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ABSTRACT

Objec�ve: The authors of this chapter were inspired by the parallels they saw
between educa�on and management consultancy in terms of the behavioural
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change, and the methods used to achieve this. They seek to explore these par-
allels in par�cular the use of storytelling.

Methodology: The chapter first unpicks the no�on of storytelling and goes on
to examine the idea of behavioural change and the connec�on between the
two. It goes deeper by roo�ng this in adult transforma�onal learning. This is
then linked to some real-life examples (recruitment and consultancy) of
storytelling and adult learning.

Findings: The chapter considers some implica�ons for the use of narra�ve for
leaders moving forward into a post-pandemic world.

Value Added: Combining narra�ve with adult learning theory and comparing
the world of business with educa�on.

Recommenda�ons: It is our hope that examina�on of this intersec�on will
provide lessons relevant to both the educa�on and business professions.

Key words: narra�ve, storytelling, consultancy, leadership, transforma�onal
learning

JEL codes: I20, M12, M53

1. Introduc�on
While we might like to believe that behavioural change is some-
thing that we adopt ra�onally and consciously, all too o�en ex-
ternal factors play uncomfortably pivotal roles, not just the stories
we are told, but also the ones we tell ourselves.

Storytellers surround us, whether it is poli�cians telling us that
be�er �mes are coming, or adver�sers le�ng us know that all we
need to do to make our children happy is to buy their product
(Chang, 2012; Wilson, 2005). It seems sensible, therefore, to ques-
�on why and to what end this is the case: just how powerful can
stories be?

This is a ques�on that occasionally rises to na�onal importance,
such as in the United Kingdom in 2016 when a narrow majority of
the country voted to leave the European Union. Regardless of the
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arguments made, it has been suggested the ‘Leave’ side won be-
cause they were more effec�ve at telling their story (Forss
& Magro, 2016), with one author specifically a�ribu�ng its success
to its similarity to classics of the romance genre (Spencer
& Oppermann, 2020).

During the COVID-19 virus pandemic of 2020–2021 urgency
entered the discussion, and the importance of effec�ve methods
for influencing behavioural change came to the fore. As most
European countries went into ‘lockdown’ over the COVID pan-
demic, each had an individual na�onal narra�ve, some chosen de-
liberately and some not, influencing the behaviour of the
popula�on. The contrast between a virus which “is very much un-
der control” (BBC News, 2020) and the nightly applause for health-
care workers in Italy and Spain mirrored the subsequent
experience of these countries and demonstrated the influence of
these narra�ves. In the case of these stories, there was a clear and
wide-reaching effect not only in the way they made us feel about
ourselves, but also in the way we behaved. Indeed, speeches given
by Angela Merkel at the height of the coronavirus pandemic had
a measurable effect on the levels of both self-reported depression
and anxiety na�onally in Germany (Teufel et al., 2020).

This chapter was wri�en during the early part of 2021, as
COVID-19 rates reached new highs worldwide. We had been
forced to rapidly adapt and discover new ways of influencing oth-
ers, both externally and within organisa�ons. It remained to be
seen whether the adop�on of new communica�on channels
would turn out to be more or less effec�ve, but it was apparent
that they would cons�tute a fundamentally different way of chan-
ging behaviour (Chan et al., 2020).

In this chapter, we discuss the essen�al components of
storytelling, and how these relate to transforma�onal leadership,
before going on to look at how behavioural change can be accom-
plished through the medium of storytelling by examining
a professional context. We then introduce a framework for trans-
forma�onal learning in adults and examine whether this
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behavioural change can be considered transforma�onal learning in
this way.

While we are mindful of the long-term impact that the pan-
demic will have, we hope to synthesise lessons to enhance behavi-
oural change through the medium of storytelling and ensure this
can be used to drive transforma�onal learning and leadership
within organisa�ons long into the future.

2. Storytelling Defini�on, Structure
and Elements

2.1. Defini�on

The defining feature of stories that dis�nguish them from other
forms of communica�on is that they hold the a�en�on of
strangers, some�mes transcending temporal and cultural bound-
aries. The boundaries for other forms of communica�on that hold
our a�en�on are o�en more limited. For example, an individual
may want to hear about events if they are recounted by a close
friend, but this may not hold the a�en�on of a stranger if it in-
cludes details they cannot follow: incoherence quickly becomes te-
dious. Furthermore, some�mes a�en�on is maintained because of
the consequence of not listening, such as with students and teach-
ers, or in work mee�ngs. This lack of incen�ve to make something
compelling has resulted in the adop�on of a less engaging didac�c
communica�on; a concept that is recognised as being undesirable
in educa�on and work se�ngs alike (Green, 2004).

2.2. Structure

Across the centuries, scholars have iden�fied and a�empted to
quan�fy the key elements that all stories contain, normally in the
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range of five to ten (Krulik, 2015; Yorke, 2013; Butcher, 1902). The
inability to land on a defini�ve number demonstrates the sub-
jec�ve nature of the art of storytelling. Therefore, we have chosen
to focus on the 3 that appear most consistently because they are
comprehensive enough to provide a useful springboard for discus-
sion without being overwhelmingly convoluted. These three are
character, plot, and exposi�on. Normally, the main character or
characters are the ones whose perspec�ve the recipient is
provided with, although not necessarily through that character’s
voice. A relatable protagonist that demonstrates character devel-
opment throughout the story is usually considered more engaging
(Norrick, 2000). The plot considers the coherence of sequen�al
events and draws on one of the most fundamental physical laws of
cause and effect. There could be many more events that occur in
the story, o�en dubbed subplots, but if they do not somehow shi�
the narra�ve, then they usually do not feature in the main plot.
The exposi�on includes se�ng and backstory, which is o�en used
to set the tone and provide context for what is happening.

In addi�on to this, there is a striking regularity to the story
structure writers adopt, a set of components which have appeared
recurrently throughout history: the status quo, the inci�ng incid-
ent, the main ac�on, the all is lost moment, and the resolu�on
(Yorke, 2013). The status quo is o�en when the writer provides the
exposi�on, including se�ng and backstory, so there is some cros-
sover with the aforemen�oned 3 story elements. The inci�ng in-
cident is an event the protagonist encounters that interrupts their
normality and acts as a catalyst for them to make a change and
leave their comfort zone. The main ac�on involves the pursuit of a
goal, and it o�en contains a series of challenges and a point of no
return. The all is lost moment is when the protagonist thinks they
have failed in their mission and have lost everything, and the resol-
u�on is when things restore themselves, either in the same way as
before or, more o�en, with a fundamental shi� in perspec�ve and
circumstance. It is important that the tone is consistent: if the story
has been realis�c and serious in tone throughout, and resolves



6

Grace Griffiths, Robin Precey, Leopold Su�on

with a deus ex machina, it is jarring and can be ruinous to the
en�re narra�ve. The story must have an internal logic to be
believable.

An integral aspect to all stories is conflict: it drives all of the ac-
�on from the inci�ng incident to the end of the story. I am discuss-
ing it separately because, in a similar way to emo�on, conflict is an
inherent part of being human and its existence in stories is due to
the prominent role it plays in everyday life. For example, the com-
pe�ng tension between the ins�nct to protect oneself and one’s
immediate family and the ins�nct to collaborate with large groups
to aid progression underscores many of the complex social dilem-
mas our species grapples with. Furthermore, humans constantly
have to balance internal struggles, such as the incompa�bility
between thoughts and feelings. The word emo�on stems from the
La�n verb meaning ‘to move’: this demonstrates the intrinsic un-
derstanding that emo�ons mo�vate one to act, which contempor-
ary endocrinology research reaffirms (Goleman, 1996, p. 6).
Conflict and emo�on, thus, trigger ac�on.

Conversa�onal storytelling is dis�nct from normal dyadic com-
munica�on, for which I will adopt Norrick’s term, ‘…turn-by-turn
talk’ (2000, p. 3). Among other uses, turn-by-turn talk is employed
to command, ques�on and plan, whereas the func�on of stories in
conversa�ons are to entertain, enhance rapport, align group mem-
bers, convey interpersonal informa�on or illustrate a point (Nor-
rick, 2000, p. 200). This type of storytelling can occur
spontaneously in reac�on to contextual cues: two individuals are
cha�ng in a restaurant when a waitress drops a plate of food, re-
minding one of them of a �me they did something similarly embar-
rassing, so they proceed to share the story. The recipient will then
o�en respond with a story of their own. A personal anecdote could
further illustrate a point, for example, that the local supermarket is
always busy on a Saturday. Addi�onally, ‘conversa�on starters’
such as, “Have you ever met a celebrity?“, o�en demand a story,
evidencing how stories fuel conversa�on. Oral narra�ve tends to
be less structured than tradi�onal wri�en stories, with false starts
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and repe��on a naturally occurring feature, par�cularly if a rudi-
mentary recount. Despite this, they contain the same elements: an
o� cited piece of research into conversa�onal narra�ve iden�fied
3 dis�nct narra�ve clauses, labelled, ‘…ac�on, orienta�on, and
evalua�on…’ (Labov & Waletzky, 1967, as cited by Swanson,
Rahimtoroghi, Corcoran & Walker, 2014, p. 171). Ac�on clauses in-
corporate the sequen�al causal events in the story, akin to the
plot; orienta�on clauses provide the background informa�on, akin
to exposi�on; evalua�on clauses offer emo�onal reac�ons to key
moments in the story, akin to a character’s voice.

2.3. Stories Lead to Awakenings

The success of the human species is o�en a�ributed to the ability
to collaborate in large groups and the capacity to understand how
other people are feeling (Harari, 2011). Our ability to work
effec�vely with strangers stems from the human capacity to em-
pathise with anyone in the popula�on, whether immediate family
or not. Being able to imagine what another person is feeling is why
we can connect with characters in a story, fic�onal or otherwise.
Some theories postulate that we can experience the same emo-
�ons as a character; a concept called blurring (Wilson, 2012,
p. 246). By providing a new en�ty to empathise with, it broadens
our ideas of who warrants our emo�onal investment, thus, we be-
lieve stories encourage empathy with larger groups of people.

Imagina�on is a tool that humans can employ to deal with con-
flict and to make decisions, imagining outcomes to various scen-
arios in their mind before taking ac�on. Witnessing a character in
a story deal with their conflicts, be they internal or external,
provides the recipient with possible outcomes to scenarios,
without any real-world consequences for them. It helps one
learn how to prepare for future scenarios and make decisions by
providing a new perspec�ve. Harmon argues that the structure of
popular narra�ve frameworks, such as The Hero’s Journey, reflect
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phases of human growth: experiencing something new, facing
a series of challenges, feeling like one has failed, and then resolving
the episode by learning and growing (Myers, 2018). We agree with
Harmon and we think stories reflect Mezirow’s defini�on of trans-
forma�onal learning (discussed in sec�on 4.2. below), par�cularly
in reference to the ‘…disorien�ng dilemma’ (Mezirow, 1995, p. 50).
The fact that stories make useful teaching tools is a concept that
we do not believe is well enough explored in educa�on research,
par�cularly for older students.

Humans are naturally curious: when presented with an ini�al
hook, our brains enjoy piecing together the clues more than being
given all the informa�on at once, and we actually an�cipate a pos-
i�ve outcome; a phenomenon termed seeking (Badt, 2015). It is
for this reason that being the recipient of a story is enjoyable, and
we are rewarded with endorphins when we solve a puzzle, which
could explain why thrillers are such a popular genre. Thrillers in the
UK were par�cularly popular during the lockdowns that occurred
in 2020 due to the COVID-19 pandemic (Flood, 2020).

Stories help us learn by teaching us empathy; broadening our
social schemas; increasing our capacity to imagine solu�ons to hy-
pothe�cal scenarios; helping us navigate conflict; and demon-
stra�ng the process of growth by overcoming obstacles. This
transforma�onal learning subsequently leads to awakenings that
influence our behaviour and is a useful tool to employ with adults
in a work se�ng. Storytelling may seem dissonant with a profes-
sional se�ng, but we think it can easily be introduced in a present-
a�on, pitch, training, or even just in everyday conversa�on. As
demonstrated above, storytelling and conversa�on are closely in-
terrelated concepts, demonstra�ng their cultural and social im-
portance.
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3. Transforma�onal Learning leads
to Behaviour Change and be�er
Leadership

3.1. What is transforma�onal behaviour
change?

The term ‘behavioural change’ is open to varying interpreta�ons
depending on the context. Having established our understanding
of storytelling, we need a broad defini�on to apply to contexts in
which the authors have experience. Michie, Van Stralen and West
(2011) suggested that behaviour is best thought of as the ‘preval-
ence or incidence of par�cular behaviours in specific popula�ons’.
We can then adjust this for our purposes to say that a behavioural
change is a material change in this prevalence or incidence. When
we examine storytelling then, we will be looking for cases in our
professional experience that meet this criterion.

While this is broad, this would, for example, capture a client
who changed their way of working or an employee who par�cip-
ated in a training course, while not capturing cases which are
primarily about changing views rather than a shi� in behaviour,
such as poli�cal or commercial adver�sing. We must acknowledge
though that these shi�s in a�tude can o�en be the precursor to
behavioural change, as we see from Mezirow’s wri�ng on trans-
forma�onal learning discussed in sec�on 4.2. below.

3.2. The no�on of power

When thinking about examples of behavioural change, the first to
come to mind may be of a nega�ve change imposed by powerful
groups on less powerful ones. However, this pertains to
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a transac�onal leadership style, which we are less interested in
than a more equitable persuasion to change behaviour that be-
nefits all; this is the contras�ng concept of transforma�onal lead-
ership we establish in sec�on 4.1. below. It is vital to ensure the
broader applicability of any lessons we are able to synthesise,
that we understand that tradi�onal no�ons of power do not ne-
cessarily indicate success in driving behavioural change, as
demonstrated by the historical success of climate change
protests in driving structural change (Adedoyin et al., 2020).

3.3. Context for change in different
environments

In our examina�on of this subject, we will use two contras�ng con-
texts to examine behavioural change. Because of the experience of
the authors, we have chosen contras�ng examples in the context
of management consul�ng.

The neoliberal concept of the ‘outside expert’ has been in
vogue now for more than 100 years, giving rise eventually to the
management consultant. For the purposes of this chapter, we will
take a broad view on the defini�on of management consultancy to
encompass the advisory services provided by large management
consul�ng firms and accoun�ng firms and innumerable outside ex-
perts who provide their advisory services for a fee. The manage-
ment consul�ng industry provides a suitable focus for our
examina�on because they have a demonstrable associa�on with
storytelling. For example, Accenture’s recent blog post extolling
the skill of storytelling as founda�onal to all of their work (Aguilar,
2021), and PricewaterhouseCoopers’ explicit efforts to use nar-
ra�ve as a way to draw meaning from recent poli�cal and eco-
nomic events within the United Kingdom (PwC, 2021).

As well as the clear promo�on of storytelling, the industry is
predicated on organisa�onal change, of which behavioural change
is an integral part. It is possible to transform organisa�ons without
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changing behaviour but it prevents the benefits from that trans-
forma�on from being fully realised (Lawson & Price, 2003). This
means that effec�vely changing behaviour is a vital necessity for
these organisa�ons.

Finally, as the industry matures and services offered risk becom-
ing commodi�sed, compe��on increases (Nissen, 2018). In these
cases, there is pressure to use effec�ve narra�ve in order to differ-
en�ate services where this might not be possible using more tradi-
�onal methods (Padge� & Allen, 1997). For example, we see this
in the case of Deloi�e’s 175�� Anniversary where an adver�sing
campaign is explicitly a historical crea�on myth of the organisa�on
rather than its current capability or posi�on in the market (De-
loi�e, 2021).

3.4. Theore�cal underpinnings

In order to analyse behavioural change within a recognised frame-
work, we need a simple framework which is applicable across the
contexts we will discuss. For this purpose, we choose the Theory of
Planned Behaviour (Ajzen, 1985) because of its simple three inputs
of A�tude, an individual’s desire to undertake a specific behaviour,
Subjec�ve Norm, an individual’s beliefs about the response of oth-
ers to their undertaking of that behaviour, and Perceived Behavi-
oural Control, an individual’s percep�on of the ease or difficulty of
performing the behaviour. This is an expanded version of the Theory
of Reasoned Ac�ons (Madden, Ellen, & Ajzen, 1992) which we re-
quire because of the situa�ons arising, where people believe they
will be unable to take the ac�on that they believe is right.

There is a weakness, however. As we are considering rela�vely
small groups of individuals rather than whole popula�ons, we can-
not expect behavioural change to arise spontaneously when there
are sufficient condi�ons, but instead must look for anima�ng trig-
gers. There are a number of models which aim to incorporate spe-
cific triggers, such as Fogg’s behaviour model (2009), however,
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these focus on individual ac�ons, rather than shi�s in behaviour, or
the process of behavioural change, and so are less useful for our
purposes. We will therefore use Ajzen’s Theory of Planned Beha-
viour in order to analyse the narra�ves that are likely to lead to
a behaviour change, with the addi�on that we must acknowledge
specific triggers for the given behaviour, rather than assume it has
arisen spontaneously.

First, considering a�tude, the changes in a�tude that
storytelling can drive are a common thread in our discussion
above, including as part of The Hero’s Journey, where necessarily
the protagonist of the story emerges a different character at the
end of the journey compared to when they started. Second, re-
garding subjec�ve norms, the ‘blurring’ that we have previously
discussed regarding empathy for the viewpoint of a character may
well change our percep�on of the views of those around us. This
provides the necessary personal connec�on for a shi� in subjec�ve
norms that is not possible with other methods of influence, such
as adver�sing. We see this through the need we have established
for a protagonist that is relatable to us, having more personal im-
pact on norms. Third, regarding perceived behavioural control,
which is affected by a number of the story elements we have es-
tablished, including the pursuit of a goal ending in success or fail-
ure, par�cularly the ‘all is lost moment’. The ‘blurring’ concept is
likely to render us par�cularly affected by the subsequent success
or failure of the character and o�en�mes, when protagonists
model overcoming difficulty in their pursuit, it can encourage us to
try something previously deemed impossible.

Finally, as we have established, in our context there is a need for
a trigger. We can see this with the ‘inci�ng incident’ component of
stories, combined with the ever-present call to ac�on that a story
relies on. Triggers can also be found beyond the story as it stands
and may instead be caused by our reac�on to the story, par�cularly
when internal conflict is mo�va�ng a change in behaviour.

This demonstrates that the elements of storytelling can estab-
lish founda�ons necessary for behavioural change. In order to de-
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termine whether these are sufficient, we will examine examples of
these principles in ac�on within the professional context.

4. Transforma�onal Leadership
based on transforma�onal learning
and significant Behaviour Change
In this sec�on we draw links between transforma�onal leadership
and transforma�onal learning for significant behaviour changes in
leaders and their followers, and highlight the clear and valuable
place for storytelling for the teller and the listener.

