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The Conflict Between African Cultural Practices and Western 

Occupational/Organizational Needs 

Mapula Mojapelo-Batka 
University of South Africa, South Africa 

 

Ritual has a symbolic meaning and therapeutic effect within the African culture. However, the opportunity to 

respectfully go through the prescribed rituals (specifically bereavement rituals) often interferers with the needs and 

belief system of the corporate western world. This poses a challenge for the bereaved person, the employer, and the 

therapist. In most instances, the resolution to this challenge takes a form of adjusting the ritual or cultural practice 

in order to accommodate the occupational needs. More and more African (especially in the urban context) do not go 

through the bereavement rituals due to occupational pressure and this may lead to the extinction of these significant 

cultural practices. Case studies were used to investigating the causes and impact of the change in the traditional 

African bereavement rituals. Thematic analysis of the cases and the results confirmed the need to develop ways of 

integrating the traditional African and western value systems. The implication of the identified conflict on the 

organization, with reference to absenteeism, low productivity, and reduced job satisfaction, needs to be 

investigated.  

Keywords: cultural conflict, cultural practices, African culture, traditional culture, western culture, bereavement 

rituals, occupational/organizational needs 

Introduction  

This article focuses on the conflict between African cultural practice and western 
occupational/organizational needs. It highlights the dilemma faced by many Black South African workers who 
are constantly experiencing a mismatch between their culture practices and the culture of the South African 
organizations which is western in nature (Mjoli, 1987). Three broad categories of African cultures and persons 
were identified, those whose believes and practices are entrenched in the traditional African culture, those who 
practice a mixture of western culture and traditional African culture, and those who exclusively practice 
western culture (Prozesky, 2002; Peltzer, 1999). The focus of this article will be on the traditional African 
culture and persons. 

Within the African culture, different phases of life are characterized by a set of culturally prescribed rituals. 
Rituals have a symbolic meaning and therapeutic effect within the African culture. However, the opportunity to 
go through the prescribed rituals (specifically bereavement rituals) respectfully often interferes with the needs 
and belief system of the corporate western world. This poses a challenge for the bereaved person, the employer, 
and the therapist. In most instances, the resolution to this challenge takes a form of adjusting the ritual or 
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cultural practice in order to accommodate the occupational needs. More and more African (especially in the 
urban context) do not go through the bereavement rituals due to occupational pressure and this may lead to the 
extinction of these significant cultural practices.  

African bereavement rituals will be utilized in this article to illustrate the conflict between culturally 
prescribed rituals and the needs of the western organizations. This does not imply that there are universally 
African culture and bereavement rituals. There are differences in the different African ethnic groups and any 
attempt to isolate or discuss the African culture or value system will fail to justify the complexity of the 
situation. It, however, appears that a number of cultural rituals and values do occur frequently enough in Africa 
to be regarded as typical or traditional.  

Clinical case studies illustrating the negative emotional impact (such as guilt and depression) of these 
changes on the African worker will be presented and suggestions on possible ways to accommodate both the 
needs of the workers and the organization will be reviewed. Mjoli (1987) suggested the possibility and 
implication of “westernizing the Africa worker” or “Africanizing the organizations”. Prozesky (2002) 
suggested that in not understanding the dynamics of the interface between these two value systems, most of the 
problems appear to arise in the business environment.  

Background Literature 

Bereavement Rituals 

Cultural practices seem to acknowledge the wisdom of expressing grief. Not all cultures, however, handle 
this expression in the same way (Lalande & Bonanno, 2006). Many cultures surround the death of one of its 
members with elaborate ceremony while others acknowledge the loss more privately. The cultural rituals for 
dealing with death, such as wakes and funerals, are designed to offer us an opportunity to express our sadness 
in the socially and culturally accepted manner. Participating in the ceremony and ritual of bereavement also 
seems to aid family and friends in the adjustment to losing the loved ones. Nwoye (2005) emphasized the 
important contribution of the African community and rituals in facilitating healing in the bereaved. He argued 
that western researchers and writers have largely been concerned with the individual’s reaction to loss, the 
African perspective focus on the spiritual/systemic/interactional nature of healing in grieving and the resources 
that the community makes available to bereaved persons (Nwoye, 2005).  

Religion and Cultural Practices 

Shorter (1978) argued that religion and traditional African culture are inextricably intertwined. Most of the 
religious rituals are appropriated into the cultural scheme of things and the cultural domain shapes and 
influences the religious philosophy and practices. Shorter (1978) further argued that any attempt to dichotomize 
African spirituality into the sacred and the secular, the physical and the spiritual, the individual and the 
corporate, results in gross distortion and misconstrue of its theology and its praxis.  

The Conceptualization of Death Within the African Context 

According to Seleti and Ngubani (2005), the African conceptualization of death is based on the belief that 
there is a reciprocal relationship between the ancestral spirits and their descendants. The descendants have a 
duty to perform ritual acts which promote the acquisition of ancestral status of the spirit of the newly departed, 
which on attaining the right position in the ancestral realm is able, in conjunction with the rest of the ancestral 
spirits, to protect and bless the descendants. Similar conceptualization of death and African worldview of the 
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interconnectedness of the activities of the living and the deceased family members were identified within the 
sub-Saharan African culture (Sow, 1980) and the Nigerian culture (Nwoye, 2011).  

Death, like many rites of passage within the traditional African culture, has certain culturally prescribed 
rituals, such as slaughtering a beast female chief mourner sitting on the mattress for the whole period before the 
burial and wearing black clothes. The rituals prescribed for man are usually prescribed for the whole family 
(Radzilani, 2010).  

Seleti and Ngubani (2005) indicated that while traveling along this purification journey, the spirit of the 
deceased is alone in the dark and in the wilderness. It is assisted by the support of the living kin who through 
their mourning observances share the sense of loneliness and withdrawal from the normal pleasantries of life. 
The companionship is expressed especially through the chief mourner whose behavior patterns focus her/his 
mind and body on enabling the departed spirit to reach the destination. 

Both the departed spirit and the kinship group would have gone through two traumatic experiences with 
the occasion of death. For the departed spirit, the trauma is not only the wrenching of the spirit from the human 
body, but also its separation from visible society. Equally for the close kin, death means they have lost one of 
their important members, they must learn to accept and adjust to that loss. For both the living and the spirit of 
the recently deceased, life after death and bereavement, means a period of uncertainty, adjustment, and 
contemplation. 

It is also a dangerous period in that if the living kin abandon the spirit on its purification journey, it might 
never reach the desired ancestral realm. De Villiers (1985) indicated that this belief system is used as the 
justification for illness and misfortune for the descendants of the Xhosa-speaking culture. It would continue 
wondering in the valley of spiritual wilderness without end. Thus, there are sets of rituals that are performed by 
the living in order to help the spirit of the deceased to reach a full cycle of the spiritual life (Seleti & Ngubani, 
2005).  

The Symbolic Meaning of Bereavement Rituals Within the Traditional African Context 

A clear visible connection between the body of the ancestral spirit or newly-departed spirit is usually 
symbolized by: 

(1) Wearing specific identifiable clothes, usually black clothes, by the chief mourner for a period of one 
year, if the deceased was in late adulthood, six months for an adult or a period of three months for a young 
person. The duration of the phase of mourning is determined by the responsibilities of the deceased as 
presented above (Rowland, 2002; Sossou, 2002);  

(2) Slaughtering an animal and the night vigil. In the event of the death of the male head of the family, a 
male beast would be slaughtered, this usually symbolizes the death of the head of the family (Bodibe, 1993); 

(3) Sitting on the bare mattress by women mourners for the whole period prior to the funeral service. This 
could be based on the belief that women are more emotionally traumatized by the death of a loved one than 
males (Sossou, 2002). When community members bring condolences, they are usually directed to the bereaved 
woman sitting on the mattress (Rowland, 2002; Rosenblatt & Nkosi, 2007);  

(4) Avoiding certain places, for example, grave yards and being away from home at night. This is possibly 
based on the belief that the bereaved is going through a phase of darkness (what is referred to as sififi) and 
being in places like that could lead to more pain, sadness, and trauma (Manganyi, 1987).  
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Sossou (2002) indicated that failure to fulfill any of the above culturally prescribed seclusion rituals 
may result in being blamed by the family and/or community members for killing the deceased family 
member, a sign of disrespect for the deceased and/or lack of public display of the expected sadness after the 
loss of a loved one. 

After an appropriate duration of time after death, there are rituals that are performed to separate the chief 
mourner from the close connection with the spirit of the deceased, thereby integrating her back into society, 
taking off the prescribed cloths, shaving your hair (all the hair) by the rest of the family members, and 
cleansing and burning the clothes and hair as a symbol of breaking from the past. This is usually done at the 
stage when the purification phase is completed and is regarded as a symbolic meaning of a new beginning of 
re-adjustment to life without the deceased (Seleti & Ngubani, 2005; Rosenblatt & Nkosi, 2007; Sossou, 2002; 
Ambasa-Shisanya, 2007; Selepe & Edwards, 2008). 

Meanwhile, the same rituals complete the purification of the spirit of the deceased enabling it to be 
integrated with the body of ancestors. The duration of time is measured in accordance with the responsibilities 
that the deceased undertook while alive. As a married person, for instance, he/she would have had a heavier 
load of social and religious responsibilities compared to that of a child or an infant. This high level of 
responsibility leaves much chance of making many mistakes. As a result, those who had reached adulthood 
with its many duties are more likely to be more tarnished than the young. Therefore, the spirits of the deceased 
adults spend a longer time before integration with the body of ancestral spirits than the spirits of the junior 
members of society.  

The above symptoms and duration of the bereavement phase described from an African perspective seem 
to be universally experienced and acceptable and are recognized by the DSM (diagnostic statistical 
manual)-1V-TR (APA (American Psychiatric Association), 2000). The manual is a universal tool for the 
classification of mental illness and symptoms. What is unique to the traditional African culture is the meanings 
attached to the processes before and after the loved one pass away. While western research and writings on 
bereavement have given enormous emphasis to the influence of intrapsychic factors over the process and 
experiences around grieving and mourning, there are arguments suggesting a move towards the creation of 
psychology and services that are culturally appropriate (Cooper, 2007; Painter & Terre Blanche, 2004; 
Holdstock, 2000; Nwoye, 2005).  

The Therapeutic Value 

On the spiritual level, a well completed bereavement ritual might lead to a sense of accomplishment, peace, 
health, and well-being. Boyden (1997), Hammond-Took (1986), Honwana (1999), De Villiers (1985), and 
Radzilani (2010) have shown that an uncompleted or interrupted bereavement ritual might lead to guilt and fear 
which might result in symptoms of depression. This complication might be followed by the need to appease the 
ancestor through “Go Phasa Badimo”. This is the traditional therapeutic treatment or practice to correct what is 
believed to be wrong (Bodibe, 1990, 1992; Thabede, 1991). 

On the community level, people are more empathic and supportive to a grieving person. This might be out 
of sympathy, or due to the fear that the phase that the bereaved is going through might be infectious and bring 
misfortunes (sefifi). The support and the sympathy that the bereaved receive might lead to a reduction of the 
feelings of depression. In this way, bereavement becomes a community process rather that an individual 
process (Mbiti, 1969; Mabotoa, 1994; Oosthuizen, 1991; Setiloane, 1979; Nwoye, 2005). 
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As indicated in the discussion above, all these rituals are necessary steps to recover from the loss and to 
facilitate the integration of the departed spirit to rest in peace. This belief system and practices also help in 
developing an understand to some of the national processes, such as the South African truth and reconciliation 
commission and the place of Freedom Park in the management of the spirit of those who fell during the armed 
struggle.  

This processes had a dual purpose, which was not just reconciling with those that have inflicted pain, but 
also to allow the families of those who have lost their loved ones to mourn appropriately and release the spirit 
of the deceased to integrate with the ancestral world and to reach a full cycle of the spiritual life. This reflects a 
common African expression “Badomo ba go robaletse”, a comment usually accompanied by a feeling of 
success, fortune, and well-being (De Villiers, 1985; Nyamiti, 1990).  

Differences Between Traditional African Values and Western Occupational Values 

Bodibe (1993) reported that after the abolishment of the group areas acted in South Africa, a number of 
Black South Africans moved to areas that were predominantly white. These Blacks were soon to discover that 
the slaughtering of beasts during funerals and the holding of night vigils contravened the laws of local 
authorities in these areas. Slaughtering any animal can only take place at the abattoirs and singing and 
preaching in the night vigils are regarded as disturbance of public peace. This ritual forms the very essence of 
handling grief and bereavement in African societies. Bodibe (1993) indicated that the curative and cathartic 
effect of the rituals lowered significantly among Black African people.  

Prozesky (2002) identified and described seven differences between traditional African values and global 
western business values. These differences include: 

Firstly, community above individualism⎯It was said by traditional Africans that there was insufficient sense of 
community in people with western traditions, to whom it was the individual that counted. To the traditional African, the 
community came first.  

Secondly, external not internal control⎯to “the westerner”⎯the key control is within the individual who must take 
the right strategic decisions⎯the entrepreneurial sense makes success. Traditionalist Africans have strong external 
controls⎯in some sense, they may feel powerless in the face of their ancestors.  

Thirdly, supportiveness above competition⎯It is seen by traditionalist Africans as dehumanising to just 
compete⎯the individual is not “number one”.  

Fourthly, people, not workers/staff⎯People should be treated as people, not workers and staff.  
Fifthly, qualitative time⎯Time should not be determined entirely quantitatively in terms of clocks etc., but 

qualitatively. How this is managed in a global business perspective is a difficult question but this has to be accommodated.  
Sixthly, leadership through care and integrity, not power and status⎯For traditional Africans status will produce fear 

and some results but not co-operation.  
Seventhly, holistic wealth⎯For traditional Africans what is the point of success in business, if it does not lead to 

cordial relationships, if wealth is not available and beneficial to all.  

The comparison made above between African and global business values is effectively, therefore, a 
comparison of western secular values and traditional African values. Prozesky (2002), Godsell (1983), 
Hofstede (1980), Nurnberger (1994), and Tabane (1981) suggested that in not understanding the dynamics of 
the interface between these two value systems, problems and misunderstanding appear to arise in the business 
environment. 

Mjoli (1987) described the above conflict as the person-environment mismatch that is characteristic of 
many organizations in South Africa. Mjoli (1987) defined the person-environment mismatch as a situation 
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where organizations and their practices in South Africa are western in cultural orientation, while the Black 
workers are African in cultural orientation. Mjoli (1987) suggested that the person-environment mismatch 
might be managed in two ways: westernizing the African (that is changing the cultural and value systems of the 
African), or Africanizing the organization (changing the organization to a point where the values and culture of 
the African workers are taken into account).  

Westernizing the African seems to create emotional conflict and removes Africans from their all important 
cultural roots for the benefit of the western enterprise. Africanizing the organization which Moerdyk and 
Coldwell (1981; 1982) referred to as “cultural synergy” and Muzorewa (1985) and Pobee (1979) referred to as 
syncretism, seems to be more effective. It takes into account the needs of the African worker, as well as the 
needs of the organization without valuing the one more than the other. These approaches seemed to be less 
exploitative. 

