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KEYNOTE SPEAKER: Prof. dr. Bardhyl MUSAI

FAST CHANGING DEVELOPMENTS NEED INNOVATIVE
EDUCATION FOR ACTIVE LEARNING OF
NET GENERATION STUDENTS

TOPICS:
1. Education through industrial revolutions;
2. Digital learning in HE;
3. Education response to students of Net Gen;
4. Active learning spaces.

“After 30 years, there will be no more
unemployed but useless people for the
sake of technology of education”
(UVAL NOAH HARARI)

STUDENTS AND INADEQUACY OF EDUCATION

Today’s education face inadequacy as along as we are unable to
bridge the gap between how students live and how they learn.

THE THREE ERAS OF EDUCATION

Agricultural era
1. Horse and carriage
2. Preparation for local jobs
3. Basic skills
4. A few books
5. Unchangeable knowledge

Industrial era
1. Machines
2. Preparation for industry
3. Advanced skills
4. Considerable books
5. Unchangeable knowledge
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Digital era
1. Internet
2. Training of skilled workers
3. Lifelong learning
4. Digital books
5. Changeable knowledge

THE THIRD AND THE FOURTH INDUSTRIAL
REVOLUTION

In the 70ies of the 20™ century:

The third revolution brought forth the rise of electronics,
telecommunications and computers.

The Third Industrial Revolution has brought educators to an
environment where access to information is immediate and free,
shifting the focus toward active learning pedagogies.

In the 20ies of the 215t century

We would have to admit that the Fourth Industrial Revolution (4IR)
is happening.

This Revolution will shape the future of education, gender and
work and will require accelerating workforce reskilling.
Characteristics are:

O Smart devices

O Robotics

O Artificial Intelligence

Evolution in education needs

Resilience
20t 21t

century century Non-coghnitive Croativi
education education competencies

needs needs

Cognitive Cognitive
competencies competencies
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If we will focus only on...

= content
= facts

= research
= theories

= jnformation \

Then, if so, our role in
the student’s lives we
can already call it
outdated.. .,

out of the context of
the time we live and
what is to come.

Constructivism
O Learning = creating meaning from experience.
O Knowledge cannot be ‘transmitted’.
O Learners must create own meanings based on individual
experience and interactions:
= Authentic context
» Relevant to student’s experience

13



Teaching skills that remain relevant in a changing world

Q

Universities continue to focus on teaching specific skills
involving the latest technologies, even though these skills and
the technologies that support them are bound to become
obsolete. Universities need to teach the skills needed in the
future workplace. Those skills will remain relevant in new,
changing, and unknown contexts.

Generic skills such as Critical thinking, Creative thinking,
Collaboration, Communication and Curiosity lead students
to be able to do something useful in ordinary life after
graduation. Those skills are broadly applicable.

Soft skills in the digital era

Q

HEIs are faced with the challenge of how to prepare the
workforce for the changes happening now and those
forecasted for the future. The modern workforce requires a
blend of both soft skills and digital skills, along with an
understanding of their role in the digital era.

An educated and skilled workforce has positive impacts on
unemployment rates.

A culture of continuous learning and learning
transformation must be adopted everywhere.

With blended and mobile learning resources like time, location
and cost are no longer big concerns.

HE programs must focus on training the right skills

In Higher Education

a
a

Q

Q

Q

Emphasis on interaction, reflection and collaboration.

Learners need opportunity to define for themselves goals and
objectives for the course.

Focus more on process and interaction, less on what is
especially to be accomplished.

Outcomes defined more in terms of a new common
perspective, rather than particular tasks or actions that students
able to perform.

Assume learners motivated by common interest in problem or
issue.

14



The Fourth Industrial Revolution or Digital Era is defined as
the vital interaction between human and machines.

Education response

U Changing starts from schools and universities when they
design a suitable program and curricula that matching with
employment.

O 65% of the students in school today will work in jobs that do
not currently exist and 47% of today’s jobs will be automated
in the next decade.

O More than 50% of the content in a graduate degree today will
be useless in 5 years.

Q 4IR requires reshaping the future of education.

The transformation of HE is a key factor in the digital
transformation of the 4IR

What is change?
“Change Is the Only Constant”— YUVAL NOAH HARARI (21

Lessons for the 21st Century)

Higher education response to the 4IR:

U The need for higher education to respond is urgent as the power
of 4IR technologies for either positive social impacts or
devastating environmental damage.

O Substantial changes to the science and technology curriculum
will be required to allow for students to develop capacity in the
rapidly emerging areas of genomics, data science, Al, robotics
and nanomaterials.

QO STEM curriculum would reconsider the curriculum within the
traditional “primary” sciences-biology, chemistry and physics-
and place a higher premium for training in computer science
subjects as a form of 4IR literacy.

Teaching and learning in the digital era

O  4IR will cause a true revolution in instructional strategies,

learning outcomes.
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Q

a

Professors will have more instructional aids such as robots,
mobiles, and other e-applications that help to understand the
educational situations not only verbally but also visually.
Integration between the educational system elements
(educational policy, university teachers, curricula, learning
environment, and students) and industrial sectors in society
should happen.

In the future the problem could not be the lack of jobs but the
shortage of skills that will depend completely on the 4IR ideas.

Active learning must replace lectures:

a

a

Lectures are an efficient way of teaching and an ineffective
way of learning. Universities have been using them to impart
professors’ knowledge to students.

Digital information being ubiquitous and free, seems ludicrous
to pay listen to someone giving you information you can find
elsewhere at a much cheaper price.

Education institutions need to demonstrate effective learning
outcomes, to embrace teaching methods that rely on the science
of learning. This shows that our brains do not learn by
listening. Real learning relies on principles such as spaced
learning, emotional learning, and the application of knowledge.

The more
1 talk,

the less

100

- active learning

50 — |ecture

my

% Retained

students

10 20 30 40 50 60

learn Time of class (min)
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Digital learning:

Digital learning refers to the process of learning with the help of
digital content, platforms or facilitators.

The evolve of learning increases the use of digital components
more and more as more content becomes available.

Pedagogy has also evolved many university teachers use digital
sources as an integral part of teaching.

Many students expand their ideas with them.

Learning from everywhere:

a

a

During pandemic situation we learned some lessons online
teaching. One of them was that we need to reexamine the
concepts of time and space in the HE institutions.

There were some benefits to students learning at their own pace.
Blended or Hybrid learning does not just mean combining a
virtual and physical classroom, but allowing for truly
immersive and experiential learning, enabling students to apply
concepts learned in the classroom out in the real world.

Rather than shifting to a “learn from anywhere” approach,
education institutions should move to a “learnfrom
everywhere” approach.

17



Blended learning

Osguthorpe and Graham (2003) have Identified
six reasons to design and use a blended
learning system.

1. Pedagogical richness

2. Access to Knowledge

3. Social Interaction

4. Personal Agency

5. Cost Effectiveness

6. Ease of revision

BLENDED LEARNING is a combination of

instructional modalities & methods with online
and face-to-face instruction.

Directions for future development of HE:

U During pandemic situation, universities have been forced to put
their teaching online. This seems to have spurred a series of
innovations in the education sector. Most of HE institutions
embraced more flexibility, offering both virtual and physical
classrooms.

18



Roles:

These changes might give the illusion that education is
undergoing some much-needed reform. But these measures do
not address the real problems facing higher education. In
our countries, higher education is inaccessible to the socio-
economically underprivileged, certifies knowledge rather than
nurtures learning, and focuses on easily-outdated knowledge.

Professor

Facilitator, Guide, Coach, Mentor

Co-learner

Student

Active participant — explore information & environment
Make connections — make own meaning

Apply knowledge in personally meaningful contexts

Learning space:

Q

Q

Q

A learning space is much more a classroom. It can be any place
where learning process is possible: home, halls, meeting
rooms, cafés etc. Of course, the classroom.

Spaces are by themselves changing agents, if we modify
teaching spaces, we change the kind of learning.
Understanding the HE spaces is an important factor to
understand the way they function, not only what concerns
teaching & learning method, but also how the involving space
should be planned.

Learning space - from modern to 215t century:

Net Gen students are social and team oriented, comfortable with
multitasking, generally positive in their outlook and have hands on.
Net Gen students have embraced IT, using it in ways both intended
and unforeseen by programmers.

Their rapid and enthusiastic adoption of IT has in turn influenced it
development, particularly with respect to Web-based services.

The postindustrial age is characterized by rapid change. Literacy skills
now include critical thinking, persuasive expression and the ability
to solve complex problems.

19



Active learning spaces - Pandemic lessons
1: Put students at the center
There are three most important qualities demanded of current students
in relation to the ever-changing labor market. Students must:
Q think creatively and divergently.
O possess digital literacy.
O have the social skills to function well in teams.
To develop these skills, 21st-century students benefit greatly from
active learning. They are the target group, with the highest usage of
educational spaces. In this spaces students can develop creatively
and learn from each other through active education.

2: Use active learning spaces to facilitate impactful pedagogy

U Active learning spaces offer the pedagogical possibilities to
teach students important skills of the future.

O Various HEIs should create spaces designed to promote active
education and student interaction, which will enable students in
small groups to discuss and collaborate with those seated in
front of or behind them.

O Walls in classroom should be equipped with whiteboards.

O There should be also room for active learning outside the
classroom for informal learning spaces, which will focus on
both the individual learner and group collaboration.

3: Incorporate technology to continually enhance active learning
spaces

O Active learning spaces offer the pedagogical possibilities to
teach students important skills of the future.

O Various HEIs should create spaces designed to promote active
education and student interaction, which will enable students in
small groups to discuss and collaborate with those seated in
front of or behind them.

Q Walls in classroom should be equipped with whiteboards.

20



O There should be also room for active learning outside the
classroom for informal learning spaces, which will focus on
both the individual learner and group collaboration.

Emessa b=,

hE‘If-mwngm

Learning in the digital WORLD needs space

How to improve the learning space?

The classrooms of a HEI are in a greater number used by different
teachers, different instructors with different needs.

It is important to consider some aspects:

O How will the space be used by others in the future?

O The physical, technological and curriculum needs.

O The shape of classroom will be controlled by a presentation?

O The room will have a front area where the instructor or
professor will be teaching.

Guiding principles

O A learning space should support a diversity of learning styles

Q At the different times, learning can be a social as well as an
independent activity.

O A learning space be versatile and attractive.

U The space must be maintained continuously, and the
technology must be present everywhere.

21



O The resources must be allocated for learning spaces and used
effectively.

O Must take into account styles of teaching needs and other
aspects that demand specialized spaces.

The need for new design learning spaces

R | " . b 7 ¢ il
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Implications of learning theories in learning spaces

The constructivist theories have implications in learning spaces.
The theory implies that learning is best served when it is:

O Contextual — taking into account the students understanding.
O Active — engaging students, in learning activities that uses
analysis, debate and criticism to receive and test information.
U Social — using discussing, direct interaction with peers and
team-based projects.
New learning space for the Net Generation Learning environment
today

STUDENTS
HEI are preparing the Net Generation of students, who have three main
characteristics:
Q Digital
O Connected

22



O Want to create and learn at the same time

THE TECHNOLOGY
The technology changes affect teaching and learning processes and the
place they are possible.

KNOWLEDGE RESOURCES

Students can access to that contents and study by themselves,
developing therefore individual and group skills.

Study by themselves in any place with Internet and they also can use
the digital communication to clear up their doubts and solve problems
with their instructors.

The Net Generation:

Born in or after 1982

Gravitate toward group activity

8 out of 10 say: “It’s cool to be smart”

Focused on grades and performance

Busy with extracurricular activities

Identify with parent’s values: feel close to parents
Respectful for social conventions and institutions
Fascination with new technologies

Racially and ethnically diverse

pooopoooooo

Net Gen learning preferences:
O Teams, peer-to-peer
U Engagement and experience
O Visual & kinesthetic
O Things that matter

What can we do?

Make learning interactive & experiential
Consider peer-to-peer approaches

Utilize real-world applications
Emphasize information literacy in courses
Encourage reflection

Incorporate collaborative learning

Use informal learning opportunities

pooooooo
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O Create opportunities for synthesis

Do you The answer is:
think -
thozo If you think education is expensive,

changes wait until you see how much

ignorance costs in the 21st century.
are

expensive? Derek Bok

Conclusion

v The teaching and learning process won’t be the same it was for
the last 10 years

v The use of technology change the teaching and learning process

v In order to provide appropriate space to teach and learn, it is
necessary for having more than a simple space. The educational
activities are organic and flowing

v" We cannot find the right learning space, but the challenge is:
try to get there

The way to
A final remark — get

started is to

quit talking

and begin

l ‘ doing.
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Abstract

The shift to remote learning brought about by the COVID-19 pandemic has presented
a plethora of new challenges for preventing and detecting academic dishonesty.
Although academic dishonesty, such as plagiarism and cheating, can occur in
traditional in-person classes, just as in remote learning environments, the easy access
to books, notes, and gadgets, has made such problematic behavior significantly more
prevalent.

Recognizing the numerous challenges to do with academic integrity in the
digital age, this small-scale study attempts to highlight undergraduate students’
perspectives on online cheating, by conducting a web-based questionnaire. The
questionnaire, sent to a small, random sample of undergraduate students from the
Faculty of Education — Bitola, intends to investigate students’ reasons for cheating
as well as their attitudes toward academic dishonesty during distance learning, in
general.

The study found that a significant portion of the participants have cheated
themselves, on some occasions while almost all of them have witnessed someone else
engage in academic dishonesty. The reasons for such misconduct vary, though the
most prevalent ones seem to be the accessibility of online resources that make
cheating or academic dishonesty easier and the belief that cheating is a common or
accepted practice among peers.

Keywords: Academic dishonesty, COVID-19, Higher Education, Remote learning.

Introduction

Academic integrity has always been an important issue in higher
education, but the rise of remote learning during the COVID-19
pandemic has brought new challenges to maintaining ethical conduct
in academic work. With the widespread use of online platforms for
exams and assignments, the potential for academic dishonesty has
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increased, leading to concerns about the credibility of degrees and
qualifications. In order to address this issue, it is important for
institutions to take proactive measures to promote academic integrity
and prevent cheating. This may involve implementing effective
plagiarism detection software, providing education and resources for
students and faculty, and creating a culture of honesty and ethical
behavior.

Additionally, it is important to recognize the unique challenges
faced by students in the remote learning environment, such as increased
stress and lack of access to support services, and to provide appropriate
accommodations to support their success. By taking a comprehensive
and proactive approach to promote academic integrity in the age of
remote learning, higher education institutions can ensure that their
graduates are well-prepared for their future careers and make
meaningful contributions to society.

The shift to online learning has also led to concerns about the
credibility of degrees and qualifications, as it becomes easier for
students to cheat on exams and assignments (Chiang et al., 2022).
Therefore, it is important for higher education institutions to take
proactive measures to promote academic integrity and prevent
cheating, while also recognizing and addressing the unique challenges
students face in the remote learning environment.

1. Academic Integrity in Higher Education: A Review

According to a report by the International Center for Academic
Integrity (ICAI), academic integrity is defined as "a commitment to
honesty, trust, fairness, respect, and responsibility in all academic
work" (ICAI, 2019). Academic integrity, defined as such, is crucial in
higher education as it upholds the values of honesty, trust, and fairness.
It ensures that students demonstrate their own work, acknowledge
sources properly, and avoid plagiarism. Upholding academic integrity
cultivates a culture of intellectual growth, and ethical behavior, and
prepares students for future professional success. However important,
unfortunately, academic integrity seems to be declining, which is
concerning.

In a study published in the Journal of Academic Ethics,
McCabe and Trevino (1993) found that as many as two-thirds of
college students engage in some form of academic dishonesty, such as
cheating or plagiarism. To address this prominent issue, in their book
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"Cheating in College: Why Students Do It and What Educators Can Do
About It," McCabe, Butterfield, and Trevino (2012) suggest that
promoting a culture of academic integrity requires a multi-pronged
approach that involves not only punishing dishonest behavior but also
educating students about the importance of ethical conduct and
providing them with the resources and support they need to succeed
academically.

As to why students cheat, research conducted by Donald L.
McCabe and Linda K. Trevino found that students are more likely to
cheat when they perceive that cheating is common among their peers
and when they believe that they are unlikely to get caught (McCabe &
Trevino, 1997). Lack of motivation to study might also be the reason.
The author (Shalevska, E.) in a small study to do with students’
motivation during distance learning, found that a considerable
proportion of the participants expressed experiencing reduced
motivation while engaged in remote learning. Other authors have found
that even an abundance of motivation and drive can result in dishonest
behavior. A study published in the Journal of Educational Psychology
found that students who are highly motivated to achieve good grades
are more likely to engage in cheating behavior (Whitley, 1998).

Whatever the reason for cheating, most studies agree that it is
becoming a prevailing issue in modern, technology-based education.
While there is less research on academic dishonesty in online settings
than there is on traditional classroom cheating, there has been an
increasing amount of research conducted over the past two decades that
covers various topics and produces significant results. And since online
education is becoming more prevalent, examining the initial findings
from this emerging area of research is crucial.(Adzima, 2020)
According to a survey conducted by the Pew Research Center, 55% of
college presidents believe that plagiarism has increased over the past
decade, and 89% believe that the internet has played a major role in this
increase (Pew Research Center, 2011).

Though prominent in higher education, it is important to note
academic dishonesty seems to stem from fraudulent behavior in earlier
years. A small study focusing on high school students in Bitola, N.
Macedonia, conducted in 2021 by the author (Shalevska, E.), found that
“...students’ cheating behaviors have become more noteworthy as
technology and online education have enabled them access to easy

27



ways to impair academic integrity” and that almost 80% of the 145
participants admit to cheating either regularly or, at least sporadically.
In a related manner, the public was also shocked to discover that about
7,000 Macedonian high school seniors were found to be cheating via
Viber group during the state-wide graduation exam in English this year.
(Sitel, 2023).

Regardless of the reasoning behind it, the decline of academic
integrity in higher education is unsettling for it undermines the
principles of honesty, fairness, and originality. Plagiarism and cheating
erode the value of education, hinder personal growth, and devalue
degrees. Thus, it is imperative to address this decline, as it threatens the
credibility of educational institutions and compromises the learning
experience for all students.

2. Methodology

This section outlines the research approach used to investigate the
impact of remote learning on academic integrity in higher education. It
details the data collection methods, analysis techniques, and ethical
considerations employed in the study.

Regarding the sample, this small-scale study used a random
sample of 38 participants within the population of tertiary students
from the Faculty of Education - Bitola. This simple random sample is
representative of the larger population of students enrolled at the
faculty. The identified research problem was the perception that
students cheat during distance learning. The study investigated this
issue in order to better understand the extent of academic dishonesty
among students in higher education. Understanding the identified
problem, the objective of the study was to detail students' perceptions
of academic dishonesty in distance learning. The study also
investigated the reasons why students cheat, how frequently they cheat,
and what measures can be taken to prevent academic dishonesty in
distance learning.

To reach the objective, data was collected using an online
survey administered through Google Forms. The survey sent to all
students at the Faculty of Education — Bitola, enquired about students’
perceptions of academic dishonesty in distance learning. The survey
was anonymous, and all data collected will be kept confidential.
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In a similar line, the study took into account all relevant ethical
considerations related to data collection and analysis. All students were
notified about the purpose of the study and were given the option to opt
out of participating. As stated, the survey was completely anonymous,
and the collected data was handled as confidential. As for its
limitations, the study was limited to one faculty and a small sample,
which may limit the generalizability of the findings. The study also
relied on self-reported data, which may be subject to bias or
inaccuracies.

Overall, the study aimed to test the main hypothesis: A
significant number of students in higher education cheat during remote
learning. This hypothesis was tested using both quantitative and
qualitative data analysis techniques, including statistical analysis and
thematic analysis.

It is also important to note that this study was conductedwithout
any external funding, ensuring unbiased exploration and analysis of the
subject matter. The author declares no conflictinginterests that could
influence the outcomes or compromise this study’sobjectivity.

3. Results and Discussion
As stated, this study employed the data collection method through an
online questionnaire. The questionnaire was self-administered and it
included a total of 8 multiple-choice and select-all-that-applyquestions.
The said questionnaire was sent to a random sample of 50 participants
— students at the Faculty of Education, Bitola — 38 of whichresponded.
resulting in a response rate of 76%. This response rate demonstrates a
substantial level of engagement and suggests a representative sample
for analysis and interpretation. The high response rate enhances the
reliability and generalizability of the study findings.

