanized
perceptions and treatment of others); and 3) reduced personal accom-
plishment (manifested as a lack of adequate competence, decreased 
effectiveness, and a negative perception of one’s professional achieve-
ments) (Maslach & Jackson, 1996; Maslach et al., 2001). Research by
Maslach and Leiter (2011) shows that specific burnout components are 
interdependent. Job demands directly influence the progression of emo-
tional exhaustion, while individual predispositions contribute to a growing
dissatisfaction with one’s professional accomplishments and increasing
depersonalization in relationships with others. This, in turn, results in grow-
ing psychological costs for the affected person, as well as consequences
for the hiring institution (such as increased absence, reduced produc-
tivity, reduced cooperation between employees, and a tendency to avoid
responsibilities) (Maslach & Leiter, 2016). 

In addition to this classic approach, other researchers have proposed
new models (see, e.g., Demerouti et al., 2001, 2003; Montero-Marín et al.,
2011, 2012). Given the conceptual assumptions underlying the research
tool used in this project, this article adopts an approach developed by
Demerouti et al. (2001), who proposed the Job Demands-Resources
(JD-R) model. The JD-R model assumes that “every profession has some
specific risk factors which can lead to burnout in case of insufficient re-
sources. Regardless of the type of job, professional burnout develops as
a result of excessive job demands which are not modified using one’s own
resourcefulness. Understood in this way, burnout consists of two com-
ponents: exhaustion and disengagement from work” (Baka & Basińska,
2016, pp. 31–32). In this model, the emphasis is not only on the emotional
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but also on the physical and cognitive aspects of exhaustion. “They treat
it as a result of a lasting, chronic tension caused by physical, emotional
and cognitive job demands” (Demerouti et al., 2003, p. 15) 

Demerouti et al. (2003) replace the term ‘depersonalization’ with ‘dis-
engagement from work’. They define it as “an attitude of withdrawal from
clients, coworkers, job content and the whole work-related context, for ex-
ample, responsibilities, employee values and organizational culture. In
addition, disengagement from work includes relations with the job itself,
such as identification with one’s work and plans to stay in the profession”
(Baka & Basińska, 2016, p. 32). This category is close to Maslach’s concept
of “reduced personal accomplishment” (2003).

For the purpose of this project, the conceptual approaches of the
contentment with work category according to Zalewska (2001) and 
the burnout category according to Demerouti et al. (2001) serve as the
basis for developing a quantitative methodology and selecting the req-
uisite tools and methods for statistical description. 

Methodological assumptions

In order to investigate the relationship between contentment with
work and professional burnout among academic teachers, a study was
conducted between 1 May and 30 December 2024 at a university in
southern Poland. The sample consisted of 163 university teachers with
various scientific degrees and titles. The sampling was convenience. The
study’s objectives were to identify and evaluate correlations between con-
tentment with work and areas of burnout, as well as selected socio-de-
mographic and work-related factors. The following research questions
were formulated: 

P1: What is the relation between contentment with work and exhaus-
tion and disengagement from work as areas of professional burnout?

P2: Is there a correlation (and if so, how strong is it) between job con-
tentment, burnout, and socio-demographic factors (age, gender, 
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experience, academic degree/title, and experience from other work-
places)? 

A research hypothesis was formulated for P2:

H: There is a correlation between contentment with work, burnout, and
socio-demographic factors (age, gender, experience, academic de-
gree/title, and experience from other workplaces). These factors 
determine the level of contentment and absence of burnout. When
it comes to contentment, the literature describes these factors as per-
sonal. Wudarzewski (2013, p. 333), for example, lists age, gender,
years of professional experience, academic degree/title, and needs.

The main hypothesis was further specified with the following hy-
potheses: 

H1: Age determines greater contentment with work and absence of
burnout. Studies in this area, including Ang et al. (1993, pp. 31–39)
and Pikuła et al. (2024), confirm that contentment with work in-
creases with age, minimizing the risk of professional burnout.

H2: Gender determines greater contentment with work and absence of
burnout. Previous research (e.g., Clark 1996, 1997; Murray & Atkin-
son, 1981; Pikuła et al., 2024; Świętochowski, 2011) that takes the
gender variable into account confirms that women are more content
with their roles in social professions, reducing the risk of burnout.

H3: Years of experience and academic degree/title determine greater
contentment with work and absence of burnout. Studies in this area
(e.g., Białas & Litwin, 2013; Jinnett & Alexander, 1999; Johnson & John-
son, 2000; Moorhead & Griffen, 1992) confirm that the more years 
of experience one has and the higher one’s position, the greater their
contentment. This is due to stabilization and the attainment of a cer-
tain professional status and its corresponding privileges, which also
decrease the risk of burnout. The opposite results – namely, more
years of experience and higher positions leading to lower levels 
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of job satisfaction – were presented by Clark and Oswald (1996). This
was due to differences between expected and actual rewards ob-
tained from certain promotions.

H4: Experience across multiple workplaces predicts greater contentment
with work and the absence of burnout. Due to a lack of existing stud-
ies that include this variable, it will not be described in relation to
the subject matter literature confirming the hypothesis.

The study was conducted using the survey method. The MSQ-SF
questionnaire, developed by Weiss et al. (1967) and adapted by Borucki
(1988), was used to assess contentment with work, and the OLBI ques-
tionnaire was used to evaluate professional burnout. 

The scale developed by Borucki and used herein consists of 18 job
items identified by Weiss et al. (1–18) and two factors developed by
Borucki (19 and 20) (Jachnis, 2008, p. 143). Respondents indicated how
much they agreed with certain statements on a 5-point Likert scale.

The Oldenburg Burnout Inventory (OLBI), adapted by Baka and
Basińska, measures two key burnout components: exhaustion and dis-
engagement from work (Baka & Basińska, 2016, p. 32). The Polish-lan-
guage version of the OLBI was developed by Cieślak with the permission
of the questionnaire’s author (Baka & Cieślak, 2010). The OLBI consists of
16 items across two subscales: exhaustion (8 items) and disengagement
from work (8 items). Answers are indicated on a 4-point Likert scale (Baka
& Cieślak, 2010). 

Data analyses were conducted using statistical methods and
processed using Statistica 13.3. An alpha level of 0.05 was selected for 
all analyses. To answer the research questions about the differences 
between the two groups, the Mann-Whitney U-test was used, supported
by the Glass rank-biserial coefficient (rg). Correlation analysis was con-
ducted using the Spearman correlation coefficient (rs). Non-parametric
methods of data evaluation were chosen due to the ordinal nature of the
demographic variables and the non-normal distribution of the quantita-
tive variables.
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Results

Exploring and identifying contentment with work and professional
burnout in relation to socio-demographic variables is of particular im-
portance for those who manage human potential in universities and de-
sign supportive measures. The study enabled an initial diagnosis of
academic teachers’ function in these areas. The analysis of the results and
discussion are presented below.

Regarding the question about contentment with work in relation to
exhaustion and disengagement from work as areas of professional
burnout, Spearman’s correlation coefficient was applied. The correlation
summary is presented in Figure 1.

Figure 1. Scatterplot of raw work satisfaction scores 

with professional burnout of university teachers in the areas 

of exhaustion (A) and disengagement (B)

Note. N=163.
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The data analysis revealed a statistically significant correlation be-
tween contentment and disengagement from work (rs = -0.19; p = 0.020),
whereas the correlation with exhaustion was not statistically significant
(rs = -0.04; p = 0.627). The correlation between disengagement from work
and contentment was negative and weak. In short, the higher the level of
contentment with work, the lower the level of exhaustion. However, this
conclusion does not apply to the area of disengagement from work.

The analyses of the relations between contentment with work, pro-
fessional burnout, and selected socio-demographic and work-related fac-
tors will be presented in order of the detailed hypotheses. First, differences
in contentment and burnout by gender were analyzed using the Mann-
Whitney U-test, and the results are presented in Table 1.

Table 1. Analysis of differences in psychological variables 

between men and women

Note. N – number of observations, M – mean, SD – standard deviation, 

z – Mann-Whitney standard test value, p – significance, rg – effect size

The analysis showed that academic teachers did not differ signifi-
cantly in their level of work satisfaction (contentment) and burnout re-
sults (exhaustion and disengagement) by gender. The results were low
or very low. 

Another socio-demographic factor was the respondents’ age. Table 2
presents a summary of the analysis using Spearman’s correlation co-
efficient.
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Tested variables

Women 
N=103

Men 
N=58 z p rg

M SD M S

Work satisfaction 3.30 0.55 3.32 0.60 -0.34 0.734 0.03

Professional
burnout

Exhaustion 2.41 0.27 2.47 0.25 -1.00 0.316 0.10

Disengagement 2.60 0.22 2.60 0.23 -0.28 0.781 0.03



Table 2. Correlation analysis of psychological variables with age

Note. N=163, rs – Spearman’s coefficient, p – significance

Professional burnout did not correlate significantly with the respon-
dents’ age in either area (exhaustion or disengagement from work). The
relation between contentment with work and age was within the statis-
tical tendency. The analyses indicate that the level of contentment with
work increases with age. 

Spearman’s correlation coefficient was also used to evaluate the re-
lationships between contentment and burnout and years of experience
and academic title. The results are presented in Table 3.

Table 3. Correlation analysis of psychological variables 

with work experience and title

Note. N=163, rs – Spearman’s coefficient, p – significance

According to the analyses, neither area of professional burnout (ex-
haustion and disengagement from work) correlates with the level of ex-
perience or degree/title of university teachers. However, contentment
with work correlated with both title and years of professional experience.
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Tested variables
Age

rs p

Work satisfaction 0.15 0.051

Professional burnout
Exhaustion -0.07 0.346

Disengagement -0.02 0.813

Tested variables
Work experience Title

rs P rs p

Work satisfaction 0.21 0.007 0.19 0.014

Professional
burnout

Exhaustion -0.05 0.509 0.02 0.849

Disengagement -0.01 0.930 0.09 0.264



These correlations were positive and weak: the longer one’s experience and
the higher position they held, the greater their contentment with work. 

The last investigated data component was the difference in psycho-
logical variables based on having experience in another academic unit,
analyzed using the Mann-Whitney U-test. A summary of the results is pre-
sented in Table 4.

Table 4. Analysis of differences in psychological variables 

between those with experience working at another university

N – number of observations, M – mean, SD – standard deviation, 

z – Mann-Whitney standard test value,p – significance, rg – effect size

Teachers’ level of contentment with work did not differ significantly
depending on whether they had experience of working at another uni-
versity. Similarly, there were no differences in the areas of professional
burnout. However, it is worth noting that respondents with experience 
at other universities reported higher results in the area of exhaustion 
(statistical tendency).

Discussion and conclusions

Regarding the relationship between contentment with work and
burnout in the two areas under study (exhaustion and disengagement
from work), there was a statistically significant correlation between con-
tentment with work and disengagement. This means that the higher the
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Tested variables

Lack of experience
N=53

With experience
N=110 Z p rg

M SD M SD

Work satisfaction 3.24 0.56 3.33 0.57 -1.14 0.253 0.11

Professional
burnout

Exhaustion 2.38 0.28 2.46 0.25 -1.84 0.065 0.18

Disengagement 2.61 0.23 2.59 0.23 0.41 0.685 0.04



level of contentment with work among university teachers, the more they
can disengage from it; consequently, they experience less emotional, psy-
chological, and physical overload (Świętochowski, 2011). 

As for the socio-demographic variables, the analysis showed that ac-
ademic teachers did not differ significantly by gender in their level of work
satisfaction and burnout results (exhaustion and disengagement). Thus,
the correlation between female gender and higher work satisfaction was
not confirmed (Clark, 1996, 1997; Murray & Atkinson, 1981). This most
likely results from the nature of the job itself and factors such as relation-
ships with students, personal responsibility for the results of internal
exams, the sense of autonomy, self-decisiveness of students, etc., as well
as the different social status of university teachers compared to primary 
or secondary school educators (Świętochowski, 2011). Being satisfied with
work reduces the risk of burnout among university staff.

With regard to age, professional burnout did not correlate signifi-
cantly with teachers’ age. However, the hypothesis that the level of con-
tentment with work increases with age was confirmed. Thus, satisfaction
among women and men increases with age, as confirmed by correla-
tional analyses linking age and contentment factors (Ang et al., 1993;
Pikuła et al., 2024; Świętochowski, 2011). It also minimizes the risk of pro-
fessional burnout.

Professional experience and scientific degree/title do not correlate
significantly with the areas of burnout studied. However, there were cor-
relations between work satisfaction and both title and experience. There-
fore, it was confirmed that contentment with work increases with years of
professional experience (Białas & Litwin, 2013, p. 162; Jinnett & Alexander,
1999; Johnson & Johnson, 2000). A similar result was found regarding sci-
entific degree/title. The higher one’s title, the greater their level of satis-
faction with work. The results also indicate that individuals who advance
in their careers show high levels of contentment, as they are convinced
that their future prospects improve with each promotion (Moorhead 
& Griffen, 1992; Ronen, 1978; Świętochowski, 2011). In addition, content-
ment, as determined by a sense of greater professional stability and hold-
ing a certain professional status and privileges, reduces the risk of burnout. 
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The last variable investigated was experience in other universities.
This variable did not correlate with work satisfaction. However, academic
teachers with experience at other universities scored higher in the burnout
scale (statistical tendency) than those who had worked at only one work-
place. The hypothesis regarding the first burnout area (exhaustion) was
therefore not confirmed. The most likely explanation is that working in
two places at once is more emotionally and physically demanding. In the
event of changing one’s workplace, the new place and the process of
adapting to new conditions may contribute more to teachers’ sense of ex-
haustion. There are no relevant literature references, so any comparisons
or analogies are impossible. 

The analyses indicate that academic teachers are content with
their jobs. The majority of them do not experience burnout. Slight
burnout was evident among respondents with experience in other work-
places. This means that managers of human potential in universities
should focus particularly on empowering the youngest employees and
staff members with experience in other working environments. Greater
contentment with work facilitates behavioral changes and minimizes the
risk of burnout (Białas & Litwin, 2013, p. 167). 

Method limitations and further research 

Like any method, the one used in this study has its limitations. First,
the research must be further developed and conducted in a representative
sample of university teachers. There is also a need to explore job satisfac-
tion and burnout further among the youngest teachers, the least experi-
enced academic teachers with the lowest scientific degrees and titles, and
teachers who have just begun working in a new workplace/university.
Such research will help diagnose the situation of these staff members and
take supportive, empowering measures to prevent, for example, profes-
sional burnout, low levels of contentment with work, and, consequently,
the outflow of teachers from universities or a decrease in the quality of
their work. 
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Abstract
Research objectives (aims) and problem(s): The purpose of the study
is to explore the reality of hospital education from teachers’ perspec-
tives. Special focus is placed on perceptions of the goals and tasks of
education, general support offered to hospitalized children and youth,
and teachers’ professional identity and strategies. The article poses the
question of the circumstances under which different professional iden-
tities are formed and how they shape interactions with students, par-
ents, and medical personnel. 

Research methods: Qualitative research methods were used: group
and individual interviews with teachers and principals of hospital
schools (N=10), participant observation and research walks in two hos-
pital schools, and desk research. The study design was ethnographic.

Process of argumentation: Whereas most national and international
studies are focused on pupils’ perspectives of hospital education, our
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attention is on the teachers’ side: identities, strategies for coping with everyday
school life, the construction of these strategies, and their professional roles. The
aim of this article is to explain how teachers define their position in the process
of hospital education.

Research findings and their impact on the development of educational sci-
ences: The study reveals a typology of four basic models of professional identity
conceptualized through the lens of action strategies employed by teachers work-
ing with hospitalized youth and children: Chameleon, Rescuer – Clown Doctor, Res-
cuer – Therapist, and Braveheart. All of them reveal different forms of coping with
the tension between the perceived mission of supporting youth and children with
complex educational, emotional, and psychological support and an unfavorable
institutional environment, lack of psychological competencies, and other barriers. 

Conclusions and/or recommendations: The study’s main recommendation is to
provide complex support for teachers employed in hospital schools. It should in-
clude training in psychological and emotional support, clarifying formal relation-
ships between the primary institutional actors involved, and sharing responsibility
for hospital education of youth and children.

Introduction

Teachers working in schools organized within medical institutions con-
stitute a professional group that receives little attention, both in academic
circles due to the limited number of studies in this field (Deręgowska, 2017)
and in the public debate and among educational policymakers. Poland 
has no up-to-date registry of such schools, no monitoring of the demand
for them, nor any tracking of the number of teachers employed in these in-
stitutions. Research on the daily functioning of hospital school teachers,
their needs, and the challenges they face in their work is scarce.

Contemporary approaches are moving away from the medical model
of pediatric care focused solely on the treatment of disease. Instead, em-
phasis is being placed on a more humanistic approach that considers the
psychosocial sphere of the patient (Caggiano et al., 2021). Researchers
highlight the role these schoolteachers play in the recovery process. Their
responsibilities include delivering educational activities and care-related
functions tailored to chronically ill students (hospital patients). Conse-
quently, the nature of their work significantly differs from that of teachers
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in mainstream schools (Jiliberto & Zárate Alva, 2025). Beyond imple-
menting the curriculum from the student’s home school, these teachers
fulfill a therapeutic role, supporting students through treatment and re-
covery to ensure a smooth return to their regular educational path (Ower-
czuk, 2020) while maintaining at least a semblance of normalcy in the
hospital environment (Steinke et al., 2016). Teachers are also expected to
have a basic understanding of specific illnesses, enabling them to adapt
their teaching methods to the individual capabilities of each child.

Hospital schools are characterized by high student turnover, requir-
ing teachers to be flexible in planning lessons, which are often delivered
individually or in small, age-diverse groups (Moszyńska & Antoszewska,
2019). These teachers are therefore expected to possess strong subject
knowledge, didactic skills adapted to special educational needs, thera-
peutic competencies for offering emotional support to students and 
their families, and basic medical awareness of how various illnesses affect
functioning.

This unique scope of responsibilities, inherent to teaching in schools
within medical facilities, forms a distinct set of challenges and sources of
satisfaction specific to this professional group (Beningo & Fante, 2020).
The greatest stressor for these teachers is exposure to their students’ 
suffering and illness. Additionally, organizational difficulties – such as 
limited time and space for teaching and restricted communication with 
medical staff – negatively affect their well-being. On the other hand,
sources of satisfaction include recognition from the children’s families, 
direct interaction with the students, and the relationships they build
(Beningo & Fante, 2020).

In our analysis, we present a typology of identities among hospital
school teachers, along with the associated challenges and areas of pro-
fessional satisfaction. We understand identity as a social construct – not
formed solely by an individual, but jointly created through interaction
(Hałas, 2005, p. 33). Identity refers to knowledge expressing one’s self-
concept; it is a genetically significant component of the “self” and, from
the standpoint of human condition, influences self-perception and one’s
way of being in the world (Witkowski, 2010, p. 143). From the teacher’s
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perspective, one’s way of being in the world is reflected in their teaching
strategies, understood as their ways of coping with everyday school life,
their relationships with students, parents, and fellow teachers, and insti-
tutional demands (Woods, 1990). Accordingly, identity is linked to the
roles we assume, the situations we find ourselves in, and the groups to
which we belong, anchored in a sense of belonging and perceived simi-
larity to others (Hałas, 2005, p. 34). A teacher’s identity is shaped by 
a sense of social placement arising from relationships with key school 
actors – students, parents, and other educators. It is a social construct 
influenced by personal values and institutional context (Mockler, 2011),
dependent on context, relationships, and individual beliefs (Day et al.,
2006). Given its narrative nature (Beauchamp & Thomas, 2009), it is best
revealed through professional storytelling.

Method

This study uses an ethnographic design (Hammersley & Atkinson,
1995), involving the collection of a variety of data on the culture of hospi-
tal schools. The aim is to explore the poorly recognized system of hospital
schools in Poland, in particular the organization and conditions of teach-
ing work, the support provided by the schools’ social environment, and
teachers’ relationships with students, parents, public schools, and hospital
staff (Authors, 2025). The analyses presented in this paper focus on iden-
tifying the identities of hospital school teachers, their problems, and
sources of job satisfaction.

Qualitative research methods were used: group and individual in-
terviews with teachers and principals of hospital schools, participant ob-
servation and research walks in two hospital schools, and desk research.
A total of 10 individual, diad, or triad interviews were conducted. The first
four interviews were conducted online, based on a common script that
covered issues relating to (1) the day-to-day functioning of hospital
schools, (2) the interactions between teachers, students, parents, and
medical staff, i.e., between those directly involved in the educational
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processes in the hospital, (3) institutional cooperation with the environ-
ment, especially with the students’ schools of origin and the management
of the medical institutions, and (4) hospital school teachers’ problems, suc-
cesses, and expectations. Further online interviews with school directors
focused on the formal-legal framework of hospital schools functioning 
at the intersection of the education and healthcare systems. The remain-
ing interviews were conducted in person during research walks in the 
selected schools.

Due to the project’s tight schedule (October 2024–January 2025) and
the need to start fieldwork promptly, sampling was based on availability.
Interview participants and schools for observation were recruited by the
snowball method (Babbie, 2014), using contacts from both the research
team and the School with Class Foundation team, which initiated the
study. A total of 14 female teachers participated in the interviews, includ-
ing three in leadership positions. Participant observation and research
walks were conducted in two schools in provincial cities, functioning in
large, public, multi-department, general, pediatric hospitals.

Interviews were transcribed verbatim and anonymized. In the first
phase of the analysis, the collected data was open-coded. This was fol-
lowed by “sense categorization” (Kvale, 2007). During the analysis, a code
tree was created, consisting of categories and subcategories. In this arti-
cle, we analyze the material assigned to the category Teachers’ profes-
sional identity, consisting of the following subcategories that reflect the
components of teachers’ identity described in the literature (Beauchamp
& Thomas, 2009; Day et al., 2006; Kelchtermans, 1993, 2005): (1) the role
of a teacher at school; (2) their professional values and goals; (3) their
emotional commitment to work; (4) their relationships with students, par-
ents, and colleagues; and (5) challenges arising from adopted identities.
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Findings: Teachers’ professional identities 

Identity 1: Chameleon
The first type of professional identity is the Chameleon. This identity 

is based on the belief that the teacher’s main task is to be flexible and adapt
to the hospital school’s unique environment. This includes adjusting to un-
usual spatial conditions, the psychophysical capabilities of the students, and
the expectations and demands of students, parents, home schools, and hos-
pital staff. The daily reality in a hospital is dynamic and constantly changing.
Students in hospital schools “come and go” every day (ID2), which results in
constant rotation within student groups. Within a single instructional group,
students vary in age and have diverse educational needs. Lessons are con-
ducted individually or in small groups and in various locations (e.g., the pa-
tient’s bedside or shared spaces), which are not always suited to educational
purposes. Furthermore, each student is covering different material in their
home school and expects something different from their time in the hos-
pital school. Teachers must adapt to these conditions.

The core value guiding Chameleon teachers is flexibility: “We’ve got-
ten to the point where we’re so flexible that we come up with the lesson
content on the way to class” (ID2). In teachers’ narratives, flexibility is also
seen as a condition for growth and job satisfaction, as the constant change
protects them from routine and professional stagnation. As one principal
humorously commented: “Thanks to this, we’re not at risk of dementia – 
I really believe that” (ID4). Adaptability is also a working strategy in the
hospital school, determining how Chameleon teachers organize and de-
liver lessons: “You just have to be flexible and think on your feet (…), with
mixed-age classes, I try to strike a balance, so everyone takes something
away from the lesson” (ID2). Hospital school teachers are also flexible when
it comes to meeting the educational needs defined by the home schools:
“Right now, we try – though sometimes it’s technically difficult – but we try
to identify and cover the most important topics [being taught in home
schools]” (ID3).

There are several challenges associated with the Chameleon identity.
First, there is the necessity of adapting to the hospital’s spatial conditions,
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which often limit the possibility of conducting satisfactory lessons. Hos-
pital schools usually do not have a separate building. According to Article
128(1) of the Polish Education Law Act, medical institutions are obligated
to provide suitable spaces for educational and developmental activities.
However, such dedicated rooms are rare (Authors, 2025). As one hospital
principal explains: “Most often, classes are held in makeshift spaces. We re-
gret that the playroom is better suited for play than we are for teaching”
(ID1). As a result, lessons sometimes take place in playrooms, cafeterias,
hallways, or hospital rooms:

Teachers of older students go with them into the hospital rooms where,

well, the conditions are better. ‘Better conditions’ – that’s not really 

accurate, because there are basically no conditions. It’s done off the

cuff (…). But at least it’s quiet and calm. (ID2)

The conditions are inadequate for both teaching and storing edu-
cational materials or providing comfortable staff areas: “We were thrown
into this tiny, let’s say, cubicle. (…) We’re moved from our staff area prac-
tically every year. We’re kind of living off the hospital’s hospitality” (ID2).
This reveals a second challenge: adapting to the conditions imposed by
hospital staff, who hold authority over the teaching personnel:

First and foremost, the child is at the hospital to get treatment, and

that’s absolutely non-negotiable and the top priority. (…) We work

around the treatment schedule (…), we adapt to it one hundred per-

cent. We know we come second. (ID3)

The Chameleon teacher does not feel at home in the hospital school
environment; rather, they feel like a guest, expected to follow the rules set
by the medical staff. Another challenge is adapting to the varying psy-
chophysical conditions of students undergoing hospital treatment:

The nature of the work differs because the illnesses are different. We ad-

just to the specific situations. (…) We’ve developed a kind of sensitivity –
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for example, we don’t go to the oncology ward first thing in the morn-

ing, right? We know those children often need more sleep. We need to

adapt flexibly to that. (ID3)

Finally, there is the difficulty of aligning the topics taught with the
curriculum requirements of the students’ home schools and planning hos-
pital-based lessons based on the content the child missed during their
absence. This is particularly challenging given that hospital teachers typ-
ically teach groups of students from different schools and grades.

Identity 2: Rescuer 
Another identity emerging from the statements of hospital school

teachers is the Rescuer. Their role is to support students, parents, and even
medical staff, which goes far beyond the area of teaching. Respondents
emphasized that this primarily concerns the hospital school’s therapeutic
function, which is realized through emotional support for the hospital
community. Within this area, we identified two subtypes of identity.

The Clown Doctor identity is built around responsibility for the child’s
emotional state and well-being during treatment. It focuses on offering
engaging activities, bringing joy, and improving mood. In the narratives
of teachers representing this type, there is a prevailing sense that they
are “some sort of attraction” (ID1), “like a Clown Doctor … just missing the
red nose” (ID3). These teachers often spoke about methods of making les-
sons more entertaining as their main tools of work, describing them as
their “superpower”:

I simply have various exercises for them on my tablet (…), I also have 

different artistic programs, like Procreate or something else (…). I also 

always carry glue, scissors, cutouts, a large notebook, various crayons –

good, thick, colorful ones – and I do a lot of drawing with them. (ID3)

Clown Doctors emphasize the pride they feel in every action that brings
joy to the student-patients and their families, which distracts them from un-
pleasant experiences relating to illness, therapy, and being in the hospital:
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These kids are very open toward us and very happy that someone is

coming to visit them, especially since we always offer them something

attractive, fun (…), we are smiling, focused on the child. (ID3)

This type of teacher also plays an important role in integrating the
hospital environment, organizing the hospital’s cultural life, and sup-
porting collaboration with external entities. Often, at the hospital direc-
tor’s request, Clown Doctors organize performances by or for children, 
as well as concerts and special events:

The hospital management organizes some theater, foundation visits,

and so on, and later, the staff – the head doctor – expect us as the

school to host these guests. To organize the meetings, etc. We are re-

sponsible for who, when, and what needs to be arranged and how 

to prepare the children. (ID2)

The Clown Doctor identity comes with a heavy burden – the need for
teachers to “shut down” their own emotions to fully focus on the child’s
mood. As one teacher said:

Even though I may feel all sorts of things inside – because we’re only

human, we have our emotions, our own experiences, etc. – I come in,

and I have to play that clown. Put on the red nose and start the lesson:

“So, what do we have today? What are we doing?” (ID3)

Regardless of their own emotional state, Clown Doctors feel some-
what obligated to bring joy to students and serve as ambassadors for the
hospital. They accept this role, understanding that caring for the child’s
well-being during therapy is a fundamental expectation of them.

The second subtype of Rescuer identity is the Therapist. Here, teach-
ing takes a back seat – what matters more is empathy and building a re-
lationship with the student-patient, being interested not only in their
knowledge and skills but also, and most importantly, in their problems
and emotions. Therapists justify their need to go beyond the traditional
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educational role by pointing to the special needs of their students, who
“require an individual approach, and it’s really important to sense their
mood that day. Even that hour. Sometimes we have to know a lot about
them to respond adequately to their illness” (ID2).

The therapeutic function is embedded in the work of a hospital
school. Teachers speak, for example, about the meaning of grades given
in hospital schools:

First and foremost, it’s a therapeutic grade, meaning we evaluate the

child not only for the knowledge they’ve acquired or the skills they’re

developing. This is a sick child, right? When a child is sick at home (…)

they lie in bed, no one expects them to study while they’re ill (…), so

very often, our grade isn’t just for the child’s knowledge but for the effort

they put in. (ID3)

Therapists’ therapeutic role extends beyond students to include their
parents as well. First, by taking care of the child during class, the teacher
gives the parent a moment of respite. Second, the parent may look to the
teacher as an empathetic listener and emotional guide during difficult
times of the child’s therapy:

I try not to ask parents too many questions, because sometimes one sim-

ple question can trigger an hour and a half of talking – because that mom,

for example, just doesn’t have anyone to talk to. That happened to me re-

cently. And it’s really difficult to be in that role, because these moms often

complain, are lonely, and are just looking for an emotional outlet. (ID3)

Finally, the Therapist is a teacher who protects the child within their
home school. They communicate with the school staff about the stu-
dent’s health and educational needs to ensure comfortable learning con-
ditions after the end of hospital treatment:

Well, I act as a kind of therapist who explains to the principal or the

homeroom teacher on the other side that the child, ill and physically
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altered by disease, and socially withdrawn due to a long absence from

peers, has a huge resistance to standing in front of the whole class and

presenting something, whether they know it or not. (ID4)

The Therapist identity, which goes beyond ordinary educational en-
gagement, is often accompanied by loneliness and helplessness. Even
though this type of teacher provides supportive, therapeutic work, they
are not trained therapists and do not always know “how to deal with 
a child with mental disorders, personality issues, or a child who has at-
tempted suicide” (ID2). Unlike psychologists, they also do not receive sup-
port to cope with the strong emotional burden that accompanies their
daily work with student-patients. 

One of the main challenges of this identity is maintaining and defin-
ing boundaries within the teacher role, as society increasingly expects
them to assume therapeutic responsibilities. The teacher must find a bal-
ance between the educational-pedagogical function for which they are
trained and the therapeutic one that typically exceeds their competen-
cies. As one respondent put it: “Parents and students often expect help
from us, and not all of us are always capable of providing it” (ID2). Thera-
pists struggle with assessing whether these external expectations align
with their role and competencies. Throughout the study, they frequently
expressed a need for training and supervision.

Identity 3: Braveheart
The final identity type is Braveheart. These teachers have a strong

sense of mission and agency and speak with pride about their unique
role in medical institutions, often describing their work as essential for
maintaining order in the hospital: “In these situations, I think we manage
really well (…). They really thank us for helping” (ID2). According to these
teachers, their mission includes helping students view school as a place
that serves them – one that is on their side. Participants often recalled
students saying they wanted to stay in the hospital school or wished that
mainstream schools were run the same way: “Kids say that if school was
like this, they would love to go every day. Well, yes – but this is a very 
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specific kind of school, of course” (ID2). One hospital director proudly
stated that a student is cared for from the very first moment of their hos-
pital stay: “In fact, from the very first minute in the hospital ward, the stu-
dent is under educational and instructional care” (ID4). Another teacher
recalled returning to the hospital after the COVID-19 pandemic:

The hospital director often said she couldn’t imagine functioning with-

out us… When we came back after the pandemic, once it was allowed,

you could see such visible relief on the nurses’ faces… It was so nice to

hear, “Oh my God, thank goodness you’re back, it was really tough with-

out you.” (ID3)

This strong sense of mission is often accompanied by a sense of
threat to their job, role, and professional status. Some respondents indi-
cated that hospital schools and their teachers’ competencies are under-
appreciated by mainstream school staff and leadership. Braveheart
teachers also feel anxiety and uncertainty about the future of hospital
schools and unclear legal regulations in this area: 

It’s hard to say what’s really going on – whether they’ll shut us down

or not. So we’re sort of sitting on a ticking time bomb, and that’s the

worst part, really. (ID2)

Participants also expressed concerns about excessive oversight by
the Ministry of Education. For instance, they criticized the reporting sys-
tem, which has not been adapted to the specific context of hospital
schools with high student turnover. School administrators fear issues with
reporting student attendance, which is key for funding from local au-
thorities. Coping with this professional uncertainty is another major chal-
lenge for teachers, who sometimes work multiple jobs across different
locations and with various funding sources.
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Discussion and Conclusions

The majority of teachers who participated in the study expressed 
a strong sense of mission in their work with children and adolescents. All
reported a high level of attachment to their workplace and a general sense
of job satisfaction. However, they also emphasized that their work is emo-
tionally burdensome and requires ongoing professional development.

The findings indicate a broad spectrum of professional identities
adopted by hospital school teachers, which in turn shape their workplace
strategies. Table 1 presents a synthesis of the identity types described 
in the study, along with their defining components.

Table 1. Components of teachers’ identities
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Identity 1 Identity 2 Identity 3

Chameleon Rescuer – Clown 
Doctor Rescuer – Therapist Braveheart

Role of the
teacher 

The teacher must
adapt to the working
conditions of a hospi-
tal school. Adaptation
is a necessary and ef-
fective work strategy.

The teacher is responsi-
ble for improving 
patients’ moods by 
offering engaging 
activities that bring joy
to children.

The teacher goes 
beyond the role of an 
educator and becomes
a therapist for both
students and parents.

The teacher is the 
person responsible for
maintaining the school
and ensuring that 
children receive an 
education.

Professional 
values and goals

Flexibility as a goal,
value, and condition
for development

Focus on the child,
their needs, and their
emotions

Empathy and emo-
tional support as core
values

Defense of the child’s
well-being and the 
existence of the 
hospital school

Emotional 
engagement 
in work

Satisfaction with the
ability to adapt, but
also burden and 
frustration due to the
working conditions 
to which they must
adapt.

Pride in bringing joy 
to children and 
distracting them from
the hardships of illness,
therapy, and hospital
stay. Disconnection
from one’s own 
emotions.

Loneliness, 
helplessness, feeling 
overwhelmed by the
problems of children
and adolescents, and
frustration due to the
lack of psychological
support in hospitals.

Sense of responsibility
for the hospital, 
feeling needed. Fear 
of the facility being
closed and concern 
for the fate of the 
students.

Relationships
with students,
parents, 
and colleagues

The teacher is 
a secondary figure,
adapting to the needs,
expectations, and
ways of working of 
students, medical staff,
parents, and home
schools.

For children and 
parents, the teacher is
a source of attraction
and pleasure.
For other stakeholders,
the teacher is 
a representative 
of the hospital.

The teacher is 
someone who goes 
beyond their formal
competencies in 
relationships with 
students and parents.

The teacher has 
a combative attitude 
in their relations with
the governing body
and medical facility
management.
Their focus is on their
relationships with 
students, parents, 
and staff.



A number of previous studies have highlighted the emotional chal-
lenges faced by children and adolescents in hospital-based education
and the resulting need for tailored pedagogical approaches (e.g., Coyne
& Conlon, 2007; Welbourne & Leeson, 2012). These conditions place
unique demands on educators working in hospital schools (Mintz et al.,
2018). Findings from the current study indicate that teachers feel com-
pelled to engage not only educationally but also emotionally and, at
times, therapeutically. This often involves establishing and sustaining 
affective bonds with their students.

Not all teachers are equally equipped to meet these multidimen-
sional demands. When educators are unable to provide holistic support,
they may adopt coping strategies characterized by frustration (e.g., Res-
cuer – Therapist) or short-term, reactive adjustments (e.g., Chameleon). In
contrast, teachers who are able to implement a comprehensive, emo-
tionally responsive, and therapeutic approach to teaching tend to expe-
rience professional fulfillment, a sense of agency, and a proactive attitude
toward their work (e.g., Rescuer – Clown Doctor, Braveheart).

Key factors contributing to a sense of professional success include
the availability of effective institutional support, adequate resources, and
clearly defined educational goals. Teachers who perceive a deficit in in-
stitutional backing often resort to minimal engagement strategies, limit-
ing their responsibilities only to essential educational tasks.
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Identity 1 Identity 2 Identity 3

Chameleon Rescuer – Clown 
Doctor Rescuer – Therapist Braveheart

Challenges 
resulting from
adopted 
identities

Limitations relating to
the facility’s physical
conditions, students’
psychophysical 
capabilities, and the
expectations of home
schools and medical
staff.

The necessity to focus
entirely on the child’s
joy, disconnecting
from oneself and 
one’s emotions.
Duties relating to 
organizing the 
hospital’s cultural life.

Balancing between the
educational and up-
bringing role and the
therapeutic role, which
goes beyond teachers’
competencies. Lack 
of institutional support
in this area.

Uncertain status of 
the school and one’s
own professional 
situation. Inspections,
unclear regulations.
The need to seek 
employment in 
multiple institutions.



Limitations of the Study

This study was exploratory in nature; the fieldwork was planned for
a short period (4 months) and covered a limited group of schools and
teachers. Therefore, the study’s scope was narrow, providing only an ini-
tial overview of the subject matter. The results cannot be extended to the
whole system of hospital schools in Poland. Moreover, the study only in-
cluded the perspectives of teachers and school management. Further in-
depth research is required from the perspectives of students, parents, and
medical staff for a more complete picture of the functioning of hospital
schools.

Funding: This research was founded by AstraZeneca Young Health Pro-

gramme and  School with Class Foundation.
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Abstract
Research objectives (aims) and problem(s): The aim of this paper is
to identify the relationships between psychosocial resources, such as
basic hope, dispositional optimism, and personality traits (extraver-
sion, openness to experience, emotional stability, agreeableness, and
conscientiousness), and the life satisfaction of musically gifted stu-
dents. In addition, the analyses aim to show the importance of these
characteristics for teacher-student relationships.

Research methods: The study sample consisted of 66 musically gifted
students attending first- and second-cycle music schools aged 15 to 19
(M=16.13; SD=1.16). The following research instruments were used:
the Satisfaction with Life Scale (SWLS), the Revised Life Orientation
Test (LOT-R), the Basic Hope Inventory (BHI-12), and the Ten-Item Per-
sonality Inventory (TIPI-P). The study used the paper-and-pencil in-
terviewing method. 

Process of argumentation: Artistically gifted students require partic-
ular attention due to their specific way of functioning, especially in
their personalities and emotional and social aspects. Education offered
in art schools differs from that in schools of general education, and
musically gifted students face additional challenges that may signifi-
cantly affect their well-being and life satisfaction. This research focuses
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on analyzing the relationships between selected psychosocial resources and life
satisfaction among musically gifted individuals. It is expected that personality
traits will play a significant role in building satisfying teacher-student relation-
ships, which in turn will contribute to educational success.

Research findings and their impact on the development of educational sci-
ences: The results show that basic hope, dispositional optimism, and such per-
sonality traits as openness to experience, conscientiousness, and extraversion
are associated with higher life satisfaction. The findings are of considerable im-
portance for educational practice and for the optimization of aptitude develop-
ment. Education in music schools promoting versatile student growth, including
in terms of strengthening their well-being and life satisfaction, requires consid-
eration of the role of the subjective characteristics in question in a teacher’s work.

Conclusions and/or recommendations: The findings might be used to develop
appropriate curricula for music schools that consider the specific ways of func-
tioning of musically gifted students. This is reflected not only in students’ life sat-
isfaction and achievement of educational goals but also among teachers.

Introduction

Nowadays, educational objectives should focus on pupils’ multifac-
eted growth. The need to create specific conditions for persons with spe-
cial education needs has also been increasingly emphasized. This group
includes gifted and talented children and adolescents (Limont, 2005). The
question of aptitudes and talents has been analyzed from different angles.
Attention has increasingly been drawn to the need to reshape the curric-
ula and methods of working with gifted students. Recent studies have
shown that individuals with above-average aptitudes and abilities do not
always fully realize their potential and often experience failures and dis-
appointments when pursuing their objectives. In the process of ability 
development, cognitive characteristics, personality, and emotional and
motivational domains play a vital role (Kuśpit, 2015, 2018). Research has
shown that students gifted in the arts require more focus and attention
due to their specific way of functioning, especially in their personalities
and emotional and social aspects (Tokarz, 2005). Instruction received in
art schools differs from education offered by schools of general educa-
tion; therefore, musically gifted students may experience stress caused 
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by exhaustion, performances in front of audiences, exams, or a lack of sup-
port from their teachers or their loved ones (Gluska, 2010; Kumik, 2012;
Labonde & Müllensiefen, 2022). The need to succeed may also contribute
to competition and high stress levels (Kuśpit, 2018). Therefore, it appears
essential to identify and support the functioning of gifted students re-
garding their life satisfaction and its determinants.

Life satisfaction is the degree to which a person positively evaluates
the achievements and conditions of his/her life as a whole (Diener et al.,
1985). In the literature, life satisfaction is also referred to as quality of life,
satisfaction with life, well-being, welfare, and happiness (Czapiński, 2004;
Jaracz, 2001; Ruggeri et al., 2020). This paper adopts Juczyński’s (2012)
definition of life satisfaction, recognized as the result of an informed, cog-
nitive comparison of one’s own situation with one’s own standards. If the
outcome of the comparison is satisfactory, then one feels satisfaction. Re-
search has also pointed to the relationships between satisfaction and pro-
growth activity – satisfaction may not be so much an outcome as a factor
driving one to take action (Judge & Hurst, 2008). The sense of satisfaction
involves a more robust formulation of goals and higher levels of life and
social activity (Nie et al., 2025; Veenhoven, 1988). Life satisfaction has also
been found to depend on factors beyond an individual’s control and on
factors depending on the individual’s activity. Factors beyond an indi-
vidual’s control may be divided into external ones, such as place of birth,
and internal ones, such as health status or temperament (Krämer et al.,
2025; Mądrzycki, 2002). 

In this paper, the authors focused on internal factors and their sig-
nificance for the life satisfaction of musically gifted adolescents. The first
factor is basic hope, defined as the “general belief that the world is sensi-
ble and benevolent (Trzebiński & Zięba, 2003a, p. 5). Research has shown
that basic hope plays a regulating role in difficult life situations. A positive
relationship was found between the strength of hope and life satisfac-
tion and mental health, while a negative relationship was found between
fear, psychosomatic symptoms, and depression (Dejna, 2020; Scioli, 2020;
Trzebiński & Zięba, 2003a). Basic hope has also been found to be signifi-
cant for the formation of the personality structure. Studies have shown
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that stronger hope reduces the level of personality factors disturbing the
process of adjustment, such as anxiety and depression, and decreases
the occurrence of somatic symptoms of these types of disorders. As hope
increases, the level of development-promoting factors, such as optimism,
well-being, self-confidence, and the belief that one will succeed, increases
as well. Basic hope is also a factor determining the subjective probability
of a good or bad fortune scenario (Dursun, 2021; Pleeging et al., 2021;
Trzebiński & Zięba, 2003a).

According to Scheier and colleagues (1994), dispositional optimism 
is a personality trait that expresses an individual’s general expectation of
a positive outcome from his or her actions. It increases, among other
things, their resilience to stressors and moderates their assessment of the
situation. It is an important dimension of planning for the future, linked to
life orientation and construed as a general expectation regarding the fu-
ture. Optimism, defined as a dispositional trait reflecting one’s generalized
expectation of positive outcomes, is positively related to motivation, per-
sistence, and determination to achieve specific goals. What is more, it fa-
cilitates fast decision-making in situations that an individual finds difficult
(Poprawa, 2001). Dispositional optimism also determines one’s well-being,
resilience to stress, life accomplishments, and openness to career (Major
et al., 2006). Cassidy also found a positive correlation between optimism
and a motivation to succeed, a positive evaluation of one’s health status,
and mental well-being (Cassidy, 2000, cited in Ogińska-Bulik & Juczyński,
2010, p. 154).

Personality traits are another aspect analyzed in this study in the con-
text of life satisfaction. These are relatively permanent human disposi-
tions to respond (at the emotional level) in a specific manner as part of 
a specific behavior (Łaguna et al., 2014). Gifted persons, due to their
uniqueness, uncommonness, and high expectations of themselves, as
well as their environment, may experience various types of difficulties
and be exposed to stress (Helsper et al., 2025; Sękowski, 2001). In addi-
tion, gifted persons display higher anxiety and perfectionism (Guignard
et al., 2012), as well as higher emotional tension (Soktoeva, 2010), which
may exert a negative impact on their activity and development. Kuśpit
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(2018) has shown that musically gifted students are conscientious and
very well-organized, pursue their goals persistently, and have a strong mo-
tivation to act. While performing their tasks, they are more reliable, metic-
ulous, and dutiful than students gifted in the visual arts or students
attending schools of general education (non-profiled). As regards extra-
version, on the other hand, musically gifted students differ in the level 
of this trait from students gifted in the visual arts or who attend schools of
general education. Musically gifted adolescents are more open-minded,
active, and inclined to seek stimulation in their immediate environment.
For this reason, personality traits may determine effective coping in diffi-
cult situations (Kuśpit, 2018). Among the personality traits of musically
gifted individuals, Manturzewska (1969) listed persistence and a high need
to succeed alongside manifestations of neuroticism, while Chruszczewski
(2009) listed agreeableness, conscientiousness, and divergent thinking.
Such personality traits may facilitate the achievement of one’s goals and
further develop one’s aptitudes. 

One of the models most widely used by scholars exploring human
personality is the Big Five model. According to McCrae and Costa’s theory,
traits are construed as individual differences and generalized dispositions
that manifest across cognitive, emotional, and behavioral domains (Mc-
Crae & Costa, 2005). Personality, however, is stable and universal and
should be differentiated from moods and tensions that change over time
(McCrae & Costa, 2005). The Big Five components, as determined by Costa
and McCrae, are extraversion, agreeableness, conscientiousness, neu-
roticism, emotional stability, openness to experience (McCrae & Costa,
1997; Oleś, 2000). Since McCrae and Costa found the list to be exhaustive,
the authors of this paper used their model in the present study.

Beyond individual predispositions to develop specific personality
traits, one’s social environment, including the teacher of a gifted student,
also plays an important role. The teacher’s support of the student in vari-
ous areas of his or her activity is important for shaping his or her individ-
ual potential, including personality. The key to educational success and
ensuring the development of a student who can meet the demands of
modern life is duality in the teaching and educational process. This process
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is determined by the relationship between the teacher and the student
in a given situation and the tasks being performed. The subjects of this sit-
uation are both the teacher and the student (Kuśpit, 2018).

According to Wiśniewski (2009), this type of situation is character-
ized by bidirectional influence: the teacher’s behavior affects the student,
and the student’s behavior influences the teacher. Alternating behaviors
can lead to different outcomes in participants’ reactions, the specific con-
tent of the influences, the participants’ activity and personal contribu-
tions, and the purposefulness of the action. It is up to the teacher to
decide whether the student’s communication experiences will contribute
to the development of their subjectivity, sense of autonomy, and activ-
ity, or, on the contrary, will weaken the young person’s subjectivity, which
may lead to conformism, dependence on others, a sense of lack of influ-
ence on their own life and environment, and a lack of competence. An
essential condition for education in the subjectivity paradigm is for the
teacher to move away from a dominant and egocentric attitude toward
supporting the student’s development and building a dialogue with
them. This is one of the key elements in supporting the potential of mu-
sically gifted students both in the educational process and in the devel-
opment of their personality (Kuśpit, 2018; Zalewska-Bujak, 2013).

In line with the above, it may be assumed that the personality traits
of musically gifted individuals are associated with life satisfaction and con-
tribute to motivation and the undertaking of different activities; this, 
consequently, may promote the optimized development of talents and
achieving success in various areas of activity. An analysis of the psy-
chosocial aspects of the functioning of musically gifted students and their
relationships with life satisfaction may also help with adapting school cur-
ricula to individual needs, optimizing student achievement, fostering their
proper development, and improving interpersonal relations, including
mutual interactions between the teacher and the student.

126 Małgorzata Kuśpit, Anna Tychmanowicz
Psychosocial determinants of life satisfaction in musically gifted students 
and their importance in relation to the teacher
(pp. 121–139) 

e-
 IS

SN
 2

54
3-

84
09



Materials and methods

This study aims to identify the psychosocial determinants of the life
satisfaction of musically gifted students. The determinants were presumed
to be basic hope, dispositional optimism, and personality traits. The re-
search problem was formulated as follows:

P: What are the relationships between the life satisfaction of musically
gifted students and such psychosocial resources as basic hope, dispo-
sitional optimism, and personality traits (extraversion, openness to ex-
perience, emotional stability, agreeableness, and conscientiousness)?

The following research hypothesis was put forward:

H: The life satisfaction of musically gifted students is expected to be pos-
itively related to basic hope, dispositional optimism, and personality
traits (extraversion, openness to experience, emotional stability, agree-
ableness, and conscientiousness).

Method

Participants
The sample consisted of 66 musically gifted secondary school stu-

dents attending music schools. Girls accounted for 53% of the study group
and boys for 47%. The participants’ age ranged from 15 to 19 (M=16.13;
SD=1.16). The majority of students participating in the study (60.6%) lived
in a city with more than 200,000 people, nearly one-third (31.8%) lived in
rural areas, and the remaining participants (7.6%) lived in a city with fewer
than 200,000 people. 

Procedure and measures
Paper-and-pencil interviews were conducted between September

2022 and March 2023 with students from first- and second-cycle music
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schools after obtaining the relevant consent. Participation in the study
was voluntary, and participants could withdraw from it at any time. Data
obtained with the instruments listed below were anonymized and used
only for collective analysis:

• The Satisfaction with Life Scale (SWLS), translated into Polish and val-
idated by Juczyński (2012), measures one’s level of satisfaction with
one’s life. It consists of 5 items ranked using a scale from 1 (I com-
pletely disagree) to 7 (I completely agree). 

• The Revised Life Orientation Test (LOT-R), translated into Polish and val-
idated by Juczyński (2012), measures dispositional optimism, con-
strued as the generalized expectation of positive future outcomes
and the belief that unfavorable events will occur occasionally or not
at all. The test consists of 10 items, 6 of which have a diagnostic value.
Respondents rank the items using a scale from 0 (I strongly disagree)
to 4 (I strongly agree). 

• The Basic Hope Inventory (BHI-12), developed by Trzebiński and Zięba
(2003b), measures basic hope, understood as the belief that the
world is orderly, sensible, and benevolent. It consists of 12 items, 9 of
which have diagnostic significance. Respondents rank the items
using a scale from 1 (I completely disagree) to 5 (I completely agree). 

• The Ten-Item Personality Inventory (TIPI-P), translated into Polish and
validated by Łaguna and colleagues (2014), consists of 10 items
ranked using a scale from 1 (I completely disagree) to 7 (I completely
agree). The scores allow the researcher to determine the level of 
respondents’ personality traits according to the Big Five model: ex-
traversion, openness to experience, Emotional stability (ES), agree-
ableness, and conscientiousness. Extraversion involves looking for
stimulation and engaging in activities, as well as the frequency and
intensity of interpersonal contacts. Emotional stability determines
the level of stress resilience, the level of inclination toward irrational
actions, and the use of adaptive coping. Openness to experience re-
lates to one’s curiosity, tolerance for innovation, willingness to learn
new things, and willingness to undertake unfamiliar experiences.
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Conscientiousness is characteristic of well-organized individuals who
are persistent, dutiful, and strongly motivated to pursue their goals.
Agreeableness refers to avoiding conflict, having altruistic attitudes,
and gentleness in interpersonal relations (McCrae & Costa, 2005; Za-
wadzka et al., 2016).

Results

Table 1 presents descriptive statistics for the study variables.

Table 1. Descriptive statistics for the study variables (N=66) 

Note: M-mean, SD-standard deviation, Min.-minimum value, Max.-maximum value, Me-median.

The results presented in Table 1 show an average level of life satis-
faction (sten score 5) in the study group. Similar results were reported for
dispositional optimism (sten score 5) and basic hope (sten score 5). 
Regarding the personality traits, scores slightly higher than the mean
were reported for openness to experience (M=5.50; SD=1.32; Me=6.00,
Mo=6.50) and extraversion (M=5.05; SD=1.61; Me=5.50, Mo=6.00),
whereas emotional stability was reported to be lower than the mean
(M=3.26; SD=1.51; Me=3.00, Mo=2.00). 
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Min. Max. M SD Me

Life satisfaction 6.00 30.00 18.05 5.97 18.5

Dispositional optimism 1.00 24.00 13.53 5.15 14.00

Basic hope 17.00 38.00 28.82 4.58 28.00

Extraversion 1.00 7.00 5.05 1.61 5.50

Openness 1.00 7.00 5.50 1.32 6.00

Agreeableness 1.50 7.00 4.72 1.33 5.00

Conscientiousness 1.00 7.00 4.39 1.45 4.50

Emotional stability 1.00 6.50 3.26 1.51 3.00



Table 2 presents the results of correlation analyses (Pearson’s r) in-
vestigating the relationships among dispositional optimism, basic hope,
personality traits, and the life satisfaction of musically gifted students.

Table 2. Correlations between dispositional optimism, basic hope, 

personality traits, and the life satisfaction of musically gifted students

(N=66)

The results demonstrate statistically significant positive correlations
between the life satisfaction of musically gifted students and basic hope
(r=.591, p<0.001), dispositional optimism (r=.711, p<0.001), extraversion
(r=.386, p=0.001), openness to experience (r=.354, p=.004), and consci-
entiousness (r=.288, p=0.019). No statistically significant relationships
were found between life satisfaction and such traits as emotional stabil-
ity (r=.205, non-s) or agreeableness (r=-.029, non-s).
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LS N C A E O DO

Life satisfaction
(LS) 

Emotional stability 
(ES)

r=.205
p=.101

Conscientiousness
(C)

r=.288
p=.019

r=-.032
p=.803

Agreeableness 
(A)

r=-.029
p=.816

r=.199
p=.111

r=.061
p=.624

Extraversion 
(E)

r=.386
p=.001

r=.223
p=.074

r=.165
p=.185

r=.249
p=.044

Openness 
(O)

r=.354
p=.004

r=.070
p=.579

r=.279
p=.023

r=.169
p=.175

r=.283
p=.021

Dispositional optimism
(DO)

r=0.711
p<.001

r=.358
p=.003

r=.143
p=.253

r=.181
p=146

r=.472
p<.001

r=.437
p<.001

Basic hope 
(BH)

r=.591
p<.001

r=.238
p=.057

r=.088
p=482

r=.117
p=350

r=.275
p=.025

r=.181
p=.147

r=.675
p<.001



Discussion

The present study investigated the relationships between the life 
satisfaction of musically gifted students and psychosocial determinants: 
dispositional optimism, basic hope, and personality traits (extraversion,
agreeableness, conscientiousness, openness to experience, and emotional
stability).