Thorsrud (1981) suggested that the authorities of the organizations can put a stamp of approval and accept 
that absenteeism is unavoidable, training other employees to take over when others are absent, introducing a 
system of paying for actual work done rather than time spent at work, and giving productivity bonuses to 
high-producing employees, as another way of Africanizing the organization in relation to the issue of time 
needed to go through bereavement ritual and addressing the effect absenteeism might have on productivity at 
work. 

The review of the literature above indicated the complexity of the conflict between the western and 
traditional values systems. What follows now is the method that has been used to understand these conflicts. 

Methodology 

The study adopted a case study methodology. Four cases will be used in this article. The author was 
engaged with two clients that presented in psychotherapy with difficulties in going through the culturally 
prescribed bereavement ritual due to occupational needs and demands. All these cases were presented within a 
period of two months during 2010. The common themes that were identified in the presented cases inspired the 
author to investigate the subject even further. A client-centered method of therapy was conducted with the two 
presented problems. Client-centered therapy is non-directive and non-judgemental processes of facilitating the 
expressions of feelings and experiences. 

Clinical files were used to collect the data regarding the experiences of the client. Two therapists (who 
were trained and used client-centered therapy) who had previously dealt with similar cases were interviewed. 
Notes were made from the report that was given by the therapist. Their reports are included as scenarios with 
the aim of including as many experiences as possible. 

The age, gender, socio-economic, and occupational context of the clients varied were considered. The 
effect of these factors seems insignificant to the presented problem.  

The materials used in this article were from the process notes that were used in the sessions. The sessions 
were ranged in 3−5 sessions, with 60 minutes each, with a frequency of one session per week. The sessions 
were analysed using thematic content analysis and were used in comparison with literature around the topic of 
bereavement rituals within the African context and the western needs.  

Permission to use the case material was abstained from the clients that the author consulted. The clients 
were assured of confidentiality as any identifying information from the client’s file was excluded from this 
article.  
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Presentation of Clinical Cases to Illustrate the Challenges Facing Meeting the Needs of the 
Bereaved vs. the Needs of the Organization 

Case 1 

A man lost his wife. It was culturally prescribed that, as part of the ritual he has to be home every day 
before sunset for a period of six months. He wanted to go through all the prescribed rituals but he was expected 
to work night shifts. He arranged with one of his colleagues to assist him by doing the night shifts for him. The 
employer complained that he was the most effective employee to facilitate good production with that night shift 
group and that he needed to be in the rotating team. The employer did not recognize this cultural practice and 
no efforts were made to assist in allowing the employee to respectfully go through the prescribed ritual. He was 
told that if he did not want to work night shift, they would replace him with someone who was more serious 
about his work.  

The man negotiated with his colleague to take night shift for the prescribed period of the cultural ritual. 
The colleague agreed but after the second months, it was impossible to continue with the arrangement and there 
was no substitute available.  

The man felt fearful for being unable to complete the ritual and feared that the spirit of his wife might not 
rest in peace. He was constantly concerned about the implications or misfortunes that he might experience 
because of this interruption in the process of the prescribed ritual. He was also concerned about losing his job, 
since he had already lost so much. His family advised him to save his job.  

The elders were invited to negotiate with the ancestors to adjust the prescribed ritual in order to 
accommodate his occupational needs and demand. He continued feeling angry and frustrated. He felt a sense of 
having failed his wife, his family, and community. He felt he had to explain himself and his situation when he 
met people from his community after the might shift. He complained about sleeplessness, irritability, and lack 
of concentration at work especially during night shifts.  

Case 2 

A client consulted a clinical psychologist for counseling after she requested leave from work (three days 
before the funeral) to be able to prepare for her parents’ funeral and needed money in advance to be able to buy 
a cow for the funeral process/ritual. The employer responded by blaming her taking too many leave days for 
funerals and for wasting money on people that had nothing to do with the deceased and the family (the 
community at large). The manager further said “I think you people must change your culture, it is backward, 
and it is not cost effective”. All these statements were said in a way that ridiculed the cultural practices. 

The woman felt traumatized, rejected, blamed, and a sense of conflict. The comments of the employer 
induced embarrassment and guilt in this woman, to a point where, she questioned her own cultural belief 
system.  

The two last cases involve women who had lost their husbands and were culturally expected to wear black 
cloth for an uninterrupted period of about one year.  

Case 3 

One of the women was removed from the front desk as a public admin officer. Her employer complained 
that her black cloths interfered with the company image. She indicated that she understood the employer’s 
concern as the company had a high profile, but at the same time, felt that the manager did not understand her 



AFRICAN CULTURAL PRACTICES, WESTERN OCCUPATIONAL/ORGANIZATIONAL NEEDS 

 

8 

culture. She also reported that if she was not working, it would be much easier for her to mourn her husband’s 
death as the family prescribed. The idea of re-negotiating with her manager about the black cloths was not even 
considered, because the client did not feel it would be successful. She stated, “Within our company, image is 
very important”. The client was grateful that she had a job and did not want to risk losing it, especially now that 
she was a breadwinner in her house. She indicated that she needed something to help her cope with her feeling 
of worthlessness and isolation that came with the new job placement. She also reported that she was coping 
with her loss well and only started experiencing problems, such as sleeplessness, loneliness, and worthless after 
the new job placement. She was feeling sad and regarded her placement at the back office as a demotion. This 
led to feeling of insignificance and feeling of being unfulfilled. She was also removed from the social contact 
and possible social support that she was receiving from some of the company clients. 

Case 4 

Women working in the hospital hotel/catering context are expected to wear the white uniform. Within this 
context, white symbolizes hygiene and cleanness. This occupational symbol is in direct conflict with the 
prescribed cultural ritual of wearing black to symbolize a phase of impurity or uncleanness. The client and her 
manager did not have any problem with the black cloths. The complaints came from patients (mainly African 
patients) who complained that they do not feel safe to be treated by the grieving woman in black cloths as this 
could bring misfortune. The woman adjusted to this situation by changing her cloths every day in the toilet 
before going in the hospital ward and after work before going home. She presented in therapy, because her 
family in law was complaining about the arrangement and blaming her for the unwillingness to mourn for their 
son. 

Discussion and Integration of Results 

It is clear from the above cases that the conflict between the prescribed cultural rituals gets adjusted in 
order to meet the western occupational/organizational needs. 

In the first case, the man could not continue with the grieving process due to occupational needs. Rituals to 
re-negotiate with the ancestors were performed, but he was still concerned and fearful about the implication of 
the disrupted bereavement ritual process. These findings confirmed the literature that suggested that failure to 
go through the ritual uninterrupted might result ill health. The results also confirmed the difficulty involved in 
changing cultural belief and value systems. This also confirmed the suggestion that westernizing the African 
might be very difficult to achieve, as it involved the changes in cultural value system.  

In the second case, the comment of the manager created feeling of confusion and pressure to change 
African cultural values. The manager’s comment resulted in negative feeling of embarrassment as the culture 
was described as backwards and not cost effective. The manager’s comments might be due to lack of sensitive 
and knowledge about cultural diverse practices. This might more a personal limitation rather than occupational 
pressure. The result of the manager’s lack of cultural sensitivity had negative emotional impact on the client 
and her grieving process.  

In the third case, the woman accepted the suggestion to be place at the back office in order to maintain the 
company image. She, however, felt misunderstood and deprived of the support that she was receiving from the 
company clients. The results indicated that removal of the woman from the front office where she was easily 
identified as a grieving person and supported, which had more impacts on her grieving process. This confirmed 
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the suggestion that wearing black clothes assist the bereaved woman as they are easily identifying as grieving 
and in pain, and might be socially supported. The understanding of the symbolic meaning and therapeutic value 
of the ritual on the part of the organization might have made the client’s situation better.  

In the fourth case, the pressure to adjust the cultural ritual was not directly from the organization but rather 
from the family in law and the African community at the hospital due to their traditional belief system. In this 
situation, the expected cultural rituals between the African people do not fit in with the prescribed western 
practices or values. It would be easier for the bereaved person to comply with the prescribed ritual within the 
rural or more traditional context. Bodibe (1993) reported that most African people that moved to urbanized 
communities where cultural practices, such as slaughtering a beast, were in conflict with the rulers of that 
community ends up discontinuing with the cultural ritual. These findings indicate the effect of urbanization on 
African cultural practices. One can argue, however that most organizations are in urban areas. Due to the need 
for economic resources and work, the African workers have to move to urban areas and for issues of 
practicality stay there. The western value systems and culture do not accommodate most African cultural 
practices.  

Conclusion 

The client’s experiences indicate the differences between western values and traditional African values as 
described by Prozesky (2002). It is also clear that due to financial pressures and fear of unemployment, more 
and more cultural rituals are abandoned. The results also indicated that not going through the bereavement 
ritual seems to have a negative emotional impact. Guilt or fear, experienced by the bereaved person or induced 
by the social context commonly occurred. A feeling of sadness, confusion, and being misunderstood by the 
employers was also reported by some of the clients. The reports also reflect what Mjoli (1987) referred to as the 
person-environment mismatch that is characteristic of many organizations in South Africa.  

The conflict between the African cultural practices and the western occupational/organizational needs will 
remain a challenge for the employer, the organization, and the therapist, if the two conflicting value systems 
remain as opposing value systems. The results confirm the need for cultural integration of both the western and 
traditional value systems. Just as the process of the indigenization of the health system, educational system and 
the church have been encouraged in South Africa and policies on integrating western and traditional value 
systems within these contexts are underway so organizations should follow suit. The indigenization and 
integration of the South African organizations might result in the development of policies that promote and 
respect all South African citizens equally.  

The findings of this article might encourage movement away from the approach and belief system that is 
based on either the African culture or the western culture, to an appreciation of the richness and uniqueness 
which each culture adds to the South African context. 

Based on the findings of this article, it is recommended that organizational authorities and managers be 
trained to acquire skills in dealing with cultural diversity issues. Such training should be aimed at raising their 
awareness and sensitivity to cultural diverse issues. It is also recommended that studies investigating the impact 
of this conflict on the organization, with reference to absenteeism, low productivity, and reduced job 
satisfaction be conducted. 
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This study investigated the analysis of human resource practices of school principals in Nsukka Education Zone, 

Enugu State, Nigeria. A descriptive research design was adopted. Four research questions and one null hypothesis 

guided the study. Stratified random sampling technique was adopted for selecting the sample involved and a total of 

480 respondents were drawn. The instrument for data collection was questionnaire titled: HRMPAQ (Human 

Resource Management Practices Analysis Questionnaire). Mean ratings and z-test were used in answering the 

research questions and testing the null hypothesis respectively. The findings of the study revealed that the principals 

do not employ the system of inter-class competition to improve the professional growth of teachers among others. 

The recommendations include that administration of secondary schools should be handled by experts based on 

educational qualifications and proven integrity in the field of educational administration among others.  

Keywords: resources, management, practices, principals, secondary schools 

Introduction  

Education is indispensable in national development. The National Policy on Education (2004) stated 

that education is an instrument for national development. It fosters the worth and development of the 

individual for each individual’s sake and for the general development of the society. According to Tohannsen 

(2008), appraisal implies an act of assessment, estimation, or judgment of something. It means to evaluate 

the worth, significance, or status of something or programme. HRM (Human Resource Management) 

involves the efficient and effective management of personnel with an organization. HRM is one of the vital 

functions of educational administrators. This is because every administrator has a function to perform 

through his staff and his own abilities. Akpakwu (2003) saw personnel management as the proper utilization 

of people in an organization towards achieving their needs and organizational goal. To this extent, it involves 

understanding the nature of people in an organization, their needs, and aspirations and evolving the necessary 

strategies to accomplish these needs and aspirations. It also involves identifying the objectives of the 

organization and creating a conducive atmosphere towards leading staff to achieving the goals of an 

organization. Falara (2003) saw personnel management as the process of obtaining, organizing, and 
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motivating the human resources needed in an organization. He advocated for the creation of a very conducive 

and cordial environment in order to satisfy the needs of the workers and achieve organizational goods. 

Whatever name it is called, HRM is the responsibility of all those who manage people. The administrative 

manager must, therefore, find ways of satisfying their needs in such a way that the individuals, organization, 

and society’s objectives are achieved. 

HRM can be defined as administrative discipline for hiring and developing employees, so that they 

become more valuable to the organization. It includes conducting job analysis, planning personnel needs, and 

recruitment: selecting the right people for the job, orienting, and training; determining and managing wage and 

salaries; providing benefits and incentives; appraising performance, resolving disputes, and communicating 

with all employees at all levels (Akinseinde, 2009).  

The National Policy on Education (2004) defined secondary education as education children receive after 

primary school and before the tertiary stage. Secondary education is specifically concerned with preparing 

citizens for useful living within the society and for higher education. Secondary education is charged with the 

responsibility of providing all primary school learners with the opportunity for education at a higher level, 

providing trained manpower in applied sciences, technology, and commerce at a sub-professional grade and 

raising a generation of people who can think for themselves, respect the views and feelings of others, respect 

the dignity of labor, appreciate those who value especially under our broad national goals and live as a good 

citizen (Federal Republic of Nigeria, 2004). To achieve these objectives, it is imperative for such school to be 

efficiently managed. Effective management of school implies a situation where the stated objectives of the 

educational institution are achieved. It is a situation in which financial, capital equipment and personnel 

resources are utilized effectively for the achievement of the goals of the school. Therefore, effective 

management of schools depends to a large extent on efficient utilization of school resources, especially the 

human resource.  

In every organization, there are three major resources to be managed if the organization wants to achieve 

its objectives and goals. These resources are: human, material, and financial resources (Falara, 2003). Out of 

the three, HRM is the most important and difficult to manage. The reason being that every human being is born 

unique and therefore is bound to have different characteristic, that is, the ways they think, feel, reason, and act. 

Secondly, human beings control and coordinate other resources. They constitute the workforce of an 

organization. Since human nature plays a very major part in the overall success of an organization, it is, 

therefore, important to have an effective working relationship between the employee and manager as this is 

essential for success of the organization.  

Managing people at work is one of the basic functions of any organization. This is because without the 

personnel, the organizational goals and objectives cannot be achieved. For any organization to progress, it 

needs to know its staff’s strengths at any point in time, know the training requirement of such staff, and 

generally keep a close look at the general welfare of its employees. It is also essential that the management of 

an organization should ensure that the workers are properly motivated, so that they can put in their best in order 

to achieve the objectives of the organization. In a situation where the management adopts a laissez fare attitude 

towards its workers, the organization will find it difficult to succeed irrespective of the financial and material 

resources plunged into the organization for use. On this basis, it is the duty of the leaders in any organization to 

ensure that the welfare of the staff is taken adequate care of. “Thus, staff personnel management is responsible 

for the implementation of the organization’s policy, which is a written statement that provides guidelines for 
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the management actions and decisions concerning matters affecting the management of human resources, such 

as employment, training and development, wages and salaries, discipline, welfare and industrial relations” 

(Graham, 1995, p. 10).  