The first set of questions aimed to collect demographic data to
do with the sample. As stated, the sample consisted of a total of 38
students, distributed across different academic years. Among the
participants, 10 students were in Year 1, 12 students were in Year 2, 8
students were in Year 3, and 8 students were in Year 4. This distribution
of participants across academic years ensures a diverse representation
of students at various stages of their educational journey. (Figure 1)
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Age

38 responses

@ Year 1 student
@ Year 2 student
© Year 3 student
@ Year 4 student

Figure 1: Distribution of the sample among academic years

Regarding the gender distribution, the data revealed that out of
the 38 participants, 31 identified as female, while 3 identified as male.
Additionally, 4 participants chose not to disclose their gender
preference. These findings highlight the predominance of female
students within the Faculty of Education — Bitola, indicating a potential
gender disparity within the sample. (Figure 2)

Gender

38 responses

@ Male
® Female
) Prefer not to say

Figure 2: Gender distribution

With the gender and academic level data collected, the
questionnaire then set to enquire about students’ perspectives to do
with academic dishonesty and integrity. The multiple-choice question
"Have you ever cheated or engaged in any type of academic dishonesty
during online learning?" yielded interesting responses from the
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participants. Among the 38 respondents, 9 individuals admitted to
cheating or engaging in academic dishonesty often, while 19
participants confessed to doing so every once in a while. Thus, over %
of the students admitted to having engaged in fraudulent behavior
during remote learning, whether frequently, or sporadically. These
findings shed light on the prevalence of academic misconduct in the
context of remote education and the prevalent need to address it.

On the other hand, 10 participants declared that they had never
cheated or engaged in any form of academic dishonesty during online
learning. Though this might seem like excellent news, it is important to
acknowledge the potential influence of the so-called, social desirability
bias. As this questionnaire was administered by their instructor,
students might have felt compelled to provide socially acceptable or
favorable responses to present themselves in a positive light. Though
certain steps were taken to mitigate this bias (such as ensuring
anonymity and confidentiality in the data collection process) it is
important to acknowledge that despite the anonymity, some level of
self-reporting bias or underreporting may still be present. (Figure 3)

Have you ever cheated or engaged in any type of academic dishonesty during online learning?
38 responses

@ Yes, often
@ Yes, every once in a while
No, never

Figure 3: % of participants engaging in academic dishonesty

Interesting results were also obtained as to whether students
have “witnessed or heard of someone else cheating online”. Out of the
38 respondents, a significant majority of 31 students indicated that they
had witnessed or heard of someone cheating on an online exam.
Conversely, 7 participants reported that they had not come across any
instances of cheating. These findings suggest a high prevalence of
observed cheating behaviors within the online exam setting, which is
undoubtedly concerning.
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Once again, it is important to note the potential social
desirability bias in the responses. Participants might have been more
comfortable discussing instances of academic misconduct involving
"someone else™ rather than admitting personal involvement. This bias
might have led to a higher number of students acknowledging other
students’ fraudulent behavior while downplaying their own
engagement in dishonest practices. Which might mean that the number
of students who actively break the rules is significantly higher than
initially admitted. (Figure 4)

Have you ever witnessed/heard of anyone cheating on an online exam?
38 responses

® Yes
® No

Figure 4: Observed dishonest behavior

The following select-all-that-apply question focused on the
reasons why students cheat. The responses revealed a wide range of
factors that contribute to dishonesty in higher education. Among the 38
participants, several motivations were identified. The most frequently
selected reason was the accessibility of online resources that make
cheating easier (20). Other commonly mentioned motivations included
the pressure to achieve high grades and maintain a certain GPA, which
was chosen by 19 respondents, the belief that cheating is a common or
accepted practice among peers or in the academic culture (16), and the
lack of consequences for cheating online (13). Additionally,
participants identified factors such as the lack of time for completing
demands on time (12) and peer pressure (2) as additional reasons
behind academic dishonesty. It is noteworthy that a few respondents
also provided their own unique motivations, using the “Other” option,
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such as not liking the professor (1) and lacking the motivation to learn
(D).

These diverse motivations highlight the complex nature of
cheating and academic dishonesty in online learning environments.
Students may be driven by various external and internal factors that
influence their decision to engage in dishonest practices. Due to the
vast array of reasons for engaging in such behavior, the issue of the
declining academic integrity is that much more difficult to solve.
(Figure 5)

What motivates you/others to cheat or engage in academic dishonesty during online
learning? (You can check multiple answers)

38 responses

Pressure to achieve high grade... 19 (50%)

Peer pressure

Lack of time or competing dem... 12 (31.6%)

13 (34.2%)

Lack of consequences for chea. ..

Belief that cheating is a commo... 16 (42.1%)

Accessibility of online resource. .. 20 (52.6%)

Not liking the professor, was no...

No motivation to learn

Figure 5: Reasons to engage in academic dishonesty
In order to compare the dishonest behavior in real life vs. in an
online environment, the questionnaire enquired whether students think
cheating is more prevalent online. Out of the 38 respondents, a
significant majority of 30 stated that in their view, students cheat more
during online exams compared to traditional exams. On the other hand,
8 participants expressed the belief that there is no significant difference
in cheating behavior between the two modes of assessment. (Figure 6)
It is important to consider the aforementioned reasons for
cheating, as they may shed light on the perceived increase in cheating
during online exams. The highlighted factors above, such as the
accessibility of online resources, and the belief that cheating is a
common practice could contribute to the perception that online exams

are more susceptible to dishonest behaviors.

However, it is crucial to note that perceptions do not necessarily
reflect the actual prevalence of cheating. Future research should
explore this perception further and investigate the correlation between
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perceived cheating rates and actual instances of academic dishonesty
online and offline.

Do you think students cheat more during online exams than traditional exams?
38 responses

@ Yes
@® No

Figure 6: Cheating online vs. offline

Students’ perceptions as to the measures academic institutions
have taken/should take to prevent academic misconduct are also
interesting to note. Out of the 38 respondents, 17 stated that academic
institutions should take stricter action against students who cheat or
engage in academic dishonesty during online learning. In contrast, 21
participants believed that the existing measures in place are sufficient.
(figure 7)

These responses reveal a divergence of opinions regarding the
appropriate approach to addressing academic dishonesty in the online
learning environment. These contrasting perspectives highlight the
complexity of striking the right balance between prevention, and
intervention.

Do you think that academic institutions should take stricter action against students who cheat or
engage in academic dishonesty during online learning?

38 responses

® Yes

@ No, there are sufficient measures

Figure 7: The appropriate approach to addressing academic dishonesty
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The final part of the questionnaire aimed to collect data on
students’ perception as to what constitutes as cheating in academia,
understanding that not recognizing a behavior as inappropriate or
fraudulent might also be one of the reasons cheating occurs at such a
high rate. According to the responses, the most commonly identified
forms of academic dishonesty included copying from others' work or
using someone else's ideas without proper citation (25), having
someone else complete an assignment or take an exam on one's behalf
(25), and submitting work that has been previously submitted for
another course or assignment (22). Other behaviors acknowledged as
cheating or dishonesty included cooperating with others to cheat or
engage in academic dishonesty (21) and using 'essay mills' or other
services to complete assignments on one's behalf (18). Notably, 15
participants indicated that they consider asking professors for help,
cheating. (Figure 8)

These variations in individuals' perceptions of what constitutes
academic misconduct can also be seen as part of the wider issue. As
stated, failing to recognize certain behaviors as problematic or not fully
understanding the boundaries of academic integrity can contribute to
dishonesty. To address this, institutions should provide clear
guidelines, training, and awareness programs. Such measures can
empower students to make informed decisions, encourage ethical
behavior, and create a culture that prioritizes integrity in higher
education.

What constitutes as cheating or dihonest behaviour in academia, according to you? (You can check
multiple answers)
38 responses

Copying from others' work or
using someone else's ideas wit...
Submitting work that has been
previously submitted for anothe...
Having someone else complete
an assignment or take an exam
Cooperating with others to cheat
or engage in academic dishone.
Using ‘'essay mills' or other
services to complete assignme...

25 (65.8%)

22 (57.9%)

25 (65.8%)

21 (55.3%)

18 (47.4%)

Asking professors for help 15 (39.5%)
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Figure 8: Students’ perception as to what constitutes as academic
dishonesty

4. Conclusion

The study found that a significant number of the sample of students in
higher education admit to cheating, and their reasons for doing so vary.
While some students cheat out of a desire to succeed or a fear of failure,
others cheat due to the ease of access to information online or a lack of
understanding of what constitutes academic dishonesty. Although
students’ answers must be observed and generalized cautiously due to
the potential of self-reporting bias, it seems that academic dishonesty
in the remote learning environment is a prominent issue that needs to
be addressed carefully, due to the difficulty of striking the right balance
between prevention and intervention.

These findings underscore the need for higher education
institutions to prioritize academic integrity and employ effective
strategies to prevent and address fraudulent behavior. In order to
address the issue of academic dishonesty, higher education institutions
can take several steps. Such efforts could include promoting a strong
culture of integrity, providing clarity on what constitutes academic
dishonesty, and implementing appropriate disciplinary measures when
misconduct occurs. Moreover, they can provide support and resources
to help students succeed academically without resorting to dishonest
practices. By addressing the underlying motivations, enhancing
awareness, and fostering a sense of personal responsibility, higher
education institutions can strive to cultivate an atmosphere of trust,
fairness, and ethical conduct.
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Abstract:

Recent scientific interest has focused on the concept of ‘organizational learning' as
a key factor for the sustainability of educational organizations. A key initiative in this
area is the implementation of Professional Learning Communities (PLC),
collaborative networks aimed at fostering continuous professional development. This
study explores this concept in the context of International Baccalaureate (I1B) Schools
in Greece, known for their emphasis on collaboration and teacher professional
development. The research employed a quantitative approach, using the Professional
Learning Communities Assessment-Revised (PLCA-R) tool. Data was collected from
a diverse sample of 109 IB teachers and analyzed to assess the extent of PLC
practices in their institutions. Preliminary findings suggest a high level of
implementation of PLC practices, according to surveyed IB teachers’ perceptions.
Specific areas like 'supportive conditions - structures' and 'collective learning and
application' showed substantial implementation. However, 'supportive and shared
leadership' practices appeared less prevalent. This discrepancy signals potential
areas of improvement in the Greek 1B system, particularly with respect to cultivating
leadership within PLCs. Therefore, these findings underscore the need for further
research into the applications and challenges of PLCs in IB schools and international
educational settings, and their role in promoting organizational learning.

Keywords: 1B World Schools, International Baccalaureate, Professional
Development, Professional Learning Communities, PLC’s dimensions, Teachers’
views

Introduction

In the modern globalised era of technological advances, an
organization ought to be flexible to effectively respond and adapt to
changes, thus securing its viability (Geleta & Tafesse, 2017). The
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ability to "learn™ has been recognised as the sole, viable, competitive
advantage for future companies according to the Organization for
Economic Cooperation and Development (OECD, 2016). Educational
organizations, too, cannot remain indifferent to this necessity.
Papazoglou and Koutouzis (2017) posit that the creation and exchange
of new ideas and knowledge are fundamental components for these
organizations to thrive in our ever-changing society. As educational
systems worldwide search for reformative initiatives to facilitate this
organizational shift, Professional Learning Communities (PLCs) have
increasingly gained attention. Seen as a means to enhance the learning,
abilities, and practices of their educational staff and thereby maximise
student outcomes, PLCs have been widely adopted for their promise of
improving overall results (Hairon, et al., 2015).

Theoretical Framework

Professional learning communities

Despite extensive research in the field of education, a universally
accepted definition of Professional Learning Communities (PLCs)
remains elusive due to their multifaceted nature, the variety of
interpretations, and their application across diverse disciplines (Jones,
Stall & Yarbrough, 2013). Early attempts to define PLCs focused on
key aspects that contribute to their effectiveness. Hord (1997)
identified these elements as 1) supportive and shared leadership, 2)
collective creativity, 3) shared values and vision, 4) supportive
conditions, and 5) shared personal practice. A more recent definition
was provided by DuFour et al. (2016, p.10), who described a PLC as
an ‘'ongoing process in which educators work collaboratively in
recurring cycles of collective inquiry and action research to achieve
better results for the students they serve. PLCs operate under the
assumption that the key to improved learning for students is
continuous, job-embedded learning for educators”.

The role of leadership

The role of school leaders in establishing and maintaining
Professional Learning Communities (PLCs) is multifaceted. Leaders
are expected to show commitment to continuous staff learning,
fostering opportunities for personal and professional development
while cultivating a culture of cooperation and shared vision (Oragwu
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& Nwabueze, 2015). In their exploration of effective leadership for
PLCs, Louis and Kruse (1995) outlined key characteristics. They
emphasized that successful leaders should be central to the educational
staff, rather than occupying a distant, top-down position. These leaders
should encourage a culture of inquiry, guide the integration of new
knowledge into educational practices, handle conflicts adeptly, and
show sensitivity to the needs and concerns of the teaching staff.
However, the traditional notion that a single school principal can
single-handedly establish a successful PLC is considered outdated in
the modern complex educational landscape (Thompson, Gregg &
Niska, 2004). Given this shift, certain educational practices and
leadership models have been identified as beneficial for developing and
sustaining PLCs within school settings. These include instructional,
transformational, and distributed leadership models.

Implementation phases

The incorporation of innovations such as PLCs into school units is
a process that takes time. Recognizing that a ‘one-size-fits-all' approach
is infeasible due to the unique characteristics of each organization,
several broad phases have been proposed to assess the implementation
of innovative practices like PLCs. In Fullan's literature (1985), a model
was proposed outlining three broad phases of the change process: i) the
initiation phase, ii) implementation phase, and iii) institutionalization
phase (Berman, 1981; Huberman & Crandall, 1983; Fullan, 1985).
Building upon these phases, Hipp and Huffman (2010) added a non-
initiated phase preceding the original three, and suggested replacing
'institutionalization' with 'sustaining' for the final phase. This revised
four-point categorization will be used in the following research to
descriptively assess the stage of implementation of PLCs in IB schools.

IB World Schools

Mission and Philosophy

The vision of the International Baccalaureate Organization (IBO) is
"to develop inquiring, knowledgeable and caring young people who
help to create a better and more peaceful world through education that
builds intercultural understanding and respect” (IBO, 2019). To
achieve this, the organization collaborates with schools, governments,
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and international entities to develop robust international education and
assessment programs.

IB Leadership

The notion that the IB community is able to conform to a
comprehensive model or exemplar of leading practices seems utopian.
The complex network of IB educational bodies, spanning globally with
diverse social and cultural backgrounds, unique organizational
structures, varied human resources management, and the
implementation of the 1B program, were challenges that the founders
had to address. Their efforts culminated in a leadership model
grounded in the philosophy and vision of the IB (Lee, Walker &
Bryant, 2019).

This model draws from extensive research on educational
leadership, while acknowledging the multifaceted nature of leadership
roles across diverse settings. Consequently, the focus is placed on
developing the leader's abilities to enhance student outcomes and the
collective performance of the organization (Calnin, et al., 2018). The
abilities, designed to be measurable and relevant to the profile of an IB
leader (IBO, 2018), encompass strategic capability, cultural capability,
pedagogical capability, entrepreneurial capability, relationalcapability,
reflective capability, and heuristic intelligence (insight)capability.

The Reality in Greece

Currently, the international educational 1B programme is offered in
seventeen (17) private schools in Greece. Of these, eight (8) offer the
IB Primary Years Programme (PYP), six (6) offer the PYP and the
Middle Years Programme (MYP), while thirteen (13) schools also
provide the IB Diploma, which is equivalent to an international
baccalaureate.

Aim of the Study and Research Questions

The aim of the study is to examine the views of IB teachers
(homeroom and subject teachers) on the implementation of PLCs
practices in Greek IB Schools.

Specifically, based on IB teachers’ views, the research questions of
the present study are:
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1. To what extent is supportive and shared leadership
implemented in Greek IB Schools?

2. Are shared values and vision prevalent within Greek 1B
Schools?

3. s collective learning and application of learning taking place in
Greek IB Schools?

4. s shared personal practice a common method within Greek 1B
Schools?

5. Do supportive conditions for professional learning exist in
Greek IB Schools?

Methodology

Participants

The research design underpinning this investigation is quantitative.
The study population comprises teaching faculty across all academic
subjects employed at IB-affiliated institutions in Greece. The
researchers established contact with all seventeen IB schools offering
one or more of the IB programmes (PYP, MYP, IB Diploma) in Greece.
To facilitate a comprehensive and inclusive data collection,
questionnaires were disseminated to the entire faculty of these
institutions, thereby offering all faculty members the opportunity to
participate in this study (Bryman, 2017). Data collection was
conducted electronically from December 12, 2022, to January 20,
2023.

The sample size for this study was 109 participants, comprised of
17.4% male (n=19) and 82.6% female (n=90) respondents. The age of
participants ranged from 22 to 64 years, with a mean age of 35 years.
The predominant educational attainment was a master's degree
(54.1%), followed by a bachelor's degree (38.5%). On the criterion of
professional tenure in IB schools, a majority of respondents (52.3%)
reported five-year tenure. A higher proportion of teachers were
affiliated with PYP schools (56%), with the remainder (44%) being
from schools offering the complete continuum of 1B programmes(PYP,
MYP, IB Diploma).

The profile of the IB schools represented in the sample revealed a
larger number of schools with faculty exceeding fifty-one teachers
(62.4%), and schools where student enrollment exceeded 250 (74.1%).
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Research tool

The "Professional Learning Communities Assessment-Revised
(PLCA-R)” developed by Olivier et al. (2009) and translated into Greek
by Balasi (2020) served as the research tool for data collection.The
instrument measured all 5 dimensions of PLCs and was subjectedto
internal reliability testing using Cronbach'’s alpha coefficient, yielding
coefficients exceeding 0.81 across all dimensions and anaggregate
index exceeding 0.97, attesting to the high internal reliability of the
instrument (Table 1).

Table 1.

Cronbach's Alpha Coefficients for the 5 PLC dimensions

Cronbach's Alpha n

1. Supportive and shared leadership 0,905 11
2. Shared values and vision 0,908 9
3. Collective learning and application of learning 0,928 10
4. Shared personal practice 0,879 7
5. Supportive conditions 0,898 15
Total 0,898 52

Given the exploratory nature of this study, the data analysis strategy
incorporated descriptive statistics, specifically focusing on measures of
central tendency and dispersion.

Results

Dimensions of PLCs

The collected data from all five (5) dimensions of the investigated
PLCs yielded a mean of 3.02 (SD=0.44). The highest mean 3.06
(SD=0.53) was reported in the dimensions of “supportive conditions
regarding the structure” and "collective learning and application of
learning,” according to the responses of the surveyed IB teachers.
Conversely, the dimension of "supportive and shared leadership”
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exhibited the lowest mean (M = 2.95, SD = 0.53). Table 2 provides a
comprehensive overview of the means and standard deviations (SD)
for each of the six dimensions of Professional Learning Communities
(PLCs). It provides an aggregate depiction of the survey responses,
further enhancing our understanding of the prevailing dynamics in
Greek 1B Schools

Table 2.

Mean and SD per PLC’s dimension and dimensions total

M _SD
1. Supportive and shared leadership 2,95 0,53
2. Shared values and vision 3,05 0,50

3. Collective learning and application of learning 3,06 0,50

4. Shared personal practice 3,00 0,53
5. Supportive conditions 3,06 0,51
Total 3,02 0,44

Note: 1=Strongly disagree, 2=Disagree, 3=Agree, 4=Strongly agree

Supportive and shared leadership

The dimension of "supportive and shared leadership” was
noteworthy, with 89% of the teachers reporting that staff at their
respective schools have access to critical information such as updates,
archives, etc. A substantial number of participants (85.4%) stated that
multiple data sources are used in decision-making regarding teaching
and learning. However, concerns were raised by 44.9% of the
respondents regarding the accountability for student learning, with no
clear direction or control from involved parties, such as parents and
members of the local community.

Shared values and vision

In terms of shared values and vision, 91.7% of teachers agreed that
common values that support behavior norms and guide decisions on
teaching and learning are highly present in their respective IB schools.
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However, 27.6% disagreed that parents and community members
actively participate in setting high expectations for student
achievement.

Collective learning and application of learning

As for "collective learning and application of learning,” 93.6% of
the teachers agreed that their 1B school colleagues are committed to
implementing programs that enhance learning. Moreover, 92.7% of
respondents collaborate with other staff to address students' diverse
needs effectively. However, 26.6% of respondents disagreed that all
parties and staff at their 1B schools learn together and apply theacquired
knowledge to solve arising problems, hinting at a possible lack of
cooperation in this area.

Shared personal practice

The fourth dimension, "shared personal practice,” showed that
92.7% of surveyed teachers mentioned that they frequently share ideas
to improve their students' learning process. However, 35.8% of
teachers disagreed that staff is provided with opportunities to observe
their colleagues during teaching, suggesting room for improvement in
this area.