The results show that there is a positive relationship between basic
hope and life satisfaction. This means that the higher the level of basic
hope, the higher the life satisfaction. Basic hope is recognized as an indi-
cator of children’s and adolescents’ mental health (Kryk & Stefańska-Klar,
2013) and as a factor determining the interpretation of current events
and expectations about future occurrences (Trzebiński & Zięba, 2003b).
Therefore, belief in a sensible and benevolent world promotes the life sat-
isfaction of musically gifted students. This resource appears to be partic-
ularly important among gifted adolescents, as it helps them function
better in their environment and promotes effective coping with difficul-
ties specific to this group (see Lewicka-Zelent & Abramciów, 2014; Trze-
biński & Zięba, 2003b). 

The results also revealed a positive relationship between disposi-
tional optimism and life satisfaction – the higher the dispositional opti-
mism, the higher the life satisfaction. Dispositional optimism facilitates
engagement in different forms of activity, strengthens motivation, self-
confidence, and faith in people and the world, and enhances the persist-
ent pursuit of goals despite encountered difficulties, which promotes life
satisfaction (Ogińska-Bulik & Juczyński, 2010; Pietras-Mrozińska, 2016). 
A positive attitude allows one to approach the experienced failures as
transitory. Moreover, optimists reach for more beneficial and relevant cop-
ing strategies when faced with difficult situations (Zadworna-Cieślak 
& Ogińska-Bulik, 2013). Optimism acts as a buffer protecting an individual
against the negative outcomes of difficult situations to which gifted stu-
dents are exposed (Pietras-Mrozińska, 2016).

The results also indicate a higher level of openness to experience
among gifted youth. Similar results were obtained by Iskra (1998) in her
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study on artistically gifted adolescents. Her findings showed that gifted
adolescents who are more open to experience were more active, more 
inclined to spontaneous action, and aspired to be self-reliant, independ-
ent, and self-confident, which may lead them to evaluate their lives as
satisfactory. 

Another personality trait found to promote life satisfaction in gifted
students is conscientiousness, a characteristic of happy individuals (Za-
wadzka et al., 2016). Conscientiousness is often treated as an adaptive
characteristic, especially in the context of school achievement (see Fili-
piak & Łubianka, 2019), and for this reason, it may determine students’
life satisfaction. Moreover, among school students, conscientiousness is
positively related to pursuing long-term objectives, which also may ac-
count for the relationship between this personality trait and life satisfac-
tion (Mendolia & Walker, 2015).

Finally, the results demonstrate that students’ life satisfaction in-
creases with their level of extraversion. The positive relationship found
between extraversion and life satisfaction confirms the findings of other
scholars (e.g. Filipiak & Łubianka, 2019; Zawadzka et al., 2016). Extraver-
sion involves searching for and maintaining satisfying relationships with
others, which promotes the feeling of satisfaction with one’s life and its
various aspects. Previous analyses also show that nurturing interpersonal
relationships and cultivating social values promote feelings of happiness
(Zawadzka et al., 2016).

Implications for educational practice

The results are of considerable importance for educational practice
and for the optimization of aptitude development. It should be stressed
that, beyond the demands placed on students, it is essential to individu-
alize the educational process. It was found that basic hope, dispositional
optimism, and certain personality traits (openness to experience, con-
scientiousness, and extraversion) are associated with higher life satisfac-
tion among musically gifted students. Therefore, their education should
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not only take their cognitive potential into account but also consider psy-
chosocial factors that may play an important role in promoting feelings
of life satisfaction, which, in turn, may contribute to higher motivation in
pursuing goals and satisfaction from their implementation. Professionals
involved in the education of gifted individuals often focus on their po-
tential and high level of specific skills, failing to consider the psychosocial
factors (Limont, 2005). However, developing aptitudes requires teachers to
increase students’ self-awareness of their resources and the significance
of specific personality traits to improve their well-being and cope with
difficulties more effectively. 

It is recommended that specific psychosocial dispositions of gifted
adolescents be developed. Support from teachers, parents, and peers, as
well as their mutual cooperation, is vital in this respect. Gifts in music are
associated with more complex functioning in different life domains
(Limont, 2005). Education in music schools is specialized and differs from
instruction in schools of general education. Therefore, it is essential to
use well-matched strategies and methods of working with gifted stu-
dents to guide their growth in the proper direction. Teachers play a sig-
nificant role here, as does the way in which they build relationships with
their students. In this way, they can contribute to maintaining and shap-
ing characteristics that are important for development, such as basic
hope, dispositional optimism, openness to experience, conscientiousness,
and extraversion. These traits enhance gifted students’ life satisfaction,
thereby increasing teachers’ satisfaction and contributing to mutual ed-
ucational success.

Conclusions

The results show that, in the group of musically gifted students
under study, higher life satisfaction is promoted by psychosocial charac-
teristics: basic hope, dispositional optimism, and personality traits (open-
ness to experience, conscientiousness, and extraversion). The findings
might be used to develop appropriate curricula for music schools that
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take the specific ways gifted students function into account. The results
may also contribute to increasing teachers’ awareness of personality traits
in students that optimize the development of their talents, enhance their
well-being, and, consequently, elevate the satisfaction of teachers in per-
forming their educational tasks.
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Abstract
Research objectives and problems: The aim of the study is to deter-
mine whether passion moderates the relationship between self-efficacy
and well-being – in both its eudaimonic and hedonic dimensions – in
students of pedagogical and teacher education programmes. The study
addresses the following research problem: Does passion moderate the
relationship between self-efficacy and eudaimonic and hedonic well-
being in students of pedagogical and teacher training programmes,
and, if so, in what manner?

Research methods: The data for this analysis were collected using the
General Self-Efficacy Scale (GSES), the Psychological Well-Being Scale
(PWBS), the Satisfaction with Life Scale (SWLS), and the Self-Reported
Passion Scale (SRPS). 

Process of argumentation: The article begins by introducing the
concepts of self-efficacy, well-being and passion. It then outlines 
the research methods, followed by an analysis and discussion of the
results.

Research results and their impact on the development of educa-
tional sciences: The results show that the moderating role of passion
in the relationship between self-efficacy and well-being occurs only
in the context of hedonic well-being, not for eudaimonic well-being.
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Conclusions and recommendations: In light of the obtained data, the system-
atic reinforcement of self-efficacy among university students should be re-
garded as key.

Introduction

The period of one’s education is a time of gaining new knowledge
and skills essential to one’s future career, of searching for one’s identity,
and of determining one’s goals in life. It is also a time for facing new situ-
ations, learning how to be independent and responsible, establishing
new relationships, and developing new interests and passions. In the con-
text of coping, the disposition manifested in self-efficacy becomes an im-
portant issue. Self-efficacy is the belief in oneself and one’s abilities, which
is helpful in achieving success and releases additional energy. It is re-
sponsible for human motivation and behaviour, which makes it regulate
human pursuits, as the belief in one’s capabilities determines the amount
of stress an individual is able to cope with, as well as their determination
and perseverance in searching for new solutions and achieving their
goals (Byra, 2011; Juczyński & Juczyński, 2012; Kwiatkowski, 2020). 

University students with high self-efficacy display good adjustment
ability, look for help in difficult situations, are less stressed (Landis et al.,
2007; von Keyserlingk et al., 2022), make informed decisions related to
the choice of their study programme, and draw more satisfaction from
studying (Carranza Esteban et al., 2022; Nowak et al., 2018). Consequently,
they are more motivated to learn and feel more responsible for their learn-
ing process and learning outcomes (Dybiec et al., 2021; Rodek, 2020),
which translates into higher academic achievements (Landis et al., 2007;
Lin et al., 2022). Moreover, students with high self-efficacy much more
often establish interpersonal relations full of trust and warmth, believe
they have the higher competencies necessary to achieve their goals
(Gabryś, 2023), report higher well-being, and pursue their passions har-
moniously (Bochniarz & Olejnik, 2025b). Students who believe they have
high self-efficacy also more often engage in health-related activities, are
more consistent in caring about themselves, and are more aware of their

142 Agnieszka Bochniarz, Urszula Olejnik
Self-efficacy and well-being in students of pedagogy and teacher education programmes: 
The moderating role of passion
(pp. 141–158) 

e-
 IS

SN
 2

54
3-

84
09



role in maintaining their health (Han et al., 2022; Nowak et al., 2018; Reide
et al., 2023). 

Well-being is also of considerable importance for a young person’s
personal and social functioning. Psychological concepts of well-being usu-
ally stem from two main philosophical concepts: hedonic and eudaimonic
well-being. Hedonic well-being focuses on pleasure and subjective satis-
faction with life. Eudaimonic well-being, on the other hand, centres on the
sense of fulfilment that results from the development of human potential
and living in harmony with one’s own nature; therefore, it emphasizes
searching for and pursuing the meaning in life (Karaś & Cieciuch, 2017;
Kołodziej-Zaleska & Przybyła-Basista, 2018b; Kossakowska & Zadworna,
2019). Keyes, Shmotkin and Ryff (2002) refer to these two approaches as
subjective well-being (also called emotional well-being or happiness) and
psychological well-being. The former relates to evaluating life in terms of
satisfaction and balance between the positive and negative affect, while
the latter entails an individual’s perception of coping with existential chal-
lenges (Keyes et al., 2002). Comparative analyses of subjective well-being
based on the hedonic approach and psychological well-being stemming
from the eudaimonic approach have shown that a combination of the two
is the most rewarding. At the same time, it has been emphasized that these
two concepts complement each other, allowing for a more complete de-
scription of different aspects of well-being (Ilska & Kołodziej-Zaleska, 2018). 

Previous studies conducted on groups of university students found
a positive relationship between the respondents’ self-efficacy and mental
well-being (Bochniarz & Olejnik, 2025b; Gabryś, 2023). Well-being is also
positively associated with harmonious engagement in the passions pur-
sued by university students (Bochniarz & Olejnik, 2025b). Access to more
extensive material assets, the ability to generate income, physical activity,
engagement in an intimate relationship, emotional support experienced
in interpersonal relationships, or a higher sense of satisfaction from one’s
studies are all significant factors contributing to students’ enhanced men-
tal well-being (Jach, 2012; Kulawska, 2019; Szepe & Meszaros, 2024). More-
over, students who are motivated to learn are kind to one another and
tend to report high mental well-being (Kotera et al., 2022). On the other
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hand, highly negative self-evaluations, the constant need for struggle
and competition, perfectionism, and high stress or fear before examina-
tions are associated with poorer mental well-being among students
(Chang, 2006; Kotera et al., 2022; Słodkowska & Bokszczanin, 2012; Szepe
& Meszaros, 2024).

Passion is most often construed as a driving force that gives meaning
to life and develops personal interests. It is a self-defining activity in which
an individual invests time and which he or she finds important. It results
from the willingness to satisfy the needs for independence, competence,
and maintaining people-to-people links. Passion makes an individual bet-
ter prepared to cope with challenges and derive satisfaction from stand-
ing up to them, which positively impacts public perception of the
individual (Bochniarz & Olejnik, 2025a; Buczak & Łukasik, 2024; Freire et
al., 2020; Vallerand & Paquette, 2024). However, passion is not always
adaptive; sometimes it may transform into compulsion, evoking negative
emotions and unnatural perseverance, making it difficult to achieve a bal-
anced and fulfilling life (Curran et al., 2015; Frask, 2020). 

Having a harmonious passion for learning offers numerous advan-
tages: students experience positive emotions and have more fulfilling re-
lationships with their peers and teachers. Moreover, pursuing a passion
is linked to students’ perception of studying as an interesting and devel-
opmental experience, enhancing their inner motivation and engage-
ment, which in turn translates into higher perseverance in the face of
learning challenges and better academic achievement (Abdellatif, 2023;
Mudło-Głagolska & Larionow, 2023; Zhao et al., 2021; Zinczuk-Zielazna,
2021). Harmonious passion promotes students’ higher well-being and en-
hanced self-efficacy, ego-resiliency, and self-esteem (Abdellatif, 2023;
Bochniarz & Olejnik, 2025a; Bochniarz & Olejnik, 2025b; Byra & Zielińska,
2024; Vallerand & Paquette, 2024).
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Research problem and aim

The study’s aim was to analyze the relationship between self-efficacy
and eudaimonic and hedonic well-being in students of pedagogical and
teacher education programmes, bearing the moderating role of passion in
mind. Therefore, the study addresses the following research problem:
Does passion moderate the relationship between self-efficacy and eudai-
monic and hedonic well-being in students of pedagogical and teacher
training programmes, and, if so, in what manner? Based on theoretical 
assumptions and previous empirical research, and subsequently verified
by the author’s own study, the following hypotheses were formulated: 

H1: Self-efficacy is positively associated with eudaimonic and hedonic
well-being in university students.

H2: Passion acts as a moderator in the relationship between self-efficacy
and eudaimonic and hedonic well-being.

Figure 1. Relationships between study variables

Method and sample characteristics

A diagnostic survey was used to achieve the study’s aims and verify
its hypotheses. The authors administered questionnaires that included
socio-demographic questions and normalized measures: the General Self-
Efficacy Scale (GSES), the Psychological Well-Being Scale (PWBS), the Sat-
isfaction with Life Scale (SWLS), and the Self-Reported Passion Scale (SRPS). 
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The GSES, developed by Schwarzer and Jerusalem and translated into
Polish and validated by Juczyński, consists of 10 items rated on a four-
point scale to measure an individual’s general belief in their self-efficacy in
coping with difficulties. The measure has satisfactory internal reliability
(Cronbach’s α = 0.88) (Juczyński, 2000). 

The PWBS, developed by Ryff and translated into Polish and validated
by Karaś and Cieciuch (2017), measures six aspects of well-being: self-ac-
ceptance, positive relations with others, autonomy, environmental mas-
tery, purpose in life, and personal growth. In this study, the short 18-item
version was used. The items are rated using a six-point scale. Although in-
dividual scales displayed low reliability, the total score ultimately con-
firmed satisfactory reliability (Cronbach’s α = 0.82) (Karaś & Cieciuch, 2017). 

The SWLS, developed by Diener and colleagues (1985), was translated
into Polish and validated by Juczyński (2001). The instrument consists of
five items measuring the respondent’s general level of satisfaction on 
a seven-point Likert scale. This scale measures hedonic well-being and 
is widely applied in research on subjective well-being. The measure’s reli-
ability is satisfactory (Cronbach’s α = 0.81) (Juczyński, 2001). 

The SRPS consists of two parts. In Part 1, respondents list their passions
and rate them on a five-point scale. Part 2 consists of nine items encom-
passing three sub-scales: ‘Personal benefits of pursuing a passion’ (five
items), ‘Way in which passion was developed’ (two items), and ‘Passion-life
balance’ (two items). These aspects are measured using a five-point scale
(Byra et al., 2025). The present study used the SRPS to obtain an overall in-
dicator of passion. Respondents who declared at least one passion and pro-
vided ratings in Part 1 of the inventory were classified as “with passion,”
whereas those who did not identify any passion were classified as “without
passion.” This operationalization was consistent with the main research ques-
tion, which examined whether the presence of passion – rather than its spe-
cific type – moderates the relationship between self-efficacy and well-being.

Although Vallerand’s dualistic model of passion emphasizes the im-
portance of distinguishing between harmonious and obsessive passion,
the present study was designed as an initial step to investigate whether
passion in general influences the self-efficacy-well-being link among 
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students. Therefore, the study employed a dichotomous indicator of pas-
sion (present/absent); a more fine-grained differentiation between har-
monious and obsessive passion was reserved for future research.

The sample consists of students of bachelor’s and master’s degree pro-
grammes who voluntarily agreed to participate in the study. The study was
conducted online in accordance with the ethical standards governing sci-
entific research. In total, the sample consisted of 1,165 students, 779 of
whom (66.9%) reported having a passion, while 386 (33.1%) failed to iden-
tify any passion in themselves. The vast majority of respondents were female
(923, 79.9%). The mean age of the respondents was 23.2 (SD = 4.68). Most 
respondents lived in a city (740, 63.5%) and were not married (584, 50.1%). 

Data analysis

Correlation analyses of the study variables were conducted using
SPSS software. To determine the moderating role of passion in the rela-
tionship between self-efficacy and eudaimonic and hedonic well-being,
moderation analysis was conducted using the PROCESS macro (model 1)
for SPSS software (4.2 beta).

Results

In the first step, correlation analysis of the study variables was con-
ducted.

Table 1. The relationship between self-efficacy, eudaimonic well-being

and hedonic well-being – Pearson’s correlation coefficients

** < 0.01
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Variable Self-efficacy Eudaimonic well-being Hedonic well-being

Self-efficacy 1 0.538** 0.476**

Eudaimonic well-being 0.538** 1 0.473**

Hedonic well-being 0.476** 0.473** 1



A number of statistically significant relationships can be identified
based on the results of the correlation analysis. All correlations were sta-
tistically significant. A strong positive correlation (r = 0.538) was found
between self-efficacy and well-being. This means that students who be-
lieve more strongly in their capabilities and ability to cope with adversity
report higher well-being. An average positive correlation (r = 0.476) was
found between self-efficacy and satisfaction with life. This suggests that
individuals who more strongly believe in their own competencies are
more likely to see their lives as valuable and fulfilling. This points to the
importance of self-efficacy not only for task-based functioning but also
for the emotional evaluation of well-being. An average positive correla-
tion (r = 0.473) was also found between eudaimonic and hedonic well-
being. This suggests that students who feel fulfilled in life grow and
achieve their goals while also viewing their lives as a whole in positive
terms. As found in the literature, this points to the permeation of eudai-
monic and hedonic aspects of well-being. All study variables showed pos-
itive and statistically significant relationships. The strongest relationship
was between self-efficacy and eudaimonic well-being. 

In the next stage of the study, the role of passion as a moderator in
the relationship between self-efficacy and eudaimonic well-being was
examined.

Table 2. Passion as a moderator in the relationship 

between self-efficacy and eudaimonic well-being 
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Variables B SE T p LLCI ULCI

Eudaimonic
well-being

Constant 56.958 4.707 12.098 0.000 47.7114 66.2046

Self-efficacy 0.6939 0.161 4.298 0.000 0.3769 1.0109

Passion -3.208 3.186 -1.007 0.314 -9.4676 3.0499

Self-efficacy
x Passion 0.066 0.112 0.590 0.555 -0.1547 0.2876

Model: R2 = 0.294; F(3.570) = 79.20; p < 0.001



The data presented in Table 2 show that the designed moderation
model is statistically significant and accounts for 29.4% of the variance
in eudaimonic well-being in the responding students. However, the in-
teraction between self-efficacy and passion is not significant (p = 0.555),
which means that the relationship between self-efficacy and eudaimonic
well-being is not moderated by passion (R2 = 0.294). Further analyses re-
vealed a moderating role of passion in the relationship between self-effi-
cacy and hedonic well-being.

Table 3. Passion as a moderator between self-efficacy 

and hedonic well-being

The data presented in Table 3 point to the moderating role of pas-
sion in the relationship between self-efficacy and hedonic well-being
(R2 = 0.332). The agreed moderation model is statistically significant and
accounts for 33.2% of the variance in hedonic well-being in study partic-
ipants. A positive relationship between self-efficacy and hedonic well-
being was found only in students who reported having a passion.

Conclusions

The aim of the study was to determine whether, and, if so, in what
manner, passion moderates the relationship between self-efficacy and
well-being (eudaimonic or hedonic) in a group of students of pedagogical
and teacher training programmes. The results confirmed hypothesis H1,
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Variables B SE t p LLCI ULCI

Hedonic
well-being

Constant 11.28 3.47 3.25 0.001 4.4540 18.0982

Self-efficacy 0.30 0.12 2.52 0.011 0.0667 0.5347

Passion -4.49 2.35 -1.91 0.056 -9.1026 0.1270

Self-efficacy
x Passion 0.1446 0.08 1.74 0.042 0.0185 0.3077

Model: R2 = 0.332; F(3.569) = 57.36; p < 0.001



that is, self-efficacy is positively related to psychological (eudaimonic) well-
being and satisfaction with life (hedonic well-being). Hypothesis H2, on
the other hand, was only partially confirmed, as the moderating role of
passion occurred only in the context of hedonic well-being. The relation-
ship between self-efficacy and satisfaction with life was found to be posi-
tive, but only among students who reported having a passion.

In line with Bandura’s self-efficacy theory (1997), the belief in one’s 
capabilities not only mobilizes one to action but also improves one’s re-
sistance to academic and social stressors. The results, therefore, are con-
sistent with previous findings showing that high self-efficacy is associated
with lower tension and higher life satisfaction (Byra, 2011; Juczyński & Ju-
czyński, 2012). In the literature on mental well-being, eudaimonic and he-
donic well-being are often treated as complementary (Keyes et al., 2002).
This approach is also reflected in the study’s findings, which confirmed
that self-efficacy impacts both the emotional aspect of well-being (satis-
faction, emotional balance) and the psychological experience of meaning
and personal growth. A strong relationship with eudaimonic well-being
suggests that believing in their abilities helps students achieve their goals
and overcome obstacles effectively, which translates into a sense of ful-
filment and self-realization. At the same time, the moderation analysis re-
vealed that the mere presence of passion does not further moderate this
relationship in a statistically significant manner. Although passion may
be a motivational resource, in the presented model, it failed to act as 
a modifier of the impact of self-efficacy on well-being. The mere presence
of passion may not be as important as its type (harmonious or obsessive);
however, this requires further research and detailed qualitative analysis.

The results regarding the moderating role of passion in the rela-
tionship between self-efficacy and well-being showed that it does not
occur in the context of eudaimonic well-being, only hedonic well-being.
Hedonic well-being, as measured by the SWLS, primarily refers to the
balance between positive and negative emotions, as well as subjective
pleasure (Keyes et al., 2002). Passion, construed as an engaging activity
evoking strong positive feelings, may directly enhance pleasures and op-
timism; therefore, the moderating effect can be observed in the hedonic
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model. In other words, students who have a passion more strongly be-
lieve in their abilities and experience more satisfaction than their less 
engaged peers. Eudaimonic well-being, on the other hand, involves
meaning in life, autonomy, personal growth, and life purpose (Ilska 
& Kołodziej-Zaleska, 2018) . These aspects require not only emotional in-
tensity but also a permanent sense of competence, value, and relations
with others. Self-efficacy here serves as the key motivational and cogni-
tive resource, irrespective of whether it is accompanied by passion. Con-
sequently, the moderating function of passion “fades away” – the strong
belief in one’s abilities is enough to increase one’s sense of fulfilment,
whereas passion no longer offers a clinical “bonus”. 

In sum, passion enhances pleasure and satisfaction here and now
(hedonism), but when we speak about meaning in life and growth (eu-
daimonia), the belief in one’s abilities is of more importance. High self-
efficacy and the feeling that “I can make it” is enough for the sense of ful-
filment. The additional factor, i.e., passion, fails to significantly boost this
feeling, as the fundamental tenet of eudaimonia is the ability to act effi-
ciently, not to experience pleasure. What is more, Byra and Zielińska
(2024) showed that it is not so much the presence of passion that is of im-
portance but the way it matches the individual’s resources and the con-
textual framework. Students pursuing passions that are strongly focused
on personal growth may make better use of their belief in their self-effi-
cacy in achieving goals, which may not necessarily translate into expe-
riencing pleasure or finding fulfilment. The study by Mudło-Głagolska
and Larionow (2023) complements this approach by showing that har-
monious passion correlates with well-being only when accompanied 
by social support and adequate environmental conditions; however,
these factors were not considered in the moderation model presented
in this paper. 

In light of the obtained data, the systematic reinforcement of self-
efficacy in university students should be regarded as key. This may be
achieved by extending the curricula with dedicated training workshops
focused on developing the ability to cope with stress and solve prob-
lem-based tasks. The curricula should also include models focused on
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developing self-reflection skills, as well as on the formulation and verifi-
cation of one’s personal goals and values. An integral part of this support
should be a mentoring and academic coaching scheme under which
younger students would receive regular personalized feedback from their
more experienced peers or lecturers. This approach would not only build
relationships of an emotional and substantive nature but also contribute
to a factual reinforcement of one’s self-efficacy in academic tasks. 

Finally, considering the relationships between self-efficacy and
health-promoting behaviours, it would be advisable to focus on the close
integration of health-promoting education – including health psychol-
ogy seminars and intellectual wellness workshops – with traditional forms
of education. In this manner, one can simultaneously support a sense of
control over one’s functioning, improve one’s physical and mental well-
being, and strengthen one’s motivation to learn and care for one’s health
amid daily academic practices. It also seems reasonable to include tar-
geted personal development workshops that combine self-efficacy en-
hancement with elements supporting the development of passion. These
short, cyclically repeated small-group programmes, led by psychologists
or career counsellors in cooperation with teaching staff, could focus on re-
alistic goal setting, coping with stress and basic skills training (planning,
self-reflection, emotion regulation), which is consistent with the present
results indicating the importance of self-efficacy and passion engage-
ment for students’ life satisfaction.

However, the ambiguity of the present study’s results contrasts with
the approach proposed by Vallerand and Paquette (2024), who, in their
dualistic model of passion, distinguished between harmonious passion
(favouring well-being) and obsessive passion (inducing excessive en-
gagement and stress). The SRPS makes no distinction between harmo-
nious and obsessive passion, which could have masked subtle differences
in the impact of passion on eudaimonic and hedonic well-being. Another
limitation of the study was its cross-sectional, self-report design; passion
and self-efficacy measured at a single point in time may be subject to
fluctuations associated with examination-related stress or current learn-
ing load (Kotera et al., 2022; Szepe & Meszaros, 2024). 
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In future studies, scholars should therefore consider a longitudinal
design that will allow them to render the dynamics of the impact of pas-
sion and self-efficacy on well-being at different stages of semesters or 
research projects. What is more, the sample consisted solely of students
from pedagogical and teacher training programmes. For this reason, the
results are not representative of students from different faculties, age
groups, professional statuses, or cultural contexts. When designing future
studies, researchers should consider contextual variables, such as social
support, material assets, and environmental factors (Mudło-Głagolska 
& Larionow, 2023), which may considerably moderate well-being, self-
efficacy, and the role of passion. The above limitations point to the need
for further analyses that consider a broader range of variables.
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Abstract
Research aim/problem: The aim of this article is to demonstrate the
role of music in human life through the lens of the pedagogy of ac-
companiment, presented as a practical tool to mitigate teachers’ stress.
The research problem focuses on the following question: What values
does music embody, and how can it accompany and support individ-
uals both in their daily life and in the context of stress?

Research method: The study is based on the autobiographical narra-
tive of a teacher educated in both music and music therapy. A proxemic
analysis was conducted on selected excerpts from the autobiography
that focus on the subject’s lifelong relationship with music.

Process of argumentation: Music, as a pervasive phenomenon, fulfils
a range of roles in human life, including social, humanistic, and thera-
peutic functions. The article examines its values, especially the personal
relationship with music, through the conceptual framework of Zbig-
niew Marek’s pedagogy of accompaniment. This perspective, incorpo-
rated into the analysis, highlights the spaces in which the author of the
autobiographical narrative has improved her functioning through her
connection with music.

Research findings: Music emerged as a companion across different di-
mensions of life, providing support, closeness, and assistance in diffi-
cult situations, everyday struggles, moments of reflection, and spiritual
experience.

Conclusion/recommendations: Engagement with music as a means
of coping with stress may constitute a valuable dimension of individual
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burnout-prevention strategies and contribute to improving the quality of teach-
ers’ professional functioning and teaching practice, as well as more systemic so-
lutions, including the implementation of programmes that incorporate music into
teacher well-being support initiatives.

Introduction

The educational environment is frequently associated with stress. 
Various theoretical approaches have conceptualised this phenomenon
over time. Hans Selye understood stress as the organism’s non-specific re-
sponse to external demands, whereas Richard Lazarus and Susan Folkman
emphasised the dynamic interaction between the individual and the en-
vironment. Johannes Siegrist’s effort–reward imbalance model explains
occupational stress as resulting from a discrepancy between work effort
and received rewards. Closely linked to stress is professional burnout, con-
ceptualised by Christina Maslach as consisting of emotional exhaustion,
depersonalisation, and a reduced sense of personal accomplishment. In
this perspective, burnout develops through prolonged exposure to emo-
tional and interpersonal stressors combined with insufficient recovery
(Wilczek-Rużyczka et al., 2019).

For these reasons, teaching is recognised as a highly challenging pro-
fession, as chronic stress constitutes a significant risk factor for mental
and physical well-being as well as burnout. Teachers’ psychological health
is particularly important because it indirectly affects the pupils they teach
(Agyapong & Wei, 2024; Agyapong et al., 2022). Teacher stress is consid-
ered an international phenomenon characterised by unpleasant emo-
tions resulting from teaching work, including excessive workload, time
pressure, low student motivation, diversity in the classroom, conflicts
with colleagues, lack of administrative support, and value conflicts. These
stressors may contribute to a reduced sense of self-efficacy and increased
emotional strain, which in turn influence teachers’ perceptions of stres-
sors within the school environment (Skaalvik & Skaalvik, 2016).

Considering the consequences of stress and professional burnout, 
it is essential to develop preventive strategies that address teachers’ 
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personal needs in the context of contemporary educational challenges.
A review of stress-reduction interventions used among teachers identi-
fied multiple approaches, including mindfulness-based interventions,
yoga, cognitive behavioural therapy (CBT), stress management training,
relaxation techniques, physical activity, emotional intelligence models,
gratitude interventions, and spiritual practices such as prayer (Agyapong
et al., 2023; Agyapong & Wei, 2024; Avola et al., 2025).

One such possibility, and the focus of this article, is engagement with
music from a music therapy perspective. Music interventions, understood
as purposeful experiences involving listening to music, making music, or
singing, support the development of a personal relationship with music.
Although music therapy research widely recognises the stress-reducing
effects of music (e.g., Chanda & Levitin, 2013; Koelsch, 2015; Mehr et al.,
2019, as cited in de Witte, 2021), this issue still rarely appears in broader
interdisciplinary discourse. The aim of this article, therefore, is to demon-
strate the role of music in human life through the lens of the pedagogy
of accompaniment, presented as a practical tool to mitigate teachers’
stress. This approach to music’s presence in everyday life serves as an at-
tempt to answer the question of what values music embodies and how
it can accompany and support individuals in their daily lives, particularly
in the context of stress.

Music as a ubiquitous contemporary phenomenon 

Music has accompanied humanity since its earliest existence, evolv-
ing from natural sounds supporting survival to a universal cultural phe-
nomenon created and experienced by people across societies (Stachyra,
2012). Throughout history, music has been recognised for its aesthetic, ed-
ucational, and therapeutic potential (Natanson, 1978). Artistic expression
is considered an innate human characteristic, like speech or tool-making,
evidenced by prehistoric artistic artefacts such as cave paintings, figurines,
and statuettes, dating back between 50,000 and 100,000 years, and in-
struments such as the 45,000-year-old bone flute (Thaut, 2015; Vick, 2014).
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The earliest written accounts of music’s healing effects are found in
Egyptian papyri from the 15th century BCE (Stachyra, 2012). In ancient
Greece and Rome, these properties were developed particularly through
the theory of ethos, which assumed a close relationship between music
and the soul. Human beings were understood as a microcosm reflecting
the harmony of the cosmos; consequently, music, especially through
scales, rhythm, and catharsis, was believed to restore inner balance and
support healing. The theory of musical ethos became a foundation of
Greek paideia (Bramorski, 2012). While early understandings of music were
closely linked to metaphysical and magical-religious beliefs, Hippocrates
introduced a more rational perspective grounded in observations of
human nature and the body, shifting attention away from mystical inter-
pretations of healing (Thaut, 2015).

Today, music is considered a ubiquitous phenomenon accompanying
everyday life. (Czerniawska, 2012). When strategically used in commercial
settings, music can influence consumer behaviour, enhance brand iden-
tity, and shape purchasing intentions (Łopaciuk-Goc, 2012; Makomaska,
2020). Music is also present in sports, film, and theatre, shaping audiences’
emotional reception of the visual narrative (Migut & Wrzałka, 2012).

In everyday life, music takes on yet another dimension. Listening to,
performing, or singing music initiates a direct engagement and a unique
form of contact. Listening to music is a significant aspect of daily life, as
people often devote more time to it than to other leisure pursuits (Rent-
frow & Gosling, 2003). This widespread appeal is attributed to music’s 
capacity to generate emotional rewards (Zentner et al., 2008). Listening
activates the brain’s reward system, the same one stimulated by food,
sweets, sex, alcohol, and certain drugs (Christensen, 2019). Listening to
music may be either passive or active. When music serves as background
noise during other tasks, it generally does not engage conscious aware-
ness, remaining at the periphery of the listener’s attention. In contrast, ac-
tive listening places music at the centre of attention, requiring intentional
and volitional focus (Makomaska, 2020).

These modes of listening initiate human interaction with music, in-
volving both direct and mediated forms of engagement, such as through
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a physical device like an audio player. Direct engagement occurs when
people attend live performances or participate in musical activities, ex-
periencing sound as a form of physical energy. This experience activates
what is known as behavioural resonance. One of the primary reasons peo-
ple attend concerts is to experience this resonance – the sensation 
of being physically moved by music. These internal states are not based
on cognitive reflection or musical analysis but are instead described in
deeply embodied terms such as “corporeal immersion in sound energy,”
being “carried away,” or even “getting absorbed by music” (Leman, 2008,
p. 4). The experience of direct engagement is subjective and rooted in
personal perception as well as social interaction. It emerges when one 
is part of an audience listening at a concert, or when a performer within
a group is playing music or singing (Leman, 2008).

Qualities of music and the human relationship with it

Music is a pervasive element in human life and, depending on the
context of engagement, it performs educational, aesthetic, cathartic, and
social functions, shaping attitudes and fostering social identification (Go-
łaszewska, 1986; Lewandowski, 2014). Moreover, music holds significant
educational potential. Listening to music can support the development
of personal identity, prompt reflections on adulthood, and contribute to
the shaping of adult life (Leman, 2008; Łuciuk-Wojczuk, 2023).

The qualities of music stem from its dual character: it is both a phys-
ical phenomenon, consisting of acoustic waves, and a perceptual expe-
rience. As a symbolic art form, its perception is shaped by a range of
musical components – melody, timbre, dynamics, harmony, and rhythm –
each of which can affect the human being, including on a physiological
level. Perception is also influenced by an individual’s psychophysical con-
dition, the context of musical engagement, personal preferences, and cul-
tural background (Juslin & Västfjäll, 2008). The physiological impact of
music is linked to its vibratory nature, as music and sound act directly on
the brain and body (Bonde, 2019a).
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These characteristics of music can be analysed across several levels,
which are particularly relevant in therapeutic contexts but are also evi-
dent in everyday experiences, even those that occur without deliberate
engagement. In addition to the physiological level, these are the syntac-
tic, semantic, and practical-interpersonal ones. The syntactic level refers
to experiencing music as a communicative language, which is aestheti-
cally expressive and identifiable through musical styles such as classical,
popular, folk, or jazz. At this level, the organisation of acoustic elements
according to musical structure plays a significant role. The semantic level
addresses the existential and spiritual significance of music, as well as its
ability to evoke moods and meanings. These aspects contribute to the
development of a personal relationship with music, as listeners often as-
cribe extra-musical meanings to it. During musical engagement, multi-
modal imagery, a broad spectrum of emotions, and spontaneous
associations with personal experiences or existential themes may be ac-
tivated. The final level – the practical and interpersonal – encompasses
the social and cultural dimensions of music, including its use in rituals
and recreational activities. Such experiences foster new social bonds and
strengthen existing ones (Bonde, 2019b).

Beyond its multifaceted qualities, music’s evocative potential is es-
pecially important. It can elicit a wide range of emotional responses
through mechanisms such as brainstem reflexes, evaluative conditioning,
emotional contagion, visual imagery, episodic memory, and musical ex-
pectancy. Insights from neuroscience and psychology have contributed
to our understanding of these processes and the still-emerging knowl-
edge of how music affects humans (Edwards, 2016; Galińska, 2015; Juslin
& Västfjäll, 2008).

A specific form of deepening the relationship with music as a stress-
regulation strategy is music therapy practice, such as music listening. De
Witte et al. (2022) report that music listening is strongly associated with
stress reduction through decreased physiological arousal, including lower
cortisol levels, heart rate, and mean arterial pressure. It also reduces neg-
ative affect, such as worry, anxiety, restlessness, and nervousness, while
enhancing positive emotions, including happiness. These effects are
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linked to the music-induced modulation of brain structures involved in
emotional and motivational processing, particularly the amygdala and
the mesolimbic reward system. Moreover, the systematic use of music 
in therapy tailored to patient needs may enhance these effects. Group-
based music activities can foster interpersonal synchronisation, con-
tributing to feelings of togetherness and social bonding, potentially
mediated by endorphin and oxytocin release, which are important in
stress regulation. Finally, music listening may also reduce stress by pro-
viding cognitive distraction from stress-inducing thoughts and emotions
(de Witte et al., 2022).

Methodological assumptions

The source material analysed in this study is the autobiography of 
a teacher and music therapist, which formed part of the primary dataset
for the doctoral dissertation The experience of music therapy in shaping
women’s adulthood. The present re-analysis serves to deepen the original
research project, which focused on exploring how music therapy experi-
ences shape adulthood in women. As the original analysis revealed 
a strong lifelong bond and even love for music among the participants,
this subsequent examination centres on gaining a deeper understand-
ing of that relationship and interpreting it through the lens of Zbigniew
Marek’s (2017) pedagogy of accompaniment.

The pedagogy of accompaniment is rooted in the traditions of Ig-
natian pedagogy and the Ignatian model. Drawing on the spiritual and
pedagogical insights of Saint Ignatius of Loyola, this approach empha-
sises the role of the teacher as a companion who supports the student in
achieving the fullness of personal and social development (Marek, 2017).
The resulting Ignatian model organises the learning process into a co-
herent developmental path, consisting of the following stages: context
(identifying the essential value of a given experience), reflection (un-
covering the deeper meaning of that experience), inspiration for action
(fostering the formation of values, attitudes, and ideals), and assessing
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the outcomes of these actions (Marek & Walulik, 2020). As Marek notes,
this form of pedagogical accompaniment “can be likened to a shared jour-
ney toward the achievement of a common goal” (2017, p. 292).

The analytical method applied in this study – proxemic analysis – rep-
resents an emerging trend in qualitative research. It considers qualitative
data as spatially and temporally situated, requiring a holistic under-
standing of life histories and their lived context (Marek & Walulik, 2019).
This approach involves identifying entities within five categories – actors
(both personal and non-personal), time, place, values, and expectations –
as well as uncovering the relationships that connect these entities and
categories, which play a significant role in attempting to understand the
experience (Marek & Walulik, 2020).

The use of the pedagogy of accompaniment in analysing the music
therapist’s autobiographical narrative enabled the personified role of
music to be foregrounded. Music may be understood as a relational pres-
ence, both internally in subjective experience and externally within ther-
apeutic interaction, where it functions as a “third element” alongside
therapist and client (Bryndal & Procter, 2012). In this form, music gener-
ates personally meaningful, affectively grounded experiences that
emerge from lived context and become integrated into the individual’s
emotional and cognitive world.

Analysis

During the analysis of the autobiography, narrative fragments (enti-
ties) were identified within the categories of actors, place, time, values,
and expectations, with a focus on music as a companion in everyday life.
Music emerged as the central, personified actor, accompanying the nar-
rator across multiple domains of experience. 

Within the pedagogical framework of accompaniment, the cate-
gories of time and place were deemed analytically marginal and ex-
cluded. A clear overlap was observed between the entities identified
within the categories of values and expectations: values were understood
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as the meanings attributed to music, while expectations reflected the an-
ticipated recurrence of these valued experiences. Due to space limita-
tions, only selected narrative excerpts are presented.

In the actors category, the following excerpts portray music as a com-
panion:

“music accompanies me at all times, in moments of joy and sorrow”

“each day, music accompanies me in discovering the beauty of the

world, helping to reveal what is most beautiful and perfect”

“from early childhood, music accompanied me during play, and later,

during my school years, in learning”

Within the values category, the following entities reflect the signifi-
cance of music as a companion to the narrator:

A helping companion:“I could feel the positive vibration in this music

[by W. A. Mozart]… the harmony… the beauty of the sounds… it made

it easier for me to concentrate and study”

A companion of closeness:“in moments of isolation and a lack of close

relationships, it was music that embraced me and stayed by my side”

A companion of reflection: “through playing or listening, I was able to

[…] pause, reflect, and see my experiences from a different perspective”

In the expectations category, the following content reflects the re-
curring value brought by music:

A background companion in daily life: “It helps me act (clean, cook,

bake), to relax, to reflect, and to ease my loneliness”

A companion offering support:“it often helps me through difficult sit-

uations involving male-female relationships […] and also through chal-

lenging moments at work”

The narrator’s professional life is also shaped by her role as an ac-
companist for a girls’ choir:
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A companion in a relationship with God: “I left rehearsals feeling ful-

filled […] sometimes I like to pray using the words of a song, silently

hearing the melody”; “Gospel singing gave me a sense of being en-

veloped, of calm, of joy in being and singing together”

These excerpts reveal the pervasive presence of music throughout
the narrator’s life, illustrating her multifaceted, deeply personal relation-
ship with music that began in her early childhood and developed over
time and across her life experiences.

Research findings

The proxemic analysis focused on narrative elements related to ex-
periences of a relationship with music. Examining these experiences
through the lens of the pedagogy of accompaniment enabled the for-
mulation of several key conclusions and, despite the individual and lim-
ited scope of the findings, allowed for the identification of synergistic
qualities as well as the contexts and areas in which a person’s relation-
ship with music is shaped in a personalised manner.

Drawing on the narrator’s lived experiences interpreted within the
framework of the pedagogy of accompaniment, music was understood
as a companion offering help, support, closeness, and a sense of pres-
ence in difficult situations, moments of reflection, everyday experiences,
and relationship with God. Furthermore, the relationship with music as 
a companion was found to illuminate pathways of everyday existence
and resonate deeply within the author, including at a transcendent level,
encompassing both internal and external experience.

Framing these conclusions within the pedagogy of accompaniment
highlights the role of music in shaping human interiority. Music not only
evokes experiences but also conveys individualised meaning understood
uniquely by the experiencing person. As an emotional medium, music’s
evocative potential elicits emotional responses on physiological, syn-
tactic, semantic, and practical-experiential levels (Bonde, 2019a; Juslin 
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& Västfjäll, 2008), which participate in fostering a meaningful relationship
with music.

The message conveyed through musical experience is deeply em-
bedded, as music exerts multidimensional influence on personality, sup-
porting emotional, cognitive, creative, and aesthetic experiences (Galińska,
2015). From a music therapy perspective, musical experiences engage
brain mechanisms associated with learning and transfer to non-musical
functions, thereby influencing behavioural and cognitive functioning
through neural plasticity and the activation of multiple brain regions 
(Altenmüller & Schlaug, 2013; Thaut, 2005, as cited in Galińska, 2015).

This conceptualisation of musical experience aligns with the Ignat-
ian model, consisting of context, experience, reflection, action, and eval-
uation. These dimensions may be applied to understanding musical
experiences occurring in everyday contexts – whether intuitive or con-
scious, physiological or emotional, aesthetic or spiritual. Music may in-
spire reflection and appreciation of its influence on human functioning,
including its professional application in therapeutic contexts such as
music therapy.

The findings presented above lead to the conclusion that music
emerged as a companion in various dimensions of life, offering support,
closeness, and assistance in difficult situations, everyday struggles, mo-
ments of reflection, and spiritual experience. This conclusion aligns with
one of the outcomes of the dissertation, which indicated that the rela-
tionship with music served as an educational path for all narrators in their
personal and professional lives (Łuciuk-Wojczuk, 2023)..

On the basis of all the presented outcomes, an interdisciplinary im-
plication emerges: the personal use of music by teachers as a means 
of coping with stress may constitute a valuable dimension of individual
burnout-prevention strategies and, indirectly, contribute to improving
the quality of their professional functioning and teaching practice. These
implications are further supported by music’s well-documented role in
stress reduction and well-being enhancement (de Witte et al., 2022), 
as music therapy practices in the educational environment contribute 
to more effective professional functioning and, indirectly, to improved
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teaching and learning outcomes. Such practices may help prevent stress-
related burnout and reduced well-being. Engagement with music may
also strengthen teachers’ sense of self-efficacy (Skaalvik & Skaalvik, 2016).

The findings also suggest broader educational implications. Owing to
music’s multidimensional regulatory and supportive functions, engage-
ment with music may represent a meaningful component of preventive
strategies aimed not only at teachers but also to students functioning
within the same educational environment. The lack of teacher support 
is observed as a “flow-on effect,” as teachers’ mental health is said to have
a direct correlation with students’ mental health. This phenomenon has
been observed globally, particularly since the onset of the COVID-19 pan-
demic; as a result, numerous initiatives involving music therapy interven-
tions among students are currently underway in educational contexts
(Krüger et al., 2023). Studies conducted among medical students, for ex-
ample, indicate that music therapy used as a holistic approach yielded
promising results in improving mood and regulating emotions. Conse-
quently, music-based and music therapy interventions may constitute valu-
able tools for supporting emotional regulation, reducing stress-related
burdens, and strengthening psychological resources among students ex-
posed to chronic school-related stressors (Chen et al., 2024).

Examples of innovative solutions and initiatives are being developed
in Norway for teachers who, in response to global needs, implement ap-
proaches based on the concept of learning to learn using music therapy-
informed theories, which are both relevant in classroom settings and 
a vehicle for creating learning environments that support students’ psy-
chological well-being (Krüger et al., 2023).

In summary, by supporting stress reduction and strengthening emo-
tional regulation, a personal relationship with music and music therapy
practices may contribute to more effective professional functioning
among teachers. At the same time, by reducing the perceived intensity of
stressors, they may strengthen teachers’ sense of self-efficacy and indi-
rectly support improved teaching and learning outcomes.
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Conclusion and recommendations

The findings and implications emerging from both the present study
and the existing literature allow several interdisciplinary recommendations
to be formulated, particularly within educational environments charac-
terised by high levels of emotional strain.

The inclusion of specialised music therapy approaches within school
support programmes may constitute a valuable direction for contemporary
educational and mental health practice, particularly in light of the growing
recognition that the emotional condition of both teachers and students sig-
nificantly influences the quality of educational processes and interpersonal
functioning within school environments. Preventive initiatives may there-
fore encompass both individual strategies undertaken by teachers and stu-
dents and systemic educational solutions, including the implementation of
innovative programmes aimed at supporting emotional regulation and psy-
chological well-being in educational settings. Such recommendations ap-
pear particularly relevant given the growing interest in the potential of music
as a supportive resource within school communities (Krüger et al., 2023).

At the same time, the consequences of stress are increasingly recog-
nised as a global challenge affecting educational environments, further em-
phasising the need for interdisciplinary preventive interventions supporting
psychological resilience, emotional well-being, and effective professional
functioning. The findings also indicate the need for further empirical and
interdisciplinary research examining the role of music-based interventions
in educational contexts, particularly with regard to their long-term impact
on stress reduction, emotional regulation, teachers’ professional functioning,
and educational outcomes. Such research may contribute to the develop-
ment of evidence-based educational and therapeutic practices responsive
to the contemporary challenges faced by school communities.
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Abstract
Research objectives and problems: The main objective of this study is
to analyze the causes and relationships associated with technostress 
experienced by teachers with varying levels of professional experience
and demographic characteristics. The study addresses the following re-
search questions: What is the level of technostress among in-service and
pre-service teachers? To what extent is the level of technostress among
in-service and pre-service teachers differentiated by socio-demographic
variables such as gender, place of residence, age, and length of service?

Research methods: The data were collected through a cross-sectional,
questionnaire-based study conducted during the summer semester of
the 2024–2025 academic year. The study sample included 60 in-service
teachers and 394 pre-service teachers.

Process of argumentation: In recent years, scientific research has in-
creasingly focused on the concepts of technostress – stress resulting
from the use of information and communication technologies (ICT)
and technophobia, understood as anxiety related to technology and
its application. These phenomena affect not only teachers’ well-being
but also their professional functioning by reducing work efficiency, job
satisfaction, and the quality of their relationships with students. Con-
sequently, they may negatively impact teachers’ overall professional
success and their ability to meet the expectations of their educational
environment. This paper analyzed the above-mentioned assumptions.
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Research findings: The study revealed that both in-service and pre-service teach-
ers reported generally low levels of technostress. However, in-service teachers
experienced significantly higher abilities-demands technostress than pre-service
teachers. Age and work experience were positively correlated with technostress,
but only among in-service teachers. Place of residence significantly influenced
technostress levels in this group as well, with the highest levels observed among
those living in medium-sized cities. No significant gender or residence-related
differences were found among pre-service teachers.

Conclusions: The study highlights important differences in technostress levels
among teachers related to their experience, age, and living environment. Under-
standing these variations can help inform strategies to better support teachers in
adapting to technological demands in education.

Introduction

The teacher’s role today goes far beyond traditional knowledge trans-
mission. Teachers are now seen as guides in the information-rich world,
mentors fostering students’ social, emotional, and digital skills, and active
participants in the school’s social and cultural life (Hejnicka-Bezwińska 
& Śliwerski, 2015; Michalski, 2024; Zbróg & Bałachowicz, 2024). Rising so-
cietal expectations also require ongoing professional development (Szem-
pruch, 2022). Following the outbreak of the COVID-19 pandemic, teachers
encountered new challenges, particularly with remote learning,including
digital skills (teachers and students), equipment access, the quality and
acceptance of digital materials, a lack of experience in online teaching 
and assessment, and the social and psychological difficulties linked to 
digital education (Bielak et al., 2021).

The constant pressure to adapt to rapidly changing technology can
cause negative psychological effects. Research increasingly refers to tech-
nostress (stress from usinginformation and communication technologies,
or ICTs) and techno-anxiety (fear of technology use) (Fernández-Batanero
et al., 2021; Kumar, 2024). These issues impact teachers’ well-being and
professional lives by reducing their effectiveness, job satisfaction, and re-
lationships with students (Wang et al., 2024). In turn, they may hinder
overall professional success and the ability to meet societal expectations
(Aktan & Toraman, 2022).
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Understanding how digital challenges affect teachers’ emotional well-
being is now a key area of interdisciplinary research, linking pedagogy, 
occupational psychology, and technology. This paper explores the regu-
larities in technostress experiences among teachers, accounting for dif-
ferences in levels of work experience and demographic background. 

Technostress in educational research 

Stress refers to a psychological strain resulting from situations in
which an individual’s coping resources are insufficient to meet external
demands (Colman, 2015). When these demands stem from technology,
the resulting strain is termed ‘technostress’ (El Kiassi & Jahidi, 2023). 

The inability to cope with ICT and the resulting tension are effectively
explained by person-environment (P-E) fit theory (Rademaker et al., 2025;
Ragu-Nathan et al., 2008). According to this framework, technostress
arises from the interaction between personal characteristics and envi-
ronmental demands. The environment is multidimensional, shaped by
organizational cultures, expectations, and diverse interpersonal dynam-
ics, and requires individuals to collaborate and meet responsibilities
across various contexts.

P-E fit occurs when personal traits align with environmental demands,
boosting well-being and satisfaction. Conversely, P-E misfit induces stress,
harming individuals’ well-being and performance. Technostress arises
from the interplay between personal traits, such as low competence, and
environmental stressors, such as techno-overload, insecurity, invasion, 
uncertainty, and complexity (Fernández-Batanero et al., 2021; Qi, 2019).

Technostress has been studied systematically since the mid-1980s. 
Initially defined by Brod (1984) as a modern adaptation disease caused by
the inability to cope with computer technologies, it is now seen more holis-
tically. Current views highlight the psychological effects of technology
overload, stressing its negative impact on well-being and attitudes due to
uncertainty about adapting to tech demands (Kumar, 2024; Salanova 
et al., 2013).
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Viewing technostress as a disease is justified given its harmful im-
pact on functioning. Its physiological, psychological, and social effects in-
clude fatigue, insomnia, mental overload, frustration, skepticism, low
self-efficacy, reduced satisfaction and commitment to work and family,
lower productivity, and impaired work-life balance (Kumar, 2024).

Functional relevance of technostress in teachers’ 
professional work

Technostress can be managed in more or less functional ways. Based
on Lazarus and Folkman’s (1984) classification, three coping strategies
can be distinguished. The first – task-oriented coping – involves active
problem-solving and planning. The two less functionalmethods – emo-
tion-focused coping and avoidance – involve seeking support or dis-
tancing oneself and waiting out the problem. Task-oriented coping
improves with stronger personal resources. In the case of technostress
and related technophobia, teachers’ professional knowledge and skills
are key (Brivio et al., 2018; El Kiassi & Jahidi, 2023).

According to Salanova et al. (2013), technological anxiety is one of
three technostress dimensions alongside techno-addiction and techno-
strain. The first involves ICT use generating fear, apprehension, and
arousal. Anxiety here includes insecurity arising from needing to use tech-
nology and the fear of losing important information.

The second dimension relates to workaholism – being unable to dis-
connect from ICT devices and compulsively working outside normal
hours. Technology addiction causes a fear of disconnection, as seen
through constant notification checking, loss of control over use, motiva-
tional conflict with other activities, and anger when interrupted. The final
dimension, techno-strain, involves tension experienced during ICT inter-
action. This stress can reduce willingness to engage in unpleasant tasks
(Salanava et al., 2013).

It is difficult to determine how much anxiety causes technostress and
how much technostress causes anxiety. The relationship is two-sided,
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with both factors strongly affecting performance, either negatively when
they paralyze action or positively when they accelerate it. In the first case,
arousal is too low or too high; in the second, it is optimal, considering the
teacher’s nervous system endurance to strong stimulation and the com-
plexity of classroom activity (Strelau, 1998). The curvilinear relationship
between arousal and performance is described by the Yerkes-Dodson
Law (1908), a principle established almost 120 years ago.

We may feel insecure when using ICT. Limited competence in oper-
ating techno-tools can cause negative tension. Fear of failure and stress
may prompt us to reject new solutions in favor of familiar but less effec-
tive ones. A key emotional antecedent to technostress is low self-efficacy,
stemming from a poor self-assessment of one’s ability to act effectively.
According to Bandura (2006), knowing how to act is not enough – one
must also believe the goal is achievable. In the wider population, self-effi-
cacy in using ICT varies greatly, from deep skepticism and doubt to con-
fidence and technoenthusiasm (Wang et al., 2020a).

Besides personal antecedents like low self-efficacy, several non-per-
sonal technostress triggers can be identified. These relate to the context
of technology use and tools’ characteristics, which – due to their grow-
ing complexity – can evoke feelings of inadequacy (Wang et al., 2020b).
Salanova et al. (2013) argue that research on technostress sources often
points to specific features of technology or its implementation. Thus, tech-
nostress creators may include techno-overload, techno-insecurity, techno-
invasion, techno-uncertainty, and techno-complexity.

These factors affect both private and professional life. In the case of
techno-overload, we receive large amounts of information from multiple
channels at once, making it hard to process – especially when the data is
ambiguous. With techno-insecurity, people may fear losing status within
or outside the workplace due to an inability to stay “up to date” with tech-
nological innovations.

Constant ICT connectivity without temporal or spatial limits keeps
teachers continually available for work. As a result, techno-invasion, along
with technology addiction, can threaten work-life balance. Techno-uncer-
tainty arises from changes in the nature of the job and the introduction of
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new ICTs, causing tension and detachment from the work environment.
Techno-complexity reflects the discomfort of facing technologies that,
regardless of one’s efforts, feel unmanageable.

Research problems

This paper attempts to answer the following research questions:

Q1: What level of technostress characterizes in-service and pre-service
teachers?

Q2: To what extent does the level of technostress among in-service and
pre-service teachers vary according to socio-demographic variables
such as gender, place of residence, age, and seniority?

Materials and methods

Data were collected using a cross-sectional questionnaire survey ad-
ministered in the summer semester of the 2024–2025 academic year
among in-service and pre-service teachers.

