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SOCIAL AND PSYCHOLOGICAL CORRELATES
OF THE MAJOR SOURCES OF DISCOMFORT
PERCEIVED BY STUDENTS IN THE COVID-19 PANDEMIC:
AN EXPLORATORY STUDY ON A ROMANIAN SAMPLE
ÉVA KÁLLAY1a, SEBASTIAN PINTEA2a

ABSTRACT. The COVID-19 pandemic has a significant impact on the physical
and psychological functioning of the entire world’s population. Our study has
had three major aims: (1) to identify the major sources of discomfort related to
COVID-19 pandemic in third year psychology students, (2) to establish a hierarchy of the major sources of discomfort, and (3) to identify possible vulnerabilities for different sources of discomfort. We used a cross-sectional study to
explore more accurately the individual reactions and possible vulnerabilities, also
including open-ended questions to explore perceived sources of discomfort.
Our study included 289 third-year psychology students from Babeș-Bolyai
University in Cluj-Napoca, Romania (M=24.39 years, SD=7.12). All participants
were assessed regarding their levels of: depression, narcissistic traits, perfectionism, perceived stress, self-esteem, intolerance of uncertainty, subjective
well-being, and emotion regulation strategies.
Our results indicate significant gender and age differences: male participants reported mobility restrictions as a source of discomfort more frequently
than female participants, and younger students are less concerned with restrictions regarding social relations, while older students report less emotional
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problems and less concern with educational problems. Students living in urban
areas report less emotional problems than students from rural areas. The results
generated by our research point out certain social and psychological vulnerabilities for each perceived source of discomfort (emotion-regulation strategies,
perfectionism, narcissism), can bring a valuable input in counselling and therapy for individuals who are maximally affected by the pandemic of COVID-19.
Keywords: COVID-19 pandemic, psychological discomfort, vulnerabilities, students

Introduction
Due to its extremely rapid spread, by March 2020, COVID -19 was declared by WHO as being a worldwide pandemic, and the situation quickly became an extremely serious public health problem (Phelan, Katz, & Gostin, 2020;
Vergara-Buenaventura, Chavez-Tuñon, & Castro-Ruiz, 2020; WHO, 2020).
Previous research indicated that the psychological reactions of the population to the implications of pandemics play a crucial role both in the physical
spreading of the disease and the isolation of the infection, and may affect the
individuals’ functioning on the intra- and interpersonal level (Taylor, 2019).
Pandemics and their implications are frequently associated with intense feelings of uncertainty and confusion regarding the infection’s duration and effects
on health, emotional functioning, economy, thus generating intense levels of
distress, anxiety and fear in all layers of the population (Bao, Sun, Meng, Shi, &
Lu, 2020; Peteet, 2020; Wang, Pan, Wan, Tan, Xu, Ho, et al., 2020). Moreover,
the death of family members, friends and loved ones can be easily perceived as
traumatic (Taylor, 2017).
The institution of quarantine and its sources of discomfort (e.g., separation from loved ones, the possible overwhelming of health-care systems, loss of
freedom to travel, shortage of food and financial resources, disruptions of usual
life-routines, closure of schools, changing work habits, etc.) further aggravate
the initial stressors, significantly affecting the populations’ emotional and mental
6
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well-being (Brooks, Webster, Smith, Woodland, Wessely, Greenberg, & Rubin,
2020; Shultz, Espinel, Flynn, Hoffmann, & Cohen, 2008; Smith, Keogh-Brown,
Barnett, 2011; Vergara-Buenaventura et al., 2020). Because quarantined and
highly stressed individuals cannot always efficiently fulfill their occupational
and personal duties, national economies and social infrastructures may also be
significantly affected (Shultz, Baingana, & Neria, 2015). Studies investigating
the short- and long-term effects of pandemics sustain that in most cases the
“psychological footprint” would leave deeper imprints than the actual “medical
footprint” (Shutz et al., 2008; Taylor, 2019). In other words, the psychological
impact and afferent cost might exceed the medical ones.
Naturally, literature has investigated risk and protective factors in face
of such extended adversities as pandemics. Thus, negative emotionality (neuroticism), trait anxiety, intolerance of uncertainty, unrealistic optimism, emotion regulation (Huang et al., 2016; Lauriola et al., 2018; O’Bryan & McLeish,
2017; Rosser, 2018; Shepperd, Waters, Weinstein, & Klein, 2015; van Dijk et al.,
2016) all proved to be subjacent factors that are significantly involved in the
individuals’ reactions towards extended adversities.
An increasingly large number of studies have indicated that the psychological consequences of the COVID-19-generated crisis are multiple: increasing
depressive symptoms, anxiety, PTSD, insomnia, lowered levels of well-being,
confusion, etc. have been reported in studies conducted all over the world during the COVID-19 pandemic (Fernández-Abascal & Martín-Díaz, 2021; Gao,
Zheng, Jia, Chen, Mao, Chen, et al., 2020; González-Sanguino, Ausín, Castellanos,
Saiz, López-Gómez, & Muñoz, Liu, Zhu, Fan, Makamure, Zheng, & Wang, 2020;
Ntella, Giannakas, Giannakoulis, Papoutsi, & Katsaounou, 2020; Zhu, Sun, Zhang,
Wang, Fan, Yang, et al., 2020).
Furthermore, there is a plethora of research investigating the effects of
the COVID-19 pandemic on different populations (e.g., general population, children, older adults, medical staff), and different areas of functioning (intimacy in
couples, economy, mass media, etc.) (Anwar, Malik, Raees, & Anwar, 2020;
Eurostat, 2020; OECD, 2020a, b; Fegert & Schulze, 2020; ILO, 2020; Mercier,
Arquizan, & Roubille, 2020; Panzeri, Ferrucci, Cozza, & Fontanesi, 2020;
Williamson, 2020; Yang, Li, Zhang, Zhang, Cheung, & Xiang, 2020). However,
there is a reduced number of studies investigating the impact of the present
7
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COVID-19 pandemic on the psychological functioning of university students,
although this is a vulnerable population to mental health problems (Blanco,
Okuda, Wright, Hasin, Grant, Liu, et al., 2008) especially if we take into consideration the fact that these youngsters have to simultaneously face the transition
from adolescence to adulthood (Husky, Kovess-Masfety, & Swendsen, 2020).
In normal, non-pandemic life conditions, emotional and mental wellbeing are strongly related to students’ academic achievements and success (Esch,
Bocquet, Pull, Couffignal, Lehnert, Graas, Fond-Harmant, & Ansseau, 2014;
Fletcher, 2010), also affecting motivation, implication, concentration, social relationships, etc. (Unger, 2007). Research also indicates that due to developmental characteristics, adolescents and young adults may be seriously affected not
only by the inherent life-threatening aspects of different highly-stressful situations, but also by the resulting social restrictions as well (Fegert & Schulze,
2020). Thus, it became extremely important to investigate the specificities of
psychological reactions due to the COVID-19 pandemic in student populations
(Cao, Fang, Hou, Han, Xu, Dong, & Zheng, 2020).
Previous research conducted in non-pandemic life-situations indicated
that high levels of perfectionism (on all three dimensions: self-oriented, other
oriented and socially prescribed perfectionism) may obstruct the healthy adaptation processes to stressful situations (Hewitt & Flett, 2001; Fry & Debats,
2009; Smith, Sherry, Gautreau, Mushquash, Saklofske, & Snow, 2017). Perfectionism was defined as a personality trait in which the person strives to achieve
extremely high standard performances, and evaluates the results of his/her and
others’ achievements in an excessively critical way (Flett & Hewitt, 2002).
Similar results were produced by research investigating narcissistic
traits (a “pervasive pattern of grandiosity (in fantasy or behavior), a constant
need for admiration, and a lack of empathy” (American Psychiatric Association,
2013), especially in the younger generations (Bradlee & Emmons, 1992; Kasser
& Ryan, 1996; Dickinson & Pincus, 2003; Sherry, Gralnick, Hewitt, Sherry, &
Flett, 2014; Twenge & Campbell, 2007). Optimal levels of self-esteem have been
shown to have protective effect in adjustment and adaptational processes
(Friedlander, Reid, Shupak, & Cribbie, 2007; Mooney, Sherman, & Lo Presto,
1991).

8
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Furthermore, literature indicated that specific stress related reactions
(depressive and anxious symptoms) may be traced back to a cluster of several
types of emotion regulation strategies (“what people think after having experienced a negative or traumatic event” (Garnefski, Kraaij, & Spinhoven, 2001, p. 7)
(Garnefski, van den Kommer, Kraaij, Teerds, Legerstee, & Onstein, 2002). For
instance, positive refocusing, positive reappraisal, acceptance, putting into perspective have been considered as adaptive strategies, while rumination, catastrophizing, other blame with reduced levels of emotional well-being (Carver,
Scheier, & Weintraub, 1989; Nolen-Hoeksema, Parker, & Larson, 1994; Sullivan,
Bishop, & Pivik, 1995; Tennen & Affleck, 1990). Consequently, our study has
three major objectives:
a. To identify the major sources of discomfort related to COVID-19 pandemic in third year psychology students
b. To establish a hierarchy of the major sources of discomfort
c. To identify possible vulnerabilities for different sources of discomfort
The design of our study is cross-sectional. In order to explore more accurately the individual reactions and possible vulnerabilities, and to go beyond
the limits imposed by the limitations of closed-ended questions, we added also
a qualitative component, in which, by using several open-ended questions, we
gathered free answers and performed a thematic analysis upon them.

Method
Participants
The reasons why our study involved only students of psychology are
manifold: first of all, since both authors teach at the department of psychology,
through extensive discussions with them, we became familiar with their major
sources of discomfort, and considered that including open-ended questions
could better explore their perceived sources of discomfort. Secondly, since our
students have both theoretical and practical formation during their formative
9
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years, which strongly determine the quality and depth of their knowledge-base,
we considered that the investigation of this population is highly important. In
this way we would have obtained relevant information which could further on
significantly contribute to the development of specific prevention and intervention strategies, through which we could offer our students better conditions in
such challenging times to enhance their overall psychological well-being and
academic performances.
Using G*Power 3.1.9.4, with α= 0.05, 1-β= 0.85 and an effect size r= 0.18,
the minimum number of participants generated was N= 271 for a two-tail test.
Our study included a convenience sample of 289 participants, third-year psychology students from Babeș-Bolyai University in Cluj-Napoca, Romania. The
minimum age of the participants was 20 years, while the maximum 58, with a
mean age of 24.39 years (SD=7.12). Of the 298 participants 39 were male
(13.5%), and 250 female students (86.5%). Participants were assessed in AprilMay 2020 during the lockdown in Romania. The collection of the data has
started after the investigators have obtained the agreement of the Ethical Committee of Babes-Bolyai University, Cluj-Napoca, Romania (Nr. 6643/11.05.2020).
After providing informed consent, participants completed an on-line questionnaire packet that took 45 minutes to fill.

Instruments
Demographic variables were: age, gender, residence and marital
status.
Depression tendencies were measured with the Beck Depression
Inventory-II (BDI, Beck, Rush, Shaw & Emery, 1979; Romanian adaptation
David & Dobrean, 2012). The BDI is a 21-item, multiple-choice format inventory, designed to measure the presence of depression in adults and adolescents.
Each of the 21 items assesses a symptom or attitudes specific to depression,
inquiring its somatic, cognitive and behavioral aspects. By its assessments, single scores are produced, which indicate the intensity of the depressive episode.
Scores ranging from 0 to 9, represent normal levels of depression, 10-18= mild
10
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to moderate depression; 19-29=moderate to severe depression, scores above
30=severe depression. Internal consistency indices of the BDI are usually above
.90. For the present sample, the internal consistency for the BDI was .85.
Narcissistic traits were measured with 16-item Narcissistic Personality Inventory (NPI-16, Ames, Rose, & Anderson, 2006; translated and adapted
into and Romanian by the authors) derived by the authors from the long,
40-item NPI scale (Raskin & Hall, 1979). The test consists of sixteen pairs of
statements, and for each pair subjects should select the one that they feel best
reflect their personality. The NPI-16 is a short measure of subclinical narcissism, presenting a good face, internal, discriminative, and predictive validity
(Ames et al., 2006). The internal consistency of the NPI-16 for the present sample was .81.
Perfectionism was measured with the 45-item self-report Multidimensional Perfectionism Scale (MPS, Hewitt & Flett, 2002; translated and adapted
into Romanian by the authors). The MPS contains three sub-scales: self-oriented perfectionism (SOP) (e.g., “One of my goals is to be perfect in everything
I do”), other-oriented perfectionism (OOP) (e.g., “Everything that others do must
be of top-notch quality”), and socially-prescribed perfectionism (SPP) (e.g.,
“I find it difficult to meet others’ expectations of me”). Responses are given on a
7-point Likert scale, from 1 (strongly disagree) to 7 (strongly agree). The psychometric properties of the scale (reliability and validity) were found across
studies to be very good (Hewitt et al., 2003). Cronbach’s alpha for the present
sample ranged from .74 to .87.
Stress was measured with the Perceived Stress Scale (PSS, Cohen,
Kamarck, & Mermelstein, 1983; translated and adapted into Romanian by the
authors). The PSS measures the degree to which situations in one’s life are appraised as stressful. Items were designed to tap how unpredictable, uncontrollable, and overloaded respondents find their lives. The PSS is a 14-item self-report questionnaire, with answers being rated on a 5-pointLikert scale (0-never,
4-very often). Cronbach’s alpha for the present sample was .81.

11
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Self-esteem was measured with Rosenberg’s (SES, Rosenberg, 1979)
10-item Self-Esteem Scale. The scale is comprised of 10 statements, each focusing on general feelings, perceptions of the self. Participants are asked to answer
each statement on a four-point Likert scale (1=agree not at all, 4 =agree completely). The SES demonstrated high levels of reliability and validity. Cronbach’s
alpha for the present sample was .85.
Intolerance of Uncertainty was assessed with the 12-item version of
the Intolerance of Uncertainty Scale (IUS-12) (Carleton et al., 2007). The IUS-12
permits the calculation of total scores, as well scores on the Prospective Anxiety
and the Inhibitory Anxiety Subscale. Participants are asked to answer the
12 items on a five-point Likert-type scale (1=not at all characteristic of me;
5=entirely characteristic of me). Total scores range from 12 to 60. The IUS-12
demonstrated a high internal consistency in undergraduate samples (IUS-12:
α=.91, Carleton et al., 2007). Internal consistency of the IUS-12 in the current
sample was also high (α=.92).
Subjective well-being was assessed with the 5-item WHO well-being
questionnaire (WHO Collaborating Centre in Mental Health, 1999), scale that
focuses the assessment of positive affective states. Items are rated on a 6-point
Likert scale from 0 (not present) to 5 (constantly present). Scores are summed,
with raw scores ranging from 0 to 25. Then the scores are transformed to 0-100
by multiplying by 4, with higher scores meaning better well-being. Cronbach’s
alpha for the present sample was .78.
Emotion regulation strategies were measured with the Cognitive
Emotion Regulation Questionnaire (CERQ) (Garnefski, Kraaij, & Spinhoven,
2002; Romanian adaptation, Perte & Tincas, 2010). The CERQ is a self-report
questionnaire designed to measure cognitive coping strategies, assessing what
people think after confronting specific negative events, or to assess the way
people generally react after confronting negative events. The scale is comprised
of nine sub scales: self-blame, acceptance, rumination, positive refocusing, refocus on planning, positive reappraisal, putting into perspective, catastrophizing, other blame, each subscale containing four items. Subjects have to indicate
on a five-point Likert scale (almost never – to – almost always) the frequency
12
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with which they use the specific cognitive emotion regulation strategy. The
internal consistency of the subscales for the present student population range
from .74 to .89.
Sources of discomfort in the COVID-19 pandemic were measured by
an open-ended question, allowing each participant to mention three major
sources.

Data analysis
When analyzing qualitative data, we performed a categorization process depending on specific source of discomfort mentioned by each participant.
When analyzing quantitative data, for the univariate analysis, we used absolute
and relative frequencies (percentages), while for the correlation analysis we
used several correlation coefficients, according to the type of scale variables
were measured. For the relationship between categorical variables we used the
phi contingency coefficient while for the associations between categorical and
interval scales, we used the point biserial coefficient (Cohen, 2001).