Supportive conditions

In the dimension of "supportive conditions”, a high percentage
(92.7%) of teachers reported caring, respectful relationships based on
trust between staff and students. However, some teachers expressed
disagreements about the recognition of achievements and the
involvement of parties in facilitating change in the school culture.

Lastly, regarding supportive conditions related to structure, 94.5%
of teachers agreed that their schools provide adequate technological
and educational equipment. However, a significant proportion (45%)
disagreed about the allocated time for facilitating collective work in the
school. Overall, respondents' feedback highlighted a need for better
consideration of staff's personal needs within these educational
organizations.

Discussion

This research was conducted to examine teachers’ views at IB
schools concerning the implementation of Professional Learning
Communities (PLCs) within Greek IB schools. The overarching
conclusion of this study is that the majority of surveyed teachers
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indicated that 1B schools implement PLC practices at a high level
across all individual dimensions. However, the exact degree of PLC
practices application in IB schools remains undefined, owing to the
need for qualitative research on the individual aspects of each
dimension. Nonetheless, the substantial agreement percentages among
IB teachers suggest that Greek 1B schools are currently in a sustaining
phase, with practices across all dimensions reflecting the schools’
philosophy.

Supportive and Shared Leadership

The participants’ perspectives revealed high occurrences of
collaborative and supportive leadership practices in IB schools.
However, this specific dimension garnered the least agreement among
teachers compared to other PLC dimensions, marking it as the least
implemented in totality. Delving deeper, the pronounced application of
this dimension's practices within 1B schools confirms the International
Baccalaureate Organization's (IBO) objective to transform schools
where their programmes are offered into dynamic learning
communities (1BO, 2018).

The dimension requiring enhancement involves shared
responsibility and accountability for student learning without the
imposition of force or power by involved parties— parents, local
community members, and inclusive participation of principals with the
staff in power distribution. These parties, especially parents, contribute
to teachers' work-related stress in private schools due to their exerted
authority, as cited in Brady and Wilson’s research (2002). This issue,
coupled with the lack of power distribution noted by the OECD (2011),
underscores the need for educational policies that allow the adoption of
contemporary leadership practices, crucial for both private and public
educational organizations to function successfully as PLCs.

Shared Values and Vision

The IB teachers that took part in this study affirmed the application
of “shared values and vision” practices at high levels within IB schools,
echoing the IBO's mission of shared philosophy and common vision in
schools that apply their programs (IBO, 2018). This dimension's high
application supports the notion that an IB teacher must possess a
collaborative spirit and beliefs to be deemed "successful” (Bergeron &
Dean, 2013; Lee et al., 2022), while indicating that IB schools
implement leadership practices aligning with transformational
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leadership principles (Kouzes & Posner, 2017). Practices needing
improvement involve parents and local community members who don't
seem to actively participate in shaping high expectations to elevate
students’ achievements, possibly linked to a "consumer model of
involvement™ common in private schools (Hornby, 2020).

Collective Learning and Application of Learning

The “collective learning and application of learning” dimension saw
the highest agreement among the PLC dimensions in this study,
reflecting the educational competencies of IB teachers fostered by the
IBO, which includes creating prerequisites for collective knowledge
across all educational units (IBO, 2018). This dimension's most
frequently applied practices reaffirm the IBO's desired commitment
(Singh & Qi, 2013), the collective approach encouraged in IB
institutions (IBO, 2018), and, to a degree, the application of modern
leadership practices related to pedagogical leadership principles
(Mora-Ruano, Schurig, & Wittmann, 2021). As in previous
dimensions, revising the school-family relationship and engaging
parents or guardians is seen as crucial.

Shared Personal Practice

The "shared personal practice” dimension and its practices are the
least applied in Greek IB schools compared to other dimensions based
on surveyed IB teachers. However, it doesn't imply an unsatisfactory
application level. The most commonly applied practices in Greek IB
schools relate to the international 1B community's existence and the
positive reinforcement of sharing ideas and practices, both informally
(via Social Media) and formally (such as "My IB™). In contrast, the least
applied practices could be attributed to limited available time among
teachers and programme pressure—factors contributing to higher
emotional exhaustion among private school educators (Sood, 2019;
Balasi, 2020).

Supportive Conditions

The research findings indicate high-level practices of this
dimension, attributed to the advanced facilities provided by private
educational institutions, a factor influencing parents to prefer them over
the public sector (Yaacob, Osman & Bachok, 2014). Regarding
supportive conditions towards relationships, it was observed that
teachers' achievements are not significantly recognized by 1B schools,
and involved parties do not collaborate with staff to integrate "change”
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into the school philosophy. Additionally, it's critical to underscore
teachers' opinion that staff relationships can improve— likely due to
existing competition among them, as noted in the "shared personal
practice” practices. Lastly, the teachers highlighted that organizations
do not adequately fund their professional development, a finding that
contradicts the IBO's philosophy on professional development (IBO,
2021; 1BO, 2022).

The results of this exploratory research, as well as the general
conclusion that emerged regarding the high implementation of PLCs in
IB schools in Greece, are suggested to constitute the starting point of a
series of studies where the practices of the PLCs applied in IB schools
will be studied in depth, quantitatively and qualitatively, not only at the
national but also at the international level. It would be interesting also
to study apart from educators’ views, perspectives of IB Coordinators
and students, in order to achieve a holistic approach to the field.
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Abstract

Universities worldwide had been called upon to respond to the new teaching
conditions brought about by the Covid-19 pandemic by implementing distance
learning. The aforementioned situation has caused various challenges, starting with
the forced and urgent change in learning and working cultures in higher education.
Of particular interest was dealing with the difficulties faced both the educational
institutions and their staff. Therefore, the purpose of the present study was to
investigate the perceptions of teachers in higher education about online teaching self-
efficacy. The sample consisted of 222 men and 145 women who teach in Greek
universities. Research data have been collected with the following self-report scale:
Online Teaching Self-Efficacy Inventory (henceforth OTSEI). This questionnaire is
based on the work of Dr. Kevin P. Gosselin (2009). It was also distributed a socio-
demographic question sheet and a section for general information about distance
learning during the pandemic Covid-19 and their digital skills (digital proficiency,
distance learning experience, use of "synchronous™ and "asynchronous” learning
platforms/ digital applications). The results of statistical analyses showed: a) the
coherence, and more specifically, the high validity and reliability of OTSEI as a
research tool,

b) women' s higher skills in virtual interaction compared to men and

c) distance learning experience affects both online teaching self-efficacy and all
its sub-dimensions. The above findings are discussed in relation to the development
of hybrid teaching systems, the digital literacy/ training of academic teachers and the
selection of appropriate technological equipment.

Keywords: COVID-19, distance learning, higher education, online teaching
self-efficacy.
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Introduction

The COVID-19 pandemic and in particular the suspension of
university operations worldwide has highlighted the already existing
need for distance learning. Its urgent implementation was a special
condition for investigating issues related to the implementation of
online teaching, the effectiveness of higher education teachers in the
new forms of teaching (Scherer, Howard, Tondeur, & Siddig, 2021),
within the framework of the aforementioned condition. Identifying the
use of digital technologies in ways that can contribute to the
enhancement and innovation of education and training is considered
important (Redecker, 2017).

Online/distance teaching self-efficacy refers to teachers' own beliefs
about their: a) knowledge and skills, b) self-confidence regarding their
ability to effectively utilize online education technologies, c) abilities
to engage students in distance learning, d) ability to manage their
classroom online (Green & Bettini, 2020; Yang, 2021) and e) ability to
application of new technologies and digital tools (Hampton et al.,
2020).

Characteristics such as resilience, adaptability, coping with stressful
situations are predictive factors for online teaching self-efficacy
(Hampton et al., 2020). On the other hand, a high sense of self-efficacy
in the distance education condition mitigates the risk of burnout and
enhances coping with secondary stress (Bandura, 1997; Benight &
Bandura, 2004; Yang, 2021). Teachers' online teaching self-efficacy is
particularly enhanced by past online teaching experience, as when
faced with similar challenges in online courses they have ideas on how
to deal with the situation (Baroudi & Shaya, 2022; Hampton et al.,
2020). Predictors of online teaching self-efficacy are also teachers'
digital skills, their preparation for the use of digital media and
technologies (online environment quality), the development of online
educational strategies, online classroom management and engagement
- inclusion of students in the online learning process (Robinia &
Anderson, 2010; Baroudi & Shaya, 2022).

Online/distance learning is now widely considered necessary rather
than merely optional in higher education (Gosselin, Northcote,
Reynaud, Kilgour, Anderson & Boddey, 2016). A necessary condition
for its successful implementation is the self-efficacy of academic
teachers (Hampton et al., 2020). In fact, university teachers' awareness
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of their level of teaching self-efficacy in an online environment can
contribute to improving their teaching practices (Al Qadhi et al., 2022).
Therefore, the purpose of the present study was to investigate the
perceptions of higher education teachers regarding the online teaching
self-efficacy. More specifically, it aims to adapt the OTSEI in the
context of higher education in Greece and then to evaluate both its
validity and reliability.

Method

The research was conducted in Greece in the period from May 19,
2022 to July 4, 2022, so that a sufficient period of time has passed since
the start of live lessons (after their suspension due to the pandemic) and
the participants have form their views on the researched issues, through
the comparison with distance education. Data collection was carried
out using Google Forms in order to ensure both participants’ safety
(due to pandemic) and the access to all the universities of Greece.

Hypotheses
H1: Validity and reliability of OTSEI in Greek higher education
context.
H2: Positive effect of distance learning experience on online teaching
self-efficacy.
H3: Women show higher online teaching self-efficacy than men.

Participants
The sample of this research was 367 higher education teachers (see
Table 1).

-[I;?st::?t}ﬁtion of the sample in terms of teaching position and gender.
Gender
Me Women Total
n

Teaching position n % n % n %
Professors 74 20,16 26 7,08 100 27,25
Associate Professors 53 14,44 25 6,81 78 21,25
Assistant Professors 36 9,81 28 7,63 64 1744
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Special scientific, laboratory 33 8,99 49 13,35 82 22,34
teaching, and special technical
laboratory staff

Extraordinary teaching staff 26 7,08 17 463 43 11,72
Total 222 60,49 145 39,51 367 100,00

As part of an attempt to collect data from all academic fields, the
sample included participants from the following schools: i) agriculture,
i), economic and political sciences, iii) environmental studies, iv) fine
arts, v) health sciences, vi) humanities and social sciences, vii)
informatics viii) school of education, ix) school of engineering, X)
school of law, xi) school of sciences and xii) physical education.

Measure

The research tool used for data collection was the Online Teaching
Self-Efficacy Inventory which consists of five subscales (Gosselin,
2009):

a) Selection of Technological Recourses. Online teacher’s ability to
select, utilize and determine the technology to enhance student’s
learning and enrich instruction.

b) Virtual Interaction. Faculty member’s effective facilitation of
teacher-student interaction, meaningful student cooperation and the
ability to establish a positive social climate that engages students
through fostering motivation, intellectual commitment and personal
development.

c) Unit Content Migration. The ability to successfully transfer
instructional materials from face-to-face to online courses; the contents
of the transferred information are sufficiently comprehensive to
achieve the defined learning outcomes.

d) Online course alignment. Encompassing faculty’s ability to
effectively align learning objectives, unit assignments and learning
activities, and assessment strategies and procedures with online
courses.

e) Web-based unit structure. The ability to design and build an
online course: i) with a clear organizational structure and simple
navigation and communication instructions, ii) consistent and aligned
with the mission of the university, and iii) adapted to the context of
equal access and inclusive learning, with respect to diversity.

54



Results
Psychometric characteristics

In order to determine the psychometric characteristics of the scale,
validity and reliability tests were carried out.

Validity

More specifically, to determine the validity, of the OTSEI, the
Principal Component Analysis (PCA) was carried out. This test yielded
five factors (see Figure 1) that explained 67.98% of the total variance.
The Kaiser-Meyer-Olkin (KMO) index of sampling adequacy was
calculated at .94, a particularly high value.

Online Course Alignment (50.63%)

Unit Content Migration (6.57%)
OTSElI e——PCA Virtual Interaction (4.64%)

Selection of Technological Recourses
(3.77%)

Web Based Unit Structure (2.37%)
Figure 1. Principal Component Analysis — OTSEI (5 factors)

Reliability

In order to measure the reliability, of the OTSEI, the internal
consistency reliability method was applied through the calculation of
the Cronbach's alpha reliability index. All subscales of the OTSEI
showed high reliability (see Table 2).

Table 2.
Cronbach’s alpha reliability coefficients of Online Teaching Self-Efficacy
Inventory.

Cronbach’ s o

Online Course Alignment .96
Unit Content Migration .94
Virtual Interaction .95
Selection of Technological Recourses 91
Web Based Unit Structure .90

Distance Learning Experience Effects
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According to the results of one-way ANOVA and post hoc multiple
comparisons with the Tukey HSD test, the participants who had
experience distance teaching (pre-Covid-19)in both theoretical and
laboratory courses showed statistically significant higher skills in each
sub-dimension of online teaching self-efficacy and also in overall
online teaching self-efficacy (see Table 3).

Table 3.
Pre-Covid-19 distance teaching experience effects (One-Way ANOVA).
Distance No experience in
learning distance
experience in learning before
both theoretical Covid-19
and laboratory
courses
M SD M SD F p 72
Online 15 1 13 2 5 .
Teaching 2.9 8 0.3 9. 0 0
Self-Effica 5 8 0 1 3 0 4
4 3 1
Online Cou  37. 7 30. 8. :
Alignment 00 1 96 7 0 0
2 5 8 0 4
4 3
Unit Conte 39. 4, 34, 7. 3 . .
Migration 35 5 47 1 . 0 0
3 1 5 1 3
2 5
Virtual 32. 6. 27. 7. 3 . .
Interaction 40 3 67 6 . 0 0
2 2 2 2 3
2 3
Selectiono  24. 4. 20. 5. 5 . .
Technologi 75 3 70 4 . 0 0
Recourses 0 9 5 0 4
5 1
Web Based 19. 2. 16. 4, 3 . .
Unit Struct 45 6 50 3 . 0 0
1 8 7 1 3
0 2
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Note: The findings related to the dimensions of previous experience (in theoretical
courses, in laboratory courses) which presented statistically insignificant differences
(p>.050) have been omitted.
Socio-demographic Characteristics Effects

In order to study the relationship between the variables under
investigation and gender were performed t-criterion tests for
independent samples (see Table 4).

Table 4.
Comparison of means (t-test) according to gender, regarding sub-dimensions of
OTSE.
Men Women
M SD M SD T p  Cohen’sd
Virtual Interaction  27.47 7.69 < 29.28 7.42 -2.240™" .026 24
= p< .05

Note: The findings related to the variables that showed statistically insignificant
differences (p>.05) have been omitted.

Discussion

First of all, regarding the psychometric characteristics, the results of
the validity (Principal Component Analysis, see Figure 1) and the
reliability controls (Cronbach’s alpha, see Table 2) of the OTSEI
confirm the factor structure and the coherence of the scale as a reliable
assessment tool of online teaching self-efficacy of academic teachers
(confirmation of the H1).

Concerning the effect of previous experience in the distance
learning condition, it was found to contribute positively (confirmation
of the H2), since it concerns both theoretical and laboratory courses, to
academic teachers' skills in online teaching self-efficacy and all its sub-
dimensions (see Table 3). This specific finding seems to be consistent
with the finding of Culp-Roche et al. (2021) according to which
previous online teaching experience is a predictive factor of online
teaching self-efficacy. This specific finding could be interpreted more
analytically if had been investigated factors related to: a) the training
of teachers in new technologies in education and b) their accessibility
to ICT. This observation is both a methodological limitation of the
research and a suggestion for future research.
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Regarding the effect of demographic characteristics and inparticular
gender, the finding emerged according to which female academic
teachers present higher virtual interaction skills (partial confirmation
of the H3, only one sub-dimension of online teaching self-efficacy)
than their male counterparts (see Table 4). This seems tobe related to
the finding of Al Qadhi et al. (2022) according to which women present
a higher online teaching self-efficacy compared to men. Virtual
interaction is also a separate dimension of Online Teaching Self-
efficacy (Gosselin, 2009). Possibly, the specific finding also echoes the
special contribution of virtual interaction to online teaching self-
efficacy. This finding may also be due to stereotypical perceptions
according to which women show milder interaction traits (that
contribute to the learning interaction) than men. Research findings have
shown that women tend to have more expressive, cooperative,
sensitive, warm and polite communication characteristics (Merchant,
2012).

The contribution of the present study lies in the improvement of the
teaching practices of university teachers, through the acquisition of
self-awareness regarding their teaching effectiveness in general and in
particular in online education context (Al Qadhi et al., 2022). In
addition, it is important to investigate the self-efficacy of online
teaching as it has been shown to contribute significantly to the
application of digital knowledge in the design and implementation of
online courses (Zhen, Garthwait, & Pratt, 2008).

This research is ongoing and at an early stage. Data on the
professional satisfaction and well-being of higher education teachers
have already been collected and will be followed by tests of
correlations and exploration of predictors of the variables under study.
Finally, regarding the limitations of the research, the scale used is a
self-report questionnaire and involves the risk of collecting socially
acceptable answers. In a future research, to avoid the aforementioned
limitation, a mixed methodology could be used. The sample of teachers
for the research could be selected using the focus group method
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Abstract

The present quantitative study investigated the digital competence level of adult
educators in Second Chance Schools (SCS) in Greece, according to the European
Framework for the Digital Competence of Educators (DigCompEdu). A survey was
conducted with 196 hourly and permanent teachers from various regions in Greece,
employing the Check-In self-assessment tool. Findings indicated that adult educators
in SCS, based on their responses, demonstrated a moderate level of digital
competence overall. However, specific areas such as Teaching and Learning,
Assessment, and Facilitating Learner's Digital Competence displayed lower levels of
digital competence. Statistical analysis indicated a statistically significant
relationship between digital competence and factors including employment
relationship, specialization, teaching experience, and training in digital
technologies. In particular, permanent educators, those with IT majors, and
individuals with extensive teaching experience exhibited higher digital competency
scores compared to their colleagues. The present empirical research represents the
first investigation into the digital competence of adult educators in Second Chance
Schools in Greece, using the DigCompEdu framework, thereby expanding upon the
existing body of knowledge pertaining to adult education in this specific context.

Keywords: Adult education, Second Chance Schools, digital competence,
DigCompEdu

Introduction

Being digitally competent today encompasses the ability to understand
digital media, to seek information, critically evaluate retrieved
information (given the widespread use of the Internet), and effectively
communicate using a variety of digital tools and applications (mobile,
internet). All these competencies draw from various disciplines,
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including media studies, information sciences, and communication.
Analyzing the repertoire of competencies associated with digital
literacy requires an understanding of all these underlying concepts. In
addition, new aspects have emerged as essential conditions for digital
competence to be functional in a digital environment, such as the ability
to read hyperlinked texts (Ferrari, 2012).

Digital competence not only involves understanding digital tools but
also extends to educators' ability to help students develop
collaboration, creativity, and problem-solving skills through the use of
information and communication technologies (ICT). By fostering these
skills, educators play a crucial role in preparing students to become
effective citizens and members of the workforce (UNESCO, 2011). To
achieve this, educators must be able to integrate pedagogical skills with
digital skills and apply these skills in their daily practice. Research has
consistently demonstrated that teachers who possess strong technology
skills are more likely to successfully integrate ICT into their teaching
(Hsu, 2010). Moreover, digital media have the potential to transform
learning environments and empower students to take an active role in
shaping their own education. Therefore, educators should acquire
robust skills in technology and its use as an effective teaching tool in
order to optimize the use of digital resources in their teaching and the
use of information management systems to monitor student learning
(Schleicher, 2016). However, despite the recognized importancef of
educators' digital competence, the research conducted in Greece has
been limited. This scarcity of research highlights the need for further
investigation and understanding of the digital competence of educators,
particularly within the Greek context.