Resource management is the proper utilization of human, capital, and material factors/elements in an 

organization for effective achievement of the goals of the organization or institution. Personnel management 

practices in this study imply the proper utilization of the people in an organization towards achieving their 

needs as well as organizational goals. It involves identifying the needs of people and the objectives of the 

organization and creating atmosphere towards achieving the set goals. Since management involves 

accomplishing result through other people, the role of manager is to assemble the best work team and motivate 

and guide the team towards the accomplishment of agreed-upon objectives. Thus, personnel management is 

concerned with obtaining the best possible staff for an organization and having gotten them, looking after them 

so that they will want to stay and give their best to their jobs (Cummings, 1998, p. 2).  

According to Appleby (2005, p. 5), management exists principally to help an organization achieve its 

stated objectives. The principal goal of any organization is to stay in business by attaining the main motive for 

setting it up. The onus of realizing organizational goals lies squarely on the principal, administrator, manager, 

or head of the establishment. It is, therefore, the duty of the leader of an organization to devise appropriate 

means and mechanisms for getting the organization to attain its envisaged goals. This does through good 

planning, organizing, stimulating, and evaluating the major activities or programmes in line with the target 

objectives of the organization.  

In this perspective, there is evidence of poor personnel management practices in our educational system 

today. There is the problem of manpower requirement. Thompson (2001) observed that Nigeria like most 

third world countries lacked qualified teachers especially technical and vocational teachers. The academic 

progress of the school is hampered since syllabuses and scheme of work cannot be convened; the inspectors 

would find it difficult to appraise the competence and usefulness of teachers and the performance of students 

in the school system. This is because in Nigeria today, there is irregular inspection and supervision in 

education sector. According to Fagbamiye (2003), it is one thing to assign tasks to a worker and another 

thing to monitor the progress of such assignments, but in Nigerian situation especially in education industry, 

teachers are given the syllabuses to use without constant checks to find out if the methodology and content 

are being meticulously followed. Also, in our educational system, there are no regular staff seminars, 

conferences, and workshops. In service, courses are not granted, many remain unqualified or half-backed, 

and research efforts are not encouraged. Indeed, there is absence of staff motivation, incremental steps, and 

payment of annual leave. The resultant effect is that, there is brain drain to another sector, the reason being 

quite obviously due to the intolerable job dissatisfaction (Akpakwu, 2003). On the other hand, economic 

incentive like salaries, fringe benefit, and promotion are unduly used to keep the morale of teachers high 

(Castelter, 2000).  

Added to that is the fact that staff training needs are minimal. Appleby (2005) postulated that staff training 

is the most effective when the learning experience occurs under conditions that are identical to the actual 

conditions that occur in the job. Training improves needed skills which build up confidence and satisfaction. In 

fact, training and development programmes foster the initiatives and creativity of employees, thus, preventing 

manpower obsolescence.  

Concern has been expressed by individuals, parents, and the government that secondary schools in Enugu 
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State are no longer adequately achieving the objectives for which they are set up. It is believed that no 

educational system can achieve its purpose without high quality, comfortable, secure, and dedicated teachers 

(Akpakwu, 2003). Due to the fact that teachers are deprived from these inalienable rights, it has led to lower 

staff morale, resulting in frustration, resignation, and premature retirement, thus affecting efficiency and 

productivity in the system. In addition, there is absence of proper supervision and administration on students’ 

poor academic performance. There has been grave concern about students’ poor performance in recent years 

especially in public examinations like JAMB (Joint Admission and Matriculation Board) conducted 

examinations and the senior secondary certificate examination: SSCE (Senior School Certificate Examination) 

and WAEC (West Africa Examination Council) examiner’s report. The problem of this study is, therefore, to 

analyze the HRM practices of secondary school principals in Enugu State. 

The Statement of the Problem  

The current poor instructional competency of secondary school teachers in Enugu State which manifests in 

students’ poor academic achievement in our senior secondary certificate examinations is an issue of great 

concern to both parents and the Ministry of Education. The WAEC chief examiner’s report revealed gross poor 

performance in all secondary school subjects. This situation coupled with increasing rate of truancy, poor 

utilization of instructional resources, and poor classroom management on the part of teachers tends to suggest 

that principals have not been managing the staff well.  

The Purpose of the Study 

The main purpose of the study is to analyze the HRM practices of secondary school principals in Enugu 

State. Specially, the study seeks:  

(1) To determine the extent the principals improve the professional growth of their teachers; 

(2) To identify the extent of principals’ involvement in staff interpersonal relationships; 

(3) To find out the extent the principals demonstrate effective staff discipline in order to promote teaching 

and learning; 

(4) To determine the extent the principals motivate their staff.  

Research Questions  

The following research questions have been formulated to guide the study: 

(1) To what extent do principals improve the professional growth of their teachers?  

(2) To what extent do principals involve themselves in staff interpersonal relationships?  

(3) To what extent do principal demonstrate effective staff discipline in order to promote teaching and 

learning?  

(4) To what extent do principals motivate their staff? 

Hypothesis  

The following null hypothesis was formulated to guide the study and was tested at 0.05 level of 

significance.  

Ho1: There is no significant difference in the mean rating scores of rural and urban teachers on the 

analysis of principals’ HRM practices in secondary schools in Nsukka Education Zone, Enugu State. 

Methodology 

Descriptive survey was employed in this study. A descriptive survey design seeks to document and 
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describes what exists or the present status of existence or absence of what is being investigated (Ali, 1996). 

This study sought to analyze the HRM practices of secondary school principals in Enugu State.  

The study was conducted in Nsukka Education Zone, which is made up of three local government areas, 

namely, Nsukka, Igbo-Etiti, and Uzo-Uwani local government areas.  

The population of the study comprises all the 2,400 secondary school teachers in Nsukka Education Zone. 

This involves 1,800 urban teachers and 600 rural teachers (Source: Post Primary School Management Board 

Nsukka, 2012). 

Stratified random sampling technique was adapted in the study. This enable the researchers to randomly 

select 20% of the respondents from both rural teacher (120) and urban teacher (360) giving a total of 480 

respondents as the sample.  

The instrument the researcher used for data collation was questionnaire titled “HRMPAQ (Human 

Resource Management Practices Analysis Questionnaire)”. It is an adaptation of Ekala’s (2006) analysis of 

personnel management practices in post primary institution questionnaire. The instrument is a 20-item 

instrument scored on a 4-point scale of “VGE (Very great extent)”, “GE (Great extent)”, “LE (Less extent)”, 

and “NE (No extent)”. The instrument has two sections: Section A deal with personal data of the respondents 

while Section B contains four clusters with five items each on principals’ improvement on professional growth 

of teachers, the level of the involvement of principals in interpersonal relationship among the staff, principals 

demonstration on effective staff discipline and measures to apply by the school principals for effective 

teachers’ motivation respectively.  

The instrument was face-validated by three experts, two from educational administration and planning and 

one from measurement and evaluation, all from University of Nigeria, Nsukka. They were requested to study 

the items and asses the suitability of the language, adequacy, and relevance of the items in addressing the 

research questions bearing in mind the purpose of the study. Their corrections and inputs formed the basis for 

modification of the items of the instrument.  

In order to ensure the internal consistency of the instrument, a trial test was carried out on 30 teachers in 

five secondary schools in Anambara State who were not selected for the actual study. Internal consistency 

reliability for each of the cluster was computed using Cronbach Alpha (α). The computation yielded reliability 

index of 0.82, 0.75, 0.72, and 0.84 respectively. This was considered appropriate, because it ensured the extent 

of homogeneity of the items in each cluster. The Cronbach Alpha (α) formula was used, because it provides 

more stable measure of homogeneity.  

The researcher and two trained research assistants administered the instrument directly and retrieved same 

from the respondents.  

Data collected were analyzed using mean score and SD (standard deviation) in answering the research 

questions. Score of 2.50 and above was taken to mean that the respondent is in agreement with the option, 

while a mean score of 2.49 and below showed disagreement to the items of the instrument z-test statistic was 

used at 0.05 level of significant to test the hypothesis. 

Results 

The results presented in line with research questions and null hypothesis that guided the study are 

presented in Table 1.  
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Table 1 

Mean Responses of Principals and Teachers on the Extent Principals Improve the Professional Growth of 
Teachers  

S/No. Item 
Principal  Teacher 

Χ  SD Remark  Χ  SD  Remark 

1 
The principal encourages staff development skills through 
in-service training and seminar. 

3.28 0.58 VGE   3.12 0.76 VGE  

2 
The principal assigns subjects to individual staff based on 
the qualifications and field of specialization.  

3.23 0.58 VGE  3.11 0.63 VGE 

3 
The principal employs the system of inter-class 
competitions to improve the professional growth and 
quality of his staff in teaching and learning. 

2.44 0.96 NE  2.47 0.95 NE 

4 
The principal uses incentives to improve the professional 
growth and quality of teachers.  

3.27 0.64 VGE  3.22 0.87 VGE  

5 
The principal encourages teachers’ professional growth by 
organizing workshops and conferences for them. 

2.98 0.90 GE  2.91 0.95 GE 

 

From the data presented in Table 1, it can be seen that items 1, 2, 4, and 5 are rated 3.28, 3.23, 3.27, and 

2.98 with SD of 0.58, 0.58, 0.64, and 0.90 by the principals. The teachers rated items 1, 2, 4, and 5, as 3.12, 

3.11, 3.22, and 2.91 with SD of 0.76, 0.63, 0.87, and 0.95. The results from Table 1 are indicative of the fact 

that both the principals and teachers are of opinion that the principals improve the professional growth and 

quality of the secondary school teachers through all the items on the Cluster 1 of the instrument with the 

exception of item 3 with the principals mean as 2.44 and teachers mean as 2.47 respectively while the 

principals have 0.96 and teachers have 0.95 as their SD respectively. 
 

Table 2 

Mean Responses of Principals and Teachers on Principals’ Extent of Involvement in Interpersonal Relationship 
Among the Staff 

S/No. Item  
Principal Teacher 

Χ  SD Remark Χ  SD  Remark 

6 
The principal maintains good flow of communication 
link among his staff.  

3.20 0.70 VGE 3.02 0.77 VGE 

7 
The principal creates a good rapport between staff 
and himself.  

2.52 0.96 GE 2.54 0.96 GE 

8 
The principal needs to understand current public 
relations, programmes and philosophies of his staff 
before promoting interpersonal human relations.  

3.29 0.61 VGE 3.25 0.90 VGE 

9 The principal decentralizes function to staff.  3.23 0.62 VGE 3.24 0.70 VGE 

10 
The principal maintains positive job satisfaction and 
working understanding of his staff. 

2.95 0.92 GE 2.90 0.92 GE 

 

From Table 2, it can be seen that items 6, 7, 8, 9, and 10 are rated 3.20, 2.52, 3.29, 3.23, and 2.95 with 

SD of 0.70, 0.96, 0.61, 0.62 and 0.92 by the principals. The teachers rated items 6, 7, 8, 9, and 10 as 3.02, 

2.54, 3.25, 3.24, and 2.90 with SD of 0.77, 0.96, 0.90, 0.70, and 0.92. The results from Table 2 are indicative 

on the fact that both the principals and teachers are of the opinion that the principals’ extent of level of 

involvement in interpersonal relationship among the staff includes all the five items in the Cluster 2 of the 

instrument.  
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Table 3 

Mean Responses of the Extent the Principals Demonstrate Effective Staff Discipline in Order to Promote 
Teaching and Learning 

S/No. Item  
Principal Teacher 

Χ SD Remark Χ SD  Remark  

11 
The principal develops adequate staff and personal 
policies, rules and regulations to guide his staff.  

3.21 0.73 VGE  3.20 0.73 VGE 

12 
The principal that applies laissez-fare principle 
does not command discipline among his staff. 

2.44 1.04 NE 2.46 1.05 NE 

13 
The principal refers the erring staff to higher 
authorities for discipline.  

1.38 0.58 NE 1.36 0.54 NE 

14 
The principal constantly checks attendance to 
duties as well as absenteeism of staff to duties.  

3.28 0.67 VGE 3.25 0.71 VGE 

15 
Rewards and punishments are the weapons used by 
the school head to curb in disciplinary action by 
staff.  

3.58 0.78 GE 2.80 0.69 GE 

 

From Table 3, it can be seen that items 11, 14, and 15 are rated 3.21, 3.28, and 3.58 with SD of 0.73, 0.67, 

and 0.78 by the principals. The teachers rated items 11, 14, and 15 as 3.20, 3.25, and 2.80 with SD of 0.73, 0.71, 

and 0.69. This implies that out of five items in Cluster 3, three items score their mean above the criterion value 

of 2.50. On the other hand, items 12 and 13 are rated 2.44 and 1.38 by the principals while teachers rated 2.46 

and 1.36 with SD of 1.05 and 0.54 respectively. This indicates that the principal that applies laissez-fare 

principles does not command discipline among his staff. Also, that principal does not refer erring staff to higher 

authorities for discipline. 
 

Table 4 

Mean Responses of Principals and Teachers on the Extent the Principals Motivate Their Teachers 

S/No. Item  
Principal Teacher 

Χ SD Remark Χ  SD  Remark  

16 
The head teacher recommends his staff to the 
higher authorities for promotion when due.  

3.96 0.63 GE  2.90 0.81 GE  

17 
He provides his staff the right materials to do their 
jobs. 

2.40 0.46 NE 2.35 0.42 NE 

18 
The dedication and commitment a staff displays on 
his job would instigate the principal’s action to 
motivate his staff.  

1.73 0.53 NE 2.20 0.50 NE 

19 
The need for social and safety needs would be first 
put into cognizance by the school head. 

3.58 0.78 VGE 3.25 0.69 VGE 

20 
The principal provides opportunities for 
improvement and continuous growth of staff 
professional needs. 

3.07 0.47 VGE 2.78 0.47 VGE 

 

From Table 4, it can be seen that items 16, 19, and 20 are rated 3.96, 3.58, and 3.07 with SD of 0.63, 0.78, 

and 0.47 by the principals. The teachers rated items 16, 19, and 20 as 2.90, 3.25, and 2.78 with SD of 0.81, 0.69, 

and 0.47. Items 17 and 18 are rated 2.40 and 1.73 with for SD of 0.46 and 0.53 for principals while items 17 

and 18 rated 2.35 and 2.20 with SD of 0.42 and 0.50 for the teachers. This is an indication that out of five items 

in the cluster, three items scored their mean above the criterion values of 2.50 while items 17 and 18 scored 

their mean below the criterion value of 2.50. This implies that the principals do not provide their staff with the 

materials to do their jobs and that the dedicated commitment displayed by staff on duty does not instigate the 

principals’ action to motivate teachers.  
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Table 5 

Z-test Analysis of Mean Response Scores of Principals and Teachers on the Analysis of Principals’ HRM 
Practices in Enugu State Secondary Schools 

Variable  N Χ  SD df Level of 
significance 

z-cal.  z-tab.  Dec. 

Improvement of professional 
growth and quality of teachers 

        

Principals  120 3.18 0.72  
4.78 

 
0.05 

 
0.091 

 
1.96 

 

Teachers 360 3.15 0.76 NS 
 

The calculated z-value at 378 degree of freedom and 0.05 level of significance is 0.091. Since the 

calculated value of 0.091 is less than the critical table value of 1.96, the null hypothesis is rejected. This is to 

say that there is no significant difference between the opinions of the principals and teachers regarding the 

principals’ HRM practices in Enugu State secondary schools. 