RESULTS
The descriptive characteristics of our sample are presented in Table 1.
Most of our participants are females from an urban environment and not married.
Table 1. Descriptive characteristics of the sample
Participants characteristics

n

%

Male

39

13.5

Female

250

86.5

236

81.7

Gender

Residence
Urban

13
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Participants characteristics

n

%

53

18.3

Single

131

45.3

In a relationship

130

45.0

Married

22

7.6

Divorced

6

2.1

M

SD

24.39

7.12

Rural
Marital status

Participants characteristics
Age

Qualitative data referring to the participants’ attitudes, feelings, and
thoughts regarding the COVID-19 pandemic and its implications were obtained
by asking them to enumerate the most important aspects of the thus-created
situation that produces the most discomfort for them. This information was further coded and resulted in the major sources of discomfort as presented in
Table 2.
Table 2. Illustrations for each source of discomfort

1

Sources of
discomfort
Restrained mobility

2

Health threats

3

Educational problems

14

Examples
I cannot go outdoors, I cannot get out, My liberty of
movement is restrained, Traveling restrictions, I am
trapped in one place, Staying at home all day long
I am worried about my family health, I am worried
about my health, The risk of getting ill, Fear of not
contracting the virus, I am worried about the health
of mankind
The schools are closed, Uncertainty about the exams,
The online format of teaching and learning, Low concentration in online courses, Lack of motivation, Procrastination, I cannot keep up with online learning
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4

Sources of
discomfort
Restrained social relations

5

Restrained leisure activities

6

Problems encountered in the medical
system

7

Emotional problems

8

Economic implications

9

Increased control
from the authorities

10

Mass-media confusion

11

Population’s negative
attitudes

Examples
Lack of socialization, Lack of social relations, I cannot
meet my friends, I miss human interaction, I am not
with my folks, The distance from my beloved ones
Lack of sport activities outdoor, I cannot go out on
holydays, Walking in the mountains, I miss swimming
I am worried that the medical system will collapse,
The unprepared health system, The situation of
the hospitals, I am worried about the health sector,
The medical system is not ready, The situation of
medical doctors and nurses
Feeling of uncertainty, I feel anxious, I feel
stressed by the pandemic, Boredom, Loneliness,
The panic is installing, Hysteria and chaos, Panic,
stress, agitation, General fear, I feel confused,
Fear of death, General panic
Economic instability, The destruction of economy,
I am worried about my income, Limited stocks of
products, Economic stagnation, Economic crisis,
Lack of money, Unemployment
I don’t like to fill a form in order to get out,
The control/filters from the police, I don’t like that
my body temperature is checked when entering
into a store/institution, Too many rules,
Too much control
The stressful effect of television, The manipulation in
mass-media, The anxiety generated by mass-media,
Too much news about COVID-19
People do not respect the rules, People’s lack of responsibility, People’s egoism, insensitiveness, injustice, People’s lack of precaution, People’s ignorance,
People are always unsatisfied

15
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In order to ensure consistency and construct validity of coding, the coding criteria were jointly developed by the authors. Next, the coding was performed by both authors. All disagreements were resolved through mutual consensus.
We continued our investigation with establishing the hierarchy for reported sources of discomfort in COVID-19 pandemic. Data were treated as multiple responses. Consequently, the unit of analysis is the response and not necessarily the participant and implicitly, the total number of responses (n) exceeds the number of participants (N).

Table 3. Hierarchy for reported sources of discomfort in COVID-19 pandemic
Rank
1
2
3
4
5
6
7
8
9
10
11

Source of discomfort
Restrained mobility
Restrained social relations
Emotional problems
Educational problems
Economic implications
Health threats
Population’s negative attitudes
Increased control from the authorities
Mass-media confusion
Restrained leisure activities
Problems encountered in the medical system

n
188
173
143
102
48
33
33
31
28
23
10

%
65.1
59.9
49.5
35.3
16.6
11.4
11.4
10.7
9.7
8.0
3.5

Results presented in Table 3 show that the most frequent sources of discomfort reported were restrained mobility (65.1%), restrained social relations
(59.9%) and subjective/emotional problems (49.5%), while the less frequently
reported were mass-media confusion (9.7%), restrained leisure activities (8%),
and problems encountered by the medical system (3.5%).
In the next step, we tested the correlation between the perceived
sources of discomfort and the main socio-demographic characteristics of the
participants.
16
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Table 4. Socio-demographic correlates of perceived sources of discomfort
Rank Source of discomfort

1
2
3
4
5
6
7
8
9
10
11

Restrained mobility
Restrained social relations
Emotional problems
Educational problems
Economic implications
Health threats
Population’s negative
attitudes
Increased control from
the authorities
Mass-media confusion
Restrained leisure activities
Problems encountered
by the medical system

Gender
Age
Residence
(0=female, 1=male, (Point-Biserial (1= urban, 0= ruContingency
correlation
ral Contingency
coefficient phi))
coefficient phi)
coefficient)
.120*
-.010
.140*
-.014

.148*

.001

.111ª
.075
.034
-.075

-.243**
-.158**
-.032
.000

-.174**
.086
.040
.090

-.067

.056

-.050

-.040

.043

-.029

.092

.077

.049

-.027

.061

-.056

-.110 ª

.037

.030

Note: ª p< .10, *p< .05, ** p< .01, N= 289

As Table 4 shows, male gender is significantly (p< .05) or marginally
(p< .10) correlated with restrained mobility and subjective/emotional discomfort (higher probabilities of mentioning these two sources of discomfort compared to female gender). Also, problems encountered in the medical system are
more frequently mentioned by women. All the above correlations have rather
low intensities. As far as age is concerned, younger participants seem to have
higher probabilities of mentioning educational and economic problems, while
older participants report more frequently restrained social relations as a source
of discomfort. Taking into account also their residence, the results show that
urban residents are significantly more affected by restrained mobility but less
17
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affected by subjective/emotional problems. It is also worth mentioning that all
significant correlations had rather low magnitudes.
Further on, we tested the correlation between the perceived sources of
discomfort and the emotional regulation strategies used by participants.
Results are presented in Table 5.
Table 5. The point-biserial correlations between perceived sources
of discomfort and emotional regulation strategies
CERQ
Sources of
discomfort

SelfAcRumi- Posi- Refocus Positive Put into Catastro- Others
blame ceptance nation tive re- on plan- reevalua- perphizing blame
focus
ning
tion
spective
Restrained mo- -.021 -.134* -.023 .005
-.037
-.045
-.026
.040
.089
bility
Health threats
.130*
.067
.079 -.099 -.016
-.078
-.028
.102
-.048
Educational
-.009
problems
Restrained so.059
cial relations
Restrained lei.020
sure activities
Medical system -.027
problems
Emotional
.078
problems
Economic im.083
plications
Increased con- -.095
trol from the
authorities
Mass-media
-.118*
confusion
Population’s
-.056
negative attitudes

.130*

.075

-.059

.064

.014

.021

.008

-.074

.019

.041

-.074

-.003

-.047

-.014

.059

-.021

.098

.031

.056

.088

.095

.114

-.048

-.012

.037

.017

-.027

.073

.081

.049

.004

-.049

-.062

.107

-.124*

-.114

-.154**

-.133*

.121*

.069

.084

.000

-.044

.022

.014

.025

-.062

.023

-.114

-.136*

.058

.016

.034

.066

-.058

.054

.030

.006

.127*

.022

.109

.130*

-.073

.007

.049

.006

.123*

.035

.055

.047

-.027

-.042

Note: *p< .05, ** p< .01, N= 289
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As Table 5 shows, higher levels of self-blame are associated with higher
probabilities of reporting health threats as sources of discomfort (rpb=.130,
p<.05) and lower probabilities of reporting mass-media confusion (rpb=-.118,
p<.05). Higher acceptance is associated with low probability of mentioning restrained mobility (rpb=-.134, p<.05) and higher probability of mentioning educational problems (rpb=.130, p<.05). Higher levels of rumination are associated
with lower probability of mentioning increased control on the behalf of the authorities (rpb=-.136, p<.05). Higher levels of positive refocusing are negatively
associated with emotional problems (rpb=-.118, p<.05) and positively associated with mentioning mass-media confusion (rpb=.127, p<.05) and population’s
negative attitudes (rpb=.123, p<.05). Higher levels of positive reevaluation are
negatively associated with lower probability of mentioning emotional problems (rpb=-.154, p<.05). Higher levels of putting into perspective are associated
with higher probabilities of mentioning mass-media confusion (rpb=.130, p<.05)
and lower probabilities of mentioning emotional problems (rpb=-.133, p<.05),
while higher catastrophizing correlates with higher probabilities of mentioning
emotional problems (rpb=.121, p<.05).
We also tested the correlations between the perceived sources of discomfort generated by COVID-19 pandemic and the personality traits measured.
Results are presented in Table 6.
Table 6. The point-biserial correlations between perceived sources
of discomfort and personality traits (narcissism, perfectionism, self-esteem)

Sources of
discomfort
Restrained mobility
Health threats
Educational
problems
Restrained social
relations

Personality traits
Narcis- Self-oriented Others-oriented Socially-prescribed Selfsism perfectionism perfectionism
perfectionism
esteem
.121*
.019
.019
-.013
.095
-.050
-.056
-.055
-.045
.017
.072
.016
.002
-.099
-.025
.103

.017

.053

.065

.023
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Sources of
discomfort
Restrained
leisure activities
Medical system
problems
Emotional
problems
Economic
implications
Increased control
from the authorities
Mass-media
confusion
Population’s
negative attitudes

Personality traits
Narcis- Self-oriented Others-oriented Socially-prescribed Selfsism perfectionism perfectionism
perfectionism
esteem
.091
.079
.030
.009
-.099
-.076

.088

-.015

-.026

-.039

-.028

-.060

-.040

-.012

.086

.004

.069

.067

.168**

-.005

-.005

-.025

-.021

-.027

-.020

-.006

-.011

.008

.078

-.050

-.130*

-.061

-.076

-.073

-.050

Note: *p< .05, ** p< .01, N= 289

Table 7. The point-biserial correlations between perceived sources of discomfort
and subjective reactions (perceived stress, depression, anxiety, well-being)
Sources of discomfort
Restrained mobility
Health threats
Educational problems
Restrained social relations
Restrained leisure activities
Medical system problems
Emotional problems

20

Perceived
stress
-.003
.101
.005
-.032

Subjective reactions
Depressive Prospective Inhibitory
symptoms
anxiety
anxiety
.028
.047
-.011
.050
.027
.053
-.086
-.088
-.146*
-.009
-.050
-.052

Wellbeing
.029
-.073
.020
.019

-.072

-.051

-.033

-.014

.044

-.080

-.012

-.015

.001

.041

.201**

.189**

.151*

.173**

-.219**
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Sources of discomfort
Economic implications
Increased control from
the authorities
Mass-media confusion
Population’s negative
attitudes

Perceived
stress
.072
-.027
-.136*
-.053

Subjective reactions
Depressive Prospective Inhibitory
symptoms
anxiety
anxiety
.067
.007
.036
-.002
.072
.086
-.044
-.047

-.022
-.027

-.022
.039

Wellbeing
-.090
-.040
.115
-.017

Note: *p< .05, ** p< .01, N= 289

According to Table 7, mentioning emotional problems, was significantly
associated with higher levels of perceived stress (rpb=.201, p<.01), higher depressive symptoms (rpb=.189, p<.01), higher prospective and inhibitory anxiety
(rpb=.151, p<.05 and rpb=.173, p<.01) and with lower levels of well-being (rpb=.219, p<.05). Meanwhile, mentioning educational problems was associated with
lower inhibitory anxiety (rpb=-.146, p<.05) and mass-media confusion was associated with lower perceived stress (rpb=-.136, p<.05).