European framework for the Digital Competence of educators
The European Framework for the Digital Competence of Educators
(DigCompEdu) provides a comprehensive reference framework that
defines 22 competences across six areas, categorised into three main
categories: i) professional competences of educators, ii) pedagogical
competences of educators and iii) competences of learners (Figure 1).
Developed by the Joint Research Center (JRC) of the European
Commission the DigCompEdu framework serves as a scientifically
coherent and evidence-based tool to describe what it means for
educators to be digitally competent. It offers a general reference
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framework to support the development of specific digital competences
for educators throughout Europe. The framework is applicable to
educators at all levels of education, ranging from early childhood to
higher education and adult education, including general and vocational
education and training, special education, and nonformal learning
settings (European Science Hub, n.d.).
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Figure 1. Six areas of European framework for Educators’ digital competence

Numerous digital competence assessment surveys based on the
DigCompEdu framework have been conducted internationally. Recent
surveys evaluating the digital competence of educators/trainers have
found that participants, based on their answers, reported a medium (B1-
Integrator) estimated level of digital competence (Balyk & Shmyger ,
2018; Benali et al ., 2018; Cabero - Almenara et al ., 2020; Dias -
Trindade & Moreira , 2020; Ghomi & Redecker , 2019; Gowreea &
DePryck , 2019). Studies by Benali et al. (2018) and Gowreea and
DePryck (2019) demonstrated good performance in professional
engagement and digital resources. However, in the work of Dias-
Trindade and Moreira (2020), educators scored lower in the fields of
“Assessment”, “Empowering Learners” and “Facilitating Learner's
Digital Competence”. In contrast, studies involving undergraduate or
postgraduate students, current or future teachers, generally indicate a
low level of digital competence based on participants’ questionnaire
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responses (Napal Fraile et al., 2018; Strutynska & Umryk, 2018;
Tsankov & Damyanov, 2019).

In Greece, only a few studies have been carried out to date, based on
the European framework for evaluating the digital competence of
educators (DigCompEdu). For instance, Noou and Retali (2021)
investigated the self-assessment of digital competence among
educators at Public Vocational Training Institutes in Greece, with a
sample of 220 adult educators. The findings revealed that the majority
of trainers (68%) had a low to moderate level of digital competence.
These percentages were consistent for the areas of "Professional
Engagement” and "Digital Resources,” while in "Teaching and
Learning” and "Assessment,"” they shifted towards significantly lower
levels of competence. Similarly, Vasilakis (2021), in a study
investigating the digital competence of 442 educators in secondary
vocational education and its relationship with their pedagogical beliefs,
found that 67% of educators ranked at moderate levels of digital
competence, showing however greater digital competence than in the
research conducted by Noou and Retali (2021).

Given the limited number of relevant studies conducted in the Greek
context, the present research aims to contribute to the understanding of
the digital competence of adult educators, specifically in Second
Chance Schools, on a nationwide scale. Therefore, this study
investigated the levels of self-assessed digital competence among
educators in Greece. By examining the digital skills of educators in
Second Chance Schools, this research aspires to contribute to scientific
knowledge on the subject and provide insights to support educators in
improving their digital competences, thereby enhancing the
attractiveness and effectiveness of their teaching practice.

The research questions of the present study were:

1) What is the overall and area-specific level of self-assessed
digital competence among adult educators in Second Chance
Schools, based on the DigCompEdu framework?

2) How does the digital competence of adult educators in Second
Chance Schools relate to their demographic and occupational
characteristics?
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Methodology

Participants

In the present empirical research, a quantitative approach was chosen
to measure the digital competence of educators in Second Chance
Schools (SCS) in Greece on a nationwide scale. The research utilized
a questionnaire that was distributed to the 78 Second Chance Schools
(SCS) in Greece. A total of 196 SCS educators participated in the
survey, comprising 60.2% women and 39.8% men. The mean age of
the participants was 44.81 years (SD=8.2), and their mean teaching
experience in adult education was 7.56 years (SD=6.42). Among the
participants, 10.7% held a doctorate, 74.5% held a master's degree, and
14.8% held a higher education degree.

The participants were represented across different regions, with the
highest percentages found in Western Macedonia (21.9%), Attica
(12.2%), and Central Macedonia (12.2%). In terms of employment
relationship, the majority of educators (66.8%) were hourly workers,
while 33.2% held permanent positions. Regarding specialty, the largest
percentages were Philologists (17.9%), Informatics specialists
(14.8%), and Science educators (12.8%). Furthermore, 76.5% of
educators reported having received training in Digital Technologies.
Research tool

The research employed the self-assessment tool Check-In, which is
based on the European Framework for the Digital Competence of
Educators and was adapted to Greek based on the work of Noou (2020).
The Check-In questionnaire consists of 22 questions that assess the
extent to which each statement reflects the participants' own practice.
Participants were asked to choose one of the five available graded
options. From the 22 questions, a digital competence index was
derived, with a range of 0 to 88 points (Caena & Redecker, 2019). Table
1 provides the ranking in levels of digital competence based on the
scores obtained from the Check-In questionnaire.

Table 1. Ranking in levels of digital competence according to the score in the Check-
In questionnaire

Level of digital competence Total score
Newcomer (Al) <20
Explorer (A2) 20-33
Integrator (B1) 34-49
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Expert (B2) 50-65
Leader (C1) 66-80
Pioneer (C2) 81-88

The internal reliability of the Check-In questionnaire was found to be
high, with a Cronbach's alpha coefficient of a=0.94, consistent with
previous related research. Although fluctuations were observed within
each of the six areas, all of them exceeded the acceptable threshold of
0=0.65.

Data analysis

Data analysis was conducted using IBM SPSS Statistics v28.0. To
investigate the correlations between digital ability and age, Pearson's
correlation coefficient (r) was employed. The relationship between
digital competence (dependent variable) and independent variables
such as education level, work region, specialty, and teaching
experience were examined using one-way univariate analysis of
variance (ANOVA). Post hoc analysis using the Least Significant
Difference (LSD) test was performed when a statistically significant
difference in group means was found. The association between digital
competence (dependent variable) and training in digital technologies
(independent variable) was assessed using independent samples t-tests.
The level of statistical significance was set at a=0.05.

Results

Digital competence of adult educators in Second Chance Schools in
Greece

Firstly, the study investigated the self-estimated digital competence
levels of adult educators in Second Chance Schools in Greece. Overall,
the majority of educators in the survey (61%) fell into the medium
digital competence levels of Integrator (B1) and Expert (B2). The
average digital competence score among the surveyed educators was
43.53 (SD = 17.25) -with a maximum possible score of 88-, which
corresponds to the Integrator Bl level. Figure 2 presents the
distribution of educators across different levels of overall digital
competence.
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Digital Competence Levels of Educators at Second Chance Schools in Greece
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Figure 2. Levels of Digital Competence among SCS educators in Greece

The study also examined digital competence levels in the six areas
defined by the European framework for digital competence of
educators.

In the first area, “Professional Engagement”, 39.80% of the educators
demonstrated average competence levels (B1-Integrator), while equal
percentages (23.47%) were observed at the Explorer (A2) and Expert
(B2) levels. A shift towards lower levels of competence was observed
in comparison to the overall digital competence levels, with only a
minimal percentage of educators (4.59%) reaching the highest
competence levels (C1-Leader and C2-Pioneer). Figure 3 illustrates the
distribution of educators across different levels of digital competence
in Area 1 (Professional Engagement).

Area 1 - Professional Engagement

Educators

Newcomer-A1 Explorer-A2  Integrator-B1 Expert-B2  Leader—Cl Pioneer-C2

Digital Competence Levels

Figure 3. Distribution of educators in levels of digital competence in Area 1
“Professional Engagement”
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Similar patterns were observed in the second area “Digital Resources”,
where the majority of educators (59.18%) achieved the Integrator (B1)
and Expert (B2) levels. Compared to the overall digital competence
levels, there was a doubling in the percentage of educators at the lowest
competence level (A1l-Newcomer). Figure 4 displays the distribution
of educators across different levels of digital competence in Area 2
(Digital Resources).

Area 2- Digital Resources

33,16%
65

Educators

Newcomer-Al Explorer-A2  Integrator-B1 Expert-B2  Leader—Cl Pioneer-C2

Digital Competence Levels

Figure 4. Distribution of educators in levels of digital competence in Area 2
“Digital Resources”

Moving on to the third area, “Teaching and Learning”, a differentiation
in digital competence levels was observed. Approximately 80% of the
instructors achieved the first three levels of digital competence. The
B2-Expert level was recorded as the lowest (12.24%) compared to B2
levels in all the other areas, which is also much lower than the
corresponding B2 level (31%) in the overall digital competence. In
conclusion, educators in this area demonstrated a low to medium level
of digital competence. Figure 5 presents the distribution of educators
across different levels of digital competence in Area 3 (Teaching and
Learning).
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Figure 5. Distribution of educators in levels of digital competence in Area 3
“Teaching and Learning”

In the fourth area, “Assessment”, a similar pattern emerged, with the
majority of trainers (77.55%) falling within the first three levels of
competence. The highest percentage (34.18%) was observed at the A2-
Explorer level, exceeding the percentages of A2 levels seen in the other
areas. Conversely, the highest levels of competence (C1-Leader and
C2-Pioneer) were achieved by a meager percentage (5.61%) of
educators. Overall, educators in this area demonstrated a relatively low
level of digital competence. Figure 6 displays the distribution of
educators across different levels of digital competence in Area 4
(Assessment).

Educators

Newcomer-Al  Explorer-A2 Integrator-B1 Expert-B2  Leader—Cl Pioneer-C2

Digital Competence Levels
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Figure 6. Distribution of educators in levels of digital competence in Area 4
“Assessment”

For the fifth area, “Empowering Learners”, the results indicated an
average level of digital competence, with 45.92% of educators reaching
the B-level (Bl1-Integrator and B2-Expert). The lowest percentages
were observed at the lower levels of competence (A2-Explorer: 20.41%
and Al-Newcomer: 18.88%), while the highest levels (C1-Leader:
11.22% and C2-Pioneer: 3.57%) had the lowest percentages. Figure 7
depicts the distribution of educators across different levels of digital
competence in Area 5 (Empowering Learners).

Area 5 - Empowering Learners

22,96%
S0 45

Educators

Newcomer-Al Explorer-A2 Integrator-B1  Expert—B2 Leader—C1 Pioneer-C2

Digital Competence Levels

Figure 7. Distribution of educators in levels of digital competence in Area 5
“Empowering learners”

Lastly, in the sixth area, “Facilitating Learner’s Digital Competence”,
almost three quarters of the participants (72.9%) fell within the first
three levels of digital competence. Specifically, 32.65% were at level
Al, 27.04% at level B1, and 13.27% at level A2. This indicates a low
to medium level of competence in this area. Figure 8 presents the
distribution of educators across different levels of digital competence
in Area 6 (Facilitating Learner’s Digital Competence).
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Area 6 — Facilitating Learner’s Digital Competence
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Figure 8. Distribution of educators by levels of digital competence in Area 6
“Facilitating Learner’s Digital Competence”

Differences in digital competence of adult educators in Second
Chance Schools in Greece based on demographic/occupational
characteristics

No statistically significant differences were found in the digital
competence of SCS educators based on gender, level of education,
work region, or age. However, there were statistically significant
differences in digital competence based on the employment
relationship of educators (t (194) = 2.601, p = 0.01), with educators of
SCS who were permanent achieving higher digital competence
performances (M = 48.02, SD = 17.45) compared to their hourly
employed colleagues (M = 41.31, SD = 16.77). In addition, the
specialty of the SCS educators was found to be related to the
performance in digital competence (F 2,103=16.761, p <0.001), with the
IT educators scoring higher (M = 59.41, SD = 9.77) in relation to the
instructors of Technical specialties (M = 40.94, SD = 15.18) and the
instructors of "Theoretical” specialties (M = 40.64, SD = 17.99). There
was no statistically significant difference in digital competence
between instructors of Technical and Theoretical specializations.

In addition, a statistically significant difference was observed in the
digital competence of SCS educators based on their years of teaching
experience in adult education (F2193 =5.355, p = 0.005). According to
the LSD post hoc tests, the SCS educators with more than 10 years of
experience achieved higher levels of digital competence (M = 50.11,
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SD = 18.70) compared to those with up to 5 years of experience (M =
40.32, SD = 16.47). However, no significant difference was found
between educators with 6 to 10 years of experience (M = 44.04, SD =
15.87) and the other two groups. In summary, more experienced adult
educators in SCS demonstrated significantly higher levels of digital
competence compared to those with limited teaching experience.
Finally, a statistically significant difference was found between the
means of digital competence in those who had been trained and those
who had not attended training in digital technologies (t (194) = 1.429,
p = 0.01). Educators who attended training seminars in digital
technologies achieved significantly higher levels of digital competence
(M =45.15, SD = 16.43) compared to their untrained peers (M = 38.24,
SD = 18.92). Overall, these findings shed light on the digital
competence levels of adult educators in Second Chance Schools,
highlighting both strengths and areas for improvement.

Discussion

The present quantitative study examined the levels of self-assessed
digital competence among educators in Greece. Findings of this study
suggest that the digital competence levels of SCS educators in Greece
are generally comparable to those found in previous studies conducted
in different educational contexts (Balyk & Shmyger, 2018; Benali et
al., 2018; Cabero-Almenara et al., 2020; Dias-Trindade & Moreira,
2020; Ghomi & Redecker, 2019; Gowreea & DePryck, 2019; Noou &
Retali, 2021; Vasilakis, 2021). However, despite the increased
exposure to digital technologies during the pandemic due to mandatory
distance learning in public schools in Greece (Zorzos, Manikaros, &
Avgerinos, 2021), the present research did not find high levels of digital
competence among SCS educators. These findings highlight theneed
for targeted training programs to enhance the digital competenceof
educators, particularly in the areas of Teaching and Learning,
Assessment, and Facilitating Learner's Digital Competence.
Furthermore, the difference found in digital competence between
permanent and hourly employed educators emphasizes the importance
of providing training opportunities specifically for hourly employed
adult educators in SCS. While there is limited existing research that
directly correlates digital competence with employment relationship,
the finding aligns with the fact that hourly employed educators often
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receive little to no training, including general or digital skills training,
when selected from the SCS educators' Register by the General
Secretariat and Institute of Youth and Lifelong Learning.

It is worth noting that the present research did not find a correlation
between digital competence and geographical criteria, level of study,
or age, which is consistent with most previous studies (Noou & Retali,
2021; Vasilakis, 2021). Specialization in IT was found to be associated
with higher levels of digital competence, which is expected as IT
educators are more fluent in using digital applications and tools,
facilitating their integration into the educational process.

The finding that educators with over 10 years of teaching experience
demonstrated significantly higher digital competence is consistent with
the notion that more experienced educators are often more receptive to
digital technologies and possess pedagogical expertise in utilizing them
effectively. This finding is in line with Benali et al.'s (2018) research,
which identified a positive correlation between digital competence and
teaching experience among foreign language educators who used
technology to enhance their lessons. However, other studies conducted
in Greece did not find a statistically significant correlation between
overall digital competence and teaching experience (Noou & Retali,
2021; Vasilakis, 2021). The results also highlight the positive impact
of training in digital technologies, as SCS educators who attended such
training seminars demonstrated higher levels of overall digital
competence compared to their untrained colleagues. This finding
supports the value and effectiveness of training programs offered by
the Ministry of Education.

The survey results provide an initial assessment of the digital
competence levels of adult educators in Second Chance Schools in
Greece and contribute to the existing data on digital competence among
adult educators in the country. Future research should validate these
findings and examine further the low digital competence levels
identified within the areas of Teaching and Learning, Assessment, and
Facilitating Learner's Digital Competence. In addition, future studies
could explore the digital competence of educators in other formal adult
education structures, such as the Hellenic Open University and the
National Centre for Public Administration and Local Government.
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Abstract

The issue of teachers' professional identity at international level is discussed,
especially after this unprecedented period of global health crisis. It is noted that
learning can continue and have the desired results, when teachers use technologies
fluently and with a didactic and pedagogical perspective, when they are creative,
flexible and adaptive to change and problem-solving situations and when they are
consciously in their social role in the context of their professional career. During the
coronavirus pandemic, teachers were tested at a professional level and were called
upon to perform a role that had many different aspects. This paper will present the
narratives of primary school teachers, who during the coronavirus pandemic were
called upon to redefine their professional identity and teach through distance
learning. Through their lived experience and "realities” they narrate issues of job
satisfaction, support from institutions and cooperation with colleagues. The analyses
of the research concern us regarding the perception of their role in times of crisis
and issues of teachers’ professionalization.

Keywords: Covid-19 pandemic, narratives, primary school teachers, professional
identity

Teachers as employees in times of crisis

If we consider the case of teachers, as employees, operating in a constantly
changing environment, we see that uncertainty is a kind of an endemic disease
for them, a disease that occurs with frequency and duration in their profession
(Lortie, 2002). This uncertainty is related to all professional areas of the
teacher (Munthe, 2001). The coronavirus pandemic through the closure of
schools comes to create or illuminate new conditions of uncertainty that
"shook™ the needs of teachers for autonomy, competence and effectiveness.
Globally, teachers were asked to handle, in a flash, a situation with which
they had not previously come into contact (Kim & Asbury, 2020). They were

75


mailto:mtzifopoulos@uowm.gr

faced with a situation of redefining their professional identity, through a
different form of teaching, with new channels of communication (Koénig,
Jager-Biela & Glutsch, 2020). Clearly, this situation creates tremors and
changes in the professional trajectory of teachers. For this reason, Self-
Determination Theory (SDT) can be useful in understanding the experience
of today's teachers in their working lives (Van den Broeck, Ferris, Chang &
Rosen, 2016). According to this theory, three basic psychological needs are
taken into account for the better-functioning of employees and their
satisfaction in the workplace (Deci & Ryan, 2002).

The autonomy of the teacher is the first basic need (e.g., Do | have the
autonomy to choose how | work? Can | take initiatives and implement an
idea?). The teachers are satisfied in their workplace, when they act and behave
with a degree of freedom, which allow them to appropriate the elements of
their workplace naturally and through their own will. Competence is the
second key component in this theory (e.g., Do | feel competent and adequate
in my work? Can | handle the right tools effectively?). It is important that the
teachers feel a sense of effectiveness and expertise; a sense of mastery over
the environment, which help them to develop new competences and to shape,
transformatively, their knowledge background (e.g., didactic knowledge,
digital media skills, communication skills, collaboration skills). Relatedness
is the third basic psychological need, the coverage of which leads to a high
degree of satisfaction in working life (e.g., do | belong to a team at work? Do
my coworkers and my employer help me? Am | happy when | help someone
with my work? Do | like to work as a team?) (Baumeister & Leary, 1995).
Based on the above theory, employees who meet these needs are more
effective in their workplace (Gagné & Deci, 2005).

Research objective and methodological framework
This research focuses on life narratives of five Greek primary school teachers
(3 substitutes and 2 permanent teachers), exploring how respondents,
recalling personal experiences of their working lives -through their own
"realities"- interpret and process what happened during a significant change
for them, during the coronavirus pandemic, when they were forced to teach
by distance learning (Tsiolis, 2006). At the same time, through a narrative-
biographical approach, the way in which they reconstruct their narratives and
reposition themselves through retrospective accounts and reflections
(McCormack, 2004) becomes apparent. However, due to the short length of
the publication, only two teacher cases will be discussed.
This qualitative research aims to answer the following questions:
» How do teachers interpret the situation they experienced when they teach
with the contribution of digital technologies during the coronavirus
pandemic?
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» What needs under the Self-Determination-Theory/SDT seem to be reported
either as a deficit or as compensation for teachers?

* How do teachers discuss, through their own "realities”, issues of role
perception in this "violent" adaptation to new learning conditions?

Teachers' narratives

Ariadne: "The parents approached me, thanked me. I felt proud that my work
was being praised".

Avriadne, a substitute teacher with more than ten years of experience in
education, during the first period of the pandemic was in a small school in a
village of Messenia, teaching sixth grade students. The teacher recalls the
difficulties she encountered, as, as she notes, she felt insecure, without any
guidance and specific instructions under this new condition. It also raises the
issue of autonomy under the "SDT" and relates it to issues related to
misinformation regarding working and economic conditions or sanctions for
teachers. She stresses that she felt alone, without any help from the state.
Characteristically, she uses the word "hanging". Of course, as a
counterbalance to fear, uncertainty and the feeling of insecurity and
depersonalization, she erects her inner motivation to help her students and
prepare them for the next level of education, but also to feel that they belong
somewhere, that there is a true -even remote- learning community. Link,
therefore, to the third factor affecting workplace satisfaction. That is, despite
the fact that she was not satisfied with the first element of this theory, with
regard to autonomy, she resisted all this, motivated by her professionalism
and by the feeling that she belongs or should belong somewhere.