Participants
The sample was recruited using a convenience-voluntary scheme

(Gravetter & Forzano, 2010). In-service teachers (n = 60; 59 women, 1 man)
and pre-service teachers (n = 394; 309 women, 85 men) were included
based on the following criteria: (1) participants provided written consent
to take part in the study, and (2) they had school-related experience – i.e.,
they were employed as teachers or were currently undertaking/had pre-
viously completed an internship at a school.

The average age of in-service teachers was 35.62 (SD = 9.27), while
that of pre-service teachers was 24.58 (SD = 6.92). In-service teachers’
places of residence were fairly evenly split between rural areas (23%), cities
with up to 50,000 residents (25%), cities with 51,000 to 100,000 residents
(25%), and cities with over 100,000 residents (27%). Among pre-service
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teachers, the respective percentages were 32%, 16%, 9%, and 43%. The
average length of service of in-service teachers was 6.54 years (SD = 8.67).

Instruments and materials
Teachers’ technostress was measured using Wang et al.’s (2020a) 

8-item Person-Environment Fit Scale of Technostress (P-EFST). The tool as-
sesses two components of technostress as mismatches in the dimensions:
abilities-demands misfit (ADT, 4 items) and needs-supplies misfit (NST, 
4 items). Statements were rated on a 5-point scale from 0 (strongly dis-
agree) to 4 (strongly agree). Cronbach’s alpha for the entire scale was 0.920;
for ADT and NST, it was 0.883 and 0.876, respectively. The Polish version
was translated by the authors following Hambleton et al.’s (2004) guide-
lines. Selected socio-demographic variables were also included. Partici-
pants reported their gender, place of residence, age, and length of service.

Research and analytical procedures
The data were collected online. When participants were asked to

complete the questionnaire, they were informed about the study’s pur-
pose, their anonymity, and that participation was voluntary. They then
provided informed consent before taking part in the survey. All data were
collected during a single session of the cross-sectional survey.

Variables were described using basic descriptive statistics – arithmetic
means and standard deviations. The internal consistency of the P-EFST
was assessed using Cronbach’s alpha coefficients. Relationships between
variables were examined using correlation analysis, the Mann–Whitney 
U test, and ANOVA. All analyses were conducted using JASP v. 0.19.3.

Results

The average levels of technostress, comprising ADT, NST, and total tech-
nostress, were quite low in both groups: 1.301 (SD = 1.010), 1.466 (SD = 1.097),
and 1.386 (SD = 0.985), respectively, based on raw scores from the P-EFST scale
(0–4 range).
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Next, technostress levels were compared between pre-service and
in-service teachers. Due to unequal group sizes, the non-parametric
Mann–Whitney test was applied. A significant difference emerged for the
ADT component – in-service teachers (M = 1.567; SD = 1.091) experienced
greater mismatches in the abilities-demands dimension than pre-service
teachers (M = 1.261; SD = 0.993) (MW test = 13697.50, p = 0.046, Cohen’s
d = 0.159). No significant differences were found for the needs-supplies
dimension or total technostress (M = 1.471 vs. 1.466; SD = 1.260 and
1.072; MW test = 11569.50; p = 0.791, and M = 1.521 vs. 1.365; SD = 1.125
and 0.962; MW test = 12597.00; p = 0.411, respectively).

Subsequently, the extent to which technostress varied according to
selected socio-demographic characteristics was examined. Participants’
age correlated with both components and the overall technostress score.
For ADT, the correlation coefficient was r = 0.264 (p < 0.01); for NST,
r = 0.143 (p < 0.01); and for the total score, r = 0.215 (p < 0.01). As age in-
creased, respondents reported a stronger sense of mismatch between
their abilities, resources, needs, and the demands of information tech-
nology in the work environment. Interestingly, these relationships dis-
appeared among pre-service teachers but remained significant among
in-service teachers. Among the latter, the strongest correlation was again
observed for the ADT component (r = 0.262, p < 0.01), followed by total
technostress (r = 0.220, p < 0.01) and NST (r = 0.152, p < 0.01).

The observed relationships were also replicated for the seniority vari-
able. Among in-service teachers, higher seniority was associated with in-
creased technostress (ADT: r = 0.257; NST: r = 0.271; total score: r = 0.277;
p< 0.05). This result is unsurprising, given the naturally strong positive
correlation between seniority and age. Notably, the association between
age and the NST component was almost twice as weak as that with sen-
iority (r = 0.152 vs. 0.271).

Differences in technostress levels between females and males were
also examined, but only within the pre-service teacher group, as there
was only one male among the in-service teachers. Females reported
higher levels of technostress than males (ADT: M = 1.359 vs. 0.815,
SD = 1.015 and 0.815, MW test = 16537.00, p < 0.01, Cohen’s d = 0.259;

182 Sławomir Trusz, Nataliia Demeshkant
Determinants of technostress in the teaching profession: 
A cross-sectional analysis
(pp. 175–190) 

e-
 IS

SN
 2

54
3-

84
09



NST: M = 1.536 vs. 1.209, SD = 1.057 and 1.092, MW test = 15684.50,
p < 0.01, Cohen’s d = 0.194; total: M = 1.450 vs. 1.058, SD = 0.973 and
0.858, MW test = 16168.50, p < 0.01, Cohen’s d = 0.231). 

Finally, technostress levels were compared according to respon-
dents’ place of residence: rural areas, cities with up to 50,000 residents,
and cities with 51,000–100,000 residents. Among pre-service teachers,
place of residence showed no significant link with ADT [F(3,390) = 2.296;
p = 0.077], NST [F(3,390) = 1.087; p = 0.354], or total technostress
[F(3,390) = 1.785; p = 0.150]. However, for in-service teachers, place of
residence significantly affected ADT [F(3,56) = 2.287; p = 0.046; η2 = 0.132]
and total technostress [F(3,56) = 2.869; p = 0.044; η2 = 0.133], but not
NST [F(3,56) = 2.459; p > 0.05].

The highest levels of ADT were reported by participants living in
cities with 51,000–100,000 residents (M = 2.150; SD = 1.149), followed by
those in cities with over 100,000 residents (M = 1.594; SD = 1.099), rural
areas (M = 1.464; SD = 1.168), and cities with up to 50,000 residents
(M = 1.050; SD = 0.689). A significant difference was found between those
living in cities with up to 50,000 residents and those living in cities with
51,000–100,000 residents [t(56) = 2.887; p Tukey = 0.027]. A similar trend
appeared for totaltechnostress, with the highest levelagain in cities with
51,000–100,000 residents (M = 2.159; SD = 1.099), followed by cities 
with over 100,000 residents (M = 1.511; SD = 1.088), rural areas (M = 1.502;
SD = 1.219), and cities with up to 50,000 residents (M = 0.961; SD = 0.824).

Discussion

This study had two main objectives: to assess technostress levels
among pre-service and in-service teachers and to examine the relation-
ships between these levels and the respondents’ socio-demographic 
variables.

The results indicate medium to low levels of technostress in the an-
alyzed groups. Significant differences appeared in the ADT component,
which affected in-service teachers more than pre-service ones. In-service
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teachers experienced greater discomfort in the ADT dimension, while 
no significant intergroup differences were found in the NST dimension
or total technostress score.

This supports the notion of technonativity (Prensky, 2001) among
younger generations, who, having grown up with technology, do not fear
it or perceive a mismatch with its requirements and functionalities. In con-
trast, older generations may feel discomfort not only with the tools them-
selves but also with the broader philosophy of technology’s role in life,
e.g., AI’s function and relationship with humans. Still, the sense of mis-
match in the ADT dimension proved a stronger source of technostress
than the NST dimension (Penado Abilleira et al., 2021; Saltan et al., 2024).

Several previous studies have indicated a strong link between teach-
ers’ need to continuously keep up with technological advances in edu-
cation and their emotional responses, such as anxiety and stress (Betoncu
& Ozdamli, 2019; Fernández-Batanero et al., 2021). Consequently, tech-
nostress negatively impacts teachers’ job satisfaction (Estrada-Muñoz 
et al., 2020) and, in turn, their beliefs about education and professional 
development (Aktan & Toraman, 2022).

The present study revealed associations between technostress and
selected socio-demographic characteristics. Among in-service teachers,
feelings of inadequacy in abilities, resources, and needs to meet ICT de-
mands in the workplace increased with age – an effect not observed
among pre-service teachers. Similar findings regarding apositive relation-
ship between technostress, seniority, and teacher age have been reported
by other researchers (Penado Abilleira et al., 2021; Ram & Kannaujiya, 2025;
Wang et al., 2023).

In this study, technostress levels varied by gender among pre-ser-
vice teachers. It is difficult to determine the extent to which the observed
differences stem from females’ objectively lower proficiency with mod-
ern technologies (Koh et al., 2015; Scherer et al., 2017) or from gender
stereotypes. While men may overestimate their technological compe-
tence or mask feelings of inadequacy in meeting technological demands,
women may underestimate their competence in using modern tech-
nologies.
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Topal and Akgün (2015) have shown that male pre-service teachers
have significantly higher self-efficacy perceptions of Internet use for edu-
cational purposes than female pre-service teachers. In contrast, Wang 
et al. (2023) found that male primary school teachers felt greater tech-
nostress than female teachers. The authors attribute this result to an im-
balance in the gender distribution in elementary schools, where male
teachers may be perceived as more familiar with technology and are given
more technology-related tasks. This thread seems remarkably interesting
and worthy of further exploration.

Finally, in our study, technostress was significantly associated with
place of residence among in-service teachers. Higher levels of technos-
tress were observed among those living in larger cities than among those
in rural areas and smaller towns. One possible explanation for this is that
schools in more populous urban areas may place greater demands on
digital competence, making the work environment more taxing than in
rural or smaller-city schools. This assumption requires further investiga-
tion, although similar findings were reported by Wahab et al. (2022). How-
ever, their results concern Malaysian teachers, so cultural differences
should be considered when making comparisons.

Limitations and Conclusions

The present study has certain limitations that should be acknowl-
edged. First, it employed a cross-sectional design, with variables meas-
ured at a single point in time. As a result, it is not possible to assess the
stability of the technostress diagnoses among pre- and in-service teach-
ers or to determine their sensitivity to contextual factors such as location,
timing, or participant characteristics (Gravetter & Forzano, 2010). A re-
lated limitation concerns the substantial overrepresentation of females in
the analyzed subgroups. Gender-related characteristics – such as the typ-
ically higher levels of neuroticism observed among females (Weisberg 
et al., 2022) – may have influenced the results and potentially biased 
the findings.
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The study’s cross-sectional nature precludes inferring causal processes.
However, it is worth emphasizing that, according to the developers of the
P-EFST scale (Wang et al., 2020a), technostress is a relational phenomenon.
Therefore, it is difficult to determine the extent to which the variables meas-
ured in the study are related. It is only possible to infer their co-occurrence
or co-variation. 

Second, the study was conducted via an online questionnaire. As a re-
sult, the level of participant engagement in completing the survey may
have been suboptimal, potentially reducing the quality of the collected
data (Jaeger & Cardello, 2022). Finally, the sample was recruited through 
a volunteer-based approach. Consequently, any generalizations based 
on the collected empirical material apply only to those who participated 
in the study rather than to the population at large.

Despite the acknowledged limitations, the results of this exploratory
study are noteworthy. Interest may arise from the observed relationships
between participants’ gender, place of residence, and levels of technos-
tress. Moreover, the findings have practical value, as they can inform the
development of empirically grounded interventions aimed at reducing
technostress in school settings (Zhao & Song, 2021). It is also important
to note that teachers are the primary agents of technology-enhanced ed-
ucation, often serving as designers, administrators, and decision-makers
simultaneously. Without the active engagement of teachers who feel con-
fident using ICT, the effective implementation of technology-supported
education remains unlikely (Woodlands & Dart, 2023).
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Abstract
Research objectives and problem: This viewpoint article aims to re-
frame teacher burnout through a mnemohistorical lens and address
the problem that contemporary discussions of burnout often overlook
the influence of historical educational policies and cultural narratives.

Research methods: Adopting a conceptual and comparative approach,
the article draws on mnemohistory (the study of collective memory
across time) to explore how teachers’ roles and expectations have been
shaped across different national contexts, including the UK, Japan, Fin-
land, the USA and Taiwan.

Process of argumentation: The argument develops by tracing how
past reforms, policy decisions and cultural expectations continue to
structure present-day teaching conditions. It positions burnout as an
outcome of historically accumulated pressures and narratives.

Research findings and their impact on the development of educa-
tional sciences: The article centres that teacher burnout is bound to
mnemohistorical processes and reveals how unresolved historical lega-
cies shape current educational systems. This perspective contributes
to educational sciences by introducing a temporally layered under-
standing of teacher well-being, expanding beyond immediate policy
and psychological frameworks.

Conclusions and recommendations: The article concludes that ad-
dressing teacher burnout requires historically informed policy ap-
proaches that acknowledge these long-term influences. It recommends
the development of more sustainable and inclusive educational struc-
tures that take into account the historical conditions shaping teach-
ers’ work.
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Burnout beyond the present

Teacher burnout is conceptualised as a contemporary crisis, driven
by escalating workloads, bureaucratic constraints and evolving educa-
tional demands (Chang, 2009; Ghanizadeh & Jahedizadeh, 2015). How-
ever, this phenomenon can be understood within a broader historical
and sociocultural framework. The enduring legacies of past educational
policies, institutional structures and cultural memory continue to shape
present-day stressors within the teaching profession. This article adopts
an interdisciplinary perspective and engages with mnemohistory, a con-
cept introduced by Assmann (2010), to explore the ways in which histor-
ical narratives and collective memory inform contemporary experiences
of teacher burnout across national contexts. This is a conceptual explo-
ration where literature informs the argument but is not examined in an
empirical or analytical sense.

Mnemohistory extends beyond traditional historiography by look-
ing into past events and the ways in which societies remember, reinter-
pret and mobilise these histories in the present (Assmann, 2010; Tamm,
2024). In the context of education, this entails looking into how historical
constructions of the teaching profession (such as the idealisation of the
self-sacrificing educator or the perception of teaching as a moral voca-
tion) persist in shaping contemporary professional expectations and the
lived realities of teachers. Rather than being static, these historical dis-
courses are continuously reactivated in policy frameworks, institutional
cultures and public perceptions, contributing to the structural conditions
that exacerbate teacher stress and burnout. 

This article discusses how different educational systems engage with
historical legacies in relation to teacher well-being. While some nations
have implemented systemic reforms aimed at mitigating burnout, others
continue to reinforce entrenched ideals that intensify professional stress
(Rudow, 1999). This study underscores the necessity of situating teacher
burnout within a historical and sociocultural continuum and recognises
the enduring impact of collective memory on the evolving conditions 
of the teaching profession.
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Bridging time: Mnemohistory as a lens for understanding
teacher burnout

Drawing from memory studies, historical analysis and social theory,
mnemohistory posits that individual and collective memories, shaped by
past events, policies and cultural narratives, influence the present expe-
riences of individuals within a given social structure (Assmann, 2010;
Tamm, 2024). In the case of teachers, their professional lives are defined
by contemporary conditions, and they are also entangled with the lega-
cies of past educational systems, policies and societal expectations. Teach-
ers’ responses to stress, burnout and professional satisfaction can often
be traced back to historical configurations of teaching norms and state-
imposed expectations that have shaped their professional roles over time
(Bodenheimer & Shuster, 2020; Chang, 2020). Thus, mnemohistory opens
the door to a refined investigation of how educational systems’ evolving
philosophies and pedagogical approaches (underpinned by cultural
memory) have contributed to shaping current stressors within the teach-
ing profession.

Within this theoretical framework, burnout can be understood as 
a contemporary phenomenon and as a process that has been influenced
by longstanding historical and sociocultural determinants. Teachers’ roles
have been shaped by societal expectations, which often intersect with
changing educational policies and the perceived value of education 
(Bodenheimer & Shuster, 2020). For instance, over the years, educational
reforms and curricula shifts have framed the teaching profession as a dy-
namic one, constantly evolving to meet the demands of society, includ-
ing “the extensive efforts needed to meet parents’ or administrators’
expectations due to reform” (Chang, 2009, p. 204). 

However, the demands placed on teachers (particularly in contexts
of increased accountability, standardised testing and demands for inclu-
sive education) have gradually eroded their sense of professional auton-
omy, well-being and job satisfaction (Pishghadam et al., 2014). These
shifting dynamics can be understood through the lens of mnemohis-
tory, where past educational structures and political imperatives have set
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the stage for the stress and burnout teachers face today. Moreover, soci-
etal values regarding the importance of education and the status of
teachers have shifted, often leading to conflicting pressures: on one hand,
there is an expectation for teachers to provide high-quality education
with limited resources, while on the other, teachers are seen as expend-
able in the face of policy shifts or public criticism (Hamm et al., 2024; 
Rodríguez-Hidalgo et al., 2024).

Burnout is a response to individual workloads or challenges and is
also linked with the sociopolitical forces within educational systems. Stud-
ies consistently show that factors such as excessive workload, lack of 
autonomy, societal undervaluation of teaching and lack of support all
contribute to teachers’ experiences of burnout (Cao et al., 2024; Wang 
et al., 2024). From a mnemohistorical perspective, these findings can be
interpreted as manifestations of broader historical and cultural forces that
have shaped the teaching profession. The notion of teachers as “saviours”
or “role models”, often glorified in educational discourse, stands in ten-
sion with the increasing pressures placed on them, leading to a form of
cognitive dissonance and emotional strain (Jiménez Raya et al., 2024).
Further, global comparisons of teacher burnout reflect the varying ways
in which educational systems across different nations have approached
the issue, pointing to the importance of understanding the historical and
sociocultural context in which burnout manifests.

For example, the United States’ emphasis on standardised testing 
in the 1990s and 2000s resulted in heightened stress for educators (Gon-
zalez et al., 2017; Rubin, 2011), while in countries like Finland, where
teachers are accorded a higher level of trust and autonomy, burnout rates
have historically been lower (Pyhältö et al., 2021). That said, Finland is not
without its challenges in preventing teacher burnout. Mnemohistory of-
fers the possibility to explore these patterns through a contemporary
lens, including by linking them to past educational policies, cultural nar-
ratives and social movements, which have all contributed to shaping the
conditions under which teachers operate today.

Mnemohistory lays the groundwork for looking into teacher burnout
as a multidimensional issue influenced by historical, sociocultural, and

194 Lance Peng
Past tense, present stress: Mnemohistory of teacher burnout 

(pp. 191–204)

e-
 IS

SN
 2

54
3-

84
09



policy-related factors. By understanding how past experiences, narratives
and policies have shaped contemporary teaching environments, this ap-
proach allows for a more holistic understanding of “the challenges ex-
pressed by teachers as they faced instability and additional professional
demands” (Robinson et al., 2023, p. 78). Moreover, it opens up possibilities
for a subtler interpretation of the factors contributing to burnout and
how these might differ across different global contexts. Through the lens
of mnemohistory, burnout can be seen not only as a personal crisis but
also as a reflection of larger societal and historical dynamics and suggests
pathways for both preventive and corrective interventions in educational
systems worldwide.

Detention in history: The long shadow of teacher exhaustion

In exploring the historical narratives surrounding teaching and stress
across various countries, it is critical to utilise a mnemohistorical frame-
work, which emphasises how collective memory and past experiences
inform contemporary practices and cultural norms. By going into the ed-
ucational histories of the UK, Japan, Finland and Taiwan, we can trace the
mutually shaping role of societal transformations, educational reforms
and collective memory and their enduring impact on the profession of
teaching. Through this approach, this article explores how the reverber-
ations of past educational crises and cultural expectations continue to 
influence the lived experiences of teachers in the present day.

The UK, with its longstanding history of formal education and teacher
unions, provides an illustrative example of how educational reforms, so-
cietal changes and economic crises have shaped the role of teachers and
their stress levels (Various, 2021). The Industrial Revolution and the rapid
urbanisation of the 19th century altered the landscape of education in
Britain. Teachers (often seen as mere conduits of knowledge) faced mount-
ing pressures as they were tasked with meeting the educational needs 
of an increasingly diverse student body. The implementation of stan-
dardised tests and national curricula in the 20th century further increased
teachers’ workload, consolidating the role of the educator as one bound
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by increasingly rigid regulations (Grace, 2021). As Britain entered the 
21st century, the era of teacher performance management and the push
for measurable outcomes created a new wave of stress, underpinned by
a pervasive culture of accountability (Kidger et al., 2021; Skinner et al.,
2021). However, the past also holds a crucial place in shaping teachers’ ex-
periences today. The collective memory of historical strikes, such as the
1980s teachers’ strikes in response to government cuts and policy shifts,
still resonates within the profession and contributes to an elaborate chron-
icle of teachers as both resilient and burdened by the state’s expectations
(Lyddon, 2015; Wiborg, 2017). The UK’s education system, shaped by pro-
gressive and conservative reforms, has fostered a tension between the
pursuit of educational equity and the stresses induced by bureaucratic
structures. Mnemohistory, in this case, underscores how the educational
reforms of the past continue to shape contemporary teacher stress and
reveals an ongoing struggle between state demands and teachers’ per-
sonal autonomy (Stevenson, 2013).

Turning to Japan, we encounter a very different yet comparably in-
fluential historical narrative of teaching and stress. Historically, Japan’s 
education system has been rooted in Confucian values, emphasising dis-
cipline, collectivism and respect for authority (Collcutt, 1993; Tu, 1996).
This cultural foundation has influenced teachers’ roles and their rela-
tionship with students. Post-war Japan, particularly during the period of
rapid economic growth in the 1950s and 60s, witnessed an intensifica-
tion of educational demands (Morito, 1955). Teachers were viewed as
both academic and moral guardians, a role that brought with it immense
responsibility. The culture of karoshi (death by overwork), which became
prevalent during the post-war economic boom, has heavily influenced
teachers’ stress levels, as they often work long hours beyond the class-
room to meet the expectations of parents and administrators (Takagi,
2023; Tsuyuguchi, 2021). Educational reforms, such as the introduction
of standardised tests and the emphasis on rote memorisation, created an
environment in which students and teachers are subjected to tremen-
dous pressure. Teachers in Japan, like their British counterparts, are also
influenced by past educational policies and societal expectations, leading
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to a singular mnemohistorical exploration of stress. The memory of the
economic pressures that shaped Japan’s educational system continues
to shape contemporary experiences of teacher burnout, with many edu-
cators still working long hours and under constant pressure to meet 
societal expectations. With “a lack of understanding about their emo-
tionality by policymakers and school administrators” (Nagamine, 2018, 
p. 259), the continued prevalence of these historical pressures highlights
how past societal values and cultural expectations of education continue
to shape the present reality of teaching in Japan.

Finland, often heralded as a global model for education, offers a con-
trast to both the UK and Japan in terms of teacher autonomy and public
perception. Historically, Finland’s education system has been shaped by
the country’s commitment to egalitarian principles (Välimaa, 2021). The
development of its educational framework in the late 20th century, in-
cluding the decentralisation of authority to local schools and the promo-
tion of teacher professionalisation, led to a cultural shift where teaching
was viewed as a respected and autonomous profession (Mandavkar,
2024). However, Finland’s historical trajectory is also marked by periods 
of political and social upheaval, particularly during the wars of the early
20th century, which required adaptations in the educational system. The
Finnish education system’s emphasis on a balance between teacher re-
sponsibility and support, as well as its focus on student-centred learning,
allowed it to develop a model of education that was less burdened by the
stressors seen in more hierarchical systems (Sahlberg, 2007). However, 
the global success of its education system, especially its ranking in inter-
national assessments like the PISA tests, has also introduced new stres-
sors for teachers (Rautalin, 2018; Sahlberg, 2018). The pressure to maintain
this international reputation has introduced new tensions, as teachers
may feel the burden of having to perform at an ever-higher standard. The
historical memory of Finland’s commitment to educational equity, how-
ever, continues to underpin its approach to teaching and offers a counter-
narrative to the stress-laden educational landscapes found in other
countries. The Finnish example underscores the importance of teacher
autonomy and professional support in mitigating stress, showing how 
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a historical focus on equity can shape a more sustainable teaching model
in the present, supporting the understanding that “education authorities
and political leaders believe that teachers, together with principals, par-
ents and their communities, know how to provide the best possible edu-
cation for their children and youth” (Sahlberg, 2007, p. 157).

An additional persuasive illustration is provided by Taiwan, where 
historical shifts in education (particularly in the post-martial law era) have
influenced teachers’ roles and the stress they experience (Fang et al., 2015).
The educational system has undergone significant transformations since
the lifting of martial law in 1987, during which time educational reforms
were aimed at modernising the curriculum and democratising access to
education. The shift towards a more globalised education system, along-
side Taiwan’s emphasis on technology and innovation, has created both
opportunities and challenges for teachers (Law, 2002). The intense pres-
sure to perform well in global assessments and the heightened competi-
tiveness among students have significantly impacted teachers’ workloads
(Huang & Asghar, 2018; Yu & Bairner, 2011). Moreover, Taiwan’s strong Con-
fucian influence, with its focus on discipline and respect for authority, 
continues to shape teachers’ roles and their relationships with students
(Fwu & Wang, 2002). Like Japan, teachers in Taiwan are often expected 
to take on a moralistic role and guide students both academically and in
terms of character development. The legacy of Taiwan’s educational re-
forms and its relationship with societal expectations have created a sys-
tem where teachers are constantly negotiating between fulfilling their
pedagogical duties and meeting the expectations placed on them by both
parents and the state (Fwu & Wang, 2002; Hung, 2015). Past crises, such as
the political instability during the Cold War and the socio-political trans-
formations post-martial law (Wang, 2011), continue to resonate within the
Taiwanese educational system, creating a fragmented historical recollec-
tion that shapes contemporary experiences of teacher stress.

Applying a mnemohistorical perspective to the historical narratives
of teaching and stress across different countries allows us to see how the
echoes of the past continue to shape the present. Whether in the UK,
Japan, Finland or Taiwan, pressures of educational reforms, societal 
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expectations and historical crises in the teaching profession exist and con-
tribute to the ongoing stress faced by educators. By understanding how
these historical experiences have been encoded into the collective mem-
ory, we can better appreciate teacher stress today and the ways in which
past reforms and cultural expectations continue to influence contempo-
rary educational practices (VanSledright, 2010). Mnemohistory provides
a framework that helps us go into these layers of historical memory and
offers a more expansive and detailed view of how the stresses of the past
are perpetuated in the present.

Can we break the cycle of teacher stress by looking at history?

By reflecting on the persistent nature of these historical legacies, we
can understand the way past policies and reforms continue to shape con-
temporary educational experiences. One way to appreciate this continu-
ity is to understand how these historical forces linger in present-day
teaching. For instance, the role of teachers has often been redefined by
policy decisions, from being seen purely as instructors to becoming emo-
tional caretakers, societal role models and even cultural architects, yet
there is little recognition or support for these added responsibilities (Fran-
cisco et al., 2024; Javed & Akhter, 2024). These historical imprints are relics
of the past but continue to define the present. A more critical under-
standing of how the past shapes the present can help us better support
teachers today and avoid repeating past mistakes. This means that the 
issues of teacher burnout, which are so prevalent in education systems
worldwide, are not isolated or temporary challenges but instead rooted
in the ongoing effects of these past decisions: looking at history “estab-
lishes the required psychological distance that frames incidents as ‘be-
nign’ and allows the event to be revisited without the original concerns
of the time” (Mead, 2025, p. 1103).

With this in mind, the call for more historically informed policy deci-
sions becomes imperative for alleviating teacher stress and preventing
burnout, and policymakers must recognise that current issues in education
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are shaped by past reforms and shifts. To reduce teacher stress, it is es-
sential to design policies that consider these historical influences and ad-
dress the structural causes of burnout rather than simply treating the
symptoms. For example, policies could focus on reducing teacher work-
load, ensuring that teachers have more professional autonomy and pro-
viding adequate mental health support (Marshall et al., 2024; Pressley 
et al., 2024). In addition, it is important to recognise that teacher stress is
a global issue, not limited to specific regions or countries. While educa-
tional systems differ, countries worldwide face similar struggles, such as ex-
cessive workloads, societal expectations and lack of support. Looking to
examples that emphasise teacher autonomy, trust and well-being could
offer lessons in addressing these issues (Dehne et al., 2025). By taking 
a cross-cultural approach, we can adapt strategies from different educa-
tional contexts and apply them globally and offer a more supportive 
environment for teachers worldwide.

Understanding teacher stress through the lens of historical narratives
helps to uncover the deep-rooted causes of burnout and grants useful rev-
elations for creating more effective and sustainable policies. Rather than
focusing on short-term fixes, we must look to the long-term effects of past
decisions and work to address the historical structures that have led to
the current state of stress in education. Temporal continuity, as a concept
within mnemohistory, underscores the enduring influence of past events,
policies and cultural narratives on contemporary systems and experiences
(Le Poidevin, 2000). Integrating this framework into policymaking will en-
able a history-conscious approach that prevents the recurrence of previ-
ous errors and facilitates the creation of educational environments that
support teachers. By recognising the persistent impact of these historical
legacies, we can foster a more enduring educational system that priori-
tises teacher well-being and enhances learning outcomes globally.
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Abstract
Research objectives (aims) and problem(s): This article aims to iden-
tify factors contributing to occupational stress and successes based
on the opinions of early childhood teachers. It seeks to answer the fol-
lowing research questions: What are the sources of stress for teachers
in lower grades when confronted with the realities of school? What is
the scope of achievable success?

Research methods: A diagnostic survey was conducted using a ques-
tionnaire and written statements about professional successes.

Process of argumentation: The interrelationships involved in partici-
pants’ engagement in teaching and educational processes are chang-
ing and require updating to highlight factors related to teachers’ job
satisfaction.

Research findings and their impact on the development of educa-
tional sciences: The sources of problems include low wages, excessive
parental expectations, legal liability, teachers’ involvement in their pro-
fessional role, fatigue, excessive teaching and administrative responsi-
bilities, lack of remuneration for project implementation, extracurricular
school competitions, contests and olympiads, bullying, poor working
conditions, undesirable behavior among students, professional devel-
opment obligations, perfectionism, the need to acquire new digital
skills, self-presentation, and the idealization of a teacher’s socio-pro-
fessional position. Teachers’ satisfaction is driven by student success
and a sense of professionalism.

Conclusions and/or recommendations: Early childhood teachers find
fulfillment in working with children. Despite experiencing many dif-
ficulties, they believe their work is important to society and offers 
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opportunities for personal and professional development. Teachers’ responsi-
bilities include recommending actions to ensure students’ active participation
in school life.

Introduction

The better the education, the greater the chances for individual and
social well-being. However, proposals for improving its quality cannot be
universal, as each school, when making an effort for change, adopts a spe-
cific educational philosophy (Fullan, 2007). The key to success is a teacher
with authority built through active relationships with students seeking
role models. Substantive knowledge of the subject taught is not enough;
appropriate personality traits, understood as psychological condition-
ing (Oleśniak, 2010, pp. 70–71), as well as pedagogical competence in the 
social skills desired by students (Łukasik, 2021a, 2021b), are essential. 
A professional teacher in grades 1–3 is expected to implement integrated
education efficiently to create a comprehensive picture of the world in an
engaging and holistic manner. A teacher must select materials to provide
students with essential information at the beginning of their education,
without overwhelming them with information overload (Strykowski, 2005,
p. 20). Teaching is a profession prone to high levels of stress due to its wide
range of duties, high responsibility, and social expectations regarding the
level of education and upbringing. The social competencies a teacher
should possess include ways of coping with stress, which can also have 
a motivating effect (Tucholska, 2009, p. 49).

Description of the study

The article discusses several sources of problems present in teach-
ers’ work. The identified trends are global in nature; no division was made
according to the schools in which the respondents worked, as this was
not a factor that differentiated the fears and anxieties experienced, nor
did it determine the areas of proposed changes in teachers’ work. This
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study, therefore, identifies factors contributing to occupational stress
based on the opinions of teachers of younger grades of primary school
regarding their success in teaching and educational work. The aim was to
understand the needs and expectations of teachers that contribute to
students’ spiritual and psychological growth. The research questions ad-
dressed were as follows: What are the sources of stress for teachers in
lower grades when confronted with the realities of school? What is the
scope of achievable success? It was assumed that the main sources of
stress for teachers in the younger grades are workload, relationships with
parents and teachers, and interactions with children, while success is mul-
tidimensional, spanning educational achievements, educational out-
comes, and personal professional satisfaction.

Early childhood teachers and part-time students of preschool and
early childhood education were asked to complete a survey and provide
written statements about potential successes in their professional careers.
The research method was a diagnostic survey conducted in 2025, and
the preliminary data obtained were both quantitative (numbers and per-
centages) and qualitative (descriptions of the sources considered). The
study was non-reactive, meaning it did not require interaction between
the researcher and participants. The opinions presented below were ex-
pressed by 100 early childhood teachers from the Kuyavian-Pomeranian
Voivodeship who participated both traditionally (N=50) and online
(N=50). Opinions were shared primarily by women aged 25–39 who had
worked primarily in public institutions in urban areas for approximately
1–16 years. Analysis of the obtained data allowed leading trends in re-
spondents’ self-assessments to be identified; these were then grouped
into general categories.

Problems identified in the survey

This section describes 17 sources of stress that early childhood teach-
ers rated in terms of frequency. The results are presented in Table 1.
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Table 1. What causes stress in the work of early childhood teachers?

(N=100)

The primary source of problems in the teaching profession is low
wages, which fall into the category of safety needs (Springer, 2011). Four
features influence the assessment of wages: the level of wages, the pace
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Stress-inducing factors Often Rarely Never

Low pay 78
(78%)

20
(20%)

2
(2%)

Excessive expectations from parents 75
(75%)

23
(23%)

2
(2%)

Legal responsibility 75
(75%)

22
(22%)

3
(3%)

Commitment to professional role 72
(72%)

23
(23%)

5
(5%)

Mental and physical fatigue 72
(72%)

20
(20%)

8
(8%)

Excessive teaching and administrative duties 72
(72%)

20
(20%)

8
(8%)

Lack of remuneration for developing and implementing projects 68
(68%)

22
(22%)

10
(10%)

Competition subject to specific rules (voluntary participation 
in competitions, contests) 

68
(68%)

30
(30%)

2
(2%)

Mobbing (persistent and long-term intimidation, exerting 
pressure from superiors, causing a lowered assessment 
of professional usefulness)

68
(68%)

30
(30%)

2
(2%)

Poor working conditions 68
(68%)

30
(30%)

2
(2%)

Undesirable behavior of pupils 65
(65%)

30
(30%)

5
(5%)

Obligations in the field of professional development 62
(62%)

30
(30%)

8
(8%)

Lack of motivation to work 62
(62%)

33
(33%)

5
(5%)

Perfectionism 57
(57%)

30
(30%)

13
(13%)

Challenges of education of the future 55
(55%)

30
(30%)

15
(15%)

Self-presentation and the need for public speaking 53
(53%)

42
(42%)

5
(5%)

Idealization of the teacher’s social and professional position 43
(43%)

40
(40%)

17
(17%)



of change, the internal structure, and the external structure (relations),
which allows wages to be considered fair (Juchnowicz, 2014, pp. 46, 48).
The sense of fair payment for work is determined by the transparency of
the remuneration system (Rasch & Szypko, 2013, pp. 65–67). An indi-
vidual employee takes into account three dimensions in assessing fair-
ness: the ratio of the remuneration received to the effort put in, the ratio
of the effort of other employees to the remuneration they receive, and
the assessment of one’s own effort and the remuneration received for 
a given job (Borkowska, 2012, p. 32). The present analysis demonstrates
that the amount of monthly remuneration does not determine teach-
ers’ attitudes toward work and is not related to the assessment of its 
fairness.

Excessive demands from parents are a significant source of stress
for early childhood teachers. A teacher ought to be friendly toward stu-
dents, conscientious, thoroughly educated (Sosnowska-Bielicz, 2019),
patient, hard-working (Parczewska, 2019), decisive and consistent in
making decisions, persistent, and ready to take risks (Colker, 2008). The
respondents stated that the vast majority of early childhood teachers
(75%) often encounter excessive expectations from parents, some rarely
(23%), and only two people (2%) never.

Another source of stress for teachers is legal responsibility within
the scope of duties and rights specified in regulations (Teacher’s Charter,
2023). The teacher’s duties include the period of students’ stay at school
and conducting classes outside of school, e.g., during trips (Kowalski,
2024, p. 96). The teacher is subject to both public law (a set of legal
norms relating to the state’s interests) and private law (relating to the in-
terests of an individual) (Morawski, 2014). They function in the school
community and have a “double” responsibility – for themselves and for
others (Kowal, 2004, pp. 106–148). They bear a collective responsibility
in relation to their pupils, parents, and teachers, which is why the choices
they make must be made with others in mind (Krzywonos-Rynkiewicz,
2007). For the vast majority of early childhood teachers (75%), legal 
responsibility is a frequent source of stress; for some (22%), it is a rare
source of stress; and only three people do not feel stressed by it.
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Teachers’ engagement in their professional role relates to their func-
tioning at school and to their role as a person directing the educational
process (Kowalczyk, 2018; Kutrowska, 2008). Their engagement com-
prises three components: cognitive-evaluative, behavioral, and emo-
tional. Cognitive engagement is expressed by searching for appropriate
means and methods of work, selecting information that activates stu-
dents (Fredricks et al., 2004), positively coping with educational chal-
lenges, improving one’s own competencies (Newman et al., 1992), and
having the appropriate motivation, passion, and creativity (Zeidner et al.,
2000). Behavioral engagement is divided into organizational activity (ad-
ministrative activities and other mandatory tasks) and work engagement
(educating and shaping students’ personality) (Saks, 2006). Emotional en-
gagement refers to emotional reactions caused by environmental stimuli
(Fredricks et al., 2004), which are crucial for shaping students’ personali-
ties. Almost all teachers (95%) stated that engagement in their profes-
sional role is a source of stress for them; only five (5%) disagreed.

Fatigue is a feeling of physical and mental weakness associated with
one’s efforts. It occurs when there is a conflict between current and ex-
pected demands (Hockey, 2011). The causes of this state are individual
characteristics and the conditions in which the work is performed (De
Vries et al., 2003). Teachers often feel tired (Bortkiewicz et al., 2020) and
stressed (Mojsa-Kaja et al., 2015). This was confirmed in the present sam-
ple; 92 people reported feeling tired, while only eight stated that their
work never tires them.

An excess of duties results not only from the implementation of the
teaching load but also from the obligation to prepare teaching materials,
correct papers, examine, and perform numerous administrative formali-
ties, such as entering data into IT systems, preparing reports, and par-
ticipating in committees. The school reality is increasingly entangled 
in the virtual space, so knowledge of digital media is becoming crucial
(Wrońska, 2020); as such, teachers must acquire new competencies
(Gałuszka, 2017). In addition, the structure of the education system puts
pressure on test standardization and focuses on exam results (Mazur-
-Mitrowska, 2021; Sęk, 2004; Stańczyk, 2012). The influx of students from
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other countries also leads them into contact with different systems of 
values and ways of upbringing, which is a problem for Polish education
in terms of school practice and courses preparing for the profession (Ba-
dowska, 2018). 92% of early school teachers stated that the excess of
teaching and administrative duties is a source of stress, and only eight
claim that they carry out all their tasks without unnecessary stress.

Another source of stress is the lack of remuneration for the imple-
mentation of projects beyond the mandatory tasks. Organizational and
relational capital, i.e., the effect of teachers’ competence potential, de-
pends on their creativity and innovation, and a sense of fair remunera-
tion is a condition for their willingness to develop and share knowledge
(Kulikowski, 2017, p. 227). Remuneration is considered fair if the ratio of
the individual’s expenditure to the obtained benefits is equivalent to the
assessment of such relations in a given professional group. For 90 early
school teachers, the lack of remuneration for the work put into the im-
plementation of projects that constitute an additional burden is a source
of stress, whereas for the remaining 10, it does not matter.

Extracurricular school competitions, contests, and olympiads are 
a form of testing students’ knowledge and skills. They make school classes
more attractive and are initiated by teachers. Students who achieve high
results in such tests are rewarded with diplomas, distinctions, and gifts,
some of which are monetary. These forms have a school, regional, provin-
cial, national, or international scope. Teachers have an influence on stu-
dents’ achievements (Hanushek & Rivkin, 2006). For most teachers,
educational success is a student who passes an exam well, places high in
various competitions, or gets into a prestigious course (Słotwińska, 2021,
p.116). Almost all early school teachers (98%) reported that competition
subject to specific rules is a source of stress; only two people never feel
tension because of it.

A particularly negative phenomenon is mobbing, which occurs
when intimidation, harassment, and pressure from superiors persist over
a long period. It is commonly assumed that the time threshold is at least
six months and that the above-mentioned behaviors occur at least once
a week during this period (Einarsen et al., 2003). Teachers exposed 
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to mobbing at work function poorly in the school environment, are
burned out, and have mood disorders, which may manifest in aggressive
behaviors toward students. Mobbing practices include excessive control
over work, burdening employees with too many responsibilities, assign-
ing tasks below their competence level, or ignoring their opinions and
views. The specific nature of the school environment fosters conflicts,
toxic relationships, and excessive pressure. Almost all teachers surveyed
(98%) had experienced mobbing; only two had never encountered it.

The work of a teacher requires an appropriate environment. The
basic material requirements are the local conditions and the number and
quality of teaching resources, without which it is difficult to operate ef-
fectively in the classroom to meet students’ needs. Factors that facilitate
work include a permanent, well-equipped classroom with multimedia
equipment, access to the materials necessary for the implementation of
the program, and the possibility of storing teaching resources (Jóźwiak,
2010). Almost all early school teachers (98%) rated their working condi-
tions as poor and a source of professional stress; only two people had
never encountered it.

Undesirable behaviors of pupils toward teachers are a common phe-
nomenon (Stańkowski, 2009), which includes cheating, obstructing the
lessons, using vulgar words, making threats, and destroying and hitting
things (Ostrowska, 2008, pp. 18–20), as well as aggression carried out via
the Internet or mobile phones (Pyżalski, 2012). Such behaviors must be
corrected even in the youngest children, because emotional habits, codes
of conduct, and basic knowledge about the world are formed in the early
period of life (Surzykiewicz, 2008, pp. 189–190). The vast majority of early
school teachers surveyed (95%) encounter this problem in their work and
find it a source of professional stress; only five believe that they do not ex-
perience undesirable behaviors from pupils.

Professional development obligations stem from the rapid and diverse
changes of contemporary life. Knowledge is the most important value, so
a teacher must have constant access to information and be able to process
and apply it (Toffler, 2001, p. 222). Education requires inspiration and sup-
port from many sciences; knowledge of the processes and directions
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changing our lives will facilitate conscious entry into the information real-
ity (Banach, 2015, p. 119). Research participants realize that wisdom means
knowing and doubting, while being aware of its limitations (Fazlagć, 2005,
p. 13). Early childhood teachers play a significant role in shaping the way we
perceive the world, teaching children to use knowledge and skills rationally
and practically, which makes this aspect of their professional work a source
of stress for most (92%). A few (eight respondents) stated that professional
development obligations do not pose any problem.

Teachers’ motivation to work depends on both internal and external
factors. Internal factors result from such values as satisfaction with the
achieved results, a friendly atmosphere at school, prestige, good working
conditions, and a sense of responsibility (Gawrecki, 2003, p. 89). External
motivation refers to involvement in activities as a result of external pres-
sures or for benefits (Aronson et al., 1997, p. 235). While a salary should
provide a decent living, this is not the case, since the most common source
of stress is low pay. Only five people stated that they never lack motiva-
tion to work, and 95% believe that this is a reason they feel stressed.

Perfectionism is characterized by striving for flawless performance in
one’s assigned tasks, a strong focus on order, competition, achieving only
professional successes, and intolerance of failures (Hornowska & Palu-
chowski, 2007). A perfectionist work style can lead to professional
burnout, manifested as exhaustion of emotional resources, indifference
to others, and a low assessment of personal achievements and profes-
sional effectiveness (Stoeber & Damian, 2016). Most early school teachers
(87%) stated that perfectionist concerns expose an individual to severe
stress, but for 13 respondents, perfectionism promotes perseverance and
concentration, thereby strengthening self-confidence.

The rapid pace of technological change necessitates continuous
learning (Kwiatkowski, 2016, p. 81), and the use of digital media in the
educational process requires the creation of a new methodology (Tanaś,
2015, p. 14). Digital media increasingly cause axiological chaos, global-
ization, uncertainty, rapid information penetration, and difficulties in
adapting to new challenges and coping with threats (Bednarek & An-
drzejewska, 2017, p. 25). The aforementioned challenges are a source 
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of stress for 85% of early school teachers, while 15% of the respondents
do not see any problems in this area.

Self-presentation is an important factor in the teacher-student rela-
tionship because it is about effective communication. Social psycholo-
gists emphasize that striving to be accepted and liked by others and
being a competent, controlling, and respected person are two separate
and independent features of the minds of social actors (Forgas et al., 2005,
p. 27). Therefore, there is no connection between subjective self-assess-
ment and the actual implementation of communicative acts (Tokarz,
2006, p. 314). The teacher conveys information to a group of people, and
the necessity of such forms of presentation is a cause for anxiety. Time
must be devoted to preparing and practicing lessons in order to build
good relationships with students, convey an orderly structure, and con-
trol the non-verbal messages sent (Pearson et al., 2006). Almost all teach-
ers (95%) stated that self-presentation is a source of stress for them, and
only 5% reported no problem with it.

Finally, most participants (83%) considered the idealization of the
teacher’s social and professional position and the expectation that they
will be a role model a source of stress, but 17 did not share this opinion.
Pedagogues are aware that each student needs a guide and guardian in
their activities, an organizer of collective life, capable of authentic coop-
eration in an atmosphere of kindness and creativity and, at the same time,
equipped with management skills (Skonieczka, 2006, p. 44). An excellent
teacher lives in accordance with the truth, imparts knowledge impartially,
and does not impose their own opinion on students. A teacher’s person-
ality is revealed in their behavior when they represent a high ethical level
both at work and in their private life.

Success in the work of an early childhood teacher

Success means achieving a successful outcome in an undertaking,
reaching an intended goal, or gaining fame, wealth, or a high position
(Bralczyk, 2007, p. 800). In each case, it can be analyzed objectively and
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subjectively. The objective dimension concerns achievements above the
norm relative to those of others in the successful person’s social envi-
ronment (Byłok, 2005), while the subjective dimension results from po-
tential, commitment, perseverance, empathy, self-confidence, ambition,
drive, optimism, or a sense of self-efficacy. 

The early school teacher motivates children to act in ways that en-
sure their success in learning. The proper process of growing up requires
the opportunity to experience success related to intellectual chal-
lenges, the need to belong to a group, and life skills acquired during
this time, which largely depend on the nature of the situation and the
competencies offered by the group (Witkowski, 2000, pp. 48–49). Stu-
dents’ success is measured by their school achievements, such as grades,
recognition from both teachers and peers, and awards won in various
types of competitions or contests (Sękowski, 2000, p. 89). In the early
school period, education creates opportunities to practice and experi-
ment with the development of creative and social skills. At this stage 
of education, teachers are particularly important because, thanks to
them, students undertake increasingly difficult and new tasks (Czykwin,
2017, p. 12).

If work meets one’s expectations, gives one a sense of self-fulfill-
ment, brings satisfaction, and is a source of personal satisfaction, then it
can be considered a hobby or passion (Madalińska-Michalak, 2016, p. 14).
A teacher influences students with his or her example, conversation, ex-
perience, and personality, which is particularly important at the initial
stage of education. The basic criteria of professionalism for every teacher
are continuous development, having a genuine interest in other people,
and noticing and stimulating students’ abilities, talents, and develop-
ment potential.

The statements of the study participants indicate that early school
teachers are fulfilled in their professional work, believe that what they do
is important, and see the effects of their actions both in the educational
process and in the sphere of educational influence. Below are the an-
swers to the question: What constitutes a teacher’s professional success?

215Ewa Anna Zwolińska
Sources of stress and successes in the work of early school teachers 

(pp. 205–223)

e- ISSN
 2543-8409



• Observing students’ development, their achievement of better and
better results in learning. If all my charges complete the first stage 
of education and move on to the fourth grade of primary school,
then I consider myself successful.

• Noticing the improvement in the behavior of students who require
an individual approach and systemic solutions.

• Experiencing kindness and gratitude from students, which indicates
their positive attitudes toward other people.

• The need to focus on tasks that lead to achieving specific results.
• Increased motivation and commitment in order to track students’

progress in learning.
• Building relationships with students that require openness and trans-

parency, mutual care, and dependence.
• A sense of mission, i.e., an awareness that pedagogical work makes

sense because it contributes to students’ development.
• The dynamic nature of the work – a teacher’s tasks and professional

requirements change quickly and frequently, which requires flexi-
bility and continuous adaptation to new conditions.

Summary

The survey identified the most troubling sources of stress affecting
early childhood teachers and outlined the extent to which they find them
stressful. Respondents’ statements, observations, and comments paint 
a picture of a teacher fulfilling their profession despite the many signifi-
cant sources of stress associated with their work. While the surveys were
collected from teachers in the Kuyavian-Pomeranian Voivodeship, which
limits the generalizability of the results, the research goal was achieved
by identifying specific stress-inducing factors. The surveys combine cog-
nitive and practical functions, enabling effective action in the participants’
immediate environments and thereby improving educational quality and
social support. Based on this, educational strategies tailored to the teach-
ing profession can be developed. Future research should integrate 
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a larger body of international research on teacher burnout to compare it
with the Polish context. The value of such research is significant for the de-
velopment of the pedagogical discipline and, above all, for educational
practice in early childhood education.
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Abstract
Research objectives (aims) and problem(s): The aims of this article
are to analyze the literature on the optimal personality traits and com-
petencies expected of teachers and to examine their potential role as
a counterbalance to the external demands of the education system. It
also focuses on teachers’ mental state, the distinctive features of the
educational system as a workplace, and the relationship between
teachers’ mental state and these features. 
Research methods: This article is theoretical in nature and is based on
a literature analysis.
Process of argumentation: The well-being of Polish teachers requires
greater attention and a more in-depth, comprehensive analysis. It is
influenced by the characteristics of the educational system, which rep-
resents a distinctive work environment where occupational stress
emerges. The line of argument, therefore, begins with a brief overview
of three key elements: teachers’ mental state, the characteristics of the
educational system as a workplace, and contemporary definitions of
occupational stress. The nature of these elements creates an urgent
need to identify an optimal personality profile for teachers. The article
presents existing proposals in this area.
Research findings and their impact on the development of educa-
tional sciences: The key findings suggest that the specific nature of
teachers’ work environment may contribute to occupational stress,
while contemporary models of occupational stress emphasize the in-
teraction between external and internal factors. Strengthening teachers’
heuristic and developmental personality traits appears to be a promis-
ing direction for promoting the well-being of this professional group.
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Conclusions and/or recommendations: To support teachers’ well-being, one can
modify requirements, increase rewards, or provide external resources. Certain
personality traits can be an effective counterbalance to external stresses. 

Introduction

The present article explores Polish teachers’ mental state within their
professional environment to identify stressors unique to the educational
system and propose interventions to enhance teacher well-being. To do
so, it addresses four questions:

1. What is the level of mental health of Polish teachers?
2. What are the distinctive features of the educational system as a work-

place?
3. What is the relationship between teachers’ mental state and the idio-

syncrasies of the educational system as a workplace?
4. What suggestions exist for the enhancement of teachers’ well-being? 

The mental state of Polish teachers

The extant literature on the mental condition of Polish teachers in-
dicates the very heterogeneous nature of this phenomenon. Many stud-
ies have shown an association between the teaching profession and
significant negative psychological consequences.

A review of studies on teacher burnout does not provide clear con-
clusions regarding the phenomenon’s scale. On the one hand, 12% of ed-
ucators meet the criteria for burnout (Glinski, 2014, p. 37); on the other
hand, up to 41% are reported to be burned out or disillusioned (Glinski,
2014, p. 38). A slightly older study by Mandal indicated that professional
burnout syndrome affects nearly 53% of teachers in primary and sec-
ondary schools (cited in Wilski, 2011, p. 362). 

In contrast, more recent research indicates that almost 30% of teach-
ers sometimes experience general symptoms of occupational burnout,
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and more than 36% often feel exhaustion as one of the symptoms (Paliga,
2023, p. 14). Another study by Strutyńska revealed that 9.2% of the 21,550
teachers surveyed had been subjected to bullying (response categories
ranged from “rarely” to “almost daily”). Of these, 2.8% admitted to being
bullied “every now and then,” while 0.4% considered themselves victims
of bullying “several times a week” or “almost daily” (Strutyńska, 2014,
p. 142). Regarding stress levels, 23% of teachers reported that their pro-
fessional activity was very stressful, 64% that it was moderately stressful,
and 13% that it was not stressful (Wilski, 2011, p. 357). In contrast, Paliga
found that nearly 30% of respondents feel stress “quite often” and more
than 35% “sometimes” (2023, p. 13). 

As Okulicz-Kozaryn (2014) asserted, the mental well-being of teach-
ing professionals in Poland is a matter of concern: 86% of teachers per-
ceive their workload to be greater than that of their counterparts in other
professions. Moreover, 34% of these educators report experiencing men-
tal exhaustion following meetings with parents. A substantial majority
(70%) think that the educational challenges faced by schools can be at-
tributed to the perceived disproportion in rights afforded to students
compared to educators (Okulicz-Kozaryn, 2014, pp. 6–7). Furthermore, 
researchers at the Nofer Institute of Occupational Medicine have high-
lighted the absence of systematic, structured diagnostic research on the
health of teachers in Poland (Bortkiewicz et al., 2020). The only informa-
tion available pertains to the prevalence of occupational diseases asso-
ciated with excessive vocal exertion. 

An analysis of foreign literature and regional studies reveals that
mental disorders in teachers resulting from occupational stress are a sig-
nificant factor affecting their functionality (Bortkiewicz et al., 2020). How-
ever, in the TALIS survey, over 10,000 respondents reported high job
satisfaction: 93% of middle school teachers declared overall satisfaction
(TALIS average: 91%), 90% liked working at their school, 85% would rec-
ommend it as a good workplace, 93% were satisfied with the quality of
their work, and only 17% would consider changing schools (Hernik, 2014,
pp. 35–38).
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The specificity of the educational work environment

Quantitative statistical surveys are an undoubted source of infor-
mation on the specifics of teaching. At the same time, however, when an-
alyzing the psychosocial characteristics of this professional group,
qualitative aspects should be taken into account. Researchers in the
teaching profession identify several interesting aspects of teaching, lead-
ing to conclusions about the profession’s extraordinary complexity and
dynamics.

Teachers are subject to expectations formulated by multiple sources,
including school management, parents, students, government, and local
government institutions. These expectations are often different and some-
times even divergent (Kutrowska, 2008, pp. 49–60). Moreover, a plethora
of disparate, often arduous criteria are used to evaluate a teacher’s work.
A proportion of the community endeavors to quantify the evaluation of
the effectiveness of teaching work, reducing it to an analysis of test results.
However, this approach is arguably overly simplistic (Kutrowska, 2008, 
pp. 49–60).

Furthermore, teachers are expected to demonstrate a broad and
complex set of competencies, encompassing personal, technical, creative,
and moral and ethical dimensions (Lorek, 2011, pp. 25–37). Teaching also
involves a significant degree of ambivalence and contradiction, as teach-
ers are required to operate within rigid organizational structures while si-
multaneously remaining creative, reflective, and autonomous; to define
rules and enforce discipline and boundaries while also building empa-
thetic, partnership-based relationships with students that respect their
subjectivity; and to balance individualized support with the demands of
working with entire groups (Kozubska, 2013, pp. 4–16).