Conclusions and discussions
The COVID-19 pandemic generated health-threat, large number of casualties, uncertainty, social isolation, cessation of several professional activities,
and the produced economic problems (at the personal and social level), led
worldwide to significant, escalating psychological problems, which quickly became an extremely serious public mental health problem (Phelan, Katz, & Gostin, 2020; Vergara-Buenaventura, Chavez-Tuñon, & Castro-Ruiz, 2020; WHO,
2020). Research indicates that in such situations is crucial to identify the associated dysfunctional psychological reactions and the vulnerabilities of the population, in order to assist authorities and health care services to intervene in
their amelioration with well targeted strategies (Taylor, 2019). The COVID-19
generated also a plethora of research investigating the effects of the pandemic
on different populations. Nevertheless, the number of studies investigating the
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impact of the present pandemic on the psychological functioning of university
students is extremely scarce, although this is a particularly vulnerable population to mental health problems especially if we take into consideration the fact
that they have to face the transition from adolescence to adulthood (Husky, Kovess-Masfety, & Swendsen, 2020). In students, emotional and mental well-being
are strongly related to their academic achievements (Esch, Bocquet, Pull, Couffignal, Lehnert, Graas, Fond-Harmant, & Ansseau, 2014; Fletcher, 2010), affecting motivation, implication, concentration, social relationships, etc. (Unger,
2007). Students may also be seriously affected not only by the inherent lifethreatening aspects of the situations, but also by the resulting social restrictions
which may seriously block face-to-face socialization and consolidation of the
subjacent abilities (Fegert & Schulze, 2020). Thus, it became extremely important to investigate the specificities of psychological reactions caused by the
COVID-19 pandemic in student populations (Cao, Fang, Hou, Han, Xu, Dong, &
Zheng, 2020).
Consequently, our research intended to investigate the relationship between intrapersonal protective and risk factors as cognitive emotion-regulation
strategies, self-esteem, narcissism, perfectionism, and reactions to adversity, as
perceived stress, depressive symptomatology, intolerance of uncertainty, and
subjective well-being. Our study had three major objectives: (1) to identify the
major sources of discomfort in third year psychology students; (2) to establish
a hierarchy of the most important sources of discomfort, and (3) to identify possible vulnerabilities for different sources of discomfort.
Next, we will discuss the implications of our results separately, based
upon each category of factors taken into account.
Gender differences. Our results show several gender differences. First,
men report mobility restrictions as a source of discomfort more frequently than
female participants. One explanation of this difference may be attributable to
the gender differences regarding the perceived seriousness of COVID-19 as a
health problem, revealed by Galasso et al. (2020), and also regarding the agreement and compliance with the governmental restrictions. Analyzing data from
eight countries, the authors found that men perceived COVID-19 as less of a
threat compared to women and also proved less agreement with the overall restrictions. Consequently, if COVID-19 is less of a threat for men, the mobility
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restrictions imposed by the government are less justified for them and a source
of discomfort of higher importance. Also, other studies found that women are
generally more favorable to government interventions (Edlund & Pande, 2002;
Ingelhart & Norris, 2000) and more risk averse than men (Crosson & Gneezy,
2009) which could also explain why women are less subjectively affected by
mobility restrictions. Also, we found that women are more concerned with the
problems encountered in the medical system, which could be explained by the
fact that women are more likely socialized to become caregivers (Gallaso et al.,
2020) and more sensitive to the quality of caregiving services.
Age differences. As far as age is concerned, our results show that
younger students are less concerned with restrictions regarding social relations, while older students report less emotional problems and less concern
with educational problems. The first result is in line with studies such as Vega
et al. (2020) who found on a Spanish sample that younger participants were
less affected by preventive measures and towards the need of staying home
than adults and older adults. An explanation for this result could be the fact that
younger people are more familiar with communication technologies and consequently are compensating the physical distance with more intense social interaction in the virtual environment. As far as the second result is concerned, its
direction is in line with other studies showing that older people had more optimistic outlook and better mental health, at least during the early stages of the
pandemic (Bruin, 2021). Other studies also found that younger adults had
lower perceived coping efficacy with COVID-19 stressors than older adults, and
also lower positive affect and higher negative affect (Klaiber et al., 2021). Older
students could also report less emotional discomfort because they are more
likely to have stable relationships and implicitly more social support which generate more emotional equilibrium. Regarding the third result, older students
might report less concern with educational problems because most of them are
already working, so their jobs are not necessarily affected by the educational
program they are currently following. Also, most of the older students already
have a first bachelor degree and they are currently studying to get the second
one, and consequently, they are not largely affected by the interference of pandemic restrictions with the educational process.
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Residence. Our results show that students living in urban areas report
less emotional problems than students from rural areas but they are more affected by mobility restrictions. As far as emotional problems are concerned, the
differences could be explained by differences in functional coping strategies,
with advantages for urban residents (Shannon et al., 2006). As far as mobility
restrictions are concerned, previous studies that compared COVID-19 attitudes
and behaviors between rural and urban residents from China, indicated that
rural residents were less likely to perform preventive behaviors, more likely to
hold a negative attitude toward the effectiveness of performing preventive behaviors, and more likely to have lower levels of information appraisal skills
(Chen & Chen, 2020) and also had a lower level of health literacy (Yue et al.,
2020).Also, surveys on American population show that residents from rural areas believed to a higher degree that the threat of COVID-19 had been blown out
of proportion, that the coronavirus is less of a threat to public and personal
health and proved less concern about hospital resources (Boyle & Dayton,
2020). Even if in our study we have both rural and urban residents, the particularity of our sample is that both categories include only students. In other
words, for this particular case, with higher educated participants, the fact that
urban residents are more affected by mobility restrictions could be explained
by the fact that cities offer a larger set of opportunities for entertainment and
loisir, so the frustrations generated by mobility restrictions are higher than in
rural areas. Also another explanation could be the fact that in urban areas, at
least in Romania, the large majority of people are living in small building-block
apartments and severe mobility restrictions left them with very few options of
moving and exercise. On the other hand, for rural residents, living in houses
with backyards and having daily homesteading activities, mobility restrictions
had a lower impact.
Emotion regulation strategies. Literature indicates that emotion regulation strategies are strongly related to different aspects of mental health, especially depression and anxiety (Aldao et al., 2010; Aldao & Dixon-Gordon, 2014;
Garnefski & Kraaij, 2006, 2007; Gross & Jazaieri, 2014; Liu & Thompson, 2017).
More specifically, the habitual use of emotion regulation strategies as planning
and positive reappraisal favor adaptation, while the frequent use of strategies
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as such catastrophizing, other blame, self-blame and rumination malfunctioning in face of adversity (Balzarotti, Biassoni, Villani, Prunas, & Velotti, 2016;
Garnefski & Kraaij 2007; Legerstee et al., 2011). Thus, the use of adaptive emotion regulation strategies becomes crucial in critical life conditions as COVID-19
pandemics (Restubog, Ocampo, & Wang,2020).
Our results indicate that those participants who reported higher levels
of self-blame feel that their physical health is more threatened than those who
use significantly less this emotion regulations strategy. This result is consistent
with the findings in the literature, which indicate that attributional styles specific to self-blame predispose individuals to more emotional ill-health (e.g., depression) (Anderson, Miller, Riger, Dill, & Sedikides, 1994). They consider that
they are responsible for what most of the things that happen to them, and oftentimes overestimate their role in the way things resolve in time. Consequently, it is not surprising that those participants in our study who habitually
use self-blame also experience less confusion induced by mass-media. This may
be due to the fact, that due to their specific attributional style these individuals
attribute more importance to their role in the unfolding of events than to information coming from other agents (in this case mass media).
Our results also indicate that those who report higher levels of acceptance are less affected by restrained mobility, but more affected by educational problems. The first part of this result is in line with previous findings
which show that one’s capacity to accept and become reconciled with the implications of a negative situation present higher levels of optimism and self-esteem, and lower levels of anxiety (Garnefski, Kraaij, & Spinhoven, 2001). The
higher level of distress regarding educational problems may be due to the fact
that in situations in which the person considers that he/she should have more
control (in this case the educational trajectory), acceptance may attain a passive
connotation which may negatively impact one’s adaptive processes. In this situation, we consider to emphasize that literature frequently considers specific
emotion regulation strategies as being adaptive or maladaptive without considering their adaptive value reported to the specificity of the context. Sometimes,
a situation is extremely complex, requiring a more nuanced use of a blend of
different emotion regulation strategies. Thus, it is more productive to immerse
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the interpretation regarding the adaptiveness of these results after considering
their role in the specific situation than a priory considering a strategy as being
adaptive or maladaptive without investigating the requirements of the environment (Aldao, 2013). Regarding rumination, our results also reflect those who
ruminate more are less affected by the control exerted by the authorities. Even
if literature a priory considers that rumination is maladaptive, research also indicates that when rumination may also include self-reflective components,
which in certain situations may confer to it an adaptive role (Nolen-Hoeksema,
Wisco, & Lyubomirsky, 2008).
Next, our results indicated that those who habitually use positive refocusing are less affected by emotional problems. These results are similar to
those of previous studies, which indicate that the capacity to mentally disengage from one aspect of a negative problem and refocus on a positive aspect of
it is adaptive and in the short run reduces negative affectivity (Endler & Parker,
1990). However, this emotion-regulation strategy used for a prolonged period
of time may impede efficient adaptation (Garnefski et al., 2001), conclusion that
is also reflected by our results in which these individuals are more affected by
the confusion created by mass-media regarding the unfolding of the Pandemics,
its implications, etc., as well as by the opinion of other people. In line with previous results are our findings in which those who habitually use positive reappraisal are less negatively affected by the negative events in the pandemics
(Garnefski et al., 2001; Garnefski, Teerds, Kraaij, Legerstee, & van den Kommer,
2004). The same holds to our findings in which those who use the strategy of
putting into perspective are less affected emotionally (Garnefski et al., 2001).
This was expectable, since putting into perspective the individual minimizes the
implications of the event by comparing it to the implications of other, apparently more important events (Allan & Gilbert, 1995). Finally, those participants
who habitually used catastrophizing were also more affected emotionally reflects the numerous similar findings in the literature (Garnefski et al., 2004;
Nolan-Hoeksema et al., 2008; Sullivan, Bishop, & Pivik, 1995).
Personality characteristics – narcissism and perfectionism. With regard
to personality characteristics our results indicate that that those participants
who report higher levels of narcissistic traits are more affected by restrained
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mobility and less affected by the negative attitude of the population. Recent research indicates that even during Pandemics, individuals with narcissistic traits
were found to refuse to comply more frequently to the rules imposed (Nowak,
Brzóska, Piotrowski, Sedikides, Żemojtel-Piotrowska, & Jonason, 2020; Zajenkowski, Jonason Leniarska, & Kozakiewicz, 2020). These findings are probably
associated with both the narcissistic persons’ self-centeredness, entitlement,
need for admiration and approval (Urbonaviciute, & Hepper, 2020). When
these needs are not met by their environment, narcissists may be emotionally
affected (e.g., depressive symptomatology, anger, emotional discomfort). In the
same time, since narcissistic individuals are characterized by reduced levels of
empathy (Campbell & Foster, 2007; Hepper, Hart, & Sedikides, 2014; Kernberg,
1985), it is not surprising that they are not affected by the attitude of others, be
those negative of positive. This result may also be interpreted in the light of
their reticence to abide to authorities (Nowak et al., 2020; Zajenowski et al.,
2020).
Our research also indicated that those participants who attained higher
levels of socially prescribed perfectionism are more affected by economic problems. This result may be traced back to their characteristics that these individuals have a constant need to obtain others’ approval, thus they have to constantly display a perfect image of themselves (Curran & Hill, 2017). A plethora
of research indicates that perfectionism is a basic component of narcissism, and
both may be strongly related to consumerist and materialistic values, strong
orientation towards financial issues (Beck, Freeman, & Davis, 2004; Rothstein,
1999; Twenge, 2013; 2014).
Subjective emotional reactions. Regarding subjective reactions, those
participants who reported higher levels of distress also reported significantly
higher emotional problems, which obviously is explicable by the overlap between similar concepts (distress and different emotional problems, positive
and negative) (Eysenck & Fajkowska, 2017; Goodwin, 2015). Less is explicable
for why those who reported higher levels of distress report less confusion produced by the mass-media. It is possible that those who are more distressed pay
less attention to the flux of information, or their attention is driven to other aspects
of the situation (e.g., concentration on the problems in their proximity). This
aspect has to be investigated by future studies.
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Inhibitory anxiety, one of the major component of intolerance of uncertainty refers to the distress caused by the uncertainty that impedes action or
experience. Thus, our results that indicate a strong relationship between inhibitory anxiety and emotional problems may be due to the fact that restrained
action and experience may induce negative affectivity by reducing the individual’s chance to obtain interaction and positive feedback from others (Coyne,
1989). Finally, in our study subjective well-being is negatively associated with
emotional problems, finding that reflects trends in the literature (Lee, 2020;
Winefield, Gill, Taylor, & Pilkington, 2012).
Limitations
Beyond the findings explained here, our study has also several limitations for which the authors take full responsibility. First, our study is cross-sectional and does not bring direct evidence to prove that the concepts named here
as vulnerabilities for certain sources of discomfort are actually antecedents of
such subjective evaluations. Second, we are aware that our study includes a
large number of variables which means a possible escalation for the probability
of false positive results. We tried to compensate this disadvantage by focusing
the analyses not just upon statistical significance, but also upon effect sizes. Another methodological limit is that when measuring sources of discomfort, we
allowed for brevity’s sake each participant to mention only three major sources.
We are aware that without such a constraint, the frequency of each source and
implicitly their hierarchy could have been different from the one found in our
analysis.
Future direction for research
Based upon the experience of this study we recommend for future studies to transform the sources of discomfort identified here in items with close
options of response, and including them in more complex predictive models
which could bring evidence also for the chronological order of the vulnerabilities, through multiple mediation models.
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Finally, we consider that the results generated by our research that
point out certain social and psychological vulnerabilities for each perceived
source of discomfort, can bring a valuable input in counseling and therapy for
individuals who are maximally affected by the pandemic ofCOVID-19 and ultimately smoothing the transition toward normality.

REFERENCES
Aldao, A. (2013). The future of emotion regulation research: Capturing Context. Perspectives on Psychological Science. 8(2), 155–172.
doi: 10.1177/1745691612459518
Aldao, A., & Dixon-Gordon, K. L. (2014). Broadening the scope of research on emotion
regulation strategies and psychopathology. Cognitive Behavior Therapy, 43, 22–
33. doi: 10.1080/16506073.2013.816769
Aldao, A., Nolen-Hoeksema, S., & Schweizer, S. (2010). Emotion-regulation strategies
across psychopathology: A meta-analytic review. Clinical Psychological Review,
30, 217–237. doi: 10.1016/j.cpr.2009.11.004
Allan, S., & Gilbert, P. (1995). A social comparison scale: psychometric properties and
relationship to psychopathology. Journal of Personality and Individual Differences, 19, 293-299.
Anderson, C. A., Miller, R. S., Riger, A. L., Dill, J. C., & Sedikides, C. (1994). Behavioral and
characterological styles as predictors of depression and loneliness: Review, refinement, and test. Journal of Personality and Social Psychology, 66, 549-558.
Anwar, A., Malik, M., Raees, V., & Anwar, A. (2020). Role of mass media and public health
communications in the COVID-19 Pandemic. Cureus, 12(9), e10453.
doi:10.7759/cureus.10453
American Psychiatric Association. (2013). Diagnostic and statistical manual of mental
disorders (5th Ed.). Washington, DC: Author.
Auerbach, R. P., Mortier, P., Bruffaerts, R., Alonso, J., Benjet, C., Cuijpers, P., Demyttenaere, K., Ebert, D. D., Green, J. G., Hasking, P., Murray, E., Nock, M. K., PinderAmaker, S., Sampson, N. A., Stein, D. J., Vilagut, G., Zaslavsky, A. M., Kessler, R. C.,
& WHO WMH-ICS Collaborators. (2018). WHO World Mental Health Surveys
International College Student Project: Prevalence and distribution of mental
disorders. Journal of Abnormal Psychology, 127(7), 623–638.
doi:10.1037/abn0000362

29

ÉVA KÁLLAY, SEBASTIAN PINTEA

Balzarotti, S., Biassoni, F., Villani, D., Prunas, A., & Velotti, P. (2016). Individual differences in cognitive emotion regulation: Implications for subjective and psychological well-being. Journal of Happiness Studies: An Interdisciplinary Forum on
Subjective Well-Being, 17(1), 125– 143. doi:10.1007/s10902-014-9587-3
Bao, Y., Sun, Y., Meng, S., Shi, J., & Lu, L. (2020). 2019-nCoV epidemic: Address mental
health care to empower society. Lancet, 395(10224), e37–e8.
Blanco, C., Okuda, M., Wright, C., Hasin, D. S., Grant, B. F., Liu, S. M., & Olfson, M. (2008).
Mental health of college students and their non-college-attending peers: Results from the National Epidemiologic Study on Alcohol and Related Conditions.
Archives of General Psychiatry. 65(12), 1429-37.
doi: 10.1001/archpsyc.65.12.1429
Boyle, J., & Dayton, J. (2020). Rural Americans feel less threatened by COVID-19 than
urban and suburban Americans do, but still view mitigation as important. Inner
City Fund. Article retrieved at https://www.icf.com/insights/health/covid-19survey-rural-vs-urban-threat
Bradlee, P. M., & Emmons, R. A. (1992). Locating narcissism within the interpersonal
circumplex and the five-factor model. Personality and Individual Differences, 13,
821–830.
Brooks, S. K., Webster, R. K., Smith, L. E., Woodland, L., Wessely, S., Greenberg, N., & Rubin, G. J. (2020). The psychological impact of quarantine and how to reduce it:
Rapid review of the evidence. Lancet,14, 395(10227), 912-920.
Bruin, W.B. (2021). Age differences in COVID-19 risk perceptions and mental health:
Evidence from a National U.S. Survey conducted in March 2020. The Journals of
Gerontology,76(2), e24–e29. doi:10.1093/geronb/gbaa074
Campbell, W. K., & Foster, J. D. (2007). The narcissistic self: Background, an extended
agency model, and ongoing controversies. In C. Sedikides & S. J. Spencer (Eds.).
Frontiers in social psychology: The Self (pp. 115–138). Philadelphia, PA: Psychology Press. doi:10.4324/9780203818572
Cao, W., Fang, Z., Hou, G., Han, M., Xu, X., Dong, J., & Zheng, J. (2020). The psychological
impact of the COVID-19 epidemic on college students in China. Psychiatry Research, 287, 112934. doi:10.1016/j.psychres.2020.112934
Carleton, R. N., Norton, P. J., & Asmundson, G. J. G. (2007). Fearing the unknown: A short
version of the Intolerance of Uncertainty Scale. Journal of Anxiety Disorders, 21,
105-117.
Carver, C. S., Scheier, M. F., & Weintraub, J. K. (1989). Assessing coping strategies: a theoretically based approach. Journal of Personality and Social Psychology, 56, 267283.

30

SOCIAL AND PSYCHOLOGICAL CORRELATES OF THE MAJOR SOURCES OF DISCOMFORT PERCEIVED …

Chen, X., & Chen, H. (2020). Differences in preventive behaviors of COVID-19 between
urban and rural residents: Lessons learned from a cross-sectional study in
China. International Journal of Environmental Research and Public Health,
17(12), 4437. doi:10.3390/ijerph17124437
Cohen, B. H. (2001). Explaining Psychological Statistics (Second Ed.) New York: Wiley.
Cohen, S., Kamarck, T., & Mermelstein, R. (1983). A global measure of perceived
stress. Journal of Health and Social Behavior, 24(4), 385–396.
doi: 10.2307/2136404
Coyne, J. C. (1989). Thinking post-cognitively about depression. In A. Freeman, K. M.
Simon, L. E. Butler, & H. Arkowitz (Eds.), Comprehensive handbook of cognitive
therapy (pp. 227—244). New York: Plenum Press.
Croson, R., & Gneezy, U. (2009). Gender differences in preferences. Journal of Economic
Literature, 47(2), 448–474.
Dickinson, K., A., & Pincus, A. L. (2003). Interpersonal analysis of grandiose and vulnerable narcissism. Journal of Personality Disorders, 17(3), 188-207.
Edlund, L., & Pande, R. (2002). Why have women become left-wing? The political gender
gap and the decline in marriage. The Quarterly Journal of Economics, 117(3),
917–961.
Endler, N. S., & Parker, J. D. A. (1990). Multidimensional assessment of coping: A critical
evaluation. Journal of Personality and Social Psychology, 58, 844-854.
Esch, P., Bocquet, V., Pull, C., Couffignal, S., Lehnert, T., Graas, M., et al. (2014). The downward spiral of mental disorders and educational attainment: A systematic review on early school leaving. BMC Psychiatry 14, 237
https://doi.org/10.1186/s12888-014-0237-4
Eurostat (2020). Impact of Covid-19 crisis on short-term statistics.
Retrieved 2020 January 4th.
https://ec.europa.eu/eurostat/statistics-explained/index.php?title=
Impact_of_Covid-19_crisis_on_short-term_statistics
Eysenck, M. W., & Fajkowska, M. (2018). Anxiety and depression: toward overlapping
and distinctive features. Cognition and Emotion, 32(7), 1391-1400.
doi: 10.1080/02699931.2017.1330255
Fegert, J. M., & Schulze, U. M. E. (2020). COVID-19 and its impact on child and adolescent
psychiatry – a German and personal perspective. Irish Journal of Psychological
Medicine, 37, 243-245. doi: 10.1017/ipm.2020.43.

31

ÉVA KÁLLAY, SEBASTIAN PINTEA

Fernández-Abascal, E. G., & Martín-Díaz, M. D. (2021). Longitudinal study on affect, psychological well-being, depression, mental and physical health, prior to and during the COVID-19 pandemic in Spain. Personality and Individual Differences, 17.
doi:110591.10.1016/j.paid.2020.110591
Fletcher, J. M. (2010). Adolescent depression and educational attainment: Results using
sibling fixed effects. Health Economy, 19, 855–871.
Flett, G. L., & Hewitt, P. L. (2002). Perfectionism and maladjustment: An overview of
theoretical, definitional, and treatment issues. In P. L. Hewitt & G. L. Flett (Eds.),
Perfectionism (pp. 5–31). Washington, DC: APA.
Friedlander, L. J., Reid, G. J., Shupak, N., & Cribbie, R. (2007). Social support, self-esteem,
and stress as predictors of adjustment to university among first-year undergraduates. Journal of College Student Development, 48(3), 259–274.
doi:10.1353/csd.2007.0024
Fry, P. S., & Debats, D. L. (2009). Perfectionism and the five-factor personality traits as
predictors of mortality in older adults. Journal of Health Psychology, 14, 513–
524. doi: 10.1177/1359105309103571
Gao, J., Zheng, P., Jia, Y., Chen, H., Mao, Y., Chen, S., et al. (2020) Mental health problems
and social media exposure during COVID-19 outbreak. PLoS ONE, 15(4),
e0231924. doi:10.1371/journal.pone.0231924
Galasso, V., Pons, V. Profeta, P., Becher, M., Brouard, S., & Foucault M. (2020). Gender
differences in COVID-19 attitudes and behavior: Panel evidence from eight
countries. Proceedings of the National Academy of Sciences, 117(44). 2728527291.
Garnefski, N., & Kraaij, V. (2006). Relationships between cognitive emotion regulation
strategies and depressive symptoms: a comparative study of five specific samples. Personality and Individual Differences, 40, 1659–1669.
doi: 10.1016/j.paid.2005.12.
Garnefski, N., & Kraaij, V. (2007). The cognitive emotion regulation questionnaire: psychometric features and prospective relationships with depression and anxiety
in adults. European Journal of Psychological Assessment, 23, 141–149.
doi:10.1027/1015-5759.23.3.141
Garnefski, N., Kraaij, V., & Spinhiven, P. (2001). Negative life events, cognitive emotion
regulation and emotional problems. Personality and Individual Differences, 30,
1311-1327.