"In the first lockdown no decision was made, nothing about education. It was
not mandatory. We had no instructions and thought we would get back to
school quickly. | felt insecure. | do not hide it. | felt hanging out all the time,
alone on the four walls. We were all scared. We were closed in on ourselves.
Two weeks became four and even three months and sometimes | felt bad (...).
Amid the doubt and fear of the pandemic, which was something unknown to
all of us, there was misinformation about salary cuts in case we did not do
distance learning and other various sanctions. We didn't know how long this
would last if we will open (...). And because everyone was unprepared, even
the seminars were inadequate, unorganized not effective. No one was
prepared, not even the state, for such a situation (...). Of course, | did distance
learning, because | had a sixth grade and | wanted to work with the children
and prepare them for middle school. Normally | worked | did not stop at all.
I thought I wanted to do distance learning so they could get in touch. This
connection, | realized was helping them. They were happy to see their
classmates".
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Through her narrative, Ariadne emphasizes the divide between novice
teachers and teachers with many years of service in education. It makes the
connection to the second factor based on the "SDT". Teachers, who on the
one hand adequately handle digital media and e-learning tools and teachers,
on the other, who find it difficult, "give up" and feel ineffective. This new
condition also brought to the fore disagreements, as the teacher notes. She
gives a harsher characterization to the school, mentioning the word "camp.”
So, teachers were divided into two camps, depending on their experience in
using technology; that is, they were divided... Of course, this issue is also
linked to teachers' epistemological assumptions about learning and teaching.
Ariadne also raises the issue of reward, confirmation from other reporting
groups and specifically from the parents of her students, which is directly
related to the high sense of effectiveness of the teacher. As noted in the
relevant research, the factor of competence comes to be linked to the support
from the teachers' environment. The teacher, therefore, despite herproficiency
in digital media, notes that she learned more, even if necessarily,and this
helped her shape her professional identity and reposition her in the teaching
profession.

"The teachers were divided, even in the school itself it was like we were
divided into two camps (...). Certainly, the well-known teachers who did not
want to do distance learning did not bother with this part, neither to help nor
to teach. We, newly appointed teachers think we are quite comfortable using
computers and we have a relationship with technology. The elder teachers,
from what | heard, avoided distance learning because they were afraid of it.
They didn't know how to handle enough tools. This required skills that for us
I believe all young people possess, regardless of whether we are teachers or
not. On the other hand, I felt confirmed, because when we returned to school
from all three lockdowns, parents came to thank me. That was touching. They
felt that their children would not be able to progress through distance
learning, but they saw that we were working and left no gaps. It was a
confirmation of my work. | think | succeeded, at least with those students who
attended and were really interested in the course. As | mentioned before,
parents approached me, thanked me. | felt proud that my work was being
praised. Despite the doubts | had, | kept going and even felt that | became
more comfortable with several online tools, despite being very familiar with
using them. I learned extra things".

But did Ariadne feel that she belonged somewhere, that she was supported by
her work environment, by "employers”, by colleagues and the state? Did she
feel satisfied in her workplace, meeting the need for "contact™ based on the
"SDT"? It repeats the word 'colleagues'. For her, it was of great importance
that an informal network of mutual aid, cooperation and experimentation was
created, mainly by her colleagues. The teachers were helped, as she says, by
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the IT teacher, feeling safe. They distributed material, supported both
didactically and pedagogically. She wants, however, to stress that there was
no support from the state, from the Ministry of Education. This situation also
contributed negatively to teachers' sense of isolation. Ariadne, at many points
in her account, mentions that she was alone in all this.

"We were improvising, colleagues were helping each other. Yes, we worked
together initially. I remember we had a meeting together. The computer
science teacher had informed us about all Webex tools. Of course, it was easy,
but having a man who already knew them in all the panic and the
unprecedented situation, we were relieved, we felt very comfortable. When |
created the digital classroom in "e-me" | collaborated with a colleague of the
school. We joined each other in our classes and experimented before starting
with the kids. We sent out work sheets, announcements, to see a little bit how
it worked. Along the way, all acquaintances, friends, colleagues
communicated with each other and solved questions about each other. | feel
lucky because | have worked with amazing colleagues, many years now, 12
years that | have been working. Most of them were colleagues more or less
my age. Whatever we needed, we were there for each other always. On the
contrary, | felt more threatened by the Ministry of Education than that it helps
me. Yes, manuals of the appropriate platforms were posted, but at the same
time there were no clear instructions for compulsory or non-compulsory
distance learning. We didn't know about personal data, what was going on
with the platform, so we were afraid to turn on cameras, especially of
children. There was uncertainty about everything. In the first lockdown at
least (...). Really, | felt that everyone was so scared and isolated that almost
no one communicated with anyone. | was three months really alone".

Diana: “We had to focus more on children’s psychology .

Diana, a newly appointed teacher, focuses on the third factor of the “SDT”,
that has a noticeable impact on her satisfaction in the workplace. She focuses
on the psychological component and the communication it had with students
during the coronavirus pandemic. To compensate for the lack of help and
support from the state, she notes the supportive role that teachers should have
had at that time.

"At first we didn't know what to do or what to teach. At first it was a bit of a
shock for everyone, | thought that the role of the teacher should change form.
We had to focus more on the psychology of the children, to be next to them.
Make our role more supportive and we will probably put aside the learning
part a little. 1 was working in a one-room schoolhouse during the first
lockdown and | could have a better communication with them with Viber,
images, photos and the material | sent them. It was everything | could in a
digital book, in performances, in games, in quizzes. They were not so much
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about lessons as more psychologically about spending time pleasantly, away
from school”.

Not for a moment has she concealed, that her relationship with technology
was not, at least before the period of the health crisis, so good. Along with the
lack of familiarity with digital tools and e-learning platforms, symptoms of
anxiety and insecurity appeared. As a result, she was either helped by ready-
made material she searched for online or drew material from her colleagues.
Diana, particularly, emphasizes how much the attitude of parents has
influenced her teaching. She emphasizes that she encountered difficulty in
dealing with this new situation, with parents who were either skeptical or
negative and with parents who intervened in the educational process.

"There was anxiety about what to do. | may have had some material, but |
also found a lot of material from colleagues online. And maybe less | created.
At the very beginning, during the first lockdown when | had four classes
because of the one-room schoolhouse, it was very difficult to find so much
material. I worked long hours, longer than when | was at school to find my
material (...). | wasn't that good. | had to learn to handle some things on the
computer that | wasn't aware of. | had to search a lot, but it wasn't an obstacle
for me. An obstacle was often my cooperation with parents, where you had to
convince them of certain things. And it also made me anxious and even when
I think about it, | don't like that | had to go into all the houses. That we had
to get so involved with families, so much and be exposed".

Diana believes that the teacher was not supported enough, but was left to teach
without proper and timely guidance. "There was no help anywhere. Nohelp
from the state. We had to search the material, we had to look to find outhow
the platforms work we had to register the children. Parents were not properly
informed to be able to register students, so we did it, as you will surely have
heard after 12 midnight, when the platform was operational. So,there is no
help there either".

Conclusions

Through this empathic perspective in the research regarding the teachers’
experience, | realize that teachers did not feel autonomous, because they were
called in a short time and without support to teach in a new-unknown context.
It is also evident that teachers, especially newly appointed teachers, despite
their knowledge and experience in the use of digital technologies, felt fear and
insecurity, because there were no directions, but only informal support from
their colleagues (Ferraro, Ambra, Aruta & lavarone, 2020). And, finally,it is
found that in this whole situation, our teachers had to be effective, whilethey
were alone, without feeling the "connection”; without proper materials and
relevant instructions, without help from the state, alone in their homes and
some away from their families.
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It became evident in this research that we have teachers who are conscious in
education and try without the commitment of time, who are concerned about
their students and the promotion of the educational process, about the
cognitive and social-emotional part of teaching their students. We have
teachers who either have more or less digital knowledge and skills ("'l have a
good relationship with technology”, "I wasn't that good. | had to learn to
handle some things on the computer that I didn't know"), who feel on the one
hand more self-confidence and autonomy ("In fact, |1 was the one who told
colleagues some things") and on the other hand insecurity and uncertainty ("I
don't know if I did it in the best way").

However, we cannot rely only on the teachers’ effort, on the informal support
framework that teachers create among themselves (e.g., online support groups
on social media), but we have to support them through professional
frameworks (Mockler, 2022). And this can be done with correspondingly
flexible curricula, with rich educational material adapted to the conditions,
with functional and continuous training platforms and with continuous,
focused and contextualized education and training. Therefore, this transition
period from face-to-face teaching to distance learning should be an occasion
for discussion, on a new basis, of the issue of professionalization of teachers
in the modern digital era, at a global level (Van der Spoel, Noroozi, Schuurink
& van Ginkel, 2020) and for their effective teaching in a new working
condition.
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Abstract

It has often been jokingly said that we had to experience a pandemic to learn to wash
our hands thoroughly every time we return home or before we eat. In the same
context, it could be said that we had to meet these unprecedented teaching conditions
in order to appreciate how important the role of teachers is and how many challenges
they face, now even more so. Because there is no doubt that, beyond the post-
pandemic narratives of educational disaster on the one hand and the celebrations of
great opportunities on the other, the future of teaching after COVID-19 will in fact
be complex and uncertain. And while the literature on the impact of the pandemic on
students and the educational system in general is rich, little has been said about
teachers in particular, assuming that they will somehow magically emerge unscathed
and unaffected and will continue their work as if nothing has happened. Thus, this
paper will focus on teachers and discuss what they have learned from the pandemic
period, why it is necessary to adapt to the new challenges, and most importantly, how
crucial it is for a teacher to be an effective professional. For it will be argued that
teachers matter, and that the key that holds out the greatest potential for increasing
and equalizing student achievement is investing in teacher quality.

Keywords: education, effective teacher, post-pandemic, key factor, teachers matter

Introduction

The COVID-19 pandemic has had a profound impact on educational
systems worldwide, affecting students, teachers, and institutions alike.
As schools, universities, and other educational facilities have been
forced to close or limit in-person instruction, the shift to online and
remote learning has exposed both the strengths and weaknesses of
educational systems and has raised important questions about the future
of education (Bozkurt et al., 2022). With the end of the pandemic,
scientists rushed to assess the outcomes, and priority was given to
large-scale testing of entire learning communities as a means of
measuring and tracking learning losses; however, this can bias learning

83


mailto:dimigous@gmail.com

loss estimates, because learning gains are not spread equally [i.e.,
linearly] across the [school] (Schult et al., 2022). On the other hand,
technology companies keep advocating for the adoption of digital
options such as online and hybrid learning, potentially disregarding the
associated risks. And while mental health specialists prioritize student
well-being as a critical factor for successful learning, it is important to
note that ensuring well-being does not guarantee that learning will
occur (Hargreaves, 2021). However, it seems that all these efforts are
missing the fact that all the way from kindergarten through college, the
quality of the teachers determines our perceptions of the quality of the
school (Whitaker, 2015). As Rowe (2003) points out, “effective
schools are only effective to the extent that they have effective
teachers", while Barber notes that "the quality of a country’s education
system cannot exceed the quality of its teachers" (Barber & Mourshed,
2007).

Education and pandemics: Doom or opportunity?

If one is looking for the short answer, then this is neither, or both. In
the early days of the COVID-19 pandemic, conversations focused on
high-level questions about how the pandemic would disrupt education,
and many concerns have been voiced about the direct and indirect
impacts of the worst pandemic in more than a century on education
(Kerres & Buchner, 2022- Stecuta & Wolniak, 2022). Learning losses
have been one of the most significant groups of worries. These issues
have arisen as a result of the fact that the majority of children in the
world have missed at least a few weeks of regular schooling, some have
missed a full year or more, remote learning options have frequently
proven difficult due to unequal access, on-site learning with physical
distance has occasionally diminished or disrupted the regular learning
experience, and millions of students have completely lost their way to
school, possibly never to return (Azevedo et al., 2021). A recent report
estimates that the pandemic could leave more than 40 million children
out of school globally, with the poorest and most marginalized
communities being the most affected (UNICEF, 2021). Additionally,
research has shown that distance learning and other means used to
provide education continuity during the pandemic were not good
enough, particularly among those from low-income households and
those with learning disabilities (Reimers & Schleicher, 2020).
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However, while the pandemic has presented numerous challenges,
it has also created opportunities. One of the most notable is the
increasing utilization of technology in education. With the shift to
remote learning, many schools and universities have been forced to
rapidly adopt new technologies, such as online learning platforms and
virtual classrooms. This has opened up new opportunities for
innovative and flexible learning, and has paved the way for more
personalized and student-centered approaches to education.
Additionally, the pandemic has highlighted the importance of
education, and has led to increased investment in the sector, including
new initiatives aimed at improving access to technology for students
and teachers. Ultimately, the pandemic has emphasized the need for a
more adaptive and resilient education system that is better equipped to
respond to future global challenges. Thus, the considerable effort
expended in allowing teachers and students to find ways to learn and
teach remotely has immense potential to augment the pedagogical
efficacy of teachers and schools in the future (Reimers & Schleicher,
2020).

Nevertheless, despite a substantial body of published research, it is
still challenging to fully appreciate how the pandemic has affected
schooling across the world’s diverse educational sectors (Schleicher,
2020). Studies on the impact of remote emergency teaching and other
measures to cope with the pandemic are often difficult to interpret due
to a range of methodological issues and constraints, and thus provide
only fragmentary evidence (Bozkurt et al., 2022). For example, it is not
possible to directly attribute the effects of learning with educational
technology during the pandemic to the use of EdTech as such, since the
pandemic has impacted several dimensions of students’ and teachers’
lives (Kerres & Buchner, 2022). Additionally, there are no guarantees
that the tools that make it possible to re-engineer schooling willactually
be used accordingly, and the fact that teachers can use EdTechis no
assurance that they will; so, there is always a question of what
educators ultimately choose to do with the new tools at their disposal.
Of course, the problem is not the technology; the problem is the fact
that the technology has been parachuted into schools as an emergency
solution to adjust the way of learning to the changing situation without
any real effort to think about how it changes what students and teachers
do (Hess, 2022).
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Therefore, the pandemic neither gave the final blow to the faltering
education systems nor provided the ultimate solution with the vast
integration of technology in learning. Indeed, traditional teaching had
been going through a major crisis for years, and the pandemic
highlighted the underlying problems it was facing. But we must not
exaggerate. "Beware of "doom and gloom™ reports”, says researcher
John Hattie (2021). Some school systems consistently perform better
and improve faster than others (Barber & Mourshed, 2007), no matter
how hard they were hit by the pandemic (Reimers & Schleicher, 2020-
Hargreaves, 2021- Schult et al., 2022). Meanwhile, there is no doubt
that we must continue to invest in educational technology, and certainly
this need has been greatly enhanced under the pressure of the recent
pandemic. But we need to understand that remote education, innovative
educational tools and advanced technology can not by itself improve
educational outcomes, if it is not followed by good quality content,
teaching methods, materials, ways of verifying knowledge and skills,
and last but not least, competent educators (Wasmuth & Nitecki, 2020).
Thus, what is more important is the methods of teaching, not the media.
And of course, teaching rests solely and always with the teacher.

The new key factor is not new at all

All countries are seeking to improve their schools, and in their effort to
respond better to higher social and economic expectations, education
systems have traditionally focused on inputs such as funding, facilities,
and curricula, and more recently, on the dozens of educational
technologies that promise to make teaching more engaging and
effective. However, as professor Reich (2021) argues, when
researchers and policy makers simply focus only on such issues, they
fail to consider a vital part of education: the day-to-day experiences of
the teachers in the classroom. But even when they do, they treat
teachers as a parameter of the overall system they are trying to reform,
ignoring the fact that teachers are not a variable but the key factor. So,
it seems that we have been pursuing ineffective policies, or, to be more
fair, that we have been putting aside the most important factor. The
focus needs to shift, and in order to ensure meaningful and sustainable
improvement in educational outcomes, it is imperative that we focus on
teachers (Carey, 2004- Hattie, 2009).
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Because, if we have learned anything from the COVID-19 pandemic
is that any questions of learning loss in the short term and learning
transformations in the long run cannot be addressed in any meaningful
way without examining the short- and longer-term impacts of the
pandemic on losses, gains, and transformations in teachers and
teaching (Hargreaves, 2021). And it is true that every success story
during this period had a common denominator: the effective and
capable teacher. As Hattie (2021) points out, "It is hard to find a single
policy from districts or policy makers (other than whether to open
schools) that assisted in how to effectively teach during the pandemic.
But educators found ways to engage their students, to deal with a
myriad of new logistical and instructional issues, and to manage
enormous workloads”. In the early days of the pandemic many
educators from various countries reported remarkable resilience,
flexibility, and commitment to education in having established well-
planned and well-executed strategies for education continuity, in
extremely challenging conditions, and most claimed that the plans were
not designed from the top-down but by those closer to students,
particularly teachers (Reimers & Schleicher, 2020). So, once again is
proved that the most significant in-school factor affecting student
achievement is the quality of the teacher (Hargreaves, 2021- Hattie,
2021).

Frederick Hess, director of education policy studies at the American
Enterprise Institute, has recently said: "The great disruption wrought
by Covid-19 has created a profound need for something new" (Hess,
2022). Some look for this newness in the radical reform of the decaying
education, others in the innovative educational technologies that
promise to make teaching more engaging and effective. However, it
has now been most emphatically demonstrated that no educational
reform has achieved success without teachers committing themselves
to it (Day et al., 2007). Thus, we need to stop talking about the recent
pandemic in terms of disaster or opportunity. This is not the point. The
main priority is to realize that this pandemic was a confirmation and a
reminder that the key that holds out the greatest potential for increasing
and equalizing student achievement has been — and still is — the
investment in teachers’ quality, or in what Fullan and Hargreaves have
called the professional capital of teaching (Hargreaves & Fullan, 2012).
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Andy Hargreaves and Michael Fullan, leading experts in the field of
educational change and improvement, define professional capital as the
collective assets, skills, knowledge, and values of the individualswithin
an organization, particularly in the context of education, and setout
exactly and undeniably why the only way to transform the education is
to honor and improve the profession of teaching. According to the
authors, the word professional, calls to mind two things: being
professional and being a professional. These ideas are connected, but
they are not the same. Being professional is about whatyou do, how you
behave. It’s about being impartial and upholding highstandards of
conduct and performance, it's about quality and character. Being a
professional has more to do with how other people regard you,and how
this affects the regard you have for yourself. To meet the above criteria,
investment in teachers’ professional capital must occurat both the
individual and organizational levels. At the individual level, this
involves providing teachers with opportunities for ongoing
professional learning and development. At the organizational level, this
involves fostering a culture of collaboration and recognition, where the
contributions of educators are valued and rewarded. In other words,
professional capital must be developed through a combination of top-
down and bottom-up approaches. Top-down approaches involve
providing policies and structures that support professional capital
development, while bottom-up approaches involve empowering
teachers and school leaders to take ownership of their own professional
growth.

It would be unfair to argue that no care has been taken to invest in
teachers’ professional capital. Over the last few years, teachers have
had the opportunity to undergo continuous training, to teach with better
means, and to enjoy easier working conditions. However, there are still
major concerns about the limited connections between teacher
education and school needs, teachers’ relative salaries are declining in
most countries, teaching’s appeal as a path to upward social mobility
and job security does seem to have diminished, and teachers often feel
that their work is undervalued (OECD, 2005- Carey, 2004- Murray,
2021). Therefore, whenever we attribute teachers with limited
influence and consequently lessen their importance for the well-being
of students and schools, it is not because teachers do not matter but
because they are not supported enough to be good teachers. As Carey

88



(2004) notes: "Sadly, we actually do none of the things you do when
you value something as highly as most people say they value good
teachers". Even more alarming, the reluctance or inability in supporting
teachers is not entirely due to poor educational policies but often
reflects a broader trend of post-truth trickling into public discourse
about education (Nally, 2022).

Not all teachers matter but the good ones

Undeniably, the school closures due to the Covid-19 pandemic were a
unique action taken worldwide, and amongst other important notions,
has underlined the inalienable importance of teachers for students well-
being and for dealing with all the consequences that went along with
these changes. As Hattie (2021) said, this is probably the greatest
teacher-led revolution we've ever seen. So, it is now more than ever
clear that teachers matter and teachers make the difference. However,
this mantra, although difficult to dispute, is misleading and often
undermined due to its general and absolute nature (Hattie, 2009).
Because what research shows is that students don't just need a teacher
but a good teacher. As Winters (2012) notes, "We do not honoreffective
teaching when we ignore the undeniable fact that teachers arenot
equally effective in the classroom”. Hattie (2009) points out: "If you
take two students of the same ability, it matters not which school they
attend, but it may matter greatly who their teacher is. It is not so much
that teachers matter, as that the variance within schools indicatesthat
some teachers matter more than others!". Many studies can prove these
words true (Barber & Mourshed, 2007- Carey, 2004). For example,
seminal research based on data from Tennessee, US, showedthat if two
average eight-year-old students were given different teachers — one of
them a high performer, the other a low performer — their performance
diverge by more than 50 percentile points within three years (Sanders
& Rivers, 1996). A recent study by the National Center for Education
Statistics of USA found that schools with high levels of professional
capital teachers were more likely to have higherrates of student
engagement and achievement, and were more effective in closing
achievement gaps between different groups of students(NCES, 2019).
Thus, it turns out that it doesn’t matter very much whichschool you go
to, but it matters very much which classrooms in that school you are in.
And it’s not class size that makes the difference, nor
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is it the presence or absence of setting by ability—these have only
marginal effects. The only thing that really matters is the quality of the
teacher (William, 2013).