4.1. Transforma�onal leadership

We discuss defini�ons further below, but we understand transform-
a�onal leadership to mean the alignment of structures and roles
and the development of sustainable cultures that enable organisa-
�ons to make their values and vision a reality. The shi� in the edu-
ca�on and other leadership agendas requires leaders who are
comfortable working in this highly complex and dynamically chan-
ging environment that will con�nue post-COVID-19. If change is to
be transforma�onal, it is axioma�c that leadership itself needs to be
less managerial or transac�onal and more transforma�onal. There
is some consensus in the literature that such leadership involves:

• building a compelling vision of a be�er future underpinned
by high moral confidence;

• establishing shared organisa�onal goals;
• displaying high levels of interpersonal engagement with

a deep understanding of personal, team, and organisa-
�onal learning;

• offering individualised support;
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• modelling best prac�ces and important organisa�onal values;
• demonstra�ng expecta�ons of high performance;
• providing intellectual s�mula�on for others and seeking

best prac�ces;
• crea�ng a produc�ve culture with a commitment to com-

munity;
• developing structures to foster par�cipa�on in decision-

making and distribu�ng leadership throughout the organ-
isa�on; and

• personal resilience.
If these are some of the ingredients for transforma�onal leader-

ship, then cri�cal perspec�ves are essen�al if we are to provide
high-quality learning in an increasingly frene�c world. The wisdom
to make the best possible decisions in the busyness and poten�al
confusion of differing leadership contexts rests on leaders’ abili�es
to employ intelligent, informed discrimina�on between choices.
We believe such leadership requires a passion for social jus�ce and
equity, reflec�ve prac�ce, and cri�cal thinking. Transforma�onal
leaders should want to ques�on; they should have the courage and
the capacity to challenge conven�onal wisdom and to cri�que ac-
cepted but untested assump�ons, beliefs or values systems. Above
all leaders need to understand and cul�vate their own ability to
learn and that of others whom they serve.

4.2. What is transforma�onal learning?

Mezirow defines transforma�onal learning as: ‘…the process of
effec�ng change in a frame of reference… [which] are primarily the
result of cultural assimila�on and the idiosyncra�c influences of
primary caregivers’ (Mezirow, 1997, pp. 5–6). All learning is trans-
forma�onal in that it transforms neural connec�ons in one’s brain,
but not all learning results in an ideological shi� that transforms
ac�ons and behaviour. We think Mezirow’s defini�on is referring to
the la�er. From his defini�on, it follows that every adult has
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a unique frame of reference, given that every adult will have been
brought up in a par�cular culture with a unique set of interac�ons
with their primary caregiver. Moreover, these frames of reference
are changeable. O�en, this theory is applied solely to adults and,
although we believe transforma�onal learning can occur in chil-
dren, we think it mostly occurs in fully formed brains. Modern cog-
ni�ve research indicates that brains stop developing at the average
age of 25, resul�ng in adults thinking differently to teenagers
(Johnson, Blum, & Giedd, 2009).

Learning is unavoidable because human beings are predisposed
to do it: it occurs automa�cally when we think and feel, and when
our senses perceive, therefore, it con�nues throughout our lives
(Spitzer, 2006, p. 50). Transforma�onal learning is dis�nct from
other types of learning because, rather than being focused on new,
immediate knowledge, it broadens long-held beliefs and schemas,
normally regarding social dynamics. The rate of learning decreases
with age: younger learners have faster processing speeds and lar-
ger working memories than older learners, which means they can
be be�er at learning new technologies and skills that change fre-
quently. It is this phenomenon that explains why the workplace has
been known to favour younger employees and why age discrimin-
a�on protec�ons are required. However, older people have more
life experience, therefore more knowledge stored in their long-
term memories that new concepts can connect to. This allows for
a deeper understanding of concepts that remain more constant,
such as emo�ons and human behaviour, meaning they are be�er
posi�oned to be leaders and produce more profound observa�ons
on the social sciences (Spitzer, 2006). That is why top leadership
posi�ons, such as president of a country or headteacher of
a school, tend to be taken by older people.

Mezirow argued that the greatest opportunity for transforma-
�onal learning occurs a�er a ‘…disorien�ng dilemma…’ (Mezirow,
1995, p. 50). This is the result of a crisis or transi�onal event, such
as a bereavement, which implies the trigger must be drama�c.
Moreover, his use of the verb ‘effec�ng’ in the defini�on we
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provided, suggests that the process is consciously and deliberately
induced. We believe it happens more frequently and at a less con-
scious level: everyone encounters challenges, and each challenge
that is overcome provides a slightly new perspec�ve that we think
the subconscious mind helps to formulate. That is why we believe
conversa�onal storytelling can be powerful: each conversa�on
contributes to the tapestry of stories collec�ng in your mind.
Gradually, one’s ideology shi�s, albeit at a slower rate than were
one to regularly prac�se effor�ul reflec�on to challenge one’s per-
cep�on. We think self-reflec�on is a useful habit to build into one’s
weekly rou�ne, and many educators recognise its merits in formal
learning scenarios as well, with blogs becoming a more widely
used educa�ve tool. Storytelling has a clear place here.

Thus, we argue that in order for organisa�ons, whether they be
public, private or Third Sector, to thrive in the current and future
world, they require transforma�onal leaders. How can these
people be prepared and developed appropriately and what would
such transforma�onal learning look like? Where does storytelling
fit in?

Unlike transmissional and transac�onal learning, for which
there is s�ll a place, transforma�onal learning is more profound
and involves the learner finding and knowing their own meanings
in rela�on to their role (such as a leader). Transforma�onal learn-
ing is thus a deeply challenging, truly educa�onal, intensely liber-
a�ng process. It is a journey – a well-used metaphor but s�ll of
value – with no prospect of reaching a final des�na�on. It is essen-
�al that our leaders are travelling in this way to shape their views
of the world, the organisa�ons that they run and the people whom
they lead.

Such transforma�onal leadership can be learned. Burbules and
Berk (1999) stress four components to such learning:
• the ability to think outside the conven�onal and accepted

ways of doing things;
• the maintenance of the essen�al tension of controversy

(being prepared to accept that leadership can be messy);
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• an interac�ve, collabora�ve construc�on of meaning (de-
veloping the involvement of others); and

• fallibilism (accep�ng that leaders cannot know everything).
Underpinning opportuni�es for leaders to develop in these

ways is the need to develop a cri�cal, enquiring stance. All of these
features are those of effec�ve storytelling.

4.3. The place of storytelling in a framework
of transforma�onal learning

One of the most useful analyses of opportuni�es for transforma-
�onal learning is that by Greenan and Dieckmann (2004). They de-
veloped this in evalua�ng a teacher educa�on course in the USA,
but their thinking has wider applica�ons to leadership. Their ana-
lysis of transforma�onal learning helps us to see what learning for
transforma�onal leadership looks like and how it might be de-
veloped. This has been deconstructed and reconstructed by Precey
and Jackson (2008). Transforma�onal leadership development
seems to rest on three core interrelated elements. These elements
are the founda�on stones that can make it possible for leaders to
learn to behave in transforma�onal ways within their organisa�ons
and to help others likewise. As well as the impera�ve of developing
cri�cality, Bryk and Schneider (2002), Bo�ery (2004) and Covey
(2006) rightly maintain that trust is the magic glue that enables or-
ganisa�ons to transform, and this precious commodity needs to be
grown by leaders. Therefore, trust along with cri�cality must un-
derpin and infuse the learning process and this applies to
storytelling as well.
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Figure 1. Condi�ons and Processes for Transforma�onal Learning

Source: based on Precey & Jackson (2008).

The clear place of storytelling can be planned, delivered and
evaluated through these 3 interrelated elements in the frame-
work:
● A unique learning programme that is designed for each

par�cular group of individuals for transforma�onal learn-
ing to take place, programmes must be bespoke rather
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than standardised “one size fits all”. Storytelling fits com-
fortably within such programmes as they need to be
tailored to fit the whole audience as well as individuals
whose behaviour the storyteller seeks to confirm or alter.
They need to be designed to influence and so should pay
a�en�on to Burbules and Berk’s (1999) four components
of transforma�onal learning in order to be most effec�ve;

● Praxis, here meaning “the inten�onal capacity to iden�fy
and implement alterna�ves'' (Miron & Lauria, in Greenan
& Dieckmann, 1998 p. 189) must be developed. This in-
volves interroga�ng prac�ce against relevant theory and
research and vice versa. Storytelling as discussed has
a clear ra�onale in rela�on to andragogy;

● Awakenings through which the transforma�on of learners
through the concepts explored must be precipitated, and
personal and ins�tu�onal knowledge constructed leading
to the reconstruc�on (or even confirma�on) of iden�ty.
Just as in the Hero’s Journey, storytelling in a transforma-
�onal learning context is all about such awakenings in indi-
viduals listening (Campbell, 2008).

Profound behaviour change rests on awakenings leading to
those involved seeing themselves differently with a new sense of
iden�ty. This in turn can lead to a greater sense of agency and
unlocking the poten�al of human beings – one of the major roles,
we would argue, of leaders.

5. Theories in Ac�on
In the following case studies, we discuss experiences at work in re-
la�on to the storytelling elements we explored previously. In each
case study, we find that our examples of situa�ons that changed
behaviour map very easily onto story structures, demonstra�ng
the aforemen�oned theore�cal link.
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5.1. Graduate recruitment

There is perhaps no greater behaviour change that is forced on us
externally than when we begin a new job. In this case study, we
consider the case of the graduate intake of a large Professional Ser-
vices organisa�on.

The story begins before candidates have decided to apply, with
the firm organising well-resourced recruitment events featuring
dedicated professionals. Sessions start with the organisa�on, its
accomplishments, history, and the part you can play in that, with
reward and work only minor features. This con�nues through the
applica�on and offer process, where candidates wait in modern
rooms a�ended by well-dressed professionals with glossy prin-
touts of the firm's latest research at hand. The story of what can be
expected is reinforced. The final stage is the induc�on process
which begins not with training, but with a presenta�on from the
CEO, and the story is complete. Graduates are now a part of this
organisa�on, and this is the mo�va�on for their behavioural
change which will make them more effec�ve over the coming
weeks and years to the organisa�on.

We can see that this largely follows the framework of a story we
have established, with the graduate themselves playing the part of
the protagonist. There is clearly a status-quo before applica�on,
followed by the inci�ng incident as we are shown something we
want, but can’t easily obtain. This is followed by the main ac�on of
the applica�on process before the resolu�on of the story as that
applica�on is successful. We can even locate a series of ‘all is lost’
moments, as candidates at mul�ple stages of the applica�on are
le� unsure whether they will be able to progress to the next stage,
wai�ng for an external influence. Of course, this assumes that the
applica�on is successful. If the applica�on is unsuccessful, it no
longer follows our narra�ve structure, but this does not affect the
organisa�on, as there is no longer a need for behavioural change.
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We can see that this narra�ve then goes some way to mee�ng
our theory of planned behaviour. While it may ini�ally appear that
there is not the personal relevance to impact the subjec�ve norms,
in fact it may be that as candidates internalise this narra�ve and
the posi�vity with which it is delivered, they come to shi� their
views of the opinions of their peers and family. As well, while it may
appear that this narra�ve would reduce the perceived behavioural
control of candidates, the deliberate inclusion of diverse examples
of successful candidates throughout the process is a clear effort to
mi�gate this, as candidates are exposed to successful ‘people like
them’. Third, trivially, this narra�ve also shi�s a�tude posi�vely,
making candidates significantly more likely to apply. This is evident
from the significant resources which these organisa�ons are will-
ing to spend. Of course, it is important to note that this is not
a story that works in isola�on, but one that compliments the cul-
turally pervasive narra�ve of hard work leading to good grades
leading to good jobs, allowing it to have a greater impact than it
would have by itself.

We can examine then the extent to which this provides the
founda�onal elements for transforma�onal learning as described
by Precey (2008). First, the structure of the delivery is necessarily
not unique because the same materials are present en masse to
a wide audience with whom the firm will only have a flee�ng con-
nec�on. However, this narra�ve is not over once the input has
been delivered, but instead relies on each individual’s response be-
ing highly personal. This is further reinforced by the personalisa-
�on of informa�on available from secondary sources, such as
relevant websites and personal interac�ons with graduate recruit-
ers. In terms of praxis, we find that this experience goes at least
some way to fulfil the necessary criteria. The recruitment process
is designed not to develop the capacity to make ra�onal comparis-
ons between organisa�ons, but instead focuses on making de-
cisions between the op�ons available as part of the organisa�on.
Finally, more clearly, we see that this narra�ve contains an awaken-
ing event, as the primary purpose of the narra�ve is to elicit
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a behavioural change (a completed and successful applica�on)
within a specific �meframe.

Surprisingly, this narra�ve has remained mostly similar during
the Coronavirus pandemic. While the medium has changed en-
�rely to delivery over webinars and video calls, the structure has
remained similar, with the iden�fied elements intact. The longer-
term impacts of this change remain to be seen, but this indicates
that, however wide ranging the impact of the virus on logis�cs, the
narra�ve remains the crucial component in the process.

5.2. Storytelling in Consul�ng Projects

Narra�ves are used constantly between a management consultant
and a client, regardless of whether the story is being sold to the
client, or the client is proposing a change story to the consultant
and reques�ng their help to implement it. An example of one such
story is a project where the client was a police force, so the con-
sultant set them up as the protagonist. The process of holding re-
mand hearings was that a police officer would travel to a local
court with a defendant, whereby a judge determined their punish-
ment for minor crimes. This formed a less than ideal status quo.
The inci�ng incident was realising how inefficient and costly this
process was to the police, when technology offers a quicker and
cheaper alterna�ve. The main ac�on involved many technological
obstacles, as all involved had to learn an en�rely new and uncom-
fortable way of virtual working, including police, lawyers, translat-
ors and the media. However, a�er the height of frustra�on and
discomfort, perhaps occurring in the first experience of a virtual
remand hearing, the narra�ve resolved with a much more conveni-
ent process, whereby all actors other than the judges in the re-
mand hearing could join the event virtually from their laptops,
wherever was convenient. Moreover, the inherent understanding
of story structure meant the client understood that, although the
journey was difficult, it was worthwhile and would result in an
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awakening. It also, crucially, changed the client’s behaviour. Draw-
ing from Azjen’s theory: the client’s a�tude was favourable to the
change, they believed in the posi�ve response of the public, and
a dedicated team of change professionals helped them to perceive
the behaviour as easy enough for them to control.

Moreover, the founda�onal elements of Precey and Jackson’s
(2008) framework for transforma�onal leadership learning can
also be seen in this example. The structure for all transforma�on
project plans must be bespoke for them to be successful: this was
not a one size fits all approach. The context of the police force with
its idiosyncrasies was taken into account and there were varia�ons
across regions accordingly. Praxis was applied in the technological
solu�on proposed, whereby all alterna�ves were considered. Fi-
nally, awakenings were apparent throughout, par�cularly in the
narra�ve the client told themselves. Some actors who had
resigned themselves to being ‘bad at technology’, had to challenge
that no�on and overcome it, leading to a reconstruc�on of their
iden�ty.

6. Conclusions
This chapter has argued and illustrated that storytelling can bene-
ficially be at the heart of significant individual and organisa�onal
behaviour change if harnessed by transforma�onal leaders who
understand and are skilful in deploying the important principles
underpinning transforma�onal learning. A framework has been
offered in which to locate this narra�ve approach. Storytelling
provides tools and a methodology for changing behaviour, but
also, when done with knowledge and understanding that this
chapter seeks to develop in the reader, facilitates transforma�onal
learning in both the storyteller and those listening. The process of
a narra�ve, star�ng with prac�ce and drawing out general learning
points is in itself transforma�ve. As seen in the case studies,
Storytelling by external consultants can clearly provide the found-
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a�ons for behavioural change. Such behavioural change best rests
on the pillars of adult transforma�onal learning:
• a unique story and structure provided by the individual

telling and responding to the narra�ve, leading to;
• awakenings in individuals (both teller and listener) which are

necessarily provided by these narra�ves, underpinned by;
• praxis that brings together adult learning theory and day to

day prac�ce so that there is a solid founda�on for the use
of stories to change behaviours.

We can learn lessons from the applica�on of theory to these
case studies. We should not underes�mate the extent to which re-
cipients will internalise the narra�ve, and leaders should facilitate
this wherever possible. Coronavirus has not fundamentally
changed the nature of storytelling for behavioural change and may
indeed have made it more founda�onal. This enforced lockdown
forced storytelling to become virtual and less impromptu: working
from home limited the chances of bumping into a colleague whilst
ge�ng coffee and socialising generally was significantly reduced.
We think a fascina�ng area of future study would be to evaluate if
this had an effect on internal behavioural change ini�a�ves in or-
ganisa�ons.

Storytelling has been a feature of human interac�on for as long
as we have existed, although the means of communica�on have
changed a li�le throughout history. Effec�vely used, it is s�ll
a strong feature of deep learning and significant, even profound,
change, and effec�ve transforma�onal leadership. Transforma-
�onal leaders unlock the poten�al and harness the talents of
themselves and those whom they serve. They understand the
power of transforma�onal learning and facilitate it in order to
change behaviours in themselves and others. Storytelling is some-
thing we all grow up with and we all love a good tale. Let us learn
from them to become more developed human beings.

“Once upon a �me…”
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ABSTRACT

Objec�ve: Post-communist countries, affected by decades of one of the most
repressive poli�cal systems, are perceived as a par�cular area of gaps in social
capital. These gaps influence the whole spectrum of behaviors of individuals,
groups, and society. Countries that changed their poli�cal system start a journey
of external (economic, social) and internal (personal, interpersonal, group)
changes. The post-communist burden determines human behavior, so leaders
and managers should pay a�en�on to these consequences. The research deals
with the differences in percep�on of crea�ve iden��es (a creator, ar�st,
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manager, entrepreneur, and leader) by Polish society compared to other coun-
tries without communist history.

Methodology: Quan�ta�ve research (n = 160) in the form of a survey among
people from Poland and other countries. Verifica�on of hypotheses by chi-
square test of independence used (SPSS, MS Excel). Next, a qualita�ve analysis
of discrepancies was undertaken (NVivo).

Findings: There are no sta�s�cal differences in the percep�on of crea�ve iden-
��es of a creator, ar�st, manager, entrepreneur, and leader between ci�zens
of Poland and ci�zens of other countries. The addi�onal qualita�ve analysis
exposed that differences in percep�on of the crea�ve iden��es between in-
ves�gated socie�es might have necessary consequences while managing or
leading groups (and organiza�ons) dominated by crea�ve individuals. These
differences are shown in detail, and links between our research results and the
literature are built.

Value Added: It looks like a post-communist burden in current Poland has
a minimal impact on the percep�on of crea�ve individuals. Thus, it can be said
that communism disappears from the social capital during one genera�on
(ca. 30 years).

Recommenda�ons: Further research exploring the percep�on of crea�ve iden-
��es by different analogical groups of compared socie�es would be valuable.

Key words: Social capital, creator’s iden�ty, ar�st’s iden�ty, manager’s iden�ty,
entrepreneur’s iden�ty, leader's iden�ty, crea�vity

JEL codes: D91, J19, L26, M54, Z11

Introduc�on
Social iden�ty theory (social psychology) interest deals with the re-
la�ons between personal and social iden��es. It specifies the con-
di�ons when an individual thinks of himself as an autonomous in-
dividual or group member. From this perspec�ve, the con-
sequences of personal and social iden��es for individual percep-
�ons and group behavior should be respected (Wolf, 2019). Using
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this perspec�ve, each country, being a specific group of people
crea�ng and using the same culture, influences the iden��es of its
ci�zens. Parallelly, personal iden�ty, being one of the basic found-
a�ons establishing an individual, is not an accessible area for re-
searchers, mainly if they focus on the managerial side of the prob-
lem and its organiza�onal consequences. Due to the strictly psy-
chological characteris�cs of the research area (iden�ty), manage-
ment scien�sts, being weaker armed in tools than psychologists,
a�empt to determine canons that can help include different iden-
��es in management prac�ce. This philosophy was the ini�al point
for this research.
Although external factors, like the social and intellectual back-

ground, primary material wealth, or just luck, affect each person’s
fortune, it is the iden�ty being the steering power behind an indi-
vidual's personal and professional life cycle. Previous research in
the area of creator’s, ar�st’s, manager’s, entrepreneur’s, and
leader’s iden��es discovered that even the persons who own gi�s,
personal characteris�cs, and well recognized professional posi-
�ons in the above fields have problems to define of who a crea�ve
person is, who an ar�st is, who a manager is, who an entrepreneur
is, or who a leader is. These indis�nct “defini�ons” of the par�cular
iden��es directed the researchers to isolate the complex iden��es
like ar�sts-managers (Szostak & Sułkowski, 2020a; 2021b; 2020b)
or ar�sts-entrepreneurs (Szostak & Sułkowski, 2021a). Even the in-
dividuals with highly developed abili�es allowing to describe their
characteris�cs have many problems with the dis�nc�on between
the crea�ve and noncrea�ve ar�st/manager/entrepreneur/leader.
The above considera�ons guided to compare the percep�on of

a creator, ar�st, manager, entrepreneur, and leader by Polish and
non-Polish ci�zens. Following this purpose, the research hypo-
theses were established: H1) Polish ci�zens perceive the crea�ve
iden��es of a creator, ar�st, manager, entrepreneur, and leader
differently than ci�zens of the rest of the world. H2) The differ-
ences in the percep�on of crea�ve iden��es of a creator, ar�st,
manager, entrepreneur, and leader by Polish and non-Polish
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ci�zens are not the same and vary in the case of each of the above
iden��es.