Discussion 

Research question 1 sought to find out the extent principals improve the professional growth and quality 

of teachers in Enugu State post-primary schools. The results show that both the principals and teachers are of 

the opinion that principals improve the professional growth of teachers through four out of the five items in 

Cluster 1, specifically four out of five items in cluster 1 have mean scores above the cut-off point of 2.50 on a 

4-point scale. These are items 1, 2, 4, and 5 with a cluster mean score of 3.04 for principals and 2.96 for the 

teachers respectively. These finding are consistent with that of Ekala (2006) and Ozigi (2000) who postulated 

that effective and successful seminars, workshops, and conferences are vital in our educational system 

especially in this era of modern management techniques, such programme can contribute to professional 

development of the personnel and others could as well benefit from a well coordinated and planned training 

programme, as it would contribute to qualitative improvement in education.  

Research question 2 sought to find out the extent of principals’ level of involvement in interpersonal 

relationships among the staff. From the result obtained, it is evident that all the principals and the teachers are 

of the opinion that the principals’ extent of level of involvement includes all the items in Cluster 2 of the 

instrument: That the principals should maintain good flow of communication link among his staff, create good 

rapport between staff and himself, decentralize functions to staff, and maintain positive job satisfaction for his 

staff. This was evidenced by response mean scores of all the items in Cluster 2 which are all above the criterion 

value of 2.50. This is in line with the observation of Olagboye (1998) and Appleby (2005) that educational 

system which is human organization is composed of people who exist as an entity to achieve goals and requires 

some degree of freedom on the behavior of its members to promote interpersonal relations. In order to do this, 

the principals should maintain good flow of communication link among his staff and responsibilities have to be 

assigned among the people and the organization. Certain functions or duties should be decentralized to 

individual staff and above all the head teacher should create a good rapport between staff and himself.  

Research question 3 sought to find out the extent principals demonstrate effective staff disciplines in order 

to promote teaching and learning. From the result obtained, it is an indication that principals develop adequate 

staff and personal policies, rules, and regulations to guide his staff; he also instantly checks attendance to duties 

as well as absenteeism of staff to duty, the principal uses rewards and punishment as a weapon to curb in 

disciplinary actions. This finding is in line with the earlier work by Doris (1999) which states the 
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responsibilities in meeting staff discipline in school especially when the power of a principal has direct bearing 

with the affairs of the school, particularly in the areas of discipline and organizational climate. Also, Ngozi 

(1999) attained that principals have considerately powers and autonomy in the running of school especially 

with regard to staff discipline.  

Research question 4 sought to find out measures applied by the principals to ensure effective teachers’ 

motivation. The results from Table 4 indicate that principal recommends his staff to the higher authorities for 

promotion when necessary. The principal takes cognizance of the social and safety needs of his staff. The 

principal provides opportunities for professional improvement and continuous growth of his staff. The finding 

agrees with the earlier findings of Vroom (1994), when he said that when jobs are structured in a way that 

makes intrinsic reward appears to result from good performance, the jobs themselves can be very effective 

motivators.  

The test of hypothesis showed that the null hypothesis of no significant difference in the opinion of the 

two groups of respondents was not rejected. The hypothesis was tested using z-test analysis in which z-cal. of 

0.09 is less than the critical table value of 1.96, making the null hypothesis not to be rejected. This implies that 

there is no significant difference between the opinion of the principals and the teachers on the analysis of 

principals’ HRM practices in Enugu State secondary schools. 

Conclusion 

The findings of this study confirm that the principals do not employ the system of inter-class competition 

to improve the professional growth and quality of the teachers, also that some principals do not provide their 

staff with the right materials to do their job. The result of the study further reveals that the laissez-fair type of 

principals do not command discipline among their staff and that some principals failed to refer the cases of 

erring staff to higher authorities for disciplinary actions. If these constraints are not adequately addressed, they 

will continue to exist in the school system and may lead to low quality of secondary school product. The low 

quality secondary school product will in turn form poor foundation at the tertiary level. This may eventually 

amount to such vices as examination malpractices and cultism which may lead to production of poor quality 

graduates.  

Recommendations 

Based on the findings of the study, the following recommendations were made: 

(1) Inter-class competition should be introduced to improve the professional growth of teachers; 

(2) Principals should refer cases of erring staff to higher authorities for disciplinary actions; 

(3) Rewards and punishment should be used as a corrective weapon to err staff so as to serve as a deterrent 

to those who would be offenders; 

(4) In order to enhance interpersonal rapport among staff, staff welfare should be adequately taken care of; 

(5) Administration of secondary schools should be handled by experts based on educational qualifications 

and proven integrity in the field of educational administration.  
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Education is an instrument of change. The society looks on education for its improvement. The National Policy on 

Education aims at meeting the national needs and objectives. The issues of whether the needs and objectives of this 

nation can be achieved technologically by the youths are a question to be answered by this paper. Meanwhile, the 

paper investigated the existing Technology Education Institutions’ psychosocial factors for empowering the youths 

with and without special needs with a view to establishing the possible relationship it may have with their 

performance. The study focused specially on FCEE (Federal College of Education, Eha-Amufu) for the proximity. 

One research question was used and one hypothesis was tested at the 0.05 alpha level of significance. The results 

showed no significant relationship between the psychosocial environment and youth empowerment. The 

implication of the study is that greater attention should be paid to the physical and social environment of the 

Technology Education Institutions so as to enhance youth empowerment with or without special needs, which will 

motivate them to be self-employed and be able to solve national problems.  

Keywords: special education, science and technology education, youth empowerment, technology education 

institution, psychosocial environment, teaching, Infrastructural facilities, and self-employment 

Introduction  

Education is for social reconstruction (Ukeje, 1966). Education can be a powerful instrument for changes 

at both the societal and the individual levels. It is the driving force in economic and social development. It is 

our only hope to improve our society. Social changes depend on the science and technology education and its 

level of development also depends on the level of science and technological development. Technology is the 

application of the ideas of science in solving practical problems in the society. According to New Standard 

Encyclopedia, technology is the use of scientific knowledge to develop and produce goods and services useful 

to man. A national level of technology depends on the extent to which scientific knowledge is put to practical 

use. Technology offers employment for self-reliance and self-dependence. It provides self-technological 

knowledge for everyday living. It equips the individuals to acquire skills in the use of tools and equipment. 

Nwokolo (2002) defined technology education as a means by which man controls and modifies his 

environment. All these show that the importance of technology education in the society cannot be 

over-emphasized. It is, therefore, pertinent to say that technology education should produce youths who should 

design, manufacture, sell, commission, maintain, and use the products of technology. Youths are children 
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between childhood and adulthood. They are in the important era of total life span. They are in the period seen 

as the spring of life of human beings. Education is the greatest empowerment agent. An educated youth is 

empowered economically, politically, and intellectually in every aspect of life. Technology education will 

provide them with more gainful employment and enhance their socio-economic standing.  

Psychosocial Facilities That Make for a Conducive Technology Education Institution Environment 

For the youth to be empowered technologically, the psychosocial facilities must be available and the 

environment must be conducive. Some of the psychosocial facilities are:  

(1) Infrastructural facilities: For technology education to be impacted on the youths, there must be 

infrastructural facilities, such as the classroom blocks, hostels, libraries, reading spaces, books, charts, 

instructional materials, administrative blocks, offices for the lecturers and playgrounds; 

(2) Laboratories: Good laboratories provide conducive environment for technology education. The youths 

can be empowered technologically if there is equipment and chemicals in the laboratories. There is no course in 

N.C.E. institutions that does not need adequately equipped laboratory; 

(3) The infrastructural facilities and the laboratories must be in conformability: There must be adequate 

scats, tables, beds, fans, etc.. Overcrowded classrooms or hostels deny the youth the comfort needed for 

technology acquisition. 

For the youths to be empowered technologically, there must be motivations, something propelling them to 

respond to technology education teachings. This motivation must be intrinsically in the sense that they are 

internally generated and extrinsically that is externally generated by physical activities; 

(4) Scientific displays: The classrooms must be that which motivate good learning environment for the 

youths. The youths must be involved in whatever goes on in the classroom. The activities in the classroom must 

be challenging, interesting, and attractive and they should be one in which the youths must participate fully. 

Desks, chairs, charts, technological materials, equipment, and the total classroom atmosphere must motivate the 

youth. Democracy, competitiveness, and rule clarity must be observed in the classrooms. Good teacher-youth 

interaction must be fostered;  

(5) Teaching: Teachers approach and techniques of teaching could go a long way to empower the youths 

technologically, and the task must be spelt out. Good teaching methods must be employed. Active youth 

involvement must be in all the activities. The teachers must employ creation of competitive environment for 

technological growth. The teachers must be models the youths can emulate. Their actions, thinking, and 

behaviours must be appealing to the youths. 

The college environment must be the one that empower the youths technologically. There should be good 

administration-staff relationships, teachers-youth interactions and administration-youth relationships. Formal 

order and organization must be spelt out every day to the youths. The youths must be given free hand in the 

running of their unions. Rules and regulations in the libraries, laboratories, classrooms, hostels, etc., must be 

maintained because it promotes conducive atmosphere for Technology Education for the youths. Professional 

interests must be encouraged. The college could organize seminars and workshops based on Technology 

Education for the youths and the teachers.  

Problem 

The students at the College of Education are youths who have passed through the secondary school 

education but are now receiving training that will equip them to function properly in the society. The nation has 
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high national debt and there is absence of a solid capital base, which tends to put a strain on the available 

educational resources. The resultant effect is that the necessary facilities needed to equip these youth with 

proper education for them to technologically carry this nation to modern light are lacking. More so when these 

youths graduate from the College of Education, they have no jobs. Most unfortunately, many of them cannot 

engage in any meaningful job that will help them to be self-reliant. So, the issue of whether the technology 

education institutions really empower the youths is a question that should be answered by this paper: 

(1) Research question: To what extent does the psychosocial environment of the technology education 

institutions affect the youth empowerment technologically?  

(2) Research hypothesis Ho1: There will be no significant relationship between the psychosocial 

environment and the youth empowerment technologically.  

(3) The focus: The study focused on the psychosocial environment. The findings of this study, hopefully, 

would assist lecturers and the college management to adjust the set goals and objectives as well as look at some 

psychosocial facilities and to provide some that are not available. The significance of the study, which resulted 

from the answered research question and hypothesis, was established. The study proved that there is significant 

relationship between the college environment and the youth empowerment. The implication is that technology 

education institutions should re-visit the psychosocial environment so as to enhance the youth for effective 

acquisition of technological skills needed for national growth and economic stability.  

Methodology 

The Design  

This study is a simple survey. It involves getting the opinion of the youths and using the information to 

assert if the technology education institutions have enough psychosocial facilities to empower the youths 

technologically.  

Area of Study 

FCEE (Federal College of Education, Eha-Amufu), Enugu State, was chosen for the study.  

The Population of the Study  

The target population for this study was all the students in FCEE.  

Sample and Sampling Technique 

There are 23 academic departments in FCEE, 20 students per department were sampled from 200 and 300 

levels, using the stratified random sampling techniques to cater for the different subject combinations. The total 

number of students used was 460.  

The Instrument for Data Collection 

The major instrument for data collection was structured questionnaire. The questionnaire was prepared for 

the students. It was prepared and administered by the researcher. To ensure that the items in the questionnaire 

were valid, the draft copies of the questionnaire were given to colleagues in the college and also to some 

measurement and evaluation experts to validate. After intensive and objective critics, the corrections were made 

and 40 items were retained. Four point likert type of scale was used for the study. The weighting ranged from 

“SA (Strongly agree)” = 4 points, “A (Agree)” = 3 points, “D (Disagree)” = 2 points, and “SD (Strongly 

disagree)” = 1 point. It is reversed when the item in the questionnaire is negative. The students reacted to the 
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items in the questionnaire.  

Method of Data Analysis  

Means and SDs (standard deviations) scores were used to answer the research question while the t-test 

statistic was used to test the null hypothesis.  

Results and Findings 

From Table 1, a large number of youths 310 (67.40%) strongly agreed that the psychosocial environment 

within college was inadequate to enable them to receive technology education. A total of 106 (23.04%) agreed 

that the psychosocial environment was inadequate for promoting youths.  

However, 15 (3.26%) strongly disagreed that the environment is inadequate.  
 

Table 1 

Summary of the Responses of the Students on the Items of the Questionnaire 

Criterion Number  Percentage (%) 

SA 310 67.40 

A 106 23.04 

D 29 6.30 

SD 15 3.26 

Total 460 100.00 
 

Table 2 

Responses of the Students to the Psychosocial Environmental Questionnaire 

Variable  N X SD df T0cal t-table Decision 

 460 80.67 5.71 458 16.87 1.96 S 

Note. S = Significant at 0.05 (p < 0.05) level of probability.  
 

Analysis of responses in Table 2 shows positive response from the overall mean. The mean sore (80.67) is 

high, therefore, hypothesis, which states that there is no significant relationship between the psychosocial 

environment and youth empowerment is technologically upheld.  

The calculated t-value of 16.87 is greater than the table t-value of 1.96 at 0.05 level of significance. 

Therefore, the null hypothesis was accepted. That is, there is significance difference between the psychosocial 

environment and youth empowerment technologically.  

This finding confirms that the psychosocial environment in our tertiary institutions does not promote 

youth empowerment technologically. This study revealed that the materials needed to empower the youths 

technologically are not available. The result also implied that the college authority does not show keen interest 

in providing those important materials. Good physical environment makes learning pleasurable. The absence of 

these hinders the youths from getting enough technology education needed for self-sustenance on graduation.  

Discussion of Findings 

The findings of the study showed that psychosocial facilities available at the technology education 

institution are not enough to empower the youths. Majority of the youths responded that the infrastructural 

facilities needed for technological acquisition are lacking. Onwuka (1989) commented that the teachers cannot 

work without equipment. The youths cannot be empowered technologically without infrastructural facilities. 
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The hostels, classrooms, libraries, laboratories, etc., must be that which will provide enabling environment for 

technology impart on the youths. The classroom interaction will provide enabling environment for technology 

impart on the youths. The classroom interaction which the youths disagreed is not motivating, challenging and 

interesting reflected other works done by Bonjuwoye (1985) who reported that the Nigerian classrooms have 

poor instructional facilities. One then wonders how the youths can be empowered at these classrooms where 

most of them stood up to receive lectures. A large number of students in the classroom do not promote good 

teacher-student interaction and motivation. Lack of role-play and other activities that promote technology 

education are lacking. Some lectures with dubious behaviours, who engage on purchase of textbooks before 

passing assignments and other fetish behaviours constitute hindrance to technology empowerment to the youths. 

Unless such activities are addressed in our Technology Education Institution, the youth will continue to suffer. 

Unemployment is also a hindrance to youth’s empowerment technologically. There is nothing as discouraging 

as uncertainty for the future. Unless the quality of technology impacted to the youths are improved and proven 

to provide them with future employment, all the effects geared towards technology education empowerment to 

the youths will be in vain.  