Consequently, those engaged in the teaching profession are con-
fronted with many divergent and frequently discordant expectations from
many stakeholders and a wide array of expected competencies. It is im-
perative to ascertain whether educators are cognisant of the intricacies in-
herent in their professional milieu. As awareness of their professional
situation grows, they will be able to identify more effective solutions 
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to support their well-being. Therefore, the question that arises is: What
solutions might these factors provide? 

The foundation of this article is the firm belief, grounded in cogni-
tive-behavioral psychology, that the driving force behind an individual’s
actions is emotions, originating in their thoughts about different life sit-
uations. A direct implication of this assumption is that effective teaching
of others (understood as a process and a specific catalog of behaviors)
requires the development of a specific profile of emotionality in the teach-
ing person. This statement is of particular significance, especially in the
context of the aforementioned teacher requirements. 

Acknowledging the numerous stakeholders who formulate expec-
tations of teachers through their behavior is imperative. However, with
the adept utilization of communication skills and the cultivation of opti-
mal levels of stress resistance, teachers can effectively function construc-
tively within such contexts. Moreover, the circumstance in which disparate
stakeholders delineate the criteria for evaluating teacher effectiveness in
divergent manners is not subject to alteration. Conversely, if the teacher
has confidence in their effectiveness, competence, and a sense of control
over the teaching process, this variety of evaluations will not cause frus-
tration. Finally, since a teacher is required to acquire a wide variety of skills,
and this process takes time and many inputs, it is necessary to develop
and nurture in teachers such qualities as openness, flexibility, cognitive 
curiosity, a focus on the process, life optimism, and creativity. 

Contemporary models of occupational stress

The literature points to several basic models of stress related to work.
The most popular today are the Demands-Control-Support (DCS) model,
the Effort-Reward Imbalance (ERI) model, and the Job Demands-Resources
(JD-R) model (Widerszal-Bazyl, 2009, p. 7). In the DCS model, tension at
work results from the interaction of three factors: demands, control, and
social support. Challenging working conditions are those dominated by
high demands, a low sense of control, and low levels of social support
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(Widerszal-Bazyl, 2003, p. 94). In the ERI model, the balance between 
an employee’s effort and the rewards they receive (salary, opportunities 
for recognition, being a member of a work-related social group, and 
opportunities to raise self-esteem) is crucial. The model is based on reci-
procity: the employee “invests” effort and expects benefits in return. In
situations the employee defines as imbalances, stress arises, which, as 
a rule, is actively minimized by reducing work effort and/or earning more
rewards (van Vegchel et al., 2005). The JD-R model assumes that any struc-
ture contains two categories: requirements and employee resources. 
Requirements may refer to a job’s physical, psychological, social, or orga-
nizational aspects. Resources include social support, a sense of auton-
omy, and constructive feedback. Occupational stress results from the
interaction between the categories (Bakker & Demerouti, 2007). 

Heuristic and developmental personality of teachers 
as a response to the challenges of occupational stress

Krzysztof Rubacha is the author of one of the most important con-
cepts of role fulfillment in pedagogy. The concept assumes, among other
things, the centrality of three structures in the model of teacher function-
ing: attitudes to knowledge, values, and the student. Attitude to knowl-
edge consists of interdisciplinarity, cognitive curiosity, and tolerance of
cognitive incompatibility; attitude to values is formed by non-conformism,
a sense of agency, and orientation to professional development; and atti-
tude to the student is constituted by interpersonal openness, acceptance
of oneself and students, understanding of others, and effective social ac-
tion (Kosiba & Madejski, 2014, pp. 104–105). Thus, this concept empha-
sizes the psychosocial dimension of individual functioning. 

In a study conducted among 225 teachers, 26.4% scored low on the
PRN test, which examines the scales in question, 37.7% scored medium,
and 35.9% scored high (Kosiba & Madejski, 2014, p. 105). The study’s au-
thors interpreted the results using the adaptive-heuristic model of teacher
performance. High results indicate that the teacher performs their role 
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in a heuristic, highly active way, emphasizing the student’s subjectivity
and encouraging activity and challenges. More than one-third of the ed-
ucators in this study fell into this category. In contrast, adaptive educators
function in a highly conformist, submissive, and often passive manner,
using strategies for survival within the system. The rest constitute the 
so-called “intermediate state,” ambivalent, depending on current trends
and environmental impulses (Kosiba et al., 2014). 

It is a truism worth emphasizing that in the current dynamic world 
of change and innovation, a heuristic teacher will more efficiently and 
effectively prepare the next generation of students to function outside
the education system. Moreover, the cited studies indicate that nearly 
70% of teachers do not fit the adaptive-heuristic model. The key question
thus becomes: How can this state of affairs be changed? This question is
all the more important because the consequences of teachers’ adaptabil-
ity are negative not only for students but also for teachers themselves, 
especially in the area of occupational stress.

Teacher stress can be examined by juxtaposing the adaptive-heuris-
tic model of the teacher’s role with the models of occupational stress 
described above. Expectations defined for educators are complex, multi-
dimensional, and full of contradictions. Meeting them, therefore, requires
flexibility, openness, and several other competencies and resources typi-
cal of a heuristic view of the teacher’s role. Behavioral strategies, such as
attempting to adapt to conditions and passivity, which are defining char-
acteristics of adaptability, can intensify stress in multiple ways. First, be-
cause of modern students’ expectations and characteristics, they will
certainly not cooperate with a passive teacher. Second, the school system
is institutionally heterogeneous and increasingly complex. Given the cur-
rent development of knowledge, educational technology, and innovation,
it will become even more so. Thus, adopting a conformist, survival-ori-
ented role will intensify the gap between work demands, resources, and
attitudes, compounding the tension. In terms of the ERI model, it could
be argued that an adaptive employee engages a similar amount of energy
in pursuing his or her strategies as a heuristic employee (although, of
course, this energy is absorbed by quite different activities) but is less likely
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to obtain additional rewards, if only in the form of students’ gratitude, his
or her job satisfaction, or a sense of commitment (so-called flow). This can
result in increased levels of occupational stress. 

Another interesting concept of the desired personality profile of 
a teacher is proposed by Wilski (2011, pp. 336–344), who refers to Kazi-
mierz Obuchowski’s work and asserts that self-improvement is necessary
to maintain a certain level of functioning in life. The author defines three
types of teachers’ personalities, differing in their level of competence and
readiness for development. The typical characteristics of the first type of
personality, the reactive personality, are laziness, a low level of commit-
ment, rigidity in thinking, the tendency to reproduce ready-made pat-
terns of behavior, and passivity. According to Wilski, this type of teacher
is an ideal implementer of the curriculum. Moreover, a school, like an in-
stitution, can promote reactivity through its rules and organization.

The second type is a drifting personality, referring to educators who,
at some point in their careers, lose dynamism, proactivity, and motivation.
Development is also a cost associated, for example, with uncertainty about
the correctness of the choices made or the need to overcome difficulties
in the process. For some people, the path of permanent change can prove
frustrating for various reasons, resulting in disinhibition. As Wilski states: 
“it is impossible not to notice that a drifting personality is a stunted de-
velopmental personality” (2011, p. 341). This “freezing” may affect people
for whom achieving individual goals is a task rather than a conscious and
accepted life plan. In this case, overcoming successive stages is accompa-
nied by disappointment rather than a sense of fulfillment.

Developmental personality is the most desirable but also the least
common model. It is associated with ambition, self-esteem, prosociality,
a creative approach to tasks, spontaneity, and independence. A develop-
mental teacher wants to engage students, showing them what passion is
and helping them discover new aspects of reality. This approach is close
to the heuristic model of an educator described above. Kowalik, writing
about the difficulties of students, defines three basic tasks of teachers in
this regard: make a proto-diagnosis, that is, recognize the problem and
determine its further development; intervene, based, among other things,
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on a comprehensive knowledge of the student and their family environ-
ment; and plan preventive measures. How each of the above-mentioned
activities is carried out depends, in part, on the specific functioning of
the teacher, as well as on their sensitivity, sense of responsibility and 
effectiveness, and readiness to function under conditions of uncertainty
(Kowalik, 2011, pp. 40–46). 

Heuristic or developmental personality traits seem to be crucial in 
the process of supporting students academically. Teachers now have
many ready-made intervention scenarios at their disposal, and access to
specialized knowledge is disproportionately better than it was a dozen
years ago (valuable online sources, training courses, EU-funded devel-
opment programs, modern technologies in the service of education, etc.).
However, will a teacher be willing to use them, or will he or she choose 
a strategy of avoidance and non-recognition, depending on his or her 
beliefs about self-efficacy, openness, or readiness to take on creative 
challenges? Reactivity or adaptability (depending on the perspective
adopted) may invite the teacher to be passive.

Analyzing the available research in the Polish context on the optimal
psychological profile of teachers, several conclusions can be drawn (Poraj,
2014). First, the higher the teacher’s self-esteem, the more positively they
perceive the student. Moreover, optimistic attitudes toward themselves,
the world, and other people, high task efficiency, and a readiness to make
changes in their work are conducive to the teacher’s effective professional
development. According to Tucholska (cited in Poraj, 2014), “suitable
teachers” were characterized by a high ability for emotional control, a pos-
itive attitude toward themselves, the world, and other people, high so-
cial competence, the ability to build good interpersonal relations with
the environment, and persistence and discipline. In addition, Poraj found
that “passionate people” were considered the most desirable to work in
education (Poraj, 2014). These individuals have a positive attitude toward
the world and others, believe in their competence and capabilities, and
enjoy challenges. They can deal with problems effectively and are eager
to overcome obstacles. They build relationships easily and are cordial, 
always ready to help, and assertive. They are characterized by cognitive
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curiosity, acceptance of novelty, a lack of fear of change, and an enjoy-
able, rich inner life. They show a high level of commitment at work and are
persistent and reliable. They do not tend to dominate others but offer
them partner relationships. They show a very low level of aggression syn-
drome, along with a high ability to control their emotions and behaviors.
Consequently, it is evident that teachers should be educated not only 
in subject-matter competence but also in shaping an appropriate psy-
chosocial and pedagogical profile. This is particularly important as each
study highlights similar qualities that characterize the “ideal teacher.” In
this context, aspects related to optimism and communicative openness
appear to be of key importance.

Teachers’ psychological well-being cannot be fully understood with-
out reference to contemporary research on creativity. Recent studies in-
dicate that creative and heuristic thinking may function as important
psychological resources. The literature distinguishes four levels of cre-
ativity relevant to learning. At the most basic level, “mini-c” refers to the in-
ternal processes underlying creative thought, such as divergent thinking,
forming remote associations, using analogies, and reasoning through
problems. The next level is “little-c” creativity, which involves solving prob-
lems and generating novel products without the expectation of pro-
ducing groundbreaking outcomes. Teachers may also display “pro-c” 
creativity, reflected in the development of new and useful solutions in
their work, such as designing original teaching methods or materials. 
Finally, “big-C” creativity refers to exceptional achievements and is beyond
the scope of this discussion (Kaufman & Beghetto, 2009, as cited in Zie-
lińska et al., 2024).

A growing body of research indicates that creativity is positively 
associated with well-being. However, this relationship is modest and 
mediated by creative self-efficacy, defined as the belief in one’s ability to
produce creative outcomes. Higher levels of creative self-efficacy are as-
sociated with greater life satisfaction, a stronger sense of meaning, and
increased psychological richness (Liu et al., 2025). Research also indicates
positive associations among teachers’ autonomy support, self-efficacy,
and creative thinking (Orakci & Durnali, 2022). Moreover, engaging in 
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creative activity may help individuals perceive situations as less stressful
by enhancing their sense of competence (Fiori et al., 2022). Creative teach-
ers tend to think imaginatively, take risks, reflect on their practice, and re-
main open to new approaches, while work engagement is positively
associated with creativity (Levin et al., 2026).

Taken together, these findings suggest that creative and heuristic
thinking may help teachers navigate the complex and often contradic-
tory demands of the educational system, thereby supporting their well-
being. Nevertheless, the teachers’ education system underestimates the
essence and practical importance of educators’ psychosocial competence.
Teacher education in professional, practical preparation is incomplete and
unsatisfactory. It is characterized by over-theorizing the transmitted con-
tent, which is often outdated and of little use in school practice. The 
connection between theory and practice, the development of reflexivity,
and competence in solving educational problems and establishing ver-
bal contact with students are also deficient. According to statements from
school principals, methodologists, and inspectors, subject teachers are
unable to communicate with students, make choices, and overcome adap-
tation difficulties. Nowak-Dziemianowicz (2014) has emphasized the 
peculiar imbalance between the substantive, didactic, and pedagogical-
psychological preparation of modern teachers (to the disadvantage of
the latter). At the same time, she points to education as a primarily com-
municative process based on active listening, understanding of different
perspectives (openness), and cognitive curiosity. 

The question “Why does the Polish teacher education system ignore
psycho-pedagogical aspects?” seems important because, as the available
literature shows, psychological traits are important for various aspects of
educators’ functioning. Recent publications in this area indicate, among
other things, that teachers’ psychological traits such as openness to ex-
perience, conscientiousness, neuroticism (Zebarjadian & Zadeh, 2015),
professional optimism (McIlveen & Perera, 2015), level of hope (Sezgin 
& Erdogan, 2015), or sense of competence (Künsting et al., 2016) correlate
with the level of job satisfaction or effectiveness. Researchers also point
to the need for solutions, such as training, that will enhance the positive
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impact and neutralize the negative impact of various “character” factors
in teachers on the educational process. The effectiveness of this type of
action is all the more likely because intensive research is still underway to
abstract both categories of “traits,” i.e., those with a negative impact and
those with a positive impact, yielding increasingly clear results. 

It would seem that, given the above data, stakeholders should be se-
riously invested in intensifying activities aimed at constructing an “edu-
cationally effective” psycho-pedagogical profile of the teacher – especially
since this is a scientifically researched area within which the directions of
expected development are clearly defined. Moreover, it remains undis-
puted that the formation of the psychosocial profile is – within certain lim-
its – practically possible, thus providing another argument for raising the
profile of psycho-pedagogical knowledge (and practice!) in the education
of school personnel. Training, counseling, and development activities with
psycho-pedagogical themes could benefit both teachers and students.
Psychology and pedagogy provide several solutions and even ready-made
development plans for teachers.

Summary

We all function in systems, whether these be family, friends, profes-
sional, legal, or otherwise. We, as individuals, are systems. Our psycho-
physical state and behavior are partly the result of interactions among the
elements of the various systems within which we function (Ludewig, 1995).
Improvements in an individual’s psychological state (increases in well-
being, decreases in stress levels) can occur due to external or intra-system
change. The presented models of occupational stress also emphasize this
interaction. In caring for teachers’ well-being, one can modify require-
ments (DCS model), increase rewards (ERI model), or provide resources
(JD-R model). However, these changes depend on several systems exter-
nal to the individual (e.g., institutions governing the education system,
state finances, and the goodwill of the executive and legislative branches).
This article has emphasized internal sources of enhancing well-being 
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and strengthening specific qualities and competencies that would pro-
vide an effective counterbalance to external burdens. Practitioners and re-
searchers in pedagogy point to clearly defined personality areas, the
strengthening of which would benefit educators. This text has presented
several of them. 

Funding: This research received no external funding.

Conflict of interest: The author declares that there is no conflict of interest.

237Tomasz Juńczyk
The teacher in the educational system: Toward an optimal psychological profile

(pp. 225–240)

e- ISSN
 2543-8409



References
Bakker, A. B., & Demerouti, E. (2007). The job demands-resources model: State of

the art. Journal of Managerial Psychology, 22(3), 309–328. 
https://doi.org/10.1108/02683940710733115

Bortkiewicz, A., Szyjkowska, A., Siedlecka J., Makowiec-Dąbrowska T., & Gadzicka
E. (2020). Wybrane choroby przewlekłe i ich czynniki ryzyka u nauczycieli
[Selected chronic diseases and their risk factors in teachers]. Medycyna Pracy,
71(2), 221–231. 
https://doi.org/10.13075/mp.5893.00831 

Fiori, M., Fischer, S., & Barabasch, A. (2022). Creativity is associated with higher
well-being and more positive COVID-19 experience. Personality and Indi-
vidual Differences, 194, 111646. 
https://doi.org/10.1016/j.paid.2022.111646

Glinski, M. (2014). Preferencje zawodowe a stres zawodowy wśród nauczycieli
[Professional preferences and occupational stress among teachers]. Psy-
chologia Wychowawcza, 6, 37–54.

Hernik, K. (Ed.). (2014). Polscy nauczyciele i dyrektorzy w Międzynarodowym Bada-
niu Nauczania i Uczenia się TALIS 2013 [Polish teachers and principals in the
TALIS 2013 international teaching and learning survey]. 
https://ibe.edu.pl/images/Badania%20midzynarodowe/Publikacje/ibe-raport-
TALIS-2013-pelny.pdf

Kosiba, G., & Madejski, E. (2014). Postawy nauczycieli wobec swej roli zawodowej
w świetle wybranych koncepcji teoretycznych [Teachers’ attitudes towards
their professional role in light of selected theoretical concepts]. Forum Oświa-
towe, 26(2), 101–112.

Kosiba, G., Madejski, E., & Jaworski, J. (2014). Motywy wyboru zawodu a pełnienie
roli nauczyciela [Motives of choosing a profession and fulfilling the role of
a teacher]. Lubelski Rocznik Pedagogiczny, 42(2), 153–167. 
http://dx.doi.org/10.17951/lrp.2023.42.2.153-167

Kowalik, S. (2011). Problemy uczniów i ich rozwiązywanie przez nauczycieli [Stu-
dent problems and teachers’ solutions to them]. In S. Kowalik (Ed.), Psycholo-
gia ucznia i nauczyciela [The psychology of students and teachers] (pp. 30–74).
Wydawnictwo Naukowe PWN. 

Kozubska, A. (2013). Kompetencje współczesnego nauczyciela [Competencies 
of a modern teacher]. Studia Dydaktyczne, 24(13), 4–16.

Künsting, J., Neuber, V., & Lipowsky, F. (2016). Teacher self-efficacy as a long-term
predictor of instructional quality in the classroom. European Journal of Psy-
chology of Education, 31(3), 299–322. 
https://doi.org/10.1007/s10212-015-0272-7

Kutrowska, B. (2008). Spojrzenie na rolę nauczyciela z perspektywy różnych oczeki-
wań społecznych [A look at the teacher’s role from the perspective of different
social expectations]. In P. Rudnicki, B. Kutrowska, & M. Nowak-Dziemianowicz

238 Tomasz Juńczyk
The teacher in the educational system: Toward an optimal psychological profile

(pp. 225–240)

e-
 IS

SN
 2

54
3-

84
09



(Eds.), Nauczyciel: misja czy zawód? Społeczne i profesjonalne aspekty roli
[Teacher: Mission or profession? Social and professional aspects of the role]
(pp. 49–60). Wydawnictwo Naukowe Dolnośląskiej Szkoły Wyższej. 

Levin, J., Bellibaş, M., Ryskulueva, F., & Pietsch, M. (2026). Inspiring teacher cre-
ativity through leader-teacher exchange (LMX): A job demands-resources
perspective. Social Psychology of Education, 29, 9. 
https://doi.org/10.1007/s11218-026-10180-7

Liu, D., Wu, C., Meng, Y. & Dang, J. (2025). How self-belief in creativity and well-being
is associated with life satisfaction, meaning in life, and psychological richness:
The mediating effect of creative self-efficacy. Journal of Intelligence, 13(3), 25.
https://doi.org/10.3390/jintelligence13030025

Lorek, K. (2011). Nauczyciel (zdolny) w przestrzeni współczesnej edukacji. Materiał
pomocniczy dla studentów specjalizacji i specjalności nauczycielskich [The
(gifted) teacher in the space of modern education: Supporting material for
students of teaching specializations and specialties]. Wydział Pedagogiczno-
-Artystyczny w Kaliszu.

Ludewig, K. (1995). Terapia systemowa. Podstawy teoretyczne i praktyka [Systemic
therapy: Theoretical basis and practice]. Gdańskie Wydawnictwo Psycho-
logiczne. 

McIlveen, P., & Perera, H. N. (2015). Career optimism mediates the effect of per-
sonality on teachers’ career engagement. Journal of Career Assessment, 24(4),
623–636. 
https://doi.org/10.1177/1069072715616059

Nowak-Dziemianowicz, M. (2014). Polska szkoła i polski nauczyciel w procesie
zmiany. Problemy i możliwości [Polish school and Polish teacher in the
change process. Problems and opportunities]. Przegląd Badań Edukacyjnych,
19(2), 97–128.

Okulicz-Kozaryn, K. (2014). Klimat i kultura szkoły a zdrowie psychiczne uczniów 
i nauczycieli [School climate and culture and the mental health of students
and teachers]. 
https://pppp.bialystok.pl/wp-content/uploads/2024/08/Klimat-i-kultura-
szkoly-azdrowie-psychiczne-uczniow-i-nauczycieli.pdf

Orakci, Ş., & Durnalı, M. (2022). The mediating effects of metacognition and cre-
ative thinking on the relationship between teachers’ autonomy support and
teachers’ self-efficacy. Psychology in the Schools, 60(1), 162–181. 
https://doi.org/10.1002/pits.22770 

Paliga, M. (2023). Raport skrócony. Ogólnopolskie badanie dobrostanu zawodo-
wego nauczycieli. Jak nauczyciele czują się w swojej pracy? [Summary report.
National survey of teachers’ professional well-being: How do teachers feel
about their work?]. Wydawnictwo Librus. 

Poraj, G. (2014). Profile psychologiczne nauczycieli a ich funkcjonowanie w roli za-
wodowej [Teachers’ psychological profiles and their functioning in their pro-
fessional role]. Psychologia Wychowawcza, 47(5), 131–146.

239Tomasz Juńczyk
The teacher in the educational system: Toward an optimal psychological profile

(pp. 225–240)

e- ISSN
 2543-8409



Sezgin, F., & Erdogan, O. (2015). Academic optimism, hope and zest for work as
predictors of teacher self-efficacy and perceived success. Educational Sci-
ences: Theory and Practice, 15(1), 7–19. 
https://doi.org/10.12738/estp.2015.1.2338 

Strutyńska, E. (2014). Mobbing wśród nauczycieli. Zakres i uwarunkowania [Bullying
among teachers: Scope and determinants]. Wydawnictwo Naukowe Insty-
tutu Technologii Eksploatacji – PIB. 

Van Vegchel, N., de Jonge, J., Bosma, H., & Schaufeli, W. (2005). Reviewing the effort-
reward imbalance model: drawing up the balance of 45 empirical studies.
Social Science & Medicine, 60(5), 1117–1131. 
https://doi.org/10.1016/j.socscimed.2004.06.043 

Widerszal-Bazyl, M. (2003). Psychospołeczne właściwości pracy jako źródła stresu
a zdrowie [Psychosocial characteristics of work as sources of stress and
health]. Rocznik Towarzystwa Naukowego Warszawskiego, 66, 89–98.

Widerszal-Bazyl, M. (2009). Pojęcie ryzyka psychospołecznego w pracy [The con-
cept of psychosocial risk at work]. Bezpieczeństwo Pracy, 6, 6–8.

Wilski, M. (2011). Osobowość i specyficzne problemy psychologiczne nauczycieli
[Personality and specific psychological problems of teachers]. In S. Kowalik
(Ed.), Psychologia ucznia i nauczyciela [The psychology of students and teach-
ers] (pp. 334–371). Wydawnictwo Naukowe PWN.

Zebarjadian, Z., & Zadeh, A. A. (2014). Role of personality traits in the prediction
of job satisfaction of elementary school teachers in Karaj City. International
Journal of Psychology and Behavioral Research, 3(2), 83–88.

Zielińska, A., Lebuda, I., Gop, A., & Karwowski, M. (2024). Teachers as creative
agents: How self-beliefs and self-regulation drive teachers’ creative activity.
Contemporary Educational Psychology, 77, 102267. 
https://doi.org/10.1016/j.cedpsych.2024.102267 

240 Tomasz Juńczyk
The teacher in the educational system: Toward an optimal psychological profile

(pp. 225–240)

e-
 IS

SN
 2

54
3-

84
09



Abstract
Research objectives (aims) and problem(s): The study investigates
whether volunteering in educational settings can reduce burnout
among student educators and shape their professional identity. Using
a case study of language education students, the research explores how
volunteering affects resilience, motivation, and perceptions of teaching.

Research methods: The study employs a mixed-methods approach
using psychometric survey data and qualitative interviews. Quantitative
instruments measured burnout and life satisfaction, while interviews fo-
cused on students’ motivation, emotional demands, and institutional
support.

Process of argumentation: This study draws on the author’s experience
as founder of the Study Buddy volunteering programme. Although vol-
unteer teaching is widely recognized as a valued developmental expe-
rience, its psychological costs and benefits remain underexplored,
mainly in pre-service teacher contexts. This study fills that gap by ques-
tioning how structured volunteer programmes can either buffer or ex-
acerbate early career burnout.

Research findings and their impact on the development of educa-
tional sciences: Volunteer teaching enhanced professional confidence
and emotional engagement, creating potential for burnout prevention.
Participants also reported emotional fatigue and stress related to a lack
of institutional support. Strong intrinsic motivation emerged as a pro-
tective factor, while institutional gaps intensified strain.

Conclusions and/or recommendations: Volunteer teaching should be
recognized as a formative phase of teacher growth. Institutions must
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offer structured mentoring, reflective supervision, and formal recognition to en-
sure that such experiences build long-term resilience and reduce the potential
for burnout.

Introduction

The Study Buddy Foundation, established in 2022, connects Univer-
sity of Rzeszów students with children in childcare institutions across 
Podkarpacie, Poland, offering free, tailored English tutoring. What makes
the programme particularly valuable is its dual emphasis on language
development and emotional support, delivered through consistent, 
one-on-one sessions. Unlike many short-term or informal volunteering
efforts, Study Buddy integrates pedagogical intent with sustained men-
toring, making it a potential model for scalable, university-led outreach.
Its structure, built on reflective supervision, peer support, and institu-
tional recognition, offers a replicable framework for other teacher edu-
cation programmes seeking to combine community engagement with
professional development.

While volunteer teaching is often fulfilling, it also brings emotional
demands that may lead to stress and burnout. Student volunteers face
challenges such as forming emotional ties with disadvantaged learners
(Kelly, 2023), limited pedagogical preparation (Sanz-Vergel et al., 2010),
and balancing studies with volunteer work (Lavy, 2022).

Though volunteering’s mental health benefits are well-documented,
few studies have examined its impact on early teacher development, es-
pecially regarding burnout and identity formation. This study addresses
that gap through the lens of the Study Buddy programme, where peda-
gogy intersects with emotional complexity. As the programme’s founder,
I approach this research as both investigator and insider. This role pro-
vided valuable access and context, while requiring reflexivity to repre-
sent participants’ voices with integrity.

Framed by this dual perspective, the study explores how volunteering
shapes future educators’ well-being, resilience, and professional efficacy. 
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It examines both supports and stressors to answer the guiding question:
Does volunteering reduce burnout?

Theoretical framework

Volunteer teaching in educational contexts
Volunteer teaching significantly contributes to education, particularly

in underserved communities, through non-traditional settings such as
community centres, orphanages, and refugee camps where university stu-
dents, retired teachers, and community members volunteer their time and
expertise without financial compensation (Locke et al., 2003; Mori, 2025).

García and Weiss (2019) echo the above by arguing that volunteering
benefits both students and educators. Students gain improved access to
education, academic performance, and social-emotional growth, while
volunteer educators develop teaching skills, enhance professional iden-
tity, and gain career motivation (Fényes et al., 2021). Forster and colleagues
(2015) noted that pre-service teachers in particular acquire practical class-
room experience and pedagogical skills.

Nevertheless, volunteer teaching presents challenges, including emo-
tional labour and burnout, particularly when working with disadvantaged
students (Blackmore et al., 2023). Many volunteers lack formal training, af-
fecting instruction quality and classroom management (Moreno-Jiménez
& Villodres, 2010). Additionally, without proper support and supervision,
volunteer teachers may struggle with engagement and effectiveness 
(Resuello et al., 2024). Thus, as pointed out by Lavy (2022), institutional
backing, mentoring, and structured frameworks are critical for sustaining
these programmes.

In the context of language education, volunteer teaching supports
second-language learners by pairing them with fluent speakers to develop
speaking, listening, and comprehension skills (Baker, 2018). However, as
emphasized by Sowa and Piatak (2024), mismatched expectations, re-
source limitations, and cultural barriers must be addressed to optimize
programme success.
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The interplay between student engagement, life satisfaction, and
burnout in volunteer teaching

Student engagement (SE) is often defined as a multidimensional con-
struct, combining behavioural, cognitive, and emotional engagement
(Fredricks et al., 2004, 2011). Behavioural parts of engagement are “related
to attendance, participation, and positive conduct”, cognitive engagement
relates to “students’ level of investment in learning”, and emotional en-
gagement to the “extent of positive (…) and negative (…) reactions to the
school, teacher, and activities” (Fredricks, 2011, p. 328). Shaufeli et al. (2002)
viewed SE as comprising vigour (commitment to studies and mental flex-
ibility), dedication (enthusiasm and sense of importance), and absorption
(full immersion in studies). 

Life satisfaction (LS) is a key component of subjective well-being, en-
compassing positive and negative affect (Diener et al., 1985). Vittersø (2025)
defined LS as an individual’s conscious evaluation of life quality based on
self-imposed standards, while Schmitter et al. (2003) linked high LS with
factors such as finding pleasure in life, a sense of meaning, achievement,
positive self-evaluation, physical well-being, quality social relationships,
and financial security. Other authors agree; LS has been found to be asso-
ciated with positive outcomes, including meaningful social relationships, in-
creased commitment (Barger et al., 2009), and career satisfaction (Erdogan
et al., 2012). 

The connection between SE and LS becomes evident when consider-
ing how engagement in meaningful educational activities enhances indi-
viduals’ sense of purpose and personal growth. Numerous studies suggest
that students who are actively engaged in teaching roles experience greater
fulfilment and motivation, which, in turn, contribute to higher LS (Heffner
& Antaramian, 2016; Renshaw & Cohen, 2014). Volunteer educators who 
feel valued in their roles and witness the impact of their work on students’
learning are more likely to report higher LS. This is particularly relevant in 
volunteer teaching contexts, where educators’ intrinsic motivation plays 
a crucial role in sustaining engagement. However, the relationship between
SE and LS is not always linear, as excessive engagement without adequate
institutional support may lead to exhaustion and, ultimately, burnout.
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Burnout is characterized by depersonalization, cynicism, emotional
distancing from work and other people, negative self-appraisal (Maslach
& Jackson, 1981) and inefficacy (Maslach et al., 1996). It reflects a state 
of exhaustion described by Malach-Pines (2005, p. 78) as “the end result of 
a process of attrition wherein highly motivated individuals lose their spirit”.
Burnout among teachers is associated with several undesirable outcomes,
such as counterproductive work behaviours, early retirement, health prob-
lems, attrition, and reduced student achievement (Brunsting et al., 2014;
Lavy, 2022). 

High rates of teacher burnout have been attributed to various factors,
including job characteristics and challenging organizational contexts, such
as heavy workload, student misbehaviour, and lack of administrative sup-
port (Chang, 2013; Grayson & Alvarez, 2008; Skaalvik & Skaalvik, 2010).
Teachers’ low social status may also contribute to their emotional strain
(Perry-Hazan & Birnhack, 2019). These conditions decrease teachers’ ef-
fectiveness and prevent them from fully experiencing the life satisfaction
that should accompany a meaningful career in education.

Volunteer teaching amplifies this interplay between engagement,
satisfaction, and burnout because of its unique challenges. While many
volunteer educators enter their roles with high intrinsic motivation and
a strong sense of purpose, the emotional labour involved in working with
disadvantaged students can lead to mental and emotional exhaustion
(Kelly, 2023). Sustained engagement in a volunteer teaching role can be
fulfilling, but when combined with a lack of pedagogical training, unclear
institutional expectations, and emotional distress, it may lead to burnout
rather than increased life satisfaction (Lavy, 2022; Sanz-Vergel et al., 2010).

These conceptual frameworks inform the current study’s central aim:
to investigate how engagement in volunteer teaching impacts life satis-
faction and burnout. By combining established constructs (SE, LS, burnout)
with empirical analysis, this research seeks to uncover the emotional and
professional dynamics shaping student volunteer educators’ experiences.
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Research rationale 

While volunteering is widely recognized for its positive effects on
mental health and life satisfaction (Kelly, 2023; Metzger et al., 2024), its
specific impact on pre-service teachers, particularly in relation to burnout
and identity development, remains underexplored. Teaching-based vol-
unteering involves emotional labour and pedagogical challenges that set
it apart from general volunteer work (Lavy, 2022; Sanz-Vergel et al., 2010).
Moreover, institutional support strategies to prevent burnout in student
volunteers have received little attention (Johnston, 2023; Wondimu 
& Admas, 2024).

This study addresses these gaps through the lens of the Study Buddy
programme. It asks: Does volunteering reduce burnout among student
educators? To answer this, it addresses the following questions:

1. What sustains engagement and well-being in student volunteers?
2. How do emotional demands and workload impact burnout?
3. How does volunteer teaching shape early professional identity?
4. What institutional supports help prevent burnout?

Methods

Participants and sampling
Convenience sampling was used to recruit participants from the Uni-

versity of Rzeszów, Poland. In Phase 1, quantitative data were collected via
two online-adapted psychometric tools. Seventy-seven student volunteer
teachers were invited to participate (female: 69, 89.61%; male: 8, 10.39%).
The participants, aged 20–25 (M = 22.68, SD = 1.6), provided demographic
details including their age, gender, and study year. The sample included 
30 freshmen (38.96%), 16 sophomores (20.78%), 16 juniors (20.78%), 
4 fourth-year students (5.19%), and 11 final-year students (14.29%). In the
qualitative phase, interviews were conducted with six students (female: 3;
male: 3).

246 Judyta Pawliszko
The burnout buffer? Volunteering and resilience 
in pre-service teacher development
(pp. 241–259) 

e-
 IS

SN
 2

54
3-

84
09



Tools
To assess participants’ burnout and engagement, the Polish adapta-

tion of the Oldenburg Burnout Inventory (OLBI) was used (Chirkowska-
-Smolak & Kleka, 2011). The tool measures two dimensions (exhaustion
and disengagement), using 16 positively and negatively worded items
rated on a 4-point Likert scale (1 = strongly agree, 4 = strongly disagree).
Minor wording adaptations were introduced to ensure contextual rele-
vance to volunteer tutoring, while preserving the original construct struc-
ture of the OLBI. The scale demonstrated high internal consistency
(Cronbach’s alpha = 0.89). As the OLBI includes both positively and neg-
atively worded items, negatively keyed items were reverse-coded prior 
to analysis. Two subscale scores (exhaustion and disengagement) and the
overall burnout index were computed as mean values in accordance with
standard OLBI scoring procedures, in order to preserve the original 
4-point response metric.

The Satisfaction with Life Scale (SWLS), adapted into Polish by Jan-
kowski (2015), was used to evaluate overall life satisfaction. It consists of
five items rated on a 7-point Likert scale (1 = strongly disagree, 7 = strongly
agree). The internal consistency of the scale in this study was excellent
(Cronbach’s alpha = 0.91).

For the qualitative phase, semi-structured interviews were conducted
with selected participants. The interviews were based on a custom proto-
col that explored motivations for volunteering, sources of satisfaction, chal-
lenges, emotional fatigue, and perceived support needs. All interviews
were conducted in Polish and later translated into English by the author
for analysis and reporting.

All participants were informed about the purpose of the research,
their right to withdraw at any time without consequence, and how their
data would be anonymized and used solely for academic purposes. To
protect confidentiality, pseudonyms were used in transcripts, and iden-
tifying information was removed during the transcription process.
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Data analysis
The study employed a mixed-methods design combining correla-

tional analysis with inductive qualitative interpretation, following Pietluch
and Trinder (2024), who advocate integrating statistical trends with par-
ticipant narratives. This approach aligns with broader calls to balance
quantitative scope and qualitative depth (Creswell & Plano Clark, 2018;
Johnson et al., 2007).

Descriptive statistics were calculated for demographic and psycho-
metric data. Due to non-normal distribution, Spearman’s rank correla-
tion was used to examine relationships between burnout, life satisfaction,
and related variables (Field, 2013). Qualitative data were analyzed themati-
cally using Braun and Clarke’s (2006) six-phase framework. Interviews
(30–45 minutes) were transcribed verbatim and coded for themes such as
motivation, emotional strain, satisfaction, and institutional support. Cod-
ing was reviewed collaboratively, with peer debriefing to ensure inter-coder
agreement. Data saturation was achieved after six interviews. Trustworthi-
ness was enhanced through peer review by an experienced qualitative 
researcher, who validated the coding and refined theme definitions.

Findings

Quantitative results
This section outlines the main quantitative results, highlighting pat-

terns and correlations that inform the broader research question regard-
ing volunteering and burnout. 

Burnout, engagement, and life satisfaction 
Students reported moderate burnout (M = 2.45, SD = 0.17 on a 4-point

scale) and high life satisfaction (M = 5.30, SD = 0.44 on a 7-point scale), 
indicating that most volunteers maintained a relatively positive sense of
well-being despite the emotional demands of volunteer teaching. These
findings suggest that volunteering may help protect against severe
burnout, although some emotional strain was evident.
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Table 1 presents descriptive statistics for the two OLBI subscales 
(exhaustion and disengagement), the overall burnout score, and life satis-
faction. As the two instruments used different response formats, differ-
ences in score ranges reflect the measurement design rather than analytical
inconsistencies.

Table 1. Descriptive statistics of burnout dimensions 

and life satisfaction among student volunteers

The mean exhaustion score (M = 2.45, SD = 0.24) indicates moderate
emotional strain among participants. Similarly, the mean disengagement
score (M = 2.44, SD = 0.19) suggests that while students experienced some
emotional distance, their overall involvement in volunteering remained
relatively stable. The total burnout score (M = 2.45) indicates moderate
levels of burnout symptoms rather than severe burnout.

In contrast, the SWLS mean score (M = 5.30) remained consistently
high, reinforcing the interpretation that participants experienced a gen-
erally strong sense of life satisfaction despite engaging in emotionally de-
manding volunteer work. The relatively low standard deviation for life
satisfaction (SD = 0.44) indicates a fairly uniform perception of well-being
across the sample.

These subscale-level results indicate a balanced pattern: student vol-
unteers exhibited moderate burnout symptoms, particularly in the do-
main of emotional exhaustion, while simultaneously reporting high levels
of life satisfaction, pointing to the coexistence of strain and psychological
resilience within the volunteering context.
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Measure Mean SD Min Max

Exhaustion (OLBI, 4-point scale) 2.45 0.24 2.00 2.88

Disengagement (OLBI, 4-point scale) 2.44 0.19 2.12 2.75

Total Burnout (OLBI, mean score) 2.45 0.17 2.12 2.69

Life Satisfaction Score (SWLS, 7-point scale) 5.30 0.44 4.60 6.00



Correlation analysis
To examine the relationship between burnout and well-being, Spear-

man’s rank-order correlations were conducted between life satisfaction
(SWLS) and the two OLBI subscales (exhaustion and disengagement), as
well as the overall burnout score (computed as the mean of both sub-
scales). Spearman’s rho was selected due to the non-normal distribution
of the data. The results are presented graphically in Figure 1.

Figure 1. Spearman’s correlations between burnout dimensions 

and life satisfaction

The strongest negative correlation was found between disengage-
ment and life satisfaction (ρ = -0.239, p = .038), indicating that students who
felt emotionally disconnected from their volunteer roles tended to report
lower well-being. This statistically significant result suggests that emotional
engagement plays a protective role, supporting the idea that volunteering
can reduce burnout when students feel meaningfully involved.

Exhaustion also showed a negative correlation with life satisfaction 
(ρ = -0.210, p = .066), though it did not reach conventional significance. Still,
this trend is consistent with prior research linking emotional fatigue to de-
creased well-being (Erdogan et al., 2012; Maslach et al., 1996).
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Interestingly, the total burnout score had a weaker, non-significant cor-
relation with life satisfaction (ρ = -0.153, p = .497), possibly because com-
bining the two subscales masks the distinct influence of disengagement.

Overall, these findings suggest that volunteering may reduce burnout,
particularly in the form of disengagement, but only when emotional con-
nection is preserved. This interpretation is echoed in the qualitative data,
where students identified emotional detachment and lack of support as
key stressors.

Qualitative findings
Thematic analysis revealed four interrelated themes highlighting

both protective and risk factors in volunteer teaching. Developed using
Braun and Clarke’s (2006) six-phase method, these themes capture the
emotional dynamics of volunteering and its influence on student educa-
tors’ resilience, motivation, and susceptibility to burnout.

Motivation and sense of purpose
Participants consistently described strong intrinsic motivation for join-

ing the Study Buddy programme. Many were driven by a desire to help
children and gain teaching experience. For example, one student said, 
“I just wanted to do something that mattered – to help kids who don’t get
as many chances.” Others were influenced by university encouragement:
“I joined because my lecturer mentioned it a few times in class, and it just
felt right.”

A shared sense of meaning and purpose emerged as a key factor in
sustaining engagement and guarding against emotional exhaustion. This
theme aligns with previous research showing that early teaching experi-
ences, especially in altruistic contexts, can accelerate professional iden-
tity formation (Nickel & Crosby, 2022).

Sources of satisfaction
Volunteers often described their experiences as emotionally fulfill-

ing, particularly when witnessing students’ progress or enthusiasm. One
participant pointed out: “When I see my student laugh or improve, it gives
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me energy for the whole week.” Another student reflected on the value
of personal connection by stating: “Knowing they’re waiting for me and
that I matter to them – that’s what keeps me going.”

These experiences reflect the motivational process described in the
Job Demands-Resources model offered by Bakker and Demerouti (2007),
in which emotional feedback from students functions as a resource that
promotes engagement and mitigates strain.

Emotional challenges and burnout symptoms
Despite positive sentiments, some participants reported signs of emo-

tional fatigue. Students spoke of difficulty relaxing after sessions or feeling
drained by stating: “There are days I feel exhausted after tutoring, espe-
cially when I still have assignments waiting for me.”

Others mentioned emotional overload from hearing children’s stories:
“Sometimes their situations stay with me for days. It’s hard to switch off.”

This theme resonates with Hochschild’s (1983) concept of “emotional
labour” and Maslach et al.’s (1996) model of burnout, particularly the risk
of emotional exhaustion when personal boundaries are not maintained.

Institutional support and its gaps
The lack of structured support from the university or programme co-

ordinators was a recurring theme. Students voiced a need for mentoring
and emotional guidance: “We need someone to talk to – not just about
teaching, but about the feelings that come with it.”

Many also felt their work was not fully recognized within their aca-
demic journey: “It felt like extra work. I wish it counted toward something
official, like practicum hours.”

These perceptions support findings by Lavy (2022) and O’Donnell and
Reschly (2020), who emphasize that institutional support plays a crucial
role in determining whether volunteering becomes a protective or harm-
ful experience.
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Discussion

This study examined whether volunteer teaching can mitigate
burnout among student educators and support the development of
their professional identity. Drawing on a mixed-methods approach, the
findings point to a complex interplay between emotional engagement,
life satisfaction, and burnout, which aligns closely with the theoretical 
constructs of student engagement, life satisfaction, and emotional ex-
haustion.

Quantitative results revealed that while average burnout levels were
moderate, the dimension of disengagement was significantly and nega-
tively correlated with life satisfaction (ρ = -0.239, p = .038). This finding un-
derscores the protective role of emotional connection, a component of
both Fredricks’ (2011) framework on SE and Schaufeli et al.’s (2002) triad
of vigour, dedication, and absorption. When students were meaningfully
engaged in their teaching roles, they were more likely to report higher
well-being, suggesting that purpose-driven service strengthens psycho-
logical resilience.

The qualitative findings reinforced this interpretation, revealing how
intrinsic motivation and perceived impact on learners sustained emo-
tional energy. This reflects Diener et al.’s (1985) conceptualization of life
satisfaction as a subjective, meaning-driven evaluation of one’s life. In this
study, helping children and witnessing progress served as a critical source
of fulfilment, positioning volunteer teaching as a potentially restorative
practice, especially when integrated with positive feedback loops and
personal growth.

However, not all engagement was protective. Some participants 
reported emotional fatigue, particularly during exam periods or when ex-
posed to children’s traumatic backgrounds, indicating the risks associ-
ated with emotional overinvolvement, a key aspect of burnout theory
(Maslach et al., 1996). The presence of such symptoms echoes Pines and
Aronson’s (1988) view of burnout as “the attrition of spirit”, highlighting
how even high intrinsic motivation can deteriorate under unmanaged
emotional demands.
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Furthermore, the absence of institutional scaffolding, such as men-
toring, emotional debriefing, and formal recognition, emerged as a critical
mediating factor. This supports Lavy’s (2022) argument that institutional
environments either amplify or buffer burnout risk depending on the level
of emotional and pedagogical support provided. In line with Sanz-Vergel
et al. (2010), the study confirms that burnout in volunteer educators is not
merely an individual response but a structural outcome shaped by pro-
gramme design and institutional responsiveness.

As the founder of the Study Buddy programme, I acknowledge my 
insider positionality; therefore, reflexive practices were systematically ap-
plied during qualitative analysis, including peer debriefing, collaborative
coding validation, and ongoing critical reflection to reduce interpretative
bias and enhance analytical transparency.

Overall, this research contributes to an emerging understanding of
volunteering as a developmental space for pre-service teachers. It positions
emotionally engaged service not only as a buffer against early burnout but
as a space where professional identity, emotional stamina, and vocational
clarity begin to crystallize. However, it also cautions against assuming that
volunteer work is inherently protective. Without adequate institutional 
support, meaningful engagement can tip into emotional depletion, mak-
ing the difference between burnout prevention and burnout production.

Concluding remarks and limitations

To fully realize the developmental value of volunteer teaching, insti-
tutions should offer resilience and emotional literacy training, mentoring,
and structured reflective supervision. Based on the interview data, a hy-
brid model combining peer-led reflective meetings (focused on emo-
tional sharing and mutual support) and faculty-led supervision (focused
on pedagogical guidance and boundary-setting) appears to be the most
effective. Additionally, formal recognition of volunteer hours and peer
support networks can further enhance volunteering’s protective effects
while reducing emotional fatigue.
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This study has several limitations. First, the small, single-institution
sample limits the generalizability of the findings, and self-reported meas-
ures may be subject to response bias. The cross-sectional design also pre-
vents the assessment of long-term burnout trajectories and professional
identity development. An additional limitation concerns the use of con-
venience sampling, which may introduce selection bias, as participants
were recruited from one university and were already engaged in a struc-
tured volunteering initiative. Consequently, the sample may overrepresent
students with higher intrinsic motivation and prosocial engagement than
the broader population of pre-service teachers. Furthermore, the specific
socio-cultural context of Poland should be considered when interpreting
the relatively high life satisfaction scores. Engagement in community-ori-
ented and prosocial activities within this context may be associated with
enhanced perceived meaning and well-being, which could influence SWLS
outcomes. Therefore, caution is warranted when generalizing the results 
to different cultural, institutional, or educational settings.

Future research should adopt longitudinal and cross-cultural ap-
proaches to explore how programme structures and cultural factors shape
burnout, engagement, and identity. Identifying institutional best practices
can support volunteer teaching as a formative professional experience.

Funding: This research was supported by the University of Rzeszów

Conflict of interest: The author declares that there is no conflict of interest.

Acknowledgments: I would like to express my deepest gratitude to all Study

Buddy volunteers who participated in this study and generously shared their

experiences.

255Judyta Pawliszko
The burnout buffer? Volunteering and resilience 

in pre-service teacher development
(pp. 241–259) 

e- ISSN
 2543-8409



References
Baker, L. (2018). From learner to teacher assistant: Community-based service-learn-

ing in a dual-language classroom. Foreign Language Annals, 51(4), 796–815.
https://doi.org/10.1111/flan.12363 

Bakker, A. B., & Demerouti, E. (2007). The job demands-resources model: State of
the art. Journal of Managerial Psychology, 22(3), 309–328. 
https://doi.org/10.1108/02683940710733115

Barger, S. D., Donoho, C. J., & Wayment, H. A. (2009). The relative contributions of
race/ethnicity, socioeconomic status, health, and social relationships to life
satisfaction in the United States. Quality of Life Research, 18(2), 179–189.
https://doi.org/10.1007/s11136-008-9426-2

Blackmore, J., Hobbs, L., & Rowlands, J. (2023). Aspiring teachers, financial incen-
tives, and principals’ recruitment practices in hard-to-staff schools. Journal
of Education Policy, 39(2), 233–252. 
https://doi.org/10.1080/02680939.2023.2193170

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Re-
search in Psychology, 3(2), 77–101. 
https://doi.org/10.1191/1478088706qp063oa

Brunsting, N. C., Sreckovic, M. A., & Lane, K. L. (2014). Special education teacher
burnout: A synthesis of research from 1979 to 2013. Education and Treat-
ment of Children, 37, 681–711. 
https://doi.org/10.1353/etc.2014.0032

Chang, M.-L. (2013). Toward a theoretical model to understand teacher emotions
and teacher burnout in the context of student misbehavior: Appraisal, reg-
ulation and coping. Motivation and Emotion, 37, 799–817. 
https://doi.org/10.1007/s11031-012-9335-0

Chirkowska-Smolak, T., & Kleka, P. (2011). The Maslach burnout inventory–gen-
eral survey: Validation across different occupational groups in Poland. Polish
Psychological Bulletin, 42(2), 86–94. 
https://doi.org/10.2478/v10059-011-0014-x

Creswell, J. W., & Plano Clark, V. L. (2018). Designing and conducting mixed methods
research (3rd ed.). SAGE.

Diener, E., Emmons, R. A., Larsen, R. J., & Griffin, S. (1985). The satisfaction with life
scale. Journal of Personality Assessment, 49, 71–75. 
https://doi.org/10.1207/s15327752jpa4901_13

Erdogan, B., Bauer, T. N., Truxillo, D. M., & Mansfield, L. R. (2012). Whistle while you
work. Journal of Management, 38(4), 1038–1083. 
https://doi.org/10.1177/0149206311429379

Fényes, H., Markos, V., & Mohácsi, M. (2021). Volunteering among higher educa-
tion students. Corvinus Journal of Sociology and Social Policy, 12(2), 3–22. 
https://doi.org/10.14267/CJSSP.2021.2.1

256 Judyta Pawliszko
The burnout buffer? Volunteering and resilience 
in pre-service teacher development
(pp. 241–259) 

e-
 IS

SN
 2

54
3-

84
09



Field, A. (2013). Discovering statistics using IBM SPSS statistics: And sex and drugs
and rock “n” roll (4th ed.). Sage.

Forster, D. J., Archer, J., & Tajin, R. T. (2015). Volunteering within initial teacher ed-
ucation. Australian Journal of Teacher Education, 40(11). 
https://doi.org/10.14221/ajte.2015v40n11.10

Fredricks, J. A. (2011). Engagement in school and out-of-school contexts. Theory
Into Practice, 50, 327–335. 
https://doi.org/10.1080/00405841.2011.607401

Fredricks, J. A., Blumenfeld, P. C., & Paris, A. H. (2004). School engagement. Review
of Educational Research, 74(1), 59–109. 
https://doi.org/10.3102/00346543074001059

Fredricks, J., McColskey, W., Meli, J., Mordica, J., Montrosse, B., & Mooney, K. (2011).
Measuring student engagement in upper elementary through high school (REL
2011 –No. 098). Institute of Education Sciences.

Garcia, E., & Weiss, E. (2019, March 26). The teacher shortage is real, large and grow-
ing, and worse than we thought. Economic Policy Institute. 
https://www.epi.org/publication/the-teacher-shortage-is-real-large-and-
growing-and-worse-than-we-thought-the-first-report-in-the-perfect-storm-
in-the-teacher-labor-market-series

Grayson, J. L., & Alvarez, H. K. (2008). School climate and teacher burnout. Teach-
ing and Teacher Education, 24(5), 1349–1363. 
https://doi.org/10.1016/j.tate.2007.06.005

Heffner, A. L., & Antaramian, S. P. (2016). Life satisfaction and student achieve-
ment. Journal of Happiness Studies, 17(4), 1681–1701. 
https://doi.org/10.1007/s10902-015-9665-1

Hochschild, A. R. (1983). The managed heart. University of California Press.

Jankowski, K. S. (2015). Is the shift in chronotype associated with well-being? Bio-
logical Rhythm Research, 46, 237–248.

Johnson, R. B., Onwuegbuzie, A. J., & Turner, L. A. (2007). Toward a definition of
mixed methods research. Journal of Mixed Methods Research, 1(2), 112–133. 
https://doi.org/10.1177/1558689806298224

Johnston, R. C. (2023). Characteristics of high-performing volunteer nonprofit board
members [Unpublished doctoral dissertation]. Florida State University.

Kelly, D. (2023). Benefits of volunteerism across the life span. Advances in Applied
Sociology, 13, 457–465. 
https://doi.org/10.4236/aasoci.2023.136028

Lavy, S. (2022). A meaningful boost. AERA Open, 8. 
https://doi.org/10.1177/23328584221079857

Locke, M., Ellis, A., & Smith, J. D. (2003). Hold on to what you’ve got. Voluntary 
Action, 5(3), 81–99. 
https://doi.org/10.1177/0899764018785472

257Judyta Pawliszko
The burnout buffer? Volunteering and resilience 

in pre-service teacher development
(pp. 241–259) 

e- ISSN
 2543-8409



Malach-Pines, A. (2005). The burnout measure, short version. International Journal
of Stress Management, 12(1), 78–88. 
https://doi.org/10.1037/1072-5245.12.1.78

Maslach, C., & Jackson, S. E. (1981). Measurement of experienced burnout. Jour-
nal of Organizational Behavior, 2(2), 99–113. 
https://doi.org/10.1002/job.4030020205

Maslach, C., Jackson, S. E., & Leiter, M. P. (1996). Maslach Burnout Inventory Manual
(3rd ed.). Consulting Psychologists Press.

Metzger, T., Nguyen, N., Le, H., Havo, D., Ngo, K., Lee, S., Nguyen, T., Nguyen, Q.,
Tran, L., Tong, N., Le, C., & Dudovitz, R. (2024). Does volunteering decrease
burnout? Frontiers in Public Health, 12, 1387494. 
https://doi.org/10.3389/fpubh.2024.1387494

Moreno-Jiménez, M. P., & Villodres, M. (2010). Prediction of burnout in volunteers.
Journal of Applied Social Psychology, 40, 1798–1818. 
https://doi.org/10.1111/j.1559-1816.2010.00640.x

Mori, G. B. (2025). Motivations, benefits, and challenges of students volunteering
in civil society organizations: A scoping review. International Journal of Social
Science Research and Review, 8(2), 62–73. 
https://doi.org/10.47814/ijssrr.v8i2.2564

Nickel, J., & Crosby, S. (2022). Professional identity in early career teachers. Teach-
ing Education, 33(3), 317–331. 
https://doi.org/10.1080/10476210.2021.1895107

O’Donnell, K. C., & Reschly, A. L. (2020). Student engagement and learning: Atten-
tion, behavioral, and emotional difficulties in school. In A. J. Martin, R. A. Sper-
ling, & K. J. Newton (Eds.), Handbook of educational psychology and students
with special needs (pp. 557–583). Routledge.