Materials & Methods
Ini�ally, secondary research in the form of reviewing literature was
undertaken (NVivo Pro). The literature review approach was based
on a qualita�ve selec�on of materials from EBSCO, Google Scholar,
JSTOR, Mendeley, Scopus, and Web of Science. The methodolo-
gical approach was based on an interdisciplinary and mul�-
paradigm tac�c referring to arts and aesthe�cs, crea�vity, manage-
ment, entrepreneurship, and leadership.
Secondly, quan�ta�ve research in the form of a ques�onnaire

was conducted. The survey was established on the approach of
Stefan Nowak (2007), containing the dimensions of the studied
phenomenon and selec�ng indicators allowing describing the
studied phenomenon. The ini�al methodological idea assumed
construc�ng separate sets of indicators for each of the analyzed
dimensions. Sets of indicators for individual dimensions began to
be developed based on the literature on the subject in the field
of: ar�stry (Bayrakci et al., 2009; McHugh, 2015; Szostak, 2020;
Walter, 2015; Wilson & Brown, 2012; Woodward & Funk, 2010),
crea�vity (Dufour, Maoret, & Montani, 2020; Gangi, 2018;
Lehmann & Gaskins, 2019; Leso et al., 2017; Szostak & Sułkowski,
2020a; Taleghani, 2012; Zhou, Shin, & Cannella, 2008), mana-
gerial issues (Baker et al., 2012; Bulei, Mihalcioiu, & Tucmeanu,
2014; Elstad & Jansson, 2020; Hallier, 2004; Hatch, Kostera,
& Koźmiński, 2006; Hracs, 2015; Lähdesmäki, 2012;
López-Fernández, Romero-Fernández, & Aust, 2018; Lutas, Nistor,
Radu, & Beleiu, 2020), leadership (Adler, 2006; Alvesson & Blom,
2015; Carroll & Levy, 2008; Jankurová, Ljudvigová, & Gubová,
2017; Lord & Brown, 2001; Nikolski, 2015; Postuła & Majczyk,
2018; Raso, Fitzpatrick, & Masick, 2020; Stuke, 2013; Woodward
& Funk, 2010), and entrepreneurship (Bureau & Zander, 2014;
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Clarke & Holt, 2019; Damásio & Bicacro, 2017; Lewis, Ho, Harris,
& Morrison, 2016; Postuła &Majczyk, 2018; Toscher, 2019; 2020).
However, the analysis of individual groups of indicators showed
that, in principle, each of the indicators selected for individual di-
mensions might be used to describe each of the examined dimen-
sions. Following this assump�on, a single list of 50 of the same
indicators was compiled and applied to all five examined dimen-
sions. Thanks to the above, the obtained results may be com-
pared to the same indicators for other dimensions.
The survey was ul�mately divided into four segments. In the

first sec�on, a list of ques�ons (each ques�on related to one indic-
ator) was divided into thema�c units referring to each analyzed
dimension: ar�stry, crea�vity, entrepreneurship, leadership, and
managerial issues. All ques�ons were closed, and a five-point
Likert scale was formed to answer: definitely not, rather not, hard
to say, rather yes, and definitely yes. In the second part of the in-
ves�ga�on, ques�ons were raised describing rela�onships of the
analyzed dimensions to the other dimensions. In the third seg-
ment, the respondents explained their iden�ty concerning each
of the dimensions. Finally, the fourth part included ques�ons clas-
sifying the respondents, i.e., gender, age, educa�on, their assess-
ment of their own iden�ty (as a creator, ar�st, manager, entre-
preneur, leader).
The nonparametric chi-square test of independence

dedicated to small samples that do not have a normal
distribu�on was used to verify the hypotheses. The pairs of the
observed values were compared with pairs of the expected
values for each hypothesis. The p-value of the tests was < 0.001.
Data analysis was executed using IBM SPSS and MS Excel. Due to
the minor size of the sample (n = 160), complex sta�s�cs were
not executed. Therefore, this ar�cle exhibits only some
conclusions from the whole inves�ga�on.
The survey en�tled “Percep�on of crea�vity, ar�stry, entre-

preneurship, leadership and managerial abili�es” lasted 34
days, i.e., from 20�� December 2020 to 23�� January 2021. Two



34

Michał Szostak

undis�nguishable surveys, one in English and the other in Polish,
were distributed by direct contact (sending requests to par�cipate
in the survey) and using indirect public utensils (social networks,
collec�ve messages to various types of communi�es). The number
of people asked to par�cipate in the inves�ga�on is es�mated
at approximately 2–3 thousand. Eight hundred seventy-nine
people were interested in taking part in the survey, which was
judged by clicking on the link leading to the survey. The authen�c
contribu�on to the study, consis�ng of filling in the ques�onnaire,
was a�ended by 160 individuals, which is 18.2% of those inter-
ested in taking part in the research. The average �me spent filling
in the ques�onnaire was almost 33 minutes, and the typical re-
spondent was 38 years old. Among the respondents: women rep-
resented 42.5% and men 57.5%; people with higher educa�on
(bachelor, master, engineer) 64.57%, people with doctoral,
postdoctoral, or professor degrees 18.90%, people with secondary
educa�on 15.75%. The respondents originated from 28 countries:
74% from developed countries and 26% from developing countries
(United Na�ons, 2021). 71.7% were from European countries,
28.3% from non-European countries; 49.6% from Poland, and
50.4% from other countries.

Current state of knowledge
Communism as the almighty demon, and ethnocentric individual-
ism as an internal way of individual’s determinism, are two domin-
ant metatheories explaining post-communist socie�es’ social cap-
ital weakness. Dilemmas, exceeding genera�ons and material
differences, occupy the minds of both na�onal decision-makers
and crea�ve individuals on whom the quality of the social fabric
depends. Weak but socially approved social capital prac�ces com-
bine corrup�on, bribery, and favori�sm and achieving ins�tu�onal
fairness. Decades of convergence with mature democracies help
people have different aspira�ons, well suited to the context of
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post-communist transforma�on, to make up for the delay of dec-
ades gripping the jaws of communism (Soaita & Wind, 2020).
Change between publicly- and private-owned resources influences
people’s minds, behaviors, and goals (Huber & Montag, 2020). Re-
searchers inves�gated the quality of social capital among many
post-communist socie�es (Dolšak, 2019; Markowska-Przybyła,
2020; Nicoara, 2018; Soaita & Wind, 2020).
Creator’s iden�ty may be explicated in the context of person-

ali�es dealing with profit- or non-profit organiza�on’s creator
(Fauchart & Gruber, 2011), classical arts – literature creator
(O�ery, 2006), music creator (Tillay & Chapman, 2019), new arts
– anime creator (Reysen et al., 2020), social media content cre-
ator (Maynard, 2021), religious ins�tu�on creator (Jones
& Massa, 2013), fake-news or rumor creator (Dong et al., 2019).
Academics accentuate the shi�ing contexts and need for regula-
�on to these devia�ons.
An ar�st’s iden�ty has been described historically as an ar�san,

a genius, a doer, a God’s will doer, a master, a holy man in touch
with the hidden, a cultural aristocrat, a knowledge worker, a pro-
fessional, an entrepreneur, a freedommaker, an influencer, a value
or idea guardian, a collaborator, a superman (Deresiewicz, 2020;
Tatarkiewicz, 2015). In addi�on, the ar�st’s iden�ty may be iden�-
fied as a copyist, a conceptualist, an ar�s�c cra�sman (ar�san),
and a creator (Szostak & Sułkowski, 2020a).
The manager may be perceived as an administrator (an offi-

cial), a manager-theore�cian, a professional, a crea�ve manager
(a leader). A manager with extraordinary crea�vity and compet-
ence in his field can be named a management ar�st; it will also be
authorized to call the manager as an ar�st/virtuoso who, achiev-
ing his ideas, knows how to organize reality according to his inten-
�ons (Szostak & Sułkowski, 2020a). Researches of educa�onal in-
s�tu�ons reveal factors affec�ng managerial crea�vity (alpha-
be�cally): ac�on-oriented, confidence, domain exper�se, emo-
�onal stability, innova�ve leadership a�ributes, openness, profes-
sional development, risk tolerance (Alsuwaidi & Omar, 2020). The
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literature emphasizes the intense influence of managers on their
employees’ crea�vity (Williams, 2001), but the level of crea�vity
among managers varies depending on many factors, e.g., gender
(Ahmad & Zadeh, 2016). Crea�vity also has its paradoxes in the
form of assump�ons and unanswered ques�ons (DeFillippi,
Grabher, & Jones, 2007).
The literature shows that the level of a leader’s self-iden�ty im-

pacts vision communica�on with collaborators and subordinates
posi�vely (Venus et al., 2019). The narcissis�c personality has an
essen�al impact on a leader’s iden�ty integra�on (Chen, 2018),
but it may nega�vely impact the organiza�on (Szostak & Sułkowski,
2020b). Transforma�onal leadership and procedural jus�ce pos-
i�vely and meaningfully affect manager trust, and manager trust
posi�vely impacts crea�ng a maintainable organiza�onal iden�ty
(Erat, Kitapçi, & Akçin, 2020).

Results and Discussion
Discussing each research hypothesis separately, from the sta�s�cal
point of view, we can say that: H1 (Polish ci�zens perceive the cre-
a�ve iden��es of a creator, ar�st, manager, entrepreneur, and
leader differently than ci�zens of the rest of the world) is verified
nega�vely. The chi-square value amounted to 390.35 for a creator,
394.21 for an ar�st, 406.27 for a manager, 40747 for an entrepren-
eur, and 411.35 for a leader. For the df = 49, using the chi-square
distribu�on table, the chi-square value = 85.3506 was found.
Based on the above, the results are sta�s�cally significant for the
significance level of p = 0.001. H2 (The differences in percep�on of
crea�ve iden��es of a creator, ar�st, manager, entrepreneur, and
leader by Polish and non-Polish ci�zens are not the same and vary
in the case of each of the above iden��es) is verified nega�vely.
The chi-square value = 40,193. For the df = 4, using the chi-square
distribu�on table, the chi-square value = 18.4668. It means that
the result is sta�s�cally significant for the significance level of p =
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0.001. In each inves�gated crea�ve iden�ty case, the means of the
50 features perceived by Polish ci�zens are lower less than 2.10%
comparing to non-polish ci�zens. It can be said that Polish ci�zens
perceive crea�ve iden��es slightly weaker than the rest of the
world: see figure 1.

Figure 1. Differences in percep�on of inves�gated crea�ve iden��es: Polish
versus non-Polish ci�zens

Source: own elabora�on.

The nega�ve verifica�on of research hypotheses was astonish-
ing and should be perceived as a novelty in the inves�gated area.
Although both hypotheses were sta�s�cally verified nega�vely, the
qualita�ve analysis of the in-depth characteris�cs of the inves�g-
ated iden��es reveals that these iden��es interpenetrate and are
considered to be more or less complementary.

Creator’s iden�ty
The ten most important features of a creator’s iden�ty perceived
by Polish ci�zens are (in descending order): passion in ac�on, self-
confidence, resistance to fails and failures, visualiza�on skills (ima-
gina�on), observa�on, courage, innova�on, out of the box thinking
(breaking pa�erns), originality, ability to synthesize and draw con-
clusions. On the other hand, the ten most cri�cal features of a cre-
ator’s iden�ty perceived by non-Polish ci�zens are (in descending
order): pa�ence and persistence in achieving goals, passion in ac-
�on, visualiza�on skills (imagina�on), courage, self-confidence,
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originality, ability to set goals, ability to focus on details, innova-
�on, honesty.

Figure 2. Percep�on of the most differently assessed features of a creator’s
iden�ty

Source: own elabora�on.

Percep�on of the par�cular 50 examined characteris�cs of the
creator’s iden�ty by Polish ci�zens compared to non-Polish ci�zens
reveals the following conclusions. The ten features of the creator’s
iden�ty perceived as the least cri�cal by Polish than non-Polish
ci�zens are (in descending order): resistance to fails and failures,
charisma, observa�on, being guided by reason (ra�onalism), out of
the box thinking (breaking pa�erns), independence, focusing on
financial profit, self-confidence, interpersonal skills (communic-
a�veness, reading emo�ons, sensi�vity to others), innova�on. The
ten features of the creator’s iden�ty seen as the most cri�cal by
Polish than non-Polish ci�zens are (in ascending order): conser-
va�sm, disorder (mess, chaos, randomness in ac�on), sensi�vity to
Truth, sensi�vity to Good, ability to focus on details, pa�ence and
persistence in achieving goals, improving quality through repe�-
�on, honesty, being guided by faith and spirituality, care. The ten
features of the creator’s iden�ty perceived the most similarly by
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Polish and non-Polish ci�zens are pragma�sm (prac�cality), con-
nec�ng contradic�ons, jus�ce, se�ng goals, efficiency, ability to
analyze, leadership, a tendency to plan, ambi�on, responsibility.
The variety of dispari�es in the answers referring to the creator’s
iden�ty seen by Polish and non-Polish ci�zens may be observed in
figure 2 and figure 3.

Figure 3. Percep�on of a creator’s iden�ty: Poland versus the rest of the world

Source: own elabora�on.
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Ar�st’s iden�ty
The ten most principal features of an ar�st’s iden�ty perceived by
Polish ci�zens are (in descending order): passion in ac�on, self-
confidence, visualiza�on skills, imagina�on, originality, sensi�vity
to Beauty, observa�on, pa�ence and persistence in achieving
goals, individualism, tendency to be inspired, resistance to fails and
failures. Conversely, the ten most vital features of an ar�st’s iden-
�ty seen by non-Polish ci�zens individuals are (in descending or-
der): passion in ac�on, pa�ence and persistence in achieving goals,
visualiza�on skills (imagina�on), originality, improving quality
through repe��on, self-confidence, ability to focus on details,
tendency to be inspired, courage, ambi�on.

Figure 4. Percep�on of the most differently assessed features of an ar�st’s
iden�ty

Source: own elabora�on.

Percep�on of the par�cular 50 studied quali�es of the ar�st’s
iden�ty by Polish and non-Polish ci�zens reveals the following con-
clusions. The ten features of the ar�st’s iden�ty perceived as the
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least cri�cal by Polish than non-Polish ci�zens are (in descending
order): sensi�vity to Truth, focusing on crea�ng added (non-finan-
cial) value, sensi�vity to Beauty, perfec�onism, out of the box
thinking (breaking pa�erns), self-confidence, connec�ng contra-
dic�ons, individualism, tendency to change, charisma. The ten
a�ributes of the ar�st’s iden�ty perceived as the most cri�cal by
Polish than non-Polish ci�zens are (in ascending order): a tendency
to control, focusing on financial profit, respect for tradi�on and his-
tory, a tendency to risk, an inner sense of control, a tendency to
plan, pragma�sm (prac�cality), ability to analyze, being guided by
faith and spirituality, care. The ten features of the ar�st’s iden�ty
perceived the most similarly by Polish and non-Polish ci�zens are
courage, ability to synthesize and draw conclusions, pa�ence and
persistence in achieving goals, efficiency, jus�ce, conserva�sm, in-
nova�on, improving quality through repe��on, ability to resolve
conflicts, ability to focus on details. The whole spectrum of differ-
ences in the responses about the ar�st’s iden�ty perceived by Pol-
ish and non-Polish ci�zens shows figure 4 and figure 5.
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Figure 5. Percep�on of an ar�st’s iden�ty: Poland versus the rest of the world

Source: own elabora�on.
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Manager’s iden�ty
Figure 6. Percep�on of a manager’s iden�ty: Poland versus the rest of the
world

Source: own elabora�on.

The ten most important features of a manager’s iden�ty per-
ceived by Polish ci�zens are (in descending order): efficiency, re-
sponsibility, ability to analyze, pa�ence and persistence in achiev-
ing goals, ability to set goals, ability to resolve conflicts, self-confid-
ence, a tendency to plan, resistance to fails and failures, ambi�on.
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The ten most important features of a manager’s iden�ty perceived
by non-Polish ci�zens are (in descending order): a tendency to
plan, efficiency, ability to resolve conflicts, responsibility, ability to
set goals, interpersonal skills (communica�veness, reading emo-
�ons, sensi�vity to others), pa�ence and persistence in
achieving goals, ability to analyze, self-confidence, searching
for opportuni�es.

Figure 7. Percep�on of the most differently assessed features of a manager’s
iden�ty

Source: own elabora�on.

Percep�on of the par�cular 50 inves�gated features of the
manager’s iden�ty by Polish ci�zens compared to non-Polish
ci�zens reveals the following conclusions. The ten features of the
manager's iden�ty perceived as the least cri�cal by Polish than
non-Polish ci�zens are (in descending order): independence, lead-
ership, resistance to fails and failures, sensi�vity to Beauty, con-
nec�ng contradic�ons, courage, out of the box thinking (breaking
pa�erns), ambi�on, observa�on, tendency to be inspired. The ten
features of the manager’s iden�ty perceived as the most cri�cal by
Polish than non-Polish ci�zens are (in ascending order): solving
problems in a methodical way (logic), respect for tradi�on and his-
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tory, interpersonal skills (communica�veness, reading emo�ons,
sensi�vity to others), conserva�sm, disorder (mess, chaos, ran-
domness in ac�on), ability to focus on details, sensi�vity to Truth,
sensi�vity to Good, being guided by faith and spirituality, care. The
ten features of the manager's iden�ty perceived the most similarly
by Polish and non-Polish ci�zens are the ability to resolve conflicts,
an inner sense of control, jus�ce, pragma�sm (prac�cality), focus-
ing on financial profit, a tendency to plan, being guided by emo-
�ons, honesty, searching for opportuni�es, solving problems in a
methodical way (logic). The range of differences in the manager’s
iden�ty perceived by managers and nonmanagers shows figure 6
and figure 7.
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Entrepreneur’s iden�ty
Figure 8. Percep�on of an entrepreneur’s iden�ty: Poland versus the rest of
the world

Source: own elabora�on.

The ten most important features of an entrepreneur’s iden�ty
perceived by Polish ci�zens are (in descending order): focusing
on financial profit, self-confidence, ability to set goals, responsib-
ility, efficiency, resistance to fails and failures, searching for op-
portuni�es, a tendency to plan, pa�ence and persistence in
achieving goals, courage. The ten most important features of an
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entrepreneur’s iden�ty perceived by non-Polish ci�zens individuals
are (in descending order): pa�ence and persistence in achieving
goals, searching for opportuni�es, se�ng goals, responsibility, am-
bi�on, efficiency, courage, self-confidence, resistance to fails and
failures, innova�on.

Figure 9. Percep�on of the most differently assessed features of an
entrepreneur’s iden�ty

Source: own elabora�on.