32

SOCIAL AND PSYCHOLOGICAL CORRELATES OF THE MAJOR SOURCES OF DISCOMFORT PERCEIVED …

Garnefski, N., Kraaij, V., & Spinhoven, P. (2002). Manual for the use of the Cognitive Emotion Regulation Questionnaire. A questionnaire measuring cognitive coping strategies. Leiderdorp: DATEC
Garnefski, N., Teerds, J., Kraaij, V., Legerstee, J., & van den Kommer, T. (2004). Cognitive
emotion regulation strategies and depressive symptoms: Differences between
males and females. Personality and Individual Differences, 36,267–276.
doi:10.1016/S0191-8869(03)00083-7
Garnefski, N., van den Kommer, T, Kraaij V., Teerds, J., Legerstee, J., & Onstein, E. (2001).
The relationship between cognitive emotion regulation strategies and emotional problems: Comparison between a clinical and a non-clinical sample.
European Journal of Personality, 16, 403–420.
González-Sanguino, C., Ausín, B.,Castellanos, M. Á., Saiz, J., López-Gómez, A., Ugidos, C.,
& Muñoz, M. (2020). Mental health consequences of the Coronavirus 2020 Pandemic (COVID-19) in Spain. A Longitudinal Study. Frontiers in Psychiatry, 11,
565474. doi: 10.3389/fpsyt.2020.565474.
Goodwin G. M. (2015). The overlap between anxiety, depression, and obsessive-compulsive disorder. Dialogues in Clinical Neuroscience, 17(3), 249–260.
https://doi.org/10.31887/DCNS.2015.17.3/ggoodwin
Gross, J. J., & Jazaieri, H. (2014). Emotion, emotion regulation, and psychopathology: an
affective science perspective. Clinical Psychology Science, 2, 387–401.doi:
10.1177/2167702614536164
Hepper, E. G., Hart, C. M., Sedikidesm C. (2014). Moving narcissus: Can narcissists be
empathic? Personality and Social Psychology Bulletin, 40(9), 1079-1091.
doi:10.1177/0146167214535812
Hewitt, P. L., Flett, G. L., & Mikail, S. F. (2017). Perfectionism: A relational approach to
conceptualization, assessment, and treatment. New York, NY: Guilford Press.
Huang, w.-L., Chen, T.-T., Chen, I. M., Chang, L.-R, Lin, Y.-H., Liao, S.-c., & Gau, S. S.-F.
(2016). Harm avoidance and persistence are associated with somatoform disorder psychopathology: A study in Taiwan. Journal of Aﬀective Disorders, 196,
83-86. doi:10.1016/j.jad.2016.02.009
Husky, M. M., Kovess-Masfety, V., & Swendsen, J. D. (2020). Stress and anxiety among
university students in France during Covid-19 mandatory confinement. Comprehensive Psychiatry, 102, 152191.
doi:10.1016/j.comppsych.2020.152191
ILO (2020), “COVID-19 and food retail”, ILO Sectoral Briefs,
https://www.ilo.org/wcmsp5/groups/public/---ed_dialogue/---sector/
documents/briefingnote/wcms_741342.pdf

33

ÉVA KÁLLAY, SEBASTIAN PINTEA

Inglehart, R., & Norris, P. (2000). The developmental theory of the gender gap: women’s
and men’s voting behavior in global perspective. International Political Science
Review, 21(4), 441–463.
Kasser, T., & Ryan, R. M. (1996). Further examining the American dream: Differential
correlates of intrinsic and extrinsic goals. Personality and Social Psychology Bulletin, 22, 280–297.
Kernberg, O. F. (1985). Borderline conditions and pathological narcissism. New York:
Rowman & Littlefield.
Klaiber, P., Wen, J. H., DeLongis, A., & Sin, N. L. (2021). The ups and downs of daily life
during COVID-19: Age differences in affect, stress, and positive events. The Journals of Gerontology,76(2), e30–e37. doi:10.1093/geronb/gbaa096
Lauriola, M., Mosca, 0., Trentini, C., Foschi, R., Tambelli, R., & Carleton, R. N. (2018). The
Intolerance and Uncertainty Inventory: Validity and comparison of scoring
methods to assess individuals screening positive for anxiety and depression.
Frontiers in Psychology, 9, 388. doi.org/310.3389/fpsyg.2018.00388
Lee, S. (2020). Subjective well-being and mental health during the pandemic outbreak:
Exploring the role of institutional trust. Research on Aging, 1-12.
doi:10.1177/0164027520975145
Legerstee, J. S., Garnefski, N., Verhulst, F. C., & Utens, E. M. W. J. (2011). Cognitive coping
in anxiety-disordered adolescents. Journal of Adolescence, 34, 319–326.
doi: 10.1016/j.adolescence.2010.04.008
Liu, D. Y., & Thompson, R. J. (2017). Selection and implementation of emotion
regulation strategies in major depressive disorder: An integrative review. Clinical Psychology Review, 57, 183–194. doi: 10.1016/j.cpr.2017.07.004
Liu, J., Zhu, Q., Fan, W., Makamure, J., Zheng, C., & Wang, J. (2020). Online mental health
survey in a medical college in China during the COVID-19 outbreak. Frontiers
in Psychiatry, 11, 459. doi: 10.3389/fpsyt.2020.00459
Mercier, G., Arquizan, C., & Roubille, F. (2020). Understanding the effects of COVID-19
on health care and systems. The Lancet, 5, e536.
doi:10.1016/S2468-2667(20)30213-9
Mooney, S. P., Sherman, M. F., & Lo Presto, C. T. (1991). Academic locus of control, selfesteem, and perceived distance from home as predictors of college adjustment.
Journal of Counseling & Development, 69, 445-448.
Nolen-Hoeksema, S, Wisco, B. E., & Lyubomirsky, S. (2008). Rethinking rumination.
Perspectives in Psychological Science, 3(5), 400-24.
doi: 10.1111/j.1745-6924.2008.00088.x. PMID: 26158958

34

SOCIAL AND PSYCHOLOGICAL CORRELATES OF THE MAJOR SOURCES OF DISCOMFORT PERCEIVED …

Nolen-Hoeksema, S., Parker, L. E., & Larson, J. (1994). Ruminative coping with depressed
mood following loss. Journal of Personality and Social Psychology, 67, 92-104.
Nowak, B., Brzóska, P., Piotrowski, J., Sedikides, C., Żemojtel-Piotrowska, M., & Jonason,
P. K. (2020). Adaptive and maladaptive behavior during the COVID-19 pandemic: The roles of Dark Triad traits, collective narcissism, and health beliefs.
Personality and Individual Differences, 167, 110232.
doi:10.1016/j.paid.2020.110232
O’Bryan, E. M., & McLeish, A. C. (2017). An examination of the indirect effect of intolerance of uncertainty on health anxiety through anxiety sensitivity physical concerns. Journal of Psychopathology and Behavioral Assessment, 39, 715-722.
doi:10.1007/s10862-017-9613-y
OECD (2020a). COVID-19 and the food and agriculture sector: Issues and policy responses. OECD, Paris,
https://read.oecd-ilibrary.org/view/?ref=130_130816-9uut45lj4q&title=
Covid-19-and-the-food-and-agriculture-sector-Issues-and-policy-responses
OECD (2020b). Corporate sector vulnerabilities during the Covid-19 outbreak: Assessment and policy responses”. OECD, Paris,
www.oecd.org/coronavirus/policy-responses/corporate-sector-vulnerabilities-during-the-covid-19-outbreak-a6e670ea/.
Pappa, S., Ntella, V., Giannakas, T., Giannakoulis, V. G., Papoutsi, E., & Katsaounou, P.
(2020). Prevalence of depression, anxiety, and insomnia among healthcare
workers during the COVID-19 pandemic: A systematic review and meta-analysis. Brain Behavior, and Immunity, 88, 901–7.
doi: 10.1016/j.bbi.2020.05.026
Panzeri, M., Ferrucci, R., Cozza, A., & Fontanesi, L. (2020). Changes in sexuality and quality of couple relationship during the COVID-19 lockdown. Frontiers in Psychology, 11, 565823. https://doi.org/10.3389/fpsyg.2020.565823
Perte, A., & Tincas, I. (2010). CERQ - Manualul de utilizare a Chestionarului de coping
cognitiv – emotional. Adaptarea si standardizarea CERQ pe populatia din
România. Cluj-Napoca: ASCR Press.
Peteet, J. R. (2020). COVID-19 anxiety. Journal of Religious Health, 59(5), 2203-2204.
doi: 10.1007/s10943-020-01041-4
Phelan, A. L., Katz, R., & Gostin, L. O. (2020). The novel coronavirus originating in Wuhan, China: Challenges for global health governance. JAMA.
doi: 10.1001/jama.2020.1097.

35

ÉVA KÁLLAY, SEBASTIAN PINTEA

Restubog, S., Ocampo, A., & Wang, L. (2020). Taking control amidst the chaos: emotion
regulation during the COVID-19 pandemic. Journal of Vocational Behavior,
119,103440. doi: 10.1016/j.jvb.2020.103440
Rosenberg, M. (1979). Conceiving the Self. New York: Basic Books.
Rosser, B. A (2018). Intolerance of uncertainty as a trans-diagnostic mechanism of psychological difficulties: A systematic review of evidence pertaining to causality
and temporal precedence. Cognitive Therapy and Research.
doi:10.1007/s10608-018-9964-z
Shannon, L., Logan, T., Cole, J., & Medley, K. (2006). Help-seeking and coping strategies
for intimate partner violence in rural and urban women. Violence and Victims,
21(2), 167–181. doi:10.1891/vivi.21.2.167
Shepperd, J. A, Waters, E. A, Weinstein, N. D., & Klein, W M. P. (2015). A primer on unrealistic optimism. Current Directions in Psychological Science, 24, 232-237.
doi:l0.1177/0963721414568341
Sherry, S. B., Gralnick, T. M., Hewitt, P. L., Sherry, D, L., &Flett, G. L. (2014). Perfectionism
and narcissism: Testing unique relationships and gender differences. Personality and Individual Differences, 61-62, 52-56.
Shultz, J. M., Baingana, F., &Neria, Y. (2015). The 2014 Ebola outbreak and mental
health: Current status and recommended response. Journal of the American
Medical Association, 313, 567-568. doi:l0.l00l/jama.2014.17934
Shultz, J. M., Espinel, Z., Flynn, W., Hoffmann, Y., & Cohen, R. E. (2008). DEEP PREP: Allhazards disaster behavioral health training. Miami, FL: DEEP Center.
Smith, M. M., Sherry, S. B., Gautreau, C. M., Mushquash, A. R., Saklofske, D. H., & Snow, S.
L. (2017). The intergenerational transmission of perfectionism: Fathers’ otheroriented perfectionism and daughters’ perceived psychological control
uniquely predict daughters’ self-critical and personal standards perfectionism.
Personality and Individual Differences, 119, 242–248.
doi:10.1016/j.paid.2017.07.030
Smith, R. D., Keogh-Brown, M. R., & Barnett, T. (2011). Estimating the economic impact
of pandemic influenza: An application of the computable general equilibrium
model to the UK. Social Science & Medicine, 73(2), 235–244.
doi:10.1016/j.socscimed.2011.05.025.
Sullivan, M. J. L., Bishop, S. R., & Pivik, J. (1995). The Pain Catastrophizing Scale: Development and validation. Psychological Assessment, 7(4), 524–532.
Taylor, S. (2017). Clinician’s guide to PTSD (2nd Ed.). New York: Guildford.

36

SOCIAL AND PSYCHOLOGICAL CORRELATES OF THE MAJOR SOURCES OF DISCOMFORT PERCEIVED …

Taylor, S. (2019). The psychology of pandemics. Preparing for the next global outbreak of
infectious disease. Newcastle upon Tyne: Cambridge Scholars Publishing.
Tennen, H., & Affleck, G. (1990). Blaming others for threatening events. Psychological
Bulletin, 108, 209- 232.
Twenge, J. M. (2006). Generation Me: Why today’s young Americans are more confident,
assertive, entitled--and more miserable than ever before. New York: Atria Press.
Twenge, J. M. (2013). The evidence for generation me and against generation we.
Emerging Adulthood, 1(1), 11-16.
Twenge, J. M., & Campbell, W. K. (2007). The narcissism epidemic. Living in an age of
entitlement. New York: Free Press.
Unger, K. (2007). Handbook on supported education: Providing services for students with
psychiatric disabilities. Charleston SC: Book Surge Publishing.
Urbonaviciute, G., & Hepper, E. G. (2020). When is narcissism associated with low empathy? A meta-analytic review. Journal of Research in Personality, 104036.
doi: 10.1016/j.jrp. 2020.104036
van Dijk, S. D. M., Hanssen, D., Naarding, P., Lucassen, P., Comijs, H., & Dude Voshaar, R.
(2016). Big Five personality traits and medically unexplained symptoms in
later life. European Psychiatry, 38, 23-30. doi:l0.l016/j.eurpsy.2016.05.002
Vega, R., Ruíz-Barquín, R., Boros, S., & Szabo, A. (2020): Could attitudes toward COVID19 in Spain render men more vulnerable than women? Global Public Health,
1278-1291. doi: 10.1080/17441692.2020.1791212
Vergara-Buenaventura, A., Chavez-Tuñon, M., & Castro-Ruiz, C. (2020). The mental
health consequences of Coronavirus disease 2019 Pandemic in dentistry. Disaster Medicine and Public Health Preparedness, 5, 1–4.
doi: 10.1017/dmp.2020.190
Wang C, Pan R, Wan X, Tan Y, Xu L, Ho CS, et al. (2020). Immediate psychological responses and associated factors during the initial stage of the 2019 coronavirus
disease (COVID-19) epidemic among the general population in China. International Journal of Environmental Research and Public Health, 17, 1729.
Williamson, H. (2020). Early Effects of the COVID-19 pandemic on relationship satisfaction and attributions. Psychological Science, 31(12), 1479-1487.
doi:10.1177/0956797620972688
Winefield, H.R., Gill, T. K., Taylor, A.W., & Pilkington, R. M. (2012). Psychological wellbeing and psychological distress: Is it necessary to measure both? Psychological
Well-Being, 2, 3. https://doi.org/10.1186/2211-1522-2-3

37

ÉVA KÁLLAY, SEBASTIAN PINTEA

World Health Organization. Situation report – 51. 2020.
https://www.who.int/docs/default-source/coronaviruse/situation-reports/
20200311-sitrep-51-covid-19.pdf?sfvrsn=1ba62e57_10. Accessed January 5th,
2021.
Zhu, J., Sun, L., Zhang, L., Wang, H., Fan, A., Yang, B., et al. (2020). Prevalence and influencing factors of anxiety and depression symptoms in the first-line medical
staff fighting against COVID-19 in Gansu. Frontiers in Psychiatry, 11, 386. doi:
10.3389/fpsyt.2020.00386
Yang, Y., Li, W., Zhang, Q., Zhang, L., Cheung, T., & Xiang Y. T. (2020). Mental health services for older adults in China during the COVID-19 outbreak. Lancet Psychiatry, 7(4), e19. doi: 10.1016/S2215-0366(20)30079-1
Yue, S., Zhang, J., Cao, M., & Chen, B. (2020). Knowledge, Attitudes and Practices of
COVID-19 Among Urban and Rural Residents in China: A Cross-sectional Study.
Journal of Community Health, 1–6. Advance online publication.
doi:10.1007/s10900-020-00877-x
Zajenkowski, M., Jonason, P. K., Leniarska, M., & Kozakiewicz, Z. (2020). Who complies
with the restrictions to reduce the spread of COVID-19? Personality and perceptions of the COVID-19 situation. Personality and Individual Differences, 166,
110-199. doi:10.1016/j.paid.2020.110199.