Recommendations 

To increase the quality of technology education facilities so as to produce the youths that will meet 

societal and labour market’s demands. The LGA (federal, state, and local government) and NGOs 

(non-governmental agencies) should increase funding of technology education. They should provide loans, 

scholarships, and national technology education fund for sponsor research and development projects in 

technology. The NGOs, old students’ association, members of PTA (parents-teachers’ association), and other 

financial blessed individuals should help to foster technology education by building schools, equipping 

laboratories, donating facilities, establishing trust funds, scholarships, alumni funds, endowment funds, etc.. 

More especially, they should provide avenues for self-employment.  

Conclusion 

This paper focused on education and more especially on science and technology education as the main 

vehicle for youth empowerment. It highlighted some of the psychosocial facilities that must be provided for the 

youths to be empowered technologically. The youths’ responses proved to suggest that the psychosocial 

environment in our technology education institutions is not conducive for youth empowerment. The researcher 

then made some recommendations, which if implemented may help to improve the youth empowerment 

technologically.  
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Drawing on disparate research into factors influencing educational adjustment, this study examined the relative 

influence of English language proficiency, English language self-efficacy, foreign language classroom anxiety, 

psychological coping strategies, aspects of mental health, and educational motivation on the educational adjustment 

of Thai students enrolled in first-year Thai university English language courses. A total of 477 Thai-speaking students 

taking first-year introductory English courses in two faculties at a Thai university participated in this study, which 

involved completion of a questionnaire translated into Thai using a combination of back translation, committee 

deliberation, and field testing techniques. Hierarchical regression analysis showed that depression was the strongest 

predictor of educational adjustment, followed by motivation to develop occupational talents. Foreign language 

classroom anxiety, active psychological coping, and English language self-efficacy were also found to be strong 

predictors. English language proficiency as measured by TOEIC (Test of English for International Communication) 

was not found to be a reliable predictor of educational adjustment, arguably because of the overall bilingual nature of 

these students’ first-year experience. Availability and use of additional psycho-educational and psychological 

counseling assistance may benefit NESB (non-English-speaking backgrounds) students who are required to study 

English by reducing foreign classroom language anxiety, increasing English language self-efficacy, increasing 

motivation to improve one’s occupational talents, and reducing symptoms of depression. 

Keywords: mental health, English proficiency, educational adjustment, first-year university, NESB 

(non-English-speaking backgrounds), Thailand 

Introduction 

The first-year university experience can be problematical for many students. History suggests that 
first-year university students have always faced more complex and demanding changes and challenges than 
they experienced in their high school years, many of which relate directly to their ability to come to terms with 
university courses, teachers, and library use (Eaele, 1936). It is the most vulnerable period for students in terms 
of probability of academic failure, dropping out of study, and increased social and emotional difficulties 
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(McInnis, 2001). Entrance to university symbolizes a challenging transitional step in young people’s lives. For 
many students, successful separation from parents and family and the establishment of emotional independence 
have a positive influence on educational adjustment (Lapsley, Rice, & Shadid, 1989; Hoffman, 1984). How 
they adjust to and cope with the educational and extracurricular demands of university life, including new and 
different responsibilities and challenges, is a critical factor in their academic success (Gan, Hu, & Zhang, 
2010). 

Factors Influencing Educational Adjustment 

English language proficiency. In universities where the medium of instruction is English, which has been 
the setting for much of the research into educational adjustment to university, academic and social adjustment 
of students from NESB (non-English-speaking backgrounds) may be influenced by their level of English 
language proficiency (Khawaja & Dempsey, 2007). For example, Swagler and Ellis (2003) found that 
Taiwanese students in the United States identified English language proficiency as their major educational 
obstacle. Lower levels of English language proficiency affect not only students’ academic progress, but also 
their experience of university life in general. Students with lower levels of English proficiency tend to have 
more school-related problems, such as attention and learning difficulties (Dowdy, diStefano, Dever, & Chin, 
2011), as well as limited desire to seek social interactions (Olivas & Li, 2006). 

Linguistic self-efficacy. In addition to language proficiency, psycho-educational and psychosocial factors 
play a role in educational adjustment. Firstly, educational self-efficacy is a reliable predictor of students’ 
motivation and learning (Zimmerman, 2000). Self-efficacy is a closely related concept to self-concept; however, 
self-efficacy is a better indicator of level of students’ belief in their ability and subsequently of their educational 
performance. Linguistic self-efficacy (one’s belief in specific aspects of one’s linguistic capability) contributes 
positively to language learning motivation. Developing a sense of linguistic self-efficacy early in language 
learning tends to benefit students’ performance (Cotterall, 1999; Tremblay & Gardner, 1995).  

Foreign language anxiety. Anxiety is often correlated with second language learning, so that foreign 
language anxiety may limit students’ effective acquisition of a second language (Horwitz, 1986, 2001; E. K. 
Horwitz, M. B. Horwitz, & Cope, 1986). Gardner and Lambert (1959) regarded the motivational factor of 
foreign language anxiety as one of the top two factors (the other being linguistic aptitude) in second language 
learning. Less anxious learners tend to be more enthusiastic, engaged, and focused. They are interested in what 
they are doing and they try hard to overcome the challenges of second language acquisition (Garris, Ahlers, & 
Driskell, 2002). 

Psychological coping and educational motivation. Motivation and psychological coping are related 
processes, so that coping style may also influence educational motivation. Furthermore, problem-focused 
coping strategies may play a positive role in students’ motivation and academic performance (Struthers, Perry, 
& Menec, 2000). Problem-focused, or active, psychological coping helps students to pay attention to specific 
goals and allows them to view the situation as more controllable; hence, active coping is likely to be positively 
related to psychological wellbeing and academic success. In contrast, students who engage in avoidant 
psychological coping tend to view the situation as less controllable and are less likely to achieve success or 
exhibit positive psychological wellbeing (Park & Adler, 2003; Ben-Zur, 2009). Educational motivation on the 
other hand refers to students’ beliefs about what is important in academic situations (Fadlelmula, 2010). The 
decade-long study of Krause, Hartley, James, and McInnis (2005) found that the highly motivated university 
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students overall have better academic results. Kuh (2007) also found that motivation and average grades are 
positively related. Among C grade average students, 42% reported that they were highly motivated. This 
percentage increased as grades increased. About 70% of the B grade average students rated themselves as 
highly motivated, and 79% of the students who achieved an A grade rated themselves as highly motivated. Kuh 
(2007) concluded that highly motivated students tend to perform better academically than poorly motivated 
students. Moreover, the absence of motivation is associated with poor psychosocial adjustment to university life, 
high levels of perceived stress, and poor general wellbeing (Baker, 2004). 

Mental health. Psychosocial factors, such as educational self-efficacy and psychological coping, and 
resultant academic performance also appear to be closely related to mental health. Students with low 
self-efficacy tend to focus on how difficult school life might be, doubt if they are able to manage their studies, 
and tend to exhibit more stress (Zajacova, Lynch, & Espenshade, 2005). Problems with second language 
learning can be one of the stressors (Misra, Crist, & Burant, 2003). Moreover, students with higher levels of 
general anxiety tend to assess the situation as threatening and unmanageable, which often leads to poor 
academic adjustment and failure (Cohen, Ben-Zur, & Rosenfeld, 2008).  

Second Language Learning and First-Year University Adjustment 

Although there is a considerable amount of research into factors influencing students’ adjustment to the first 
year of university as well as into learning in a second language, such as English, less research has been 
undertaken with NESB students who are required to adjust simultaneously to first-year university study and an 
English language classroom environment. Furthermore, the majority of research into foreign language learning 
has been conducted with NESB college and university students studying abroad in English language medium 
universities. However, the role that English language proficiency plays in students’ adjustment to university is 
becoming increasingly relevant in higher education contexts where instruction traditionally has been in 
languages other than English, e.g., in many Thai universities where most future, new programs are likely to be 
“international” in nature, involving compulsory second language (mainly English) learning (Wiriyachitra, 
2002). After enrolling in such programs, first-year Thai university students who have limited English 
proficiency are likely to be required to take non-credit remedial English courses before proceeding to 
compulsory for-credit English language courses, while other Thai students who have greater English 
proficiency are generally allowed to enroll in compulsory for-credit first-year English courses. Hence, students 
with greater English proficiency are more likely to progress at a faster rate through university. However, all 
Thai students enrolling in these new programs are confronted by the dual challenges of learning, and learning in 
English as a foreign language, as they embark on their university studies.  

The current research, therefore, aimed to: (1) provide a more thorough understanding of the educational 
adjustment of Thai students who are going through a transitional period (first year) of adjusting to university 
where the English language medium of instruction is neither their first language nor the language of the 
broader community; and (2) examine the relationship between English language proficiency, English 
language self-efficacy, foreign language anxiety, psychological coping, mental health, educational 
motivation, and educational adjustment among these NESB Thai students. Based on the research findings 
from English language medium universities, it was hypothesized that better educational adjustment of Thai 
students enrolled in Thai university first-year English language courses will be associated with and predicted 
by greater English language proficiency, higher English language self-efficacy, lower foreign language 
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anxiety, more use of active psychological coping, less reliance on avoidant psychological coping, fewer 
symptoms of depression, anxiety, and stress; and greater motivation to study and to prepare for a career. 
Equally importantly, the present research sought to clarify the relative contribution of these factors to 
educational adjustment so that local universities and, hopefully, overseas English language medium 
universities might assist first-year NESB students to adjust to university life by allowing resources to be 
channeled toward classroom-based, remedial, career and personal counseling, or other educational support 
services that are most needed. 

Method 

Participants 

The participants were 477 Thai-speaking students from Prince of Songkla University, Phuket Campus, 
Thailand, enrolled in first-year introductory English courses in the first semester of 2011. Students whose first 
language was not Thai were excluded from the study. Prior to data analysis, seven participants’ questionnaires 
were eliminated from the sample because they failed to complete all or a major part of one or more 
questionnaire components, leaving a final sample of 470 (364 females, 104 males, and 2 unspecified) for 
analysis. Participants were drawn from the Faculties of International Studies (n = 212) and Hospitality and 
Tourism (n = 256; 2 unspecified). The sample consisted of first-year (n = 295) and advanced (second- to fourth- 
year; n = 173; 2 unspecified) students, the latter being students who were repeating non-credit remedial or 
for-credit first-year English classes.  

Materials 

The self-report questionnaire consisted of six sections. Section 1 sought information on students’ gender, 
age, faculty in which they were enrolled, year of study, previous university experience, residential 
arrangements, and TOEIC (Test of English for International Communication) score, which was used as a 
measure of English language proficiency (Woodford, 1982). Princeton University Educational Testing Service 
reported that the test–retest reliability of TOEIC was 0.96, based on its administration to 2,710 test-takers in 
Japan in 1979 (Chapman, 2006). TOEIC scores correlated r = 0.83 with other measures of ESL (English as a 
second language) proficiency (Wilson, 2001).  

Section 2 consisted of four items written by the researchers to measure English language self-efficacy. 
These items were written to gauge students’ perceived ability separately to understand, speak, read, and write 
English. Each item was to be rated on a 5-point Likert scale ranging from 1 (“Not at all”) to 5 (“Excellent”), 
e.g., “How well do you think you understand when someone speaks English?” Reliability analysis indicated 
that this overall measure of English language self-efficacy was internally consistent with a Cronbach’s alpha of 
0.78.  

Section 3 consisted of the 33-item Foreign Language Classroom Anxiety Scale (Horwitz et al., 1986) used 
to assess students’ foreign language anxiety. Students rated their level of foreign language anxiety from 1 
(“Strongly agree”) to 5 (“Strongly disagree”). Seven items were reverse scored, so that a low score on each 
item reflected heightened foreign language anxiety. Reliability analysis resulted in the removal of one item, and 
the final scale returned a Cronbach’s alpha of 0.90.  

Section 4 consisted of the 16-item Brief COPE (Welbourne, Eggerth, Hartley, Andrew, & Sanchez, 2007) 
which was developed to measure active, avoidant, and emotional psychological coping. Each item was rated 
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from 1 (“I have not been doing this at all”) to 5 (“I have been doing this a lot”), with high scores indicating a 
higher tendency to employ that coping strategy. Internal reliabilities (α) for active, avoidant, and emotional 
coping in the present study were 0.77, 0.74, and 0.80 respectively.  

Section 5 consisted of the Thai version of the DASS-21 (Depression, Anxiety, and Stress Scale-21) (Henry 
& Crawford, 2005; National Centre in HIV Epidemiology and Clinical Research, 2007). Each item was rated 
on a 4-point scale ranging from 0 (“Did not apply to me at all”) to 3 (“Applied to me very much, or most of the 
time”), with high scores indicating high symptoms of depression, anxiety, or stress. Internal reliabilities (α) for 
stress, anxiety, and depression in the present study were 0.84, 0.78, and 0.79 respectively.  

Section 6 consisted of two items written to assess educational motivation. The first item (“I find it difficult 
to get myself motivated to study”), which was adapted from the First-Year Experience Questionnaire developed 
by McInnis and James (1995), measured students’ motivation to study. The second item (“I am motivated to 
develop my talents for the occupation I want to pursue”) was adapted from Krause, Hartley, James, and 
McInnis (2005). Both items were rated on a 5-point Likert scale ranging from 1 (“Strongly agree”) to 5 
(“Strongly disagree”), with high scores indicating low educational motivation and high career motivation 
respectively. Internal reliability (α = 0.40) was low and therefore these items were entered separately into the 
regression analysis.  

Section 7 consisted of the 37-item First-Year Experience Questionnaire (McInnis & James, 1995), which 
was developed to measure educational adjustment to university study in the form of academic adjustment, 
personal and emotional adjustment, and personal engagement. Each item was rated on a 5-point Likert scale 
ranging from 1 (“Strongly disagree”) to 5 (“Strongly agree”). Of the 37 items, 10 were reverse-scored so that a 
high score overall indicated greater educational adjustment. Internal reliability (α) for the full scale score in the 
present study was 0.86. 

Procedure 

The original questionnaire was in English except for the Thai version of the DASS-21 (National Centre in 
HIV Epidemiology and Clinical Research, 2007). In order to maximize NESB Thai participants’ 
comprehension, the English sections of the questionnaire were translated from English to Thai. A combination 
of the back-translation and committee approaches was used in the translation. After the translation had been 
completed, a field test was conducted separately with two bilinguals to ensure that translated items and 
instructions were comprehensible (Brislin, 1970; Cha, Kim, & Erlen, 2007). 

Students from the Faculties of International Studies and of Hospitality and Tourism enrolled in first-year 
English courses were visited by the first researcher in their classrooms and invited to fill in the questionnaire. An 
information sheet was provided and the research procedure was explained verbally, including the identity of the 
first researcher, general purpose of the research, voluntary nature of students’ participation, and the anonymity 
of their responses. Students deposited their completed questionnaires in a box placed at the classroom door as a 
further assurance of anonymity. 