One might wonder what makes a good teacher. Evaluating and
measuring the characteristics of a good teacher has been a debate for a
long time (Carey, 2004- Rowe, 2003- Winters. 2012). As Murray
(2021) notes, "policymakers tend to frame the aspects of what they
identify as a good teacher in terms that are easy to measure, whereas
that which is easily measurable may not reflect fully the characteristics
of the good teacher". Barber and Mourshed (2007) suggest that a good
teacher is a teacher with a "high overall level of literacy and numeracy,
strong interpersonal and communication skills, willingness to learn and
motivation to teach”. To recall Fullan and Hargreaves (2012), "ideally
a good teacher has to be professional and be a professional at the same
time". Additionally, good teachers are always learning. As Freire
(1998) argues, "There is, in fact, no teaching without learning. One
requires the other [...] whoever teaches learns in the act of teaching,
and whoever learns teaches in the act of learning". Thus, a good teacher
is a skilled and effective teacher who conveys ideas in clear and
convincing ways; who makes a conscious effort to continually improve
their skills and knowledge; who creates effective learning
environments for different types of students; who fosters productive
teacher-student relationships; who is enthusiastic and creative and
works effectively with colleagues and parents.

Indeed, being a teacher is such a complex and demanding craft, let
alone a good teacher. However, in focusing on the skills a teacher needs
to obtain and develop in order to be a good teacher, we often overlook
how important it is to consider who people choose to become teachers
and why (Whitaker, 2015). Because, what marks teachers out as good
is not only their content knowledge and pedagogical skills. It is their
commitment to their teaching, their students and their learning and
achievement (Day et al., 2007). The success of Finland’s education
system, one of the models of educational excellence and equity today,
lies in the hundreds of talented and motivated young people who
consciously and deliberately choose to become teachers, and select
teaching as their primary career because work in schools is perceived
as an autonomous, independent, highly regarded profession within
which they will have freedom to fulfill their aspirations (Sahlberg,
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2015). As William (2013) points out, "We need people who are drawn
to the profession not because it is easy, but because it is hard—a job
that is so difficult that one’s daily experience is of failure, but one
where, each day one can fail better". Therefore, a good teacher is the
one who, despite all difficulties and demands, consciously and solely
wants to be a teacher.

5. Conclusions

Against all the elaborate and complex efforts and surveys for the
improvement of the educational system, it’s time now to simply realize
that there are really two ways to improve a school significantly: get
better teachers, and improve the current teachers (Whitaker, 2015).
This realization becomes extremely relevant now, in the years
following the pandemic, when both traditional teaching practices and
innovative ones have in fact been tested and have shown their strengths
and limits. Moreover, they have shown that whatever the teaching
conditions and methods, the teacher is the most decisive factor, and
overall made it clear that what matters most is quality teachers and
teaching, supported by strategic teacher professional development
(Rowe, 2003). So, first of all, we need to get quality teachers, and for
this, we must make teaching an attractive and competitive profession
for highly able people. We need to sketch an alternative system that is
capable of improving teacher quality, as for many years the way we
hire, train, compensate, and evaluate public school teachers actually
reduces teacher quality (Winters, 2012). We need to ensure that
teachers have advanced academic education, they teach in an
environment that empowers them to do their best, and their work
represents an independent and respected profession (Sahlberg, 2015).
We also need to ensure that we have confident teachers who feel that
their work is recognized, that they have a significant impact on the lives
and progress of their students, and that their work is well-respected by
all. In other words, if we want to improve the efficiency and equity of
schooling, we must ensure that competent people want to work as
teachers. Teachers themselves all over Europe have early on expressed
high concerns about their profession whether it is sufficiently attractive
to talented new entrants (OECD, 2005), and during the recent pandemic
it became clear how important this is. While others saw disaster
everywhere, and others pinned their hopes on technology, some
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teachers continued their work with dedication, and succeeded, nomatter
what. There is now a need to focus on how these teachers successfully
modified and structured their lessons to be more student- centered
during the pandemic—and we must bring these ideas back tothe regular
classroom (Hattie, 2021). Most importantly, we have to findout who
these teachers are, and study their profiles. Because these teachers are
the good ones, and these teachers will make the difference.
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Abstract

The covid-19 pandemic has led to the replacement of traditional face-to-face
authentic learning experiences with distance education. Numerous studies, at an
international and at a national level, have been conducted regarding distance
education and its consequences. Distance education was applied for the first time in
Greece in primary education during the lockdown periods (school years 2019-2020
and 2020-2021). In the present study, interviews were conducted with 12 primary
school teachers, with 55 primary school students and with 55 parents. The aim was
to study the students’, teachers’ and parents’ views on distance education during the
Covid-19 pandemic. The qualitative approach was followed and the thematic analysis
was used as a method of analysis. Some of the conclusions of the present study are
that distance education has had a negative impact in many areas and has often led
teachers to adopt different practices. Most students maintained a negative attitude,
reporting mainly drawbacks and difficulties during the distance education period.
The majority of the participants in our study emphasized that learning was less, due
to the limited teaching time and the technical problems of the platform used. Also,
students expressed their preference to face-to-face authentic learning experiences
rather than distance education. The views and suggestions of stakeholders can be
taken into account in order to improve the effectiveness of distance education.

Keywords: covid-19, distance education, lockdown, primary school education
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Introduction
1.1. Conceptualization of distance education

A first definition of distance education is that of Delling (cited in
Keegan, 2000), who defined it as a planned and systematic activity,
which includes the selection, preparation and presentation of teaching
materials. The supervision and support of the learning process is
achieved by bridging the physical distance between the learner and the
teacher through technological means.

Distance education is divided into synchronous and asynchronous.
According to the Greek Ministry of Education and Religious Affairs
(2020), synchronous distance education refers to teaching in real time
using an online platform to students who attend via a computer, a
mobile phone or a tablet. During asynchronous distance education the
student collaborates with the teacher at a different time from the
teaching process and the material is accessible at any time through
specific online websites or platforms. Asynchronous distance
education is more popular, widespread and with less technical and
financial requirements. On the contrary, synchronous distance
education has special software requirements, requires high-speed
internet and is more complicated to use, both for teachers and students.
The possibilities offered today by new technologies and the Internet
have significantly improved the quality of the distance education.

Several advantages of distance education for learners as well as for
teachers have been pointed out. The main advantage of distance
education is that it minimizes the space and time limitations imposed
by in-person education, saves time and resources, promotes immediate
communication, and offers access to a large number of learners. Other
researchers point out that distance education may limit the feelings of
insecurity and shame and encourage students to participate and ask
questions. Moreover, the use of new technologies enables teachers to
apply new learning strategies, give immediate feedback and evaluate
students’ progress (Jacques, Ouahabi, & Lequeu, 2020).

On the other hand, there are skeptics regarding distance education’s
effectiveness compared to in person education. One disadvantage is
that communication through electronic platforms cannot be compared
to or replace the inter-personal communication that takes place in the
classroom. In addition, participation may be limited, as learners may
be reluctant to ask questions and experience feelings of isolation. At
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the same time, inequalities are exacerbated due to the lack of the
necessary technological equipment or support. The successful
integration of new technologies requires technical support and training
of all those involved (Dereshiwsky, Papa, & Brown, 2017; Stephens,
2007).

1.2.Distance Education in a pandemic context

The conditions formed by the spread of an unprecedented pandemic
resulted in the suspension of all educational institutions and the
replacement of in-person education with distance education. One of the
groups most affected by the restrictions imposed by the covid-19
pandemic were students, as the suspension of all educational
institutions affected more than 1.5 billion students in almost 200
countries as of early March 2020 (Gaggi, Kolasinska, Mirri & Prandi,
2020; UNESCO, 2020a; UNICEF, 2020). In the midst of a pandemic,
the use of the internet was the most convenient way to continue
education. The Educational and Scientific community studied distance
education within the new conditions and as a result a number of
research papers were published in Greece and internationally. Several
researchers have studied university students’ perceptions regarding
distance learning under the conditions of the health crisis (Alvarez,
2020; Fidalgo, Thormann, Kulyk & Lencastre, 2020; Gongalves, Sousa
& Pereira, 2020; Jacques, Ouahabi & Lequeu, 2020; Shearer et al.,
2020). However, the studies regarding the perceptions of primary and
secondary school students are limited.

In a recent study regarding the perceptions of teachers (N=16) and
secondary school students (N=20) about distance learning during the
pandemic, about a quarter of the students expressed a negative attitude
towards distance learning and a fifth emphasized their preference for
in-person teaching. In particular, difficulties in understanding the
teaching content, the limited time and the fast pace of teaching, the lack
of necessary equipment and the inability to concentrate were pointed
out. Therefore, the most frequent difficulty was related to the teaching
process, followed by the lack of the necessary equipment and the
appropriate environment. At the same time, positive opinions were
expressed about the usefulness of distance education in the conditions
of the pandemic. Some students characterized as a positive aspect the
opportunity for self-regulation (Hebebci, Bertiz & Alan, 2020).
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In another study of secondary school students’ perceptions
regarding their satisfaction of distance learning in the subject of
Chemistry (N=78) one third of the students faced difficulties in
understanding the teaching content, in asking questions and taking
notes, in keeping up with the pace and in completing the great amount
of homework assigned. A fifth of the students also reported difficulty
with time management and concentration. Thirty percent (30%) of the
students pointed out that what they missed during distance learning was
the interaction with the teacher and their classmates. On the other hand,
a high number of students (70%) expressed that distance education has
positive aspects, such as that they felt more comfortable at home and
less stressed. Also, the students reported that they liked the lesson,
because teachers used audio-visual materials and assigned interactive
homework (Babincakova & Bernard, 2020). In conclusion, the
majority of researchers have expressed concerns about the
effectiveness of distance education stressing the lack of accessibility
and the difficulty in understanding the content of the lesson.

The Research Methodology

Following the Corona Virus (Covid-19) outbreak in December 2019,
the World Health Organization classified Covid-19 as a global
pandemic in March 2020. To slow down and prevent its spread, many
countries, including Greece, applied strict protocols, such as
lockdowns or regulations to facilitate social distancing. The lockdowns
included the suspension of educational institutions and the need to
operate remotely. Distance education was applied for the first time in
Greece in primary education during the lockdown periods (school years
2019-2020 and 2020-2021). In this context, the aim was the study of
primary school students’ experience of distance learning during the
Covid-19 pandemic. The research question is to identify the positive
and negative aspects as well as the difficulties of distance education
from the students’ perspective. Convenience sampling was applied in
order to select the participants, as the participation to the study was
voluntary and a number of primary schools answered positively to our
request (Cohen & Manion, 1994). In the present study 55 primary
school students (23 boys and 32 girls) participated. This research was
approved by the Ethics Committee of the University of Thessaly. As a
research instrument semi-structured interviews were conducted. The
interview was selected as a research instrument, because interviews can
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be a useful method to better understand the experience of the
participants in a context of interaction and dialogue. The interview
protocols were based on the research questions and the existing
literature. Before the interviews the researcher provided the students’
parents a letter of consent explaining the overview and focus of the
study and ensuring the anonymity of the participants. The name of the
participants was anonymized to achieve confidentiality (e.g. student 1).
Likewise, it was explained to them that the interview process will be
audio recorded for accurate transcription of data. The aim and the
procedure was also described to the students who participated.

Data Analysis

For the analysis of the research data qualitative methodology and
thematic/ content analysis was applied. After transcribing the data, the
researcher read the entire initial transcripts to assess whether the
collected data were complete or whether follow-ups or clarifications
were needed. The next steps included the coding of the transcripts, the
classification into themes and the analytic descriptions of the codes and
the themes as well as the elicitation with participants’ quotes.
Consequently, the researcher re-read the final transcribed descriptions
of students’ experience of distance learning during the Covid-19
pandemic, in order to reflect on the participants’ experiences and draw
the final conclusions (Creswell, 2009; 2014).

Results

The untimely pandemic health crisis caused by Covid-19 resulted in
the implementation of distance education. The interviews with the
students regarded distance education and in particular the positives, the
negatives and the difficulties students faced. Students’ attitude towards
distance education was mostly negative (34/55). The students that
participated in our study expressed their preference to in person
learning over distance education. Most students reported negative
aspects and difficulties during distance education (48/55). The most
frequent negative aspect of distance education was the lack of
interpersonal contact with classmates and/or the teacher, followed by
technical problems, fatigue and lack of understanding. Examples of the
expressed negative aspects of distance education are the following:

“It was difficult for me to be in front of a screen for that long. I got
tired”. (Student11.3.)
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“I don’t like that | can’t see my friends /.../ At school we go out during
breaks and play and during the lesson someone is sitting next to us”.
(Student 7.1.)

“I didn’t like it at all. The students were shouting. | couldn’t
understand anything. | faced connection problems. It was very tiring.”
(Student 3.1.)

“Some lessons cannot be delivered via the computer, for example some
difficult lessons in Mathematics, and in Greek Language”. (Student
6.5)

“I didn’t like it, because the teacher couldn’t explain things to us like
he did at school and I couldn 't understand”. (Student 8.1.)

On the other hand, almost half of the students (19/55) recognized
positive aspects, such as the communication with their classmates
and/or the teacher, even though from a distance, and the use of
technology. To illustrate these results, we present examples of the
students’ answers.

“I liked that | could communicate with my friends and my teacher”.
(Student 6.1.)

“I liked that the teacher could show us videos during the lesson and in
that way it was better”. (Student 7.5.)

Conclusions

Although the findings of the present study do not intend to make
generalizations, nonetheless, listening to the shared students’
experience regarding distance education during the pandemic provides
opportunities in understanding their point of view on a topic that
affected their everyday life. Also, the approach of distance education
from the perspectives of the learners showed that teaching and learning
under the pandemic conditions requires collaborative understanding,
support and training. The pandemic has brought exceptional
circumstances to teaching that require questioning the teaching
methodologies used. Moreover, the existence of issues on accessibility
and affordability (high cost of technological devices-services) need to
be taken into consideration by policymakers. Listening to the students’
“voices” is crucial for rethinking academic policies, in order to promote
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inclusive and accessible education. The majority of the students
emphasized that they learn less through distance education, justifying
their opinion based on the limited teaching time and technical problems
that had as a result their difficulty in understanding the teachingcontent.
The results of the present study coincide with the results of other studies
regarding students’ perceptions of distance education andalso enrich the
present literature. It is important to take into account thedisadvantages
expressed by the students and the difficulties they facedduring the
distance education period, in order to propose and implement solutions
and ways of improvement in the future.

Funding statement
The present research received no specific grant from any funding
agency in the public, commercial, or not-for-profit sectors.

Conflict of interest
The Authors declare that there is no conflict of interest.

References

Alvarez, A. Jr. (2020). The phenomenon of learning at a distance through emergency
remote teaching amidst the pandemic crisis. Asian Journal of Distance
Education, 15(1), 127-143. https://doi.org/10.5281/zenod0.3881529

Babinc¢akova, M. & Bernard, P. (2020). Online experimentation during COVID-19
secondary school closures: Teaching methods and student perceptions.
Journal of chemical education, 97(9), 3295-3300.
https://doi.org/10.1021/acs.jchemed.0c00748

Cohen, L. & Manion, L. (1994). MeBodoroyia Exroidevtikrc Epevvac. AOnva:
Exd6ce1g Metaiyuo (in Greek).

Creswell, J. W. (2009). Research design: Qualitative and mixed methods approaches.
USA: Sage.

Creswell, J. W. (2014). Research design: Qualitative, quantitative and mixed
methods approaches. USA: Sage.

Dereshiwsky, M., Papa, R. & Brown, R. (2017). Online Faculty Teaching, Novice to
Expert: Effective Practices for the Student Learner. USA: NCPEA.

Fidalgo, P., Thormann, J., Kulyk, O. & Lencastre, J. A. (2020). Students’ perceptions
on distance education: A multinational study. International Journal of
Educational Technology in Higher Education, 17, 1-18.
https://doi.org/10.1186/s41239-020-00194-2

Gaggi, O., Kolasinska, A. B., Mirri, S. & Prandi, C. (2020). The new classmate: an
exploration of how CoVid-19 affected primary schools’ activities in Italy.
In C. Prandi & J. Marquez-Barja (Eds.), 6" EAI International Conference

100


https://doi.org/10.5281/zenodo.3881529
https://doi.org/10.1021/acs.jchemed.0c00748
https://doi.org/10.1186/s41239-020-00194-2

on Smart Objects and Technologies for Social Good, 14-16 September 2020
(pp. 36-41). U.S.A., New York: Association for Computing Machinery.

Gongalves, S. P., Sousa, M. J. & Pereira, F. S. (2020). Distance Learning Perceptions
from Higher Education Students—The Case of Portugal. Education
Sciences, 10(12), 374. https://doi.org/10.3390/educsci10120374

Hebebci, M. T., Bertiz, Y. & Alan, S. (2020). Investigation of views of students and
teachers on distance education practices during the Coronavirus (COVID-
19) Pandemic. International Journal of Technology in Education and
Science (IJTES), 4(4), 267-282. Retrieved from
https://eric.ed.gov/?id=EJ1271267

Jacques, S., Ouahabi, A., & Lequeu, T. (2020). Remote Knowledge Acquisition and
Assessment During the COVID-19 Pandemic. International Journal of
Engineering  Pedagogy (iJEP), 10, 120-138. Retrieved from
https://www.researchgate.net/profile/A-

Ouahabi/publication/346718828 Remote Knowledge Acquisition_and A
ssessment_During_the COVID-

19 _Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-
Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
Keegan, D. (2000). O: facixés apyéc te Avowtiic koau EE amootdoews Exroidcvong.

ABnva: Metaiywo (in Greek).

Shearer, R. L., Aldemir, T., Hitchcock, J., Resig, J., Driver, J. & Kohler, M. (2020).
What students want: A vision of a future online learning experience
grounded in distance education theory. American Journal of Distance
Education, 34(1), 36-52. https://doi.org/10.1080/08923647.2019.1706019

Stephens, D. (2007). Culture in education and development: principles, practice and
policy. UK: Symposium Books Ltd.

UNESCO (2020a). COVID-19 education response. Retrieved from
https://en.unesco.org/covid19/educationresponse/globalcoalition

UNICEF (2020). UNICEF and Microsoft launch global learning platform to help
address COoVID-19 education crisis. Retrieved from
https://www.unicef.org/press-releases/unicef-and-microsoft-launch-
globallearning-platform-help-address-covid-19-education

101


https://doi.org/10.3390/educsci10120374
https://eric.ed.gov/?id=EJ1271267
https://www.researchgate.net/profile/A-Ouahabi/publication/346718828_Remote_Knowledge_Acquisition_and_Assessment_During_the_COVID-19_Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
https://www.researchgate.net/profile/A-Ouahabi/publication/346718828_Remote_Knowledge_Acquisition_and_Assessment_During_the_COVID-19_Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
https://www.researchgate.net/profile/A-Ouahabi/publication/346718828_Remote_Knowledge_Acquisition_and_Assessment_During_the_COVID-19_Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
https://www.researchgate.net/profile/A-Ouahabi/publication/346718828_Remote_Knowledge_Acquisition_and_Assessment_During_the_COVID-19_Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
https://www.researchgate.net/profile/A-Ouahabi/publication/346718828_Remote_Knowledge_Acquisition_and_Assessment_During_the_COVID-19_Pandemic/links/5fcf89da92851c00f85d815a/Remote-Knowledge-Acquisition-and-Assessment-During-the-COVID-19-Pandemic.pdf
https://doi.org/10.1080/08923647.2019.1706019
https://en.unesco.org/covid19/educationresponse/globalcoalition
https://www.unicef.org/press-releases/unicef-and-microsoft-launch-globallearning-platform-help-address-covid-19-education
https://www.unicef.org/press-releases/unicef-and-microsoft-launch-globallearning-platform-help-address-covid-19-education

SESSION 2
(Covid 19 Pandemics: Educational “Lesson-Learned”)

ELEMENTARY SCHOOL CHILDREN’S
DRAWINGS ABOUT COVID-19

Panagiota TOURA
Department of Psychology,
School of Humanities and Social Sciences,
University of Western Macedonia,
psy00125@uowm.gr

Triantafyllia GEORGIADOU
Department of Psychology,
School of Humanities and Social Sciences,
University of Western Macedonia,
tgeorgiadou@uowm.gr

Abstract

Since the emergence of the Covid-19 as a global pandemic, school-aged children
have been widely exposed to both scientific and non-scientific information about the
Sars-Cov-2 virus, the virus transmission as well as the recovery from Covid-19. Yet,
little is known about elementary school children’s scientific knowledge and
understanding of Covid-19 as well as any age-related differences in their
understanding. The present study aimed to investigate from a developmental
perspective, elementary school-aged children’s ideas about Covid-19, through their
drawings. Eighty-two students (26 2nd graders, 33 4th graders and 23 6th graders)
participated in the study. Participants were presented with a vignette about Covid-
19 and were asked to provide answers to three questions through their drawings.
More specifically, participants were asked to draw the Sars-Cov-2 virus to indicate
measures that could prevent the transmission of the virus in the school setting and to
suggest tips for fast recovery from Covid-19. Qualitative analysis of 246 drawings
indicates that elementary school-aged children have scientific knowledge of the Sars-
Cov-2 virus and the Covid-19 illness. The majority of the participants depicted Sars-
Cov-2 in a way that resembled the scientific illustrations and referred to the
scientifically proposed prevention measures and treatment of the illness. Moreover,
age-related differences in students’ drawings were observed.