38

STUDIA UBB PSYCHOL.-PAED., LXVI, 2, 2021, p. 39 - 57
(Recommended Citation)
DOI:10.24193/subbpsyped.2021.2.02

FOSTERING SCHOOL ENGAGEMENT IN CHILDREN
FROM DISADVANTAGED COMMUNITIES
ADRIAN OPRE1, RAMONA BUZGAR2*, SEBASTIAN PINTEA1,
DANA OPRE1, EUGEN SECARĂ1
ABSTRACT. In the last two decades, most of the Romanian mitigate programs
aimed at reducing school dropout, have often focused only on remedial activities. However, keeping students in school for as long as possible involves increasing their school engagement, and therefore developing dimensions that
target social and emotional skills is strongly recommended. In the present
study, 130 primary and secondary school students from disadvantaged backgrounds, participated for 8 months in remedial and personal development activities, whose medium-term goal is to reduce school dropout. Using scales
from the BASC3 and ASEBA4 psychological test batteries, we were able to capture significant effects of the intervention in reducing emotional problems and
increasing students' adaptability to school-specific tasks, even though the pandemic imposed several restrictions on activities. The collected data revealed
two important outcomes. First, they confirmed the effectiveness of a complex,
multilevel program, which can develop the socio-emotional abilities of children
at risk of dropping out of school. Second, they help us to highlight several factors that can predict its effectiveness. We consider that these empirical data
constitute a solid foundation based on which similar future programs can be
designed and implemented.
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Introduction
At the beginning of 21st century, one of the biggest problems faced by
many educational systems is students' disengagement from school. In 2016,
OECD (Organization for Economic Cooperation and Development) reported
that more than 27% of the adolescents evaluated from 72 countries felt disaffected from school. Twenty-six percent of the pupils said they skipped at least
one class in the last two weeks before the evaluation, and 20% reported missing
the entire school day at least once. In Romania, 87.8% of the evaluated adolescents reported they feel like an outsider (or left out of things) at school, and
15.6% said they feel awkward and out of place in their school (OECD 2017). We
also know that in our country, school dropout has a high rate (15.8%, according
to Eurostat in 2020) and almost 50% of the students older than 15 years old
have paid jobs, before or after school (OECD, 2017). These data can support the
need for schools, government, NGOs and educational stakeholders to get involved in an active process to reduce school dropout. Given the fact that student
disengagement seems to grow as students advance in the school system (Lam
et al., 2015) and can be more severe for males, minority, and low-income students (Martin, Way, Bobis, & Anderson, 2014), we believe that prevention might
be an important key in this matter. Prevention is the process through which
students can be equipped with abilities/skills that can function as protective
factors in the future, and this is an important aspect that should be acknowledged by teachers, school counselors, school leaders, etc. Taking into account
all these aspects, regarding school drop-out, it becomes essential to find solutions that will help keep students in school for as long as possible. There are, of
course, several reasons: a. Empirical studies have repeatedly shown that engagement in academic activities is a prerequisite for learning and information
retention (Shernoff, Ruzek and Sinha, 2016); b. student involvement is one of
the robust predictors of academic achievement (Green et al., 2012). c. if we can
increase student engagement, this might be the key to preventing early school
leaving (Archambault, Janosz, Fallu, & Pagani, 2009). And as we know, young
people who drop out of school are more likely to be unemployed, earn low
wages, face poverty and social exclusion, and rely heavily on public services
(Rumberger, 2011).
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School engagement refers to a multifaceted concept with interrelated
and mutually supportive dimensions as behavioral, emotional, and cognitive
engagement (Fredericks, Blumenfeld, & Paris, 2004; Pino-James et al., 2019).
The first dimension refers to the degree to which students get involved in-class
activities (e.g. following the rules), the second one refers to the positive and
negative emotions derived from classwork, and cognitive engagement is related
to the effort to complete classroom tasks, to process information. Although
studies in this field are not always consonant with the definition of the concept
of school engagement, in recent years a special emphasis has been placed on
identifying the factors that could support it. Thus, the climate in which the classes take place, the trusting relationship that the teacher has with the student,
the emotional and cognitive support, the good relations with classmates, fostering competence and autonomy, the support from the family and the school, all
these are indicators that can support the student's commitment in the educational process (e.g. Furrer and Skinner, 2003; Brown, 2004; Skinner & Pitzer,
2012; Patall et al., 2017).
Based on these records, we considered it appropriate to develop school
engagement in the case of children at risk of high school dropout. Based on the
long collaboration between the Romanian Patriarchate, the World Vision Romania Foundation, Babes-Bolyai University, and the Consult Plus company, in
2019 the foundations of a new project were laid. It aimed to reduce school dropout through an intervention program that integrated two types of activities: a.
Remedial activities - aimed at recovering academic deficits; b. group or individual counseling activities - which aimed at developing social and emotional skills
designed to support the child in the effort to meet school challenges. The intervention proposed in the project was a wide one and brought together several
ways of intervention: 1. a training program for teachers and school counselors
who took on the counseling of children to develop their socio-emotional skills;
2. counseling activities addressed to parents of preschool children; 3. remedial
and psycho-educational activities addressed to preschoolers, primary and secondary school students. Because most of the studies mentioned in the introductory section had students as a target group, for this paper we have extracted
and will present only the results of the intervention designed for primary and
secondary school students.
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Aims of the study
The purpose of this research was to evaluate the impact that the School
for all - access to quality education for preschoolers, schoolchildren, and teachers
project, carried out in several rural communities from Cluj County had on the
social and emotional development of students from the target group. The project was accomplished within the project POCU / 74/6/18/104571 School for
all - access to quality education for preschoolers, schoolchildren and teachers
from the Nord-West Region” with the core purpose to prevent school dropout.
Also, we aimed at exploring several social and demographic correlates of school
engagement, to check the effectiveness of the program.
Because in this research project, the group of participants was selected
based on certain specific criteria, all objectives were strictly related to the intervention group. Specifically, we aimed to prove that at the end of the program
students who have benefited from the activities included will record improvements in adaptability, social skills, learning abilities, affective problems, anxiety
problems, and ADHD problems.
Measurements
The battery of psycho-pedagogical tests used in our investigative approach
consisted of several scales that evaluated the 5 categories of "academic activators" according to DiPerna, Volpe, and Elliot (2002). Due to the restrictions generated by the COVID 19 crisis, in both evaluation moments, these instruments
were completed online. These constrains have forced us to choose only those tests
that had a teacher report form. Moreover, this criterion was also important because the participants selected to participate in the intervention come from disadvantaged backgrounds, with very low access to technology (PC, laptop, iPad),
but also with low digital skills (difficulties in filling in google forms documents).
Thus, we chose the BASC-2-TRS test batteries (Behavior Assessment System for
Children-2- Teacher Rating Scale, Reynolds & Kamphaus, 2004, translated and
adapted by Mitrofan N, Ion A. & Iliescu D. in 2011) and ASEBA -TRF (Achenbach
System of Empirically Based Assessment- Teacher Report Form, Achenbach &
Rescola, 1991, translated and adapted by Dobrean et al. in 2007). This complex
psychological battery is validated in the Romanian population.
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From the BASC assessment system, we used the scales of adaptability,
social skills, and learning skills, and from ASEBA, the scale of emotional problems, anxiety problems, and ADHD problems scale.
The questionnaires include items evaluated on a 3 or 4 points Likert
scale, with which allowed their transposition in the google forms application to
be completed online.
Participants
The participants in this research project were selected based on the
POCU project requirements. Namely, we have included children from disadvantaged backgrounds, from families with low socioeconomic status, with parents
working abroad and living in rural areas from Cluj County. Although at the beginning of the program (pre-intervention stage), teachers filled in evaluation
forms for 117 primary school students and 132 secondary school students, at
the end of the intervention only 36 primary and 94 secondary school children
could be fully evaluated. A large number of students left the program due to the
changes determined by the pandemic situation, which made it impossible for
them to participate in all the project activities, because of the lack of internet
access or technology. In the primary school sample (N=36) there were 17 girls
and 19 boys with an average age M=8.7 (SD= 1.22). In the secondary school
sample (N=94), there were 44 girls and 50 boys (39%) with an average age
M= 13.19 (SD= 0.94).
Procedure
After the initial assessment was completed, the students in the target
group participated in a series of activities, specific to their age. These group activities took place online and face-to-face, for about eight months. Every week,
the project team carried out one hour of remedial education activities on Romanian language and mathematics, one personal development activity, and one
school counseling activity. Using stories and games, these last categories of activities were adapted to the child's needs and focused on self-knowledge, socialawareness, emotional development, emotion regulation, social development,
communication skills, etc. Depending on the individual needs identified, some
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of the counseling activities were performed individually. At the beginning of the
pandemic situation, the activities were performed using WhatsApp video calls
(for group and individual activities), and for secondary-school children, later
on, in some schools, teachers used Google Classroom. The participants were invited to discuss different topics about who they are, what are their abilities, how
they see themselves and what others think of them. Using ”Forming, storming,
norming, performing” framework (Tuckman, 1965), students have learned to
work together, accept and trust each other and so, they became more involved
in role play activities and teamwork, they were more willing to express their
point of view in debates and art activities. During the intervention, teachers and
counselors used therapeutic stories and games, thematic play, expressive writing, drawing, painting etc.
Results
To assess the effect of the intervention on the competencies proposed
for evaluation, we compared the results obtained by the participants in the two
moments of the intervention. Because in the case of the BASC questionnaire, the
items differ according to age, we have decided to perform a separate analysis of
the data. Both in the case of 7-11-year-old students (table 1) and in the case of
11-15-year-olds (table 2), the intervention had the expected effects on several
outcomes.
Table 1. The change for the main outcomes in the primary school sample
Outcomes

Pre-intervention

Post-intervention

Adaptability
Social skills
Learning skills
Affective problems
Anxiety problems

M
16.69
16.83
13.47
4.58
2.77

SD
3.29
4.15
4.87
3.16
2.02

M
7.94
17.47
15.22
3.41
1.11

SD
5.54
5.1
4.82
2.83
1.08

t
-1.43
-0.74
-2.14
2.71
6.45

p
0.161
0.461
0.039
0.010
0.001

D
0.48
0.25
0.72
0.91
2.18

ADHD problems

5.33

4.05

3.25

3.04

3.96

0.001

1.33

Note, N=36
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As can be seen in the table 1, the results confirm statistically significant
changes for the majority of the dimensions evaluated, namely: learning skills
(t= -2.14, p <0.05), affective problems (t= 2.71, p=0.010), anxiety problems
(t= 6.45, p<0.01) and specific problems for ADHD (t= 3.96, p<0.01). As far as the
magnitude of these changes is concerned, the only moderate change (d=0.72)
was recorded for learning skills, while for the other 3 outcomes, the magnitude
of change was large (varying from d=0.91 for affective problems to 2.18 for anxiety problems).
Table 2. The change for the main outcomes in the secondary school sample
Outcomes

Pre-intervention

Post-intervention

M

SD

M

SD

t

p

D

Learning skills

12.43

.84

17.22

7.48

-9.18

0.001

1.90

Adaptability

15.52

.57

18.29

4.42

-8.32

0.001

1.72

Social skills

12.36

6.77

17.07

5.80

-8.58

0.001

1.78

Affective problems

3.84

3.49

2.18

1.99

6.63

0.001

1.37

Anxiety problems

1.40

1.94

0.31

0.64

6.25

0.001

1.29

ADHD problems

8.13

7.78

4.28

6.05

6.70

0.001

1.39

Note, N=94

As table 2 shows, there is a significant change for all outcomes: learning
skills (t= -9.18, p< 0.01), adaptability (t= -8.32, p< 0.01), social skills (t= -8.58,
p< 0.01), affective problems (t= 6.63, p< 0.01), anxiety problems (t= 6.25,
p< 0.01) and ADHD problems (t= 6.70, p< 0.01). As far as the magnitude of change
is concerned, all changes recorded a large magnitude (from d= 1.29 to d= 1.90).
Correlates of change
As mentioned above, the aim of our investigation was mainly to measure the effects of the intervention on the emotional and behavioral components
of school engagement. Besides the investigation of our hypotheses, we wanted
to identify potential correlates of the change in the outcomes, that might become relevant for future similar projects. To quantify the individual change, the
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difference between post and pre-intervention was calculated for each participant
involved in both stages of the study. We analyzed as potential correlates of change,
variables such as gender, age, ethnicity, parental status, family size (number of
children in the family), and attendance in the project activities.
Gender
The data revealed that for primary school students, there are significant
gender differences in the effectiveness of the intervention for social skills, emotional problems, and anxiety problems (table 3), in such a way that the intervention is more effective for girls than for boys. Also, even if for the other outcomes gender differences regarding the mean change were not significant, the
tendency of the results is similar, with larger changes for girls.
Table 3. Gender differences in the mean change (post-pre intervention)
for both primary and secondary school samples
Primary school sample (N=36) Secondary school sample (N=94)
Effectiveness upon Boys

Girls

M

SD

SD

t

Adaptability

.22

5.77 2.28 4.57 -1.18

Girls

M

SD

2.78

3.08 2.76

3.44 0.30

Social skills

-1.28 6.30 2.56 2.64 -2.38* 5.05

5.56 4.28

5.04 0.69

Learning abilities

.33

6.53 3.28

7.02 1.74

Affective problems -.17

M

Boys

5.88 3.17 3.22 -1.79

5.73

M

SD

t

2.55 -2.17 2.26 2.49* -1.75 2.46 -1.54 2.40 -0.40

Anxiety problems -1.06 1.30 -2.28 1.56 2.54* -1.11 1.66 -1.04 1.72 -0.19
ADHD problems

-2.28 3.89 -1.89 2.30 -.36

-4.67 5.88 -2.83 5.03 -1.60

Note, ** p< 0.01, * p< 0.05

As far as the secondary school sample is concerned, also in table 3, we
can observe that there are no significant gender differences regarding the 6 outcomes that were analyzed. In other words, for the secondary school sample, the
intervention was equally effective for boys and girls.
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Age
Regarding the age, the results revealed that for secondary school students, age is a significant correlate only for the effectiveness of the intervention
on learning skills (table 4), in the sense that the effectiveness of the intervention
increases with the age of the students.
Table 4. The correlations between age and the change (post-pre intervention)
for both primary and secondary school samples
Change in

Age

Adaptability

Primary school sample
(N=36)
.19

Secondary school sample
(N=94)
.16

Social skills

-.10

.10

Learning abilities

.26

.27**

Affective problems

.06

.13

Anxiety problems

-.12

.07

ADHD problems

-.03

-.12

Note, ** p< 0.01, * p< 0.05

In the case of primary school children, even if age does not correlate
significantly with the effectiveness of the intervention, for any of the measured
aspects, it can be observed that the magnitude of the correlation with the learning abilities is very similar to the one found for secondary school children. The
reason why this value was not significant is the relatively small sample of primary school children, and implicitly the low statistical power.
Ethnicity
Another potential correlate of change that was investigated was ethnicity. Results are presented in table 5.
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Table 5. Ethnical differences in the effectiveness of the program (ANOVA)
Primary school sample
Effectiveness
upon

Romanians
M

SD

Hungarians
M

SD

Rroma
M SD

Secondary school sample
Romanians
M

SD

Hungarians
M

SD

Rroma
M

SD

Adaptability

-1.00 5.46

1.18

4.1 3.38 5.20 2.89

3.75

2.35 2.29

2.84

2.93

Social skills

-1.83 6.21

2.18 4.69 1.62 3.78 5.29

6.20

2.59 2.15

5.03

5.00

Learning
abilities*

-1.08 5.05

5.45 3.24 1.23 4.09 4.69

7.15

.76

6.63

6.62

Affective
problems

-.42

2.52 -1.06 1.56 -1.69

2.67

Anxiety
problems*

-1.92 2.02 -1.82 1.60 -1.31 .95 -1.56

1.96

-.78

1.41

ADHD
problems*

-.75

5.78 -1.41 1.87 -5.47

6.15

2.23 -2.36 2.62 -.85 2.67 -1.87

2.45 -2.36 1.75 -3.08 4.25 -3.62

-.41

4.68

.87

** p< 0.01, * p< 0.05

In the case of the primary school sample, significant differences in the
effectiveness of the intervention according to ethnicity were recorded only for
learning skills (F=7.06, p<0.01) in such a way that Hungarian students recorded
the larger improvement (M =5.45, SD=3.24).
In the case of the secondary school sample, significant ethnical differences in the effect of the intervention were found for learning abilities (F= 4.38,
p<0.05), anxiety problems (F=3.86, p<0.05), and ADHD problems (F=3.15,
p<0.05). Thus, at the level of learning abilities, we can see that the biggest improvement occurred for Roma students (M =6.63, SD=6.62), followed by Romanian students (M =4.69, SD=7.15) and Hungarian students (M =0.76, SD=4.68).
Analyzing the anxiety problems, the highest change was registered in Romanian
students (M =-1.56, SD=1.96) followed by Roma students (M =-0.78, SD=1.41)
and Hungarian students (M =-0.41, SD=0.87). These results could suggest the
need for long-term programs addressed to Romanian students, to reduce their
anxious moods. These data confirm, moreover, previous results obtained from
studies conducted on children in Romania, which suggested that our students
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have high-performance anxiety, and this is an important variable that predicts
school dropout. In terms of ADHD problems, the larger change occurred in
Roma students (M =-5.47, SD=6.15) followed by Romanian students (M =-3.62,
SD=5.78) and Hungarian students (M =-1.41, SD=1.87). From the teacher’s and
counselor’s reports, role- play activities, playing musical instruments, expressing emotions with musical instruments and movement, the magic circle (safety
circle) were the activities in which it was possible to observe the increase of the
ability to inhibit the response (impulse), the increase of students' ability to concentrate on the activity etc.
Family context
Given that the students in the target group come from vulnerable backgrounds, we tried to identify whether the family context in which they spend
most of their time can be related to the effect of the intervention (table 6).
Table 6. The family context and effectiveness of the intervention
Primary school sample
Effectiveness upon Both parents
M