Research Design 

The study employed hierarchical regression analysis to investigate the predictive relationships between 
English language proficiency, English language self-efficacy, foreign language classroom anxiety, active 
coping, avoidant coping, emotional coping, depression, anxiety, stress, and educational motivation (study and 
career) and the criterion variable of educational adjustment. The hierarchical nature of the analysis entailed the 
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entry of the variables in blocks into the prediction equation with the order of entry of these blocks being 
determined by the variables’ theoretical and empirical importance in contributing to the explanatory power of 
the overall equation. The chosen order was based on previous research primarily into the relationships between 
attitudes about language learning, linguistic self-efficacy, foreign language anxiety, motivation to learn a 
second language, and second language proficiency (Gardner & Lysynchuk, 1990; Lalonde & Gardner, 1984; 
Liu, Benner, Lau, & Kim, 2009; Rueda & Chen, 2005). Thus, block 1 containing the general psychological 
variables of depression, anxiety, stress and coping was entered first into the prediction equation, followed by 
block 2 containing the educational motivation variables of study and career, followed by block 3 containing the 
language-related psychological variables of English language self-efficacy and foreign language classroom 
anxiety, and followed finally by block 4 containing the variable of prior English language proficiency (as 
measured by students’ TOEIC scores). In this way, the hierarchical nature of entry allowed the analysis first to 
remove the variance associated with the distal measures of mental health and coping, before removing the 
variance associated with psycho-educational and language-related psychological variables, and finally 
accounting for the remaining variance that could be attributed to the proximal variable of prior English 
language proficiency. 

Results 

Table 1 presents the M (means) and SD (standard deviations) for the measurement variables under 
investigation. The number of participants for whom a TOEIC score was available was 444, while scores on the 
other measurement variables were available for all 470 participants. The mean TOEIC score of 338.18 fell 
below the set criteria for entry into for-credit English courses in both the Faculty of International Studies (for 
which a TOEIC score of above 400 was required) and the Faculty of Hospitality and Tourism (for which a 
TOEIC score of above 450 was required). Mean scores for the three DASS-21 variables indicated that 
depression levels in the sample on average were normal to mild, stress levels on average were mild, and anxiety 
levels on average were moderate. Nevertheless, further frequency analyses of DASS-21 scores using clinical 
cut off scores for the original English version of the DASS (S. H. Lovibond & P. F. Lovibond, 1995) suggested 
that 15% of the sample reported severe symptoms of stress, 26.2% reported severe symptoms of anxiety, and 8% 
reported severe symptoms of depression. 

Hierarchical regression analysis was used to determine the predictors of educational adjustment. Results of 
the analysis are presented in Tables 2 and 3. 

Table 2 shows that entry of the block 1 of variables (Model 1: stress, anxiety, depression, active coping, 
avoidant coping, and emotional coping) accounted for 25% of the variance in the criterion variable of 
educational adjustment (R² = 0.25) which is statistically significant (p < 0.001). Entry of the block 2 of 
variables (Model 2: educational motivation⎯study, educational motivation⎯occupation talents) accounted for 
an additional 3% of the variance in educational adjustment (R²-change = 0.03) which is statistically significant 
(p < 0.001). Entry of the block 3 of variables (Model 3: foreign language classroom anxiety, English language 
self-efficacy) accounted for a further 3% of the variance in educational adjustment (R²-change = 0.03) which is 
statistically significant (p < 0.001). Entry of the block 4 of variables (Model 4: English language proficiency as 
measured by the students’ TOEIC scores) accounted for an additional 1% of the variance in educational 
adjustment (R²-change = 0.01) which is not statistically significant (p > 0.05). 
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Table 1 
M and SD for: TOEIC; Educational Motivation⎯Study, and Occupational Talents; DASS-21 Stress, Anxiety, 
and Depression; Foreign Language Classroom Anxiety; Active, Avoidant, and Emotional Coping; English 
Language Self-efficacy; and Educational Adjustment 
Variable N M SD 
TOEIC 444 338.18 77.91 
Educational motivation⎯Study  470 3.28 0.93 
Educational motivation⎯Occ. talents 470 4.12 0.65 
Educational adjustment total 470 128.52 15.16 
DASS-21 stress 470 7.73 4.88 
DASS-21 anxiety 470 5.76 4.20 
DASS-21 depression 470 5.08 3.98 
Foreign language classroom anxiety 470 94.11 15.65 
Active coping 470 19.10 3.04 
Avoidant coping 470 19.49 3.11 
Emotional coping 470 6.58 2.26 
English language self-efficacy 470 10.54 2.16 

 

Table 2 
Hierarchical Multiple Regression Analysis Model Summary 

Model 
Change statistics 

R2-change F-change df1 df2 Sig. F-change 
1 0.25 23.69 6 437 0.000 
2 0.03 9.23 2 435 0.000 
3 0.03 9.53 2 433 0.000 
4 0.01 3.73 1 432 0.054 

 

Table 3 
Hierarchical Multiple Regression Coefficients 

 
Unstandardized coefficient Standardized coefficient 

B Std. error Beta (β) t 
Active coping 
Avoidant coping 
Emotional coping 
DASS-21 stress 
DASS-21 anxiety 
DASS-21 depression 
Educational motivation⎯Study  
Educational motivation⎯Occ. talents 
Foreign language classroom anxiety 
English language self-efficacy 
TOEIC 

0.71 
0.39 

-0.45 
-0.15 
0.54 

-1.17 
0.23 
3.51 
0.15 
0.82 

-0.02 

0.25 
0.25 
0.28 
0.22 
0.24 
0.25 
0.71 
0.97 
0.05 
0.30 
0.01 

0.14 
0.08 

-0.07 
-0.05 
0.15 

-0.31 
0.01 
0.15 
0.15 
0.12 

-0.08 

2.79** 
1.60^ 

-1.58^ 
-0.68^ 
2.24* 

-4.61*** 
0.32^ 
3.62*** 
3.08** 
2.71** 

-1.93^ 

Notes. *** p < 0.001; ** p < 0.01; * p < 0.05; ^ ns. 
 

Table 3 presents the standardized regression coefficients for the 11 predictor variables. The results showed 
that active psychological coping (β = 0.14, p < 0.01), anxiety (β = 0.15, p < 0.05), depression (β = -0.31, p < 
0.001), motivation to develop occupational talents (β = 0.15, p < 0.001), foreign language classroom anxiety (β 
= 0.15, p < 0.01), and English language self-efficacy (β = 0.12, p < 0.01) significantly predicted educational 
adjustment. Thus, students who engaged in more active coping, who were more anxious but less depressed, 
who were more motivated to develop occupational talents, who had lower foreign language anxiety, and who 
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had higher English language self-efficacy had higher levels of educational adjustment. Depression was the 
strongest predictor followed by motivation to develop occupational talents. Foreign language classroom anxiety, 
active psychological coping, and English language self-efficacy were also strong predictors of educational 
adjustment. English language proficiency (β = -0.08) as measured by TOEIC was not a significant predictor of 
educational adjustment.  

Discussion 

The present study sought to investigate the influence of English language proficiency, English language 
self-efficacy, foreign language classroom anxiety, psychological coping, aspects of mental health in the form of 
stress, anxiety and depression, and educational motivation on the educational adjustment of Thai NESB 
university students enrolled in compulsory introductory (first-year) English language programs in a Thai 
university context. In doing so, it aimed to provide a better and more detailed understanding of factors 
influencing educational adjustment of these NESB students. The focus on the criterion variable of educational 
adjustment is important because such adjustment is known to predict educational success and students’ attrition 
(Krause et al., 2005). 

Contrary to expectation, students’ TOEIC scores did not significantly predict educational adjustment. This 
finding does not support the past research findings (e.g., Khawaja & Dempsey, 2007) that low English language 
proficiency limits students’ academic success and social interactions. However, English self-efficacy was found 
to be a strong predictor of educational adjustment. This finding is not inimical to the findings of Zajacova, 
Lynch, and Espenshade (2005) that self-efficacy positively influenced first-year students’ grades and credits. 
Foreign language classroom anxiety was also found to be a strong predictor of educational adjustment. This 
finding is consistent with Woodrow’s (2006) study of second language anxiety among English language 
learners, which showed that NESB students may experience in-class and out-of-class anxiety about using 
English. Brown (2008) studied language anxiety of international postgraduate students in British universities. 
At the time of her research, IELTS (International English Language Testing System) 6 (on a 9-band scale) was 
the minimum entry qualification for most British universities. She found, in contrast partly with our current 
findings that: (1) Many international NESB students experienced anxiety about communicating and studying in 
English; and (2) The level of English proficiency with which many students entered university inhibited their 
successful academic and socio-cultural adjustment. In addition to feeling anxious, the majority of the students 
also felt shame and inferiority. Our results offer support for the findings of Swagler and Ellis (2003) whose 
research suggested that: (1) self-confidence in using English and not English language proficiency “per se” was 
the major factor influencing students’ educational adjustment; and (2) adjustment to living overseas was better 
predicted by students’ perceived confidence in using English than by their actual language fluency. 

In order to understand the reason why English language proficiency was not a significant predictor of 
educational adjustment in the present study, its overall importance for these students needs to be examined. For 
overseas NESB students studying in English-speaking countries, increased English language proficiency and 
self-efficacy are important to their management of academic and everyday life. Swagler and Ellis (2003) found 
Taiwanese students in the United States reported that their limited level of confidence in speaking English 
language was a major educational obstacle. Students also reported that having a sense of limited proficiency in 
English was the most significant and problematic adjustment factor they encountered, especially when English 
proficiency was directly relevant for learning. In a similar fashion, among 134 overseas students at the 
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University of Ryukyus, 74 (55.2%) reported inadequate language ability as the most significant stressor 
limiting their achievement of academic goals (Randall, Naka, Yamamoto, Nakamoto, Arakaki, & Ogura, 1998). 
Limited English language proficiency tends to impede overseas NESB students’ desire to seek social 
interactions. It creates in them counterproductive feelings about their ability to adjust successfully to new 
learning environments and may adversely influence their self-concept and self-efficacy (Olivas & Li, 2006). 

At the Thai university where our research was conducted, despite the finding that students’ mean TOEIC 
scores fell below the for-credit English language cut-offs for both faculties, level of English language 
proficiency does not play a dominant role in the students’ academic or everyday life for a number of reasons. 
Not all classes are taught in English; and the majority of the extracurricular activities are conducted in Thai, 
which is the first language of the great majority of the students enrolled at the university. Academic and 
personal counseling are also offered in Thai. Therefore, it is possible, and relatively easy, for these students to 
negotiate campus life and make progress with their studies without being highly proficient in English. 

The results showed that active psychological coping strongly predicted educational adjustment. Active 
coping is effective in problem-solving and meeting everyday challenges (Ben-Zur, 2009). Avoidant 
psychological coping did not significantly predict educational adjustment. This finding is somewhat discrepant 
with the notion that avoidant coping is the least productive coping style, and therefore, might have been 
associated with lower educational adjustment (Ben-Zur, 2009). After accounting for the variance associated 
with other predictors of educational adjustment, emotional psychological coping was not found to be a 
significant predictor of educational adjustment, supporting previous findings that active coping and not 
emotional coping may have more influence on students’ academic performance (Struthers et al., 2000). 

The results showed that depression was the strongest predictor of educational adjustment, followed by 
motivation to develop occupational talents. This finding supported previous research findings that more 
depressed students are less well-adjusted academically (Hysenbegasi, Hass, & Rowland, 2005). Anxiety was 
also a significant predictor of educational adjustment. However, interpretation of this finding is not clear cut. 
The hierarchical regression analysis showed that anxiety positively predicted adjustment, i.e., increased anxiety 
is associated with better educational adjustment. It seems, therefore, that a certain degree of anxiety is 
necessary if students are to master successfully the challenges of adjusting to university and learning a second 
language. However, excessive anxiety may actually inhibit educational adjustment, so that highly anxious 
students are likely to adjust less well to study and may even fail to thrive academically (Cohen, Ben-Zur, & 
Rosenfeld, 2008). Thus, the relationship between anxiety and adjustment might not be linear but might instead be 
curvilinear, so that both very low and very high anxiety may be impediments to educational adjustment. 
Furthermore, not adjusting well to new educational challenges may have a reciprocal influence on state anxiety. 
Stress did not significantly predict educational adjustment; thus, low levels of stress were not positively related 
to better levels of adjustment. The results appear to be counterintuitive to those of Gan, Hu, and Zhang (2010), 
and Misra and Castillo (2004) who found that the first year of university was a stressful time due to the new 
educational and social challenges which students encounter. 

While motivation to study did not significantly predict educational adjustment, motivation to develop 
vocational talents, along with depression, was one of the two strongest predictors of educational adjustment. 
This finding is consistent with the emphasis given by Krause et al. (2005, p. v) to the importance placed by 
first-year Australian students on “prepar(ing) for a career” and “achiev(ing) career goals” as motives for 
undertaking university studies.  
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Based on group difference analyses of the same data set, Kim, Davidson, and Ho (2011) reported that 
males of Faculty of Hospitality and Tourism students, and advanced year students reported higher English 
language self-efficacy and less foreign language classroom anxiety than females of Faculty of International 
Studies students, and first-year students respectively. Faculty of Hospitality and Tourism students reported 
greater use of both active and avoidant psychological coping than Faculty of International Studies students did. 
Furthermore, emotional coping reliably distinguished between males and females as well as between students 
from the two faculties, so that males and the Faculty of Hospitality and Tourism students reported less use of 
emotional coping. There is currently insufficient information on gender, faculty, and university year level 
differences in second language proficiency, self-efficacy, or foreign language anxiety to be able to judge 
whether the significant differences above are unique to this sample or characteristic of NESB university student 
cohorts generally. Notwithstanding, they signal the need for universities to know about and anticipate the needs 
of students from different demographic and academic backgrounds, in order to ensure that appropriate support 
is targeted effectively and efficiently toward those needs.  

In summary, the present research found that depression was the strongest predictor of educational 
adjustment, followed by motivation to develop occupational talents. Foreign language anxiety, active coping, 
and English language self-efficacy were also strong predictors of educational adjustment. English language 
proficiency as measured by TOEIC was not a reliable predictor of educational adjustment. This finding, which 
is contrary to previous findings, may reflect the bilingual learning, social, and support environment that Thai 
students studying at a Thai university encounter, despite the requirement that they should study ESL. 

For Thai students who are required by Thai universities to learn English, encouragement of a 
non-judgmental educational environment facilitated by extracurricular activities conducted in English and 
additional, supplementary, personal study opportunities may assist in increasing students’ English self-efficacy 
and reducing foreign language classroom anxiety. Students need to be reassured that making mistakes is a part 
of the second language learning process. They may then be less embarrassed, more eager to learn and practise 
their English, and thus, may adjust better educationally to university life. Establishing and encouraging an 
English-speaking environment may also help students to become more proficient in English although it must be 
remembered in the present circumstances that English language proficiency itself was not a reliable predictor of 
how well first-year Thai students adjust to university study. Classroom, extracurricular, and even formal (e.g., 
student assembly) rituals that promote and reinforce students’ confidence about using and practicing English as 
a medium of communication and learning have an important role to play in aiding the adjustment process.  