Keywords: children’s drawings, children’s ideas about Sars-Cov-2, Covid-19
pandemic, naive biology, scientific knowledge.
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Introduction

The Covid-19 pandemic is still ongoing, affecting many countries
around the world. It is an unprecedented situation with serious global
consequences, impacting all age groups, including children (Munitis et
al., 2022). According to several studies, the infection rates among
children are relatively low, and most of those who do get infected may
either be asymptomatic or exhibit mild clinical symptoms (Idoiaga et
al., 2020; Mondragon et al., 2022). However, despite the low impact
of Covid-19 disease on children’s physical health, their daily lives had
been radically changed, at least during the first two years, due to the
restrictive measures that had been implemented. Scholars argue that
especially for children, the lockdown as well as other restrictions
implemented worldwide during the pandemic have negatively affected
their psychological and physical health, as well as their social,
emotional, and academic well-being (Bonoti et al., 2022; Thompson et
al., 2021).

During the first two years of the Covid-19 pandemic, research results
reported several psychological effects on children, such as post-
traumatic stress, confusion, and irritability. Additionally, the strict
lockdown has led to increased rates of anxiety, stress, and depression
in the general population, including children (Gonzalez-Calvo et al.,
2022). Often, children — particularly older ones - reported fear and
worry, about those who were sick or intubated, as well as fear of death
(Gonzalez-Calvo et al., 2022; Mondragon et al., 2022; Munitis et al.,
2022).

A significant impact has been observed on children’s social lives too.
Specifically, away from school and with limited social interactions,
children faced obstacles in the socialization process (Addimando et al.,
2021; Gonzalez-Calvo et al., 2022). Especially during the first two
years of the pandemic, dominant emotions among children included
fear and uncertainty about the unknown, particularly regarding their
return to “normal life” (Thompson et al., 2021). Many studies
highlighted children’s dissatisfaction and their loneliness due to the
lockdown (for a review see Panchal et al.,, 2023). Moreover, the
difficulties faced by students throughout the period of emergency
remote learning had significant impact on their academic performance.
Specifically, concerning the younger age groups, research has reported
reduced participation and constant distraction during classes (Sajjad,
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2021). Increased rates of boredom and apathy were observed among
students due to spending prolonged hours at home and in front of a
computer screen. These conditions did not favor the cultivation of the
necessary learning motivation, resulting in learning gaps and,
consequently, a significant decrease in their academic performance
(Sajjad, 2021; Tadesse & Muluye, 2020). While numerous studies
report the effects of emergency remote learning during Covid-19
pandemic, to our knowledge, studies addressing students’ return to
school settings and their beliefs about the changes in school life during
Covid-19 pandemic are scarce.

Though, the physical and psychological impact as well as the impact in
children’s social lives due to the pandemic is of great importance,
research about their knowledge concerning the Sars-Cov-2 virus and
the illness it causes as well as their beliefs about the changes in their
school lives after their return to school have a great importance too.
This knowledge could provide scholars with useful tools to design
educational programs and interventions in order to tackle the effects of
the pandemic and enhance students’ biological knowledge per se. The
present study aims to address elementary school-aged children’s
biological knowledge about the Sars-Cov-2 virus and the Covid-19
illness, as well as their ideas about school life during Covid-19
pandemic.

Children’s Drawings of Sars-Cov-2 and the Covid-19 Pandemic. Many
researchers, when studying children’s ideas and beliefs, choose
drawings as the appropriate research tool. Children’s drawings are
expected to give more detailed information regarding children’s
representations (Munitis et al., 2022). In most studies conducted during
the lockdown, researchers asked children to draw how they imagined
the coronavirus looked like. The way the coronavirus is depicted in the
drawings seems to be determined by children’s age. More specifically,
research findings suggest that 5 to 7-year-old children tend to draw
monstrous creatures that could symbolize the public health risk, fear
and terror, whereas older children seem to include
anthropomorphic/humanoid characteristics like legs, hands, eyes and
mouth in the virus depiction. It is only after the age of 10 that children’s
representations seem to be influenced by the media and to resemble
scientific illustrations (Christidou et al., 2022; Munitis et al., 2022). It
should be noted, however, that the studies presented above were
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contacted during the first two years of the pandemic and during
lockdowns, a period where access to information about Sars-Cov-2 and
the seriousness of Covid-19 implications was abundant.

Moreover, researchers also studied children’s drawings regarding the
changes that the pandemic brought to their lives. Most children,
regardless of their age, are well informed of the basic preventative
practices to minimize the spreading of the virus (for example, masks,
hand sanitizers, hand washing, social distancing). Thus, the drawings
regarding preventative measures are the most realistically depicted.
Further, children usually depict negative emotions, social distancing
and isolation in their drawings. As far as it concerns older children,
they also depict social isolation, reduction of affective behaviors, the
lockdown (i.e. empty streets) and school closure (e.g. Bonoti et al.,
2022; Christidou et al., 2021).

There appears to be very limited research about children’s ideas
regarding medical treatment and the process of recovery from Covid-
19. Limited findings suggest that only older children comprehend the
pandemic in medical terms. This age group depict more often that
younger age groups hospital staff and amenities, medicines,
ambulances and vaccines (Munitis et al., 2022).

The Present Study. The present study aims to investigate from a
developmental perspective, elementary school-aged children’s ideas
about Covid-19, through their drawings. At first, the present study aims
to explore elementary school-aged children depictions of the Sars-Cov-
2 virus (RQ1). Studies contacted during the lockdown suggest that
children tend to depict Sars-Cov-2 as a dangerous creature by adding
anthropomorphic or monstrous characteristics in their drawings (e.g.
Christidou et al., 2022; Munitis et al., 2022). However, the early days
of the Covid-19 pandemic were characterized by messages of fear
about the previously unknown disease and its consequences for
humanity. Nowadays, three years after the Covid-19 pandemic
outbreak, the evolution of the virus, increased immunity and the
scientific knowledge about the virus and the illness have led to changes
in the public discourse about Covid-19. The general public tend to think
of Covid-19 as a mild disease and news about the pandemic on media
are scarce. Thus, our first research question was to identify whether
children continue to depict Sars-Cov-2 as a dangerous,
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anthropomorphic creature or if their ideas about the virus have changed
due to familiarization with the disease.

Second, we were keen to know children’s ideas about transmission of
the Sars-Cov-2 virus and the perceived changes due to pandemic in the
school setting (RQ2). Studies conducted so far, focused on changes in
children’s life during the lockdown when schools were closed. Thus,
children depict mainly preventative measures, social isolation, empty
streets and school closure (Bonoti et al., 2022; Christidou et al., 2021).
To the best of our knowledge, no study so far explores children’s ideas
about the transmission of the Sars-Cov-2 virus and the perceived
changes due to pandemic in the school settings. The second research
question of the present study is to explore children’s ideas about the
changes that have occurred in the school settings during the pandemic.
Finally, our third research question focuses on children’sunderstanding
and ideas about recovery from the Covid-19 (RQ3). Asmentioned
above, research conducted the early days of Covid-19pandemic is
limited and shows that only older children comprehend the medical
aspects of the pandemic (Munitis et al., 2022). Hence, it wouldbe
interesting to investigate how younger as well as older children depict
the process of recovery from Covid-19.

Method

Participants. Eighty-two elementary school children participated in the
study (37 girls). Participants were divided into three groups according
to their school grade: 2" graders (M = 7.42, S.D. = 0.50, N = 26, 11
girls), 4" graders (M = 9.39, S.D. = 0.50, N= 33, 18 girls) and 6"
graders (M =11.48, S.D. = 0.51, N = 23, 8 girls).

Materials and Procedure. Participants were presented with a vignette,
which describes the spread of Sars-Cov-2 virus in a distant planet.
Children were asked to inform the residents of this planet about the
Covid-19 pandemic, through three different drawings. More
specifically, children were asked (1) to draw the Sars-Cov-2 virus, (2)
to draw the school life during Covid-19 and (3) to suggest, tips for fast
recovery from Covid-19 through their drawings. Students were also
asked to answer three demographic questions (i.e. age, grade, gender).
This research project has the approval of the University’s Research
Ethics Committee (No 136/2023). Data were collected in schools
following national and international ethics standards. Participation in
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the study was anonymous and voluntary following parents’ consent. At
first, a trained researcher read the story and asked children to provide
three different drawings, as described above. Children were free to use
colored pencils or crayons of any color. The story, the demographic
questionnaire and three sheets of A4 paper for drawing were provided
to students by the researcher. For the purpose of this study, students
were engaged for one school hour.

Data Analysis. The analysis of the children’s drawings was informed
by Guillemin’s (2004) framework for the analysis of drawings for
health-related issues. This framework suggests three sets where
meanings are made: a) production of the image, b) the image itself c)
and the site(s) where it is seen by various audiences. It also, suggests a
series of questions to guide the analysis of the images. Guillemin’s
framework was adapted for the present study. In this study, researchers
focused on the second set of questions -as presented in Guillemin’s
framework- and present results for two of the questions. Namely,
“What is being shown?” and “What is being represented?”.

A trained researcher identified the categories that emerged from
children’s drawings regarding what is been shown and what is been
represented. After the identification of the categories, she classified the
drawings into the categories that emerged. A second researcher also
classified 30% of the drawings into the categories. The inter-rater
agreement between the researchers was substantial (kx =.792, 95% ClI,
.580 to 1.00, p <.001) and reached 100% after discussion.

Finally, to identify any age-related differences in children's drawings,
we conducted a series of y2 tests.

Results

Children’s Drawings of Sars-Cov-2. Concerning the depiction of
Coronavirus (The words Coronavirus and Sars-Cov-2 virus are used
interchangeably) (i.e. What is being shown?), 43.9% of the participants
(36 children) depicted the Sars-Cov-2 in a way that resembles the
scientific illustrations (see figure 1), 40.2% (33 children) added
anthropomorphic characteristics to their drawings, for example legs,
hands, mouth, eyes (see figure 2) and 15.9% drew (13 children) various
microorganisms (see figure 3).
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Figure 1. Figure 2.

Representation that resembles the Anthropomorphic characteristics
scientific illustrations (4" grader, girl) | added to the virus depiction (6™ grade,
girl)

Regarding the representation of Sars-Cov-2 (i.e. What is being
represented?), three categories emerged. The first category, which
consisted of 57.3% of the participants (47 children), represented the
danger of coronavirus, as the children attributed to the virus an
aggressive and threatening look (see figure 4). In the second category,
31.7% of the participants represented the Sars-Cov-2 virus as part of
the micro world (i.e. depiction of microorganisms — microbes, see
figure 5) and the rest 15.9% (13 children) represented the virus
including both scientific and non-scientific elements (see figure 6).

Figure 3. Figure 4.
A depiction of various microorganisms | The danger: Aggressive/ threatening
(6™ grader, boy) look (6™ grader, boy)

sy

| Figure 5. | Figure 6.
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Sars-Cov-2 virus as part of the micro | Virus depictions including scientific

world (6™ grader, boy) and non-scientific elements (2" grader,
boy)
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Children’s Drawings of the School Life during Covid-19 Pandemic.
Regarding the depiction of school life during Covid-19 pandemic (i.e.
What is beeing shown?), the majority of participants (65.9%) depicted
multiple scenes from school life (for example, students wearing masks
inside and outside the classroom, using antiseptic and keeping
distances, see figure 7). The rest, 34.1% of the participants (28
children), depicted only personal protective equipment, such as masks
and antiseptics, without any reference to the school setting (see figure
8).

Figure 7. Figure 8.
A depiction of the school life during | Personal protective equipment for
Covid-19 pandemic (6™ grader, boy) Covid-19 (2" grader, girl)
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As far as it concerns the representations of school life during covid-19
(i.e. What is beeing represented?), we identified two categories. The
majority of participants (64.3%) represented school life with control
measures implemented (see figure 9) usually including negative
emotions into their drawings (e.g. sadness), whereas the rest 35.4%
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represented only the implementation of personal protective equipment

(see figure 10).

Figure 9.
School life with control measures
implemented (2" grader, boy)

Figure 10.
Implementation of personal protective
equipment (4" grader, girl)

Children’s 1deas about Fast Recovery from Covid-19. As regards to the
depiction of the recovery from Covid-19 (i.e. What is being shown?),
34.4% (31 children) depicted medicines, vaccines and different ways
to strengthen the immune response, such as vitamins, fruits and
vegetables (see figure 11). Further, 36.6 % of the participants (30
children) described a more holistic approach of the process of recovery
(e.g. isolation and medication or medication and vaccines, see figure
12), while the rest 24.4% (20 children) suggested that the preferred way
to recover quickly from Covid-19 is through isolating, sleeping, and
maintaining distance (see figure 13).

Figure 11.

Medicines/ ways to strengthen the
immune response (6ht grader, girl)

Figure 12.

A depiction of the process of recovery
(6™ grader, boy)
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Figure 13.
Isolation (6ht grader, girl)

Finally, regarding the children’s representations of fast recovery from
Covid-19 (i.e. What is being represented?), we identified three
categories. Concerning the first category, 62.2% of the students (51
children) represented the process of recovery from the virus (see figure
14), while 26.8% of the students (22 children) represented the
importance of science in fighting Covid-19 (see figure 15). The rest
11% of students (9 children) represented the importance of
transmission prevention (see figure 16).

Figure 14. Figure 15.
The process of recovery from Covid-19 | The Importance of Science in Fighting
(2" grader, boy) Covid-19 (4™ grader, boy)

Teveere 8
s

bl -

hanil

el o

Laveupc NUGUTIE, ko

|

\ 6
\Ul
& !
d//—\,,,,, :

111



Figure 16.
The Importance of Transmission
Prevention (girl, 6 grade)

Age-Related Differences in Children’s Drawings. In order to find out
if there were any age-related differences in children's drawings, we
conducted a series of 2 tests. Concerning the depictions of Sars-Cov-
2, analyses suggested that there are not any statistically significant age-
related differences (all ps>.05).

On the other hand, statistically significant differences were found in the
way the three age groups depicted school life during Covid-19,
¥%(2)=13.92, p=.001. More specifically, when asked about changes in
school life during pandemic, second graders depicted more often
personal protective equipment in their drawings than the older age
groups (61.5% of 2" graders, 27.3% of 4" graders and only 13% of 6"
graders depicted personal protective equipment). On the contrary, older
children (i.e. 4" graders and 6" graders) drew more often than the
youngest age group scenes from the school life, or compared school
life prior to- with the school life during the pandemic (38.5% of 2"
graders, 72.7% of 4" graders and 87% of 6" graders drew scenes from
the school life).

Further, age-related differences were found in students’ representations
of school life during Covid-19, ¥?(2)=9.29, p<.05. Younger age groups
tended to depict the implementation of personal protective equipment
(57.5% of the 2" graders, 30.3% of the 4" graders and only 17.4% of
the 6™ graders depicted the implementation of personal protective
equipment). On the contrary, older children (i.e. 4" graders and 6"
graders) expressed negative emotions in their drawings more often than
the youngest age group (42.3% of the 2" graders, 69.7% of the 4"
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graders and 82.6% of the 6™ graders drew scenes from the school life
including negative emotions).

In addition, statistically significant differences were also found in the
way different age groups depicted the recovery from Covid-19,
v?(4)=16.61, p<.05. In this task, second graders depicted more often
medicines (i.e. as objects) than the older age groups (64% of the 2"
graders, 30.3% of the 4™ graders and 21.7% of the 6" graders depicted
medicines). On the other hand, 4™ graders tended to depict social
isolation — quarantine more often than the other two age groups (12%
of the 2" graders, 39.4% of the 4™ graders and 60.9% of the 6™ graders
drew quarantine), while 6" graders seemed to focus more on the
process of recovery from illness - a more holistic approach to recovery
from illness - in comparison with the younger age groups (24% of the
2" graders, 30.3% the 4™" graders and 60.9% of the 6" graders depicted
the process of recovery).

Finally, age-related differences were found in what is been represented
in students’ drawings of the recovery from Covid-19, x2(4)=21.33,
p<.001. More thoroughly, second graders depicted the value of
medicines in the process of recovery from Covid-19 (57.7% of 2™
graders, 18.2% of 4" graders and only 4.3% of 6™ graders depicted
medicines as valuable). On the contrary, older children (i.e. 4" graders
and 6" graders) represented more often a holistic approach of the
process of recovery from Covid-19 (30.8% of the 2" graders, 69.7% of
the 4" graders and 87% of 6" graders represented the process of
recovery).

Conclusion

The present study aimed to investigate from a developmental
perspective, elementary school students’ ideas about Sars-Cov-2 virus,
changes in the school setting during Covid-19 pandemic as well as their
ideas about quick recovery from the Covid-19 illness.

Regarding the depiction of the coronavirus, our results suggest that the
majority of children tend to combine scientific and non-scientific
elements when they are asked to depict the Sars-Cov-2 virus. One the
one hand, these results indicate that children exhibit —at least in part-
biological knowledge about the Sars-Cov-2 virus, even though the
Coronavirus is not included in the school curriculum and thus, their
knowledge is not a result of formal educational interventions, rather a
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representation influenced by media. This could also explain some of
the non-scientific elements that were common among students’
drawings (e.g. the virus was depicted green in most of the students’
drawings). Moreover, the present study did not find any statistically
significant age-related differences in how students depict the Sars-Cov-
2 virus, indicating that the influence of media during the pandemic was
comprehensive, significantly impacting the representations of Sar-
Cov-2 in older and younger children.

Further, our results suggest that students, regardless of their age, tend
to use anthropomorphic characteristics when drawing the Coronavirus.
Previous findings (e.g. Christidou et al., 2022; Munitis et al., 2022)
suggest that anthropomorphic characteristics tend to be more common
in younger children than older. In the present study though, we did not
find any age-related differences in the use of anthropomorphic
characteristics in children’s drawings, as the three different age groups
that participated in this study used human-like characteristics in the
depictions of Sars-Cov-2. Apart from the depiction of Sars-Cov-2 per
se, anthropomorphic characteristics are widely apparent in the
biological discourse. Scholars argue that the use of anthropomorphism
might even promote understanding of biological concepts in students
(e.g. Byrne et al., 2009; Kattmann, 2008). Further, by using human-
like characteristics children can easily indicate the danger that the
coronavirus represents (almost 60% of the participants depicted the
Sars-Cov-2 virus with an aggressive/ threatening look to warn alien life
about the danger of this novel situation).

Concerning students’ ideas about the changes in school life during the
pandemic, students focused either on depicting personal protective
equipment or implementing preventative measures. It should be noted
that in drawings depicting students’ faces or scenes from school life
during COVID-19, students often depicted sad faces. It seems that
drawing helps children to express their emotions about this novel
situation and the changes in their every day (Christidou et al., 2022;
Cornaggiaet al., 2022; Gonzalez-Calvo et al., 2022) and thus, sad faces
might indicate students’ dissatisfaction with the changes in school life
due to the implementation of preventative measures. For example,
students depicted sad faces for not being able to hug friends or have
closer interactions with classmates (e.g. give and take pencils).
Furthermore, our results suggest that older age groups compared with
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2nd graders tend to depict scenes from the school life more often or to
compare school life prior to Covid-19 with school life during Covid-
19. This could relate to the 2nd graders lack of elementary school
experience prior to Covid-19 pandemic.

The present study also explored students’ ideas about the process of
recovery from Covid-19. Students focused more on medicines,
vaccines, social isolation as well as natural ways to enhance theimmune
response (e.g. fruits and vegetables, walking in nature, resting, etc.).
These results suggest that after three years in the pandemic, elementary
school-aged children understand the medical aspects of thepandemic
and are able to suggest the proper treatment for the disease, in contrast
with previous findings which indicated that only older children
comprehended the medical perspective of the pandemic (Munitis et al.,
2022).