Perry-Hazan, L., & Birnhack, M. (2019). Caught on camera: Teachers’ surveillance
in schools. Teaching and Teacher Education, 78(1), 193–204. 
https://doi.org/10.1016/j.tate.2018.11.021

Pietluch, A., & Trinder, M. (2024). Student engagement and burnout in Poland.
Multidisciplinary Journal of School Education, 13(2), 441–462. 
https://doi.org/10.35765/mjse.2024.1326/21

Pines, A., & Aronson, E. (1988). Career burnout: Causes and cures. Free Press.
Renshaw, T. L., & Cohen, A. S. (2014). Life satisfaction and college student func-

tioning. Social Indicators Research, 117(1), 319–334. 
https://doi.org/10.1007/s11205-013-0342-7

Resuello, L. J. R., Gara, M., & David, G. R. M. (2024). National learning camps and
teacher volunteers. World Journal of Advanced Research and Reviews, 21(1),
2182–2195. 
https://doi.org/10.30574/wjarr.2024.21.1.0245

Sanz-Vergel, A. I., Demerouti, E., Moreno-Jiménez, B., & Mayo, M. (2010). Work-
family balance and energy. Journal of Vocational Behavior, 76, 118–130. 
https://doi.org/10.1016/j.jvb.2009.07.001

258 Judyta Pawliszko
The burnout buffer? Volunteering and resilience 
in pre-service teacher development
(pp. 241–259) 

e-
 IS

SN
 2

54
3-

84
09



Schaufeli, W. B., Salanova, M., González-Romá, V., & Bakker, A. B. (2002). Engage-
ment and burnout. Journal of Happiness Studies, 3(1), 71–92. 
https://doi.org/10.1023/A:1015630930326

Schmitter, C., Zisselman, M., & Woldow, A. (2003). Life satisfaction in centenari-
ans. Annals of Long-Term Care, 7(2), 437–442.

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and burnout. Teaching
and Teacher Education, 26, 1059–1069. 
https://doi.org/10.1016/j.tate.2009.11.001

Sowa, J. E., & Piatak, J. S. (2024). Volunteer management: A strategic approach. Rout-
ledge.

Vittersø, J. (2025). Humanistic wellbeing: Toward a value-based science of the good
life. Springer.

Wondimu, H., & Admas, G. (2024). The motivation and engagement of student
volunteers in volunteerism at the University of Gondar. Discover Global 
Society, 2, 22. 
https://doi.org/10.1007/s44282-024-00049-5

259Judyta Pawliszko
The burnout buffer? Volunteering and resilience 

in pre-service teacher development
(pp. 241–259) 

e- ISSN
 2543-8409





Abstract
Research objectives (aims) and problem(s): The aim of the study is
to examine whether there are differences between working teachers
considering a career change and those who are not in terms of the
motivation accompanying teachers at different stages of their careers.

Research methods: The study involved 513 Polish preschool and pri-
mary school teachers, of whom approximately 35% declared their 
willingness to leave the profession. The study was conducted using
a closed-ended questionnaire, and the data were analyzed statistically
(chi-square test, Fisher’s test).

Process of argumentation: The observed phenomenon of leaving the
profession exacerbates the shortage of staff in educational institutions,
negatively affects the quality of education, and increases the workload
of other teachers. Therefore, this phenomenon should be studied in
greater depth.

Research findings and their impact on the development of educa-
tional sciences: The findings indicate that internal and altruistic motives
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are the main drivers for entering and practicing the teaching profession, regard-
less of career plans. Teachers considering a career change report declining mo-
tivation more often due to external and organizational factors and cite habit, fear
of change, and limited job alternatives as reasons for staying. Those not consid-
ering leaving report higher job satisfaction and professional fulfillment, despite
criticizing bureaucracy and frequent reforms. Younger teachers and those work-
ing in preschools are more likely to consider leaving the profession.

Conclusions and/or recommendations: Limiting the outflow of teachers re-
quires not only improving salaries but also systemic actions, such as improving
working conditions, providing organizational and emotional support, and cre-
ating conditions for maintaining internal motivation and a sense of meaning in
teaching work.

Introduction

The phenomenon of teachers leaving the profession has been ob-
served for several years in many highly developed countries with demo-
cratic, market-based economies. In the 2022/23 school year, an average of
6.5% of fully qualified teachers across all levels of education resigned from
their jobs in 19 OECD countries (OECD, 2025). This rate varied from coun-
try to country, ranging from around 3% (France, Greece, Ireland, Israel) to
over 10% (Denmark, Estonia, Lithuania). In Poland, the rate exceeds 4%.

The data on preschool education is particularly worrying; as many
as 7.3% of teachers resigned from their jobs, and this trend is on the rise.
In primary schools, this rate was 5.8%, while in secondary schools it was
5.9%. Importantly, data from seven countries (Austria, Estonia, Israel, Slo-
vakia, Sweden, Denmark and Poland) show that in five countries at least
30% of teachers who resigned had served for less than five years.

Data from the Central Statistical Office of Poland (Główny Urząd Sta-
tystyczny, GUS) indicate that despite the relative stability in the number
of jobs, more and more teachers are deciding to change their career path
or give up working in education altogether (Główny Urząd Statystyczny,
2024). An analysis of GUS data from 2020–2025 also shows a systematic
decline in the number of children, teachers, and educational institutions
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themselves (Główny Urząd Statystyczny, 2020, 2025). The largest decline
in employment in preschool education was recorded in the 2024/25
school year (11.92%). Such a significant increase in the number of teach-
ers who resigned coincided with growing uncertainty caused by planned
legislative changes allowing the employment of people without teach-
ing qualifications.

Teacher shortages are becoming a serious problem that requires sys-
temic solutions. In this context, it is worth considering the motivational
factors that sustain and weaken the desire to work as a teacher. This mo-
tivation manifests itself across three time horizons: the past (motivation
accompanying the career choice), the present (motivation accompany-
ing daily work), and the future (motivation related to the decision to con-
tinue working in the profession).

An OECD report published in 2005 found that the primary motiva-
tion for choosing the teaching profession was the desire to teach and
work with children (OECD, 2005). Intrinsic motivation, related to the joy
of working with children, a sense of intellectual fulfillment, and con-
tributing to the good of society, appears to be the dominant element in
the attractiveness of a teaching career. A meta-analysis of studies con-
ducted worldwide demonstrated the dominance of intrinsic and altruis-
tic motivation among those beginning their teaching careers (See et al.,
2022). Polish studies have yielded similar conclusions (Dróżka & Mada-
lińska-Michalak, 2016; Szczyrba-Poroszewska, 2023).

Dobkowska et al. (2024) indicate that teachers are most motivated in
their daily work by contact with children and young people and the visi-
ble results of their work. According to teachers, contact with children is 
a source of joy, pleasure, and “positive energy”; it provides them with 
the opportunity to help and shape others and to experience satisfaction
from work and student success. The most frequently cited demotivating
factors in daily work included salary, difficulties in collaborating with 
parents, and the conditions and organization of work in the institution. 
As Hornyák (2025) points out, a lack of motivation significantly impacts
teaching effectiveness, increases burnout, and leads to more frequent
job losses. Teachers with low motivation are less likely to use innovative

263Barbara Surma, Irmina Rostek, Estera Twardowska-Staszek
Motivational and demotivational factors in the teaching profession: 

Perspectives of teachers considering and not considering attrition
(pp. 261–278) 

e- ISSN
 2543-8409



methods, demonstrate less sensitivity to student needs, and often con-
tribute to poorer academic performance. Low motivation limits collabo-
ration between teachers and limits the school’s ability to adapt to
external changes.

The most frequently cited motives for leaving the teaching profes-
sion in the literature on the subject are a decline in the attractiveness and
prestige of the profession, low salaries, excessive workload (including ad-
ministrative duties), growing diversity in qualification levels, demo-
graphic pressure, and the increasing average age of teachers (Dobkowska
et al., 2024; Łukasik et al., 2023). The aging of the teaching staff and the
lack of effective generational replacements are deepening this crisis, and
the forecasts for the coming years are not optimistic (Instytut Badań
Edukacyjnych, 2024). 

The phenomenon of leaving the profession not only exacerbates 
the shortage of staff in educational institutions but also negatively af-
fects the quality of education and increases the workload of remaining
teachers. Awareness of these consequences must be linked to an in-
depth diagnosis of the causes, which has already been partially under-
taken in studies by research teams from the University of Warsaw
(Dobkowska et al., 2024) and the University of Agriculture in Krakow 
(Łukasik et al., 2023). 

In the present research, we focus on the factors that motivate teach-
ers to pursue or leave teaching. We want to examine whether there are
differences in this regard between working teachers who are consider-
ing a career change and those who are not. The aim of this research is
therefore to understand the relationship between the desire to remain
in or leave the profession and the motivation that accompanies teachers
at different stages of their careers.

Methodology

Research problems
The research problems were formulated in the form of three questions:
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1. What are the differences, if any, between active teachers consider-
ing and not considering a career change in terms of factors moti-
vating them to work in the teaching profession?

2. What are the differences, if any, between active teachers consider-
ing and not considering a career change in terms of factors demoti-
vating them to work in the teaching profession?

3. Are socio-demographic variables related to teachers’ declared will-
ingness to change professions? 

Study participants 
The study involved 513 Polish teachers (97% women) aged 24 to 70.

Most teachers in the group were aged 36–45 (33.53%), 46–55 (20.27%),
and 30–35 (17.35%). Most respondents worked in preschools (59.65%),
followed by grades 1–3 (27.10%) and grades 4–8 (33.14%). (The percent-
ages do not add up to 100% as the question was multiple-choice.) Most
teachers had 6–10 years of experience (20.27%), followed by 11–15 years
(13.06%) and over 30 years (12.48%). Young teachers with up to 5 years
of experience accounted for 29.83% of the respondents. Among the par-
ticipants in the study, 33.53% were certified teachers, 24.17% were ap-
pointed teachers, 13.06% were contract teachers, and 19.88% were
novice teachers. Nearly 10% of respondents had no professional ad-
vancement.

Tools
The study used a questionnaire that included questions about de-

mographic data, such as gender, age, place of residence, and distance
from home to work, as well as information related to their job, including
type of institution, educational level, length of service in the profession,
and degree of professional advancement. Subsequent questions con-
cerned factors that motivate and demotivate teachers to remain in the
profession. Most of them were closed questions with a prepared set of
answers. Respondents were asked to indicate at least five factors in each
question. This research tool was developed based on the results of re-
search conducted by Dobkowska et al.(2024). 
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Statistical analyses 
The comparison of qualitative variables between groups was per-

formed using the chi-square test (with Yates’ correction for 2x2 tables) or
Fisher’s exact test when the chi-square test assumptions regarding the
so-called expected frequencies were not met. The analysis employed a
significance level of 0.05; thus, all p-values below 0.05 were interpreted
as indicating significant relationships. The analysis was performed using
R software, version 4.5.1.

Research procedure 
The study was conducted between March and June 2025. Invitations

to participate were distributed through announcements in selected ed-
ucational institutions and via the authors’ social media. A purposive sam-
pling strategy was used, as eligibility to participate required employment
in a preschool or primary school. Participation in the study was voluntary
and anonymous. Prior to taking part, participants were informed about
the purpose of the study and provided their informed consent. The study
was approved by the University Committee for Scientific Research Ethics
at Ignatianum University in Krakow (No. 11/2025). 

Results 

1) Motivating factors in a teacher’s work 
One question in the questionnaire asked respondents whether they

were considering leaving their profession. Based on their responses, the
group was divided into two subgroups. Of the 513 teachers surveyed, 177
(34.5%) reported that they are considering leaving the teaching profession. 

To answer the first research question about the motivating factors
for working as a teacher, the respondents were asked to indicate why
they chose the teaching profession (Table 1), what motivates them in
their daily work (Table 2), and why they work in their profession (Table 3).
The results presented below show the aggregate responses (513 re-
spondents) and according to whether teachers are considering a change
of profession (177 respondents) or not (336 respondents). 
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Table 1 shows the differences between active teachers considering
and not considering a career change in terms of motives for choosing the
teaching profession.

Table 1. Motives for choosing the teaching profession

Note: Teachers could select multiple answers; therefore, the percentages
do not add up to 100%.
p – chi-square test or Fisher’s exact test.
* statistically significant difference (p<0.05)
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering 
a career change

(n=336)
p

Opportunity to work with children/young people 364 (70,96%) 119 (67,23%) 245 (72,92%) p=0,213

Interests and professional aptitudes 358 (69,79%) 116 (65,54%) 242 (72,02%) p=0,156

Love for children 229 (44,64%) 79 (44,63%) 150 (44,64%) p=1

Opportunity to work for the benefit of society and
shape future generations 156 (30,41%) 65 (36,72%) 91 (27,08%) p=0,031*

Job stability 108 (21,05%) 30 (16,95%) 78 (23,21%) p=0,123

Many days off during the school year 91 (17,74%) 32 (18,08%) 59 (17,56%) p=0,98

Work organization allowing for additional
classes/work 89 (17,35%) 31 (17,51%) 58 (17,26%) p=1

By chance 50 (9,75%) 17 (9,60%) 33 (9,82%) p=1

Opportunity to work in various types 
of educational institutions 47 (9,16%) 14 (7,91%) 33 (9,82%) p=0,581

Continuation of family traditions 46 (8,97%) 15 (8,47%) 31 (9,23%) p=0,904

Opportunity for promotion and professional 
development 42 (8,19%) 16 (9,04%) 26 (7,74%) p=0,733

Salary – stability of earnings 38 (7,41%) 8 (4,52%) 30 (8,93%) p=0,102

Ease of finding a job 29 (5,65%) 9 (5,08%) 20 (5,95%) p=0,839

Prestige of the profession, social authority 26 (5,07%) 13 (7,34%) 13 (3,87%) p=0,135

Other 16 (3,12%) 6 (3,39%) 10 (2,98%) p=1

Easy studies 15 (2,92%) 9 (5,08%) 6 (1,79%) p=0,067

Preferences and expectations of
family/relatives/friends 13 (2,53%) 5 (2,82%) 8 (2,38%) p=0,773

Salary – level of earnings 4 (0,78%) 0 (0,00%) 4 (1,19%) p=0,304



The three most important motivations for taking up a teaching pro-
fession are the opportunity to work with children and young people
(70.96%), professional interests and aptitudes (69.79%), and a love for
children (44.64%). A significant difference between the groups concerns
the motive of working for the benefit of society and shaping future gen-
erations, which is expressed more often by teachers considering leaving
the profession. 

Table 2 shows the differences between active teachers considering
and not considering a career change in terms of factors motivating them
to work on a daily basis.

Table 2. Factors motivating teachers to work in their profession 

on a daily basis

Note: Teachers could select multiple answers; therefore, the percentages
do not add up to 100%.
p – chi-square test or Fisher’s exact test.
* statistically significant difference (p<0.05)
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering
a career change

(n=336)
p

Contact with children/young people 394 (76,80%) 122 (68,93%) 272 (80,95%) p=0,003*

Work effects 241 (46,98%) 74 (41,81%) 167 (49,70%) p=0,107

Work atmosphere 224 (43,66%) 68 (38,42%) 156 (46,43%) p=0,1

Working hours 172 (33,53%) 60 (33,90%) 112 (33,33%) p=0,976

Cooperation with teachers 84 (16,37%) 27 (15,25%) 57 (16,96%) p=0,71

Working conditions 72 (14,04%) 17 (9,60%) 55 (16,37%) p=0,05*

Opportunities for professional development 67 (13,06%) 19 (10,73%) 48 (14,29%) p=0,319

Cooperation with the principal 63 (12,28%) 17 (9,60%) 46 (13,69%) p=0,231

Salary 58 (11,31%) 23 (12,99%) 35 (10,42%) p=0,466

Organization of work at school/kindergarten 44 (8,58%) 12 (6,78%) 32 (9,52%) p=0,374

School/kindergarten management 35 (6,82%) 11 (6,21%) 24 (7,14%) p=0,832

Cooperation with parents 33 (6,43%) 10 (5,65%) 23 (6,85%) p=0,737

Other 23 (4,48%) 9 (5,08%) 14 (4,17%) p=0,8



Teachers’ daily motivation is based primarily on contact with children
and young people (76.80%), a sense of the effects of their work (46.98%),
and a positive atmosphere in the workplace (43.66%). For 33.53% of 
respondents, working hours are also important. Teachers who are not
considering leaving the profession more often cited contact with chil-
dren/young people and a positive assessment of working conditions as
motivating factors.

Table 3 shows the differences between active teachers considering
and not considering a career change in terms of general reasons for work-
ing as a teacher.

Table 3. Reasons for working as a teacher
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering
a career change

(n=336)
p

Interests and professional aptitudes 319 (62,18%) 104 (58,76%) 215 (63,99%) p=0,287

Opportunity to work with children/young people 292 (56,92%) 91 (51,41%) 201 (59,82%) p=0,083

Good atmosphere at work 175 (34,11%) 55 (31,07%) 120 (35,71%) p=0,339

Job stability 153 (29,82%) 55 (31,07%) 98 (29,17%) p=0,728

Satisfaction with work and professional 
achievements 141 (27,49%) 26 (14,69%) 115 (34,23%) p<0,001*

Opportunity to work for the benefit of society 
and shape future generations 121 (23,59%) 42 (23,73%) 79 (23,51%) p=1

Work organization allowing for additional 
activities/work 111 (21,64%) 39 (22,03%) 72 (21,43%) p=0,964

Habit 103 (20,08%) 48 (27,12%) 55 (16,37%) p=0,006*

Many days off during the school year 100 (19,49%) 29 (16,38%) 71 (21,13%) p=0,241

Salary – stability of earnings 79 (15,40%) 24 (13,56%) 55 (16,37%) p=0,478

Fear of changing job 74 (14,42%) 51 (28,81%) 23 (6,85%) p<0,001*

Difficulties in finding a new job in another 
profession 48 (9,36%) 24 (13,56%) 24 (7,14%) p=0,027*

Feeling of influence on the functioning 
of the school/kindergarten 40 (7,80%) 11 (6,21%) 29 (8,63%) p=0,425

Cooperation in the school team 40 (7,80%) 9 (5,08%) 31 (9,23%) p=0,136

Opportunity to work in different types 
of educational institutions 31 (6,04%) 8 (4,52%) 23 (6,85%) p=0,392



Note: Teachers could select multiple answers; therefore, the percentages
do not add up to 100%.
p – chi-square test or Fisher’s exact test.
* statistically significant difference (p<0.05)

The dominant reasons why respondents remain in the teaching pro-
fession are professional interests and aptitudes (62.18%), the opportu-
nity to work with children and young people (56.92%), and a positive
working atmosphere (34.11%). Teachers considering a career change
were significantly more likely to cite habit, fear of changing jobs, and diffi-
culties in finding a new job in another profession as reasons for remain-
ing in the profession. Teachers who were not considering a change were
more likely to declare satisfaction with their work and professional
achievements.

2) Demotivating factors 
In order to identify the factors that discourage teachers from re-

maining in the profession, respondents answered two questions. The first
question focused on the factors that discourage them from their daily
work (Table 4), while the second asked them to indicate the five main rea-
sons why teachers leave the profession (Table 5).
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering
a career change

(n=336)
p

Ease of finding a job 29 (5,65%) 14 (7,91%) 15 (4,46%) p=0,16

Feeling appreciated by the principal 29 (5,65%) 8 (4,52%) 21 (6,25%) p=0,545

Continuing family traditions 21 (4,09%) 3 (1,69%) 18 (5,36%) p=0,079

Opportunity to receive support and training 
at school and other institutions 16 (3,12%) 4 (2,26%) 12 (3,57%) p=0,586

Salary – level of earnings 14 (2,73%) 6 (3,39%) 8 (2,38%) p=0,572

Opportunity for promotion and professional 
development 10 (1,95%) 3 (1,69%) 7 (2,08%) p=1

Other 6 (1,17%) 0 (0,00%) 6 (1,79%) p=0,098

Prestige of the profession, social authority 5 (0,97%) 3 (1,69%) 2 (0,60%) p=0,346



Table 4. Factors discouraging teachers from working in their profession

on a daily basis

Note: Teachers could select multiple answers; therefore, the percentages
do not add up to 100%.
p – chi-square test or Fisher’s exact test.
* statistically significant difference (p<0.05)

Factors that discourage people from working in their profession on
a daily basis include bureaucracy (51.27%), taking on too much respon-
sibility (48.93%), and difficulties in cooperating with parents (47.56%).
Other significant reasons include constant changes related to education
reform, salary, and physical fatigue.
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering
a career change

(n=336)
p

Bureaucracy 263 (51,27%) 75 (42,37%) 188 (55,95%) p=0,005*

Taking on too much responsibility 251 (48,93%) 112 (63,28%) 139 (41,37%) p<0,001*

Difficulties in cooperating with parents 244 (47,56%) 90 (50,85%) 154 (45,83%) p=0,323

Constant changes related to education reform 228 (44,44%) 65 (36,72%) 163 (48,51%) p=0,014*

Physical fatigue 222 (43,27%) 86 (48,59%) 136 (40,48%) p=0,095

Salary 222 (43,27%) 97 (54,80%) 125 (37,20%) p<0,001*

Working conditions 107 (20,86%) 54 (30,51%) 53 (15,77%) p<0,001*

Organization of work at school/preschool 92 (17,93%) 45 (25,42%) 47 (13,99%) p=0,002*

Work atmosphere 72 (14,04%) 32 (18,08%) 40 (11,90%) p=0,075

Difficulties in cooperating with the principal 62 (12,09%) 25 (14,12%) 37 (11,01%) p=0,376

Little or no results from work 52 (10,14%) 22 (12,43%) 30 (8,93%) p=0,273

Difficulties in cooperating with other teachers 46 (8,97%) 20 (11,30%) 26 (7,74%) p=0,238

School/preschool management 40 (7,80%) 20 (11,30%) 20 (5,95%) p=0,048*

Other 28 (5,46%) 10 (5,65%) 18 (5,36%) p=1

Limited opportunities for professional 
development 20 (3,90%) 7 (3,95%) 13 (3,87%) p=1

Working hours 15 (2,92%) 7 (3,95%) 8 (2,38%) p=0,465

Contact with children/young people 6 (1,17%) 4 (2,26%) 2 (0,60%) p=0,189



There are many differences between the groups in terms of demoti-
vating factors. Bureaucracy and constant changes related to education
reform are more likely to discourage teachers who are not considering
changing professions. In contrast, those considering leaving the profes-
sion more often point to excessive responsibility, problems with work 
organization, working conditions, salary, and school management as sig-
nificant sources of dissatisfaction.

Table 5. Reasons for teachers leaving the profession

Note: Teachers could select multiple answers; therefore, the percentages
do not add up to 100%.
p – chi-square test or Fisher’s exact test.
* statistically significant difference (p<0.05)
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Total
(n=513)

Considering 
a career change

(n=177)

Not considering
a career change

(n=336)
p

Salary 370 (72,12%) 129 (72,88%) 241 (71,73%) p=0,862

Difficulties in cooperating with parents 350 (68,23%) 124 (70,06%) 226 (67,26%) p=0,585

Increasing disciplinary problems 295 (57,50%) 107 (60,45%) 188 (55,95%) p=0,376

The education system 224 (43,66%) 77 (43,50%) 147 (43,75%) p=1

Working conditions 221 (43,08%) 86 (48,59%) 135 (40,18%) p=0,083

Bureaucracy 193 (37,62%) 61 (34,46%) 132 (39,29%) p=0,329

Lack of support in working with children 
with special needs 166 (32,36%) 72 (40,68%) 94 (27,98%) p=0,005*

Organization of work in preschool/school 141 (27,49%) 63 (35,59%) 78 (23,21%) p=0,004*

Difficulties in cooperating with the management 87 (16,96%) 33 (18,64%) 54 (16,07%) p=0,539

Current reform 69 (13,45%) 22 (12,43%) 47 (13,99%) p=0,722

Difficulties in cooperating with other teachers 57 (11,11%) 24 (13,56%) 33 (9,82%) p=0,257

Political situation 35 (6,82%) 11 (6,21%) 24 (7,14%) p=0,832

Other 24 (4,68%) 8 (4,52%) 16 (4,76%) p=1

Lack of support in working with children 
with migration experience 11 (2,14%) 4 (2,26%) 7 (2,08%) p=1



The main reasons given by teachers for considering leaving the pro-
fession were low salary (72.12%), difficulties in cooperating with parents
(68.23%), and increasing disciplinary problems (57.50%). The education
system, working conditions, and bureaucracy are also frequently cited as
reasons for leaving the profession. Lack of support in working with chil-
dren with special needs and problems related to the organization of work
in preschool or school were mentioned more often by teachers consid-
ering a career change.

3) Demographic and social variables differentiating the respon-
dents’ decisions to change profession
Of the demographic variables studied, only age distinguishes between

the groups (p<0.001*): younger teachers were more likely to consider leav-
ing the profession than older ones. Several social variables are also related
to the desire to change profession: educational level (preschool teachers
were more likely to consider leaving the profession than primary school
teachers, p=0.024*), length of service in the profession (teachers with
shorter service consider leaving the profession more often than teachers
with longer service, p<0.001*), and degree of professional advancement
(contract and appointed teachers are more likely to consider a change than
certified teachers, p<0.001*).

Conclusions

This research aimed to examine whether there are differences between
active teachers considering a change of profession and those who are not 
in terms of motivation accompanying teachers at different stages of their 
careers. All the teachers we surveyed chose this career path and find daily
motivation to work in this profession thanks to the sense of purpose they
derive from working with children and young people and the conviction
that they are fulfilling their own interests and professional aptitudes. This 
result is confirmed by numerous studies conducted worldwide (Fray & Gore,
2018), including in Poland (Dobkowska et al., 2024). The decision to enter
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the teaching profession is therefore invariably linked mainly to internal, often
altruistic motivations. From the perspective of human resource manage-
ment in education, this means that activities that support the development
of personal competences and maintain a positive atmosphere in the work-
place can significantly influence the motivation and retention of teachers.

Are there any differences in this regard between teachers considering
a career change and those who are not? The first difference is related to the
motives for choosing this profession, which were recognized retrospec-
tively. The group of teachers who consider a career change was significantly
more likely to believe that the teaching profession involves working for the
benefit of society and shaping future generations. Recalling the beginnings
of scientific reflection on burnout, Schaufeli notes that its basic component
is “frustrated idealism” (2017).

Another difference is the stronger role of habit, fear of job change, and
difficulties in finding alternative employment among those considering 
a career change, confirming earlier findings (Dobkowska et al., 2024). This
group more often experiences shifts in motivation over time – from inter-
nal to external – which may be linked to burnout. As Maslach notes (cited
in Mańkowska, 2018), burnout stems primarily from organizational condi-
tions rather than the nature of the work itself, allowing teachers to value
their profession while experiencing stress and fatigue.

This is confirmed by the differences in the factors that reduce motiva-
tion to work in the profession by teachers considering a career change and
those who are not. The first group points to a significantly greater number of
external/organizational factors that reduce motivation to work in the pro-
fession than the second group (problems with work organization, working
conditions, school management, etc.). However, it is worth noting that issues
such as low salaries and bureaucracy are important factors for both groups.
Similar results were obtained by Dobkowska et al. (2024), and similar com-
plaints are also reported by teachers in other countries (Steiner et al. 2025). 

What is interesting, however, is the lack of difference between teach-
ers who are thinking about leaving the profession and those who are not
in areas related to cooperation with parents and educational problems.
Both groups assess these phenomena similarly: as highly demotivating.
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The demotivating factors that were cited more frequently by teach-
ers considering a career change were a lack of support in working with
children with special needs and organizational difficulties. These results
may indicate an overload of responsibilities and insufficient institutional
preparation for working in a diverse educational environment. On the
other hand, teachers who declared their willingness to remain in the pro-
fession more often pointed to institutional factors such as bureaucracy
and constant changes resulting from education reforms. This may sug-
gest that they feel frustrated with systemic imperfections. For teachers
considering leaving, working conditions, school management, and salary
were also significant demotivators, which is consistent with the broader
context of research on job satisfaction in education (Ingersoll, 2001).

These differences may indicate a need for more individualized sup-
port for teachers, both emotionally and structurally. Research shows that
factors such as work overload, lack of a sense of effectiveness, and the
structure of school goals have a significant impact on teachers’ motivation
to remain in or leave the profession (Skaalvik & Skaalvik, 2017).

Analyses also show that in many countries, up to 25% of novice teach-
ers leave the profession within the first 3–5 years (Łukasik et al., 2023), with
national studies indicating a similarly worrying situation in Poland
(Dobkowska et al., 2024). Nearly half of young teachers declared that they
are considering a career change, while one-third of all respondents are con-
templating leaving teaching. These tendencies are significantly stronger
among younger teachers, which can be explained by human capital theory:
lower accumulated investment in the profession makes early-career teach-
ers more likely to leave, whereas each additional year of work reduces this
likelihood (Łukasik et al., 2023).

Such declarations may reflect a broader generational trend. Data indicate
that 31% of Generation Z plan to change employers within two years, com-
pared to 17% of Millennials (Deloitte, 2025). This tendency is interpreted as 
a conscious strategy aimed at achieving greater stability, work–life balance, and
development, leading young people to challenge traditional career models.

We are aware that the method of sample selection and the number of
respondents make it impossible to draw clear conclusions about the entire
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population of teachers in Poland. Nevertheless, the results reveal certain
general trends worth considering in future analyses of the phenomenon of
leaving the teaching profession.

Pedagogical implications

By analyzing the responses of the study participants, it is possible to
identify risk factors and factors that increase the likelihood of remaining
in the teaching profession. Protective factors include job satisfaction and
a positive assessment of working conditions and the atmosphere at work.
Risk factors, on the other hand, include the accumulation of negative ex-
periences related to organizational factors and the clash between teach-
ers’ initially idealistic beliefs and the realities of school life. 

In view of the changing attitudes toward professional careers among
young people, including teachers, it would be advisable to strengthen
them in the areas they identify as priorities in order to retain them in the
profession. These include financial benefits and improved working con-
ditions, providing them with a sense of security, support, and stability. 

Salary increases or organizational changes (…), which are relatively

easy to implement, will certainly have a positive effect, but they will

not provide sufficient motivation to stem the outflow of teachers from

the profession, nor will they encourage young people to choose

teacher training. (Dobkowska et al., 2024, p. 59)

Therefore, it also seems important to create opportunities for teach-
ers to experience a sense of meaning in their work and to maintain in-
ternal motivation to perform it.
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Abstract
Research objectives (aims) and problem(s): The research explores 
Polish teachers’ experiences managing challenging student behaviors,
especially aggression and peer violence, and the emotional impact of
these behaviors on teacher well-being. It also addresses the lack of sys-
tematic research on effective interventions in Poland and examines
the support available to educators. 

Research methods: The article uses a qualitative method, involving
semi-structured interviews with eight experienced teachers from var-
ious subjects and schools in the Mazowieckie Voivodeship. Thematic
analysis with inductive coding identified key themes related to be-
havioral challenges, emotional strain, and support mechanisms.

Process of argumentation: The article begins by noting the global
prevalence of school violence and its effect on teacher burnout and at-
trition, reflecting similar issues in Poland. It highlights Polish teachers’
frequent reports of class disruptions, safety concerns, and stress. The
Positive Behavioral Interventions and Supports (PBIS) model is intro-
duced as an internationally proven, systemic approach that improves
school climate, reduces problem behaviors, and lowers teacher stress.
PBIS’s multi-tiered framework fosters positive teacher-student rela-
tionships and collaborative networks.

Research findings and their impact on the development of educa-
tional sciences: The findings reveal that challenging behaviors cause
chronic stress, helplessness, and burnout, which are worsened by in-
sufficient training and systemic support. The study advances educa-
tional sciences by emphasizing systemic, data-driven methods that
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promote student development and teacher resilience, suggesting sustainable
improvements.

Conclusions and/or recommendations: The study recommends implementing
PBIS in Polish schools to better manage challenging behaviors and enhance
teacher well-being. It also calls for future research to adapt and evaluate PBIS in
Poland, with a focus on teacher training and institutional support. The findings
highlight the need for systemic, collaborative strategies to foster positive educa-
tional environments and sustain gains in teacher motivation and student outcomes.

Introduction

Challenging student behaviors, such as aggression and peer violence,
place a significant strain on teachers, negatively impacting their well-being,
instructional quality, and job satisfaction – factors linked to professional
burnout (Alarcon, 2011). This stress can also affect student achievement
(Arens & Morin, 2016). Teachers working under pressure without adequate
support are particularly vulnerable to occupational stress (Travers & Cooper,
1996), often lack confidence in their behavioral strategies, and report that
their training did not sufficiently prepare them for such challenges (Gajdz-
ica, 2020; Skura, 2018). Despite the scale of the problem, the Polish educa-
tional system lacks a consistent, evidence-based framework for behavioral
intervention. In response, there is growing interest in systemic approaches
such as the Positive Behavioral Interventions and Supports (PBIS) model
that improve student behavior, enhance teacher efficacy, and reduce stress
(Horner & Sugai, 2015)

Background

Study context
Challenging student behaviors and teacher stress
Problematic student behaviors – particularly acts of aggression and

peer violence – significantly diminish teachers’ motivation to remain in the
profession. According to UNESCO data (Eck et al., 2016), nearly one in three
students globally experiences school-related violence, while over one-third
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are involved in physical altercations. Both empirical research and educa-
tional practice confirm that behavioral challenges constitute one of the key
factors driving teacher attrition – a global phenomenon (Brill & McCartney,
2008; den Brok et al., 2017) that is equally evident in the Polish context
(Skura & Wheeler, 2024). Polish educators frequently identify managing
challenging student behavior as one of the most demanding aspects of
their profession (Pyżalski, 2012), exposing them to frequent disruptions 
of instructional time and safety concerns, both of which contribute to 
elevated psychological strain. 

Teaching is widely recognized as an emotionally and psychologically
demanding profession (Johnson et al., 2005). Teachers face heavy work-
loads, time pressure, and challenges balancing work and personal life.
These stressors are worsened by bureaucratic burdens, strained relation-
ships with colleagues and supervisors, and anxiety over classroom man-
agement and external evaluation (Mercer & Gregersen, 2020). Emotional
exhaustion can reduce teachers’ engagement in lesson planning and stu-
dent relationships, which may negatively impact students’ motivation
and sense of competence (Evers et al., 2004; Klusmann et al., 2016).
Teacher stress arises from personal and occupational factors, including 
a lack of social support (Krause et al., 2013), but school-related issues like
classroom disruptions, student disengagement, and disciplinary prob-
lems are particularly significant (Kyriacou, 2001).

Disruptive behaviors fall into aggressive and non-aggressive cate-
gories, with aggressive acts – such as direct challenges to teacher author-
ity – being especially stressful (Wettstein, 2008). Poor teacher responses,
often due to inadequate training or support, can worsen these behaviors
and increase stress (Wettstein, 2010). Therefore, implementing evidence-
based support models and multi-tiered assistance systems is crucial to
help teachers understand students’ needs, apply effective behavior man-
agement, and reduce challenging behaviors.
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Supporting teachers in working with students through the PBIS
framework
PBIS is a data-driven framework designed to help teachers manage

educational and behavioral challenges in daily student interactions. At
its core is the accurate assessment of student and school-wide needs, en-
abling informed decisions and evaluation of intervention effectiveness.
By using data systematically, teachers can make better pedagogical
choices and track improvements in student behavior and academic out-
comes (Santiago-Rosario et al., 2022). 

PBIS’s effectiveness is well documented in studies across the United
States and Europe (Karhu et al., 2020; Michael et al., 2024; Närhi et al.,
2014; Nelen et al., 2020), suggesting it could benefit Polish schools fac-
ing rising teacher burnout and limited systemic support. Research shows
PBIS improves school climate (Bradshaw et al., 2008), reduces problem
behaviors (Waasdorp et al., 2012), decreases disciplinary actions (Brad-
shaw et al., 2010), and lowers teacher stress (Ross et al., 2012). Clear pro-
cedures and consistent student expectations give teachers more control
and effectiveness in handling behavioral challenges. 

PBIS uses a three-tiered support model tailored to student needs.
Tier 1 offers universal strategies to build positive relationships, teach
prosocial skills, and engage families. Tier 2 provides early, manageable in-
terventions that do not overburden teachers. Tier 3 involves specialized
teams for intensive support, easing teachers’ responsibilities with high-
need students. Implementing PBIS increases teachers’ sense of safety,
structures their behavior management, and provides practical tools for
challenges. Teachers no longer face difficulties alone but work within a co-
hesive support system benefiting the whole school community.

Purpose
This study aimed to explore the lived experiences of general edu-

cation teachers in Poland in relation to students’ challenging behaviors
both during classroom instruction and in non-classroom settings, such
as breaks, school trips, and common areas. The purpose was to investi-
gate how these behaviors affect teachers’ psychological and emotional
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well-being and to understand the kinds of support – formal and informal –
that teachers receive in addressing such behaviors. The study sought to ad-
dress the following research questions from the perspective of teachers:
What types of challenging student behaviors do teachers most frequently
encounter in their everyday educational and pastoral work, both in the
classroom and beyond? How do teachers experience emotional and psy-
chological strain in connection with these behaviors, and in which situa-
tions is this strain most strongly felt? What forms of support do teachers
receive in dealing with challenging behaviors, and how do they evaluate
the effectiveness of that support in meeting their professional needs?

Methods

A qualitative research design, based on semi-structured interviews
with teachers representing various subjects, was chosen as the most suit-
able approach to gain an in-depth understanding of their professional
experiences and to explore their perspectives on working with students
who display challenging behaviors.

Ethical considerations
The research did not involve the collection of sensitive data about

teachers or students and complied with established procedures for con-
ducting academic research within educational institutions. All personal in-
formation was kept strictly confidential, and each participant was
assigned a pseudonym to ensure anonymity. Teachers were asked to
avoid disclosing any personal information about students. In cases where
such information was mentioned during interviews, it was removed dur-
ing the transcription process.

Data collection
To achieve the aims of our study, teachers who were recruited were

required to meet the following criteria: they worked in primary schools
teaching grades 4–8; they had at least five years of professional experience;
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as a group, they represented schools located in towns with varying popu-
lation sizes; and, as a group, they included teachers of different subjects.
Recruitment took place in the Mazowieckie Voivodeship, one of the most
populous regions in Poland, allowing participants from diverse socio-
demographic backgrounds and locations with varying population sizes
to be recruited.

A total of eight teachers were purposively selected for the study (Pat-
ton, 2015). Initially, 16 primary schools were contacted by phone; 10 agreed
to participate in a preliminary survey to identify eligible teachers. School
principals consented to their teachers’ involvement, and individual
teacher consent was subsequently obtained. The final sample comprised
two Polish language teachers, two mathematics teachers, one English
teacher, one history teacher, one geography teacher, and one physics
teacher. All the participants were women, reflecting trends in the Polish ed-
ucation system. Their average teaching experience was about 25.5 years.
Participants worked in schools located in towns of varying sizes – from
large cities to small localities – and selection also considered regional dif-
ferences, access to care and psycho-educational services, and other socio-
demographic factors (see Annex).

Data were collected through semi-structured interviews conducted
in Polish by the study’s author via a video conferencing platform. Each in-
terview lasted between 45 and 90 minutes and was both audio- and
video-recorded, except for one, where the video was temporarily disabled
due to technical issues. Participants were informed about the study’s pur-
pose and procedures and gave their consent to being recorded. Most
teachers joined from home, while a few participated from school outside
working hours. The interview questions were prepared in advance to
align with the research aims. Examples include: “What is your biggest chal-
lenge in your daily work with students?” and “What difficult student be-
haviors do you most often observe outside the classroom (e.g., during
breaks, school trips, or after-school activities)?” Open-ended questions
encouraged participants to share their experiences freely, and the format
allowed them to raise additional topics not initially planned by the inter-
viewer (Adams, 2015; Blandford, 2013).
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Data analysis
All interviews were fully transcribed, and participants’ identities

were protected by assigning unique reference numbers in place of
names. The analysis followed a grounded theory approach (Charmaz,
2006) supported by qualitative analysis software. Coding was conducted
in two phases: open coding followed by focused coding, without any
predefined framework. This flexible method helped minimize bias and
revealed unexpected themes (Blandford, 2013). Two researchers inde-
pendently coded the data – one was the interviewer, the other an edu-
cation professional not involved in the interviews. Although minor
differences occurred, consensus was reached through discussion, lead-
ing to a shared coding scheme. This collaborative and inductive process
allowed key thematic areas relevant to the research questions to emerge
naturally.

Table 1. Main and sub-themes emerging from the analysis
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Main theme Sub-themes Frequency 
of mention

Challenges
in teachers’ 
daily work

(1) In the classroom

Low engagement/reluctance to follow instructions 5

Distracted by other things/low or no concentration on lesson content 7

Disrupting others/disturbing the lesson – shouting, crying, walking around, undirected
aggression (e.g., swearing, kicking objects) 6

Aggression toward other students (including verbal aggression) 2

Aggression toward the teacher 2

Avoidant behaviors (withdrawal, isolation, no response to external stimuli) 2

(2) In the wider school

Reluctance to follow instructions 5

Disrupting others – shouting, crying, aimless walking, undirected aggression 
(e.g., swearing, kicking objects)

6

Aggression toward other students (including verbal aggression) 4

Aggression toward teachers or other adults 3

Avoidant behaviors (withdrawal, isolation, no response to external stimuli) 2

Other – vandalism 2



Findings

The analysis identified three main thematic areas related to the ex-
periences of school specialists: challenges in teachers’ everyday work,
teachers’ psychological and emotional burdens, and the support teachers
receive. Table 1 presents these three main themes along with their cor-
responding sub-themes. The table also includes the frequency of each
sub-theme. The following subsections present the findings in detail,
grouped according to the main thematic areas. Where relevant, the analy-
sis is supported by translated, anonymized quotations drawn from the
interview data.

Challenges in teachers’ everyday work
A wide array of challenging student behaviors that teachers confront

in their daily instructional and educational practice emerged from the
qualitative analysis of the interviews. Respondents frequently pointed to
a lack of concentration and engagement among students during lessons,
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Main theme Sub-themes Frequency 
of mention

Teachers’ 
psychological 
and 
emotional 
burdens

Stress and tension 7

Feelings of helplessness 6

Emotional exhaustion 7

Frustration and irritation 7

Anxiety and fear 3

Low sense of professional efficacy 6

Problems with interpersonal relationships 2

Feelings of loneliness 6

Support that 
teachers 
receive

Educational support (e.g., training and professional development) 1

Psychological support (e.g., supervision, counseling) 2

Team-based support (e.g., collaboration with school specialists and other teachers) 6

Social support (e.g., cooperation with parents) 4

External institutional support (e.g., psychological and pedagogical counseling centers) 2

Personal support (e.g., mental health professionals) 2



often manifesting as outright refusal to participate. As one interviewee 
remarked, “They simply say they don’t want to respond, that they don’t want
to work at all” (W11). 

Another prevalent category of problematic behavior was students’
need to attract attention through provocations and by assuming the role
of the “class clown.” One respondent described this as follows: “It involved
certain gestures, obscene ones… this kind of provocation… and while the
children might not react the first or second time, eventually it builds up. And
the anger, the pressure, it bursts” (W4). Another participant added: “They
act like the class clown… fooling around a bit, talking back, arguing a little…
and the lesson passes by” (W4).

Teachers also highlighted behaviors that distracted other students,
particularly in the case of physically hyperactive children: “They simply
disrupt, they can’t sit still, they need to move, and they distract the whole
class” (W6). Simultaneously, there were concerns about students who
withdrew from classroom activity, closed themselves off, and avoided in-
teraction: “They are slumped on their desks, say nothing, shut down… they
can’t even explain what’s wrong” (W6).

Teachers further indicated difficulties that arise beyond the class-
room setting. One of the primary challenges noted was students’ lack of
self-discipline, especially during collective activities or organizational
tasks at school: “There’s no sense of order – if a meeting is supposed to be 
at a certain time, there’s always someone who just doesn’t show up” (W4).

A particularly serious issue was the violation of teachers’ personal
boundaries – both physical and verbal. Respondents reported instances
of disrespect, inappropriate remarks, and even direct verbal abuse. As
one participant stated: “Students sometimes say things that are simply be-
yond belief… swearing at teachers…” (W6). Another added: “You call them
out, and they just laugh in your face” (W11).

Teachers also frequently have to contend with sudden outbursts of
energy and emotion that pose risks to other students’ safety. These be-
haviors are often impulsive and unconsidered: “They run down the hall-
ways – they might bump into someone, hurt someone” (W4). Another
intensifying issue was the prevalence of aggressive behavior, particularly
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verbal aggression, often linked to poor emotional regulation and limited
understanding of social norms. As one respondent observed, “Verbal ag-
gression among students is unfortunately on the rise” (W3), while another
noted: “They don’t control what they say” (W7).

Interview data also revealed concerns about peer conflict (W8),
which disrupts group dynamics and peer relationships, as well as growing
problems related to the misuse of mobile phones. Teachers emphasized
that students often record or photograph others without their consent
and upload the material online. As one respondent put it: “They take pic-
tures or record videos of others and post them online” (W11).

The analysis illustrates that educational challenges extend well be-
yond the classroom and exhibit a multidimensional nature. The behav-
iors identified not only disrupt the learning environment but also
undermine teachers’ professional well-being, the general sense of safety,
and the school’s overall climate.

Teachers’ psychological and emotional burdens
Challenging student behaviors, along with the organizational and

pedagogical demands teachers face on a daily basis, contribute signifi-
cantly to their psychological and emotional strain. Many participants 
described experiencing chronic stress and tension caused by the un-
predictability of student behavior and the lack of effective tools to man-
age difficult situations. As one respondent noted: “I feel like I’m walking
through a minefield all day. I never know when something is going to ex-
plode” (W12). Teachers frequently reported feelings of helplessness and
loss of control, particularly when working with withdrawn or aggressive
students: “Sometimes I feel like no matter what I do, I just can’t reach this
child” (W7). 

Emotional exhaustion emerged as a common issue, as reflected in
numerous accounts of psychological fatigue that intensifies with each
successive challenge. One teacher admitted, “I come home and feel like 
I have no energy left to be a mother or a partner – I’m completely burned out”
(W6). Many respondents also pointed to a decline in their sense of pro-
fessional efficacy, expressing frustration that, despite their education and
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experience, they were struggling to meet the demands of their roles: 
“I have the education, I have the experience, and yet I feel like someone who
just can’t cope” (W11). 

These difficulties also negatively affect interpersonal relationships
both within and beyond the school environment. As one participant ob-
served, “I’ve started avoiding conversations in the staff room – everyone’s ei-
ther irritated or exhausted. Sometimes it’s better to say nothing at all” (W6).
In addition, teachers frequently mentioned a strong sense of isolation 
in dealing with professional challenges: “I feel completely alone with all of
this. In theory, we’re a team, but in practice, everyone’s dealing with their own
issues, and no one has time to talk” (W12). 

These testimonies clearly illustrate the profound impact that student
behavioral challenges and task overload have on teachers’ psychological
and emotional well-being. The absence of systemic, comprehensive sup-
port, combined with high expectations and a limited sense of agency,
leads to serious consequences for mental health and job satisfaction
within the teaching profession.

Support received by teachers working with students with challenging
behaviors
Teachers emphasize that while professional training and develop-

ment are undeniably necessary, they are often insufficient in quantity 
or quality to address challenging student behaviors effectively. As one
respondent remarked, “There are occasional training sessions, but they are
infrequent and don’t always address the specific issues I face” (W5). 

A similar situation applies to psychological support. While school psy-
chologists are available, their limited working hours and scope of duties
often render their assistance inadequate. One teacher noted, “Unfortu-
nately, our school psychologist only works part-time and is unable to handle
all the difficult cases” (W8), while another added, “Sometimes the conversa-
tions help, but they’re too few to really manage the students’ problems” (W7). 

Collaboration with school pedagogues and other specialists is also
frequently limited, which teachers perceive as a barrier to effectively re-
solving behavioral challenges: “Consultations are helpful, but I can’t always
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count on prompt support from specialists” (W11), and “I often feel left alone
with these issues because not all specialists have the time to engage” (W6).
Teachers repeatedly emphasize the importance of social support, partic-
ularly from parents, as a key factor in successful behavioral intervention:
“When parents are engaged in working with their child, it’s much easier to
find solutions” (W8). They also acknowledge that “a lack of parental sup-
port makes our job significantly more difficult” (W12).

In conclusion, despite the formal availability of various types of edu-
cational, psychological, team-based, and social support, their scope, qual-
ity, and accessibility are often insufficient. This presents a considerable daily
challenge for teachers when working with students exhibiting difficult be-
haviors and negatively impacts the effectiveness of their educational efforts.

Discussion

Analysis of the gathered responses clearly indicates that teachers rou-
tinely contend with a wide spectrum of challenging student behaviors, in-
cluding lack of concentration, refusal to cooperate, provocative attitudes,
verbal aggression, and violations of personal boundaries. These behaviors
are complex, multifaceted, and often rooted in students’ individual emo-
tional, social, or cognitive needs. This reality demands a flexible and per-
sonalized approach from educators. Within this context, the intentional
design of the educational environment becomes crucial – not merely as 
a reactive measure, but as a proactive strategy aimed at preventing diffi-
culties by fostering conditions conducive to students’ social, emotional, and
cognitive development (Barrett et al., 2018). As emphasized by researchers
at the Center on PBIS, such an environment should be not only safe and
predictable, but also responsive and supportive of diverse developmental
needs among children and adolescents.

Equally important is the presence of clear and consistent classroom
rules. Visual displays of expectations, regular reminders, and shared prac-
tice of desired behaviors – such as asking for help or managing frustration
– help reduce power struggles and enhance group dynamics. Crucially,
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effective prevention strategies should go beyond eliminating problem-
atic behaviors; they must also systematically reinforce and recognize pos-
itive behaviors at both the individual and group levels (Wheeler & Richey,
2019). Such an approach not only increases student motivation but also
cultivates a classroom climate of cooperation and mutual respect.

The behavioral challenges described by participants contribute 
significantly to chronic stress, feelings of helplessness, and emotional 
exhaustion among teachers. Many reported experiencing frustration, anx-
iety, and diminished professional efficacy – factors that negatively impact
their mental health and motivation. Kelm and McIntosh (2012) suggest
that systemic support for managing student behavior not only helps struc-
ture school practices but also enhances teachers’ professional self-confi-
dence, which in turn may improve instructional quality. A heightened
sense of self-efficacy can also mitigate feelings of overload and burnout.
In schools implementing proactive PBIS models, teachers are more likely
to feel competent, possess clear response strategies, and perceive greater
control over student behavior – all of which support long-term effective-
ness and professional engagement.

Teachers further noted that psychological support, professional de-
velopment, and collaboration with specialists are often insufficient or
short-lived, hindering their ability to address behavioral challenges ef-
fectively. Many participants emphasized that one-off, theoretical training
sessions held at the beginning of the academic year fall far short of their
actual needs. Their comments suggested a strong demand for ongoing,
systematic support in the form of regular workshops, consultations, and
supervision – opportunities to analyze real-life classroom challenges and
explore constructive solutions. This highlights the need for comprehen-
sive and sustained support for educators.

A noteworthy example is the Swedish IBIS model (aligned with the
PBIS framework), in which each school forms an implementation team
comprising the principal and several staff members. This team partici-
pates in a year-long online training program (25 hours) led by Uppsala
University and receives continuous support from national instructors.
Schools are also provided with practical tools, procedures, and scenarios.

291Monika Skura
Challenging student behaviors and teachers’ psychological burden:  

The significance of a systemic approach
(pp. 279–298) 

e- ISSN
 2543-8409



Unlike many ad hoc or superficial initiatives, IBIS ensures continuity, prac-
tical resources, and systemic collaboration. This structure significantly
strengthens teacher competencies and reduces their burden when ad-
dressing challenging student behaviors (Karlberg et al., 2022).

Teachers in the study also highlighted the critical importance of
parental involvement and collaboration with school psychologists and
counselors in effectively managing behavioral issues. They emphasized
that the absence of parental support considerably hampers their efforts.
Crucially, the proactive PBIS model helps teachers to foster parent collab-
oration at multiple levels, creating communication bridges and a cohesive
support network around the student. PBIS promotes the development 
of clear, shared behavioral expectations and encourages regular positive
communication about student progress – efforts that build trust and 
a sense of partnership. Parents are actively engaged in school activities,
enabling them to better understand and reinforce the behavioral strate-
gies employed in the classroom. This consistent approach between home
and school enhances the effectiveness of interventions and strengthens
teacher–family relationships (Minch et al., 2020).

Limitations
It should be noted that this study only involved eight subject teach-

ers from the Mazowieckie Voivodeship. Although the interviews were de-
tailed and data saturation was reached, the small sample size may not
represent teachers from other regions. Furthermore, interviews were con-
ducted in Polish and later translated, which could have introduced errors
or lost some contextual nuances in participants’ responses.

Conclusions

The PBIS model can help teachers manage work-related stress by 
creating environments that promote learning and prosocial behaviors.
Through clear expectations, the systematic reinforcement of positive be-
haviors, and a data-driven approach, it supports all students, including
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those with special needs. This reduces the occurrence of challenging be-
haviors, making classroom management easier and lowering teachers’
stress levels. Implementing PBIS in Polish schools could enhance teachers’
skills in supporting students and building a positive school climate,
thereby helping to prevent burnout and improve job satisfaction.
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Annex. Participants’ profiles

Symbol Type of
teacher

Local 
population

Length of
service
(years)

Number of
pupils in the

classroom

Number of
pupils with
behavioral
challenges

Additional training 
in working with students 

with behavioral 
challenges

W 11 General
teacher

20,000–
100,000 25 18–25 4–5

Workshops: System of counteracting 
aggression and peer violence; 
Ways of dealing with manifestations 
of dysfunctional behavior in students; 
Prevention of difficult behaviors; 
Cooperation with parents; 
Risky sexual behaviors of children 
and adolescents

W5 General
teacher 500,000+ 4 20 8 None

W4 General
teacher

20,000–
100,000 20 25 9 Workshop: Dealing with 

provocative student behavior

W6 General
teacher 500,000+ 30 20–22 21 None

W3 General
teacher

20,000–
100,000 23 23–29 15 Workshop: Challenging behaviors of 

children with special needs

W7 General
teacher

100,000–
500,000 18 18 4 None

W8 General
teacher

3,000–
20,000 24 15 6 None

W12 General
teacher

20,000–
100,000 20 23 6 TUS: Behavioral therapy 

(3-step course)
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Abstract
Research objectives (aims) and problem(s): This article presents im-
portant issues related to knowledge about teachers that are not al-
ways connected to the teaching process but can play a significant role
in the teaching profession. Furthermore, it aims to fill a gap in research
on teachers by referring to several different issues in a single text.

Research methods: The method used is primarily a comparative analy-
sis of existing data from international, large-scale quantitative studies
and works derived from official national studies. A social desirability
scale is also provided, aimed at verifying the opinions and responses
of the surveyed teachers.

Process of argumentation: The article consists of four main parts and
a summary. The introductory part refers to methodological issues in
teacher research. Relevant findings from studies using the social de-
sirability scale are quoted to examine whether teachers’ opinions may
be distorted to align more closely with social expectations. The sec-
ond part is a socio-demographic characterisation of teachers. The third
part presents teachers’ beliefs and attitudes. These relate to the most
important elements of professional preparation and to teachers’ sense
of self-efficacy in their work. The fourth part completes the image of
teachers based on public opinion of the profession in Poland.