SD

Secondary school sample

Mother

Other

M

M

SD

SD

Both parents
M

SD

Mother
M

SD

Other
M

SD

Adaptability**

-4.75

4.27 2.88 3.81 3.08 4.70

2.55

3.50 3.25 2.98 1.18 3.31

Social skills*

-3.63

6.82 1.94 2.84 1.75 5.15

2.23

3.67 6.81 4.62 1.82 7.95

Learning abilities

-.88

7.72 2.88 3.32 2.00 4.02

1.61

5.89 6.54 6.24 4.18 9.15

Affective problems

.13

4.05 -1.19 2.07 -2.00 1.71

-.87

1.71 -2.23 2.50 -1.18 3.19

Anxiety problems

-.75

2.19 -1.63 .96 -2.33 1.50

-.45

.85 -1.37 1.72 -1.55 2.70

ADHD problems*

.25

3.24 -2.50 3.33 -3.08 2.15

-2.19 2.64 -5.29 5.55 -1.73 9.30

Note, ** p< 0.01, * p< 0.05

The results show that in the primary school sample the family context
was associated with differences of change for adaptability (F=10.39, p<0.01),
social skills (F=4.18, p<0.05), and ADHD problems (F=3.31, p<0.05). For adaptability, the larger improvement was recorded for children interacting mostly
with others than their parents (M = 3.08, SD= 4.70). For social skills, a larger
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improvement was observed for children interacting mostly with their mothers
(M =1.94, SD=2.84). As far as the ADHD problems were concerned, the group
with the larger decrease was the group interacting mostly with others than
their parents.
In the secondary school sample, the data revealed that the family context was associated with differences of change for social skills (F=10.97, p<0.01),
learning abilities (F=5.57, p<0.01), affective problems (F=3.46, p<0.05), anxiety
problems (F=3.51, p<0.05) and ADHD problems (F=4.17, p<0.05). In the case of
social skills and learning abilities, children who spend most of their time with
their mother, recorded the largest improvement (M=6.81, SD=4.62 for social
skills and M=6.54, SD=6.24 for learning abilities). Regarding their affective and
ADHD problems, also children who spent most of their time with their mothers
recorded the largest improvement (M=-2.23, SD=2.50 for affective problems
and M=-5.29, SD=5.55 for ADHD problems). As far as the anxiety problems are
concerned, children who spent most of their time with others than their parents
recorded the largest improvement (M=-1.55, SD=2.70).
Number of children in the family
Another factor analyzed in relation to the change in the outcomes of the
intervention was the number of siblings in each family. Results are presented
in table 7.
Table 7. The correlations between the number of children in each family and the
change in each outcome of the program
Change in

Primary school sample

Secondary school sample

Adaptability

.23

-.04

Social skills

.10

.17

Learning abilities

.11

.24*

Affective problems

-.01

-.09

Anxiety problems

.06

-.07

ADHD problems

-.13

-.15

Notes, ** p< 0.01, * p< 0.05
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As table 7 shows, in the secondary school sample, the only significant
correlate of the change was recorded for the learning abilities (r=0.24, p<0.05).
A similar correlation was obtained in the primary school sample, even if not
significant (due to the small sample), with the change in adaptability (r=0.23).
In other words, children with more siblings had larger improvements in their
learning abilities in the secondary school sample and larger improvements in
adaptability in the primary school sample.
The project activities produced a greater leap for these children, as they
started the pre-test with low values of learning skills, which means that the specifics of the remedial interventions were well thought out by the project team
in relation to their needs. This is extremely informative for educational decision-makers, as it may suggest that the number of siblings may even become a
predictor of school dropout (reduced learning skills leading to school failure, a
dimension that causes school dropout). The data obtained here can also be used
to justify the need for customized interventions for these children from large
families, if we want them to have good academic results that ensure their access
to high school or even tertiary education.
Marital status of the parents
Over the years, many researchers found that the structure of the family
can play an important role when it comes to school performance, child adjustment to school, or graduating from high school (Sun & Li, 2008; Manning &
Lamb, 2003). In our study, we also investigated a potential association between
family structure (marital status of the parents) and the changes in the outcomes
of the intervention program. Results are presented in table 8.
Table 8. The marital status of the parents and intervention effectiveness
Effectiveness upon

Primary school sample
Married
Other
M

Secondary school sample
Married
Other

SD

M

SD

t

Adaptability .50

5.45

.92

4.68

-.22

2.88 3.20

2.61 3.33 0.69

Social skills

5.58

1.83 3.30

-.07

4.47 4.75

5.11 6.18 0.57

1.71

M

SD

M

SD

t
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Primary school sample
Learning
.29
abilities
Affective
-.79
problems
Anxiety
-1.79
problems
ADHD prob-1.33
lems

Secondary school sample

5.24

3.17 4.88

-1.58

4.03 6.64

5.61 7.12 0.27

2.81

-1.92 1.93

1.24

-1.31 2.07

-2.22 2.85 0.10

1.82

-1.42 .79

-.86

-.83 1.23

-1.50 2.18 0.09

3.07

-3.58 2.87

2.11*

-4.10 5.35

-3.44 5.96 0.58

Note, ** p< 0.01, * p< 0.05

In our study, the only difference in the effectiveness of the intervention
depending on the status of the parents is manifested for ADHD problems in the
case of primary school children.
Thus, students who have divorced parents, separated or live with one
parent, have larger improvements in their ADHD problems following the intervention.
Attendance in the program
The last factor analyzed here is the attendance in the program. Results
are presented in table 9.
Table 9. The correlations between the attendance of the program
and the effectiveness of the program
Effectiveness upon

Primary school sample

Adaptability

.32

.14

Social skills
Learning abilities

.15
.01

.32**
.04

Affective problems

.17

-.04

Anxiety problems
ADHD problems

.16
-.22

-.09
-.05

Notes, ** p< 0.01, * p< 0.05
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As table 9 shows, in the secondary school sample, the only significant
correlate of the change was recorded for the social skills (r=0.32, p<0.01). An
identical correlation was obtained in the primary school sample, even if not significant (due to the small sample), with the change in adaptability (r=0.32). In
other words, children with a higher level of attendance had larger improvements in their social skills in the secondary school sample and larger improvements in adaptability in the primary school sample. Also notable, even if not
significant, is the correlation between attendance and the change in ADHD
problems in the primary school sample. That is, children with higher levels of
attendance had larger decreases in their ADHD problems.

Conclusions and implications
In the effort to reduce school drop-out and keep children in school for
as much as it is possible, the most effective strategies involve preventive and
corrective interventions for children at risk of dropping out of school before
entering high school. These interventions require additional support (e.g. guidance, counseling), as well as actions to monitor risk factors, which allow for the
correct guidance of interventions. There are aspects that the decision-makers
and the people directly involved in the implementation, within this project,
have capitalized on. Moreover, the intervention itself also has to aim at carrying
out activities that can lead to increased school performance, involvement in
school activities, and thus to the extension of the schooling period by (a) providing direct, individualized guidance and support for the fulfillment of homework,
participating in-class activities; (b) participation of the student in counseling
and career guidance classes which may sustain a positive attitude toward education. Therefore, we can unequivocally state that the results obtained within
the project, come to confirm and complete the data seen in other similar studies
found in the international and national literature. We summarize some of the
most relevant: 1. gender, ethnicity, family environment are vulnerabilities that
over time can lead to the phenomenon of school dropout. 2. for school students,
socio-emotional and cognitive competencies develop asynchronously and
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therefore an inappropriate development of them can facilitate school dropout
or class repetition. 3. children with normally developed socio-emotional competencies and a high degree of adaptability are more likely to constantly participate in remedial activities. 4. the presence of parents and especially mothers in
children's lives can ensure the emotional stability of children and adolescents.
5. adolescents deprived of parental involvement may develop more serious
emotional and behavioral problems and are therefore vulnerable to the temptation to leave school 6. there are gender and age differences in the development of certain specific skills 7. personal and academic development activities
reduce the level of anxiety experienced by school students 8. overall, the intervention implemented in the project has significant effects both in terms of socio-emotional development, but also in terms of adaptability and learning skills
of children in the target group.
Obviously, in the context of any study, there are some limitations. We
draw attention to the fact that not all dimensions have changed. This may be
due to several factors: the small number of children left in the project and implicitly the low statistical power for some analyses, especially at the primary
level (pre-test vs. post-test), changes due to the natural maturation of children
and adolescents, the pandemic generated by the new coronavirus, the lack of a
true control group (which was excluded for both ethical and practical reasons).
However, analyzing the data objectively, there are sufficient arguments to support the existence of changes in the developmental profile of students and we
are talking here about the size of the effect recorded and explained for each dimension assessed. In conclusion, the results of this study confirmed that the
multidimensional intervention carried out within the project, generally led to
changes according to expectations. The intervention included both remedial activities (to increase school performance) and social and emotional development
activities. Initial data revealed that at the time of the first evaluation, social skills
were not sufficiently developed for about half of the students. In addition, more
than a third of them had serious emotional problems and noticeable skills gaps
that impair the autonomous learning process. The need for interventions on
these specific dimensions is sustained by the fact that socio-emotional competencies are critical for academic success, but also for professional/ personal
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success. This also applies to children and adolescents who are at increased risk
of dropping out of school due to disadvantaged socio-economic status, ethnic
minority status, or early emotional and/or behavioral problems (Domitrovich,
Durlak, Staley & Weissberg, 2017). The well-known process by which these
skills are acquired is that of socio-emotional learning (SEL- social and emotional learning) (Weissberg, Durlak, Domitrovich & Gullota, 2015; Benga et al.,
2018; Buzgar, Dumulescu & Opre, 2013).). As such, as we have done in this case,
for similar situations we consider that it is necessary to plan and implement
some effective, multilevel interventions focused on cognitive, emotional, and
behavioral engagement in school activities. In conclusion, we can say that the
intervention has statistically significant effects that are in line with the general
purpose of the project, namely to reduce school dropout, to support the education of future generations, and to take into account especially vulnerable
groups.
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ONLINE TEACHING. OPPORTUNITIES, CHALLENGES AND
RECOMMENDATIONS TO IMPROVE COLLABORATION
AND QUALITY OF LEARNING
SERGIU MAXIM1
ABSTRACT. Remote learning, also known as distance education, can be defined
as teaching the students with no face-to-face contact with the teacher in class.
Once the Coronavirus spread, globally imposed measures became more and
more restrictive leading to a major difficulty for the educational systems: identifying fast solutions to the issue of suspending the classes and lectures in-person. The techniques of online and distance learning also needed changes to fulfill the needs of teachers and students, such as presentation, communication,
asking questions and formulating answers, practicing the theory through various exercises, testing and feedback. There are several good practices popular
now in online education, some of which are described throughout this article.
Developing a complete set of skills in students is fundamental for facilitating
the educational process and integrating them in the study and/or working
groups, but also for preparing them for real life. This article presents some of
the most important abilities to take into account by the educational system.
However, most recommendations from instructors teaching online are presence-themed. Establishing a strong connection and feeling part of a supportive
community is vital for students. Using video or Skype, video announcements
instead of text, using the phone are all ways to a faster connection whenever
doubts or questions arise. In addition, training and agility are on top of the priorities list: using technologies that help in achieving teaching objectives; teaching online does not mean that materials once used face-to-face are uploaded on
an online platform; training is key whereas technology cannot work and there
is a need for a back-up plan.
Keywords: learning, online, skills, technology, teaching methods, synchronous,
asynchronous.
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ABSTRAKT. Fernunterricht, auch als Fernstudium bekannt, kann als Unterrichten der Schüler ohne persönlichen Kontakt mit dem Lehrer in der Klasse
definiert werden. Als sich das Coronavirus ausbreitete, wurden die weltweit
verhängten Maßnahmen immer restriktiver, was zu einer großen Schwierigkeit für die Bildungssysteme führte: schnelle Lösungen für das Problem der
Auflösung von Unterricht und Vorlesungen vor Ort zu finden. Auch die Techniken des Online- und Fernunterrichts mussten geändert werden, um den Bedürfnissen von Lehrern und Schülern gerecht zu werden, wie zum Beispiel Präsentation, Kommunikation, Fragen stellen und Antworten formulieren, die
Theorie durch verschiedene Übungen üben, Testen und Feedback. In der Online-Bildung gibt es mehrere vorbildliche Vorgehensweisen, von denen einige
in diesem Artikel beschrieben werden. Die Entwicklung vollständiger Kompetenzen bei den Studierenden ist grundlegend für die Erleichterung des Bildungsprozesses und die Integration in das Studium und/oder die Arbeitsgruppen, aber auch für die Vorbereitung auf das reale Leben. Dieser Artikel stellt
einige der wichtigsten Fähigkeiten vor, die im Bildungssystem berücksichtigt
werden müssen. Die meisten Empfehlungen von Lehrern, die online unterrichten, beziehen sich jedoch auf die Präsenz. Für die Schüler ist es von entscheidender Bedeutung, eine starke Verbindung aufzubauen und sich als Teil einer
unterstützenden Gemeinschaft zu fühlen. Über Video oder Skype, Videoansagen statt Text, das Telefonieren, all diese sind Wege die zu einer schnelleren
Verbindung bringen, wenn Zweifel oder Fragen aufkommen. Darüber hinaus
stehen Training und Agilität ganz oben auf der Prioritätenliste: Einsatz von
Technologien, die dabei helfen, Unterrichtsziele zu erreichen; Online-Lehre
bedeutet nicht, dass Materialien, die einmal persönlich verwendet wurden, auf
eine Online-Plattform hochgeladen werden; Schulung ist der Schlüssel, während Technologie nicht funktionieren kann und ein Backup-Plan erforderlich
ist.
Schlüsselwörter: Lernen, Online, Fähigkeiten, Technologie, Lehrmethoden,
synchron, asynchron.

1. Introduction
Over time people have been exposed to a variety of learning forms,
which were vital for their survival in the world’s innovative and evolutionary
context. Thus, the learning process is indispensable to adaptation and change
no matter its form, nature, length or intensity.
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Beyond the traditional learning methods, more precisely face-to-face
teaching, the modernization of virtual technologies and tools has given rise to
virtual and remote learning. According to UNICEF in Europe and Central Asia
(2020), there are three types of such learning: remote, online and blended.
Remote learning, also known as distance education, can be defined as
teaching the students with no face-to-face contact with the teacher in class. This
is implemented through correspondence in both written form, such as printed
materials and multimedia, such as radio channels, television or online.
Online learning represents the education on the internet, either part
of some remote learning programs or as a supplement to traditional teaching
methods in class. Students’ location can vary from their home to classrooms, as
long as safe access to internet is provided, so that they can use the virtual technologies and applications.
Blended learning implies combining the face-to-face teaching methods
with the online interaction by using the virtual applications. This can even include remote learning, through the methods previously mentioned.

Digital Trends and Covid-19 Impact on Online Teaching
From all of the above, remote and online learning, also known as elearning are subjects of topical interest which have developed exponentially in
the past few years and continue to increase in popularity to the detriment of
classical face-to-face teaching methods. That which was thought to be a temporary short-term solution, only as an individual protection measure against
Covid-19 became a habit for educational institutions and the rest of the population directly or indirectly involved in the process. Once the Coronavirus
spread, globally imposed measures became more and more restrictive leading
to a major difficulty for the educational systems: identifying fast solutions to the
issue of suspending the classes and lectures in-person.
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For over a year now, online education has been facing different teaching
forms and process improvements regarding the teachers’ training, creation and
delivery of content and students’ learning. Transitioning from the traditional
education to the virtual one requires multiple complex choices and the most
efficient project management possible so that it allows students to be as active
and involved as necessary in their own qualitative development.
Even more, remote and online learning are expected to be an irreversible change, according to multiple surveys and studies conducted between
2020-2021, among which the one coordinated by School Education Gateway
(2020), the European online platform for professionals in education between
9th April – 10th May 2020. The results of 4.859 respondents, out of which 86%
being teachers and school directors indicate that more than a half considers
that the school practices would not be the same anymore when the schools will
reopen and online/remote teaching will continue to grow in volume. More accurately, 44% of the respondents thought that school will suffer slight changes
in the future, with a higher focus on online teaching than before, while 17%
considered that school will be certainly different by integrating more the online
teaching methods.
On the same note, CEE Multi-Country News Center (2021) published together with Microsoft an article about the accelerated digital transformation in
education as a top priority industry. Considering that during 2020, in-class
courses have been suspended for 1.2 billion students globally the concern that
arises naturally for all teachers is related to continuing this trend even after the
pandemic. Opinions seem to be divided, on the one hand because of the inadequate infrastructure and teachers’ training which could deteriorate students’
experience, and on the other hand because of the initiatives towards a hybrid
educational model that could bring considerable benefits.
Positive examples from European countries such as Croatia, Ukraine,
Latvia and Slovenia support the digital transition, the more so as multiple researches prove that online learning can be even more efficient than the traditional one. On average, students recall between 25-60% more information
when done online, compared to 8-10% from the in-class teaching. Certainly, the
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online teaching efficiency varies depending on group ages, nationality or students’ economic and political context which calls for an extra effort from teachers to deliver and sustain an education as much qualitative as possible.

Romanian Context
When it comes to Romania2, the digitalization of the education and
training system is being debated since 2016, when the national project
“România educată (Educated Romania)” was launched. Since then, a clearer vision together with a series of proposals to be implemented until 2030 was outlined on the following priorities: didactic career, equity of the educational system, professionalization of educational management, qualitative technical education, autonomy, internationalization and qualitative higher education, early
childhood education, evaluation of pupils and students.
Although Romania currently has wide-ranging internet connectivity,
some steps are still missing in order to ensure all resources and an integrated
framework for access to quality education in the digital age. The national strategy regarding the digitalization of the education and training system SMARTEdu launched in public consultation in December 2020 aims to generate a Modern, Accessible School based on digital Resources and Technologies, having as
priorities the following: accessibility, connectivity, digital educational ecosystem, innovation, sustainability.
According to this strategy, during 2021-2027 efforts will be made to
train and develop teachers' digital skills, improve the infrastructure, stimulate
and support the creation of offers and opportunities adapted to the professions
of the future, encourage student-centered innovation, create Open Educational
Resources (RED), increase partnerships with European and international, both
public and private organizations, encourage and promote initiatives on online
security, data protection, cyber hygiene, IT ethics. All of these initiatives will be
possible through respecting several principles, among which equal access, equity, inclusion, learning personalization, quality, resilience and green economy.
2

https://www.smart.edu.ro/#h.xck2kklw9ox5
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The expected result is a flexible, digitized, adaptable, qualitative education system, able to respond to challenges and generate change, together with active
citizens, well integrated in the labor market and sustainable economic growth.