Percep�on of the par�cular 50 examined features of the entre-
preneur’s iden�ty by Polish and non-Polish ci�zens reveal the fol-
lowing conclusions. The ten features of the entrepreneur's iden�ty
seen as the least cri�cal by Polish than non-Polish ci�zens are (in
descending order): focusing on financial profit, being guided by
reason (ra�onalism), ability to synthesize and draw conclusions, an
inner sense of control, tendency to control, self-confidence,
a tendency to plan, jus�ce, perfec�onism, efficiency. The ten fea-
tures of the entrepreneur’s iden�ty seen as the most cri�cal by
Polish than non-Polish ci�zens are (in ascending order): individual-
ism, out of the box thinking, breaking pa�erns, ability to focus on
details, care, charisma, a tendency to risk, sensi�vity to Truth,
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sensi�vity to Good, disorder (mess, chaos, randomness in ac�on),
being guided by faith and spirituality. The ten features of the entre-
preneur's iden�ty perceived the most similarly by Polish and non-
Polish ci�zens are: conserva�sm, searching for opportuni�es, am-
bi�on, methodically solving problems (logic), pa�ence and persist-
ence in achieving goals, focusing on crea�ng added (non-financial)
value, interpersonal skills (communica�veness, reading emo�ons,
sensi�vity to others), respect for tradi�on and history, being
guided by emo�ons, sensi�vity to Beauty. The variety of dispari�es
in the answers referring to the entrepreneur’s iden�ty seen by Pol-
ish and non-Polish ci�zens displays figure 8 and figure 9.

Leader’s iden�ty
The tenmost important features of a leader’s iden�ty perceived by
Polish ci�zens are (in descending order): the ability to set goals,
charisma, ability to resolve conflicts, resistance to fails and failures,
self-confidence, courage, pa�ence and persistence in achieving
goals, responsibility, interpersonal skills (communica�veness,
reading emo�ons, sensi�vity to others), observa�on. The ten most
important features of a leader’s iden�ty perceived by non-Polish
ci�zens are (in descending order): charisma, responsibility, ability
to resolve conflicts, pa�ence and persistence in achieving goals,
ability to set goals, self-confidence, interpersonal skills (communic-
a�veness, reading emo�ons, sensi�vity to others), courage, ambi-
�on, a tendency to plan.
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Figure 10. Percep�on of the most differently assessed features of a leader’s
iden�ty

Source: own elabora�on.
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Figure 11. Percep�on of a leader’s iden�ty: Poland versus the rest of the
world

Source: own elabora�on.

Percep�on of the specific 50 explored features of the leader’s
iden�ty by Polish and non-Polish ci�zens reveals the following con-
clusions. The ten features of the leader’s iden�ty perceived as the
least cri�cal by Polish than non-Polish ci�zens are (in descending
order): leadership as an autotelic (in itself) value, individualism,
resistance to fails and failures, ability to set goals, independence,
focusing on crea�ng added (non-financial) value, visualiza�on skills
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by intui�on. The ten features of the leader’s iden�ty perceived as
the most cri�cal by Polish than non-Polish ci�zens are (in ascend-
ing order): a tendency to control, honesty, sensi�vity to Truth, im-
proving quality through repe��on, being guided by emo�ons, dis-
order (mess, chaos, randomness in ac�on), ability to focus on de-
tails, sensi�vity to Good, being guided by faith and spirituality,
care. The ten features of the leader’s iden�ty perceived the most
similarly by Polish and non-Polish ci�zens are a tendency to risk,
out of the box thinking (breaking pa�erns), an inner sense of con-
trol, responsibility, charisma, a tendency to change, ambi�on,
pragma�sm (prac�cality), respect for tradi�on and history, solving
problems in a methodical way (logic). The whole range of differ-
ences in percep�on of the leader’s iden�ty by managers and non-
managers displays figure 10 and figure 11.

Final remarks
The limita�ons of the research are: 1) The research was run during
the beginning of the COVID-19 pandemic; 2) The research sample
(n = 160) was rela�vely small in comparison to the analyzed prob-
lem; 3) Conclusions cannot be widely representa�ve due to com-
plexity of the research problem.
The research results can be used by: 1) Leaders and managers

for a) be�er understanding the layers of personality and complex
iden�ty in the context of Polish culture, b) comparison of own
iden�ty with the general percep�on of a par�cular role in refer-
ence do Polish society; 2) Researchers wan�ng to inves�gate the
similari�es and differences between iden�ty and its percep�on in
area of crea�ve iden��es in reference do Polish perspec�ve.
Poten�al ques�ons for future qualita�ve research or the hypo-

thesis for further quan�ta�ve inves�ga�ons may be the following:
1) Self-percep�on may vary from the percep�on of the iden�ty de-
pending on the belonging to the par�cular society; 2) Self-percep-
�on is similar to the iden�ty features perceived by society if their
na�on structure is similar.
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ABSTRACT
Objec�ve: This contribu�on aims to introduce a conceptual framework on
genera�onal diversity of teachers in order to analyze and understand its
influence on the processes and results of professional interac�on in schools.

Methodology: In this conceptual piece,  first, the relevance of genera�onal
diversity among teachers in their workplace is examined and jus�fied,
emphasizing the increasing aging of teaching staff. Next, genera�onal diversity
is explored by analyzing the concept of genera�on and the a�ributes used to
dis�nguishing genera�ons (par�cularly, age). Furthermore, evidence is
considered regarding the impact on the construc�on of teacher rela�onships,
paying par�cular a�en�on to the context of collabora�ve rela�onships between
teachers belonging to different genera�ons and its effects on teacher learning
and iden�ty.

Findings: Conclusions are drawn as to the poten�ali�es of intergenera�onal
learning.

Value added: Despite represen�ng a clear challenge for the educa�onal
organiza�ons, genera�onal diversity and intergenera�onal collabora�on among
teachers and school leaders have been scarcely studied so far.

Recommenda�ons: Conclusions are drawn as to the poten�ali�es of
intergenera�onal learning and implica�ons for professional induc�on and
collegial professional development are presented as well.

Key words: Teachers, genera�ons, teacher diversity, teacher collabora�on,
teacher professional development.

JEL codes: I21, I24, I28, J71, J26

Introduc�on
Even though it has seldom been dealt with in specialized literature,
teachers’ aging is a tangible reality which is becoming increasingly
important (Kaskie, 2017). This tendency can be explained by the
gradual aging of the popula�on in certain areas of the labor market
but, also, by other key factors linked to one’s professional career
expansion: be�er health condi�ons, job security, a greater com-
mitment and sa�sfac�on with one’s job or uncertain�es regarding
re�rement (Kaskie, 2017; Paganelli & Cangemi, 2019).
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This phenomenon intersects, in turn, with the growing and
steady integra�on of teachers in a temporary, provisional, and
even precarious fashion, to the extent that it represents a consid-
erable propor�on of the total of teachers, although it is true that it
is difficult to specify its size due to the contractual rela�onship
which binds said staff with the ins�tu�on (Beaton, 2017). The
factors which explain this other tendency do not limit to those of
an economic nature, but include changes in the student popula-
�on, changes in study plans or in the rela�onship with the labor
market (Levin & Montero, 2014). In any case, the working condi-
�ons of these teachers are more adverse than those of the previ-
ously alluded to, in rela�on to senior teachers. Moreover, while it
can be assumed that these teachers are usually younger than
those linked to the ins�tu�on in a more secure way, there is evid-
ence that among the former, a significant variance has been taking
place, not presen�ng a huge disparity in their average age with re-
spect to the la�er (Levin & Montero, 2014).

This way, it can be considered that teaching ins�tu�ons have
gradually turned into workplaces where age has become (and will
con�nue to do so) progressively more important and, con-
sequently, teachers of different genera�ons coexist in these work-
places, carrying out the work that they are meant to do. And this
genera�onal diversity has a great significance as a phenomenon
which explains the exis�ng diversity in organiza�ons.

Certainly, teachers’ genera�onal replacement is a crucial chal-
lenge yet to be tackled; one which gets more and more a�en�on
in our educa�onal system (Romero-Tena, Perera, & Mar�n-Gu�ér-
rez, 2020). However, the challenge of addressing the genera�onal
diversity already iden�fiable among the teaching staff does not
seem a lesser one, and this is likely to persist for a prolonged
period of �me. On the other hand, said diversity can eventually
lead to significant improvements in the quality of educa�on or
training and, in general, in the ins�tu�ons responsible for
providing these.
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This is evidenced, on the one hand, by their direct connec�on
with the construc�on of the teaching profession iden�ty, consider-
ing the genera�on itself as a determining, almost cons�tuent,
factor of that iden�ty and, on the other, by its rela�onship with the
development and learning of the teaching profession, regarding
genera�onal diversity as the context and driving force of collabor-
a�ve rela�onships.

Conceptual framework

Organiza�onal diversity and genera�onal
a�ributes

The way in which organiza�onal diversity has been understood is
not homogeneous, but rather significantly diverse. Nevertheless,
certain common pa�erns can be iden�fied (Qin, Muenjohn,
& Chhetri, 2014). In par�cular, it is common to use this no�on to
make reference, at least ul�mately, to the differences between the
people who compose the organiza�on, differences which are usu-
ally related to the (shared) a�ributes iden�fiable in them.

There is growing a�en�on to the phenomenon of differences in
terms of certain personal characteris�cs, to the extent that it has
been habitual to no�ce the large number of a�ributes and, hence,
the differences that can be deemed relevant in the organiza�onal
environment.

In certain occasions, the available informa�on on personal traits
has been u�lized to infer collec�ve characteris�cs, a�ributed to
the organiza�on as a whole. From that point of view, the organiza-
�on is not diverse per se, but it is so inasmuch as its members differ
between each other to a greater or lesser degree, with respect to
one or more a�ributes (Harrison & Klein, 2007). More specifically,
it is common to equate diversity with the distribu�on that said
members display in rela�on to those a�ributes, so the organiza�on
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will be more or less diverse (that is, heterogeneous or homogen-
eous) depending on the greater or lesser variance in the personal
characteris�cs considered relevant, respec�vely (Qin, Muenjohn,
& Chhetri, 2014). This way, for instance, Harrison & Klein (2007,
p. 1200) defined organiza�onal diversity as “the distribu�on of
differences between the members of a unit with respect to a com-
mon a�ribute “X”, such as gender, race, na�onality, the type of
contractual rela�onship with the organiza�on, the posi�on held in
it, the duty performed… Among these examples of a�ributes that
condi�on diversity, the first three are included within the category
of the usually labelled “demographic” factors.

Age is precisely another demographic factor that gets increas-
ingly more a�en�on when characterizing the observable diversity
in an organiza�on. This way, it has been considered a specific form
of diversity, relevant to the organiza�on (Boehm & Kunze, 2015).
Differences in rela�on to age are not important per se but depend-
ing on other differences explicitly relevant to the organiza�on they
are linked to. Among these, the following have been emphasized:
health, cogni�ve capaci�es, performance at work, work engage-
ment, performance at work, and wellbeing at the workplace (Her-
tel & Zacher, 2018).

Genera�ons: conceptual outlooks
The concept of genera�on has been addressed from different per-
spec�ves leading to a great deal of conceptual varia�on which re-
quires further explana�on. Two perspec�ves can be highlighted
among those: genera�ons understood as a succession of descend-
ants bound by a rela�onship, and the genera�ons understood as
a cohort of equals in rela�on to the period of birth and, therefore,
their age (for instance, Joshi, Dencker, Franz, & Martocchio, 2010).
This la�er perspec�ve has two important varia�ons. If, on the one
hand, it has been equated to a birth cohort (that is, the group of
people born within the same period) (Green et al., 2012), the
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genera�on has also been linked to the fact of sharing a number of
singular experiences and, therefore, perspec�ves, ideas, values,
a�tudes or behaviors, in line with what Karl Mannheim designates
(see, for instance Timonen & Conlon, 2015). In this way, belonging
to a genera�on would entail having experienced the same social or
historical events or situa�ons which impact, due to the sociological
context, in a certain manner on that group of individuals (Green et
al., 2012). This would explain how events which affect people of all
ages impact differently on different genera�ons, as said events
may be endowed with similar values, characteris�cs and beliefs
which differ from those of the members of other birth cohorts.

Especially in the case of organiza�ons, the life stage in which
people are found at the �me (for example, the stage in one’s pro-
fessional life) is also a basic gauge to iden�fy genera�ons and gen-
era�onal differences can be explained by “the fact that individuals
are at the �me in a different life stage” (Kelan, 2014, p. 22). In the
characteriza�on of genera�onal differences, the exis�ng literature
has highlighted that the social differences between genera�ons
also carry over to the workplace (Lyons & Kuron, 2014).

This way, it is possible to differen�ate between genera�ons ac-
cording to the era and the technological and digital phenomena
which characterize it (thus, differen�a�ng between digital na�ves
and immigrants, or Genera�on Xers, Genera�on Y and Genera�on
Z), assuming that the knowledge, beliefs, emo�ons, habits, etc.,
which are a�ributed to them shape a different iden�ty for each
genera�on. An exhaus�ve review of Woodward et al. (2015) in the
specialized literature on this issue has evidenced the existence of
genera�onal differences regarding six areas:

1. Communica�on and technology;
2. Work mo�va�on or preferred working characteris�cs;
3. Work values;
4. Work a�tudes;
5. Conduct in the workplace or at the university degree;
6. Leadership preferences or behaviors.
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However, the same authors stress that there is not a unanimous
consensus which explains the genera�onal differences and that
“popular” genera�ons that have emerged in this context do not
result from proven empirical evidence. It would be necessary,
hence, to reconsider the concept of “genera�on”, adop�ng the
teachers’ perspec�ve to determine which groupings are made and
in rela�on to which iden�ty a�ributes.

Impact of genera�onal diversity
The poten�ality associated with genera�onal diversity among
teachers in schools, while scarcely or par�ally evidenced, is nor-
mally linked to effects in processes of professional interac�on and
their subsequent results, par�cularly in the shape of learning asso-
ciated with areas of teachers’ thinking and behavior which are built
and developed over the years.

Inter-professional rela�onships
What rela�onship is there between genera�onal diversity and the
professional rela�onships that teachers cul�vate in their work-
place, the school environment? To which extent does belonging to
a genera�on determine or shape the process and the result of
those teaching rela�onships? And, in that case, which genera�onal
a�ributes affect which rela�onal dimensions?

As the interac�ons between teachers in the school environment
and, singularly, the rela�onships of collabora�on depend to a great
extent on the condi�ons in which these are produced, it is reason-
able to think that genera�onal diversity is bound to acquire a special
relevance for the development and efficiency of those rela�onships.
As Geeraerts et al. (2018) state, the learning which is derived from
the interac�on between teachers of different genera�ons brings
about opportuni�es for promo�ng professional development.
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In this line, empirical evidence shows that professional develop-
ment (mul� and interprofessional) between different genera�ons
benefits all of them. For instance, Kardos and Johnson (2007)
affirmed, a�er comple�ng their research, that the development of
an “integral professional culture” characterized by the professional
exchange between more and less experienced teachers led to suc-
cessful schools. Other studies have given evidence of the contribu-
�on that professionals belonging to older genera�ons can make to
those of a younger genera�on (Geeraerts, Vanhoof, & Van den
Bossche, 2016). The benefits that a more veteran genera�on can
yield in a less experienced one have also been evidenced, though
to a lesser degree (Lerham, 2008). All this involves assuming that
there are significant genera�onal differences between teachers
which can influence their professional development and learning.

The interac�ve processes which take place between genera-
�onally different people and groups (as it is the case of veteran and
re�red teachers who act as mentors, on the one hand, and those
who are acquiring their ini�al training as teachers, novice teachers
or beginners, on the other), bring about or at least contribute to
professional learning and, especially, professional development
(Lieberman & Pointer Mace, 2009; Ropes, 2013). But while the im-
portance given to the interac�on between professionals belonging
to different genera�ons is patent, the a�en�on has been focused
on the contribu�on that professionals related to older genera�ons
can make to those affiliated with younger ones (Geeraerts, Van-
hoof, & Van den Bossche, 2016). Much less a�en�on has been paid
in the specialized literature to the contribu�on that the la�er can
make to the former in the workplace (Murphy, 2012). The influ-
ence, therefore, on the collabora�ve professional development
could be bidirec�onal.

In this regard, these pa�erns have been iden�fied and charac-
terized in formal modali�es of collabora�ve professional develop-
ment, but also in more subtle and informal processes, which tend
to acquire a special relevance in intergenera�onal learning (Kyndt,
Gijbels, Grosemans, & Donche, 2016; Marcelo & Vaillant, 2018).
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Likewise, the few studies which are more centered on this issue are
focused on the transmission and transfer of knowledge between
teachers of different genera�ons (Brücknerová & Novotný, 2017;
Geeraerts, Tynjälä, & Heikkinen, 2018; Geeraerts, Vanhoof, & Van
den Bossche, 2016).

But it is worth conjecturing that genera�onal idiosyncrasies in
a context of collabora�on contribute to the introduc�on of chal-
lenges (Stoll, Harris, & Handscomb, 2012) or “dissonances”
(Menter & McLaughlin, 2015; Opfer & Pedder, 2011) which
promote:
• Ac�vi�es demanding the par�cipants’ inquiry and reflec-

�on in rela�on to relevant problems in the professional
prac�ce (Lieberman & Miller, 2014; Loughran, 2010).

• Ac�vi�es in which the asymmetry between knowledge and
experience is more pronounced (Huizing, 2012; Murphy,
2012; Yip & Kram, 2016).

In this regard, it would be appropriate to consider the possibility
of exploring other forms of collabora�on in which the asymmetry
related to the experience is the opposite of the one expected, and
even those in which said symmetry is less pronounced or prac�c-
ally non-existent. If the opportuni�es of teachers’ interac�on are
constant and prolonged in �me, their impact on professional learn-
ing will be greater, not only regarding their influence on the cog-
ni�ve and instrumental aspect of teaching behavior, but also on
the emo�onal component (for example, learning to know and ex-
periencing passion for teaching).

Similarly, if learning has, as we will see later, a transforma�ve
character, it could impact on the professional disposi�ons (for in-
stance, a way of thinking and performing one’s profession), an as-
pect which, in turn, can contribute to providing greater per-
spec�ves of con�nua�on in the profession (Henderson & Noble,
2015; Santoro, Pietsch, & Borg, 2012). Otherwise, these synergis�c
effects would increase its poten�al efficacy when the collabora�on
is perceived as an effort which supports the transforma�onal en-
deavor (Kennedy, 2014). When transforma�ons are produced in
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teachers’ professional ap�tudes, these tend to be reflected on the
professional performance, so these changes end up having a pos-
i�ve repercussion on the students’ learning process. What is more,
these la�er changes can again influence the professional “agency”
of teachers and, consequently, their search for new experiences of
professional development (Opfer & Pedder, 2011).

Teachers’ professional iden�ty
What rela�on is there between the genera�onal a�ribute and
teachers’ professional iden�ty? To what extent does the link to one
or another genera�on determine or shape said iden�ty? And in
that case, which genera�onal a�ributes affect which iden�ty di-
mensions?

Iden�ty can be characterized as a genera�onal iden�ty. There is
a direct rela�onship between both constructs, in the sense that
belonging to a genera�on contributes, as a contextual factor, to
the construc�on of the collec�ve (or socio-professional) dimen-
sion of one’s own iden�ty.

This singular complex construct is not sta�c nor is it uniform and
evolves throughout �me due to the influence of the cogni�ons and
emo�ons which the teacher develops when interac�ng with the
environment they are part of, which includes the rela�onships with
their colleagues in the workplace.