Research findings and their impact on the development of educa-
tional sciences: Among the issues discussed are the feminisation and
ageing of the teaching staff, teachers’ perceptions of their prepared-
ness for teaching, the importance of teachers’ self-efficacy, discrep-
ancies between public opinion of teachers and what teachers think
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about themselves, and how society values them. The research indicates that it is
worth observing the teaching profession not only from the perspective of the
classroom. 

Conclusions and/or recommendations: Given that teachers are leaving the pro-
fession, government policies should introduce changes in their professional sta-
tus. The issues most frequently raised by teachers are the salary situation and the
need to increase their ability to influence politicians’ decisions regarding educa-
tion. An equally important issue – in light of the analyses and postulates cited –
is the effective attraction of young candidates to the teaching profession.

Introduction – methodological remarks

Knowledge about teachers and school principals comes primarily
from two basic sources: the teachers and headteachers themselves,
based on their statements and opinions (rather than tests, as is the case
with students in projects such as PISA and TIMSS), and public opinion,
also derived from the statements of those surveyed. It is predominantly
on this basis that the image of teachers is shaped in educational research
environments and in society. In this case, is there any reason to believe
that teachers’ responses may be distorted or untruthful?

For over 60 years, various groups (primarily psychologists) have been
studying people’s tendency to respond to questionnaires in accordance
with social expectations, using social approval scales constructed by re-
searchers. One such study on social approval was conducted specifically
for TALIS 2013, covering almost 77,000 teachers (almost 3,700 in Poland)
at ISCED 2 schools1 (Van de Vijver & Ha, 2014). Of the 34 countries partic-
ipating in the TALIS survey, 18, including Poland, volunteered to partici-
pate in this verification of teachers’ responses. Such research was not
conducted for either the previous (TALIS 2008) or subsequent (TALIS
2018) editions. The basis for this research was an analysis of 10 statements
(five positive and five negative) that formed a scale of social approval.
Each statement was rated on a 7-point scale, ranging from 7 (strongly
agree) to 1 (strongly disagree). Positive statements included ‘I always 

1 Equivalent to lower secondary schools or schools with grades 7–9.
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listen carefully to my students’, ‘I help students and teachers if they have
problems’, and ‘I admit when I don’t know something if a student asks 
a question in class’. Negative statements included ‘I have doubts about
my ability to succeed as a teacher’, ‘I say things that hurt my colleagues’
or students’ feelings’, and ‘I get angry when colleagues express views that
differ from mine’ (Van de Vijver & Ha, 2014, p. 13). 

It is worth noting that none of the 77,000 teachers selected the an-
swer ‘strongly disagree’ (rank 1), while only 140 teachers selected the 
answer ‘strongly agree’ (rank 7) – in Poland, there were nine such answers
(Van de Vijver & Ha, 2014, pp. 10–11). The averages calculated for indi-
vidual countries indicate that, for positive statements, the ratings were
close to ‘strongly agree’ (ranging from 5.25 in Malaysia to 6.34 in the UAE;
Poland scored 5.91). Ratings for negative statements were further from
the extreme (‘strongly disagree’) (ranging from 1.69 in the UAE to 2.97 in
Korea; Poland scored 2.76). Higher ratings of positive statements indi-
cate a stronger tendency to attribute positive traits and behaviours to
oneself, while negative ratings indicate a stronger tendency to deny them 
(Piwowarski, 2023). 

Subsequently, 17 constructs/modules were identified, representing
various aspects of teachers’ work and beliefs (e.g. cooperation with other
teachers, relationships with students, sense of effectiveness and job satis-
faction, and professional development). These 17 constructs were corre-
lated with the previously described ratings of positive and negative
statements. Correlations at the country level were generally much stronger
than at the individual level; moreover, they were positively correlated for
positive statements and negatively correlated for negative statements. This
was especially true for teachers’ sense of effectiveness, which related to
classroom management, teaching, and student engagement (Piwowarski,
2023). These calculations were then corrected using the effect size. How-
ever, this did not result in any measurable changes in the correlation values
relating to the two groups of (positive and negative) statements, which
were used as the basis for determining the social approval scale. 

It turned out that the strongest correlations (calculated at the national
level), indicating the greatest susceptibility to social approval, concerned
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satisfaction with the current work environment (r = 0.77), sense of effec-
tiveness in teaching (r = 0.73), and overall job satisfaction (r = 0.72). These
results show that not all modules are equally susceptible to social approval
and that teachers’ response styles also have different effects on the mod-
ules. ‘There is evidence that response styles are most evident in questions
about personal matters, when fear of evaluation may be strongest’ (Van de
Vijver & Ha, 2014, p. 35). Teachers react more emotionally, with greater per-
sonal involvement in assessing their effectiveness in teaching, and less
emotionally towards their own professional development.

It is also worth noting that although the selection of countries sur-
veyed cannot be considered representative (voluntary participation in the
study of susceptibility to social approval), the authors of the report (Van de
Vijver & Ha, 2014) conclude that the sample proved successful in demon-
strating cultural differences in the assessment of the 10 statements. The 
response styles from Central and South America and East Asia differed 
significantly from those in other regions of the world. Furthermore, teach-
ers from countries with higher levels of social development (measured by
the Human Development Index) and student performance (measured 
by PISA) are less susceptible to social approval. However, the most im-
portant conclusion is that, despite some differences in susceptibility to so-
cial approval, there is no basis for claiming that the picture of teachers’
responses is distorted.

It should be added that information about teachers, which is gener-
ally derived from research, is not always collected repeatedly over time.
In some cases, such information is valuable, but nevertheless, it remains
based on a single data collection point. This applies even to large-scale
studies such as TALIS, which include and assess certain questions or state-
ments only once. Furthermore, this article addresses only some of the 
issues related to the image and perceptions of the teaching profession. 
It omits, for example, a discussion of teachers’ earnings and their pay com-
pared to other professions, which also significantly shapes their image
both in society and among teachers themselves. A number of reports, ar-
ticles and statistical studies have been published on this subject (includ-
ing Arnold & Rahimi, 2024; OECD, 2024b; Piwowarski, 2024).
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Socio-demographic characteristics of teachers

It seems that the OECD’s comprehensive reports provide a fairly ac-
curate picture of teachers in terms of simple demographic and professional
characteristics. These are TALIS reports on teachers and headteachers. The
data contained therein are significant due to the large number of teach-
ers surveyed (currently several dozen participating countries, with several
hundred thousand teachers and headteachers), but they are only repre-
sentative of more developed and wealthier countries. Teachers of lower
secondary schools, covering grades 7–9, are the most numerous group in
these studies; for this reason, the following characteristics will be limited
to this group of teachers (and headteachers).

The level of feminisation among teachers is characterised by two
key features. First, the higher the organisational level of an educational
institution, the lower the level of feminisation (highest in kindergartens,
lowest in schools that grant access to higher education). The second 
feature that can be observed is the stabilisation of this indicator over at
least the last 10 years. According to TALIS data, women accounted for an
average of 68–69% of teachers in lower secondary schools (in Poland,
this was slightly more, approximately 75%). Female headteachers in the
same countries and period averaged 46–48% (in Poland, 67%). However,
significant differences can be observed across the indicators in individ-
ual countries. First, female teachers accounted for 40–50% of all teach-
ers in Japan, Mexico and the Netherlands, while in Estonia, Lithuania,
and Latvia, they accounted for 84–89%. The level of feminisation of 
headteachers also varied: in Japan and Turkey, female headteachers 
accounted for only 7–9% of the total, while in Latvia, they accounted 
for 84%.

An analysis of the age of teachers and headteachers (who are also
generally teachers) shows that the proportion of teachers over 50 is in-
creasing. Since 2008, this group of teachers has grown on average from
27% to 34% across the countries surveyed. In Poland, this change was
even greater, rising from 14% in 2008 to 35% in 2018. The TALIS survey
also accounted for the percentage of headteachers over the age of 60,
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and an increase was noted there as well. Thus, there is an ageing 
of teachers and a certain stabilisation in terms of the feminisation of the
teaching profession. In many environments, teachers, especially younger
ones, are leaving the profession. According to a report compiled by 
204 experienced teacher union activists from 121 countries, almost 50%
of teachers are considering leaving the profession within the next five
years (Arnold & Rahimi, 2024). This issue is increasingly being addressed
by important, opinion-forming organisations. This is evidenced, for ex-
ample, by the OECD webinar on September 30, 2025, devoted to the
shortage of teaching staff (OECD, 2025b). This process, combined with an
ageing teacher population, may cause complications in the function-
ing of schools.

Figure 1

Source: OECD, 2025c, p. 36

304 Rafał Piwowarski
The image of teachers in selected studies.
An international and Polish perspective
(pp. 299–316) 

e-
 IS

SN
 2

54
3-

84
09



Figure 1 shows the age structure of teachers in the countries sur-
veyed. The left side of the chart shows countries where teachers over 
50 years of age account for more than 40% or even 50% of all teachers
(including Lithuania, Portugal, Latvia, and Hungary). The right side shows
countries where the percentage of the oldest teachers is small (less than
10% in Turkey and the United Arab Emirates). In 2024, teachers’ average
age was around 45 (in 2018, it was around 44). In Lithuania and Portugal,
the average age is 51, and in Latvia, it is 50 (OECD, 2025c, p. 34). Teach-
ers aged 50 and above are more likely to teach in publicly managed
schools (5 pp more than privately managed schools, on average) and in
urban areas (2 pp more than rural areas) (OECD, 2025c, p. 36). In the con-
text of this data, it is worth asking whether there is a relationship be-
tween teachers’ age and students’ results. It is commonly believed that
older teachers are more experienced and better at solving various school
problems, but they are also more prone to routine and burnout, which
often leads them to leave the profession. Younger teachers are more pos-
itive about introducing changes in teaching and curricula and are more
proficient in ICT.

The author conducted a statistical analysis of the average age of
teachers (teaching grades 7–9) and the results in mathematics of stu-
dents participating in the PISA project in 42 countries. To ensure that the
data came from the same year, information from 2018 (TALIS and PISA)
was used. This is only a snapshot of teacher characteristics and an in-
complete picture of the achievements of 15-year-olds, but the results
are worth considering. Pearson’s correlation coefficient was used to 
determine the strength of the relationship between the analysed data.
It turned out that the relationship between teacher age and student per-
formance is extremely weak (r = 0.14) (see Figure 2).
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Figure 2

Note: The values 300, 400, and 500 points (PISA) correspond to teachers’

ages (30, 40, and 50 years old). 

Source: Calculations by R. Piwowarski.

While Georgia has the highest average age (50.4 years) and low stu-
dent performance (398 points), Lithuania and Estonia have an average
teacher age exceeding 49 years and high student performance, especially
in Estonia (530 points). The situation is similar on the right side of Figure 2,
where age does not correspond to performance (Singapore: 37.7 years,
551 points; Turkey: 35.5 years, 468 points). Thus, based only on these ‘flat-
tened’ data (country averages), it is impossible to conclude that there is
a relationship between student performance and the age of their teach-
ers (all teachers, not just mathematics teachers). 

However, it cannot be ruled out that if data relating to individual stu-
dents and teachers of individual subjects, or even average values for
schools, were taken into account, the strength of the relationship (the cor-
relation coefficient) could be different. Research conducted among teach-
ers across different environments, countries, and subjects taught may
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reveal a stronger correlation (positive or negative) between teacher age
and student achievement. This has been demonstrated, for example, by
a study of all teachers in Iceland, which found that older teachers were
more effective in teaching Icelandic (Aðalsteinsson et al., 2013).

Teachers’ beliefs and attitudes

One of the key issues in a teacher’s job is their preparation for the
various areas necessary for teaching. Figure 3 illustrates what was in-
cluded in their professional training during their studies and how teach-
ers assessed this preparation.

Figure 3

Source: OECD, 2019, p. 129

Based on Figure 3, it seems that around 90% of the teachers sur-
veyed received formal training covering topics such as teaching content,
general pedagogy, subject-specific pedagogy (teaching methods), and
classroom practice in their field. To a lesser extent, the following aspects
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were included in teacher training: the ability to control student behav-
iour, monitoring students’ learning progress, and interdisciplinary teach-
ing. Only 35% of teachers were prepared to work in a multicultural and
multilingual environment, but 26% felt that they were well/very well pre-
pared for this. 

Notably, across the 10 elements considered, the percentage of teach-
ers who felt well prepared to work in a specific area was much lower than
the percentage who said the element had been included in their profes-
sional training. These discrepancies were generally significant. In many
countries/economies, there were also large differences in the perceived
preparedness between experienced and new teachers. This was particu-
larly true for pedagogical preparation in the subjects taught: 30 pp in Israel,
29 pp in Estonia, and 27 pp in Romania. In Finland, France and Japan, how-
ever, these differences were small (6 pp) (Schleicher, 2018, p. 62). The size
of these differences suggests that new teachers may need more support
in developing effective pedagogical strategies for teaching content.

For many years, attention has been drawn to the fact that the quality
of work performed and the results achieved by pupils/students depend
to some extent on their sense of self-efficacy. Furthermore, low self-effi-
cacy can lead to higher levels of stress (Masoom, 2021; Reilly et al., 2014).
The creator of social learning theory also devoted part of his scientific 
activity to self-efficacy (Bandura, 1997). The PISA 2012 project showed
that a higher sense of efficacy among 15-year-olds in mathematics cor-
responds positively with their results in mathematics (OECD, 2014a, p. 93). 

In a growing number of studies on teacher effectiveness, references
to teachers’ sense of self-efficacy occupy an important place. For example,
it has been found that low self-esteem and low overall self-efficacy led
to low teacher effectiveness and, consequently, to poorer student per-
formance (Khan et al., 2015). Khan and colleagues conclude that there is
a positive correlation between teacher effectiveness and their self-as-
sessment (r = 0.38). No impact of self-efficacy on decision-making or the
ability to influence authorities and school bodies was found. However,
these interesting results should be interpreted with caution, primarily
due to their relatively low representativeness. It should also be added
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that it is easier to study effectiveness, or effectiveness alone, than to de-
termine with a high degree of certainty what factors influence it.

The results of the TALIS 2018 survey on the relationship between
teachers’ self-efficacy, their preparation in classroom management, and
their ability to manage students (primarily classroom management) in-
dicate that, apart from the varying strength of this relationship in indi-
vidual countries as measured by the linear regression coefficient, they
depend more on what is taught at university (stronger correlation) than
on the induction programme (mainly for young teachers) (OECD, 2019,
pp. 132, 142). Furthermore, the results show that in 37 countries and
economies, teachers who have been trained in teaching cross-curricular
skills (e.g., creativity, critical thinking, problem-solving) are more likely to
report higher levels of self-efficacy. Training in teaching in a multicultural
environment also contributes to higher self-efficacy in 20 TALIS countries
and economies (OECD, 2019, table I.4.46 available on line). However, re-
gression results should be interpreted with caution, as the explanatory
power of the estimated models is usually limited (as evidenced by the
low R2 values) (OECD, 2019, p. 133).

Teachers’ perceptions of how valued they are (or not) by society can
influence their image and performance. Although teachers generally
enjoy relatively high status in public opinion compared to other profes-
sions, in many countries, they feel that they are not valued by society. This
is evidenced, among other things, by research conducted as part of the
TALIS 2013 project, which asked teachers from 32 countries to respond 
to the statement ‘I think that the teaching profession is valued by society’
(they could agree or disagree). Only in five countries did at least half of 
all teachers agree with the statement (in Europe, only in Finland – ap-
prox. 58%). In many European countries, the percentage of teachers who
felt that they were valued by society was less than 20% or, in Slovakia,
France, Spain, and Sweden, even less than 10% (OECD, 2014b, pp. 187, 408). 

The feeling that teachers are generally not appreciated by society 
is also linked to the theme of teachers’ sense of professional satisfaction.
Comparing the results of the TALIS 2013 and 2024 surveys, it can be con-
cluded that there was a decline in positive assessments of the profession
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during this period. For example, in Finland, the percentage of teachers 
declaring that they would choose this path again decreased by as much
as 16 pp, and in Croatia by 13 pp (Paczuska, 2025, p. 86). Moreover, teach-
ers with a higher sense of job satisfaction are much less likely to plan to
leave the profession within the next five years (Paczuska, 2025, p. 88). Ac-
cording to Schleicher (2018), there is a correlation between the percentage
of teachers who feel appreciated by society and the share of top mathe-
matics performers in PISA 2012. This is illustrated by Figure 4 and by the
correlation coefficient (r = 0.49).

Figure 4

Source: Schleicher, 2018, p. 91. 

The teaching profession in the public eye

Some of the analyses presented earlier provide convincing evidence
that teachers generally feel underappreciated by society. Therefore, it is
interesting to consider how the teaching profession is assessed and per-
ceived by ‘non-teachers’. This will be done primarily using the results 
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of representative studies conducted in Poland, which are a direct or in-
direct assessment of teachers’ work (e.g. the profession planned for one’s
children).

Since 1993 respondents have been asked several times how much 
respect/prestige the teaching profession enjoys among dozens of pro-
fessions subject to public evaluation. For many years, it has ranked be-
tween sixth and eighth in Poland (in 2025, it was ranked ninth). Teachers
are outranked by doctors, miners, university professors (who once held
the top position for a long time), skilled workers, nurses, and firefighters,
who have held the top position for over a decade (CBOS, 2019, 2025). The
least respected professions are those related to the exercise of power
(ministers, members of parliament, political party activists, etc.). Further-
more, there is a trend towards ‘appreciating common professions, often
based on physical labour, whose recognition does not necessarily go
hand in hand with socio-economic status. It seems that the prestige of in-
dividual professions is to some extent shaped by the situation on the
labour market’ (CBOS, 2019, p. 9). This is also evidenced by data showing
that, as of 2024, Poland has the highest percentage of respondents who
would like their children to obtain secondary vocational education since
the 1990s (CBOS, 2024b). Teachers ranked even higher (fourth place)
when respondents assessed professions in terms of honesty and reliabil-
ity. The top three positions were taken by scientists, nurses, and ICT spe-
cialists, while politicians and MPs once again came last (CBOS, 2016, p. 2).
Teachers also ranked fourth in a survey on trust in individual professional
groups (firefighters ranked first, politicians last) (Ariadna, 2019).

Indirectly, society’s attitude towards the teaching profession and its
image were reflected in a 2012 survey that asked respondents whether
they would like their children to work as teachers in the future. The ma-
jority of respondents answered negatively (54%), while only 34% of re-
spondents answered ‘yes’ (CBOS, 2012, p. 7). Interestingly, the highest
level of approval was expressed by the most religious people (51%), while
the lowest was expressed by people from large cities (19%) and by those
with the highest per capita income who were self-employed. Addition-
ally, only 27% of students and pupils answered ‘yes’. This may indicate
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that more than a few students and pupils are aware that the teaching pro-
fession is not always easy or well paid. Although the distribution of teach-
ers’ responses to the same question was not as clear-cut, the majority still
answered ‘no’ (48%); 46% responded positively to their children’s poten-
tial future as teachers. 

Several years later, a similar, more extensive study asked an open-
ended question about respondents’ dream profession for their daughter
(regardless of whether they had children or how old they were). The most
popular option was medical professions, followed by legal professions
and professions related to education, social-political, or humanistic fields
(such as teaching). Poles most often wanted their sons to pursue a pro-
fession requiring technical studies, followed by medical studies. However,
the desire for a son to become a doctor is much less common than the de-
sire for a daughter to become one. In third place, respondents believe
that the ideal profession for their son is an ICT specialist or a lawyer (CBOS,
2024a, p. 7). 

However, it is worth noting the percentage of respondents indicat-
ing particular occupational groups. While 30% of respondents wanted
their daughter to enter medical professions, only 4% wanted their
daughter to become a teacher or educator. For their sons, while 17%
wanted them to pursue a profession requiring technical university stud-
ies or technical education and 11% a medical profession, only 1% of re-
spondents indicated the profession of teacher or educator (CBOS, 2024a,
pp. 8–9). The preferred professions for children therefore differ by gen-
der. However, most importantly, they indirectly show the public’s atti-
tude towards teachers when it relates to their own families. 

Conclusions

What we are seeing is a society that values the teaching profession.
However, when we ask members of that society what profession they
would like their children to pursue, only a few consider teaching to be 
a dream job for their children. The biggest influence may be teachers’
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salary situation, about which society is well informed. While this article has
not addressed the issue of teachers’ salaries, such data is quoted in many
statistical reports and publications (see, e.g., OECD, 2024b, 2025a; Piwo-
 warski, 2024). It is well known that teachers generally earn less than work-
ers in other professions with a similar level of education. Despite this, it is
not always possible to explain the discrepancy between teachers’ per-
ception of being undervalued and the teaching profession’s relatively high
status in terms of respect and esteem. Data from OECD programmes –
PISA and TALIS – indicate that ‘the most effective education systems are
found in countries/economies where society values the teaching profes-
sion’ (Schleicher, 2018, p. 91). 

Research conducted under the auspices of teacher trade union ac-
tivists points to Korea as an example of good practice, where teachers
enjoy both competitive salaries and job stability (Arnold & Rahimi, 2024).
The report also mentions Finland, where teachers enjoy professional au-
tonomy and high social prestige (as confirmed by the TALIS study cited
earlier). It is worth recalling that students from both countries rank high
in school achievement rankings (e.g., PISA). However, it should be em-
phasised that some of the studies analysed in this article were conducted
only once (some more than 10 years ago), but they are still relevant and
likely up to date (it is not always possible or advisable to rely solely on
the results of current studies).

The COVID-19 pandemic has also had an impact on the image of
teachers. The enforced, different way of teaching, communicating with
students and assessing them has made it necessary for teachers to better
master the ICT techniques necessary for online teaching and contact. In
Poland, the image of a teacher will certainly have been influenced since
2022 by the growing number of students from Ukraine in Polish educa-
tional institutions.

The analyses and conclusions presented certainly do not provide 
a full understanding of the image of teachers. The data taken into ac-
count mainly come from large international studies and smaller, repre-
sentative studies relating mainly to the situation in Poland. However,
even this partial knowledge is necessary in order to be able to propose
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changes to the recruitment and professional training of teachers, as well
as to their professional status. The issues most frequently raised by teach-
ers are their pay and increasing their ability to influence politicians’ de-
cisions on education. An equally important issue, in light of the analyses
and proposals presented, is effectively attracting young candidates to
the teaching profession. 
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Abstract
Research objectives (aims) and problem(s): The study aims to exam-
ine how perceptions of teacher authority among 15-year-old students
have changed over the last decade (2011/2012–2022). The research
also seeks to identify the authority figures indicated by students and
to capture changes in their understanding of authority in the context
of socio-cultural transformations.

Research methods: A quantitative-qualitative approach was used,
combining statistical analysis with a qualitative interpretation of stu-
dents’ responses. Data were collected through an electronic question-
naire administered on an e-learning platform. The key open-ended
question – “Who is the greatest authority figure for you?” – allowed stu-
dents to provide unrestricted answers without predefined categories.

Process of argumentation: The article presents selected theoretical
perspectives on authority, emphasizing its personal and relational di-
mensions within educational contexts. This theoretical framework is
followed by a comparative analysis of empirical data from two nation-
wide studies conducted in Poland in 2011/2012 and 2022.

Research findings and their impact on the development of educa-
tional sciences: The comparative analysis reveals significant changes
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in adolescents’ perceptions of authority. The proportion of students indicating
teachers as authority figures increased markedly, while the number identifying
both parents as their main authority decreased substantially.

Conclusions and/or recommendations: The results suggest that teacher au-
thority is undergoing transformation under the influence of social and cultural
changes. Contemporary students increasingly value authenticity, empathy, and
communication rather than authority based solely on formal position.

Introduction

The modern school is facing dynamic social, cultural, and techno-
logical transformations that significantly affect the way it functions. One
of the most important areas of these transformations is the position of
the teacher, whose previous perception as an unquestionable source of
knowledge and a moral role model is gradually losing its relevance. The
authority of the teacher, although indispensable for effective education
and upbringing, is now increasingly contested both by students and the
wider school environment, including parents. This process has serious im-
plications for the atmosphere at school and, consequently, for the qual-
ity of didactic work and the effectiveness of educational influences. In
the face of these changes, it becomes necessary to reflect on the essence
and condition of teacher authority, as well as on the factors that deter-
mine its formation. 

Reflecting on the authority of the teacher, the following questions
arise: What qualities and behaviors are considered today as markers of au-
thority? How has the perception of teacher authority among students
changed over the years? Do changing social realities affect the way stu-
dents define and evaluate authority? Seeking to answer these questions,
this article is divided into two main parts: theoretical and empirical. The
first part attempts to frame the issue of authority in a pedagogical and 
social context. It presents definitional approaches to authority and the
difficulties associated with defining it unambiguously. The empirical part
presents the results of quantitative surveys conducted in 2011/2012 
and 2022 among elementary and middle school students from all over
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Poland. A comparative analysis of the results allows us to identify changes
in schoolchildren’s perceptions of teachers’ authority over more than 
a decade.

Characteristics of authority in the literature

The concept of authority is a complex category in both colloquial 
discourse and scientific approaches. This multidimensionality makes it 
difficult to define the term unambiguously or to reduce it to a single, 
universal interpretation. In common parlance, an authority is a person (or 
institution) who enjoys recognition and trust in some field primarily be-
cause of their knowledge, experience, morality, or influence. Stróżewski
(1992), on the other hand, draws attention to another feature, namely, 
excellence in a particular field of knowledge or activity.

According to Bocheński (1993), the concept of authority functions
in various cultural contexts and is described by various fields of science.
For this reason, it is difficult to provide a clear, comprehensive definition
of authority, as well as a precise definition of its generic affiliation. In 
a similar vein, Witkowski (2011) is of the opinion that authority is charac-
terized by ‘ontological fragility’, and its very definition is becoming less
and less clear, which indicates the blurring of this conceptual category.

Arendt (1961), on the other hand, believes that authority is a form
of power based on voluntary recognition, requires neither violence nor
persuasion, and derives its power from being rooted in traditions, insti-
tutions, or higher values that are universally accepted. Authority does not
mean perfection. It is a person whose actions are authentic, though 
not free from mistakes. Moreover, admitting a mistake can paradoxically
strengthen their position. Recognizing a mistake indicates deep knowl-
edge and the willingness to acknowledge it, indicating strength of char-
acter (Stróżewski, 1997). This seems particularly relevant in the context
of the issues raised related to teacher authority.

Authority does not derive from title or function but from the ability to
reason logically, engage in dialogue, and justify one’s views. This attitude
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shapes citizens capable of independent thinking and informed partici-
pation in society, where the teacher becomes not a dogmatic source of
knowledge but a guide in the search for truth.

The personal dimension of authority

In various debates, there is often talk of a ‘crisis of authority’. This term
is used simplistically, as if it were some kind of ‘power’ or ‘status’ that 
a person has or loses. Instead, it is worth asking a more fundamental ques-
tion: can authority exist independently of the person? We suggest that 
authority is not an abstract or institutionalized phenomenon but a per-
sonal entity, rooted in a particular person, his or her values, actions, and
relations with others.

According to the philosophy of personalism, represented by Em-
manuel Mounier (1936), Karol Wojtyła (1969), and Jacques Maritain (1947),
among others, a person is a unique being, capable of reflection, respon-
sibility, and relationships with others. From this perspective, authority is
not a function or property of an institution but an emanation of a person:
their integrity, moral consistency, trustworthiness, and attitudes toward
the other. Authority does not exist as a self-contained, independent phe-
nomenon; it is inseparable from the person who embodies it.

In the philosophy of personalism, authority should not be understood
in terms of domination, coercion, or subordination, but rather as a rela-
tionship based on the freedom, dignity, and mutual recognition of per-
sons. This concept, while emphasizing the centrality of the human person,
treats authority as the result of one person’s natural recognition of an-
other’s spiritual, moral, or intellectual worth, rather than as an instrument
of control or advantage. From this perspective, authority grows out of the
authenticity of the life and responsibilities of any individual person, who
then becomes a point of reference for others. It does not impose itself 
from the outside but is voluntarily accepted by the community or indi-
vidual. It responds to the human need for meaning, guidance, and find-
ing higher values rooted in the personal experience of truth and goodness.
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The human person is a communal being who develops through relation-
ships, dialogue, and reciprocity (Łangowski, 2016).True authority does not
appropriate the freedom of the other but supports it, enabling develop-
ment toward the fullness of humanity. It is therefore a servant authority,
oriented not to obedience but to the formation of consciences and the
building of responsible freedom.

Analyzing the structure of the human person, Wojtyła emphasized 
its causality, freedom, and responsibility. In the context of authority and its
personal dimension, it can be assumed that it does not derive from social
position, but from the authenticity of life and action. Authority does not
consist in domination but flows from authentic action in accordance with
conscience and truth. It attracts not by coercion, but by example. Author-
ity does not exist in isolation, but in relation to the other person. In the 
‘I-you’ encounter, a person recognizes the other as equal in dignity and free-
dom. Authority is born from this relationship, from recognition and volun-
tary acceptance (Martínez et al., 2021). It does not require institutional
confirmation, since its source is righteous living and moral attitudes. In light
of this analysis, authority turns out to be a manifestation of a person’s 
maturity, expressed in freedom, truth, and responsibility (Wojtyła, 1969).

Relationality of authority

Educators are increasingly emphasizing the importance of relation-
ality in the educational process, especially in the context of the formation
of teacher authority. The teacher-student relationship is not just an auxil-
iary means of imparting knowledge; it is an essential part of education. In
a world dominated by digital communication and superficial contacts on
social media, young people are increasingly experiencing a sense of lone-
liness, despite being surrounded by hundreds of online ‘friends’ (Rewera,
2023). The lack of authentic interpersonal contact undermines socializa-
tion processes and hinders the formation of lasting values. A teacher who
can establish a genuine relationship not only communicates educational
content more effectively but also becomes a meaningful person. Only
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within the framework of an authentic relationship is it possible to build
authority.

Authority does not exist in isolation from the social context; it can be
said that it does not ‘exist in a vacuum’. Its essence lies in interpersonal re-
lationships, not in formal attribution or external legitimacy, as is the case
with job titles or hierarchical positions. This means that authority cannot
be ‘transferred’ from one person to another. It does not operate by ad-
ministrative succession but must be recognized and accepted within the
framework of a specific interpersonal relationship. The fact that authority
is a relationship means that it is a relationship between the one who is the
source of authority and the one(s) being influenced, i.e., the ‘recipient(s)’
(Murawski, 1997).

The relationality of authority implies a two-way relationship: a per-
son perceived as an authority interacts with another not through domi-
nation or coercion but through trust and credibility (Born & Vasbø, 2025).
In this sense, authority is born and functions in a space built on volun-
tariness and recognition. Thus, it can be said that authority does not ‘exist
in itself’ but is ‘bestowed’, so to speak, ‘activated’ in the context of a rela-
tionship in which someone perceives in another person a role model wor-
thy of emulation.

Relationality also implies proximity – not necessarily physical, but
emotional, axiological, or existential. It is this closeness that makes possi-
ble an influence that is effective because it is not based on coercion but 
on voluntary recognition. Therefore, authority is not based on force but on
trust; it does not dominate but inspires. Only in a relationship in which
there is mutual understanding is it possible for authority to exist.

Distinctive features of authority

Several studies have been conducted on authority figures in recent
years. According to these explorations, it can be concluded that groups
of people (family members, teachers, educators) and individuals (pri-
marily John Paul II) are among the most frequently cited authorities. For 
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example, the Public Opinion Research Center reports that most respon-
dents who admitted that there is a person in their lives whom they con-
sider an authority and role model indicated their parents (52%). In second
place was John Paul II, who is an authority for 17% of respondents (Stańdo
et al., 2022), followed by grandparents (6%), spouses (6%), and teachers,
professors, and educators (5%) (Centrum Badania Opinii Społecznej, 2009).
These results are confirmed by our own research, presented in this paper.

Based on the above data, one may be tempted to identify the char-
acteristics of authority. In doing so, one should be aware of certain over-
simplifications and generalizations. In the case of an individual, such as
John Paul II, identifying the characteristics of authority is relatively easy
and precise, since each individual represents a specific, well-documented
case. With regard to groups such as parents or teachers, the situation is
more complex. These are very diverse categories, which makes it difficult
to identify unambiguous, universal characteristics of authority. Even
greater difficulties arise in the case of people generally referred to as ‘well-
known’, since their authority status is often based on popularity rather
than objective merit or ethics. However, despite these limitations, it is
possible to identify some general, often recurring characteristics that are
typical of those considered to be authorities. These include authenticity,
a consistent and clear value system, knowledge and experience, morality,
and influence based on conviction rather than pressure (no coercion).
These categories will be used to further analyze the specific characteris-
tics of authority, with particular emphasis on the authority of the teacher.

Authority is based on authenticity, without which it loses credibility
and influence. Authenticity, understood as the congruence of words, ac-
tions, and values, is the foundation of trust, and thus of real authority. 
A teacher must be seen as authentic, competent, humane, accessible, em-
pathetic, and fair. Authority is not something a teacher ‘has’ but something
one constantly builds in their relationships with students. Authenticity is
a deeply ethical attitude based on honesty, transparency, and the courage
to be oneself, and is not merely equivalent to being ‘cool’ or ‘laid back.’ Ac-
cording to Rogers (1983), educators should act as personality role models
worthy of imitation, embodying the values they convey. Teachers are not
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mere transmitters of knowledge or enforcers of rules; students learn pri-
marily through observation and relationships. Without authenticity and
credibility, a teacher’s influence is limited.

Knowledge and competence remain essential for authority. An au-
thority is recognized for their deep understanding in a field, making their
opinions respected and their guidance influential. Experts, professors,
and master artisans gain trust through proven skills and experience. How-
ever, intellect alone is insufficient; moral integrity is equally important
(Jagielska, 2022). A moral authority, guided by ethical principles, inspires
responsibility, empathy, and courage. As Wojtyła notes (1957), the moral
model is always a person whose moral perfection is visualized in his con-
duct, highlighting the necessity of aligning values with behavior.

Axiological aspects of authority are particularly complex, as norms,
values, and sensitivities evolve over time. Respect and moral perception
are culturally conditioned and generationally dynamic. Authority is there-
fore not a universal value but a socially and culturally constructed phe-
nomenon, shaped by media, communication, and upbringing.

Teacher authority

It seems a truism to say that the authority of the teacher plays a fun-
damental role in the educational process, positively influencing students’
motivation and involvement, as well as the effectiveness of teaching. 
A teacher who enjoys respect is first and foremost a person with a voca-
tion, a high level of personal culture, extensive knowledge, and a com-
mitment to moral principles. Surveys of students and their parents have
shown that qualities such as fairness, a partnership approach to students,
and the ability to inspire are the foundation of authority. In turn, a lack of
commitment, unfairness, and harshness reduce its value, negatively af-
fecting the teacher-student relationship and the effectiveness of teaching
(Korbelak & Burkot, 2016).

In a school environment, it is particularly important to distinguish
between two basic forms of authority that play an important role in the
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relationship between teachers and students: formal authority and infor-
mal authority.

A teacher’s formal authority stems directly from his or her profes-
sional role and place in the educational institution’s structure. Employ-
ment as a teacher entails a certain set of duties, competencies, and
responsibilities that gives him or her institutional prestige and legitimizes
their authority in the school classroom (Zamir, 2021). The very fact that 
a teacher teaches classes, issues grades, enforces regulations, and shapes
the teaching process makes students obliged to respect his or her deci-
sions. Such authority is based on a system of norms and regulations gov-
erning the functioning of the school and the relationship between
teacher and student.

However, in educational practice, formal authority often proves in-
sufficient if it is not accompanied by informal authority derived from the
teacher’s personality, competence, work style, and manner. At the same
time, it should be added that “[t]he image of authority is built over years,
often through smaller or larger gestures or achievements, but it is pri-
marily a long-term process” (Piórkowski, 2016).

According to Rybicki, an educator’s authority does not derive only
from his or her function or formal status but must also be earned through
personal integrity, moral maturity, and a readiness to serve others. Such
authority is based on sincerity, truth, consistency, and pedagogical love,
and is aimed at forming a responsible, free personality in the student. 
A teacher with authority does not dominate, but leads by example, re-
spect, and fidelity to the values he or she preaches. Rybicki warns against
attitudes that destroy authority, such as favoritism, impulsiveness, a lack
of self-control, or the instrumentalization of educational relations. In the
spirit of the pedagogy of St. John de La Salle, Rybicki emphasizes the im-
portance of seriousness, gentleness, and harmony in the attitude of the
teacher, who then becomes not so much a manager as a spiritual guide
(Rybicki, 1999). The importance of the mission of educators and the re-
sponsibility for the formation of the younger generation is emphasized 
by John Paul II:

325Przemysław Żebrok, Jacek Stańdo, Żywilla Fechner
Teachers’ authority in a decade of social changes, 2011–2022 

(pp. 317–334) 

e- ISSN
 2543-8409



I also address you, dear teachers and educators. You have undertaken

the great task of transmitting knowledge and educating the children

and youth entrusted to you. You face a difficult and serious task. The

young need you. They expect role models who would be a point of ref-

erence for them. They expect answers to the many fundamental ques-

tions that trouble their minds and hearts, and above all they demand

from you an example of life. It is necessary for you to be their friends,

faithful companions and allies in their youthful struggle. Help them

build the foundation for their future lives. (Jan Paweł II, 1999)

Research methodology

The purpose of the present study was to identify how 15-year-old
students’ perceptions of teacher authority have changed over the course
of 10 years. The focus was on responses to the open-ended question,
“Who is the greatest authority figure for you?” The research was designed
not only to identify the people whom adolescents consider to be au-
thorities but also to capture trends and changes in the values students 
ascribe to those authorities.

The study incorporates two measurements. The first took place 
in 2011/2012 as part of a nationwide mathematical diagnostics project, in
which about 3,000 junior high school students from across Poland par-
ticipated. The second measurement was carried out in 2022, enabling
analysis of changes in schoolchildren’s perceptions of authority over 
a decade. The study’s subjects include junior high school students
(2011/2012) and primary school students (2022) from all regions of
Poland. By comparing the results, it was possible to identify changes in
how young people think about authority: who it is, what features are im-
portant in this context, and what role the changing social, educational,
and cultural realities play in this process.

In the study of students’ perception of authority, a quantitative-qual-
itative approach was used, enabling both statistical analysis and content
interpretation of students’ responses. The research tool was an electronic
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survey, made available to students as part of the e-learning platform. 
The survey contained several questions, one of which was: “Who is the
greatest authority figure for you?” This question was a key element of 
the study and allowed students to express their opinions freely, without
restrictions or predefined answer categories.

Description of research groups

E-diagnosis (online diagnostic assessment): In 2010–2012, the National
Mathematical Diagnosis Campaign, Let’s Count It Together, took place.
About 3,000 students from all over Poland took part in the project. Based
on the database of schools cooperating with Nowa Era, 62 of 173 junior
high schools from all over Poland were selected for the study.

Eighth-grade trial exam: A nationwide study was conducted on 
May 10–20, 2022, using an eighth-grade mathematics trial exam. In
total, 261 primary schools declared their participation, constituting ap-
proximately 1.7% of all primary schools in Poland. The study involved
6,827 eighth-grade students, accounting for 1.4% of the total student
population at that level in Poland.

Research results

Two independent studies were conducted to compare categorical
proportions. The first study, conducted in 2012, involved 1,277 partici-
pants, and the second study, conducted in 2022, included 2,310 par-
ticipants. Only those responses where participants indicated an authority
figure were included in the analysis; responses without an indicated 
authority were excluded. 

To analyze the differences in proportions between the two studies,
statistical methods from the ‘statsmodels’ library were applied. The differ-
ence in proportions (Δ = p2 - p1) was calculated, and the ‘proportions_ztest’
function was used to assess statistical significance. Confidence intervals
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for the difference were computed using the Wald method, and the effect
size was estimated with Cohen’s h. Table 1 provides a summary.

Table 1. Comparison of proportions by category 

between 2012 and 2022 studies

The growing trend of students identifying teachers as authority fig-
ures, alongside a decline in parental authority, may stem from a lack of
quality time spent with children at home. Schools are increasingly taking
over caregiving and educational roles traditionally fulfilled by the family.

A statistical comparison of the two studies indicates meaningful
changes in participants’ perceived authority figures:

– Teacher: The proportion increased significantly from 3.68% to 17.10%
(p<.0001), with a medium effect size (Cohen’s h = 0.4665). The result
is robust after Bonferroni correction, indicating both statistical and
practical significance.

– Parents (both): Responses indicating both parents dropped from
31.48% to 12.38% (p<.0001), with an even larger Cohen’s h (0.4722).
This also meets the Bonferroni-adjusted threshold and reflects a sub-
stantial and meaningful decline in viewing parents as a unified 
authority.
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Category Proportion
study (p1)

Proportion
study (p2) Delta p-value 95% CI

lower
95% CI
upper Cohen’s h

Teacher 0.0368 0.1710 0.1342 0.0000 -0.1527 -0.1157 0.4665

Dad 0.0352 0.0641 0.0288 0.0002 -0.0430 -0.0146 0.1341

Myself 0.0376 0.0511 0.0135 0.0655 -0.0273 0.0003 0.0657

Other 0.2843 0.2771 -0.0072 0.6453 -0.0235 0.0379 0.0160

Family member 0.0713 0.0580 -0.0133 0.1170 -0.0038 0.0303 0.0540

Mom 0.1480 0.1260 -0.0220 0.0635 -0.0017 0.0457 0.0641

Famous person 0.1762 0.1290 -0.0472 0.0001 0.0222 0.0722 0.1316

Parents 0.3148 0.1238 -0.1910 0.0000 0.1622 0.2198 0.4722



– Dad: The proportion increased from 3.52% to 6.41% (p = 0.0002). This
result remains statistically significant after Bonferroni correction 
(α = 0.00625). However, the effect size is small (Cohen’s h = 0.1341),
suggesting the change, while reliable, is not strong in magnitude.

– Mom: A small decrease from 14.80% to 12.60% was observed
(p = 0.0635), which is not statistically significant, even without cor-
rection. The effect size is minimal (Cohen’s h = 0.0641).

These results indicate that the most meaningful shifts in perceived
authority occurred for teachers (increasing influence) and parents (com-
bined) (decreasing influence), both with large effect sizes. In contrast, 
individual figures show either no significant change or minor shifts that
may reflect social or structural factors but not a deep reevaluation of their
authority (see Figure 1).

Figure 1. Frequency of authority figure choices 

in 2012 and 2022 studies
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Discussion

Are we really dealing with a decline of authority? The prevailing so-
cial and media perception is that this is the case, suggesting a decline in
the need for role models and the collapse of traditional hierarchies. How-
ever, the results of the presented research show a more complex picture.
First, we are observing significant changes in the way authorities are de-
fined and indicated. In 2012, respondents most often indicated family
members as the people with the greatest authority. At that time, parents
were the main point of reference for values, norms, and attitudes toward
life. However, a noticeable change occurred over the course of a decade.
In 2022, the largest number of young respondents had no authority fig-
ure at all or considered “other” figures as such. Significantly, the number
of references to parents as authorities decreased by more than half over
the course of a decade, while references to teachers have increased sev-
eralfold. Such a clear flow of authority from the family space to the school
is an interesting trend that may indicate profound changes in the model
of upbringing and social trust.

It is worth emphasizing two phenomena here: the rapid increase 
in the number of respondents declaring a lack of any authority figure and
the perception of oneself as an authority. In 2022, the percentage of peo-
ple without an authority figure was almost twice as high as a decade ear-
lier, which may indicate growing individualism, a crisis of trust in social
institutions, and an increase in distance from traditional patterns. The
scale of this phenomenon raises questions about the quality of interper-
sonal relationships and the mechanisms that shape the identity and val-
ues   of the young generation today. What is particularly significant is that
many young respondents are beginning to perceive themselves as au-
thorities, which suggests a redefinition of this concept from relational to
more egocentric. This phenomenon reflects a weakening need to refer
to permanent, external patterns. 

Another disturbing phenomenon is the weakening role of the fam-
ily as the primary source of authority. This may be related to changes tak-
ing place in the structure and functioning of modern families. We are
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increasingly seeing a loosening of family ties, a reduction in the time
spent together, and an increase in the number of single-parent families
(Grabowska, 2023). Data from the Central Statistical Office indicate that
the number of divorces in Poland is increasing. In 2023, 56,892 divorces
were granted, and this trend has been going on for years. As a result,
more and more children and young people are growing up in conditions
of family instability, which can lead to a weakening of trust in parents as
unquestioned authority figures. In such circumstances, young people are
more likely to look for role models outside the family home, including
among teachers. 

The above processes raise important questions about the axiological
condition of the younger generation, the role of education, and the
media’s responsibility in shaping the normative sphere. In the face of
these phenomena, educational institutions face a challenge to support
young people in critically perceiving contemporary cultural patterns and
in promoting authority figures based on knowledge, values, and social
responsibility.

Conclusion

Teacher authority is one of the most important issues in educational
theory and practice. It can be argued that authority is the foundation of
effective teaching, upbringing, and building relationships in the school
environment. In an era of dynamic socio-cultural and technological
changes, traditional forms of authority are undergoing transformations,
and their sources are increasingly being contested by students and re-
flected on by teachers themselves.

Contemporary cultural and technological changes have significantly
influenced the mechanisms of shaping authority in postmodern societies.
This is particularly visible among young people, where we can observe
the progressive disappearance of traditional authorities, such as family
members or representatives of scientific or religious institutions, in favor
of others. These are often figures functioning mainly in the media space,
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and their influence is based not on substantive competence but on pop-
ularity, self-promotion, and media appeal. If we assume that authority has
a personal dimension, then its strength does not depend solely on sys-
temic factors, but on whether the teacher is perceived as a person worthy
of trust and emulation. The crisis that is so often talked about may there-
fore be more a crisis of trust in the person than in the professional role. 

Brought up in a world of digital media, greater freedom of speech,
and individualism, contemporary youth do not accept power resulting
solely from a formal position. Therefore, a teacher, to be perceived as an
authority, must demonstrate not only high substantive competences, but
also communication skills, empathy, and coherence and authenticity in
relationships with students. There is much evidence to suggest that diffi-
culties in building authority result from the teacher’s limited autonomy
(e.g., pressure for results, rigid programs), increasingly rare personal con-
tacts with students, changes in intergenerational relations, where the
need for partnership instead of a model dominates, and general moral
relativism, which weakens the social foundations of authority. Despite
this, research shows that students still seek teachers they can trust and ad-
mire. The need for authority has not disappeared; it is just taking new
forms. This means that instead of talking about the decline of authority,
we should rather be talking about its transformation.
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Abstract
Research objectives and problems: This article addresses the prob-
lem of the education of Ukrainian migrant minors in Salesian schools
in Poland after the outbreak of the war in 2022. Based on the available
literature and the content of Salesian websites, the article aims to show
the Polish Salesians’ contribution to the education and upbringing of
underage Ukrainian students.

Research methods: The theoretical part was developed using an ana-
lytical approach to the literature on the subject. The second part of the
article presents the author’s own qualitative empirical research. The
method used in the above-mentioned research is document analysis.

Process of argumentation: The line of reasoning consists of two es-
sential elements. In the first part of the article, the author discusses
the legal problems related to the residence of foreign minors in Poland
and points to statistical data on the presence of these Ukrainian mi-
nors in Polish schools. Further theoretical considerations concern the
pupil and the teacher in a multicultural context and address the inte-
gration of minors in a pluralistic Polish society.

Research findings: Educational problems in daily practice: pupil turnover
hinders educational work; the stress and trauma of fleeing the war, and
the resulting cultural shock, hinder educational work and teaching; 
crisis situations become a priority for teachers; and teachers must appar-
ently be sensitive to the needs of foreign pupils. Organisational, manage-
ment, legal and didactic problems: incompatibility in terms of curricula
raises organisational and didactic problems; school principals pay great
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attention to the creation of preparatory classes; there is a need for teachers spe-
cialised in working with migrant children with special needs; school principals and
teachers are willing to cooperate with parents and guardians of migrant children;
and teachers are aware of the need for further training on the issue of working in
a multicultural context. Integration of pupils at the schools in question: factors favour-
ing integration include mixed classes and extracurricular activities; and intercul-
tural assistants play a significant role in the integration process of foreign pupils.

Recommendations: New research tools should be used to carry out further re-
search on Ukrainian children in Polish schools. There is a need to carry out fur-
ther inquiries into the obstacles that may accompany the integration of underage
migrants in Polish schools. It would also be important from a cognitive point 
of view to carry out comparative research: the education of underage refugees
in state schools and in schools run by religious congregations.

Introduction

The armed conflict in Ukraine initiated by Russia in 2022 affected not
only Ukrainian society but also, above all, mothers and children, who, forced
to flee, went to Poland and other European countries in great numbers (Eu-
ropean Union Agency for Fundamental Rights, 2024). The voice of the
Catholic Church and the Salesians on the presence and acceptance of mi-
grants in European countries is very clear (Salezjanie Don Bosco, n.d.). Help-
ing one’s neighbour, especially war refugees, is part of the logic of mercy
promoted not only by John Paul II and Benedict XVI but also by Pope Fran-
cis in recent years (vatican.va, 2019). This article seeks to penetrate this new
reality, aiming to show, on the basis of the available literature and the con-
tent of Salesian websites, the Salesians’ contribution to the education of
Ukrainian minors attending Salesian schools in Poland. The work combines
the author’s own qualitative empirical research with document analysis.

Ukrainian children in Poland: Legal aspects and statistics

The admission of foreign students to Poland is regulated by law. Ac-
cording to Polish law, compulsory education in Poland covers every child
from the age of 7 to 18. Foreigners are required to have a temporary 

338 Bogdan Stańkowski
The Salesians’ contribution to the education of underage Ukrainian refugees 
after the outbreak of the war in 2022
(pp. 337–351) 

e-
 IS

SN
 2

54
3-

84
09



residence permit or other permits, such as a permanent residence per-
mit, a residence permit for a long-term resident of the European Union, 
a residence permit for humanitarian reasons, or a residence permit to 
obtain refugee status or subsidiary protection. 

School-age children and young people from Ukraine are admitted
to public schools and are subject to compulsory education and schooling
under the conditions applicable to Polish citizens. They are entitled to
language support, the opportunity to participate in additional remedial
classes in various school subjects, and psychological and pedagogical as-
sistance related to their refugee experience. As far as language issues are
concerned, foreigners who do not speak Polish to a level that would allow
them to benefit from learning at school can participate in additional Pol-
ish language classes (2 hours a week). The classes can be conducted in-
dividually or in groups. 

Children and young people from Ukraine also have the opportunity to
participate in preparatory classes in which the teaching process is adapted
to students’ needs and educational opportunities. Provision is also made
for the assistance of a person who does not necessarily have pedagogical
qualifications but who speaks the language of the country of origin and
who may be employed as a teacher’s assistant (intercultural assistants). 

According to the Parliamentary Law on Assistance for Ukrainian 
Citizens, schools may also open a preparatory branch and an inter-school
or inter-communal preparatory branch for Ukrainian pupils. These are
special classes for foreign pupils, with an emphasis on Polish language
learning (at least 6 hours per week) and adaptation, and they may forego
the annual and mid-year classification of students. A child is referred to
the preparatory unit until the end of the school year, with the possibility
of extension for the following year. Ukrainian pupils may also benefit from
remedial classes in the subjects of study organised by the school au-
thority, but for no longer than 12 months. 

A special form of assistance to Ukrainian refugee minors is psycho-
logical and pedagogical assistance consisting in the recognition and satis-
faction of individual developmental and educational needs, as well as the
recognition of individual psychophysical capabilities and environmental
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factors influencing their functioning (Ośrodek Rozwoju Edukacji, 2024).
The inclusion of new students also takes their educational and preventive
needs into account, as provided for in the Regulation of the Minister of
Education and Science of March 21, 2022.

In addition to these organisational and didactic aspects, in the pres-
ent context, it is also important to trace the quantitative aspect of Ukrain-
ian pupils in Poland (Kowalski, 2023). The statistical data on Ukrainian
children and young people in Polish schools show ongoing transforma-
tions, including changes in the number of students due to fluctuations in
the number of children (arrivals, returns of families and minors to Ukraine,
or their onward travel to other European or non-European countries). 

Thus, at the beginning of December 2022, according to the Educa-
tional Information System (System Informacji Oświatowej, SIO), 191,045
pupils and students who had arrived from Ukraine after the outbreak 
of the war had enrolled in Polish educational institutions (Rzymkowski,
2024). According to the statistical data cited by Starzyńska-Rosiecka
(2024), the number of children and young people in Polish schools and
kindergartens decreased slightly over the course of several months (in
mid-February 2023, there were 187,900 pupils). Another source from the
same period states that around 43,800 Ukrainian children had arrived in
kindergartens since the outbreak of the war, around 116,800 in primary
schools, and 27,200 in secondary schools (Serwis Samorządowy PAP,
2023). Information obtained from the Ministry of Education and Science
(Ministerstwo Edukacji i Nauki, MEiN) in November 2023 by Rzeczpospo-
lita shows that 183,461 pupils from Ukraine had arrived in Poland after
the Russian invasion and had war refugee status.

Students and teachers in a multicultural context: Cultural 
pluralism and integration of foreign minors in the Polish school

In the Polish context, the protection of the child’s welfare is a corner-
stone of family law, the foundations of which are in the Constitution of
the Republic of Poland (Article 72). The “welfare of the child” is understood
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as a set of tangible and intangible values that are necessary to ensure the
proper physical and spiritual development of the child (Łukasiewicz, 2019,
pp. 64–68). 

In the current Polish legal system, the obligation to guarantee re-
spect for children’s rights is carried out either in the family or in an insti-
tutional form. As far as the situation of foreign minors residing in Poland
is concerned, their status depends on whether the stay of such a minor
is considered legal. In the context of juvenile migration, it is important 
to pay attention to children’s cultural, national, and ethnic identities, un-
derstood as maintaining traditions, religious customs, and dialects. Re-
search shows that a lack of rootedness in one’s own culture fosters
barriers and negatively affects the integration process of young people
(Grzymała-Moszczyńska, 1998, pp. 155–183).

An analysis of the literature on the subject shows that the accultur-
ation of migrant children in a new socio-cultural environment depends
on many factors, including parents’ motivation to change their place of
residence, cultural and religious similarities, reason for leaving the coun-
try, etc. In many cases, migrant children experience a kind of trauma re-
lated to the necessity to change their environment, which can take the
form of anxiety, anger, sadness, helplessness, apathy, a kind of closure to
others, and a lack of activity (Grzymała-Moszczyńska, 1998, pp. 72–73).
All this is accompanied by the culture shock of starting school in Poland
(Halik et al., 2006, pp. 66–68). Nikitorowicz notes that any disturbance
(negative perceptions based on stereotypes and prejudices) can result 
in the emergence of conflicts and antagonism in the child (2005, p. 105).

Organising the education of children who mostly do not speak Pol-
ish has proven to be a great challenge, not only in terms of didactics but
also in terms of organisation and finances (Śliwerski, 2022, p. 40). In the
Polish context, Młynarczyk-Sokołowska and Szostak-Król emphasise the
differentiated course of foreign children’s education and integration,
which is determined by their parents’ motivations for entering Poland (for
income purposes, as political refugees, as war refugees, etc.) (2016,
p. 152). There are also manifestations of moderate xenophobia and racist
behaviour (stereotypes, ethnic prejudice, etc.) towards foreign students
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in Polish schools. Often, foreign children’s reluctance to integrate stems
from the attitudes of Polish pupils. For this reason, their process of inte-
gration into the school environment may be slower (Błeszyńska, 2010, pp.
65–66). The Children’s Ombudsman Research Report (June 2023) shows
that Polish students rarely have the opportunity to interact with Ukrain-
ian students. Overall, however, a positive attitude of Polish students to-
wards children and young people from Ukraine was noted (Pawlak, 2024).