Students need assistance to understand and deal with transition to university, especially in their first year. It 
is essential for both Thai and non-Thai universities to provide psychological support for students who are 
experiencing symptoms of psychological distress and amotivation. This is particularly the case with students 
who are experiencing symptoms of depression and/or who do not have a perception of university study as an 
opportunity to develop their occupational talents as a means of preparing for a career following graduation. 
Availability and use of psycho-educational and counseling support may assist these students by enhancing 
occupational aspirations and reducing levels of depression. However, students may be unwilling to seek 
psychological and academic counseling, if they believe there is a social stigma attached to accessing counseling 
services. Therefore, alternative ways of assisting students, such as mentoring and career counseling, need to be 
implemented in order to reduce any perception of stigma and to promote the concept of first-year university as a 
psychologically supportive environment. Universities could also introduce training in the use of active 
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psychological coping, as part of university orientation so that students are aware of the demands of the first-year 
study, learn to anticipate those demands, and appreciate the support services that are available to them. The 
challenge for Thai universities in which learning ESL is a compulsory degree component, therefore, is to 
judiciously apportion financial and human resources to both English language instruction and educational, 
including psychological, support services, bearing in mind our research findings that the latter support services 
may be more influential that the former instructional services in influencing how well students adjust to 
university study. An additional challenge for universities, in which the sole medium of instruction, educational 
support services, and social life is English, is to broaden the base of bilingual support in order to reduce the 
influence of English language proficiency as a major factor in adjusting to the first year of study. 

Although the students who participated in the research constituted a representative sample (the large 
majority) of Thai students enrolled in introductory English language programs at a major campus of one Thai 
university, it is important to understand that the results must be interpreted in this context. Differences between 
the present findings and the findings of research with overseas NESB students studying in English language 
universities, which relate to the role of English language proficiency in educational adjustment, suggest that the 
current findings may not hold for students of non-Thai-speaking backgrounds who enroll in Thai universities. 
Further research is required in order to understand how Thai universities may best serve and address the needs 
of their non-Thai students. Second, faculty differences in educational adjustment and its influences were 
evident. Further research with students drawn from a broader range of faculties and majors may assist 
universities to develop a thorough understanding of the educational and psychological adjustment needs of their 
total student bodies. There is also the need to verify the results in a broader range of metropolitan and rural 
universities in the Thai context. Finally, with a view to developing a more comprehensive understanding of the 
separate but related roles of second language proficiency, second language classroom anxiety, and second 
language self-efficacy in adjusting to university in learning settings where the medium of instruction is the 
second language, further research into psychosocial aspects of second language learning and educational 
adjustment is required. 
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The aim of this study was to investigate the predictive power of thinking styles and satisfaction with professional 

choice for academic achievement. A total of 395 first-year social profile students in the economics and management 

(18%), political science and diplomacy (11.9%), social sciences (40%), and law (30.1%) faculties at Vytautas 

Magnus University in Lithuania completed the TSI (thinking styles inventory), and reported the GPA (grade point 

average) and satisfaction with professional choice. Hierarchical multiple regression analysis indicated that 

hierarchic and internal thinking styles together with professional choice satisfaction predicted higher GPA. These 

results suggest that those social profile students who distribute attention to several tasks that are prioritized 

according to one’s valuing of the tasks (hierarchic style), work on tasks that allow one to work as an independent 

unit (internal style) and are satisfied with the professional choice, produce higher academic achievement. 

Implications of these findings for university educational and career counsellors and for faculty teachers are 

presented.  

Keywords: thinking styles, academic achievement, professional choice satisfaction, social profile students 

Introduction 

A constructive contribution to the maximal achievement of the academic potential of students is essential 

condition to improve the education in universities. Of late years, the investigation of thinking styles has gained 

widespread recognition and, according to Kozhevnikov (2007), has reached an impasse. Thinking styles 

aroused great interest in educational psychology. Research conducted by Sternberg and Zhang, and works of 

others (e.g., Bernardo, Zhang, & Callueng, 2002; Betoret, 2007; Cano-Garcia & Hughes, 2000; Cilliers & 

Sternberg, 2001; Gurpinar, Alimoglu, Mamakli, & Aktekin, 2010; Khasawneh, Abu-Tineh, & Obeidat, 2006; 

Kozhevnikov, 2007; Liu, Magjuka, & Lee, 2008; Luk, 1998; Zhang, 2001, 2002b, 2002d, 2004b, 2006a, 2006b, 

2007, 2008; Zhang & Sternberg, 1998, 2000) visibly show that endeavour to optimize academic performance 

should give consideration to thinking styles.  

As an individual difference variable in human performance, thinking styles (an encompassing term for 

such style constructs as cognitive styles, learning styles, intellectual styles, or modes of thinking) refer to 
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people’s preferred ways of processing information (Zhang & Fan, 2007) or our preferred comfortable ways 

of using the abilities that we have (Zhang & Sternberg, 2005). In other words, thinking styles refer to what a 

person prefers to do, and how they like to do it (Betoret, 2007). Kozhevnikov (2007) suggested that thinking 

styles “represent heuristics that individuals use to process information about their environment” (p. 464). 

According to the author, these heuristics can be identified at multiple (from perceptual to meta-cognitive) 

levels of information processing. And finally, thinking styles are not the same as abilities but refer to 

individuals’ preferred ways of applying their abilities in cognitive tasks (Bernardo et al., 2002; Zhang & 

Sternberg, 2005). 

Psychologists have conducted many studies and developed various measurement instruments to determine 

different thinking styles. In the literature, the Sternberg’s TSI (thinking style inventory) has been one of the 

most commonly used measurement tool among students. Researchers have examined the thinking styles in 

many variables, including achievement (Bagley & Mallick, 1998; Bernardo et al., 2002; Cano-Garcia & 

Hughes, 2000; Luk, 1998; Zhang, 2001, 2002d, 2004b, 2006a, 2007, 2008; Zhang & Sternberg, 1998), learning 

and approach (Betoret, 2007; Zhang, 2004a; Zhang & Sternberg, 2000), personality traits (Zhang, 2000; 2002c), 

psychosocial development (Zhang, 2002a), etc.. However, as Betoret (2007) asserted, studies of the relationship 

between thinking styles and students’ satisfaction are scarce. Also, nobody had investigated joint (thinking 

styles and satisfaction with professional choice) contribution to academic achievement of the students.  

Sternberg’s Theory of Mental Self-government 

Sternberg proposed theory of thinking styles which he called the theory of mental self-government. The 

theory uses the structure of government as a metaphor to portray the way the human mind works. Sternberg 

contended that “just as there are many ways of governing a society, there are many ways of governing or 

managing our activities. These different ways of managing our activities can be construed as our thinking 

styles” (Zhang & Sternberg, 2005, p. 11). 

This theory concerns that people need to manage their everyday activities and provide dimensions and 

characterizations of how people organize, direct, and manage their own thinking activities. The author of the 

theory offered the multi-dimensional system of thinking styles, proposing 13 thinking styles grouped in five 

dimensions: function (legislative, executive, and judicial), form (hierarchical, oligarchic, monarchic, and 

anarchic), level (global and local), scope (internal and external), and leaning (liberal and conservative). 

According to the theory, thinking styles are value-free and “for the same thinking style can serve on person 

beautifully in one situation, but may fail the same person miserably in another situation” (Zhang, 2004a, p. 

1552).  

Although the thinking styles fall into five dimensions, they can be broadly categorized into three groups or 

categories (Zhang, 2001, 2004a, 2007, 2008; Zhang & Sternberg, 2000, 2005). The three types of thinking 

styles are introduced in Table 1. 

In general, Type I styles that are more creative and require higher levels of cognitive complexity are 

related to personality attributes that are traditionally perceived as positive, for example, high levels of 

self-esteem, deep approach to learning, high cognitive developmental levels, holistic modes of thinking, 

openness to experience, better-developed sense of identity, and strong sense of purposefulness. Conversely, 

Type II styles that suggest favoring of norms and denote lower levels of cognitive complexity are related to 

personality attributes that are traditionally considered as negative, for example, low self-esteem, low cognitive 
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developmental levels, analytic modes of thinking, neuroticism, pessimism, poorly integrated sense of self, and 

lack of sense of purposefulness (Betoret, 2007; Zhang, 2002d, 2004c, 2008; Zhang & Sternberg, 2005).  
 

Table 1 

Description of Thinking Styles 
Category Description Thinking style Characteristic 

Type I 
Generate creativity and denote high levels of 
cognitive complexity 

Legislative  Being creative 

Judicial  Evaluative of other people or products 

Global  Focusing on the whole picture 

Hierarchical  Prioritizing one’s tasks 

Liberal  Taking new approaches to tasks 

Type II 
Suggest a norm-favoring tendency, denote low 
levels of cognitive complexity 

Executive  Implementing tasks with given orders 

Local  Focusing on concrete details 

Monarchic  Working on one task at a time 

Conservative  Using traditional approaches to tasks 

Type III 
May manifest different aspects of the styles 
from either group, depending on the stylistic 
demand of the specific task 

Anarchic  Working on whatever tasks that come along 

Oligarchic  Working on multiple tasks with no priority 

Internal  Working on one’s own 

External Working with others 
 

It is interesting that in terms of success in academic performance numerous studies presented the results 

that Type II thinking styles positively contributed to students’ academic achievement, whereas Type I did so 

negatively (Zhang, 2002d; 2008). 

Thinking Styles and Academic Achievement Among Students 

In the field of education, numerous studies have found that thinking styles have implications for academic 

activities or performance (e.g., Bagley & Mallick, 1998; Bernardo et al., 2002; Betoret, 2007; Cano-Garcia & 

Hughes, 2000; Cilliers & Sternberg, 2001; Gurpinar et al., 2010; Khasawneh et al., 2006; Liu et al., 2008; Luk, 

1998; Zhang, 2001, 2002b, 2002d, 2004b, 2004c, 2006a, 2006b, 2007, 2008; Zhang & Sternberg, 1998, 2000). 

Moreover, researchers have found that thinking styles have predictive power for academic achievement beyond 

general abilities (Zhang, 2001, 2008; Kozhevnikov, 2007).  

Luk (1998) investigated the relationship between thinking (originally, “cognitive”) styles and academic 

achievement in the context of distance learning. The results indicated that field independent (tend to be more 

analytical and logical) students performed significantly better than field dependent ones (are likely to have a 

less defined sense of autonomy and independence). The authors confirmed that thinking style differences are 

very important for students’ academic achievement.  

The research of Zhang (2001) revealed that certain thinking styles have contribution to academic 

achievement beyond what was explained by self-rated abilities. For the Hong Kong sample, the preferences for 

working by oneself (internal) and working with a sense of priority (hierarchical) thinking styles tended to 

contribute positively to academic achievement. By contrast, the use of the legislative, judicial, and liberal styles 

tended to put students in an academically disadvantaged position. For the Chinese sample, higher achievement 

was not positively related to the executive or conservative thinking styles. Moreover, higher achievement was 

significantly negatively related to the executive thinking style. Zhang (2002d) replicated the study with U.S. 

(United State) university students. The results of this study revealed that the conservative style positively 
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predicted students’ GPAs (grade point averages), whereas the global and liberal styles negatively did so. 

Bernardo et al. (2002) investigated the relationship between thinking styles and academic achievement 

among Filipino students. The analysis showed that conservative, executive, and hierarchical thinking styles are 

related to GPA. 

Cano-Garcia and Hughes (2000) also conducted an investigation of the relationships between thinking 

styles and academic achievement among university students in Spain. The findings from this study also 

supported those obtained in Hong Kong study. In this study, students that prefer to work individually (internal 

style), do not enjoy creating, formulating, and planning for problem-solution (legislative in a negative sense) 

and those that have adherence to existing rules and procedures (executive) were those who obtained higher 

academic achievement. 

Summarizing all studies in this field, it is evident that thinking styles significantly contribute to academic 

achievement. Most of studies (except the studies in U.S. and Chinese university sample) indicated that the 

executive, conservative, internal, and hierarchical style contributed positively to academic achievement, 

whereas legislative and liberal thinking styles contributed negatively to academic achievement. In other words, 

thinking styles that denote conformity (conservative), respect for authority and rule adherence (executive), 

preference for working individually (internal), and a sense of order (hierarchical) are positively related to 

academic achievement of university students. On the other hand, thinking styles that are creativity generating 

(legislative and liberal styles) are negatively related to academic achievement.  

However, there are contradictory results of researches. In addition to previously mentioned studies in 

America and Chinese, another empirical study that should be mentioned is conducted by Liu et al. (2008). 

Authors revealed that thinking styles may be a poor indicator of students’ overall learning performance. Also, 

Zhang (2007) found that conservative thinking style predicts better achievement among students in lower grade 

levels, whereas creative styles contribute to achievement among students in higher grade levels. Hence, the 

question remains completely unanswered whether and which thinking styles may be predictors of academic 

achievement.  

Thinking Styles, Satisfaction With Professional Choice and Academic Achievement 

No studies were conducted where all three constructs (thinking styles, satisfaction with professional choice, 

and academic achievement) were taken into account. Why does satisfaction with professional choice play an 

important role in the link between thinking styles and academic achievement? The answer is that students’ 

satisfaction brings students’ success. A satisfied student not only demonstrates better academical results (Zhu, 

2012; Gurpinar et al., 2010), but also, direct link exists between satisfaction of the activity and behavioral 

intentions to continue that activity in the future (Kahn & Nauta, 2001). Besides, students’ satisfaction with their 

academic majors is positively associated with career decision self-efficacy and negatively associated with 

career choice anxiety and generalized indecisiveness (Nauta, 2007).  

The importance of students’ satisfaction at higher educational institutions is non-negotiable. Satisfaction is 

a relevant measure because other factors being equal, satisfied individuals are likely to be willing to 

demonstrate more effort than unsatisfied students (Tessema, Ready, & Yu, 2012). 

Satisfaction is defined as the psychological state, which results from confirmation or disconfirmations of 

expectations with the reality (Liu & Wang, 2007). In the context of education, students’ satisfaction is a 

short-term attitude based on students’ subjective evaluations of their experience with the education service 
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supplied (Elliott & Healy, 2001). 

Satisfaction is a well researched topic in academic setting. Students’ satisfaction has been conceptualized 

in a several aspects (for example, as satisfaction with experience, satisfaction with instruction, satisfaction with 

advising, satisfaction with courses, satisfaction with assessment, satisfaction with an academic department, etc.) 

(Tessema et al., 2012). In this study, satisfaction is conceptualized as “satisfaction with professional choice”. 

Satisfaction with professional choice refers to the extent to which students perceive themselves as being well 

decided for the way of their career. In other words, satisfaction with professional choice shows the subjective 

evaluation of the choice experience. 

Personality characteristics are very important for selecting a profession. The whole of person’s typological 

peculiarities determine one’s inclination to some certain type of activity. The importance of self-cognition in 

the process of professional choice is evident, because a person understands who he is and how successfully he 

will be able to work in a chosen professional sphere (Dubinas, 2006). When a person evaluates situation as 

unfavorable, the decision to abandon it or not depends on the personality characteristics (Steinmayr & Spinath, 

2008). 

All person-environment fit theories emphasize congruence between the requirements of environment and 

personality. An individual will feel perfect in the conditions suitable for him and uncomfortable if conditions 

do not correspond to his personality. If there is congruence between environment (e.g., profession) and 

personality, the chosen profession will be more stable and successful; there will be better learning results and 

greater satisfaction with the work (Dubinas, 2006). 