The iden�ty, to begin with, involves perceiving oneself as a cer-
tain type of person (or professional) and being acknowledged as
such within a specific context (Marcelo & Gallego Domínguez,
2018). However, the view on who I am as a professional and as a
teacher is a more complex one, as a result of the mul�ple and di-
verse dimensions it encompasses. In a comprehensive approach to
professional iden�ty, various authors (Abu-Alruz & Khasawneh,
2013; Hanna, Oostdam, Severiens, & Zijlstra, 2020; Hong, Greene,
& Lowery, 2016) point at the following:
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• Mo�va�on (why do I want to teach/why am I teaching?);
• Self-image (what am I like/how do I see myself?);
• Self-esteem (how do I value myself?/am I able to?);
• Commitment (to what extent do I commit/get involved in?);
• Task percep�on (which are my role and du�es?);
• Job sa�sfac�on (does my job fulfil me?).

We can observe so far a certain correspondence with the vari-
ables that were linked above with the effects of age as a genera-
�onal a�ribute. However, other authors (McDonough & McGraw,
2021; O’Neill, Hansen, & Lewis, 2014) focus their a�en�on, in-
stead, on the teachers’ disposi�ons, understood as inclina�ons to-
wards certain ways of thinking about teaching and the teaching
profession, assuming that these imply in turn other predisposi�ons
to certain ac�ons or behaviors. Not unlike the no�on of a�tudes,
also professional outlooks or orienta�ons, what is remarkable in
our opinion is that all these lines of research offer valuable concep-
tual frameworks to analyze and comprehend the iden�ty a�rib-
utes and genera�onal diversity within the teaching profession, and
as a result, teaching diversity.

In this sense, it is reasonable to conclude that the interac�on
between teachers of different genera�ons, especially when it is
close and prolonged in �me, will have a greater impact on the de-
velopment of different professional iden��es and that such devel-
opment will be larger when that interac�on brings about a learning
process. This is evidenced by studies on ini�a�on programs or pro-
fessional integra�on which involve both novice and beginner
teachers and experienced or veteran ones. These ini�a�ves pro-
mote a specific context (of ac�on and interac�on of both types),
where professional iden�ty can be built in an evolu�onary and in-
terpersonal manner, in such a way that the individual reflects and
nego�ates meanings and emo�ons on certain aspects about
his/her role and teaching du�es.
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Professional learning and
development
As we can observe, the evidence available supports the idea that
genera�onal diversity between teachers can impact posi�vely on
the teaching collabora�on processes which take place in schools,
bringing about professional learning and development. But it is im-
portant to deepen into the rela�onship of influence established
between genera�onal a�ributes and professional learning pro-
cesses in specific contexts of collabora�on, taking into account
different par�culari�es which could be a�ributed to learning pro-
cesses.

On the one hand, what different genera�ons learn from each
other is not always defined and explicit, but usually ambiguous and
tacit, which happens frequently in the case of learning professional
disposi�ons. Obviously, the fact that learning takes place incident-
ally and informally does not necessarily mean that it will not be
carried out deliberately, as it is the case with professional ini�a�on
programs, where the role of mentors is deemed fundamental
(Swap, Leonard, Shields, & Abrams, 2001). Anyway, the proposi-
�onal character does not end in the conscious possibili�es, as
Schugurensky (2000) states: inten�onality, or even being conscious
about the subject, are not necessary precondi�ons for incidental
or socializa�on experiences to bring about learning.

For his part, Illeris (2017) talks about sensi�vity and dynamic
balance between will, mo�va�on and emo�on as precursors of ac-
�on in teachers’ professional learning processes. In any case,
learning will entail two different processes which need to be ac�v-
ated in the individual and which can be produced simultaneously
or separately; on the one hand, a process of “interac�on” between
the individual and his/her environment (social and material); on
the other, an internal psychological process (cogni�ve and
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affec�ve) of “acquisi�on” of the specific contents of the learning
process (Illeris, 2017, p. 24).

On the other hand, what is learned by means of intergenera-
�onal rela�onships (and, therefore, the type of change that this
promotes) may vary depending on the sense or basic objec�ve
that the learning process adopts (Calleja, 2014; Ukpodoku, 2016),
specifically:
• Transmission, when the acquisi�on, reproduc�on and ac-

cumula�on of steady and even sta�c content (for example,
certain facts, skills, norms, or values) are sought for.

• Transforma�on, when a finer, or more sa�sfactory per-
sonal-global balance (a new way to think, feel, and act) is
sought for by means of assessment or review (reflec�on) of
the previous outlook.

Various authors (Fraser, Kennedy, Reid, & Mckinney, 2007;
Kennedy, 2014) call a�en�on to the fact that teachers’ learning
simultaneously ac�vates mul�ple and different facets in teachers,
that is:
• Personal: referred to the teacher’s beliefs, values and a�-

tudes along with interests and mo�va�ons to fulfil which
contribute enormously to the construc�on (and change) of
the professional iden�ty, as well as the teacher’s self-con-
fidence and his/her sense of self-efficacy;

• Social: referred to rela�onal skills between individuals and
groups in a context which facilitates the acceptance and as-
sump�on of risks. These contribute to the access to new
resources, obtaining personal support and they encourage
the reconstruc�on of the professional iden�ty, through the
media�on of the new beliefs, meanings and expecta�ons
which are shared;

• Occupa�onal: referred to the construc�on of connec�ons
between theory and prac�ce together with the intellec-
tual s�mula�on and professional relevance. The work-
place itself (school, classroom) is the most appropriate
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environment to s�mulate learning inasmuch as it facilitates
the awareness of one’s ac�ons and their consequences.

Addi�onally, the eclec�c character of professional learning can
be manifested in other ways. For instance, Eteläpelto et al. (2014)
consider that professionals and communi�es exert “agency” when
they influence, take decisions and adopt posi�ons regarding their
work and professional iden�ty (view of themselves and commit-
ment as actors with ideals, interests, beliefs, values and ethical and
professional standards). This recent construct, agency, would be a
necessary quality for the teachers to be able to renego�ate their
work iden�ty contextually and develop their professional prac�ce
con�nuously and perfec�vely; relevant learnings normally associ-
ated with a singular type of teaching interac�on, as is the case with
collabora�on (Durksen, Klassen, & Daniels, 2017).

Conclusions and Implica�ons
Firstly, it is necessary to research more deeply about which type of
genera�onal groupings the teachers’ are currently doing and
based on which a�ributes. In this sense, it is important to charac-
terize these groupings defining the respec�ve similari�es and
differences and clarifying the value assigned to those. Emphasizing
the concept of genera�on and characterizing it is relevant to be
able to comprehend the professionally significant genera�onal sin-
gulari�es which can be iden�fied within them.

Presumably, well-grounded knowledge on genera�onal a�rib-
utes and their diversity in schools will provide us with a solid
founda�on to tackle two important and complex challenges (Joshi,
Dencker, Franz, & Martocchio, 2010) which the educa�onal system
features, specifically:
• The loss of knowledge and skills in older genera�ons, who

usually possess a variety of resources which are difficult to
replace, at least in a limited amount of �me (Fibkins, 2012)
and which are deemed valuable, especially regarding ex-
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perience, when it comes to mentoring those who debut in
the profession, no ma�er how qualified they are;

• The need to enable the interac�on between genera�onally
diverse professionals and iden�fy ways in which to manage
and par�cipate in the intergenera�onal professional devel-
opment in the workplace requires focusing the a�en�on
on the genera�onal differences and singulari�es which are
professionally relevant. Besides, ageism is conceived as
a hindering element for this specific challenge.

However, despite represen�ng a clear challenge for the educa-
�onal organiza�ons, these have been scarcely studied so far
(Wa�s, 2014). For this reason, a�er that ini�al research, it is neces-
sary to delve into the effects which enhance or instead impair gen-
era�onal diversity, that is, their impact or influence on the
teacher’s professional learning and development. The wealth of
knowledge available suggests that there are relevant implica�ons
for social rela�onships and those of professional collabora�on
which should be taken into considera�on if we want to turn gener-
a�onal diversity into an opportunity to improve the educa�onal in-
s�tu�ons. The commonly accepted idea of making the workplace
a learning environment (Bille�, 2004) is in line with the idea of gen-
era�onal diversity as an instrument to construct more effec�ve op-
portuni�es for teachers’ training and pedagogical guidance, par�c-
ularly in the scope of the ini�a�on in the professional career and
collegiate professional development.

The specialized literature and the limited evidence on how to
tackle those challenges reveal the necessity of focusing on lines of
research which deepen into these aspects and provide empirical
evidence of their influence. Said evidence needs to be appropri-
ately expanded as well as contextualized with the purpose of mak-
ing it updated and endowing it with a greater consistency with re-
gard to its poli�cal and prac�cal implica�ons.

Apart from that, delving into these characteriza�ons (or other
possible ones), considering other aspects they interact with (the
nature of the learning processes, for instance) and highligh�ng the
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importance of these in mul�/intergenera�onal ini�a�ves would al-
low to develop environments and methods of collabora�on
between teachers which facilitate intergenera�onal professional
learning, crea�ng an opportunity for change and enhancement of
the teaching iden��es and competencies, as well as an increase of
the quality of the ac�on plans in teaching ins�tu�ons.
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mensions and the group processes involved in collabora�ve peer learning
before empirically exploring their associa�ons among a sample of university
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of independence was used to test the associa�on between the cultural dimen-
sion scores for students and their stated preferences for collabora�ve learning
prac�ces.

Findings: Amajor finding of this study is that learners from diverse cultural back-
grounds have differing modes of engaging in the eight separate collabora�ve
learning processes. The findings clearly reveal that students from cultures that
are hierarchical, collec�vist, less bound by rules, and tradi�onal are less likely to
have any prior familiarity with peer-learning methods. It seems rela�vely clear
that the power distance and collec�vism dimensions have the greatest impact
on shaping the preferences of students for collabora�ve peer-learning methods.

Value Added: Very few studies have looked at how the cultural backgrounds of
students can influence their use of, and preferences towards, collabora�ve peer-
learning methods. This study iden�fies key processes in collabora�ve learning
prac�ces, which are shaped by culture as communica�on, decision-making,
leadership, evalua�on, trust building, the expression of disagreement, schedul-
ing, and persuasion within a peer group.

Recommenda�ons: This study found that Hofstede’s framework might be too
constraining when understanding how culture shapes a student’s preferences
towards collabora�ve peer learning in the educa�onal context. It would be even
more frui�ul to develop an altogether endogenous framework that is more suit-
able for exploring the influence of culture on learning and educa�on. Such
a model should iden�fy the various dimensions of culture beyond those of na-
�onal iden�ty and consider how they jointly influence a�tudes towards
collabora�ve learning rather than considering them in isola�on. This model
should also take a more dynamic approach towards both culture and learning.

Key words: culture, collabora�ve learning, peer learning, higher educa�on,
Hofstede, group processes

JEL codes: I23, M16, M30, A22, A23

Introduc�on
There is no doubt that higher educa�on is increasingly interna�on-
alising alongside globalisa�on (Healey, 2008; Teichler, 2009), and
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the resul�ng student migra�on has increased the presence of in-
tercultural contacts among interna�onal students (Dunne, 2013).
On the other hand, collabora�ve peer-learning methods, which in-
volve various structures where students work in small groups, have
become increasingly common prac�ces in higher educa�on. How-
ever, previous research (Popov et al., 2012; Dennehy, 2015;
Cagiltay, Bichelmeyer, & Akilli, 2015) has provided conflic�ng evid-
ence about the influence of culture on shaping a student’s
preferences towards collabora�ve learning prac�ces.

Some studies suggest that intercultural contact can be poten-
�ally beneficial to students par�cipa�ng in collabora�ve peer
learning through enhanced academic and social adjustment
(Wang, 2012), intercultural development, and reciprocal tolerance
(Volet, 2004). Others, meanwhile, suggest that cultural diversity in
collabora�ve peer-learning groups fosters posi�ve learning out-
comes, such as a well-developed social awareness, divergent
perspec�ves, and problem-solving skills (Cantor, 2004).

There are also several challenges involved in arranging mul�-
cultural collabora�ve learning, and these can lead to nega�ve
learning outcomes (Dunne, 2013). These include prejudices and
stereotypical a�tudes towards culturally distant students, among
others. Unresolved cultural conflicts can have an adverse effect on
collabora�ve learning, because they arouse nega�ve emo�ons
and divert the peer group’s a�en�on away from achievable tasks
(Ayoko, Callan, & Härtel, 2008). Troubled interpersonal group dy-
namics, differences in the working and interac�onal styles of
group members, and dysfunc�onal communica�on can all result
in nega�ve emo�ons emerging in a collabora�ve learning group
(Barron 2003).

To ensure posi�ve learning outcomes for the students and the
host ins�tu�on, it is vital to understand the factors that shape the
preferences of mul�cultural students towards collabora�ve peer
learning. This study seeks to explore how the cultural backgrounds
of students influence their orienta�on towards collabora�ve peer-
learning arrangements. This study focusses on group dynamics and
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learning processes and how they are shaped by the par�cipants’
cultural backgrounds, because it is important to understand these
issues (Cohen, 1994; Cagiltay, Bichelmeyer, & Akilli, 2015; Rozkwit-
alska, Sułkowski, & Magala, 2017; Rozkwitalska et al., 2017).
Although some previous studies have already dealt with aspects of
group dynamics in a mul�cultural group (Popov, et al., 2012), very
few studies specifically deal with how cultural dimensions can in-
fluence the preferences of par�cipants with regards to
collabora�ve peer learning and the processes therein.

This study aims to contribute to this area by first iden�fying the
cultural dimensions that are likely to influence collabora�ve peer-
learning preferences and prac�ces. Exis�ng studies in this area fo-
cus excessively on business management issues (Zhou & Shi, 2011;
Rozkwitalska et al., 2017) and disregard the collabora�ve learning
perspec�ve in the context of higher educa�on. This study system-
a�cally iden�fies the various per�nent cultural dimensions and the
group processes involved in collabora�ve peer learning before em-
pirically exploring their associa�ons among a sample of university
students. A wide range of similar studies have tended to apply
Hofstede’s largely accepted 6D model of culture (Hofstede, Hofs-
tede, & Minkov, 2010) while trying to understand the rela�onship
between culture and group processes, albeit without sufficient
cri�cal reflec�on. This study also establishes how empirically valid
Hofstede’s 6D model is within the educa�onal context. Given the
widespread adop�on of Hofstede’s 6D model in contexts ranging
from management to educa�on, this issue also clearly warrants
further inves�ga�on.

Literature review
Key concepts
Collabora�ve peer learning is defined as “learning which occurs
through social interac�on between peers, directed towards the
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accomplishment of a common task” (Magin, 1982, p. 108), and this
defini�on has remained largely unchanged in the years since. For
example, Cronise (2016) considers it as an approach where the ex-
periences of individual learners are shared to collec�vely construct
solu�ons. Collabora�ve peer learning can therefore be considered
an interac�on between each student and his or her peers through
structured protocols to achieve a common goal by developing
a shared mental model and a system of accountability (Newell
& Bain, 2018).

Culture, meanwhile, is defined as “the collec�ve programming
of the mind that dis�nguishes the members of one category of
people from those of another” (Hofstede, Hofstede, & Minkov,
2010, p. 6). Although there are several other significant frameworks
for analysing the different dimensions of culture, this study uses
Hofstede’s 6Dmodel to understand collabora�ve peer learning pro-
cesses for several reasons. Indeed, Hofstede himself pointed out
the important implica�ons of his framework within the context of
teaching and learning (Hofstede, Hofstede, & Minkov, 2010), and it
is probably the most-applied model in compara�ve cross-cultural
research (Stahl, Maznevski, Voigt, & Jonsen, 2010). The six dimen-
sions in Hofstede’s model cover the dimensions used in other
comparable frameworks, such as Schwartz’s seven value types
(Schwartz, 1992), Hall’s classifica�on of culture (Hall, 1959), and the
GlOBE project (House, Javidan, Hanges, & Dorfmand, 2002). More
importantly, Hofstede’s model is used as the basis for iden�fying
several group processes in Erin Meyer’s ‘cultural map’ (Meyer,
2014), which is used in this study. What is more, a further aim of
this study is to evaluate the applicability of Hofstede’s 6D model
within the context of various collabora�ve learning processes.

Cross-cultural differences can be understood using the six differ-
ent dimensions within Hofstede’s 6D model. The ‘Individualism vs.
Collec�vism’ (IDV) dimension refers to the degree of interdepend-
ence that a society maintains among its members. The ‘Power
Distance Index’ (PDI) is defined as the degree to which power im-
balances and inequality are accepted as normal in a society.
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‘Masculinity’ (MAS) refers to the degree to which individuals in
a society prefer to be the best (masculine) or do what they like best
(feminine). The ‘Uncertainty Avoidance Index’ (UAI) relates to the
extent to which a society feels uncomfortable with unpredictable
situa�ons and thus tries to avoid such situa�ons. ‘Time orienta�on’
(LTO) is the degree to which a culture maintains its link with the
past when dealing with the present and the future. The final di-
mension, ‘Indulgence vs. Restraint’ (IVR), deals with whether
a society places importance on curbing desire to achieve long-term
gains (restraint) or regards immediate gra�fica�on as a cultural
norm (indulgence) (Hofstede, Hofstede, & Minkov, 2010).

Despite the success and applicability of Hofstede’s 6D model,
there are also ample cri�ques available. The most obvious one is
the assump�on that human values are explained solely by the na-
�onal culture (Chiang, 2005) or that all members of a culture
exhibit the same cultural values (Williamson, 2002). Even if we al-
low for the existence and importance of na�onal culture, the
model does not adequately demonstrate that na�onal culture de-
termines individual ac�ons. The impact on individual behaviour is
dependent upon several other contextual factors and situa�onal
variability (McSweeney, 2002). The most dominant cri�que of the
model further suggests that the model conflates country and cul-
tural effects, provides indica�on of existence but not the
magnitude of cultural effects and ul�mately, is not comprehensive
in its inclusion of cultural values (Kirkman, Lowe, & Gibson, 2006;
Beugelsdijk, Kostova, & Roth, 2017). Moreover, from amore cri�cal
perspec�ve, it has been claimed that this model – instead of being
representa�ve of societal cultures – privileges the western mascu-
line managerial viewpoint (Ailon, 2008). Despite these well-known
flaws of Hofstede’s 6D model, several empirical studies, including
this, use the model as it provides quan�ta�ve and approximate
measures of rich cultural variety (Williamson, 2002).
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Cultural influences on collabora�ve
learning preferences
If learning occurs through social interac�on, it must also depend
on the cultural context in which it occurs (La�uca, 2016;
Maniku�y, Anuradha, & Hansen, 2007). Although peer collabora-
�on is becoming increasingly common in higher educa�on, it may
not be equally preferred across various cultures. For example, col-
labora�ve peer learning is a diffused form of learning with minimal
hierarchical imposi�on from the instructor, so it may not be com-
monly found in hierarchical cultures where there is a greater
power distance between the teacher and students (Maniku�y,
Anuradha, & Hansen, 2007). On the other hand, in collec�vist cul-
tures, didac�c methods with a focus on coopera�ve learning are
more common (Kennedy, 2002; Ngwainmbi, 2004).

Previous research (Stahl, Maznevski, Voigt, & Jonsen, 2010) has
broadly dealt with the impact of heterogeneous group members
on group dynamics, but few studies have dealt specifically with the
aspects of group dynamics in a mul�cultural group (Popov, Brink-
man, Biemans, Mulder, & Kuznetsov, 2012). Based on these
studies, important collabora�ve group learning processes, which
are influenced by culture, can be separated into eight dis�nct pro-
cesses within a group: communica�ng, evalua�ng, leading,
persuading, deciding, trus�ng, disagreeing, and scheduling
(Meyer, 2014). According to Meyer (2014), these eight processes
can comprehensively describe the cultural orienta�ons of individu-
als towards group processes (Meyer, 2014). Thus far, however,
group processes have been largely studied within the context of
global business. In contrast, this study shows how Hofstede’s cul-
tural dimensions affect the orienta�on of par�cipants towards
these processes within the context of collabora�ve peer learning.