Opportunities and Challenges Associated with Online Learning
It goes without saying that the inevitable, spontaneous transition of education from the physical to the virtual environment was and still is difficult,
but even so there are numerous benefits once it is well managed and implemented. One of the advantages and probably the most important also is the flexibility offered to teachers and students. Online learning gives everyone involved the chance to organize their schedule according to the group’s agenda,
to balance the personal chores and other tasks, to learn at their own pace and
strengthen their autonomy and sense of responsibility.
In addition, accessibility is another important aspect, both in terms of
the wide collection of courses, trainings and educational programs, as well as
the location and personal comfort. On one side, the internet is full of resources
adapted to the individual needs concerning knowledge and skills development.
Many of the institutions holding online programs also release diplomas and certificates once students complete them. On the other side, students do not need
to travel to attend the classes anymore; only an internet connection and a quiet
space are enough in order for them to enjoy a complete learning experience.
Even during trips and vacations, the learning process can continue through the
medium of apps available online (Josep, 2021).
However, just as any other major unexpected change, the digital transformation of education comes with several challenges and barriers. The major
issues regarding online learning, which students and educational institutions
should have in mind, are related to three categories: learners, instructors, and
content development. Learners’ issues include their expectations, readiness,
identity, and participation in online courses. Instructors’ issues comprise transitioning from face-to-face to online, time management and teaching styles.

64

ONLINE TEACHING. OPPORTUNITIES, CHALLENGES AND RECOMMENDATIONS …

Content issues refer to the instructors’ role in content development and integration of multimedia and the role of instructional strategies in content development3.
The same content previously taught in class, currently assumes a much
bigger preparation effort. Furthermore, teachers who have never thought differently than in the traditional way are not at all familiar with the methods
needed to change; one more reason why they need training for designing and
delivering classes on the internet. They spend much more time for preparing
and exploring the online teaching, so they would need a smaller loading (less
effective hours to teach) or some financial compensation4. Mackey (2016)
says that teaching online can require from teachers to relearn individual preferences of each student. The polls, surveys and drawing instruments could help
in this sense, not only for the lessons to be more personalized and learner-centered but also for increasing the retention.
Challenges associated with the virtual groups in which differences between individuals emerge are also very important to take into consideration.
One research published by Taras, V., Baack, D., Caprar, D., Jiménez, A. & Froese
F. (2021) classifies these differences in two categories: personal and contextual.
Personal diversity includes characteristics such as age, gender, language,
skills, and values whereas contextual diversity refers to differences in the environments that the team members live in, such as the different levels of economic development and different types of institutions and political systems of
their countries. Results demonstrate how the personal diversity can negatively
affect team climate, while contextual diversity can positively affect task and
group’s performance. Numerous studies have shown that less homogeneous
teams exhibit more creativity, considering more options and solutions, processing facts more carefully and succeeding in making better decisions.

3
4

Kebritchi, Lipschuetx, & Santiague, (2017)
Conrad, lector de la Universitatea Berkeley din California (după O'Malley, S., 2017)
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2. Role of Teachers and Online Teaching Methods
Not only is diversity identified between individuals studying together,
but also in the content, methods and tools of online teaching which have experienced changes and improvements too along with the modernization of technology and the increasing rate of internet use, especially amongst the younger
generation. Information are today at one click away, but so are sources of distraction during a class. This is why it is important for teachers to identify various methods to maintain the attention and active involvement of students for
as long as possible, without endangering their well-being or the quality of the
information provided.
Boettcher (cf. O'Malley, S., 2017) claims that the mental presence of the
teacher is the most important one and this is not about only answering to the
questions students address online, but also about the “social presence” in the
online class. Even more, they need to encourage their students to be as socially
present as possible in their turn too, by sharing experiences, things they have
read or seen or even posting photos with them in front of the computer, etc. It
is important for the students to have an idea about who their teachers are as
humans.
The Community of Inquiry Model, hereinafter referred to as CoI, developed in 1999 by Garrison și Anderson (Garrison, 2017) describes three types of
presence: learning, cognitive and social presence. Daspit, Mims, & Zavattaro,
(2015) used the theory of positive psychology when suggesting that the CoI
model includes psychological capital (PsyCap) to emphasize the students’ positive motivational states. However, Salmons (2020) says that PsyCap is a distinct online presence. Social presence of learning group members is associated
with the participation and social interaction level between them, therefore it is
considered to be a critical variable in the learning process.
Another perspective on social presence as a theoretical concept is presented by Kenzig (2015) who considers that it can be divided in two different
constructs. These are the “social presence”, which refers to the degree of ‘realness’ of the other in the communication and the “social space” meaning the degree to which social interpersonal relationships are salient. The author also
66

ONLINE TEACHING. OPPORTUNITIES, CHALLENGES AND RECOMMENDATIONS …

identifies that social presence in the CoI model is actually integrating both constructs but with an emphasis on social space.
One of CoI model’s limitations identified by Majeski, Stover, & Valais
(2018) is the integration and understanding of the emotional presence, solely
seen in terms of emotional expression. The authors believe that emotional intelligence would support a much broader role for emotional presence in learning and discuss the relationship between emotional presence and teaching
presence and how the latter may foster emotional presence in learners. Students’ online motivation is an essential ingredient for academic success. Motivation involves the desire to learn with self-discipline to acquire new information Mickahail (2016).
Not least, the study described by Lohr & Haley (2018) reveals the fundamental contribution of creating the social presence through the training design. In their research, the authors used an autobiographical memory exercise
in an online graduate course and reached to the conclusion that communication
and learning improved. Additionally, integrating the social presence encouraged an active and engaged online learning community.

Online Teaching Methods
The techniques of online and distance learning also needed changes to
fulfill the needs of teachers and students, such as presentation, communication,
asking questions and formulating answers, practicing the theory through various exercises, testing and feedback. There are several good practices popular
now in online education, some of which are described below.
Synchronous Teaching and Learning
One short definition of synchronous e-learning is the learning on the internet in real time done by an individual or a group of people through direct
interaction with the instructor. This can be realized through the available technological infrastructure and tools, usually video and/or audio conferences, live
chats or live speeches.
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Participating to synchronous e-learning activities is necessary for students’ academic results. Teachers cannot ensure that students who are on the
participants list are actually following the online learning tasks. While transitioning from the face-to-face interaction in the traditional classroom to the impersonal virtual room on a screen, lots of teachers need to accept that online
classes do not offer the same sense of community as the ones before. Online
classes are social classes which are highly based on the ability to communicate efficiently in group. Fisher & Tucker (2004) affirm that the feeling of belonging, a community with the same interest is one of the key to success when
it comes to students that interact exclusively on the internet.
Sobko, Unadkat, Adams, & Hull (2020) conducted a qualitative study in
which they explored the collaborative network learning during a course and
they analysed the speech, way of thinking and media used by students during a
video conference discussion. By using a socio-cultural context regarding learning and development, the authors concluded that synchronous online engagement and multiple digital technologies have facilitated the construction of
students' knowledge and content analysis. They define the collaborative network learning as being built by the dynamic convergence of “actors” working
together towards multiple and competing goals.
Asynchronous Teaching and Learning
Compared to the synchronous learning, the asynchronous one represents learning from the same materials, but in different moments and places,
students being independent one from the other in their educational process and
also from the instructor’s schedule. Materials used in asynchronous learning
are usually written materials and/or in video/audio format, previously recorded and distributed to students.
Comer & Lenaghan (2013) approached the educators’ concern regarding the usage of asynchronous online discussions instead of the face-to-face discussions. Starting from the researches on asynchronous online learning and
Bloom’s taxonomy, the authors introduce the system of “original examples”
and “value-added comments” which they developed to promote stimulating,
meaningful discussions in which students learn the course material from one
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another. There are described several concrete methods to integrate this system
and a guide for instructor facilitation. Their study proves the fact that asynchronous online discussions facilitate students’ learning and can even be more inclusive than the ones face-to-face, for some people.
Asynchronous learning is attractive especially to students, because it is
their choice as when, where or even if they will participate to specific courses
and training programs. This opportunity presents also a risk, associated with
the misbelief of many that online learning is easier than in-class learning. The
risk of not attending the classes at all or that of navigating a less qualitative educational material can be prevented by a special sort of motivation, with which
students would actively assume responsibility over their own educational process through asynchronous online learning platforms.
Glenn, C. W. (2016) examines specific methods to make that possible
and to bring more humanity in the online environment in a way that improves
retention. Some of the most important in relation to the students require paying
higher attention and respectfully approaching their needs and concerns, continuously advising them with regard to their career development, promoting a
culture driven by success and encouraging the students to strengthen friendships and connections.
Online Teaching through Collaboration and in Small Groups
Despite the numerous studies on social interaction within collaborative
learning, there is still not enough information about the successful interactions
forms in situations of collaborative learning made in front of the screens. After
a meta-synthesis of 41 articles about small group work in online courses completed in 2017, Cherney, Fetherston, & Johnsen argue that there is a lack of consistent definitions within literature about student collaboration online and a
lack of interdisciplinary contribution to online course small group literature. In
this meta-synthesis, the authors raise awareness regarding the optimal size of
an online group, ways of dividing the students in smaller groups, “free-riding”
and other concepts.
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Another study on the same subject was completed in 2016 and indicates
that interaction in collaborative situations is usually more related to the
group, rather than the learning task. After this qualitative case study made
during a university course, Vuopala, Hyvönen, & Järvelä concluded two relevant
aspects: group-related interaction has a higher frequency and is concentrated
mostly on coordination of group work, such as planning and organizing group
activities, whilst task-related interaction occurs more rarely and in a more rigid
way, mostly in the form of comments or answers to earlier messages.
Gamification
The concept of gamification can be defined as an approach using gaming
elements in contexts with no entertaining or playful nature, in order to involve
people in their activities. Regarding education, including gamification methods
can bring many benefits, especially maintaining the attention and active participation of students, according to authors Çakiroğlu, & Kiliç (2018).
After creating two different gamification scenarios the authors applied
them within a study and its conclusions are that it is preferred for teachers to
include such methods in materials design, given how students can spend hours
in the virtual environment and this kind of activities can offer them satisfaction
and entertainment. Games that are already online can be a suitable activity either for relaxation and detachment from everyday life or learning and practicing critical thinking, decision making abilities and discernment. In addition, the
possibility for students to win points after successfully completing each game
level can be thrilling and it stimulates the competition in a group, but it can also
contribute to an increased focus on task and interaction with teachers.

3. Possible Objectives of Education
Generally, operating based on objectives implies managing processes by
following a concrete action plan with the aim of attaining the desired results,
everything being well calculated, monitored and periodically evaluated in order to
validate the progress and further steps. For educational institutions and industry
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experts, such examples of objectives could be teaching and learning specific
cognitive, non-cognitive and mixt abilities, delivering materials of high-quality,
attractive, easy to process by students, creating a safe learning environment,
promoting inclusion and equity.
Besides theoretical and practical knowledge about diverse professional
domains and personal areas, students’ education nowadays should focus to the
same extent on developing specific social and collaborative skills. Many courses
created for getting students ready for real life started to include competencies
specific to emotional intelligence, such as self-control and discipline, conflict
management, cultural awareness and inspirational leaderships.
Along with the digital transition, the educational objectives can be debated from the perspective of teachers as beneficiaries. More precisely, one relevant objective could be the improvement of digital skills through training and
specific programs for teachers. Replacing the face-to-face interaction and traditional teaching forms is an objective itself, which needs a certain level of selfeducation and adaptation to the new trends. The best advice for teachers is to
take a step back and concentrate on what matters most. Prioritizing an open,
clear communication channel with both students and parents is a first essential
step towards achieving the proposed goals.
Learning Cognitive and Non-cognitive Abilities
As mentioned above, developing a complete set of skills in students is
fundamental for facilitating the educational process and integrating them in the
study and/or working groups, but also for preparing them for real life. This article presents below some of the most important abilities to take into account
by the educational system.
Critical Thinking
Redmond (2014) affirms that critical thinking and in-depth knowledge
can occur through reflective processes. Whenever students go through the four
stages of cognitive presence (triggering, exploration, integration, resolution)
the processes of discussion and reflection are important in developing deep
71

SERGIU MAXIM

understanding. When instructors structure online discussions appropriately,
students are able to share and document their own thinking and reflect on their
contributions and the perspectives of others while developing new or deeper
knowledge.
Self-Directed Learning
One of the specialized books on the self-directed learning theme is
“Assessment Strategies for Self-Directed Learning”, written by Costa & Kallick
(2004). While elaborating the necessary conditions for self-learning, the authors mention that instead of requiring compliance, a new role needs to be
taken in mediating and supporting others, in order to become more selfconfident, more self-responsible and able to refer to their own self. It is
easier, according to the authors, to teach others to be self-directed as long as
the organization supports this kind of efforts. In the fifth chapter of the book,
they show the way in which teachers mediate the learning of these abilities
through designing lessons, units and training activities, creating the conditions
for self-directed learning, generating and intensifying reflective dialogue and
serving as a model for learners.
Time Management
Time management and efficiency of solving practical tasks are a challenge for both students and teachers, especially in the online environment,
where fun is just a click away and the pitfall of procrastination can be difficult
to avoid. Even more, as communication is not necessarily in real time anymore,
the spontaneous texts, phone calls or video calls are very common and this can
generate a certain curiosity and an impulse to always stay connected.
When it comes to a reasonable time management, O'Malley (2017)
states that teachers should not be available 24/7, neither engage themselves in
1-1 interactions with 30 students. Plus, the teacher should not respond to each
and every posting written by students. When teachers do so, students start to
contact them in private, when the online discussion should actually be held in
between classmates.
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Equity and Inclusion
The concept of equity must be approached from a multidimensional perspective and adapted to two main needs of a modern society: political-institutional, through the principle of justice and theoretical-academic, by ensuring the
highest possible quality of inclusion in education. By integrating the concept of
equality, equity is made up of three essential pillars: equal opportunities, treatment and results. Transposed into the educational system, equity means taking
into account the socio-economic, political and cultural environment of the learners and ensuring correct compensation strategies, so as to avoid any opportunity
for discrimination. In this regard, Castelli, Ragazzi și Crescentini (2012) suggest
the following methods to ensure equity in teaching and learning contexts:
1.
2.

3.

Regulating the exercise of rights more strictly, particularly the right to
education
Frequent communication and strengthened relations with the community, especially with the learners’ families, for a better mutual understanding and an increased social integration
Development of specific expertise in terms of discrimination and integration among teachers

Morgan, Giggins, Miller, Pierce, Boone & Tandy (2016) studied different
types of online teaching of social abilities and found out that these are efficient
in identifying the behavioral issues in the online environment. Using technology
creates new natural environments for social participation and new rules of interaction. Some theories suggested that students with emotional or behavioral
disorders would have social difficulties in online settings. It is critical to understand the elements of diversity and the way these impact the interaction in
online, but also the overall final performance of the group and individuals.
Another important aspect in choosing the technologies and online
teaching methods is the accessibility for students with disabilities. Ross (2019)
evaluates the attitudes and perceptions of the learning management systems
(LMS) in creating an attractive learning experience and, in the same article, he
evaluates the possibility of using Slack, a communication business tool as an
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additional LMS tool. The author reaches the conclusion that Slacks helps to improve students’ perceptions on the online class as a real-life experience, as well
as the learning results perceived from the group work.