Włodarczyk and Wójcik point out that two solutions are used in Pol-
ish schools to address organisational issues: grouping foreign children
(all foreign children together) and placing foreign children with Polish
children, which may foster better integration. This reflects a kind of bal-
anced compromise between the two aforementioned strategies in the
approach to pupils (Włodarczyk & Wójcik, 2014, pp. 184–185). Similar so-
lutions are adopted in European schools (European Education and Cul-
ture Executive Agency, 2019). Other researchers in educational issues in
the context of school, where an increasing number of foreign students
are observed, postulate that the paradigm of value inclusion, the inclu-
sion of the “other”, the “alien”, should be applied in the sphere of value ref-
erence (Stańkowski, 2014, pp. 831–845). Nikitorowicz emphasises that it
is the task of the school to appreciate dialogue and cooperation with rep-
resentatives of other cultures (2002, p. 264). The school environment is
the environment par excellence for cultural exchange and learning about
the world and all that we call humanity (Dobrowolska, 2010, p. 61). In the
context of intercultural education, researchers emphasise the importance
of encountering the “otherness” and the “other” (Lewowicki et al., 2015).
After all, upbringing at school, with a significant presence of foreign chil-
dren, is not only about imparting knowledge but also (and perhaps above
all) about instilling codes of conduct and references to culture, tradition,
and values.

After 1989, the end of the period of communism, the Polish school
had to face new challenges outlined by intercultural and international ped-
agogy (Śliwerski, 2022, p. 45). Despite several decades passing since Poland
opened up to multiculturalism, in general, in the eyes of researchers, Pol-
ish schools appear to be poorly prepared to meet the challenges related 
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to the presence of foreign students. Teachers often have a sense of help-
lessness and incompetence regarding multicultural issues. Some re-
searchers argue that teachers’ work with foreign students is unsatisfactory
due to their insufficient preparation for working in multicultural condi-
tions (poor knowledge of foreign languages, lack of broader orientation
in migration issues, poor skills of cooperation with parents) (Butarewicz-
-Głowacka, 2015, pp. 103–104). Januszewska expresses the opinion that
a necessary condition for integrating foreign students into the new
school and cultural environment is an appropriate emphasis on the
preparation of teachers and teaching staff (2017, pp. 138–139). Never-
theless, despite these many shortcomings, the Polish school appears to
be a place of dialogue and meeting of cultures. Some authors have re-
ported the successful acculturation of children and young people from
Ukraine into the school environment in Poland (e.g., Kyrc, 2019).

Methodological aspects

The empirical research was conducted in Salesian primary and sec-
ondary schools across all four Polish provinces that have been working
with Ukrainian migrant minors since the outbreak of the war in 2022. The
study employed a document analysis of materials available on the web-
sites of Salesian schools in Poland, covering the period from February
2022 to December 2023. Document analysis was treated as a qualitative,
non-reactive research strategy. Following Rubacha, documents are un-
derstood as pre-existing sources that require interpretation, taking into
account the context of their production and their function in educational
practice (2016, pp. 157–164). This approach aligns with Bowen’s (2009)
view, which treats document analysis as a systematic procedure for
analysing qualitative data, comparable in methodological rigour to in-
terviews or observation.

Based on the collected data, this section provides a descriptive ac-
count of educational practices, psychological support, and integration
activities directed at Ukrainian students. The descriptive and exploratory
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approach enabled the identification of both specific solutions imple-
mented in individual schools and general trends observed across the
study period. This strategy ensured the full preservation of research find-
ings while avoiding potential methodological criticisms associated with
the limitations of content analysis for publicly accessible websites. To col-
lect relevant information, keywords in Polish, English, and Italian were
used, such as “Salesian school,” “Salesian oratory,” “Ukrainian children in
Poland,” “underage refugees from Ukraine,” and “Salesian aid to children
from Ukraine.”

The main objective of the research was to examine how Salesian
schools in Poland responded educationally and socially to the arrival of
Ukrainian students following the outbreak of the war. Five specific re-
search questions were also posed:

1. How are Ukrainian students integrated into the educational system
of Salesian schools, and what adaptive solutions are implemented?

2. What forms of linguistic, psychological, and pedagogical support are
provided?

3. How do Salesian schools foster social and cultural integration between
Ukrainian and Polish students, including through extracurricular and
oratory activities that support adaptation and development?

4. What challenges do Salesian schools encounter in working with
Ukrainian students, and how are these addressed?

5. What role do parents, local authorities, and other institutions play in
supporting education and integration?

The research analysed the websites of Salesian schools located in the
following towns and cities: Zabrze, Świętochłowice, Oświęcim, Polana, Kra-
ków, Wrocław, Toruń, Tarnowskie Góry, Szczecin, Różanystok, Piła, Poznań,
Bydgoszcz, Legionowo, Lubin, Leszno, Lutomiersk, Mińsk Mazowiecki,
Ostróda, Przemyśl, Rumia, Sokołów Podlaski, and Łódź.
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Research findings

The document analysis approach made it possible to obtain a com-
prehensive overview of Salesian educational activities for Ukrainian stu-
dents in Poland. The adopted research framework highlights key areas of
action, challenges faced by schools, and examples of best practice, pro-
viding a valuable reference for further research on migrant education in
faith-based institutions. The research results are presented below:

1) Access to education: Since the beginning of the war, Salesian schools
in Poland have welcomed children and adolescents aged 7–18. Most
students were incorporated almost automatically into existing classes,
following the Polish core curriculum. The number of students admit-
ted to individual schools ranged from a few to several dozen. In some
schools, preparatory classes were also established, which facilitated
better adaptation to the Polish educational system. During the first
months of their stay, teachers acted intuitively, focusing on respond-
ing to crisis situations, such as students’ emotional and psychologi-
cal needs.

2) Preparatory and linguistic support: For students who did not speak
Polish, additional language classes and remedial lessons in various
subjects were organised. In some schools, teachers applied individ-
ualisation in the teaching process, adjusting materials to the abilities
and needs of Ukrainian students. Teachers gradually learned about
students’ needs and intellectual and educational capacities, but their
limited knowledge of the Ukrainian education system was a signifi-
cant obstacle. In many schools, preparatory classes for non-Polish
students were established to eliminate communication problems,
support adaptation, and foster empathy and tolerance among
young people. Many schools also employed additional specialists,
preferably fluent in Ukrainian, to enable a more individualised teach-
ing and educational support process.

3) Psychological and pedagogical support: Salesian schools provided
psychological and pedagogical support, taking into account the 
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traumatic experiences related to the war. Teachers and educators
aimed to address students’ emotional needs and ensure their sense
of security and support during their first months in Poland. Students,
suddenly uprooted from their natural educational and cultural envi-
ronment, experienced cultural shock, often leading to loneliness,
stress, alienation, apathy, and learning difficulties. Initially, achieving
educational and pedagogical goals was hampered by language bar-
riers, a lack of appropriate teaching materials, and insufficient psy-
chological and pedagogical support. Teachers were aware of the
need to quickly enhance their competencies in working with foreign
children, including conducting lessons for students who had diffi-
culties using the Polish language.

4) Staff competencies: Some schools employed teachers and cultural
assistants who spoke Ukrainian or Russian, facilitating communica-
tion and the adaptation process. School staff had to reflect on the
need to apply inclusive methods to ensure all students had access to
education. Teachers often applied individualised approaches, ad-
justing educational materials to the needs of individual students or
small groups of Ukrainian students.

5) Oratory and extracurricular activities: Materials analysis showed
that activities organised in oratories and through sports, artistic, and
recreational programmes played a key role in student integration.
They enabled students to connect with peers, develop interests, and
achieve success outside formal education. Artistic, musical, and
sports activities offered by oratories and the SALOS Sports Associa-
tion promoted relationship building, cooperation, and shared suc-
cesses among students.

6) Social integration: Salesian schools implemented activities to sup-
port the integration of Polish and Ukrainian students, including joint
outings, school events, group activities, and volunteer initiatives. Fac-
tors facilitating integration included mixed classroom groups, ex-
tracurricular activities, and the presence of Polish peers, which eased
the acculturation process (Crolla, 2003, pp. 49–50). Polish students
attempted to establish peer relationships with new Ukrainian stu-
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dents in their first months in the country, forming the basis for so-
called peer education that strengthened trust and group identifica-
tion among young people.

7) Institutional cooperation: School activities were carried out in col-
laboration with local authorities, NGOs, and other institutions sup-
porting the education and care of Ukrainian students. Cooperation
included both organisational aspects and substantive student sup-
port. Schools and teachers also collaborated with Ukrainian parents,
creating interaction spaces through class meetings, communication
apps, and electronic registers, which allowed a better understand-
ing of students’ needs and their cultural and religious contexts. In
practice, many Salesian schools employed coordinators for foreign
students fluent in both Ukrainian and Polish to support their adap-
tation process.

8) Limitations and challenges: The analysis also identified several chal-
lenges:

a) high mobility of students and their families, which complicated
the continuity of learning,

b) differences in the Polish and Ukrainian education systems, e.g.,
regarding curriculum and assessment,

c) initial language difficulties and a lack of suitable teaching ma-
terials,

d) the need to quickly adapt teaching methods and school organi-
sation to new needs,

e) organisational challenges related to the creation of preparatory
classes, requiring additional planning of student numbers, lesson
hours, and teaching staff, and

f) the need to respond quickly to students’ diverse educational
needs and implement individualised teaching approaches.
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Recommendations

Further research on the education of Ukrainian students in Polish
schools should include additional research tools, such as interviews with
students. Furthermore, it is suggested that the problem of obstacles to
the integration of migrant minors be explored in future research. It would
also be important from a cognitive point of view to conduct comparative
research: the education of underage refugees in state schools and in
schools run by religious congregations.
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Abstract
Research objectives and problems: The aim of this article is to present
the parental perspective on raising bilingual children in Polish-European
families. It focuses on problems of parents’ experiences of the bilingual
development process and identifies two new contributions: the bilin-
gualism management circle and parental isolation in the Polish context.

Research methods: A qualitative, interpretative paradigm was applied.
Narrative interviews with parents of bilingual families (10 families: Pol-
ish mothers and European fathers living in Poland) were analyzed using
Schütze’s methodology to capture their unique perspectives on the
challenges they face.

Process of argumentation: The analysis reveals how parents navigate
raising bilingual children, including their emotions, attitudes, and strate-
gies. New categories emerged, such as children’s fatigue from language
switching, persistent parental anxieties despite using the “one parent,
one language” (OPOL) model, and fathers’ difficulties in providing
school support.

Research findings and impact on educational sciences: Parents per-
ceive bilingualism as a family value and a form of socio-cultural capital.
However, a gap exists between this ideal and reality, causing concerns
about child development. As for the impact on educational science,
parents apply a cyclical management process: setting priorities, im-
plementing strategies, engaging in reactive problem-solving, and eval-
uating outcomes. There is thus a clear need for institutionalized support
for the development of advanced skills and professional training.
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Conclusions and recommendations: Systematic support for parents should be
organized, including peer support groups and teacher training to recognize typ-
ical phenomena in bilingual development. Raising bilingual children should be-
come a priority in Poland. The findings also show that even consistent OPOL
application does not eliminate parental anxieties – a novel contribution to Polish
literature.

Introduction

Bilingualism is an increasingly common phenomenon, intensifying
due to numerous human migrations and intermarriage. Many specialists
are interested in it, which makes it interdisciplinary. The framework of this
article can be classified as social and pedagogical. It shows the parental
perspective. There have been studies on this phenomenon across vari-
ous fields, such as pedagogy, neurology, cognitive psychology, and soci-
olinguistics. Raising a child to be bilingual is often presented in public
discourse and literature as an unquestionable asset. For most researchers,
it is an investment in cognitive development (Bialystok, 2011). However,
beneath this optimistic paradigm lies the daily, complex reality of parents
who directly experience the consequences of their children’s bilingual-
ism (De Houwer, 2015).Currently, there is a discussion surrounding fam-
ily language policy (FLP). For instance, Curd-Christiansen (2013) analyzes
the family’s conscious and unconscious language policy, including its ide-
ology, practices, and management. Studies have also shown the enor-
mous effort mothers of bilingual families make to develop their children’s
languages (Melo-Pfeifer, 2015). Another line of research identifies gaps
in parents’ knowledge of bilingual development (Little, 2020). This article
focuses on multidimensional challenges and identifies several innovative
or particular in-depth aspects. It depicts specific categories and subcat-
egories, such as bilingualism as a value, wealth in the emotional experi-
ence, and the in-depth analysis of responsibilities and actions for the
development of bilingualism. Bilingualism is a lifelong project for the fam-
ily, not merely a feature or disposition of the children.
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The definitional placement related to the topic of bilingualism

The basic definition of bilingualism assumes the presence of two 
separate languages in one person, with a distinction between the na-
tional language, the dominant language, called the first language, and
the second language (Schelletter, 2019). The second language is not clas-
sified as a foreign language (Baker, 2011). It is acquired spontaneously,
subconsciously, and naturally, usually early in life and within the family 
(Mahootian, 2019). Consistency in parental language input reduces the
risk of speech delays in bilingual children (De Houwer, 2007). Bilingual-
ism is determined by attitude, origin, and competence related to its use.
In the case of bilingualism, we speak of a relatively equal use of two lan-
guages in both speech and most language abilities (e.g., speaking and
reading). A person alternates between two languages (Gafaranga, 2016).
For some researchers, the level of language use need not be the same,
but it is important to ensure a smooth transition between them (Field,
2011). It is possible to call younger schoolchildren bilingual, even though
they have not mastered all language skills.

As for the criteria, there are, for example, balanced bilingualism, un-
balanced bilingualism (with the dominance of one language), and pas-
sive bilingualism (Wilson, 2016). Sustainable bilingualism is when the
level of competence in both languages is the same, and full bilingualism
is when linguistic and communicative competence are developed in both
languages, both orally and in writing. Moreover, an innovative approach
posits that bilingual children have a single, consolidated language sys-
tem rather than two separate languages (Garcia, 2009). The literature on
the subject also divides language acquisition and language learning. 
Language acquisition takes place without formal instruction; it is not 
a process that occurs automatically and spontaneously, based on natu-
ral needs and the human ability to use the symbolic system, through 
free access to language expression in the child’s natural environment
(Rocławska-Daniluk, 2020). 

Other terms associated with children’s bilingualism include submer-
sion and immersion. The former refers to the absorption of the mother
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tongue into the second language, also known as impoverishing or sub-
tractive bilingualism. Immersion occurs when language competencies in
the first and second languages are fully developed and appropriately ap-
plied (Kurcz, 2005). Another important term is bilingual education and
upbringing, which encompasses institutionalized and non-institutional-
ized activities aimed at achieving bilingualism in a child. The acquisition
of a second language occurs naturally when the mother’s and father’s
mother tongues differ, exposing a child to both languages from birth 
(Wilson, 2016).

To summarize the relevant definitional considerations, children from
the surveyed families can be approximately classified as bilingual. They
speak two languages in a relatively balanced way. Their bilingualism can-
not be described as complete, as they are not yet able to write at this stage
of development. According to the definition, children have acquired a sec-
ond language. This was done mainly spontaneously through immersion
in the language rather than through instruction or formal learning. In this
case, we are dealing with immersion. The surveyed parents come from
different countries and speak different languages.

The challenges of raising bilingual children

Bilingual parents create a bilingual learning environment for their
children long before they enter kindergarten and school. This affects
his/her cognitive, emotional, and social development, creating both great
opportunities and some challenges. Children learn by imitation, thanks to
mirror neurons. The proper acquisition and use of speech in various situ-
ations and social interactions depends on the efficiency of this process 
(Bialystok, 2001). 

Parents should be aware of certain phenomena that occur when their
children acquire two languages simultaneously, as this awareness will help
them better understand the process. In bilingual children, code-switching
occurs, involving the use of elements from both languages during conver-
sation (Kecskes, 2007). Parents should not hastily abandon using a second
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language at home, even if children mix languages, especially if the sec-
ond language has already been established in the household. Failure to use
the second language can lead to confusion in children (Winsler, 2009). Re-
garding the social and emotional aspects of learning two languages, par-
ents should support their children’s language development and foster 
a supportive environment. It is important to show respect to all family mem-
bers and to appreciate their national language. There should be no situation
in which one language is more glorified or admired (Kinginger, 2013).

In addition, language proficiency and perfect mastery of a language
do not always correlate with achieving appropriate communicative effi-
ciency and appropriate language use in a given social context (Pavlenko,
2006). As a result, the communication process is not always successful. The
role of parents of bilingual children is to explain cultural contexts, model
appropriate communication rules, and create social situations where chil-
dren can successfully learn and apply these rules (Wilson, 2016). To con-
clude, parents are role models in speaking first and second languages.
They should be aware of their role and organize a learning environment
that is friendly and supportive (Cummins, 2000). The more aware they are
of the principles of second-language learning, the better they will support
their children’s learning.

Research method

The research was conducted within the interpretative paradigm and
employed qualitative methods. Non-standardized interviews were con-
ducted, then transcribed and analyzed by the author. The analysis was
based on Schütze’s (1977) methodological framework to develop research
categories. This procedure consisted of six steps: (1) audio recording and
verbatim transcription, (2) extraction of narrative sequences, (3) structural
analysis, (4) processual analysis, (5) condensation of categories, and (6) ver-
ification by the researcher two weeks later. 

The approach focuses on the inherent processual structures of nar-
rated life experiences and involves a sequential reconstruction of the 
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interviews, allowing in-depth conclusions. The research focuses on
parental perspectives on the challenges of raising bilingual children. The
main research question is: How do parents experience and see the chal-
lenges of rearing bilingual children? Interviews were conducted with 
10 bilingual families. A purposive sampling method was applied based on
the following inclusion criteria: the mother is of Polish nationality; the 
father is a foreigner (from Europe); the family has been living in Poland for
at least two years; and at least one parent declares conscious bilingual
upbringing. Both parents were also required to consent to the interview
being recorded and transcribed. The sample size was considered suffi-
cient due to theoretical saturation – after the eighth interview, the cate-
gories began to repeat. The interviewer was a Polish-speaking researcher
with no personal experience of raising bilingual children. This outsider
perspective may have limited the depth of empathy during interviews,
but it also reduced the risk of over-identification with the mothers’ nar-
ratives. All interview questions were formulated neutrally. 

Results of the research

Categories could be developed based on the research results. The
first, which is very common among parents, can be described as a view
of bilingualism as a valuable phenomenon. This is connected to the
knowledge they derive from their observations. Two further aspects can
be distinguished in this category, somewhat like subcategories: intrinsic
value and family. All parents recognized their children as bilingual, ap-
preciated their children’s bilingualism, and were proud that they spoke
two languages.

I am happy that our family functions like that. Children can communi-

cate with our multilingual family. (Mother, family 1)

Speaking two or more languages gives more possibilities. (Mother,

family 2)

I appreciate bilingualism. (Mother, family 3)
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I like the fact that my son speaks two languages. (Father, family 4)

My children speak both Spanish and Polish, and they will get better

job opportunities. (Father, family 5)

Bilingualism in our family is a wonderful tradition. (Mother, family 6)

Bilingualism is a great thing. (Mother, family 7)

Bilingual children have greater access to cultural richness. (Mother, 

family 8)

The ability to speak two languages is very valuable. (Mother, family 9)

Thanks to foreign languages, children learn about traditions and cus-

toms. (Mother, family 10)

In the first category, bilingualism is recognized as a resource for ef-
fective communication. This can be observed as a second subcategory.
Indeed, some parents have noticed that learning a foreign language
makes children more open to social interactions.

I believe that my daughters, thanks to their skills in a second language,

have become more tolerant. They are accustomed to interacting with

children of different nationalities and even skin colors. When we travel,

they communicate easily. (Mother, family 3)

It’s amazing how [well] my girls interact with children of other nation-

alities. Their ability to communicate in multiple languages helps them

make friends. (Mother, family 8)

The second category is connected to the emotional aspects of par-
ents’ perceptions of bilingualism. At the emotional level, they face some
challenges. One of the most important is the fear and anxiety connected
to bilingualism that occurs in some families. Parents are afraid that their
children will not be understood by their peers and teachers. Some chil-
dren also mix up words, accents, and conjugation rules.

We speak to our children in our national languages. I’ve noticed that

our children use words freely while they are playing. They use words

that they remember better. They inflect them according to the rules of
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another language. I’m worried that they will do this in the older grades

and have problems at school as a result. (Mother, family 3)

My daughters use the words they know better, no matter if they’re

from another language. (Mother, family 2)

Sometimes, I don’t know whether they don’t remember Polish words

or if they prefer English words. (Mother, family 8)

Both sons mix languages; they do it very often. Will they ever use one

language at once, and then another and another in a different context?

(Mother, family 6)

I don’t know whether this ease of switching between languages is appro-

priate. What consequences does it have at school? (Mother, family 10)

Some parents are also concerned about their children’s ability to
write correctly in both their first and second languages. 

Now, my daughters haven’t got any problems, but in the future, they

will have to write a lot. Sometimes, even in the evening, I wonder if

they can cope with spelling. (Mother, family 2). 

I hope that their writing skills will develop as well as their speaking abil-

ities. Writing is, after all, more challenging. (Mother, family 9)

Unfortunately, my children are reluctant to write. I encourage them,

but it is challenging. (Mother, family 10)

Parents also noted that children can feel emotionally and mentally
drained from constantly switching between languages. 

I notice that he sometimes gets tired from switching between lan-

guages. It requires a lot of concentration, and he becomes irritable.

(Mother, family 7)

The girls fall asleep quickly, sometimes on the couch or a mattress.

They are very active, always jumping and dancing, I but believe that

constantly deciding which language to use is exhausting for them.

(Mother, family 1)
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The third category, which is the most extensive, is connected to per-
ceiving their responsibilities for developing their children’s bilingualism
and taking actions toward achieving certain goals.

This category has also been divided into some subcategories, the
first of which is parental goals and priorities, which shows that balancing
the use of two languages can also be challenging. Some parents choose
to maintain a balance between using Polish as their first language and
introducing other languages.

My husband and I aim to maintain a balance between the three lan-

guages to ensure his native language is not neglected. While we live in

Poland and primarily speak Polish, we make an effort to include his lan-

guage as well. (Mother, family 3)

It is important to nurture the language that is used less frequently.

(Mother, family 10) 

If we use the second language less frequently, it will not remain as ac-

tive as the first. (Mother, family 7)

Now that we are in Poland, I notice that Polish has become the domi-

nant language. (Mother, family 6)

The second subcategory connects proactive strategies and methods.
These show that the families represent different approaches to bilin-
gualism. Some of them have chosen a specific system of action, often
supported by knowledge obtained from specialists and the relevant lit-
erature. Others pursue the goal of educating about bilingualism sponta-
neously (Mother, family 2)., intuitively, and without preparation. Some
parents do not agree on what this upbringing should look like. 

In our family, we follow one rule, and it works. I speak to the children

only in Polish, and my husband only in Spanish. When we talk as a group,

my husband, two children, and I speak Spanish, and everybody under-

stands. The children communicate with each other in Polish. Polish is

their first language. (Mother, family 1)
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In the above quote, the mother presents the “one parent, one lan-
guage” (OPOL) model. They do it scrupulously and observe that it bene-
fits their children. There is a kind of order. Parents speak to their children
in their native languages, which they speak very well and without sig-
nificant mistakes. 

Parents also underlined the importance of using only correct lan-
guage patterns in a given language, preferably in their native language
or a foreign language in which they are fluent. Most often, this was Eng-
lish. They highlighted how they did not want to pass on bad habits to
their children. 

I find the Hungarian language very challenging, even though we have

lived in Budapest for many years. I avoid speaking to my sons in Hun-

garian to prevent them from learning incorrect language. (Mother,

family 6)

The third subcategory relates to reactive challenges and problem-
solving. There are some differences in their approaches to their respon-
sibilities and actions in this respect. Some parents were not initially aware
of the importance of applying effective rules to organize communication.
In addition, the circumstances of life were not conducive to such activities. 

Our son started speaking very late. We were worried about this fact. 

Of course, we went to the speech therapist many times, and we fol-

lowed the recommendations. We did a lot of exercises with him at

home. (Mother, family 7)

Another challenge of raising bilingual children is the difficulty of
helping the child at school due to insufficient proficiency in Polish. 

At work, I mainly speak English and occasionally German, though not

as often. My native language is Czech. Since my wife is fluent in English,

I don’t have to speak Polish. I understand it, but I lack the grammatical

knowledge to help my son with his homework. (Father, family 4)
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My husband is Italian, we live in Poland, and he runs his own business.

He works long hours and hasn’t had time to learn Polish. I support our

children at school, while he teaches them Italian. (Mother, family 9)

Mothers often feel responsible for providing overall educational as-
sistance and support to their children. 

Recently, I had to leave my family for a few days due to a business trip.

My daughter needed help with her homework, and my husband as-

sisted her. However, they used words with incorrect inflections, which

have since become a humorous part of our family vocabulary. (Mother,

family 5)

The fourth subcategory relates to evaluation and future directions.
Some parents noted that a superficial knowledge of two languages, rather
than a deeper mastery of one, can be a disadvantage of bilingualism. 

I’ve noticed that my sons, especially the younger ones, have a limited vo-

cabulary. They struggle to discuss certain topics freely. (Mother, family 6)

It seems my older daughter has a superficial grasp of both languages.

She also associates each language with specific family members and

topics. For example, she only speaks English with my brother. (Father,

family 3)

Some parents wish to improve their children’s language skills more
consciously and systematically.

I realize that we don’t spend enough time formally teaching our chil-

dren a second language, or even Polish. They pick up language from

daily interactions. (Mother, family 6)

I’ve been considering teaching my son spelling for a while, but I haven’t

started yet. (Father, family 4) 

I wonder how much of what we say sticks in their memory. They speak

fluently and are communicative. We discuss many topics, and I know 
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a lot about children in the second and third grades. (Mother, family 10)

I don’t teach my children myself, but they attend additional Polish les-

sons with a teacher. They enjoy those lessons very much. (Mother, 

family 8)

The final category concerns how parents perceive themselves and
their bilingual children in the community. According to parents, their
bilingual children’s environments are generally favorable.

During the four years of our son’s life, we changed our place of resi-

dence four times, but we haven’t had any social problems. (Mother,

family 7)

My children have been in many different environments, with interna-

tional company, and they liked it. (Mother, family 3)

Our family is truly multinational. Our girls have had the opportunity 

to speak at least three languages and hear five languages. (Mother,

family 9)

Their grandparents – I mean my husband’s parents – are very under-

standing of children; they listen to them patiently, even when they talk

too much. (Mother, family 6)

Only two girls from the same family experienced some unpleasant-
ness because of the use of their national language in kindergarten.

The kindergarten teacher didn’t like my daughters communicating in

Polish and often reprimanded them. I think she was angry with their

behavior. She couldn’t understand what they were saying to each

other. (Mother, family 8)

Despite the generally favorable environments, some parents want
support from others with similar problems. 

I initially struggled to find other mothers facing similar challenges in

raising bilingual children. Eventually, I connected with an online group,
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and now we meet once or twice a month to share observations about

our children’s progress and ongoing challenges. (Mother, family 1)

Conclusions

The analysis of parental perspectives reveals that raising bilingual
children is a complex, multidimensional process characterized by a dy-
namic interplay of pride, strategic planning, emotional challenges, and
continuous adaptation. Firstly, parents unanimously regard bilingualism
as a significant value. This perception operates on two levels as an intrin-
sic family value fostering identity, pride, and cohesion, and as instrumen-
tal socio-cultural capital promising future educational, professional, and
social advantages. This positive framing is the foundational motivation
for their efforts.

However, this valued goal is pursued amidst considerable emotional
and practical complexities. Parents navigate a landscape of anxiety, fearing
linguistic confusion, academic deficits, and the cognitive-emotional bur-
den on their children. These fears highlight a gap between the ideal of bal-
anced bilingualism and the messy reality of its development. To bridge
this gap, parents employ a spectrum of parental management strategies
that form the core of their daily practice. This process is cyclical. It begins
with establishing goals and priorities, which inform the adoption of proac-
tive strategies. The implementation of these strategies inevitably en-
counters reactive challenges, such as difficulties providing academic
support or adapting to life circumstances. This cycle culminates in ongo-
ing evaluation and reflection, in which parents assess outcomes and ex-
press a desire for more systematic, formalized instructional support. 

Finally, the communal context emerges as a crucial moderating factor.
While the broader social and extended family environment is generally
perceived as supportive, negative institutional experiences underscore
the need for wider societal awareness. Furthermore, parents’ expressed
need for peer support groups indicates that the journey, though reward-
ing, is often experienced as isolating, pointing to the importance of 
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community-building among families on similar paths. In summary,
parental experience is not linear but iterative, moving between valuing
bilingualism, managing the emotional and practical challenges it entails,
strategizing and adapting actions, and constantly evaluating results within
a specific social context. 

Nevertheless, the study has certain limitations, particularly the pre-
dominance of mothers’ perspectives (8 women, 2 men) and the lack of
older children (aged 12 or above). The research is based solely on parental
declarations, with no further verification. There is also cultural homo-
geneity among the fathers, who were all from Europe. In terms of direc-
tions for future research, longitudinal studies spanning at least five years
or comparative studies involving other parent groups, including mono-
lingual children, could be conducted. Future research could also incor-
porate fathers’ perspectives. It might also be important to consider which
method is better: one parent, one language, or a mix. However, this needs
broader longitudinal research.

Interpretation and contributions

Parents see bilingualism as both a family value and a form of socio-
cultural capital, aligning with Curdt-Christiansen’s (2013) FLP framework.
However, this study extends her model by revealing a cyclical manage-
ment process (value–goals–strategies–reactive-challenges–evaluation)
that has not been documented in research on Polish bilingual families. 

Emotional challenges, especially anxiety about language mixing, re-
flect De Houwer’s (2015) concept of “harmonious bilingual development.”
However, even OPOL families report significant worries, contradicting ear-
lier claims that OPOL reduces anxiety (De Houwer, 2007). Anxiety appears
driven not only by input inconsistency but also by external pressures
(school expectations, peer understanding). Parental loneliness and the
demand for institutional support echo Little’s (2020) findings, but, unlike
her focus on immigrant heritage maintenance, this isolation occurs
among European families living in one parent’s country of origin. 
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Proactive strategies (OPOL, avoiding second-language use due to
fear of errors) align with Kurcz’s (2005) immersion/submersion distinc-
tion. Parents intuitively avoided submersion, supporting Cummins’ (2000)
claim that L1 proficiency underpins L2 development. Mothers remain pri-
marily responsible for academic support when fathers lack Polish profi-
ciency, confirming Melo-Pfeifer’s (2015) findings on gendered burdens,
now documented in Poland for the first time. 

To sum up, this study makes four kinds of contributions. Empirically, it
is the first systematic qualitative study of parental perspectives in Poland.
Theoretically, the bilingual management cycle extends FLP theory beyond
ideological continuity. Methodologically, Schütze’s narrative analysis re-
constructs processual structures. Practically, identifying parental loneliness
as a distinct category leads to recommending peer-support networks –
a novel priority for Polish policy.

Recommendations for future practice

For educators, we should implement training programs on typical
bilingual developmental paths to reduce misinterpretations of learners’
behavior. For schools, we should establish clear communication protocols
with parents and facilitate access to supplemental literacy classes in the
heritage or second language. For healthcare professionals, we should pro-
vide evidence-based guidance to expecting and new parents on bilingual
acquisition strategies and normalize code-mixing and variations in speech
pace. Regarding community and policy initiatives, we should actively help
create peer support groups for parents through local centers, libraries, or
online platforms. We should also develop practical resources, including
workshop templates for teachers, observation forms for monitoring flu-
ency and mixing, monthly language-activity plans, and family language
agreements for parents (especially fathers), as well as checklists for edu-
cators to differentiate typical language mixing from pathological patterns.
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Abstract
Research objectives (aims) and problem(s): This study examines the
connection between second language vocabulary learning and
chronotype (morningness–eveningness preference). Academia has
paid little attention to how biological rhythms affect vocabulary learn-
ing effectiveness, despite the fact that individual variances are widely
acknowledged as having an impact on language acquisition. As a re-
sult, this study seeks to examine whether learners’ chronotype influ-
ences vocabulary acquisition outcomes and whether performance
varied depending on the time of day.

Research methods: The study employed a sample of 102 people with
a quantitative research approach. The Morningness-Eveningness Ques-
tionnaire was adopted to determine the learners’ chronotypes, classi-
fying them as either morning types (“larks”) or evening types (“owls”).
Both morning and afternoon sessions were used to gauge vocabulary
acquisition performance. Data were analyzed using inferential statis-
tics, including independent samples t-tests to compare vocabulary
learning abilities between individuals with different chronotypes and
the paired samples t-test to compare the means of each group in the
morning and afternoon.

Process of argumentation: The study is based on the premise that
people’s circadian preferences can affect their cognitive function. The
investigation evaluates whether alignment between learners’ biolog-
ical rhythms and instructional schedules improves vocabulary acqui-
sition by comparing vocabulary learning results across chronotype
groups and various times of day.
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Research findings and their impact on the development of educational sci-
ences: Based on chronotype, the results show statistically significant differences
in vocabulary learning outcomes, with larks generally outperforming owls. While
evening-type learners scored higher later in the day, morning-type learners per-
formed noticeably better during morning sessions. Effect size analyses found
medium to large effects, indicating the substantive importance of chronotype
in second language vocabulary learning. These results contribute to educational
sciences by emphasizing the role of chronobiological elements in shaping learn-
ing efficacy.

Conclusions and/or recommendations: In second language contexts, chrono-
type has a considerable impact on vocabulary learning performance. Align-
ing teaching times with students’ biological rhythms may improve vocabulary
acquisition and overall learning outcomes, so it is advised that language in-
structors and educational planners take learners’ circadian preferences seri-
ously when planning learning schedules and instructional activities. While SLA
research emphasizes WHAT and HOW to teach, WHEN to teach is neglected, 
a matter this research tries to bring forth. The WHEN-TO-TEACH should be
learner-centered; therefore, it transforms into WHEN-TO-LEARN. Learning is
bound to WHEN it occurs, as each learner is open to learning in a specific bio-
logical time.

Introduction

Chronotype is defined as an individual’s preferred sleep-wake pattern,
influenced by genetic, age-related, and environmental factors. It reflects
the time of day when a person feels most alert and productive and when
they naturally tend to fall asleep and wake up. Chronotypes are catego-
rized into three main types: morningness, eveningness, and intermediate.
Morningness, or “morning larks,” describes individuals who thrive in the
early morning hours, while eveningness, or “night owls,” describes indi-
viduals who prefer the evening and night for peak productivity. Interme-
diate types fall in between these extremes. Identifying one’s chronotype
can help optimize daily routines by aligning activities with natural body
rhythms to improve well-being, sleep quality, and overall performance
(Adan & Almirall, 1991; Roenneberg et al., 2007; Sletten et al., 2019). How-
ever, only two studies have looked into the relationship between chrono-
type and second language vocabulary acquisition (De Bot, 2013; Deli,
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2020). Notably, the findings of these two studies contradicted each other.
Therefore, it remains unknown whether chronotype affects second lan-
guage vocabulary acquisition. 

This study aims to fill the gap in the literature by contributing to the
existing body of research. Its main objectives are to categorize learners
based on their chronotype, investigate the relationship between chrono-
type and vocabulary acquisition, examine the performance differences
between morning learners (larks) and evening learners (owls), explore
the effect of timing on vocabulary instruction, and analyze the statistical
relationship between chronotype and second language vocabulary ac-
quisition. We hypothesize that morning learners will exhibit superior vo-
cabulary acquisition outcomes, especially when taught in the morning,
while evening learners will excel with evening instruction. Additionally,
we expect no significant correlation between chronotype and vocabu-
lary acquisition. By employing various data collection methods and a ro-
bust study design, we aim to contribute valuable insights into the role of
chronotype in second language vocabulary learning and individual dif-
ferences in language acquisition.

Research questions and hypotheses

Research questions
This study tried to provide answers to the following questions:

Q1: When learning new words, are morning learners really more suc-
cessful in the morning?

Q2: Do evening learners pick up new words and remember them better
during the evening?

Q3: Are morning learners better at learning and remembering vocabu-
lary than evening learners?
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Research hypotheses
The research hypotheses of this study were as follows:

H0: No relationship exists between the chronotype of the students and
their vocabulary acquisition.

H1: Language learners’ chronotype positively correlates with their ef-
fectiveness in acquiring and retaining vocabulary, where “morning
learners” perform better on vocabulary-related tasks during the
morning and “evening learners” perform better during the evening.

H2: Morning learners learn and retain vocabulary more effectively than
evening learners.

Previous studies

This subsection provides a brief overview of two relevant studies that
explore the relationship between an individual’s chronotype (circadian
rhythm) and their language-related abilities. De Bot (2013) examined the
impact of chronotype on language aptitude and word learning in univer-
sity students, while Deli (2020) investigated the potential relationship be-
tween circadian rhythm and vocabulary learning. The findings from these
studies have implications for language instruction and the development
of personalized learning strategies. Further research is needed to deepen
our understanding of this relationship and its practical applications.

De Bot (2013) investigated the influence of chronotype on language
aptitude and word learning in university students. Using the Munich
Chronotype Questionnaire, participants were categorized as “larks” or
“owls” based on their preference for morning or evening activity. Language
aptitude tests and word learning tasks were administered at both pre-
ferred and non-preferred times of day. The findings revealed that chrono-
type had a significant impact on performance in language aptitude tests,
with participants performing better at their preferred time. However, no
direct effect of chronotype on word learning ability was observed. Thus, 
individuals’ morning or evening preferences may affect their perform-
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ance in language-related tasks without directly influencing word learn-
ing abilities.

On the other hand, Deli (2020) suggests a potential connection be-
tween an individual’s circadian rhythm and their vocabulary learning
habits. His findings indicate that larks exhibit better performance in vo-
cabulary learning tasks during the morning, while owls demonstrate im-
proved performance in the evening. These findings are significant for
language teaching and learning, as well as the development of individu-
alized learning strategies. However, it is important to acknowledge that
this study was conducted on a small scale, highlighting the need for fur-
ther research to fully comprehend the relationship between circadian
rhythm and vocabulary learning.

The studies reviewed in this section shed light on the potential in-
fluence of an individual’s chronotype on their language-related abilities.
De Bot (2013) found that chronotype may impact language aptitude but
not direct word learning ability. On the other hand, Deli (2020) suggested
a connection between circadian rhythm and vocabulary learning, with
morning-type individuals performing better in the morning and evening-
type individuals excelling in the evening. These findings have implica-
tions for language teaching and learning strategies. However, more
research is needed to fully comprehend the relationship between circa-
dian rhythm and language abilities. Future studies should consider larger
sample sizes, more advanced statistical analyses, and explore learning
and testing at different times of day to delve deeper into this relationship.
A better understanding of this relationship could lead to more effective
and personalized approaches to language instruction and learning.

Individual learner characteristics

The influence of individual learner characteristics on second language
acquisition (SLA) has long been acknowledged (Dörnyei, 2005; Skehan,
1998). Learners’ aptitudes, motivations, learning styles, and cognitive pro-
cessing preferences differ, which may have an effect on the results of their
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language acquisition (Dörnyei, 2005; Ehrman & Oxford, 1989; Gardner, 1985).
Recognizing these variations has sparked the development of learner-
centered methodologies that seek to adapt to learners’ particular needs and
enhance their capacity for language acquisition (Ellis, 1994; Nunan, 1999).

Chronotype, an individual’s preferred sleep-wake rhythm affected by
genetic, age-related, and environmental variables (Adan & Almirall, 1991;
Roenneberg et al., 2003), is a significant component of individual learner
differences. According to Roenneberg et al. (2003) and Swaminathan et
al. (2017), chronotype refers to the time of day when people are at their
most awake and productive, as well as when they naturally sleep and wake
up. According to Adan and Almirall (1991), chronotypes may be divided
into three primary categories: morningness, eveningness, and intermedi-
ate. These individual variations in chronotype affect a variety of everyday
activities, cognitive functioning, and general performance (Adan and 
& Almirall, 1991; Roenneberg et al., 2003; and Swaminathan et al., 2017).

Chronotype and cognitive functioning

Attention, memory, executive functioning, and learning have all
been shown to be influenced by chronotype (Codoñer-Franch et al., 2023;
Goldstein et al., 2007; Schmidt et al., 2007). Morning people, often known
as “morning larks,” are more awake and have greater cognitive function-
ing in the morning, which is when they operate cognitively at their best
(Codoñer-Franch et al., 2023; Schmidt et al., 2007). Those who are “night
owls,” or evening personalities, perform better cognitively at night and
throughout the evening hours because they are more aware and capa-
ble of higher-level thinking during these times (Codoñer-Franch et al.,
2023; Schmidt et al., 2007).

The effects of chronotype on cognitive function may have an in-
fluence on vocabulary development and other language learning pro-
cedures. Learning new words requires cognitive processing, memory 
encoding and retrieval, and attention (Nation, 2001). As a result, a per-
son’s preferred cognitive functioning times, which are governed by their
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chronotype, may affect how well they learn and remember language.
While “owls” may perform better in the evening, “larks” may show im-
proved vocabulary learning skills in the morning.

To optimize language training and account for each student’s par-
ticular learning variations, knowledge of the link between chronotype
and cognitive functioning is crucial. In order to strategically design and
arrange language learning activities to coincide with learners’ best cog-
nitive periods, educators must take into account learners’ chronotypes
and the cognitive functioning patterns that correspond to them. This in-
formation may aid in the development of individualized, effective teach-
ing strategies that optimize vocabulary learning outcomes.

Participants and methods

Study design
This study used a correlational design to examine the relationship

between the predictor variable (chronotype) and the outcome variables
(second language vocabulary acquisition). The selection of the correla-
tional design was due to the rarity of studies in this aspect, which made
it difficult to control all the variables. In fact, studying the relationship 
between variables through testing hypotheses imposes the analytical 
nature of this study. In other words, the study used inferential statistics 
to explain the relationship between variables. What is more, the study is
non-interventional, i.e., observational. There was no manipulation of the
predictor variable. The study’s observational nature was due to the re-
searcher’s inability to control all the variables. As the data were collected
and analyzed at a single point in time, the study is cross-sectional.

Selection of participants

Selection criteria and methods
The study took place in El Jadida Kassita High School in Driouch

Province, Morocco, between May 15 and June 20, 2023. The recruitment
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process started on May 18, following the Vice-Ministry of Education in
Midar’s authorization to start the study. The subjects were selected based
on various criteria. First, the participants needed to be in the senior year
of high school. In the context of second language learning, senior high
school students are exposed to a large body of vocabulary input. Another
reason for including senior high school students is that their ages are 
almost the same, with a low standard deviation. 

The sampling method used was probabilistic, specifically simple ran-
dom sampling. First, a list frame of the student population was obtained
from the Vice-Ministry of Education in Midar. Then, Microsoft Excel was
used to generate random participants from the list frame using the func-
tion =RANDBETWEEN([1],[1000]). The sample size was determined before
the study began. Using R Studio, the effect size (Cohen’s d) was 0.5, the
significance level (alpha) was 0.05, and the power was 0.8. The desired
sample size for each two groups was 52. 

Finally, recruitment was conducted with the help of the school ad-
ministration, which asked teachers to explain the study to the students
beforehand. The participants were officially recruited after informed con-
sent forms were distributed and collected. Surprisingly, all students who
were given an informed consent form agreed to participate. The author
is grateful to the teachers who advised their students on the importance
of this study and on how its findings will help second language learners
achieve better learning outcomes.

Ethical considerations
The students were not asked to provide their names for the sake 

of privacy and anonymity. Instead, each student was assigned a unique
identifying number throughout the whole research process. Furthermore,
students were given an informed consent form at the recruitment stage
to indicate whether they agreed to participate.
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Data collection

Variables and instruments
The predictor variable is chronotype, a person’s biological inclination

to be productive at certain phases of the day and not at others. This vari-
able had two values: larks and owls. Data for this variable were collected
through the Morningness-Eveningness Questionnaire (MEQ). The outcome
variable is second language vocabulary acquisition (SLVA), measured on 
a scale from 1 to 6. SLVA data were collected through a vocabulary test.

Data analysis
To determine the participants’ chronotypes, the study used the MEQ,

a 19-item multiple-choice questionnaire. Participants receive a score be-
tween 16 and 86; scores below 41 indicate an inclination toward evening-
ness, while scores of 59 and above indicate a preference for morningness.
Scores between 42 and 58 indicate individuals who fall into the interme-
diate category. 

Descriptive statistics such as median, mean, and standard deviation
were obtained. This study also used an independent samples t-test to
compare vocabulary acquisition between the two groups (larks and owls).
In addition, the paired samples t-test was used to compare each group’s
language acquisition in the morning and in the evening. Pearson’s cor-
relation coefficient was used to examine the relationship between
chronotype and other variables, such as age and gender. For inferential
statistics, the alpha value was set to 0.05 and the confidence level at 95%.
The use of parametric tests is due to the normality of the data. No data
were missing.

Results

The results were analyzed to assess the impact of a particular time of
day on the effectiveness of vocabulary learning for both morning type
(MT) and evening type (ET) learners. An independent samples t-test com-
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pared the two groups (MT & ET), while a paired samples t-test compared
the outcomes for each group between the morning and evening. Statis-
tical analyses were conducted using SPSS software.

Descriptive statistics
Table 1 provides a comprehensive overview of the statistical results.

The table presents the mean, median, and mode for each group at different
times of the day. The standard deviation for each group is also included.

Table 1. Overall morning and evening results

According to Table 1, MT learners’ morning results were higher than
those of ET learners: the mean MT morning result was 5.33, while the
mean ET morning result was 3.76. On the other hand, the evening results
of the ET learners were higher than those of the MT learners: the mean ET
evening result was 5.04, while the mean MT evening result was 3.96. Ta-
bles 2, 3, 4, and 5 illustrate the vocabulary outcomes of different chrono-
types at different times of the day.

Table 2. Results of MT learners in the morning
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MT: MSLVA MT: ESLVA ET: MSLVA ET: ESLVA

N Valid 52 52 50 50

Missing 0 0 0 0

Mean 5.33 3.96 3.76 5.04

Median 5 4 4 5.5

Mode 6 4 3 6

Std. Deviation 0.76 1.05 0.98 1.21

Frequency Percent Valid Percent Cumulative percent

Valid

3 1 1.9 1.9 1.9

4 6 11.5 11.5 13.5

5 20 38.5 38.5 51.9

6 25 48.1 48.1 100

Total 52 100 100



Table 2 shows that 25 MT learners acquired six words in the morn-
ing, while 20 acquired five. Only one MT learner acquired three words in
the morning.

Table 3. Results of ET learners in the morning

Table 3 shows that 20 ET learners acquired three words in the morn-
ing, while 15 acquired four. Only two ET learners acquired six words in
the morning. 

Table 4. Results of ET learners in the evening

Table 4 shows that 25 ET learners acquired six words in the evening,
while 11 acquired four. Only three ET learners acquired two words in the
evening. 
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Frequency Percent Valid Percent Cumulative percent

Valid

2 3 6 6 6

3 20 40 40 46

4 15 30 30 76

5 10 20 20 96

6 2 4 4 100

Total 50 100 100

Frequency Percent Valid Percent Cumulative percent

Valid

2 3 6 6 6

3 3 6 6 12

4 8 16 16 28

5 11 22 22 50

6 25 50 50 100

Total 50 100 100



Table 5. Results of MT learners in the evening

Table 5 shows that 12 MT learners acquired five words in the evening,
while 17 acquired four words. Only four MT learners acquired six words in
the evening.

Inferential statistics
A paired samples t-test compared morning and evening types based

on the paired differences in MSLVA and ESLVA. MT learners showed a mean
difference of 1.365 (SD = 1.138, SE = 0.158), with a 95% confidence inter-
val between 1.049 and 1.682. ET learners had a mean difference of -1.280
(SD = 1.715, SE = 0.243), with a 95% confidence interval between -1.767
and -0.793. Both differences were statistically significant (p < 0.001) based
on the t-test with degrees of freedom (df) of 51 and 49, respectively.

An independent samples t-test was conducted to compare the means
of the two groups. The t-test yielded a significant difference (p < 0.001),
with a mean difference of 1.567 (SE = 0.173) and a 95% confidence inter-
val ranging from 1.223 to 1.911.

A correlation test was carried out to discover if there was any correla-
tion between the variables. Gender correlates with chronotype, with a cor-
relation coefficient of 0.159. This correlation is positive but relatively weak.
Age correlates with chronotype, with a correlation coefficient of 0.038. This
correlation is positive but very weak. ESLVA correlates with chronotype,
with a correlation coefficient of 0.434. This correlation is positive and mod-
erate in strength. MSLVA correlates with chronotype, with a correlation co-
efficient of -0.671. This correlation is negative and relatively strong.
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Frequency Percent Valid Percent Cumulative percent

Valid

2 3 5.8 5.8 5.8

3 16 30.8 30.8 36.5

4 17 32.7 32.7 69.2

5 12 23.1 23.1 92.3

6 4 7.7 7.7 100

Total 52 100 100



Discussion

The results show a link between chronotype and vocabulary learn-
ing, with substantial differences in vocabulary acquisition across the two
groups at different times of day. This is contrary to earlier research by De
Bot (2013) and De Bot and Fang (2017), which did not discover statisti-
cally significant differences between the groups. However, the results do
agree with Deli (2020), who found a substantial correlation between
chronotype and vocabulary acquisition.

The results indicated that ET learners fared better in the evening,
whereas MT learners did better on vocabulary-related activities in the
morning. This demonstrates a favorable association between learners’
chronotype and their success in learning and remembering language,
which is consistent with the first study question and hypothesis. When it
came to vocabulary acquisition, MT students performed better in the
morning than ET students did in the evening. The association between
chronotype (an independent variable) and second language vocabulary
acquisition (a dependent variable) was further supported by the paired
samples t-test and independent samples t-test. The second hypothesis,
that MT learners acquire and retain vocabulary more efficiently, is sup-
ported by the data, which also showed that MT learners’ vocabulary ac-
quisition was superior to that of ET learners.

It is crucial to recognize that there may be a number of explanations
for the discrepancies between the results of the present research and
those of De Bot (2013) and De Bot and Fang (2017), including variations in
sample characteristics, assessment methods, or educational environments.
The motivation, aptitude, and learning techniques of each individual
learner affect the multidimensional process of language acquisition. These
elements may interact with chronotype to influence the results of lan-
guage learning. The complex interactions between these variables and
their overall impact on acquiring vocabulary in a second language call for
further investigation.

The results of this study emphasize the practical value of language
learning. Educators may maximize the results of vocabulary acquisition

383Morad Kasmi
The impact of chronotype on second language vocabulary acquisition: 

Insights into timing and learning efficiency
(pp. 371–389) 

e- ISSN
 2543-8409



by considering their students’ chronotypes and coordinating instruction
with their biological cycles. It may be more effective to adapt teaching
methods to each learner’s preferred alertness and productivity windows.
Language instructors may also use these data to customize their lessons
and improve the efficacy of their education.

This research adds to our understanding of the relationship be-
tween chronotype and the learning of vocabulary in a second language.
The findings show that a student’s chronotype affects how well they 
acquire and remember language, with MT students showing greater re-
sults in the morning and ET students showing improved performance
in the evening. These results show the possibility for customized tech-
niques to maximize vocabulary acquisition and emphasize the need to
take individual learner variations, such as chronotype, into account
when planning language education. Further study is required to better
understand the intricate interactions among the factors affecting lan-
guage learning outcomes and to develop comprehensive instructional
techniques.

Conclusion

The purpose of this research was to look at how chronotype relates
to learning vocabulary in a second language. By addressing a gap in the
literature about the influence of chronotype on language learning out-
comes, the results add to the current body of knowledge. The study in-
vestigated timing effects on vocabulary training, performance variations
between larks and owls, and the statistical link between chronotype and
second language vocabulary learning.

This research has also shown that time is very important in vocabu-
lary learning. When taught in the morning, morning learners performed
better, whereas evening learners performed better when taught in the
evening. These results highlight the importance of considering individ-
ual chronotypes when language instructors create instructional tech-
niques and enhance language learning outcomes.

384 Morad Kasmi
The impact of chronotype on second language vocabulary acquisition: 
Insights into timing and learning efficiency
(pp. 371–389) 

e-
 IS

SN
 2

54
3-

84
09



The findings lend credence to the idea that, in order to adapt to
learners’ specific needs and maximize their potential, individual variables
should be taken into consideration. Teachers may better meet their stu-
dents’ requirements and preferences by adapting their lesson plans to in-
corporate knowledge of chronotypes, thereby helping students acquire
more terminology.

It is important to highlight that earlier research in this area has pro-
duced inconsistent results. However, this study adds to the growing body
of research that indicates a strong connection between chronotype and
the learning of vocabulary in a second language. By using sound research
techniques and statistical analysis, this work offers important insights into
the role of chronotype in language acquisition.

In summary, the present findings support the hypothesis that sec-
ond language vocabulary acquisition and chronotype are related. Learn-
ing vocabulary is more advantageous for morning learners, especially in
the morning, whereas evening learners do best at night. It is advised that
further research be conducted in this area to examine other variables and
discover how chronotype affects other facets of language acquisition.

Implications and recommendations

The results of this research have a number of significant ramifications
for SLA theory and practice. First, the established link between chrono-
type and second language vocabulary acquisition emphasizes the need
to consider individual variations when developing language learning cur-
ricula. The effectiveness and personalization of techniques may be im-
proved by considering the learners’ chronotypes, eventually improving
language acquisition results.

While earlier studies recognized the importance of factors such as
ability, motivation, and learning techniques on language learning results,
the significance of chronotype has generally been disregarded. This study
contributes to the growing body of data demonstrating the significance
of individual chronotype as a variable in SLA research and instruction.
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These results have practical ramifications for educators and language
instructors. Education professionals may tailor their teaching strategies to
students’ peak hours of attentiveness and productivity by identifying and
adapting to their chronotypes. For instance, early morning learners (larks)
may benefit from vocabulary education, although late evening learners
(owls) may do better. This specialized kind of training has the potential to
improve students’ motivation, engagement, and overall experience learn-
ing a language. Teachers should also strategically organize and schedule
language-related activities and evaluations by knowing how chronotype af-
fects vocabulary learning. By leveraging learners’ cognitive resources and
maximizing their vocabulary learning potential, judgments can be made
about the sequencing and distribution of exercises throughout the day.

The results also have significance for the creation and development
of tools and programs for technology-assisted language learning (TALL).
TALL platforms can accommodate learners’ chronotypes, offering vocab-
ulary training materials and activities at the most suitable times de-
pending on personal preferences. TALL systems can also provide
customized and adaptive language learning experiences that suit learn-
ers’ individual traits and enhance their vocabulary acquisition results by
using technical developments and incorporating information about
chronotypes.

It is important to note that the current research focused specifically
on the relationship between chronotype and the acquisition of vocabu-
lary in second languages. The consequences, however, go beyond ac-
quiring vocabulary and may be applied to other facets of language
learning, including grammar, phonetics, and pragmatics. Future research
should examine how chronotype affects such linguistic elements to ob-
tain a more thorough understanding of its significance in SLA.