The literature suggests that in low-context cultures (Hall, 1959),
people are trained to communicate literally and explicitly (Meyer,
2014), while in the high-context cultures, communica�on is subtler
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and relies upon subconscious assump�ons of common reference
points and shared knowledge (Hall, 1959). This suggests that stu-
dents from low-context cultures may prefer very explicit, wri�en,
and codified forms of communica�on modes when compared to
students from high-context cultures.

Individualis�c cultures, meanwhile, are more direct, and they
emphasize task-related informa�on in their communica�on
(House, Javidan, Hanges, & Dorfmand, 2002). Task-focused indi-
vidualis�c people also tend to prefer the explicit documenta�on of
group processes and outcomes, so they want precise objec�ves,
structured learning, detailed assignments, strict �metables, and an
unambiguous assessment (Hofstede, Hofstede, & Minkov, 2010).
In collec�vist cultures, meanwhile, the focus on preserving group
harmony suggests that individuals from these cultures are less
prone to strongly communica�ng their individual viewpoints.

It has also been suggested that individualists engage in peer col-
labora�on largely for calcula�ve reasons, and they seek an
equitable division of tasks, assessments, and learning outcomes
(Hofstede, Hofstede, & Minkov, 2010). In collabora�ve peer
groups, individualists may also not contribute fully, or they may
even ac�vely undermine group progress, which is a phenomenon
known as ‘social loafing’ (Latane, Williams, & Harkins, 1979), when
there is no appropriate system for individual reward. In collec�vist
cultures, in contrast, the outcome is considered a collec�ve effort.

One of the fundamental tenets of collabora�ve peer learning is
consensual decision-making (Cronise, 2016). It is common in some
cultures for authorita�ve figures to make decisions unilaterally
(Meyer, 2014). In an educa�onal context, this means that instruct-
ors are expected to exert greater influence (Smith & Dugan, 1998).
In more egalitarian cultures that prefer consensual decision-mak-
ing, students are more inclined to resolve group issues among
themselves.

The approaches to building trust and relationships also dif-
fer across cultures. In collaborative learning groups,
relationship-building approaches among peers can either be
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task- or rela�onship-focused (Meyer, 2014). Individuals from hier-
archical cultures are more likely to be task-oriented than
rela�onship-oriented (Hofstede, Hofstede, & Minkov, 2010) be-
cause they are more concerned with establishing structures than
seeking the opinions of subordinates (Bochner & Hesketh, 1994).
In contrast, collec�vist individuals value stable rela�onships, so
they consequently invest more �me and effort in developing them.
Moreover, in cultures with a long-term mindset, the selec�on of
peers in collabora�ve groups is mo�vated by a desire to develop
long-las�ng rela�onships that will help achieve professional ambi-
�ons (Maniku�y, Anuradha, & Hansen, 2007).

Cultural background can also influence individual tendencies to
confront others and display disagreements emo�onally (Meyer,
2014). Indeed, in the cogni�vist view of knowledge, learning oc-
curs through conflict (La�uca, 2016). How these disagreements
are expressed, however, varies between cultures. In individualis�c
cultures, disagreements are expressed directly, and this is viewed
as being produc�ve and having no direct consequences for per-
sonal rela�onships. In contrast, due to the emphasis on group
harmony in collec�vist cultures, highly collec�vist individuals
prefer to avoid direct confronta�on and adopt media�on ap-
proaches instead (Stahl, Maznevski, Voigt, & Jonsen, 2010).

Different cultures can also have different senses of �me (Hall,
1959). For example, those with a monochronic percep�on of �me
perform tasks sequen�ally and without interrup�on, so s�cking to
rou�nes and comple�ng tasks on �me are important scheduling
principles. In contrast, in cultures with a polychromic percep�on of
�me, tasks are performed in a fluid manner, with many ac�vi�es
being undertaken at once (Meyer, 2014). Hence, there are vari-
a�ons in how the strictness of schedules may be perceived by peer
group members with different cultural backgrounds.

Addi�onally, Nisbe�, Choi, Peng, and Norenzayan (2001) sug-
gest that there is a rela�onship between cultural background and
cogni�on. Based on ‘linguis�c determinism’, they separate ‘West-
ern’ and ‘Eastern’ ways of processing knowledge and informa�on.
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The ‘Western’ way consists of categorising objects and applying
formal reasoning processes, whereas the ‘Eastern’ way thinks
more in terms of informal rela�onships. In collec�vis�c, high-con-
text socie�es, knowledge is intui�vely decoded from a holis�c
context using mul�ple sources (Von Queis, 2005). The ‘Eastern’
method of cogni�on is therefore largely a consequence of col-
lec�vism (Maniku�y, Anuradha, & Hansen, 2007). In summary,
‘Western’ individuals tend to favour analy�c cogni�on, while
people from ‘Eastern’ cultures tend to engage in holis�c cogni�on.
As a result, the culture can directly influence which argument is
considered more persuasive. In some cultures, deduc�ve reason-
ing is priori�zed, so principles will be discussed before applica�on.
In other cultures, induc�ve reasoning is priori�zed, and so applica-
�on will be discussed before principles (Meyer, 2014).

Method
A range of possible preferences towards collabora�ve peer-learn-
ing prac�ces were discussed in the previous sec�on based on
students’ cultural dimensions. These preferences were incorpor-
ated into a survey as statements. The iden�fied processes related
to communica�ng, evalua�ng, leading, persuading, deciding,
trus�ng, disagreeing, and scheduling within a collabora�ve group
(Meyer, 2014). Altogether, twenty statements encompassed various
cultural dimensions that could possibly influence students’ prefer-
ences towards collabora�ve peer learning prac�ces. These
statements are summarized in table 1.

All the statements were Likert scale items with three choices:
‘disagree’, ‘neither agree nor disagree’, and ‘agree’. In addi�on to
these, the survey also solicited demographic informa�on about
the respondents, including their familiarity with collabora�ve
learning prac�ces. The ques�onnaire was set up using the Webro-
pol system (Taimitarha, 2011), and a public link was sent to
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students a�ending various universi�es in Finland. There are cur-
rently 25 universi�es of applied sciences in Finland. The data were
collected from students during the winter of 2020 and the early
spring of 2021. Some 147 respondents completed the survey.
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Table 1. Preference statements included in the survey

Source: author’s own elabora�on.

Use and experience of
collaborative peer
learning

I prefer to collaborate with peers rather than work
alone (pref_group)
Peer learning is not common in my culture
(pref_notcommon)
I have to depend upon others too much to complete
group tasks (pref_toodependence)

Communicating It is important to write down agreements to prevent
future misunderstanding (com_recap)
I only speak when I am invited to speak
(com_speakinvited)

Evaluating There is more free-riding in a multicultural group
(pref_freeriding)
I prefer to be told bluntly if I have done poor work
(evaluate_blunt)
I feel uncomfortable when I am praised in front of
others (evalatte_singledout)

Deciding & Leading Problems should be resolved among peers without
involving the instructor (decide_resolvewithin)
A single person should make decisions for the group
(decide_leader)

Trusting I invite people to collaborate only if they can do
their job well (trust_taskjob)
I do not trust anyone until I know them personally
(trust_spendtime)
I help other peers even if it is not related to the
tasks (trust_giveassistance)
I am suspicious of people from unfamiliar cultures
(trust_suscpiciousculture)

Disagreeing Challenging opinions of peers ruin personal
relationships (disagree_challengeengender)
I am visibly emotional when I disagree with
someone (disagree_emotional)
When somebody disagrees with me, I take it
personally (disagree_personally)

Scheduling Schedules should not change often (schedule_fixed)
I usually complete my work just before the deadline
(schedule_justbeforedeadline)

Persuading I need to see the big picture before I understand my
task roles (cognition_bigpicture)
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The na�onali�es of the students were used to assign scores to
them based on various cultural dimensions using the ‘Hofstede In-
sights’ database(Hofstede Insights, 2020) . This database provides an
extensive list of scores, ranged 1 to 100, over six different cultural di-
mensions for many different countries. Higher scores represent
stronger characteris�cs. For this research, thesenumerical scoreswere
converted to categorical scores by using the median as a cut-off point
for each dimension. These categorical scores, namely ‘low’ or ‘high’,
were then assigned to respondents according to their na�onali�es.

Subsequently, the chi-squared test of independence was used to
test the associa�on between the cultural dimension scores for stu-
dents and their stated preferences for collabora�ve learning
prac�ces (table 1). This sta�s�cal method was appropriate for use
because the variables are ordinal and non-normally distributed
(Huberty & Morris, 1989). Further associa�on tests were also conduc-
ted for the various other demographic characteris�cs of the
students and their preferences regarding collabora�ve learning
prac�ces. The IBM SPSS Sta�s�cs version 24.0 so�ware forWindows
was used to analyse the data.

Results
There were 147 (N = 147) respondents from different countries, with
Finland, Russia, China, India, and Nepal being most represented. The
number of respondents were split roughly equally in terms of gender
(49.7% male and 50.3% female). Most respondents (57.1%) were
between 21 and 25 years of age, with 42.9% of the respondents being
in their second year of study and 30.6% being in their first year.

Some41.89%of the student sample came fromegalitarian cultures,
compared to 58.11% from hierarchical cultures. Students who were
iden�fied as collec�vist comprised 56.67% of the sample, with 43.24%
coming frommore individualis�c countries. Those students considered
as coming from feminine cultures made up 78.38% of the sample,
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while 21.62% of the sample were deemed as origina�ng frommascu-
line cultures. Students from cultures with a long-term orienta�on
cons�tuted 58.10% of the sample, compared to 41.90% from cultures
with a short-termorienta�on. Finally, 62.20%of the respondents came
from cultures leaningmore towards instant gra�fica�on, while 37.80%
of the students came frommore restrained cultures. The general char-
acteris�cs of the respondents are summarised inmoredetail in table 2.

Table 2. The characteris�cs of the sample

Note: The scores for PDI, IDV, MAS, UAI, LTO and IVR were obtained from Hof-
stede Insights .
Source: author’s own elabora�on.

Respondents
Demographics N %
Gender Male 73.00 49.66

Female 74.00 50.34
Age < 20 21.00 14.29

21–25 84.00 57.14
26–30 23.00 15.65
31–40 15.00 10.20
41–50 4.00 2.72
> 51 0.00 0.00

University year 1 45.00 30.61
2 63.00 42.86

3 26.00 17.69
> 3 13.00 8.84

Power Distance Index (PDI) Low 62.00 41.89
High 86.00 58.11

Individualism versus Collectivism (IDV) Low 84.00 56.76
High 64.00 43.24

Masculinity versus Femininity (MAS) Low 116.0
0

78.38

High 32.00 21.62
Uncertainty Avoidance Index (UAI) Low 66.00 44.59

High 82.00 55.41
Long term orientation (LTO) Low 62.00 41.90

High 86.00 58.10
Indulgence versus restraint (IVR) Low 56.00 37.80

High 92.00 62.20



The Influence of Culture on Collabora�ve Learning Prac�ces in Higher Educa�on

95

The chi-squared test of independence was used to determine
the strength and direc�on of any associa�ons between the re-
spondents’ scores for the six cultural dimensions and their
statements about collabora�ve learning processes (see table 1).
The results of this are provided in table 3.
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Table 3. Associa�ons between cultural scores and collabora�ve learning
preferences

Note: PDI1 = Low PDI, PDI2 = High PDI (Other scales similarly expressed for IDV,
MAS, UAI, LTO, IVR)
**p < 0.01, * p < 0.05, two tailed. (Only **p < 0.01 in the table)
Source: author’s own elabora�on.

Cross tabulation of
selected variables

Cultural
dimension
(N = 147)

Disagree Neutral Agree Chi-squared test of
independence

PDI *
pref_notcommon

PDI1 74.2% 16.1% 9.7% 2(2) = 40.83**
p = .00PDI2 25.9% 15.3% 58.8%

PDI * pref_freeriding PDI1 46.8% 32.3% 21.0% 2 (2) = 12.86**
p = .00PDI2 20.0% 40.0% 40.0%

PDI * com_recap PDI1 21.0% 21.0% 58.1% 2 (2) = 11.29**
p = .00PDI2 4.7% 15.3% 80.0%

PDI *
trust_suspiciouscultu
re

PDI1 77.4% 14.5% 8.1% 2 (2) =11.84** p=.00

PDI2 50.6% 23.5% 25.9%

IDV *
pref_notcommon

IDV1 26.2% 14.3% 59.5% 2 (2) = 40.92**
p = .00IDV2 73.0% 17.5% 9.5%

IDV * pref_freeriding IDV1 20.2% 39.3% 40.5% 2 (2) = 12.43**
p = .00IDV2 46.0% 33.3% 20.6%

IDV * com_recap IDV1 4.8% 14.3% 81.0% 2 (2) = 12.01**
p = .00IDV2 20.6% 22.2% 57.1%

IDV *
trust_suspiciouscultu
re

IDV1 51.2% 22.6% 26.2% 2 (2) = 10.99**
p = .00IDV2 76.2% 15.9% 7.9%

MAS *
trust_suspiciouscultu
re

MAS1 66.4% 13.8% 19.8% 2 (2) = 12.24**
p = .00MAS2 45.2% 41.9% 12.9%

UAI *
pref_notcommon

UAI1 27.3% 19.7% 53.0% 2 (2) = 17.60**
p = .00UAI2 61.7% 12.3% 25.9%

UAI * pref_freeriding UAI1 18.2% 39.4% 42.4% 2 (2) = 10.90**
p = .00UAI2 42.0% 34.6% 23.5%

LTO *
pref_notcommon

LTO1 75.8% 14.5% 9.7% 2 (2) =43.06** p=.00

LTO2 24.7% 16.5% 58.8%

LTO * pref_freeriding LTO1 48.4% 32.3% 19.4% 2 (2) = 15.94**
p = .00LTO2 18.8% 40.0% 41.2%

LTO *
disagree_emotional

LTO1 12.9% 54.8% 32.3% 2 (2) = 12.77**
p = .00LTO2 20.0% 25.9% 54.1%

Gender *
trust_spendtime

1 31.5% 16.4% 52.1% 2 (2) = 13.28**
p = .002 50.0% 27.0% 23.0%
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The results presented in table 3 only include the highly signific-
ant associa�ons. They reveal that students from power-distanced
and collec�vist cultures both exhibit similar preferences towards
collabora�ve learning methods. Such students have less prior ex-
perience with collabora�ve peer-learning methods, and they also
prefer to not work in mul�cultural teams, with them suspec�ng
that more free-riding occurs in such teams. They also tend to be
suspicious of cultures other than their own and require �me to de-
velop trust in others, and they prefer that agreements be
formalised whenever they are made among peers.

Some other cultural dimensions also exert significant influences
on the students’ preferences for collabora�ve learning prac�ces.
For example, students from feminine cultures are less suspicious of
individuals from other cultures, so they need less �me to develop
trus�ng rela�onships with them. Students from both conserva�ve
cultures and those with a high degree of uncertainty avoidance
tend to be less familiar with collabora�ve learning methods. They
also prefer to work alone instead of collabora�ng with peers, with
them fearing free-riding prac�ces within a mul�cultural collabor-
a�ve group. What is more, students from more conserva�ve
cultures express strong emo�ons when disagreeing with their
peers. In terms of demographic characteris�cs, only the gender of
the respondents had any impact on shaping their preferences for
collabora�ve peer-learning prac�ces, with the results sugges�ng
that males need more �me than females to develop trus�ng rela-
�onships with their peers.

Discussion
The results clearly reveal that students from cultures that are hier-
archical, collec�vist, less bound by rules, and tradi�onal are less
likely to have any prior familiarity with peer-learning methods.
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These four cultural dimensions are characteris�c of most South
Asian countries – such as India, China, Nepal, and Bangladesh –
which were strongly represented in the sample. This clearly indic-
ates that students from this region may not have sufficient
previous experience of working in collabora�ve peer groups. They
may therefore require an addi�onal orienta�on when beginning
studies in a very different culture, as is the case with most ‘West-
ern’ na�ons. This result is significant, because in theory, highly
collec�vist cultures should be familiar with collabora�ve learning.
However, the results suggest that educa�onal systems in South
Asian countries tend to use it less frequently. This may be because
there can be disjuncture between the culture and the educa�on
system in a society (Signorini, Wiesemes, & Murphy, 2009). Never-
theless, given that these cultures represent the largest and fastest
growing source of educa�on consumers, while collabora�ve learn-
ing methods are designed elsewhere, this seems to be important
issue to consider (Edmundson, 2007).

It seems rela�vely clear that the power distance and collec�v-
ism dimensions have the greatest impact on shaping the
preferences of students for collabora�ve peer-learning methods. It
may, however, be a misguided endeavour to consider the influence
of individual cultural dimensions on shaping students’ preferences
towards collabora�ve learning. For example, when we consider
South Asian students, their high degree of collec�vism suggests
that they should be inclined towards collabora�ve approaches for
learning, but their high degree of power distance suggests the op-
posite. In a culture with a strong power distance dimension,
teachers assume an authorita�ve role in educa�on at the expense
of collabora�ve learning. Hence, the interac�on between the di-
mensions of individualism vs. collec�vism (IDV) and power
distance index (PDI) warrants further inves�ga�on. More broadly,
however, this strongly suggests that we should consider the com-
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bined influence of the different cultural dimensions on a�tudes
towards peer-learning processes rather than trying to isolate
them individually.

Whereas most of the theore�cal expecta�ons derived from
Hofstede’s 6D model were confirmed in this study, some findings
were contradictory. For instance, it suggests that students from
collec�vist cultures should be more familiar with peer-learning
methods, but the results indicate otherwise. Hofstede’s model also
suggests that individuals from collec�vist cultures tend to priori�ze
group goals over individual gains, yet the results of this study sug-
gest that students from collec�vist cultures o�en prefer to
collaborate less with peers, with them suspec�ng unequal indi-
vidual gains in learning outcomes and evalua�ons. In addi�on, and
contrary to expecta�ons, those who scored lower according to the
uncertainty avoidance index (UAI) preferred to have fixed sched-
ules. Some of these contradictory findings suggest that individual
scores for cultural dimensions based on na�onali�es are not as
sta�c as Hofstede’s 6D model implies. This further indicates that
certain aspects of collabora�ve learning are adopted within the
new environment, even though they may not be compa�ble with
the preferences of the students’ original culture.

Conclusions
This study was undertaken to comprehend how cultural dimen-
sions influence the preferences of students for collabora�ve peer
learning. A major contribu�on of this study was showing how Hofs-
tede’s cultural dimensions affect the orienta�on of par�cipants
towards various group processes in the context of collabora�ve
peer learning. A major finding of this study is that learners from
diverse cultural backgrounds have differing modes of engaging in
the eight separate collabora�ve learning processes. It is therefore
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vital to consider the cultural aspects of learners and support indi-
vidual learners in enabling them to interact efficiently and achieve
their goals in collabora�ve learning. This is even more important
when there is a high degree of intercultural contact. Culture
ma�ers in collabora�ve peer-learning arrangements, although not
necessarily in the same way as suggested by previous research,
most notably Hofstede’s model.