Further, when children were asked to depict tips for fast recovery from
Covid-19, some children depicted solely isolation and transmission
prevention avoiding any other suggestion. One possible explanation
might lie in the medical advice to isolate as long as one has a positive
Covid-19 test. Further, it could also relate to children’s personal
experience with the disease. Many children have an asymptomatic
infection, which means that they only had to isolate to prevent
transmission. Finally, it seems that the older age group (i.e. the 6™
graders) has adequate biological knowledge to understand the impact
of the infection on the body and thus, depicted the process of recovery
more thoroughly in comparison with younger age groups.

Though the results presented in this study are informative of children’s
ideas about the Coronavirus and Covid-19, in order to understand in
depth students’ ideas of Covid-19, future research should combine
drawings with other research tools, such as interviews. The use of a
single research tool for data collection might be an important limitation
of the present study. Future research that would combine multiple
research tools, such as drawings and interview or questionnaires, would
result in a more comprehensive understanding of children's knowledge
and ideas regarding the biological aspects of this phenomenon as well
as their biological knowledge in general.

In conclusion, the present study aimed to investigate elementary school
children ideas about the Sars-Cov-2 virus and the Covid-19 pandemic
from a developmental perspective. Our findings suggest that
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elementary school students have some scientific knowledge of the
Sars-Cov-2 virus and the Covid-19 disease three years after the
declaration of the pandemic. Further, our data indicate that while all
three age groups that participated in the study have scientific
knowledge about Covid-19, it is only the older age groups that depict
the pandemic’s impact on school life as well as the process of recovery
from Covid-19 in a more complex way, by adding multiple aspects of
their experience in their drawings.
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Abstract

The digital transformation of teacher training is the key to the effectiveness of modern
training programs (Shurygin et al., 2022). In this direction, the blended training
model with the combination of synchronous and asynchronous learning comes to fill
the gap in traditional programs (Bouras & Griva, 2022+ Zagouras et al., 2022),
contributing decisively to their effectiveness, creating the appropriate training
framework and maximizing the benefits of distance education in modern era (Al-
Hunaiyyan et al., 2021).

This paper outlines the design, implementation and evaluation of a 6-month distance
training program offered to language teachers who teach in bilingual educational
contexts. The purpose of the program was to enhance teachers' skills on issues related
to teaching the Greek language in modern bilingual/intercultural environments. The
training program was implemented to 43 Greek minority education teachers in
Albania, from the area of Gjirokaster, Delvino and Agioi Saranda, in a synchronous
and asynchronous digital context. Qualitative and quantitative methods were used to
estimate the feasibility and the effectiveness of the program. The results indicated the
broadening of modern methodological approaches to language teaching in
bilingual/cross-cultural environments and the formation of critically reflective
teachers in a world shaped by digitalization. The trainees acquired, through digital
learning processes, the ability to implement innovative language activities in their
classrooms, laying the foundations for the consolidation of a modern way of thinking
of language teachers.

Keywords: Albania, bilingual learning environments, blended training program,
Distance education, language teachers

Introduction

When studying the relevant literature, it is evident that a variety of
definitions of training overlap. However, every single training effort
aims at conveying knowledge and strengthening the skills of teachers
to prepare them for the constantly changing conditions, which result in
the alterations in teachers’ attitudes. (Bouras & Griva, 2022) An
appropriately trained teacher applies modern methodological
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approaches while teaching the language course, thus combining
learning with pleasure, and at the same time adopting a critical attitude
towards teaching and the educational environment as a whole (Al-lssa
& Al-Bulushi, 2010). Strengthening the language skills of his/her
students, a trained teacher helps them interact in the modern
multicultural classroom and boosts the enjoyment of a language lesson
which takes place in a stimulating and highly creative environment
(Keengwe, 2010). In doing this, he/she motivates all students in the
class while acquiring a broad framework of social skills, and
collaborating with other colleagues from other specialties, offering the
sought-after interdisciplinarity (Rahman & Sahayu, 2020).

It is in this direction, according to research (see Gilakjani & Sabouri,
2016 Gordon, 2010) that the properly trained teacher of a language
course develops a continuous relationship with his/her students.
Moreover he/she can manage any problems that arises more effectively
by helping students to produce and understand a spoken and written
language with great efficacy. Further, they can manage modern
multilingual and multicultural educational environments by creating
and maintaining open "channels" of communication, utilizing, and
strengthening students' linguistic resources (Bouras & Griva, 2021). As
a result, this creates authentic communication situations in the
classroom, which are offered for reflection and experimentation with
the target language. In turn this utilizes the appropriate tools for
conscious and self-regulated learning, effective involvement in the
process of understanding, and producing spoken and written language,
while strengthening the communication ability of its students (Zamani
& Ahangari, 2016); all in all, contributing to the awareness and
understanding of something different. Through this effort, the teacher
faces many obstacles such as the complexity of the socio-cultural
context (Periani & Suputra, 2022), however, as a contemporary
teacher, he/she demonstrates flexibility, "translating” the activities
he/she has designed appropriately for his/her students into effective
communication and interaction amongst them.

The integration of ICT into language teaching is of crucial
importance for the qualified teacher of the 21st century (Aydin et al.,
2009). It is a valuable language experience offered to students through
digital language learning environments, providing a variety of
opportunities, which improves and assesses their language skills. At
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this point it is worth noting that the simple quoting of digital material
by the teacher of the language course is not sufficient as it does not
produce the expected results (Sudarmo, 2021). Therefore, the teacher
of the language course, who has been properly trained, plans activities
in such a way that the effective connection of technology and learning
is achieved in order to reach the educational goals he/she sets each time.
It is a modern teacher who is able to aptly embrace digital tools and
create a technologically supported learning environment in the
classroom (Peredrienko et al., 2020) promoting and continuously
improving the student's language skills.

This is why teachers should create a digital habitat for their language
course which will embrace digital media creating a technologically
supported learning context in the classroom (Kessler, 2018) In fact to
strengthen their students digital knowledge during the course, the
continuous training of teachers in ICT is necessary, This will occur
through the integration of a variety of digital tools introduced in the
language course:

« Students' creative thinking increases (Ahmadi & Reza, 2018)

* Their interest in learning is enhanced

« Higher cognitive skills are developed through teamwork activities
* Their learning involvement is enhanced

* Positive experiences about the target language are formed

* Their self-esteem is developed

« A safe framework for strengthening language skills is created
(Kukulska-Hulme & Viberg, 2018)

« Intercultural contact is supported (O’Dowd, 2016)

Figure 1. Advantages of Digital Learning Environments in the Language Course
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The Context of Greek Language Education in Modern Albania

Formal Education

The education system in Albania consists of the nine-year basic
education, which is compulsory for all students and is equivalent to the
primary and secondary education provided in the Greek education
system. The next level of education is the tertiary level and includes
two types of schools: the General Lyceum, which lasts for three years
and the Vocational Lyceum which lasts for two years (first level of
study), three (second level), four years (third study level), with the last
level giving the possibility of admission to the Higher Educational
Institutions of the country. Moreover included above the basic structure
of the Albanian educational system is the Greek-language education of
the Greek minority. Public minority schools operate in those areas
traditionally inhabited by the Greek minority, under the auspices of the
Albanian state, and more specifically in the areas of Argyrokastro,
Delvino and Agioi Saranda (Rapti, 2014). The curriculum of minority
schools, depending on the level, include the teaching of Greek as an
independent language course, otherwise the program is conducted
exclusively in Greek. Greek language education follows the mandatory
nine-year education in which the teaching of the Greek language is an
integral part, with a progressive reduction of hours in the last grades.
Regarding secondary education, the Greek language is taught two
hours a week in all higher-level schools located in the minority zone
and attended by students of Greek origin. Apart from the public Greek-
language minority schools in Albania, there are also private schools
funded by the Greek Ministry of Foreign Affairs and the Ministry of
Education. These are the bilingual school "Omiros" in Kortsa and the
minority school "Omiros™ in Himara.

Nonformal Education

Students are also able to learn the Greek language through the
private Greek language tutoring institutes which operate in both
minority and non-minority areas. These respond to the needs of Greek
language education from a public that varies according to their
expectations but also their language skills and the level of their L1/L2
language.
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The Research

The purpose of the program was to enhance teachers' skills on issues
related to teaching the Greek language in modern bilingual /
intercultural environments. More specifically, the aim of the program
was for the teachers to be trained using innovative tools for managing
the educational environment, as well as in the use of modern methods
to teach the Greek language. Specifically, distance training was carried
out, in modern and asynchronous environments through a special
educational platform. According to the mapping of the needs (April to
December 2019) of the teachers who teach the Greek language in
bilingual educational environments throughout the region and based on
the specifications dictated by the international literature, 10 thematic
modules were designed with modern methods in the instruction of
Greek.

Participants in the Implementation of the Training Program

The training program was tailored to the needs of 43 teachers of
Greek minority education in Albania from the areas of Argyrokastro,
Delvino and Agioi Saranda, in a synchronous and asynchronous digital
context. These are the teachers of the three recognized Greek minority
regions in the region of Albania.

Table 1. Demographic characteristics of the trainees-teachers

Gender Man Woman
16.3% 83.7%
Age 21-30 31-40 41-50 50+
7.0% 20.9% 46.5% 25.6%
Years of service 1-5 6-10 11-20 20+
11.6% 7.0% 34.9% 46.5%
Position in School Teacher
education Director
16.3% 83.7%
Department of Academy of Faculty of Other
Undergraduate Greek Greek Studies Education
studies Language, Sciences

Literature and
Greek Culture

69.8% 11.6% 16.3% 4.7%
Master's studies Postgraduate Other Ph.D. Other
undergraduate
degree
20.9% 9.3% 2.3% 2.3%
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Analysis of Questionnaire Data

The data from the questionnaires were analyzed quantitatively,using
SPSS software (26th edition) with which the frequencies obtained from
the responses of the trainees were recorded. The processing of the data
resulting from the answers of the participating teachers to the closed
and "open" type questions was implemented at the level of inductive
statistics. More specifically, using tools of descriptive statistics, the
frequencies resulting from the answers of theteachers of the Greek
minority education in Albania were recorded andthe corresponding
graphs were created.

The Results of Teachers’ Questionnaires

Results from the Teachers' Needs Questionnaire
The wishes/expectations of the teachers from the training programs
The Tables show the results that refer to the wishes/expectations of
the teachers from the training programs. Regarding the context in
which the respondents want the training actions to take place, the
majority (65.1%) consider that the training should be mandatory.
Regarding the methods of evaluation in a training program, 86.3% of
respondents want evaluation without exams, 9.3% would like written
exams, and 25.6% oral exams, 25.6% prefer sample micro-teachings,
11.6% would like a research paper and 4.7% another way. In addition,
95.3% of teachers want their opinion and educational needs to count in
the planning of training programs.

Table 2. Distribution of the Responses of the Sample in Terms of the Context of the
Implementation of the Training Activities

Frequency (N)  Rate (%)

N/A 1 2.3

The training should be mandatory for 97 62.8
teachers of Greek minority education '
The training should be done on a voluntary 1 53

basis
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The training should be voluntary, but it

should be a condition for promotion in your 14 32.6
job
Total 43 100.0

Table 3. Distribution of Sample Responses in Terms of Agreement on how to
Evaluate a Training Program

Method of Educational Program Evaluation Yes No

N % N %

a) Only with attendance certificate 37 86 6 14
b) With written exams 4 9.3 39 90.7
c) With oral exams 11 25.6 32 74.4
d) With sample, micro-teachings 11 25.6 32 74.4
e) With research work 5 11.6 38 88.4
f) Another way 2 4.7 41 95.3

Table 4. Distribution of the Sample regarding the Agreement Regarding the
Participation of Teachers in the Design of Training Programs

Rate

Frequency (N) (%)
Yes 41 95.3
No 2 4.7
Total 43 100.0

Results from the Final Evaluation Questionnaire

Table five records the difficulties that the respondents consider they
encountered during their participation in the training program.
Specifically, the teachers mention Internet connection problems
(19.5%), problems with their computer (14.6%), the lack of time due
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to their workload at school (7.3%), difficulties related to etymology of
each thematic (9.8%), difficulty handling the e-learning platform
(2.4%) and the difficulties in completing specific activities (34.1%).

Table 5. Distribution of the Responses of the Sample regarding the Difficulties of

Training
Training Program Difficulties Yes No
N % N %
a) Internet connection problems 8 19.5 33 80.5
b) Computer problems 6 14.6 35 85.4
c) Lack of time due to school workload 3 7.3 38 92.7

d) Difficulties related to etymology of each

thematic module 4 9.8 37 | 90.2

e) Difficulty handling e-learning platform 1 2.4 40 97.6

f) Difficulty completing specific activities 14 34.1 27 65.9

Results from the Follow-up Questionnaire

Table six records the results regarding the ways in which the training
program affected teaching. 28.9% of the teachers who answered the
specific questions report that their teaching ability improved. 23.7%
that the way of organizing the language course improved, 68.4%
reported as changes in teaching the application of modern methods and
techniques of teaching the Greek language, 10.5% the understanding of
the curriculum, 34.2% the design of material based on modern methods
and techniques of teaching the Greek language, 42.1% familiarity with
the teaching of the Greek language when using a computer, 21.1%
familiarity with alternative methods assessment of the language course,
18.4% application of strategies for reading and writing skills and 28.9%
application of listening and speaking skills.
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Table 6. Distribution of Sample Responses in Terms of Agreement on the Effect of
Course Management Training

Effect of training on course management Yes e

N % N %

a) Improving teaching ability 11 28.9 2 711

b) Improving the way the language course is 9 23.7 29 76.3
organized
c) Application of modern methods and 26 68.4 12 31.6

techniques of teaching the Greek language

d) Understanding the Language Curriculum 4 105 34 89.5

e) Material design based on modern methods 13 34.2 25 65.8
and techniques of teaching the Greek language

f) Getting used to teaching the Greek language 16 42.1 22 57.9
using a computer

g) Familiarity with alternative methods of 8 21.1 30 78.9
evaluating the language course
h) Application of strategies for Reading and 7 18.4 31 81.6
Writing skills
i) Application of strategies for Listening and 11 28.9 27 71.1

Speaking skills

Discussion

The training program was implemented combining a "synchronous"
and "asynchronous" learning environment with teleconferences that
took place in real time promoting the interaction between trainer and
trainee as well as by posting material on the platform, thus enabling the
trainee to follow their own pace of learning while building new
knowledge promoting self-learning and self-improvement of
participants (Rohotchenko et al., 2021). The trainees used the digital
platform and within a modern digital learning environment were
involved in activities such as dialogue, discussion, communication, and
solving questions from the trainers.
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The results indicated the enhancement of the knowledge and skills
of the language teachers about "how to work" and "how to reflect on
their work™ as "reflective practitioners". Regarding the contribution of
the program on the development of digital skills, the trained teachers
particularly focused on the innovation of using information and
communication technologies that will facilitate them to become more
qualitative in their educational work. The results indicated the
broadening of modern methodological approaches to languageteaching
in bilingual/cross-cultural environments and the formation ofcritically
reflective teachers in a world shaped by digitalization.

Consequently, the trainee teachers were enriched with new
knowledge and skills about the Greek language and its teaching in
contemporary educational contexts. Moreover, they contributed to the
improvement of their personal and professional learning (Zehetmeier
et al., 2015), they improved their degree of participation in innovative
learning, they increased their sustained engagement and effective
performance as modern teachers and experienced feelings of joy,
satisfaction, and happiness. At the same time, they acquired the
appropriate skills in order to face the ongoing challenges in the field of
education, integrating modern methodological approaches in teaching
the Greek language, by transforming it into a driving force for the
general and better-quality improvement of the Greek minority
education system in Albania (Bouras, 2020).

Additionally, special emphasis was placed on improving the
language level of the trainees, as a high level of language use is
completely intertwined with the students' employability. Besides, the
effectiveness of the teacher, especially of the language course, isrelated
to his/her proficiency in the target language (Moeller & Catalano,
2015) and his/hers in-depth expertise in techniques andmethods that
create an appropriate educational environment.

On the other hand, the lack of the trainer's physical presence and
face-to-face communication was emphasized by only a few trainees.
Moreover, although most trainees are familiar with lifelong learning
(Kenner & Weinerman, 2011), digital learning programs are
characterized as "innovative" and necessary in the modern age
(Bochulia, 2021). In addition, distance training programs contribute to
the creation of a rich learning environment (Ko & Rossen, 2017) as
they act as interactive tools that enable trainees to participate in
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contemporary digital activities and stay up to date on all contemporary
issues in their time and place. Indeed, the design of modern training
platforms makes them suitable for creating a participant-friendly
(Singh et al., 2017) educational environment.

The trainees used the language creatively and actively participated
in activities of making their own language materials for their
classroom, engaging in a pedagogical and educational design of
activities, in authentic learning environments. Finally, they acquired,
through digital learning processes, the ability to implement innovative
language activities in their classrooms, laying the foundations for the
consolidation of a contemporary way of experiencing the learning of
language.
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Abstract

It is beyond any doubt that rich cultural information is greatly embedded in
literature (McNicholls, 2006). Subsequently, it is strongly regarded as a powerful
tool in teaching the relativity of cultural values and the inherent ‘problems’ in cross-
cultural communication. After all, literature’s power lies in its unique ability to
enable the reader to observe the world from multifarious aspects while cherishing the
diversity of individual perception. Recent research shows that a rich literature second
language environment does not just provide learners with a combination of
comprehensible input and a low affective filter (Cho, Ahn & Krashen, 2005) or
enhances students’ intrinsic reading and writing motivation (Morrow, 2004). Still, it
mainly forms a cross-thematic basis for language learning, along with offering
students the opportunity to explore cross-cultural values and move from cultural
awareness to empathy (Grotjahn, 2000). Especially children’'s literature is a dynamic
vehicle to teach them about L2 culture, themselves, the world, and others (Griva &
Kofou, 2019).

In this realm, the present paper presents a newly published book based on
teaching Greek as a second/foreign language to children through literature. It is
dedicated to Mariupol is published by the University of Western Macedonia and is
written both in Greek and Ukrainian. Attempting to remap the Foreign Language
Curriculum through Multiple Literacies (teaching language, literature, and culture)
it addresses all three language dimensions: knowledge, interpersonal, and
experience. It moves from general literature’s themes to specific pedagogical
concerns while including practice-oriented chapters with practical examples,
materials, and tasks that pre- and in-service teachers can use to develop the complex
skills involved in teaching a second language and help students build their
intercultural competence.
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Introduction

In our rapidly changing and increasingly interconnected world, we
need a more dynamic conception of culture than has typically been used
to design language teaching curricula. In this broader perception of
culture, it could briefly be defined as a way of life. “It is the context
within which we exist, think, feel and relate to others. It is the glue that
binds a group of people together” (Brown, 2007, p. 188). In this sense
intercultural awareness couldn’t be other than a multidimensional term;
Accordingly, it is widely regarded as “...the ability of standing back
from our point and becoming aware of not only our cultural values,
beliefs and perceptions, but also those of other cultures.” (Zhu, 2011,
p. 85). Therefore, it refers both to awareness of one’s own culture as
well as of (an)other culture(s).

Given the foregoing, as far as it concerns the Foreign Language
(FL) pedagogy Kramsch (1998, p.27) promoted the idea of the
“intercultural speaker” who is aware of his/her own as well the others’
cultural identity. This goes in line with Byram and Cain’s (1998) claim
that “linguistic and cultural competencies are integrated” (p. 44). A
language is indeed a part of its culture and culture is a part of its
language; that is the two are intricately interwoven such that “one
cannot separate the two without losing the significance of either
language or culture” (Brown, 2007, p. 183).

Since becoming culturally aware is a continual process
(Guilherme, 2022), culturally sensitive practices need to be
implemented in the L2 classroom. It should aim at creating a climate
that is conducive to maximum learning and teaching for L2 students
and at the same time offering them the opportunity to think ‘outside
their box’ with a different set of lenses which will promote their
cultural understanding and awareness. After all, there exists a general
need in the era of 21% century for any type of school to create a more
challenging, authentic, and collaborative learning environment for the
students.

Thus, contemporary teachers face huge challenges: they need to
be aware of the various cultural profiles in their classroom as well as
teach the curriculum content and target language in a culturally
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sensitive fashion. Yet this can only be achieved through a subject,
which demonstrates how language and culture are inextricably
connected (Brown, 2007) and this couldn’t be other than Literature.

In this article, key components of intercultural awareness (ICA)
are discussed along with their relevance to FL practices as well as
suggestions as to how they can be implemented in the L2 classroom.
To be more precise, based on a newly published Greek textbook which
is also translated into Ukrainian called “Teach