Betoret (2007) examined the effect of students’ and teachers’ thinking styles on students’ course 

satisfaction and their learning process. The results revealed that both teachers’ and students’ thinking styles are 

good predictors of students’ course satisfaction and their involvement in the learning process. 

Gurpinar et al. (2010) investigated the relation between learning styles and satisfaction with different 

instruction methods as well as academic achievement. The results showed that students, who are interested in 

abstract concepts, use logic to define problems, and then create theoretical models for planning (assimilating 

style) demonstrated higher satisfaction with traditional training and success in theoretical block exams. 

Overview of the Present Study 

The aim of the present study was to investigate the predictive power of students’ thinking styles and 

satisfaction of professional choice for academic achievement in Lithuanian setting. It was interesting to test 

whether university students’ thinking styles along with professional choice satisfaction can be used as 

predictors for higher academic achievement. In fact, several research questions were addressed. First, do 

students’ thinking styles predict academic achievement in Lithuanian context? If this is possible, what are the 

best predictors? Are they the same compared with the previous studies? And finally, what is the role of 

satisfaction with professional choice in that prediction?  

The necessity of the research is the fact that in previous studies, the predicted relationships between 

thinking styles and achievement are contradicted (Zhang, 2001; Bernardo el al., 2002). Besides, as mentioned 

above, there is no study evaluating the possible effect of students’ satisfaction with professional choice for the 

thinking style prediction of academic achievement. 

Two predictions were made. First, Type II thinking styles will statistically predict higher academic 

achievement (compared with Type I and Type III). Second, prediction is that professional choice satisfaction 
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will significantly contribute to students’ academic achievement upon thinking styles. 

Because of the fact that thinking styles are at least partially socialized (Zhang, 2004b), success in 

achieving high scores for one subject (e.g., physics) could be different from that for another subject (e.g., 

psychology). Therefore, in the present study, first-year social profile students were chosen as a sample group, 

where studying subjects are similar or congeneric. 

Method 

Participants 

A total of 395 first-year social profile students (306 females and 89 males) from a large and representative 

Vytautas Magnus University in Lithuania participated in the research. The participants were from the social 

sciences (40%), law (30.1%), economics and management (18%), and political science and diplomacy (11.9%) 

faculties. The mean age of respondents is 19.5.  

Measures 

Thinking styles. All participants responded to a Lithuanian version of the TSI (Sternberg & Wagner, 

1992). The 104-item inventory measures 13 different styles of thinking, with seven items per scale. For each 

item, the participants were asked to rate themselves on a 7-point scale ranging from “1” (indicating that the 

statement did not describe them at all) to “7” (indicating that the statement characterized them extremely well). 

The TSI was translated and back-translated between English and Lithuanian. In the previous studies, the TSI 

has proven to be a reliable and valid measure of thinking styles for U.S., Chinese, Hong Kong, Filipino students, 

etc.. In the present study, the internal consistency reliability coefficients of the scales are generally satisfactory, 

ranging from the mid 0.50s to the low 0.80s (see Table 2). 

Satisfaction with professional choice. The students were asked to evaluate their satisfaction with 

professional choice in a 10-point scale ranging from 1 (“Completely dissatisfied”) to 10 (“Completely 

satisfied”). 

Academic achievement. Achievement was evaluated based on GPA reported by the students. 
 

Table 2 

TSI Scales: Means, SDs (Standard Deviations), and Cronbach’s Alpha Coefficients  
Dimension  Thinking style  Mean SD α 

Function 

Legislative  5.02 0.82 0.749 

Executive  4.89 0.83 0.743 

Judicial  4.74 0.85 0.775 

Form 

Hierarchic  4.99 0.86 0.765 

Monarchic  4.61 0.83 0.766 

Oligarchic  4.54 0.74 0.545 

Anarchic  4.63 0.86 0.540 

Level 
Global  4.48 0.75 0.640 

Local  4.34 0.77 0.629 

Scope  
Internal  4.60 0.93 0.757 

External  4.81 1.03 0.841 

Leaning  
Liberal  4.72 0.99 0.854 

Conservative  4.51 0.91 0.805 
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Results 

The mean rating scores for the thinking styles (see Table 3) for the total group (N = 395) range between 

4.30 and 5.00 positioning this group in levels “Somewhat well” and “Well”. The preferred thinking styles for 

the social profile students within each of the categories are: legislative (function: mean = 5.02); hierarchic 

(form: mean = 4.99); global (level: mean = 4.48); external (scope: mean = 4.81); and liberal (leaning: mean = 

4.72). 

Pearson correlations were computed to examine the relationships among thinking styles and academic 

achievement as well as relationships between thinking styles and professional choice satisfaction. The results 

are shown in Table 3. 
 

Table 3 

Correlations of Thinking Styles With Academic Achievement and Professional Choice Satisfaction  

Thinking styles  
Academic achievement (GPA) Professional choice satisfaction 

r p r p 
Legislative 0.082 0.109 0.088 0.080 
Executive  0.107 0.036 0.137 0.006 
Judicial 0.098 0.055 0.035 0.484 
Hierarchic 0.225 0.001 0.171 0.001 
Monarchic 0.024 0.646 0.045 0.368 
Oligarchic 0.016 0.756 -0.006 0.899 
Anarchic 0.021 0.678 0.063 0.212 
Global 0.020 0.699 -0.041 0.416 
Local -0.016 0.756 0.029 0.564 
Internal 0.155 0.002 0.065 0.197 
External -0.064 0.212 0.070 0.167 
Liberal -0.008 0.870 0.076 0.132 
Conservative 0.044 0.391 0.041 0.417 
 

Three scales of thinking styles were significantly correlated with GPA: hierarchic (p < 0.01), internal (p < 

0.01), and executive (p < 0.05). Also, executive thinking style (p < 0.001) and hierarchic thinking style (p < 

0.001) were significantly correlated with students’ professional choice satisfaction. 

Two hierarchical multiple regression equations were formed to test the predictive power of thinking styles 

and satisfaction with professional choice for academic achievement.  

Table 4 shows that the first regression model explained 10.8% of GPA variance (R² = 0.108). F-value was 

statistically significant (p < 0.001). It shows that regression model fits the data, i.e., according to its variables, 

academic achievement could be significantly predicted. The regression analysis indicated that hierarchic and 

internal thinking styles of social profile students predicted higher GPA (see Table 5).  
 

Table 4 

Thinking Styles and Satisfaction With Professional Choice as Predictors of Academic Achievement: Models’ 
Characteristics  

Model  
Model summary ANOVA 

R R² R²adj Std. error df Mean square F Sig. 

1  0.329 0.108 0.077 0.831 13 2.373 3.436 p < 0.001 

2  0.381 0.145 0.112 0.815 14 2.945 4.433 p < 0.001 
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Table 5 

Thinking Styles and Satisfaction With Professional Choice as Predictors of Academic Achievement: Regression 
Coefficients 

Variable  
Model 1 Model 2 

Standardized 
coefficients (β) 

t Sig. 
Standardized 
coefficients (β) 

t Sig. 

(Constant)  20.243 p < 0.001 16.711 p < 0.001 

Legislative style  -0.078 -0.931 0.352 -0.086 -1.048 0.296 

Executive style  0.048 0.607 0.544 0.022 0.278 0.781 

Judicial style  0.055 0.692 0.490 0.081 1.028 0.304 

Hierarchic style  0.286 3.966 p < 0.001 0.244 3.415 p < 0.001 

Monarchic style  0.014 0.196 0.845 0.025 0.340 0.734 

Oligarchic style  -0.107 -1.501 0.134 -0.084 -1.192 0.234 

Anarchic style  -0.013 -0.194 0.846 -0.019 -0.278 0.781 

Global style  -0.020 -0.292 0.771 0.004 0.066 0.947 

Local style  -0.139 -2.076 0.059 -0.127 -1.940 0.063 

Internal style  0.257 2.858 p < 0.01 0.248 2.812 p < 0.01 

External style  -0.015 -0.197 0.844 -0.027 -0.355 0.723 

Liberal style  -0.138 -1.683 0.093 -0.157 -1.942 0.053 

Conservative style  -0.051 -0.680 0.497 -0.053 -0.729 0.466 
Satisfaction of professional 
choice   

0.199 3.953 p < 0.001 

 

The analysis of the second regression model showed that mentioned thinking styles together with 

satisfaction of professional choice had better significant predictable value compared with Model 1. Variables of 

the Model 2 explained 14.5% of GPA variance. F-value change was statistically significant (p < 0.001). This 

indicates that the Model 2 is significantly different from Model 1. As the Model 2 explains more variation of 

the data, the model variables (taken together) better predict academic achievement.  

The results suggest that higher academic achievement produces the ones that require orientation toward a 

sense of order (hierarchic) and preference for working independently (internal) and are satisfied with 

professional choice. 

Discussion 

The study results indicated that preferred thinking styles for the first-year social profile students are 

legislative, hierarchic, global, external, and liberal style. With the exception of the external scope, the profile 

of students’ thinking styles is creativity-generating and denotes high levels of cognitive complexity (Type I, 

according to Sternberg’s theory). It means that social profile students prefer to work on tasks that require 

creative strategies (legislative style); prefer to distribute attention to several tasks that are prioritized 

according to one’s valuing of the tasks (hierarchical style); prefer to pay more attention to the overall picture 

of an issue and abstract ideas (global); prefer to work on tasks that involve novelty and ambiguity (liberal); 

as well as prefer to work on tasks that allow for collaborative ventures with other people (external). All these 

characteristics are well reflected in the social profile. Whereas people of this profile specialties work with 

others, usually work with several problems at once in prioritized order, keep pace with new trends in the field, 

etc..  
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Although students indicated a preference for Type I styles, these styles seldom contributed to students’ 

academic achievement (Zhang, 2002d; 2008). The analysis of the results indicated that hierarchical (Type I), 

internal (Type III), and executive (Type II) thinking styles are related to higher academic achievement of the 

university students. Moreover, executive and hierarchical thinking styles are related to students’ satisfaction 

with professional choice. 

How do these results compare with earlier findings? In the present study, the significant correlations with 

the executive, hierarchical, and internal styles were consistent with the findings of the Hong Kong study (Zhang 

& Sternberg, 1998; Zhang, 2001), Filipino study (Bernardo el al., 2002), and Spanish sample (Cano-Garcia & 

Hughes, 2000), but we found no relationship between the conservative style and academic achievement.  

The difference may have resulted from sampling, or it may also be attributed to the prioritizing of thinking 

styles by the different educational systems in different cultures (Bernardo et al., 2002). The Sternberg’s theory 

of mental self-government supports the idea that different cultures may value some thinking styles over others. 

So, educational systems in different cultures might promote and encourage thinking styles that are valued by 

the culture of the society.  

The multiple regression analysis indicated that hierarchical and internal thinking styles of social profile 

students predicted higher GPA and explained 10.8% of GPA variance. Also, regression analysis showed that 

mentioned thinking styles along with professional choice satisfaction had better significant predictable value 

and explained 14.5% of GPA variance. In comparison with the study of Cano-Garcia and Hughes (2000), 

prediction of students’ academic achievement showed that almost 10% of the total variance was explained in 

terms of learning and thinking styles.  

The study results show that satisfaction is recognized to be an important means. Taking students’ 

satisfaction into account is relevant, because students’ satisfaction with professional choice have unique 

contribution to academic performance. These results show that not only congruent thinking styles are important 

for academic achievement, but no less important is whether students are happy with the way they have chosen. 

However, more studies would be useful relating professional choice satisfaction, thinking styles, and academic 

success. For example, the analysis of the motives of professional choice would be useful and interesting to 

explore. Dubinas (2006) investigated the motives for the choice of profession and identified the following: 

public prestige, the motive of self-recognition, interest for a certain profession, the motive of active 

communication, the motive of communication limitation, the motive of professional self-realization, etc..  

Other direction for future research may be the investigation of academic environment contribution to 

academic performance. For example, Hameed and Amjad (2011) found that faculty, advisory staff, and the 

classes have a very significant impact on the students’ experience and these positive students’ experiences lead 

to students’ satisfaction. 

And finally, although this and other studies have shown that thinking styles contribute to academic success, 

future research is encouraged in this field. Returning to the results of this study, it is interesting to notice that 

the most preferred thinking style of social profile students is legislative (the style of generating creativity), but 

correlation and regression analysis showed that this style has nothing to do with higher GPA or satisfaction 

with professional choice. These interesting findings may show the fact that the professions of social sciences 

prefer individuals who are predisposed to creativity, but academic performance is better of those who prefer 

thinking styles that are associated with regarding rules and instructions. Again, this may be caused by 

educational system, which is bureaucratic enough in Lithuania. However, additional studies are needed. It 
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would be interesting to check how the changes of thinking style in the period between the end of school and 

entering university regarding educational system demands.  

Still, despite some limitations of this study, these results may be of great interest to educational 

psychologists, career counselors, and university teachers.  

Conclusions and Implications 

The findings indicated that hierarchical, internal, and executive thinking styles are significantly correlated 

with academic achievement (GPA). Two of mentioned thinking stylesexecutive and hierarchicalare 

significantly related to students’ professional choice satisfaction. The social profile students who distribute 

attention to several tasks that are prioritized according to one’s valuing of the tasks (hierarchical style), work on 

tasks that allow one to work as an independent unit (internal style) and are satisfied with professional choice 

produce higher academic achievement.  

In sum, the results of this study show that in social sciences the following thinking styles are rewarded: 

internal (preference to work individually) and hierarchical (adherence to prioritizing tasks). 

According to Sternberg’s theory, students whose thinking styles do not fit with the style most appreciated 

by the educational situation (methods, tasks, etc.) may be penalized (Betoret, 2007). In other words, students 

whose thinking styles correspond with the style required by the educational environment will be more 

successful compared with their colleagues who have other thinking styles that do not correspond with the 

educational context demands (e.g., the way the course is organized). This suggests that having information 

about thinking styles of the students is essential for university educators since each style requires different 

educational materials and forms (Gurpinar et al., 2010). 

Psychologists, career counselors, and teachers in university should try to create the conditions in the 

learning and developmental environment that ensure that above-mentioned thinking styles are taken into 

account. For example, career counsellors could draw attention to thinking styles when advising individuals on 

career choices and encouraging successful career development; psychologists could assess thinking styles of 

those students who fail to learn and identify sources of psychosocial and teaching support available to students; 

and university teachers should keep in mind that there are characteristic differences among students in the way 

they prefer to organize and process information, so they could more wisely organize courses, select tasks and 

methods of assessment. 

On the other hand, students’ satisfaction should be taken into consideration. If students demonstrate lower 

levels of satisfaction, it is recommended to find out the sources of dissatisfaction and consider where the 

improvement could be developed. As Tessema et al. (2012) emphasized, although satisfaction cannot guarantee 

students’ academic success, students’ dissatisfaction adversely may impact students’ academic performance.  

This suggests that without students’ thinking styles, satisfaction is also recognized to be an important 

means for personal success, which in turn may determine institutional effectiveness. 
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