The findings of this study also have several managerial implica-
�ons. Given that several European higher school ins�tu�ons have
gradually expanded interna�onal programs targeted to mul�cul-
tural students, it is essen�al to design them in such way that they
are compa�ble or tailored towards the cultural orienta�ons of for-
eign students. This study also reveals that a par�cular group of
students with a certain kind of cultural orienta�on have less famili-
arity and preferences towards collabora�ve learning methods.
Given the ubiquity of collabora�ve learning as a pedagogy tool in
several higher educa�on ins�tu�ons, incoming students with such
preferences or level of familiarity may need addi�onal training or
orienta�on regarding collabora�ve learning methods. When form-
ing groups to complete course tasks, administrators and
instructors need to be aware of the possible conflicts emana�ng
from differences in cultural orienta�on, preferences, and familiar-
ity with collabora�ve learning methods. Instructors most definitely
need to consider tailoring evalua�ng schemes to assess individual
performances in a collabora�ve learning team. Higher educa�on
marketers also should think about marke�ng their programs in
a culturally compa�ble methods with associated marke�ng mater-
ials, adver�sements, and communica�on channels.

This study has several limita�ons, however. Firstly, the sample of
respondents comprised only foreign students who were studying
at Finnish universi�es of applied sciences, so the findings may not
be generalizable to other contexts. The sample also over-repres-
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ents South Asian students, although this may reflect a general
global trend where South Asian students are increasingly becom-
ing the primary consumers of global educa�on services
(Edmundson, 2007; Van Bouwel & Veugelers, 2013; OECD, 2021).
Despite the availability of several alterna�ve frameworks for un-
derstanding cultural dimensions, this study focused on Hofstede’s
6D model, so any shortcomings of Hofstede’s model also apply to
this study. Indeed, this is one of the more crucial findings of this
study. However, as discussed earlier, Hofstede’s 6D model also cov-
ers the dimensions iden�fied in the other common alterna�ve
frameworks. Finally, although this study highlights many cultural
preferences regarding collabora�ve learning prac�ces, it does not
discuss how to evaluate the effec�veness of collabora�ve learning,
so future research should inves�gate this issue.

Previous research has already cast some doubt on the empirical
validity of Hofstede’s cultural dimensions in the educa�onal con-
text . Likewise, many of this study’s findings also contradict the
theore�cal expecta�ons, further suppor�ng this doubt. What is
more, the applica�on of Hofstede’s framework within the educa-
�onal context has been accused of oversimplifying cultural
differences, using inconsistent categories, and viewing culture as a
sta�c construct . It is strongly debatable as to whether na�onality
can, or should be, used as a proxy for individual scores for cultural
dimensions. This study also supports the no�on that Hofstede’s 6D
model oversimplifies a culture by reducing it to standalone factors
rather than considering their combined simultaneous effects. Fur-
thermore, the model also conceptualizes culture in a rather sta�c
way because it disregards the fact that several aspects of culture
can be adapted to a new learning environment.

However, previous researchers have stopped short of sug-
ges�ng steps towards building a new framework for cultural
dimensions, one that is more a�uned with learning and educa�on.
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Future research should therefore consider building a more appro-
priate framework for understanding the dimensions related to
cross-cultural learning. It would be even more frui�ul to develop
an altogether endogenous framework that is more suitable for ex-
ploring the influence of culture on learning and educa�on. Such
a model should iden�fy the various dimensions of culture beyond
those of na�onal iden�ty and consider how they jointly influence
a�tudes towards collabora�ve learning rather than considering
them in isola�on. This model should also take a more dynamic ap-
proach by accep�ng that many cultural aspects of collabora�ve
learning can be learned within a new learning environment.
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ABSTRACT
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(VLEs) in school amongst disadvantaged 9 to 11-year-olds: specifically, do
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Methodology: Par�cipants explored virtual experiences on countries
around the world, with the number of facts learnt before and a�er recor-
ded. Ques�onnaires were also completed to record views of virtual ex-
periences.

Findings: Findings suggest virtual experiences were successful in teach-
ing par�cipants new informa�on, and increased their independence and
mo�va�on to engage with learning, and thus could be successful in in-
creasing cultural capital. Significance difference tes�ng revealed that dis-
advantaged pupils recorded fewer facts than non-disadvantaged pupils,
and therefore virtual experiences were not sufficient to close this disad-
vantage gap.

Value Added: The value of virtual experiences being woven into cur-
riculums is discussed as a pla�orm for teaching cultural knowledge.
Recommenda�ons: Virtual learning experiences should be considered
a core resource for teachers when planning and should be embedded
into the curriculum to enhance learning experiences for disadvantaged
pupils. Further research should con�nue to explore the use of VLEs in
Primary schools, and the impact of VLEs on cultural capital.

Keywords: cultural capital, educa�on, virtual experiences, disadvantage,
inequality

JEL codes: I24

Introduc�on
Within England, educa�onal disadvantage is of high prevalence, such
that disadvantaged children (defined as pupil premium pupils who re-
ceive free school meals from the Government due to a low household
family income (Gov, 2020)) are significantly behind their more affluent
peers. It is believed that pupil premium pupils are academically 18
months behind their peers when they take their GCSEs (exams taken at
16 years old, results of which are likely to influence future prospects).
Furthermore, with less than half of disadvantaged pupils mee�ng their
age-related expecta�ons by the �me they are 11 years old, they are also
three-�mes more likely to be excluded from school (Teach First, 2020).
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Teach First, a charity which aims to train teachers and leaders to chal-
lenge this disadvantage, places teachers in England’s most deprived
areas to work to address this disadvantage gap: I am a Teach First ambas-
sador, comple�ng my teaching training through the charity and working
in two of England’s most deprived coastal areas.

Middle leaders, those who work under senior leadership and support
in the delivery of whole school visions, in English primary schools
(schools educa�ng pupils between 4 and 11 years old) have been recog-
nised as being one of the most influen�al individuals in making a differ-
ence in schools (Hammersley-Fletcher & Strain, 2011), working as the
middle communicator between the senior leadership (headship team),
and the teaching and support staff. Within 2020, I was a middle leader of
upper key stage two (9 to 11-year-olds), leading the teaching team of six
classes and wri�ng a thesis on Educa�onal Leadership (Gillard, 2020),
when schools closed due to the COVID-19 global pandemic. This thesis
took full advantage of opportuni�es opened by the closures, which
forced pupils to engage with remote learning and ensured that pupils
had to engage in their educa�on online. During the online learning,
I presented pupils with virtual experiences – experiences they are un-
likely to otherwise encounter (exploring other countries virtually, for ex-
ample) – in the space of their own homes. Since the �me of wri�ng, I re-
main working in a heavily disadvantaged coastal school, now as a mem-
ber of the senior leadership team. This ar�cle therefore focuses on what
can be learnt from such a period, discussing the extent to which educat-
ors and disadvantaged pupils would benefit from including virtual exper-
iences in their curriculums, specifically as a pla�orm for increasing cul-
tural knowledge, mo�va�on and independence in learning, alongside
the benefit of transforma�ve leadership in reducing the disadvantage
gap for pupils.

Cri�cal Literature Review
The following literature review summarises academic research
across both leadership in schools and cultural capital, deriving an
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ini�a�ve for change that u�lises technologies and virtual experi-
ences to posi�vely impact disadvantaged pupils.

Leadership in schools
Transforma�ve leadership (Shields, 2010) is a leadership style specifically
proposed for educa�onal se�ngs that is reflec�ve of the wider social
and moral environments within a school’s educa�on system. It is re-
flec�ve of educa�on being not only academic success, but also the ability
to par�cipate in society (Shields, 2009), and therefore school leadership
should account for the social, cultural and academic needs of the pupils.
Transforma�ve leaders find themselves facing a challenge in the tension
and inequality amongst pupils in their care, and should work to release
every child’s poten�al, recognising the benefit on society that each pupil
could have. Case studies of schools that had adopted a transforma�ve
leadership structure, culture and pedagogy found that the experience of
school life increased for pupils, alongside their test scores.

Transforma�ve leadership theory is therefore, given the educa�onal
disadvantage in England, one that clearly recognises the challenge that
leaders in areas of educa�onal disadvantage face, and given the personal
context at the �me of this research project and at present, is also the
leadership style I resonate most closely with. If school leaders cannot
show passion and outrage at the predisposed life chances of those who
come from a low-income family, how can schools ever address the disad-
vantage gap that is evident in everything from the contents of a pupil’s
pack lunches to their academic success?

It is not a theory without its limita�ons, however. The theory is s�ll
clearly in its youth when compared to the more tradi�onal transforma-
�onal leadership (Robbins & Coulter, 2007) and transac�onal leadership
(Odumeru & Ogbonna, 2013) approaches, both of which are discussed at
length in my previous thesis (Gillard, 2020), and have been recognised as
being effec�ve within the educa�onal literature (e.g. Bogler, 2001). How-
ever, in a chapter that is wri�en to analyse strategies at reducing such
a gap, a transforma�ve leadership approach is considered the most ap-
propriate for schools which have an inbuilt understanding of such
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disadvantage, and with leaders who are willing to challenge the predis-
posed outcomes.

Cultural Capital
What is it?

‘Cultural capital’ was first used to define how power in society was trans-
ferred and social class was maintained (Cultural Learning Alliance, 2019),
with different sources of cultural capital iden�fied over �me. Bourdieu
(1984) defined objec�ve, embodied and ins�tu�onalised forms of cul-
tural capital. Objec�ve refers to what your own or have witnessed: cul-
tural goods, exposure to literature and works of art. Embodied cultural
capital is your development of language, your mannerisms and the qual-
ity of your preferences and hobbies, whilst ins�tu�onalised cultural cap-
ital refers to your qualifica�ons and educa�on creden�als. These forms
of cultural capital have con�nued to evolve over �me, with technical cul-
tural capital also of relevance to a 21st century society, referring to mar-
ketable skills such as your use of computers (Benne� et al., 2009).
Ofsted, the inspec�on service for the quality of educa�on provided in
schools (h�ps://www.gov.uk/government/organisa�ons/ofsted/about),
released its most recent school inspec�on framework (guidance as to
what schools should be providing for their pupils) and for the first �me,
it referenced the importance of providing children with cultural capital:
an ambi�ous curriculum should be constructed such that it is “designed
to give all learners, par�cularly those most disadvantaged… the know-
ledge and cultural capital they need to succeed in life,” (Ofsted, 2019,
p. 9). They do not provide a clear defini�on with regard to what its ex-
pecta�ons are for this provision, however I would argue that the needs
of the pupils in every school are dis�nctly different and therefore it is in-
ten�onal to give educators the power to implement the teaching of cul-
tural capital that is most beneficial to its own pupils. The needs of cul-
tural knowledge are likely to significantly vary between pupils a�ending
an interna�onal school, to those with high propor�ons of free school
meals pupils, for example. The following defini�on of a pupil with cultural
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capital, is outlined in an ar�cle by the Cultural Learning Alliance (2019),
and is therefore the defini�on that will be used going forwards in this re-
search project:

Someone with good cultural capital is an individual who is
knowledgeable about a wide range of culture and is comfortable
discussing its value and merits. It is someone who through being
given a vast array of experience and access to skill development,
will be able to independently deploy knowledge in a range of given
situa�ons.

From this defini�on, it is important to extract key skills that are
needed for an individual to achieve a ‘good’ cultural capital. This
defini�on highlights the importance of knowledge, and how an in-
dividual must have access to a range of informa�on about a wide
range of culture to independently discuss it across contexts. In or-
der to gain and retain such knowledge, an individual must also be
mo�vated to learn in the first place. The links between mo�va�on,
the learning of knowledge and the value of independence are evid-
ent across the academic literature, with a higher mo�va�on res-
ul�ng in a higher engagement with learning (Singh, Granville,
& Dika, 2002), and independence being key for deep learning to
occur (Kyndt, Raes, Dochy, & Janssens, 2013). Therefore, the role
of virtual experiences on independence, mo�va�on and know-
ledge will be fundamental in measuring such a mul�-faceted
concept of cultural capital.

Its Impact

Bourdieu (1984) concluded that the greater cultural capital you
have, the more powerful you are within society. Further educa-
�onal research has iden�fied the role of parental support and its
impact on cultural capital. Specifically, middle and upper-class par-
ents are more likely to invest in their child’s educa�on, both dir-
ectly and indirectly (Montacute & Cullinane, 2018). They are both
more likely to invest in extracurricular ac�vi�es and school trips,
whilst also having and providing the knowledge and networks to
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support their children to make informed decisions in school applic-
a�ons, university and career op�ons, to take ac�ons to maximise
acceptance chances and have the confidence and ability to sup-
port home learning. The Class Ceiling Project (Laurison, Miles,
& Friedman, 2015) has revealed that professionals from affluent
backgrounds earn, on average, £6,800 more than colleagues in the
same role with working class backgrounds. In other words, even
those disadvantaged pupils who are successful at bea�ng their
predicted trajectories and gain professional roles, remain at an
economic disadvantage rela�ve to their more affluent peers.

Furthermore, Hirsch, Kelt and Trefill (1988) defined cultural lit-
eracy as reading comprehension requiring both decoding and
a wide background knowledge – an idea that has con�nued to be
developed with schema theory. In other words, the more you
know, the greater working memory available to process a text and
new informa�on (Carrell & Eisterhold, 1983). Those deprived of
cultural capital have less of such knowledge to pass onto their off-
spring and hence, the issue is circular (Cultural Learning Alliance,
2019). Those more privileged children turn their objec�ve and em-
bodied cultural capital to ins�tu�onalised: acquiring creden�als
and educa�on and thus, are more likely to obtain advantaged ca-
reers in our society. Therefore, it is key, as educators and trans-
forma�ve school leaders we are teaching children to have the
knowledge and experiences that enable them to classify as having
a high cultural capital and can func�on as well-informed individu-
als when they leave school (Riches, 2020).

Cultural capital in virtual learning

The use of virtual learning to support educa�on has been limited,
both developing in line with 21st Century technologies and with the
evolving demands of the Bri�sh curriculum. Virtual learning envir-
onments (VLES) have been the most frequently used virtual
pla�orms, defined as learner-centred pla�orms facilita�ng the
offering of ac�ve learning opportuni�es, including specific tutor
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guidance and group work by the tutor and learners (S�les, 2000).
It is predominantly used across Western cultures as a pla�orm for
school management (administra�ve tasks, such as the register
or grading).

Virtual experiences have been scarcely examined in the educa-
�on literature previously. Virtual worlds have been created for ar-
chaeological research (Sanders, 2014) and visual story telling
(Danilicheva et al., 2009). Virtual tours have been used to develop
spa�al skills (Kurtuluş, 2013) and in teaching physical geography
(Kingston et al., 2012). Raskind, Smedley and Higgins (2005) ana-
lyse the impact of virtual trips in schools specifically, recognising
that accessing experiences virtually helps to build and shape
a learning experience where a trip would not be possible, such as
to the Amazon rainforest or inside an ac�ve volcano. Whilst educa-
�onal trips are acknowledged as having a substan�al impact on
learning, connec�ng learning to real world experiences, that oth-
erwise may not be encountered, is key and o�en lacking (Tuthill
& Klemm, 2002). Stainfield et al. (2000) outline that, despite the
advantages, many teachers fail to take their children on excursions
for a range of reasons, including a lack of funds. Hence, schools
with limited funds and high levels of depriva�on encounter fewer
school trips than others in more privileged situa�ons. Therefore,
virtual trips, tours and experiences could provide a subs�tute
where real visits are not possible, whether it be due to lack of fund-
ing or loca�onal restric�ons.

Following na�onal lockdowns of schools and tourist a�rac�ons,
cultural experiences became virtually available: businesses world-
wide made their landmarks, museums, zoos and aquariums avail-
able over the internet, to enable individuals worldwide to engage
online whilst they were physically closed. This gave the opportun-
ity for children to access worldwide experiences virtually, such as
tours of the Louvre and a virtual walk of the Great Wall of China,
and thus the opportunity for them to experience a wide range of
new cultural experiences from their own homes. Should these
virtual experiences be beneficial in a �me where trips are not



The Role of Virtual Experiences in Increasing Knowledge, Mo�va�on,
Independence and Cultural Capital from Disadvantaged Pupils in England

115

physically possible, schools could overcome their barriers for phys-
ical trips by using virtual experiences to provide children with a
subs�tute for the physical experiences and culture gained by their
more privileged peers. However, the ques�on is would these vir-
tual experiences be sufficient to increase the cultural knowledge of
disadvantaged pupils, and increase their mo�va�on and independ-
ence in learning such knowledge?

As a result, this chapter explores the answers to the following
two ques�ons:

1. Can virtual experiences contribute to the mo�va�on, inde-
pendence, knowledge and cultural capital of 9 to 11-year-
old pupils?

2. Should virtual experiences be used as a pla�orm to reduce
the disadvantage gap in cultural capital?

Methodology
Design

As the author of the research is the teacher and leader of the pu-
pils, this research follows an ac�on research design frame. With
this comes an awareness of the bias that is imparted on the re-
search from my involvement with the par�cipants (Mertler, 2009)
and thus, tenta�ve conclusions will be drawn. Ethical clearance was
sought and gained for this project, and adhered to throughout.

Par�cipants

The par�cipants were a convenience sample of those who en-
gaged with the online learning, shown in Table 1. All children were
between 9 and 11 years of age.
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Table 1. Percentage demographics of par�cipants who engaged with virtual
learning

Source: research by the author.

Data Collec�on
The original research (Gillard, 2020) conducted researched collec-
�on over a four-week period, with different topics of virtual exper-
iences each week. For this ar�cle, one of these weeks – virtual ex-
periences of countries around the world – is commented on and
analysed. Addi�onally, overall trends across the four-week period
of data collec�on are discussed to allow discussion around engage-
ment, mo�va�on and independence over �me.

Two methods of data collec�on were used to measure the re-
sponses for virtual learning, using a mixed-methods approach. To
measure a quan�ta�ve account of ‘knowledge’, par�cipants recor-
ded the facts rela�ng to ‘countries around the world’ before and
a�er they had engaged with the virtual experiences. Following this,
a ques�onnaire was given to the par�cipants to measure enjoy-
ment, independence and mo�va�on for using the virtual experi-
ences, and using them again in the future. It also asked par�cipants
whether they have visited another country before, as this would
allow a comparison of physical and virtual experiences.

Demographic Frequency (Percentage)

Male 25 (36.8%)

Female 43 (63.2%)

Pupil Premium 41 (60.3%)

Non-Pupil Premium 27 (39.7%)

Total 68 (100%)
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Methods
Pre-topic Knowledge

Ini�ally, children were asked to complete a mind map where they
recorded all the informa�on they already know about different
countries around the world. It was made clear this was a pre-know-
ledge task, and par�cipants were instructed not to complete any
research before comple�ng it.

Virtual Experiences

Upon comple�on of the pre-knowledge mind map, a series of vir-
tual experiences were shared for different countries, including vir-
tual tours of the Louvre, the Great Wall of China, and the Egyp�an
pyramids. Par�cipants were encouraged to explore a range of
these links across a three-day period. Within the instruc�ons, par-
�cipants were reminded this was a three-day task, and they should
spend an appropriate amount of �me exploring. No prompts or
ques�ons were provided.

Post-topic Knowledge

Following this three-day emersion in experiences, children will be
asked to record all the new informa�on they have learnt on the
post-knowledge mind map, giving them the freedom to present
and record informa�on how they wish. On comple�on of this mind
map, par�cipants will be asked to complete a ques�onnaire on
their views of the virtual learning they had just completed.

Leadership

With regard to the leadership elements of implan�ng these virtual
experiences for the pupils, weekly virtual mee�ngs were held with
my phase team to discuss the elements of Google classroom that
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were successful or posing challenges for the teachers. Further-
more, despite not leading elements of online learning or experi-
ences, these mee�ngs also included support staff to involve them
in the process and ensure they are fully aware of the experiences
that our pupils are receiving whilst at home.