Finally, the results have important ramifications for SLA theory and
practice. Educators can achieve both the implementation of focused in-
structional techniques and the optimization of language learning out-
comes by identifying the link between chronotype and the acquisition
of second language vocabulary. This research adds to the body of knowl-
edge about individual variations in SLA, highlighting the significance 
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of considering learners’ chronotypes in language education and in the
creation of individualized learning strategies. This study paves the way
for future research on chronotype’s impact on numerous facets of lan-
guage learning, as well as the use of chronotype-aware technology in
classroom settings.
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Abstract
Research objectives (aims) and problem(s): Reading is a skill that
Homo sapiens has acquired over the last 10,000 years. Over the past 30
years, digital tools and media have profoundly transformed this ex-
clusively human activity. This scoping review aims to understand how
these new media have affected reading processes and whether they
have transformed the cognitive and educational outcomes associated
with reading.

Research methods: This article analyzes recent literature on reading,
focusing on articles and research from the last 15 years. The method-
ology is based on a scoping review of peer-reviewed studies, meta-
analyses, and empirical research examining paper versus digital
reading. The point of view is neuroscientific and, based strictly on the
most recent experimental data, attempts to offer new analytical tools
for educational interventions.

Process of argumentation: For the sake of brevity, the topics of night-
time rest, implications of using smartphones in the evening, and the
relationship with gaming have not been addressed. The article ex-
plores measurements of oral reading fluency to monitor learning
progress; the effects of reading support on visual patterns, reading
performance, and attitudes; self-regulated learning and metacogni-
tive processes; and the relationship between digital/paper reading,
memory, and attention.

Research findings and their impact on the development of educa-
tional sciences: The findings highlight essential aspects that must be
taken into consideration in educational processes, particularly how
digital versus paper reading modulates memory, attention, and
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metacognitive self-regulation. These results offer new analytical tools for de-
signing evidence-based educational interventions that account for the cognitive
transformations induced by digital media.

Conclusions and/or recommendations: The review concludes that digital media
have significantly transformed reading processes, with measurable effects on
cognitive and educational outcomes. It recommends that educational practices
integrate awareness of these differences, promoting a balanced use of digital
and paper-based reading in line with specific learning goals. Underexplored
areas, such as the impact of digital reading on sleep and evening device use, war-
rant further investigation.

The problems of transferring massive amounts of information 
between brains with different structures are not insurmountable. How-

ever, existing techniques for accomplishing this task 
may still ultimately prove to be the most effective. 

One of the most recent and advanced examples of these 
techniques is in your hands right now.

(Hofstadter & Dennett, 1981)

Introduction

Reading is not only a process of decoding communication expressed
in written form; it also presupposes the translation of visual (graphic) sym-
bols into the verbal (articulatory) system. Precisely for this reason, one
can justifiably assume that this process also includes in its organization el-
ements of codification of communication. Therefore, basing ourselves on
the constant possibility of using an integer information of communica-
tion (text), avoiding that the process takes place at the level of traces,
which in the patient are particularly compromised (as evidenced by the
repetition tests), we have the possibility of highlighting more precisely
those phenomena of pathological inertia and inability to inhibit the emer-
gence of secondary connections that we can observe in some experi-
ments only in a limited way (Lurija, 1975).
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The primary purpose of this article is to investigate the neurocog-
nitive and educational differences between reading on paper and read-
ing on screen. Specifically, the review addresses the following research
questions: How do paper-based and screen-based reading compare in
terms of oral reading fluency, visual patterns, and reading performance?
What role do self-regulated learning (SRL) and metacognitive processes
play in mediating the effects of the reading medium? How do memory
and attentional processes differ between paper and digital reading?
What are the practical implications of these differences for educational
interventions? 

Numerous studies have shown how reading on paper and on a screen
differ in terms of cognitive and behavioural aspects, such as eye move-
ment (Köpper et al., 2016; Zambarbieri & Carniglia, 2012), reading com-
prehension (Singer & Alexander, 2017), and attitudes (Eijansantos et al.,
2020). However, there are conflicting results on whether it is preferable to
read on paper or a screen. Some studies reported increased reading time
(Liu 2005) and lower comprehension scores (Mangen et al., 2013; Støle
et al., 2020) when reading on a screen compared to reading on paper.
Other studies reported that reading comprehension and reading time
are similar (Hermena et al., 2017; Sage et al., 2019; Singer & Alexander,
2017). A consensus on these differences has not yet been reached. 

One possible reason for this disagreement is that numerous factors
influence the reading experience. Reading is a multifaceted process, in-
fluenced by word recognition, reading strategies, comprehension, and
reader motivation (McLaughlin, 2012); therefore, different reading media
have different advantages. Dillon (1992) argued that examining the dif-
ferences of one or a few factors between reading on screen and read-
ing in print is insufficient. Keller (2012) suggested five aspects of reading
that should be taken into consideration when comparing reading in
print and on screen. These include physical and attitudinal factors, such
as eye fatigue and sensations, and performance factors, such as reading
comprehension. 
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Oral reading fluency

Teachers use oral reading fluency (ORF) measurements to monitor
progress in learning to read and adapt instruction to students’ individual
needs. In ORF measurements, the child reads single syllables, words, or
short passages aloud, and the teacher assesses in parallel where the
child makes a mistake. Since administering ORF measurements on paper
requires more effort on the part of teachers, computer-based adminis-
tration is available. However, there are still doubts about the compara-
bility of paper-based and computer-based testing methods (Jungjohann
et al., 2023). 

Few empirical studies have examined the differences in equivalence
between computer-based and paper-based CBM for students (curricu-
lum-based measurements are used for the early identification of students
at high risk of severe learning difficulties). Predominantly, studies exam-
ine test formats in which students complete digital and analogue tasks in-
dependently and in groups. Many studies report significantly lower total
scores on digital tests, concluding that the test formats are not compa-
rable (Aspiranti et al., 2020; Bennett et al., 2008; Hensley et al., 2016;
Seifert & Paleczek, 2022; Støle et al., 2020). 

Schaffer Seits (2013) examined mode effects in ORFs based on
whether reading texts were shown to students on paper or on the com-
puter screen. Measured by total score, students read significantly more
correct words in one minute on paper than on the screen. However, in
both test modes, reading errors were documented manually by the ad-
ministrator. This means that the assessment methods were identical for
both computer-based and paper-based testing. Studies on the mode ef-
fect of summative reading assessments support Schaffer Seits’ hypothe-
sis that students read faster on paper and extend it to the conclusion that
reading accuracy is lower on the computer (Lenhard et al., 2017).

Jungjohann and colleagues (2023) found that students showed sig-
nificantly higher reading speed on the paper test, while no differences in
reading accuracy were observed. The results confirm that there are no
differences in item performance between the computerized and paper
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versions. Both values, the sum of the scores and the percentage of cor-
rect reading, can be used and compared in practice. However, before the
total scores of the different test modes can be interpreted together, 
the difference in mean values must be taken into account. 

In cross-sectional comparisons, both test modes can be used for re-
search and teaching purposes, as they are reliable and valid. Teachers are
already familiar with paper-based methods, and the comparability with
other paper-based tests is greater. Computer-based tests offer automatic
scoring and allow remote administration, reducing the teacher’s workload.
For school practice in particular, it is recommended to collect and evaluate
data using only a single test form, as differences in the sum of scores of sev-
eral test forms may vary for each individual child. Comparability in practice
could be ensured by a parallel measurement with both test forms at the
same time with subsequent compensation of the values. The results 
support the use of both test modes and, consequently, teachers should 
be trained in the use of both computer-based and paper-based tests.

The effects of reading support on visual patterns

As readers become increasingly familiar with reading on screen due
to the proliferation of digital devices, the understanding of the impact of
the medium on reading activity is also increasing. Jeong and Gweon
(2021) examined the effects of reading medium (print or digital) on read-
ers’ visual patterns, reading performance and reading attitudes. The ex-
perimental results revealed that, in terms of visual patterns, readers
showed shorter fixation durations and a higher number of fixations when
reading in print than when reading on a screen. Reading performance,
as measured by reading comprehension and reading time, was equiva-
lent across all three media (paper, tablets, computers). However, in terms
of reading attitudes, readers reported higher levels of perceived com-
prehension, perceived confidence, and perceived immersion and lower
levels of perceived fatigue when reading a printed text than when read-
ing from a device. 
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While the performance gap between reading in print and on screen
is narrowing, printed text may still be the preferred reading mode. The au-
thors concluded that readers’ performance was not negatively affected by
the medium, probably due to their familiarity with digital devices. How-
ever, providing readers with a printed text might be the best solution in 
a learning environment, because readers have a more positive attitude 
towards print than towards digital devices (Jeong & Gweon, 2021). 

The digital devices selected for use in Jeong and Gweon’s study are
commonly used for reading, and the insights gained explain how they dif-
fer from paper. Previous studies have focused on reading electronic re-
sources from a computer and e-book environment. This study, on the
other hand, focused on the comparison between printed paper and text
on tablets or computers, which are increasingly used for reading, includ-
ing for educational purposes (Jones & Brown, 2011; Siegenthaler et al.,
2011). These data reinforce previous research on readers’ visual patterns
across different media. The results of the eye movement analysis indicate
that screen reading is associated with higher cognitive load and skimming,
which may prevent readers from reading in depth (Destefano & Lefevre,
2007; Hillesund, 2010). 

Self-regulated learning and metacognitive processes

Self-regulated learning (SRL) and metacognitive processes are im-
portant in education because they contribute to effective learning and
better school performance. Synthesizing the results of recent meta-analy-
ses, Delgado et al. (2018) compared paper-based and digital reading for
children and adults and highlighted the digital inferiority of the computer
medium in fostering reading comprehension and learning tasks. Similarly,
Clinton (2019) conducted a meta-analysis of 33 studies published be-
tween 2008 and 2018 that examined paper-based versus screen-based
reading among children and adults. The results suggest that reading on
paper is a more efficient way to comprehend material and improve test
performance than reading on screen. 
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Furenes et al. (2021) also conducted a meta-analysis of 39 studies 
on paper and digital reading in children aged 1–8 years. Their results
confirmed previous findings that showed lower comprehension rates 
in digital reading than in paper-based reading. However, the authors
stated that digital reading that contained visual cues and story vocabu-
lary outperformed paper reading. Latini and Bråten (2022) conducted 
a study with a sample of 116 Norwegian university students on reading
informational texts on tablets versus on paper. Taken together, these
meta-analyses consistently indicate a disadvantage for digital reading
in comprehension outcomes, although specific features (e.g., visual cues)
can mitigate this gap.

Sergi et al. (2023) examined the presence and use of metacognitive
processes among primary school students while completing computer-
and paper-based reading tasks. The study showed that students were
more likely to apply metacognitive SRL skills when reading on paper than
when reading on the computer. Students showed greater planning in
the paper-based condition than in the computer-based condition, but
their behaviours and responses differed between school grades. Ele-
mentary students applied more types of planning and control processes
in the paper-based condition and demonstrated monitoring and evalu-
ation processes in both conditions. These results suggest that the use of
prior information, the integration of multimedia and verbal cues, and the
level of comfort with the reading medium influence students’ SRL deci-
sion-making.

The learning process involves reaching conclusions through self-re-
flection and self-regulation strategies (Groß, 2021); these processes are
also essential in reading comprehension (Earle et al., 2020; Qi, 2021). The
most appropriate way for students to extract meaning while reading is
through the conscious and controlled use of reading strategies, which re-
quires a certain degree of metacognitive skills (Koutsouraki, 2020; Press-
ley & Afflerbach, 1995). In particular, reading comprehension is associated
with increased SRL practices (Chen, 2009; Chen et al., 2019). Supports
with ‘scaffolding’ have been positively associated with SRL processes and
metacognitive strategies in computer-based educational environments
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(Serrano et al., 2018; Vidal-Abarca et al., 2010). Past research has shown
that scaffolding strategies in online environments can enhance metacog-
nitive skills in sixth-grade students, which depend on the use of prior
knowledge in ninth-grade students (Bulu & Pedersen, 2012; Roussel, 2011). 

Previous research has consistently shown that planning effects are
present in older students (middle school, high school, and college stu-
dents) during both computer-based and paper-based reading tasks
(Follmer & Sperling, 2019; Manlove et al., 2007). Elementary students, on
the other hand, were not found to use planning processes when using elec-
tronic media (Muis et al., 2015, 2016), which may be attributed to differ-
ences between task and medium. The results suggest that students apply
planning to purposefully set learning goals and use strategies to achieve
them. This is more evident in paper-based than computer-based reading
tasks, as students may be more accustomed to organizing and complet-
ing paper-based tasks (Greene et al., 2010; Kuisma & Nokelainen, 2018).

The combination of current and past results indicates that planning,
monitoring, control and evaluation develop during the primary school
years, and this is slightly more evident in paper-based reading tasks than
in computer-based ones. These findings broaden theoretical perspectives
on SRL and metacognition: primary school students exposed to computer-
based reading tasks show emerging self-regulatory and metacognitive
traits as early as second grade, as well as increased strategy and flexibility
in the upper grades. The multidimensional aspect of metacognition in-
cludes interconnected thinking processes and regulation skills, such as
planning, monitoring and evaluation, which motivate students and im-
prove academic performance (Brown et al., 1981; Flavell, 1979; Pintrich 
& de Groot, 1990). 

Thus, it appears that primary school students have the potential to
apply metacognitive regulatory strategies across reading media. Planning,
monitoring, control, and evaluation are strategies to address reading de-
ficiencies during computer-based and paper-based reading assignments
across all school grades. 
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Digital/paper reading, memory, and attention

The reading system is always the same, but its interactions with other
cognitive functions (e.g., memory and attention) change, which means
the result can differ (Dehaene, 2009). When reading on a screen, one is
often confronted with a continuous bombardment of unrelated infor-
mation, such as advertising banners. Whenever a change occurs in the
visual scene, our brain has to pay attention to it. The attention system has
been shaped by millennia of natural evolution to automatically capture
sudden changes in the perceptual scenery: think of how many times our
ancestors must have saved themselves from predator attacks thanks to
their ability to immediately notice their appearance in the visual field.

Advertising exploits this automatic attention-directing mechanism,
and so the banners that constantly appear and disappear on Internet
pages are very effective in distracting us from the content we are reading.
The human attention system is very powerful and flexible, allowing us
to inhibit certain areas of our visual field. Accordingly, we can quickly 
refocus on our text after being distracted by the advertising message.
However, these mechanisms require cognitive and neural effort, which in-
evitably detracts from in-depth text comprehension and reading speed
(Crepaldi, 2020).

Even when the web pages we are reading are not overloaded with
advertisements, they almost always contain so-called ‘secondary content’:
a series of texts different from the main content of the page that are typ-
ically arranged graphically as a series of peripheral boxes. Think of online
newspapers that use these peripheral boxes for news related to the main
content. These boxes are typically less dynamic than banner ads, but in
any case, they distract our attention from the primary reading content
when our eye movements bring them into the visual field.

Any information overload, especially if secondary to the attentional
focus at a given moment, results in a distraction of attention, perhaps
very rapid and easily reversible, but still requiring cognitive and neural
effort to manage. In this respect, reading on screen is certainly less ef-
fective than reading on paper (Crepaldi, 2020).
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Another advantage of reading on paper comes from ‘spatial framing’.
Our memories often rely on the spatio-temporal context in which we ac-
quired them: our memory of a certain content is ‘anchored’, for instance,
at the point in the book where we read it, or at the top right-hand corner
of the page where it was contained. All these details of spatial context re-
inforce memory, placing the content in a ‘support network’ that helps 
us to acquire it, retain it for longer, and then retrieve it when we need it
(e.g., when the professor asks a question).

The paper text probably lends itself better to framing effects, mainly
because of its stability (electronic content changes) and the simplicity of
the frame itself (the defined space of the pages and the book, which con-
trasts with the avalanche of information we are subjected to on the web).

Finally, there is the experiential and emotional component of read-
ing. Here, multisensoriality, the integration of stimuli from the different
senses, plays a fundamental role. One certainly reads with one’s eyes, but
not only with them: reading on paper brings with it a much richer expe-
rience, where touching the pages and holding a book in one’s hands, or
smelling its scent, complements and enriches our understanding of the
text. This generates the feeling of having an experience closer to real life
in the physical world, where the five senses work together at all times
and integrate different information while referring to the same objects,
the same sensations (Dehaene, 2009). It is perhaps these elements that
generate the greatest sense of concentration when reading on paper. 

Conclusions

This scoping review set out to answer four research questions con-
cerning the neurocognitive and educational differences between paper
and digital reading. The main findings are as follows. Regarding ORF and
visual patterns, paper-based reading is associated with faster reading
speed and distinct eye movement patterns (shorter fixations, more fixa-
tions), although reading comprehension performance is often equivalent.
For SRL and metacognition, paper-based reading appears to facilitate
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greater use of planning, monitoring, and evaluation strategies, especially
in elementary students. In terms of memory and attention, paper reading
benefits from reduced attentional distractions, spatial framing effects,
and multisensory integration, which support deeper encoding. The prac-
tical implications for education include the need to train teachers in both
test modes, to consider paper for complex or lengthy texts requiring deep
study, and to design digital reading environments that incorporate scaf-
folding and reduce extraneous cognitive load. 

Electronic devices have led us to read much more often on screens
than on sheets of paper. What changes from a cognitive point of view?
Has the brain had to readapt and adjust its cognitive architecture? The
real distinction is between readers and non-readers, rather than between
paper readers and screen readers. In Italy, the ISTAT 2015 report indicates
that about 75% of paper readers report having surfed the Internet in the
last three months, compared to only half of non-readers (ISTAT, 2016). The
proportion of people who have read online or downloaded books and e-
books in the last three months increases as the number of paper books
in the home increases, peaking among those with a well-stocked home
library (> 200 books). This suggests that the most appropriate comparison
between reading on paper and on screen is qualitative rather than quan-
titative: the preference between the two formats depends on what is read
and for what purpose.

From the point of view of cognitive architecture, there is no reason
to believe that reading changes much, whether on paper or on a screen.
All processing stages are post-perceptual: they work on a type of infor-
mation that abstracts from the particular perceptual event that gener-
ated it. For example, the neural activation that specifically determines
the visual recognition of a word will be quite similar, whether it is read
in capital letters or handwritten in cursive. The sub-lexical reading path-
way (the one that serially translates individual graphemes into speech
sounds) and the lexical reading pathway (the one that translates the en-
tire word as a larger unit) will both be equally at work, regardless of the
format of the reading medium. Visual word recognition systems inter-
act dynamically with the cognitive system, and it is at this level that the
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neurocognitive differences between reading on paper and reading on 
a screen emerge.

However, these considerations should not be understood as a guar-
antee of better learning on paper: the fact that readers report greater effi-
ciency and concentration when using that format does not necessarily
mean they are learning better. Moreover, even cognitive phenomena
(such as spatial framing and frequent switching of visual attention) do
not necessarily lead to better learning. It is possible that readers – par-
ticularly younger readers, whose brains have had earlier exposure to
screen reading – have developed a remarkable adaptation to digital read-
ing, such that they are now able to learn information equally effectively
on paper and screen, or perhaps even more effectively on screen.

As far as text comprehension in general is concerned, the majority 
of experiments do not seem to find a particularly pronounced effect of
the medium: people learn equally well when reading on paper or on 
a screen. Neijens and Voorveld (2016) found that those who claim to be
digital readers do not actually show any differences in text comprehen-
sion across reading media. Conversely, those who report being paper read-
ers show slightly better learning scores in that format. Mangen et al. (2013)
found that a group of teenagers seemed to understand written texts on
paper better than on screen. Sparrow et al. (2011) showed that if new in-
formation read on a screen comes from an online search, the memory for
the keywords is typically better than for the content found. In other words,
the mechanism we typically use for online reading shifts our memory re-
sources to the ‘wrong place’, helping us to remember the process that led
us to obtain the information rather than the information itself. Ackerman
and Goldsmith (2011) found that screen readers tend to overestimate their
own performance, believing they have better learning than what can be
objectively measured. In contrast, paper-based readers do not seem to
show this phenomenon and are capable of more accurate self-assess-
ments. The authors interpreted these results as a consequence of the per-
ception of paper-based text as more conducive to in-depth study.

In summary, paper seems to be in a better position when it comes to
reading complex, long texts that require close attention and for which
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one wants to keep a longer-lasting (or at least explicit) memory. The
screen does not seem to perform worse in terms of memory or compre-
hension, but it is better suited to quick, more superficial reading, where
what counts is implicit rather than explicit learning. Certainly, a difference
in perceived effectiveness emerges, which does not therefore depend on
objective performance but on the subjective experience of reading; in
this respect, readers seem to prefer reading on paper for in-depth study.
Future research should systematically investigate how digital scaffolding
can compensate for the identified disadvantages of screen reading, par-
ticularly in educational contexts with younger readers.
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Abstract
Research objectives (aims) and problem(s): The research concepts
were developed based on Ulrich Beck’s theory of risk, Pierre Bourdieu’s
concept of cultural capital, and Paulo Freire’s concept of critical peda-
gogy. The research problem is formulated as follows: What concerns
do students at Kraków universities have about using artificial intelli-
gence while studying? It was assumed that they are related, in part, 
to dependence on technology, algorithmic flaws, and the potential 
replacement of humans by AI.

Research methods: The study was conducted between 20 January
and 20 March 2025, using the diagnostic survey method (CAWI) on 
a quota sample of 1,529 students, via the Google Forms platform. Fre-
quency analyses and descriptive statistics were applied.

Process of argumentation: The empirical findings were interpreted 
in relation to broader social and educational processes associated with
technological risk, digital inequalities, and critical approaches to AI 
in education.

Research findings and their impact on the development of educa-
tional sciences: Respondents rated their concerns using a five-point
Likert scale. The strongest concerns were related to the possibility of
AI replacing humans in professions such as teaching or translation
(30.1% selected level 5, the highest level of concern; 13.7% reported
no concern at all). High levels of concern were also recorded regarding
errors and imperfections in algorithms (level 4 – 24.6%, level 5 – 23.2%).
The results indicate a growing sense of social anxiety associated with
the increasing use of technology, particularly concerns related to the
loss of control over technological systems and the potential for tech-
nological dependency.

Students’ concerns about using AI 
in their studies
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Conclusions and/or recommendations: Literature analyses indicate a shortage
of empirical studies on students’ concerns regarding AI use in higher education
and highlight the need to promote informed, responsible AI use in academic en-
vironments. The study contributes to the emerging debate on AI-related risk per-
ception among university students and expands research on technological
inequalities in higher education.

Introduction 

Contemporary life increasingly revolves around artificial intelligence,
which is entering all areas of human activity. Higher education institu-
tions are thus becoming places not only for gaining knowledge but also
for managing technological risk. Despite the growing body of interna-
tional research on AI in higher education, limited attention has been paid
to students’ concerns regarding the social and educational consequences
of AI use in the context of Central and Eastern Europe.

International research demonstrates that artificial intelligence is
transforming higher education. AI-based tools, including generative 
systems such as ChatGPT, are becoming increasingly integrated into stu-
dents’ everyday academic practices, particularly in areas such as infor-
mation retrieval, text generation, language support, and personalised
learning (Holmes et al., 2022; Tlili et al., 2023). Researchers emphasise that
AI technologies may enhance educational accessibility and effectiveness
while simultaneously generating ethical, social, and pedagogical chal-
lenges. These challenges include issues related to academic integrity, the
weakening of independent and critical thinking, increasing dependence
on digital technologies, and the reproduction of educational inequalities 
(Kasneci et al., 2023; Selwyn, 2019).

AI-related anxiety among university students has become an in-
creasingly important area of contemporary educational research. Con-
cerns associated with artificial intelligence include excessive dependence
on technology, reduced independent thinking, algorithmic bias, automa-
tion of cognitive processes, and the possible replacement of human
labour in selected professions (Cotton et al., 2023; Rudolph et al., 2023).
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Researchers also point out that the growing presence of AI in academic
environments may weaken the development of critical reflexivity and pro-
mote reproductive rather than analytical models of learning (Luckin, 2018;
Selwyn, 2019). Although representatives of this generation are often de-
scribed as “digital natives,” recent studies indicate that high technological
exposure does not necessarily translate into critical digital competencies
or informed AI literacy (Prensky, 2001; Zawacki-Richter et al., 2019).

Artificial intelligence, despite its growing presence in academic and
public debate, poses serious theoretical and practical challenges in the
Polish context due to the lack of local research relating to its application
among young people. This study focuses on young adults aged 18–29
and analyses selected dimensions of AI-related concerns in higher edu-
cation, including fears related to labour market automation, algorith-
mic imperfections, technological dependence, and loss of control over
technology.

The rapid development of AI technologies in higher education may
also be interpreted through broader sociological theories concerning risk,
inequality, and access to resources. The growing importance of AI-related
competencies increasingly differentiates students in terms of techno-
logical skills, educational opportunities, and access to digital resources.
Consequently, artificial intelligence functions as an integral component
of educational processes. At the same time, the expanding presence of AI
technologies generates significant ethical, educational, and social con-
cerns related to critical thinking, technological dependency, and the 
reproduction of social and educational inequalities.

This study’s theoretical framework is based on Ulrich Beck’s theory 
of risk, Pierre Bourdieu’s concept of cultural capital, and Paulo Freire’s crit-
ical pedagogy approach applied in the context of education. Combin-
ing these theoretical perspectives enables a critical understanding of 
the challenges that AI poses to schools, universities, and broader educa-
tional policy.
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Conceptualisation of the research problem 

Artificial intelligence refers to computational systems capable of per-
forming tasks that typically require human cognitive abilities, including
learning, reasoning, decision-making, and natural language processing
(Russell & Norvig, 2021). The concept of artificial intelligence is commonly
associated with John McCarthy, who introduced the term in 1956, while
important contributions to the development of AI theory were also made
by Alan Turing and Marvin Minsky (Minsky, 1986).

Bourdieu’s concept of cultural capital focuses on the level of cul-
tural knowledge that allows access to and effective use of modern tech-
nologies, through access to and familiarity with technological tools in 
educational environments. The accumulation of high cultural capital 
in education leads to educational inequalities, such as disparities in the
ability to use AI tools, familiarity with their functionality, awareness of their
consequences, and understanding of underlying mechanisms and ma-
nipulation risks. Technological capital may thus become a new form of cul-
tural capital, where AI literacy becomes key to success and the further
development (conversion) of competencies among students and between
academic institutions. According to Bourdieu, capital should be under-
stood in dichotomous terms: as barriers to social mobility on the one hand
and as opportunities arising from social networks and the multiplica-
tion of competencies (capabilities) offered by one’s environment on the
other. Bourdieu argued that educational systems contribute to the repro-
duction of existing social inequalities by legitimising class-based differ-
ences through educational practices and cultural norms (Bourdieu, 2006; 
Bourdieu & Passeron, 2012. This perspective can be understood within
Bourdieu’s broader theory of social fields, where institutions operate 
according to specific structures, rules, and forms of capital that shape 
individuals’ positions and opportunities (Bourdieu & Wacquant, 2006). 
According to Turner (2012), Bourdieu linked habitus with class culture, 
suggesting that individuals occupying similar social positions tend to de-
velop comparable dispositions, perceptions, and patterns of behaviour
(Bourdieu, 2008, as cited in Turner, 2012). This perspective is particularly 
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relevant to the analysis of AI in higher education, as students’ ability to use
AI consciously and critically may depend on their previous educational 
experiences, social background, and access to technological resources.

Beck’s theory emphasises the continuous risks produced by tech-
nology, within which modern societies must function. These risks are gen-
erated by the very system of modernity, which, in the age of the “risk
society,” begins to threaten itself. They are, in his view, oversized side ef-
fects of scientific and technological progress – invisible, hard to control,
and often global in nature. They are uncontrollable due to the absence 
of institutions that can effectively oversee or prevent them (Beck, 2002,
pp. 72–84; Stankiewicz, 2008). The author identifies three characteristics
of risk: delocalisation, incalculability and non-compensability (Beck, 2002;
Beck, 2012). Life in a risk society is associated with chronic anxiety and 
a general sense of uncertainty, which is often pushed into the subcon-
scious but not always effectively (Hryniewicz, 2014, p. 14). AI in higher 
education introduces risks related to algorithmic errors, privacy loss, tech-
nological dependency, automated assessment, and the potential re-
placement of human labour in selected professional and educational
roles, such as teachers, translators, and tutors. Consequently, artificial 
intelligence may be understood not only as a technological innovation
but also as a source of broader social and educational risks.

The integration of Beck’s theory of the risk society and Bourdieu’s
concept of cultural capital suggests that modern education should pre-
pare students to use AI technologies consciously and critically by foster-
ing an understanding of both the opportunities and risks they entail. This
preparation remains closely linked to unequal levels of cultural and tech-
nological capital, as access to digital competencies and the ability to use
AI effectively are not equally distributed among students. An additional
perspective complementing this theoretical framework is Freire’s concept
of critical pedagogy (1970). In line with this concept, AI technologies 
in educational contexts should not replace independent thinking and 
reflective inquiry but foster the development of critical consciousness,
analytical competencies, and responsible participation in contemporary
digital society.
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Method 

This study examined the concerns students at Kraków universities
expressed about the use of artificial intelligence in the learning process.
It was assumed that students’ concerns may be associated with techno-
logical dependency, reduced control over cognitive and decision-mak-
ing processes, algorithmic errors, and the potential replacement of
human labour by AI systems. Additionally, the study aimed to identify
broader social and educational dimensions of AI-related risk perception
among university students and to formulate recommendations for re-
sponsible AI use in higher education.

The main dependent variable in the study was students’ concerns 
regarding the use of artificial intelligence in the learning process. The vari-
able was operationalised through four dimensions of AI-related risk per-
ception: concerns about the replacement of human labour by AI systems,
concerns related to algorithmic errors and imperfections, concerns re-
garding technological dependency, and concerns associated with reduced
control over cognitive and decision-making processes.

Concerns about the replacement of human labour referred to fears that
AI may replace humans in certain professions and educational roles, such as
teachers or translators. Concerns related to algorithmic imperfections re-
ferred to fears of errors, inaccuracies, and limitations in AI systems used 
in education. Technological dependency referred to concerns about exces-
sive reliance on AI tools in the learning process. Reduced control over cog-
nitive and decision-making processes referred to concerns that extensive
reliance on AI may weaken independent thinking and critical reflection. 

All variables were measured using a five-point Likert scale, where 
1 indicated no concern and 5 indicated a very high level of concern. The
grouping variables used in the analysis comprised gender, year of study,
and place of residence. Gender was analysed using three categories
(woman, man, and no response). Year of study was divided into seven cat-
egories corresponding to the respondents’ educational stage. Place of
residence included five categories reflecting the size and type of locality.
The collected data were analysed using Statistica 13.3 and Microsoft Excel.
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Frequency analyses and descriptive statistics, including mean, median,
and standard deviation, were applied. The analysis also included Pear-
son’s chi-square test and Cramér’s V coefficient. The study was conducted
between 20 January and 20 March 2025, using a computer-assisted web
interviewing (CAWI) survey administered via the Google Forms platform.

A quota sampling method was used. Based on the total number of
students at Kraków universities, obtained from the Public Information
Bulletins (BIP) of individual institutions, the overall number of students
in Kraków’s academic centres was estimated at approximately 135,000.
The population was divided into specific groups to determine quotas,
and 1.5% of students from each university were subsequently selected
for the study. After verifying their responses, 1,529 questionnaires quali-
fied for final analysis – each with a completion rate of around 95%. Due
to limitations of space, only the number of qualifying participants from
each Kraków university is listed below:

• Jagiellonian University – 458
• AGH University of Science and Technology – 230
• University of the Commission of National Education in Kraków – 230
• Hugo Kołłątaj University of Agriculture in Kraków – 78
• Tadeusz Kościuszko Cracow University of Technology – 139
• Andrzej Frycz Modrzewski Krakow University – 108
• Cracow University of Economics – 185
• Jan Matejko Academy of Fine Arts in Kraków – 16
• Pontifical University of John Paul II in Kraków – 40
• Ignatianum Academy in Kraków – 45 

Quotas were established based on respondents’ gender, year of
study, and place of residence. Respondents were recruited through in-
stitutional communication channels, academic networks, and online stu-
dent communities. Due to the sampling procedure, which included only
students from Kraków universities, the findings cannot be generalised 
to the entire population of students in Poland. Nevertheless, the study
makes it possible to identify significant relationships and trends.
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Analysis of collected data: Student concerns

The analysis focused on four main dimensions of AI-related risk per-
ception among university students: concerns about labour market au-
tomation, algorithmic imperfections, technological dependency, and loss
of control over technology.

Table 1. Students’ concerns regarding the replacement of 

human labour by AI systems

Table 1 presents the distribution of students’ concerns regarding the
replacement of human labour by AI systems in selected professions and
educational roles, such as teachers, translators, and language instructors.
A relatively high proportion of respondents expressed elevated levels of
concern in this area. The largest group of surveyed students selected the
highest level of concern (30.1%), while only 13.7% declared no concern.
The average level of concern was moderate (M = 3.37; Me = 3.00; SD =
1.41), suggesting that fears related to labour market automation consti-
tute an important dimension of AI-related risk perception among stu-
dents at Kraków universities.
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Response N %

1 209 13.67%

2 231 15.11%

3 324 21.19%

4 289 18.90%

5 460 30.09%

No answer 16 1.05%

Total 1529 100.00%



Table 2. Relationships between socio-demographic variables 

and concerns regarding the replacement of human labour by AI systems

χ2 = Pearson’s chi-square test; Cramér’s V = effect size coefficient. 

The analysis revealed statistically significant relationships between
concerns regarding labour market automation and all analysed socio-de-
mographic variables (p < .001) (Table 2). The strongest association was
observed for year of study (Cramér’s V = 0.14), suggesting that educational
experience may influence students’ perceptions of AI-related labour mar-
ket risks. Higher levels of concern were more frequently observed among
students in advanced stages of education and among respondents from
smaller towns and rural areas. 

From the perspective of Beck’s theory of the risk society, these find-
ings can be interpreted as broader anxieties associated with technologi-
cal transformation and the growing automation of social and professional
life. Differences associated with place of residence may indicate unequal
access to technological and educational resources, corresponding with
Bourdieu’s concept of the reproduction of social inequalities through cul-
tural capital, while also influencing the critical use of AI technologies in
the learning process.

Concerns related to errors and imperfections in AI algorithms con-
stituted another important dimension of students’ technological anxiety
in educational settings.
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Variable χ2 p-value Cramér’s V

Gender 53.39 p < .001 0.13

Year of study 151.50 p < .001 0.14

Place of residence 46.58 p < .001 0.09



Table 3. Students’ concerns regarding errors 

and imperfections in AI algorithms

As shown in Table 3, responses were concentrated primarily in the
higher categories of the scale, with 24.6% selecting level 4 and 23.2% se-
lecting level 5. The average level of concern remained moderate (M =
3.33; Me = 3.00; SD = 1.30), suggesting that the reliability of AI-based sys-
tems is perceived as a significant challenge in higher education.

Table 4. Relationships between socio-demographic variables 

and concerns regarding errors and imperfections in AI algorithms

χ2 = Pearson’s chi-square test; Cramér’s V = effect size coefficient.

The statistical analysis demonstrated significant relationships be-
tween the analysed variable and all socio-demographic characteristics in-
cluded in the study (Table 4). Although the effect sizes measured by
Cramér’s V were weak, the results indicate that perceptions of risks related
to algorithmic imperfections differ depending on students’ educational
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Response N %

1 165 10.8%

2 259 16.9%

3 351 23.0%

4 376 24.6%

5 355 23.2%

No answer 23 1.5%

Total 1529 100.0%

Variable χ2 p-value Cramér’s V

Gender 32.35 p < .001 0.10

Year of study 102.96 p < .001 0.12

Place of residence 86.73 p < .001 0.12



experiences and social backgrounds. Higher levels of concern were par-
ticularly evident among students in more advanced years of study and
among respondents from smaller towns and rural areas. These findings
may be interpreted through the lens of Beck’s risk society theory, ac-
cording to which technological modernisation generates new forms of
uncertainty and anxiety associated with automation and algorithmic 
decision-making.

Another important dimension of AI-related risk perception con-
cerned fears associated with excessive dependence on technology in ed-
ucational and everyday functioning.

Table 5. Students’ concerns regarding technology dependence 

associated with AI use

The data analysis indicates that the largest proportion of respon-
dents reported the highest level of concern (27.7%) (Table 5). The average
level of concern remained moderate (M = 3.18; Me = 3.00; SD = 1.48), 
suggesting that technological dependency constitutes an important di-
mension of AI-related risk perception among the surveyed students.
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Response N %

1 290 19.0%

2 258 16.9%

3 278 18.2%

4 261 17.1%

5 424 27.7%

No answer 18 1.2%

Total 1529 100.0%



Table 6. Relationships between socio-demographic variables 

and concerns regarding technology dependence associated with AI use

χ2 = Pearson’s chi-square test; Cramér’s V = effect size coefficient. 

The data presented in Table 6 indicate statistically significant rela-
tionships between concerns regarding technological dependency and
all analysed socio-demographic variables (p < .001). Although the effect
sizes measured by Cramér’s V remained weak, higher levels of concern
were more frequently observed among students in advanced stages of
education and among respondents from smaller towns and rural areas.

From the perspective of Beck’s theory of the risk society, these find-
ings may reflect broader concerns associated with increasing dependence
on technological systems and the diminishing autonomy of individuals
in highly technologised digital environments. The results also corre-
spond with critical approaches to educational technologies, which em-
phasise that excessive reliance on digital tools may weaken students’ au-
tonomy and reduce their engagement in reflective learning processes
(Selwyn, 2019).

Concerns regarding the loss of control over technology reflected
broader anxieties associated with the growing autonomy of AI systems
and their increasing role in educational and everyday decision-making
processes.
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Variable χ2 p-value Cramér’s V

Gender 55.85 p < .001 0.14

Year of study 151.50 p < .001 0.14

Place of residence 83.52 p < .001 0.12



Table 7. Students’ concerns regarding loss of control 

over technology associated with AI use

The respondents’ answers were concentrated primarily around the
middle and higher levels of the scale. Nearly one quarter of respondents
(24.9%) indicated a moderate level of concern, while 22.1% reported 
the highest level of anxiety. These findings suggest that the surveyed 
students perceive the growing autonomy of technological systems as 
a significant social and educational challenge.

Table 8. Relationships between socio-demographic variables and 

concerns regarding loss of control over technology associated with AI use

χ2 = Pearson’s chi-square test; Cramér’s V = effect size coefficient. 

Consistent with the previous analyses, statistically significant rela-
tionships were identified between the analysed variable and all socio-
demographic characteristics (p < .001). The strongest association was 
observed for year of study (Cramér’s V = 0.16), which may suggest, similarly
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Response N %

1 203 13.3%

2 301 19.7%

3 381 24.9%

4 299 19.6%

5 338 22.1%

No answer 7 0.5%

Total 1529 100.0%

Variable χ2 p-value Cramér’s V

Gender 27.54 p < .001 0.09

Year of study 202.62 p < .001 0.16

Place of residence 58.46 p < .001 0.10



to the preceding findings, that academic experience and the extent of
prior engagement with digital technologies influence students’ percep-
tions of technological control and autonomy. 

These findings may reflect broader socio-pedagogical tensions as-
sociated with the growing autonomy of AI systems and the changing role
of human agency in educational environments. In line with critical ap-
proaches to educational technologies, concerns regarding loss of control
may indicate fears related to reduced autonomy and increasing depend-
ence on automated systems in learning processes. 

Conclusions 

The analysis of data concerning the concerns of students at Kraków
universities indicates that perceptions of artificial intelligence extend 
beyond purely technological issues and reflect broader social and edu-
cational transformations associated with the growing presence of AI in
higher education. The analysed dimensions of concern suggest that arti-
ficial intelligence is perceived by respondents as a source of both oppor-
tunity and uncertainty.

The findings revealed statistically significant relationships between
AI-related concerns and socio-demographic variables, particularly year
of study and place of residence. Higher levels of concern among students
from smaller towns and rural areas may indicate inequalities in access to
digital competencies and technological resources. Simultaneously, stu-
dents in more advanced stages of education demonstrated greater
awareness of the potential social and educational consequences of arti-
ficial intelligence.

The results may be interpreted through Beck’s theory of the risk 
society, according to which technological modernisation generates new
forms of uncertainty shaping contemporary social life. At the same time,
the observed differences correspond with Bourdieu’s concept of cul-
tural capital, suggesting that the ability to critically engage with AI tech-
nologies is becoming an increasingly important educational and social 
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resource. From the perspective of Freire’s critical pedagogy, the findings
highlight the growing importance of critical digital literacy, reflective
thinking, and responsible participation in digital environments. Artificial
intelligence may support educational processes; however, its implemen-
tation should reinforce rather than replace students’ autonomy, critical
thinking, and independent intellectual engagement, thereby promoting
reflective learning instead of the passive reproduction of content gener-
ated by AI systems.

The observed differences in perceptions of AI among the surveyed
students may reflect broader social tensions concerning the relationship
between individual autonomy and increasing dependence on digital
technologies, as well as between individual agency and the systemic in-
fluence of automated technological solutions. The findings suggest that
gender, place of residence, and level of education constitute significant
factors differentiating the ways in which artificial intelligence is inter-
preted and evaluated.

Educational implications and best practices 

The findings suggest that artificial intelligence is emerging not only
as a tool supporting educational processes but also as a significant factor
shaping the functioning of contemporary higher education and influ-
encing perceptions of technological risk. It creates both opportunities
and challenges, particularly in relation to equal access to education, crit-
ical thinking, and digital competencies. The integration of AI into educa-
tion should therefore be based on the principles of transparency,
responsibility, and equal opportunity.

Drawing on Bourdieu’s theory, Monika Adamczyk (2015, p. 14) em-
phasises that the educational system plays a crucial role in the repro-
duction of social inequalities through symbolic practices, authority, and
pedagogical work. In this context, the implementation of AI technologies
requires reflection on their potential influence on social structures, edu-
cational inequalities, and access to cultural and technological capital.
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However, in light of Freire’s concept of critical pedagogy (1970), AI should
not replace human intellectual activity but rather support the develop-
ment of analytical, interpretative, and reflective competencies necessary
for responsible functioning within contemporary digital societies. From
the perspective of critical pedagogy, education should strengthen indi-
vidual autonomy, foster critical thinking about technology, and promote
reflective engagement in learning processes.

The findings indicate that place of residence, particularly smaller
towns and rural areas, may influence perceptions of AI, its role in educa-
tion, and concerns associated with technological transformation. These
differences may reflect unequal access to digital competencies and tech-
nological resources. These findings remain consistent with Bourdieu’s con-
cept of cultural capital and with studies emphasising that AI may reinforce
existing educational inequalities rather than reduce them (Bulathwela 
et al., 2024; Zawacki-Richter et al., 2019). Consequently, students should be
prepared not only for the technical use of AI tools but also for their critical,
ethical, and responsible application. Although artificial intelligence may
support learning processes through content personalisation, progress
monitoring, and learning-support systems, excessive dependence on au-
tomated technologies may simultaneously weaken students’ autonomy
and limit the relational dimension of education.

With regard to critical thinking, the findings align with studies indi-
cating that the growing presence of AI in education may weaken the de-
velopment of critical thinking and reflective learning, particularly when
reliance on generative tools is excessive (Kasneci et al., 2023; Selwyn, 2019).
Similar conclusions concerning the weakening of independent and re-
flective learning have also been presented by Luckin (2018), who empha-
sised that the development of AI in education requires the simultaneous
strengthening of critical thinking competencies and students’ conscious
engagement in learning processes. From the perspective of Freire’s critical
pedagogy, education should strengthen students’ autonomy and their 
capacity to critically evaluate content generated by AI systems.

The students’ concerns regarding labour market automation, loss 
of control over technology, and dependence on AI may be interpreted 
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in light of Beck’s theory of the risk society. Similar tendencies have also
been identified in studies on AI anxiety and perceptions of risks asso-
ciated with the automation of educational and professional processes 
(Cotton et al., 2023). Fears related to the replacement of humans by AI
systems in certain professions, such as teachers, translators, and tutors,
remain consistent with earlier research indicating a growing sense of un-
certainty associated with the automation of work based on cognitive and
linguistic competencies (Łukasik, 2024). At the same time, researchers
emphasise that AI more often leads to the transformation and redefini-
tion of professional roles than to the complete elimination of human
labour (Chan & Tsi, 2023).

Artificial intelligence is both an opportunity and a potential threat to
contemporary education, a finding confirmed by this study. The surveyed
students perceive AI simultaneously as a tool supporting the learning
process and as a source of potential educational and social risks. Similar
conclusions were formulated by Kasneci et al. (2023), who indicated that
AI may enhance the effectiveness of education while simultaneously rais-
ing questions concerning cognitive autonomy, responsibility, and the
quality of the educational process. Future education requires a balanced
approach that combines technological innovation with the preservation
of the relational, humanistic, and social values that underpin education.
The observed tendencies also indicate a growing need for broader pub-
lic debate concerning the impact of artificial intelligence on education,
employment, and the professional identities of younger generations.

Funding: This research received no external funding.

Conflict of interest: The author declares that there is no conflict of interest.

425Mateusz Szast
Students’ concerns about using AI in their studies 

(pp. 409–427) 

e- ISSN
 2543-8409



References

Adamczyk, M. (2015). Kapitał kulturowy jako czynnik reprodukcji nierówności
społecznych w teorii Pierre’a Bourdieu [Cultural capital as a factor in the re-
production of social inequalities in Pierre Bourdieu’s theory]. In A. Kowalski
(Ed.), Przemiany społeczne we współczesnej Polsce i ich konsekwencje. Perspek-
tywa socjologiczna (pp. 13–30). Katolicki Uniwersytet Lubelski Jana Pawła II.

Beck, U. (2002). Społeczeństwo ryzyka. W drodze do innej nowoczesności [Risk so-
ciety: Towards a new modernity]. Scholar.

Beck, U. (2012). Światowe społeczeństwa ryzyka. W poszukiwaniu utraconego bez-
pieczeństwa [Global risk societies: In search of lost security]. Scholar.

Bourdieu, P. (2006). Dystynkcja: klasy i klasyfikacje [Distinction: classes and clas-
sifications]. In A. Jasińska-Kania, L. M. Nijakowski, J. Szacki, & M. Ziółkowski
(Eds.), Współczesne teorie socjologiczne, vol. 2 (pp. 634–650). Wydawnictwo
Naukowe Scholar.

Bourdieu P. (2008), Zmysł praktyczny [Practical reason]. Wydawnictwo Uniwer-
sytetu Jagielońskego.

Bourdieu P., & Passeron J. C. (1990). Reprodukcja. Elementy teorii systemu naucza-
nia [Reproduction: Elements of a theory of the education system]. Wydaw-
nictwo Naukowe PWN.

Bourdieu, P., & Wacquant, L. (2006). Logika pól [Field logic]. In A. Jasińska-Kania,
L. M. Nijakowski, J. Szacki, & M. Ziółkowski (Eds.), Współczesne teorie socjo-
logiczne, vol. 2 (pp. 651–662). Wydawnictwo Naukowe Scholar.

Bulathwela, S., Pérez-Ortiz, M., Holloway, C., Cukurova, M., & Shawe-Taylor, J. (2024).
Artificial intelligence alone will not democratise education: On educational
inequality, techno-solutionism and inclusive tools. Sustainability, 16(2), 781.
https://doi.org/10.3390/su16020781

Chan, C. K. Y., & Tsi, L. H. Y. (2024). The AI revolution in education: Will AI replace
or assist teachers in higher education? Studies in Educational Evaluation, 83,
101395. 
https://doi.org/10.1016/j.stueduc.2024.101395

Cotton, D., Cotton, P., & Shipway, R. (2023). Chatting and cheating: Ensuring aca-
demic integrity in the era of ChatGPT. Innovations in Education and Teaching
International, 61(2), 228–239. 
https://doi.org/10.1080/14703297.2023.2190148

Freire, P. (1970). Pedagogy of the oppressed. Continuum.

Holmes, W., Bialik, M., & Fadel, C. (2022). Artificial intelligence in education. Rout-
ledge.

Hryniewicz, J. T. (2014). Społeczeństwo ryzyka. teoria, model, analiza krytyczna [Risk
society: The theory, model, critical analysis]. Przegląd Socjologiczny, 2, 9–33.

426 Mateusz Szast
Students’ concerns about using AI in their studies 

(pp. 409–427) 

e-
 IS

SN
 2

54
3-

84
09



Kasneci, E., Seßler, K., Küchemann, S., Bannert, M., Dementieva, D., Fischer, F.,
Gasser, U., Groh, G., Günnemann, S., Hüllermeier, E., Krusche, S., Kutyniok, G.,
Michaeli, T., Nerdel, C., Pfeffer, J., Poquet, O., Sailer, M., Schmidt, A., Seidel, T.,
& Kasneci, G. (2023). ChatGPT for good? On opportunities and challenges of
large language models for education. Learning and Individual Differences,
103, 102274. 
https://doi.org/10.1016/j.lindif.2023.102274

Luckin, R. (2018). Machine learning and human intelligence: The future of education
for the 21st century. UCL Institute of Education Press.

Łukasik, M. (2024). The future of the translation profession in the era of artificial
intelligence: Survey results from Polish translators, translation trainers, and
students of translation. Lublin Studies in Modern Languages and Literature,
48(3), 25–39. 
https://doi.org/10.17951/lsmll.2024.48.3.25-39

Minsky, M. (1986). The society of mind. Touchstone.

Prensky, M. (2001). Digital natives, digital immigrants. On the Horizon, 9(5), 1–6.
https://doi.org/10.1108/10748120110424816

Rudolph, J., Tan, S., & Tan, S. H. (2023). ChatGPT: Bullshit spewer or the end of tra-
ditional assessments in higher education? Journal of Applied Learning and
Teaching, 6(1), 342–363.

Russell, S., & Norvig, P. (2021). Artificial intelligence: A modern approach (4th ed.).
Pearson.

Selwyn, N. (2019). Should robots replace teachers? AI and the future of education.
Polity Press.

Stankiewicz, P. (2008). W świecie ryzyka. Niekończąca się opowieść Ulricha Becka
[In a world of risk: Ulrich Beck’s never-ending story]. Studia Socjologiczne,
3(190), 117–134. 

Tlili, A., Shehata, B., Adarkwah, M. A., Bozkurt, A., Hickey, D. T., Huang, R., 
& Agyemang, B. (2023). What if the devil is my guardian angel: ChatGPT 
as a case study of using chatbots in education. Smart Learning Environ-
ments, 10, 15. 
https://doi.org/10.1186/s40561-023-00237-x

Turner J. H. (2012) Struktura teorii socjologicznej [The structure of sociological the-
ory]. Wydawnictwo Naukowe PWN.

Zawacki-Richter, O., Marín, V. I., Bond, M., & Gouverneur, F. (2019). Systematic re-
view of research on artificial intelligence applications in higher education. 
International Journal of Educational Technology in Higher Education, 16, 39.
https://doi.org/10.1186/s41239-019-0171-0

427Mateusz Szast
Students’ concerns about using AI in their studies 

(pp. 409–427) 

e- ISSN
 2543-8409





<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Dot Gain 20%)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Error
  /CompatibilityLevel 1.4
  /CompressObjects /Tags
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages true
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.0000
  /ColorConversionStrategy /CMYK
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams false
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness true
  /PreserveHalftoneInfo false
  /PreserveOPIComments true
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Preserve
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages true
  /ColorImageMinResolution 300
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Bicubic
  /ColorImageResolution 300
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50000
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages true
  /GrayImageMinResolution 300
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Bicubic
  /GrayImageResolution 300
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50000
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.15
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages true
  /MonoImageMinResolution 1200
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Bicubic
  /MonoImageResolution 1200
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50000
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox true
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile ()
  /PDFXOutputConditionIdentifier ()
  /PDFXOutputCondition ()
  /PDFXRegistryName ()
  /PDFXTrapped /False

  /CreateJDFFile false
  /Description <<

    /BGR <>
    /CHS <FEFF4f7f75288fd94e9b8bbe5b9a521b5efa7684002000410064006f006200650020005000440046002065876863900275284e8e9ad88d2891cf76845370524d53705237300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c676562535f00521b5efa768400200050004400460020658768633002>
    /CHT <FEFF4f7f752890194e9b8a2d7f6e5efa7acb7684002000410064006f006200650020005000440046002065874ef69069752865bc9ad854c18cea76845370524d5370523786557406300260a853ef4ee54f7f75280020004100630072006f0062006100740020548c002000410064006f00620065002000520065006100640065007200200035002e003000204ee553ca66f49ad87248672c4f86958b555f5df25efa7acb76840020005000440046002065874ef63002>
    /CZE <>
    /DAN <>
    /DEU <>
    /ESP <>
    /ETI <>
    /FRA <>
    /GRE <>

    /HRV (Za stvaranje Adobe PDF dokumenata najpogodnijih za visokokvalitetni ispis prije tiskanja koristite ove postavke.  Stvoreni PDF dokumenti mogu se otvoriti Acrobat i Adobe Reader 5.0 i kasnijim verzijama.)
    /HUN <>
    /ITA <>
    /JPN <FEFF9ad854c18cea306a30d730ea30d730ec30b951fa529b7528002000410064006f0062006500200050004400460020658766f8306e4f5c6210306b4f7f75283057307e305930023053306e8a2d5b9a30674f5c62103055308c305f0020005000440046002030d530a130a430eb306f3001004100630072006f0062006100740020304a30883073002000410064006f00620065002000520065006100640065007200200035002e003000204ee5964d3067958b304f30533068304c3067304d307e305930023053306e8a2d5b9a306b306f30d530a930f330c8306e57cb30818fbc307f304c5fc59808306730593002>
    /KOR <FEFFc7740020c124c815c7440020c0acc6a9d558c5ec0020ace0d488c9c80020c2dcd5d80020c778c1c4c5d00020ac00c7a50020c801d569d55c002000410064006f0062006500200050004400460020bb38c11cb97c0020c791c131d569b2c8b2e4002e0020c774b807ac8c0020c791c131b41c00200050004400460020bb38c11cb2940020004100630072006f0062006100740020bc0f002000410064006f00620065002000520065006100640065007200200035002e00300020c774c0c1c5d0c11c0020c5f40020c2180020c788c2b5b2c8b2e4002e>
    /LTH <>
    /LVI <>
    /NLD (Gebruik deze instellingen om Adobe PDF-documenten te maken die zijn geoptimaliseerd voor prepress-afdrukken van hoge kwaliteit. De gemaakte PDF-documenten kunnen worden geopend met Acrobat en Adobe Reader 5.0 en hoger.)
    /NOR <>
    /POL <>
    /PTB <>
    /RUM <>
    /RUS <>
    /SKY <>
    /SLV <>
    /SUO <>
    /SVE <>
    /TUR <>
    /UKR <>
    /ENU (Use these settings to create Adobe PDF documents best suited for high-quality prepress printing.  Created PDF documents can be opened with Acrobat and Adobe Reader 5.0 and later.)
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /ConvertColors /ConvertToCMYK
      /DestinationProfileName ()
      /DestinationProfileSelector /DocumentCMYK
      /Downsample16BitImages true
      /FlattenerPreset <<
        /PresetSelector /MediumResolution
      >>
      /FormElements false
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles false
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PreserveEditing true
      /UntaggedCMYKHandling /LeaveUntagged
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
>> setdistillerparams
<<
  /HWResolution [2400 2400]
  /PageSize [612.000 792.000]
>> setpagedevice