In addi�on to the above, following my own personal reflec�ons
and those shared by my team, I also reported weekly to the senior
leadership to inform them of the progress and engagement, as
well as any concerns with online learning.

Data Analysis
‘Knowledge’ mind map analysis

In order to compare the ‘knowledge gained’ through virtual exper-
iences, the number of facts recorded by par�cipants was com-
pared at the pre-knowledge (before the virtual experience) and the
post-knowledge (a�er the virtual experience) stage of the topic.
Using SPSS (a computer programme which conducts sta�s�cal ana-
lysis), inferen�al sta�s�cs were conducted to assess whether the
knowledge gained upholds against significant tes�ng, where p <
.05. A comparison of means was conducted against sta�s�cal signi-
ficance in order to compare facts for disadvantaged (pupil
premium) and non-disadvantaged (non-pupil premium) pupils.

Ques�onnaire analysis

Quan�ta�ve responses were compared through descrip�ve
sta�s�cs to iden�fy trends and pa�erns within the data. Qualit-
a�ve responses were coded using a constant compara�ve method,
using a coding frame derived from the par�cipant’s responses,
with descrip�ve sta�s�cs used to analyse the coded responses.
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Leadership

A reflexive analysis was conducted on my experiences as a leader
within the ac�on-research project, and as a teacher and leader
within the school, discussing alignment with leadership styles, suc-
cesses, and challenges throughout.

Fieldwork and Findings
Knowledge Gained from countries around
the world – Mind Map Analysis

Table 2. Mean number of facts recorded at each stage of countries round the
world virtual learning

Source: research by the author.

The mean number of countries around the world facts recorded
by par�cipants in the three stages of knowledge throughout this
phase can be seen in Table 2, comparing all pupils, pupil premium
and non-pupil premium par�cipants. A paired samples t-test was
conducted, and revealed there was a significant difference in the
pre- and post-knowledge countries around the world facts recor-
ded, such that par�cipants recorded significantly more facts fol-
lowing the virtual experience, paired t(67) =-6.18, p <0.5. This was
true for both pupil premium, paired t(40) =-5.47, p <0.5, and non-
pupil premium children, paired t(26) =-4.12, p <0.5.

Demographic Pre-
Knowledge

Post-
Knowledge

Total
Knowledge

Total Par�cipants 6.88 14.16 20.99

Pupil Premium 6.59 11.91 18.49

Non-Pupil Premium 7.33 17.59 24.78
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Pupil premium children have recorded fewer countries around
the world facts than non-pupil premium children, however a one-
way ANOVA revealed pupil premium children recorded signific-
antly fewer facts than non-pupil premium children only at the post-
knowledge stage F(1,66) = 4.06, p <.05, seen in Figure 1.

Figure 1. Graph showing mean number of ‘Around the World’ facts for pupil
premium compared to non-pupil premium par�cipants. N/B: a* indicates
sta�s�cal significance

Bar Chart Showing the Knowledge of Each Part of ‘Countries around the
World’ research for Pupil Premium compared to Non-Pupil Premium Children

Source: research by author.



The Role of Virtual Experiences in Increasing Knowledge, Mo�va�on,
Independence and Cultural Capital from Disadvantaged Pupils in England

121

Ques�onnaire analysis
Ques�onnaire data was analysed by topic, with comparisons con-
ducted for both pupil premium status and gender. Each is revealed
under the subheadings below.

Knowledge Gained

97.1% of par�cipants reported they had learnt something new
a�er exploring the virtual experience of countries around the
world, as shown in Table 3.

Table 3. Frequency (percentage in parenthesis) of par�cipants who reported
they had learnt something new following virtual experiences of countries
around the world

Source: research by author.

Previous Experiences

Figure 2 reveals the number of par�cipants who had visited an-
other country before, split into pupil premium and non-pupil
premium par�cipants, such that half (51.5%) of the sample had vis-
ited another country before: 41.5% of pupil premium have not trav-
elled abroad, compared to 59.3% of non-pupil premium children.

Demographic Frequency (Percentage) Learnt Something New

Male 24 (96%)

Female 42 (97.7%)

Pupil Premium 40 (97.6%)

Non-Pupil Premium 26 (96.3%)

Total 66 (97.1%)
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Figure 2. Bar graph showing percentage of pupil premium and non-pupil
premium par�cipants who had visited another country before, at the �me
of the research ques�onnaire

Source: research by author.

Enjoyment and mo�va�on

Par�cipants were given a scale of 1 to 5 to rank their enjoyment of
the virtual learning experience; results can be seen in Figure 3a,
with 69.2% of par�cipants repor�ng they liked or loved the exper-
ience, a decline on reports from the first two experiences. Follow-
ing this, par�cipants were given the opportunity to explain why
they felt this way, from which answers were coded. The most com-
mon reason for enjoying the virtual learning, like with the first
week, was mo�va�onal reasons, such as it being interes�ng or fun
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to use, seen in Figure 3b. Each is split to compare responses for
pupil premium and non-pupil premium children.

Figure 3a. Graph showing enjoyment levels for countries around the world
virtual experiences compared to non-virtual experiences, for pupil premium
and non-pupil premium children

Source: research by author.
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Figure 3b. Graph showing reasons for enjoyment for virtual learning for pupil
premium compared to non-pupil premium children

Source: research by author.

Future Use

Finally, par�cipants were asked whether they would like to use this
virtual learning in the future, 88.9% of who stated they would, seen
in Table 4. Reasons for this preference can be seen in Figure 4, with
the most highly ranked reason being to increase knowledge and for
mo�va�onal reasons, as with the previous topics reasoning.
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Table 4. Frequency (percentage in parenthesis) of par�cipants who would like
to use the virtual experiences for learning in the future

Source: research by author.

Figure 4. Graph showing reasons par�cipants would like to use the virtual
learning in the future

Source: research by author.

Demographic
Frequency (Percentage) Use in the Classroom

in the Future

Male 56 (82.4%)

Female 21 (84%)

Pupil Premium 35 (81.4%)

Non-Pupil Premium 32 (78%)

Total 24 (88.9%)
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Note, the other three weeks of data collec�on follow very sim-
ilar data pa�erns and trends, seen in Gillard (2020).

Data Trends Across Research
Trends across the four-week data collec�on have been analysed
within this sec�on, looking at overall enjoyment, mo�va�on, inde-
pendence, and knowledge.

Engagement Over Time

There was a slight decrease in par�cipant numbers across the four
weeks, seen in Table 5. In addi�on to this, Figure 5 illustrates the
downward trend of total facts recorded throughout the research,
such that the total number of facts recorded by par�cipants de-
creased across the four weeks, a total difference of 379 facts.

Table 5. Total number of par�cipants throughout each week of virtual experiences

Source: research by author.

Topic of Learning Par�cipant Number

Animal Kingdom 73

Space and Planets 72
Countries Around the

World
68

Under the Sea 65
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Figure 5. Bar graph showing total number of facts recorded across each week
of the virtual learning

Source: research by author.

Enjoyment and Mo�va�on Over Time

In each ques�onnaire, par�cipants were given the opportunity to
qualita�vely express the reasons they had enjoyed the virtual exper-
ience. These responses were then coded into reason categories,
which has been tracked across each topic as shown in Figure 6.
Whilst there are fluctua�ons across topics for most categorised reas-
ons, mo�va�onal reasons have remained high across all topics. Ad-
di�onally, there is a clear upward trend of the number of instances
knowledge was given as a reason for enjoying the virtual learning,
which included references to learning, facts and informa�on.
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Figure 6. Bar graph showing categorised reasons of enjoyment for virtual
learning across the four week, for each topic

Source: research by author.

In a similar trend, the reasons for par�cipants wan�ng to use these
virtual experiences in the classroom is shown in Figure 7, with mo-
�va�onal incen�ves remaining high, and knowledge-based reas-
ons increasing across the four topics.



The Role of Virtual Experiences in Increasing Knowledge, Mo�va�on,
Independence and Cultural Capital from Disadvantaged Pupils in England

129

Figure 7. Bar graph showing categorised reasons of par�cipants wan�ng to
use virtual experiences in class across the four weeks, for each topic

Source: research by author.

Independence

Within the ques�onnaires, par�cipants rated, on a scale of 1 to 5,
how much adult support they had throughout the virtual learning,
where one was completely independent and 5 was completely
adult-supported. This is plo�ed by topic and therefore across �me in
Figure 8. As illustrated, the number of par�cipants ra�ng themselves
as independent is on an upward trend across each week of virtual
learning, whilst the number of par�cipants repor�ng adult support
is following a downward trend across �me, within each topic.
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Figure 8. Graph showing par�cipant’s self-rated independence levels across
�me, for each topic

Source: research by author

Analysis and Discussion
Fieldwork discussion

Analysis of the facts recorded before and a�er the virtual experi-
ences revealed that par�cipants knew significantly more facts fol-
lowing the virtual experience than before. This would suggest that
the virtual experiences have been successful in increasing par�-
cipant knowledge for countries around the world, and thus sug-
gests it has been successful in increasing this sample’s objec�ve
cultural capital (Bourdieu, 1984). Suppor�ng this, across each of
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selves as having learnt something new, with 100% of par�cipants
repor�ng this in half of the topics. Furthermore, when asked why
they were enjoying the virtual learning experience, the number of
responses that stated gaining knowledge as a reason for enjoying
it increased across each topic, sugges�ng that par�cipants were
also aware of their knowledge gain through the experiences, and
saw this as an incen�ve to con�nue.

Schema theory (Bartle�, 1932) refers to knowledge as a web,
such that the more prior knowledge you have about a topic, the
greater vocabulary and understanding you have beforehand, the
more successfully you will learn new informa�on, building connec-
�ons and links across the new and old material. Specifically in edu-
ca�on, cogni�ve load theory (Sweller, 1988) suggests the greater
your ini�al understanding and knowledge of a concept, your work-
ing memory is then more readily available to absorb new informa-
�on that is presented. This then results in the Ma�hew Effect:
those who know more informa�on ini�ally can gain more informa-
�on throughout new learning (Stanovich, 2009; Duff, Tomblin,
& Ca�s, 2015), as seen in cultural literacy – with a greater back-
ground knowledge, the more working memory available to process
the new informa�on (Carrell & Esiterhold, 1983). The Ma�hew
Effect is represented here, such that pupil premium children con-
sistently record fewer facts than non-pupil premium children both
pre- and post-virtual experience. When virtual experiences are
given to pupil premium pupils, it would appear the disadvantage
gap remains, as non-pupil premium children gain more facts than
pupil premium children.

Pupil premium children recorded significantly fewer facts a�er
the virtual experience than non-pupil premium children, and as
a result, had less overall knowledge regarding countries around the
world than their more privileged peers. Here, it would seem evid-
ent that knowing less originally, with almost 60% of pupil premium
children having not visited another country before, has resulted in
limi�ng the overall knowledge that can be gained for the virtual
learning experience of countries around the world.
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Whilst the mind maps were a successful tool in allowing pupils
to record their facts throughout the virtual experiences, there are
obvious limita�ons. Firstly, I have referred to children’s knowledge
around each topic as quan�fied by the number of facts they have
recorded at each stage. Whilst this has been beneficial given the
circumstances of COVID-19 and home learning being the only tool
as a way to quan�fy learnt knowledge, knowledge itself is a com-
plex, mul�faceted phenomenon that cannot be defined by the
number of facts a child records. With so many external influences,
such as adult support or the use of addi�onal resources to help,
alongside the recording of facts not necessarily demonstra�ng
whether a child has a full understanding of the concepts they are
recording, it is unlikely volume of facts recorded is a very valid tool
for measuring knowledge. However, it has provided a quan�ta�ve
indicator of what a child knows, and could suggest some tenta�ve
conclusions that virtual learning experiences may be a pla�orm to
increase a child’s knowledge and experiences of a topic, and in
turn, their cultural capital.

In addi�on to the analysis of the number of facts recorded,
ques�onnaires provided an insight into par�cipant enjoyment,
mo�va�on and independence when comple�ng the work. Enjoy-
ment levels were high for the countries around the world experi-
ences, with 69.2% sta�ng they loved or liked the virtual experi-
ences. Furthermore, 88.9% of par�cipants said they would like to
use the virtual experiences again in the classroom in the future,
with mo�va�on being the most frequently stated reason for
wan�ng to do so, in line with previous research (Kolias et al., 2005).
Mo�va�on has an evidenced rela�onship with learning, such that
the more mo�vated you are, the more engaged you are (Singh,
Granville, & Dika, 2013). Moreover, reasons for not enjoying the
virtual experiences or for not wan�ng to use the experiences in the
future were predominately due to technology issues or due to con-
cerns that they were currently not in school. Should such virtual
experiences be worked into an in-school curriculum, with teacher
support for both technology issues and queries that arise,
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comments such as “I like it when a teacher shows you how to do
it,” and “it’s be�er when your teacher talks to you about it in the
lesson” would no longer be a concern. As outlined in previous re-
search (Keller, 2006; 2009; Babić, 2012), the success of VLEs is de-
pendent on access to computers and the internet, as well as inter-
net speed and technical support at home, disadvantaging those
already disadvantaged even further through the digital divide
(Cooper & Stewart, 2017), thus it is unsurprising technical issues
have been raised.

Kolias et al. (2005) reported that VLEs give pupils greater learn-
ing responsibility, and thus promote the independence of learners.
This is replicated in this research, such that learner self-ranking of
their independence increased across the four topics. This again is
promising for the promo�on of cultural capital in this sample of
learners, with cultural capital defined as being able to independ-
ently apply the cultural knowledge across concepts and topics.
Thus, the increase in independence across �me and decrease in
adult support is promising. However, in line with independence in-
creasing, engagement with the virtual experiences decreased over
�me, such that par�cipant numbers declined each week, and the
overall number of facts recorded in total for each topic decreased
across topics. It is well recognised in educa�on that mo�va�on and
engagement for topics, tasks and concepts can decrease over �me,
with teachers working hard to tailor learning to children’s interests
and to keep their engagement and interest in their learning (Blu-
menfeld, Kempler, & Krajcik, 2006). Across these four weeks how-
ever, each task was repe��ve, with the excep�on of the virtual
learning links which varied in line with each topic. Thus, it is not
surprising that engagement for the learning dipped across the pro-
ject. It should not go unno�ced however, that the increase of inde-
pendence over �me resulted in a decrease in adult support over
�me. It could therefore be the case that engagement decreased
with the learning, and the number of facts recorded decreased as
par�cipants were le� to be independent with the learning, and
thus, an adult was not checking their work or encouraging
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par�cipants to do more. The Montacute and Cullinane (2008) re-
search outlines that parental support at home has a substan�al im-
pact on a child’s cultural capital, with Babić (2012) recognising that
virtual learning is unsuccessful without access to technical support
at home. Thus, without high levels of parental engagement con-
sistently to help their children with technological support, it is un-
likely the virtual experiences will have their greatest impact.

Reflexive Analysis: Leadership
It is argued that reflexivity is central to ac�on research, as it re-
quires the conscious awareness that the researcher has been in-
volved with every stage of the research and has a rela�onship with
the par�cipants (Cohen, Manion, & Morrison, 2011). It has been
clear to me whilst being a leader throughout a period of �me
where disadvantaged pupils were found to be, yet again, behind
their more affluent peers due to the digital divide, that I clearly res-
onate most with the transforma�onal leadership style (Shields,
2010). I found myself facing a huge challenge of the inequality for
disadvantaged pupils, heightened in na�onal school closures and
their lack of access to technology outlined in the digital divide, and
schools were at risk of le�ng down their most vulnerable pupils in
a �me of their greatest needs (Cooper & Stewart, 2017). This pro-
ject, as outlined by Sheilds (2010), became a task of challenging
the inappropriate privilege that occurred within the global pan-
demic, whilst viewing it as an opportunity to see how technology
can be u�lised moving forwards in order to support disadvantaged
pupils in closing the disadvantage gap. Giving children the oppor-
tunity to experience topics and not assuming they have had the
experience would appear to benefit children in this sample. Thus,
as suggested by Raskind, Smedley & Higgins (2005), virtual school
trips to places impossible to visit, like an ac�ve volcano or the
amazon rainforest, is beneficial, but within this sample of signific-
ant depriva�on and low levels of previous experiences, localised
cultural capital should not be assumed and virtual learning
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experiences should be embedded wherever possible. The success
of over 60% of pupils engaging with these virtual learning experi-
ences with such high mo�va�on and independence, and thus likely
increased cultural capital, resulted in conversa�ons within this
school context to weave virtual experiences throughout the school
curriculum, in addi�on to the physical experiences of school trips,
moving forwards. Thus, on reflec�on of this ac�on research pro-
ject, the frustra�on and challenge experienced in a transforma�ve
leadership style has resulted in a school-wide change of experi-
ences for all pupils, aiding those disadvantaged the most.

Conclusion
This ac�on research project set out to answer the following two
research ques�ons:

1. Can virtual experiences contribute to the mo�va�on, inde-
pendence, knowledge and cultural capital of 9 to 11-year-
old pupils?

It would appear that, for this sample of pupils in a primary
school on the East coast, virtual experiences have contributed to
the gain of knowledge (defined as the number of facts learnt), the
independence and mo�va�on of pupils, and therefore increased
the cultural capital of par�cipants, following the defini�on defined
in this chapter.

2. Should virtual experiences be used as a pla�orm to reduce
the disadvantage gap in cultural capital?

Whilst there has been a likely gain in knowledge in the number
of facts recorded following virtual learning experiences for all pu-
pils, the disadvantage gap very much remains. The pupil premium
children recorded significantly fewer facts than non-pupil premium
children, at every stage of the learning. Thus, virtual experiences
alone are not enough to remove the gap, however, it would cer-
tainly appear they have done no harm, as a gain in knowledge fol-
lowing the experience is only beneficial.
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The conclusions outlined to each ques�on above are incredibly
tenta�ve, with them applying only to the context and par�cipants
outlined within this study. The concepts studied within this project
are complex and cannot be measured simply in ways that this re-
search has a�empted to, with the number of facts nor through un-
controlled self-responses to ques�onnaires, and thus, generalisab-
ility and validity of the concepts discussed is limited beyond the
context of this study. What this research has done however, is high-
light that virtual experiences could be beneficial in line with and
beyond previous research, and they should be considered regu-
larly within primary teacher’s planning, not just when a school trip
is not possible (Raskind, Smedley, & Higgins, 2005).

Further research should con�nue to explore the value of virtual
experiences beyond a school closures context too, where support
and engagement can be measured and controlled within the
classroom rather than at home. VLEs have previously been re-
searched most predominantly in secondary schools, however the
closures saw the need for pupils of all ages to access online learn-
ing and such opportuni�es would allow for schools to be prepared
for any situa�ons in the future. It has highlighted to schools the
value of teaching a compu�ng curriculum, ensuring that children
are fluid in the use of technology across contexts. Moreover, vir-
tual experiences’ impact on cultural capital should be explored
further, perhaps with a wider defini�on and measurement of cul-
tural capital beyond the quan�ty of facts recorded, as it is clear
from the mul�-faceted defini�ons that this is an oversimplified
measurement.

With regard to leadership, a reflexive approach has made it
clear that transforma�ve leadership is the one I personally align to.
Working in schools with high levels of disadvantage, I find myself
frustrated and personally mo�vated to challenge the inequality
posed to pupil premium pupils within our educa�on system. Given
the localised success of the project, with virtual experiences being
embedded across the school curriculum, it would appear that this
leadership approach has been beneficial within this context, as the
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inequality of the pupils has been the mo�va�on behind each ac-
�on. It is only by feeling a sense of injus�ce towards those limited
by their social contexts, that we as educators will be successful in
working towards a shared experience for all pupils, over a range of
pla�orms – including virtual – and thus, in challenging the disad-
vantage gap so evident within England’s educa�on system.
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