4. Online Teaching Efficiency
Regardless of the pursued objective, one critical indicator is the efficiency of the processes and work done by each person in particular. As for
online teaching, its efficiency depends on the technologies used, content types
and design, teaching forms and styles approached by the instructors and also
on communication styles, frequency and methods. Students’ age is not to be neglected as a defining factor, because the younger they are, the bigger their orientation towards digital working methods will be. Even the adults used to traditional methods currently appreciate more the online tools.
Multimedia Tools
Creativity, flexibility and the usage of a wide range of collaboration and
involvement tools are absolutely essential for a well-trained teacher who could
promote inclusion, personalization and intelligence. For example, in Romania
the digital transition has had a positive impact regarding the collaboration between teachers and instructors, thus creating lots of virtual spaces with access
to open educational resources (RED). The digitaledu5 platform is one such example as the core of an initiative to support significant learning activities adequate for the 21st century.
People can find here over 4.500 suggestions of learning activities and
free resources, reviewed and validated by industry experts dedicated to this
project. Teachers can filter their search according to factors such as curricular
area, field of study, education level or activity type while materials are available
in written format, video, audio, images, evaluation files or even games, applications and simulations. These kinds of platforms are suitable for both teachers
and learners, being very useful and in ongoing development.
5

https://digitaledu.ro/
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Multimedia Teaching Materials
Boettcher & Conrad (2010) allege that teaching or lecturing parts need
to be removed. There is a higher need for a mix of discussions, collaborative
learning activities, video and audio files, written exercises and casual
short video presentations. Vai, an e-learning consultant and former president
of English Language department at New School in New York - after O'Malley
(2017) claims that the student should be engaged, therefore pages of text or an
hour-long video have to be eliminated. Presenting the information should be
done in 10-minute “chunks” with ample white spaces and incorporating
photographs which illustrate the written text. It is also recommended that the
titles to be colored.
Adding to this perspective, Kizilcec, Bailenson & Gomez (2015) believe
that it is preferred for the lectures to be recorded6 rather than streamed
live. In case some students have technical difficulties or struggle with internet
access, they can watch the recording some other time. Lectures where teachers
show their faces are more efficient than slideshows. Slides should be interspersed with videos of the teachers. Videos should be short, as the ones
longer than 15 minutes can be difficult to download and also distract the
learner. For longer lessons, teachers are recommended to record two or three
separate videos. Before shooting the lectures, it is suggested to test the slides
on a smartphone in order to make sure that text is readable on a small screen
also. Not least, double-checking the font sizes, colors and template design would
be useful.
One study made in Russia7 about learning English as a foreign language
proves how children understand the material much better if the teaching
method covers as much as possible the five human senses including interaction
with others, while adults benefit more from their abstract thinking and appealing to their own life experiences and expectations. In plus, the same study recommends setting up a different resolution time for tasks, in order to retain students’ attention depending on their age: while a 2 years old child cannot focus
6
7

https://theconversation.com/coronavirus-14-simple-tips-for-better-online-teaching-133573
Arkhipova et al. (2018)
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more than five minutes on the same thing, a teenager manages to do this for up
to 20 minutes, after which he or she will get bored. Adults, on the other hand
have a longer concentration span being more self-disciplined.
Nonetheless, expecting from a teacher to design video and written materials for a whole semester is not realistic, which is why it would be advised to
use some of the resources already available. There are many one click away
online materials for students and learners. Naturally, teachers need to ensure
that these are accessible otherwise they could receive plenty of spam emails
from the ones trying but failing to retrieve them. Instructions should be clear,
given that watching a 15 minutes video can be irritating for some. One solution
for this is to tell them directly the exact minute to start watching.
When providing more than two resources it is better to label them in a
simple way according to their difficulty or importance. Moodle, Edmodo și
Blackboard include many functions to create interactive learning activities
such as quizzes. Expectations should also be reasonable. Whenever quizzes
are created, questions and answers should be linked to clear references from
the learning materials.
Kidd, W. (2012) studied the usefulness of podcasts as an educational
tool. The author places the adoption of podcasts for teaching and learning in the
context of a short history of e-learning and makes a brief review on the suggestion that e-learning and social media fit the framework of a new learner type –
the digital native. According to this article, podcasts are a simple, cheap, approachable and strong way to explore learning opportunities through social
media.
Additional possible reasons endorse the integration of social media in
teaching such as: (1) expose learners to practices, (2) extend the range of educational environment, and (3) promote collaborative learning through social interaction. Complementing this idea, Gruzd, Haythornthwaite, Paulin, Gilbert, &
del Valle identified in their study in 2018 six distinct elements that support using social media in teaching: (1) facilitation of learners’ involvement, (2) teaching organization, (3) employment of external resources, (4) improving learners’
concentration on the content, (5) forming practice communities, and (6) discovering resources.
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Multimedia Homework
The technologies’ advancement requires from the users an agile approach, which facilitates the increase of youth’s digital ability. Learners often
outperform teachers in their knowledge of using the internet, an additional reason why they should be allowed to use digital tools to do their homework. Although it is faster for a teacher to evaluate written exams, it might be easier for
students to do a PowerPoint or video presentation because they can express
themselves better in this way (King, after O'Malley, S., 2017).
In the event of written homework like doing a summary of the lectures,
teachers should mention that no serious report is required. Making this a
mandatory assignment but without high stakes, chances are that students
will achieve better results. A set of 15 quiz questions or a 300-word limit
text should be enough to keep students engaged for about 30 minutes. Teachers
cannot verify if everyone participates in class, hence it is better to use options
like automating checking and grading features from the learning management system in place.
Virtual Communication
Online groups are useful for students to discuss between themselves,
help one another, etc. Teachers can post some questions as an ice-breaker to
start the conversation. This thing will enable learners to take control. Sharing
emotions can be helpful online too, so teachers are encouraged to tell students
if it is the first time for them teaching online, ask them help in need and tell them
they are doing the best they can. Whenever things seem to work out, they
should be repeated because even in online, students do not like frequent
changes in their learning style.
Same study from Arkhipova et. al (2018) mentioned above introduces
the attitude towards making mistakes, something easily observable in communication and sociability. If children are generally sociable and do not worry too
much about making a mistake, for adults things are different. Adults care if their
mistakes are corrected publicly, which could make them feel anxious and avoid
further public speaking opportunities. Situations when students fear making a
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mistake could appear when teachers are extremely demanding which will complicate the educational process, thus it is better for teachers to avoid this kind
of attitude.
Pifarré, Guijosa, & Argelagós (2014) declare that it is important for
teachers to know how blogs work. They have studied the way blogs can be used
to support collaborative interaction between students and how exactly can this
process promote the creation of CoI to develop critical thinking and significant
learning. Some of the things teachers should take into consideration when blogs
are incorporated in teaching and learning are described in the authors’ article.
Another means of communication very popular and massively applied
within the population, both in education or economic environment and personal life is the email. Email conversations grant information storage and instant replies, sending documents and other multimedia materials. Dehghani,
Shakery, Asadpour & Koushkestani (2013) have explored in their study two
new learning approaches with multiple functions, LExLinC și LExTreC, in order
to reconstruct linear structure and tree structure of conversation threads in
email data. These proposed methods have proven to be highly effective in detecting conversation threads and also adaptable to new environments by automatically adjusting the features and their weights.
Feedback and Learning Results Evaluation
Constructive feedback and fair evaluation are utterly important but
when students’ progress and results are being evaluated based on written papers and projects evaluation, there is still a need to more debate over ways of
keeping them engaged and helping them evolve.
The premise from which Cartner & Hallas (2020) started in their research is that there is a gap between the technology used for teaching and learning and that used in assessment. Digital technologies such as blogs, Facebook,
Twitter, podcasts and newsletters are being increasingly incorporated in the
educational process. On the other hand, evaluation is usually done only through
traditional essay and frequently in written format. The authors suggest that an
alignment between digital technologies and results of course design, activities and evaluations is necessary as a first step.
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One valuable idea would be to establish a virtual time slot after hours
to invite students to discuss any difficulties and questions they may have, but
also to request feedback. The meeting should be optional and relaxing, it is
mostly important for students to know they have this possibility to connect.

5. Recommendations for Online and Remote Learning
In conclusion, this article proposes some tips and recommendations as
part of a relevant selection from all of the existing. Some general guidance for
online teaching that supports everything analyzed above is proposed by Dunlap
& Lowenthal in an article published in 2017. In order to encourage learners’ success, feedback must be relevant, specific, individual and also group-related;
grading must be constant, weekly if possible; online activity has to be interactive and funny, students should be allowed to create and post materials, look for
resources, answer through video, use applications like screencasting, Pinterest,
etc; it is good for students to have the freedom to choose activities they want; the
ones that seem to be afraid must be involved; assigning roles through weekly
turns and using a discussion protocol is highly recommended, as well as collaborative working projects by using Google Docs as an example of available tools.
In terms of interaction, public presentations and teamwork it is noted
that in the traditional classroom, some students would never participate to discussions or ask questions. Usually, this is caused by either being shy or not being engaged. Online, participation is mandatory but it can be as intimidating as
in the face-to-face class if students are required to speak in front of many colleagues. King (quoted by O'Malley, 2017), the academic director of the master’s
program in emerging media from Loyola University Maryland’s recommends
dividing the online classes of 20-30 students in no more than 10 people for
discussions, collaboration and group activities. King says that being maximum
10 people makes it easier for them to coordinate their time and the barriers will
diminish even if each one has to participate.
Probably the best to give advices about teaching online are the teachers
themselves, which is why four recommendations are detailed below quoted directly from one of them, Kareem Farah (2020):
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1. Simplicity, especially since online, students cannot rely on the fact
that other pupils will help them in case they did not understand something, as
it was in the traditional classroom. Misunderstandings can be prevented by
simple and clear instructions. Access to PDF documents can help students find
answers when in doubt. However, this approach requires more preparation
from the teacher, ordering ideas, flexibility and conciseness in the delivery of
information.
2. A digital home base. It can be the one provided by the educational
institution, an LMS platform - Learning Management System such as Canvas or
Google Classroom or it can even be an original self-created class website. The
author suggests Google Sites thanks to its simplicity and ease of use. No matter
how many online spaces are being used, it is good for students to know the
home base platform where they can find all necessary information and news.
Familiarity is the key, and students should be able to feel comfortable and go
to the same place to access the same tools. As remote learning amplifies the
challenge of learners’ attendance in class and they need to take control of
their own learning process, the teachers’ goal should be the one of creating a
clear framework that allows them to do that.
3. Prioritizing longer, student-driven assignments. When teaching
moves to online, teachers cannot correct mistakes on the fly or suddenly pivot
when kids are disengaged. For a better time efficacy and sanity, teachers need
to plan projects and homework on the long term which allows students to get
off the computer and teachers to plan the next learning units. The focus should
be on students’ autonomy and clarity about learning objectives and deadlines.
When possible, it is suggested to create opportunities for students to discuss
what they learn with their families and even include an element of students’
choice to build engagement.
4. Individual touch-points. Human connection cultivated in traditional class is what students will miss the most. Unfortunately, little interactions
in the hallways before or after class, during breaks cannot be replaced. As
tempting as it may be for teachers to focus mainly on the content, what matters
most is to create ways in which students could manifest their individuality.
Emails, video messages, phone calls or comments on shared documents
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can be great ways of doing this. One steady structure needs to be created and
respected by everyone involved. Undoubtedly, students will appreciate this and
perceive this as an investment from teachers, no matter how difficult to do it
may seem. Teachers have to be indeed patient and invest some extra time so
that, little by little, the engaging distance learning experience becomes fully cultivated.
However, most recommendations from instructors teaching online are
presence-themed. Establishing a strong connection and feeling part of a supportive community is vital for students. Using video or Skype, video announcements instead of text, using the phone are all ways to a faster connection whenever doubts or questions arise. In addition, training and agility are on top of
the priorities list: using technologies that help in achieving teaching objectives;
teaching online does not mean that materials once used face-to-face are uploaded on an online platform; training is key whereas technology cannot work
and there is a need for a back-up plan.
Knowing how technologies change and evolve, we must all remain open
and try new things. Moreover, even the action plan for digital education for the
period of 2021-2027, published by the European Union (2021) contains a broad
vision of the European Commission for a "for a high quality, inclusive and accessible digital education in Europe". With two strategic priorities, the plan provides steps for the development of the digital education ecosystem by improving infrastructure, teachers and instructors, content and tools but also the development of digital skills and competencies from an early age.

REFERENCES
Arkhipova, M. V., Belova, E. E., Gavrikova, Y. A., Lyulyaeva, N. A. & Shapiro, E. D. (2018).
Blended Learning in Teaching EFL to Different Age Groups. Springer International Publishing AG. DOI https://doi.org/10.1007/978-3-319-75383-6_49 .
Baisley-Nodine, E., Ritzhaupt, A. D., & Antonenko, P. D. (2018). Exploring social presence
within an online course using Twitter. E-Learning and Digital Media, 15(5),
235–253.

81

SERGIU MAXIM

Biroul Regional UNICEF pentru Europa şi Asia Centrală (2020) .Crearea unor sisteme
de educaţie reziliente în contextul pandemiei de COVID-19: Considerente
pentru factorii de decizie de la nivel naţional, local şi de unitate şcolară.
https://www.unicef.org/romania/media/2836/file/Crearea%20unor%20
sisteme%20de%20educa%C5%A3ie%20reziliente%20%C3%AEn%20contextul%20pandemiei%20de%20COVID-19.pdf
Boettcher, J. V. & Conrad R.-M. (2010). The Online Teaching Survival Guide: Simple and
Practical. Hoboken: John Wiley & Sons.
Cartner, H., & Hallas, J. (2020). Aligning assessment, technology, and multi-literacies. ELearning and Digital Media, 17(2), 131–147.
Castelli, L., Ragazzi, S. & Crescentini, A. (2012). Equity in education: a general overview.
Procedia - Social and Behavioral Sciences 69 ( 2012 ) 2243 – 2250.
Çakiroğlu, Ü., & Kiliç, S. (2018). “How to gamify?: Example scenarios for participation in
synchronous online learning.” E-Learning and Digital Media, 15(5), 254–266.
CEE Multi-Country News Center (2021). The irreversible change of education – for good.
https://news.microsoft.com/en-cee/2021/02/23/the-irreversible-changeof-education-for-good/
Cherney, M.R., Fetherston, M., & Johnsen, L.J. (2017). “Online Course Student Collaboration Literature: A Review and Critique” in Small Group Research
Comer, D. R., & Lenaghan, J. A. (2013). “Enhancing Discussions in the Asynchronous
Online Classroom: The Lack of Face-to-Face Interaction Does Not Lessen the
Lesson.” Journal of Management Education, 37(2), 261–294.
Costa, A. L. & Kallick, B. (2004). The teacher’s role in self-directed learning. In Experts
in Assessment™: Assessment strategies for self-directed learning (pp. 98-115).
Thousand Oaks, CA: Corwin Press https://doi.org/10.4135/9781483328782.n5
Daspit, J. J., Mims, T. C., & Zavattaro, S. M. (2015). “The Role of Positive Psychological
States in Online Learning: Integrating Psychological Capital Into the Community of
Inquiry Framework.” Journal of Management Education, 39(5), 626–649.
Dehghani, M., Shakery, A., Asadpour, M., & Koushkestani, A. (2013). A learning approach
for email conversation thread reconstruction. Journal of Information Science,
39(6), 846–863.
Digitaledu - Situații de învățare cu instrumente digitale și resurse educaționale deschise
(2019). https://digitaledu.ro/
Dunlap, J.C. & Lowenthal, P.R. (2017). Online educators’ recommendations for teaching
online: Crowdsourcing in action.
DOI: https://doi.org/10.5944/openpraxis.10.1.721

82

ONLINE TEACHING. OPPORTUNITIES, CHALLENGES AND RECOMMENDATIONS …

European Union (2021). Digital Education Action Plan 2021-2027. https://ec.europa.eu/
education/education-in-the-eu/digital-education-action-plan_ro
Farah, K. (2020). 4 Tips for Teachers Shifting to Teaching Online https://www.edutopia.org/article/4-tips-supporting-learning-home
Fisher, M., & Tucker, D. (2004). “Games Online: Social Icebreakers That Orient Students
to Synchronous Protocol and Team Formation.” Journal of Educational Technology Systems, 32(4), 419–428.
Garrison, D. R. (2017). E-learning in the 21st century: A community of inquiry framework for research and practice (3rd ed.): Routledge.
Glenn, C.W. (2016). “Adding the Human Touch to Asynchronous Online Learning” in
Journal of College Student Retention: Research, Theory & Practice, 19(4), 381–
393.
Josep, G. (2021) 5 Reasons Why Online Learning is the Future of Education.
https://www.educations.com/articles-and-advice/5-reasons-online-learningis-future-of-education-17146
Gruzd, A., Haythornthwaite, C., Paulin, D., Gilbert, S., & del Valle, M. E. (2018). Uses and
Gratifications factors for social media use in teaching: Instructors’ perspectives. New Media & Society, 20(2), 475–494.
Kebritchi, M., Lipschuetx, A. & Santiague, L. (2017). “Issues and Challenges for Teaching
Successful Online Courses in Higher Education: A Literature Review ”Journal of
Educational Technology Systems.
Kidd, W. (2012). Utilising podcasts for learning and teaching: a review and ways forward for e-Learning cultures. Management in Education, 26(2), 52–57.
Kizilcec, R. F., Bailenson, J. N., & Gomez, C. J. (2015). The instructor’s face in video instruction: Evidence from two large-scale field studies. Journal of Educational
Psychology, 107(3), 724–39. https://doi.org/10.1037/edu0000013
Lohr, K. D., & Haley, K. J. (2018). “Using Biographical Prompts to Build Community in an
Online Graduate Course: An Adult Learning Perspective.” Adult Learning,
29(1), 11–19.
Mackey, T. (2016). “Learner-Centered Techniques,” în The SAGE Encyclopedia of Online
Education de Steven L. Danver
Morgan, J.J., Giggins, K., Miller, S., Pierce, T.B., Boone, R. & Tandy, R. (2016). “Teaching
Online Social Skills to Students with Emotional and Behavioral Disorders,”.
Journal of Special Education Technology.
Majeski, R. A., Stover, M., & Valais, T. (2018). “The Community of Inquiry and Emotional
Presence.” Adult Learning, 29(2), 53–61.

83

SERGIU MAXIM

Mickahail, B. (2016). “Student motivation.” In S. Danver (Ed.), The SAGE encyclopedia
of online education (pp. 1045-1048). SAGE Publications, Inc.
https://doi.org/10.4135/9781483318332.n337
Ministerul Educației și Cercetării (2020). Strategia privind digitalizarea educației din
România. https://www.smart.edu.ro/#h.xck2kklw9ox5
Morgan, J.J., Giggins, K., Miller, S., Pierce, T.B., Boone, R. & Tandy, R. (2016). “Teaching
Online Social Skills to Students with Emotional and Behavioral Disorders,”.
Journal of Special Education Technology.
O'Malley, S. (2017). 7 guidelines for effective teaching online. Inside Higher Ed.
https://www.insidehighered.com.
Pifarré, M., Guijosa, A., & Argelagós, E. (2014). Using a Blog to Create and Support a
Community of Inquiry in Secondary Education. E-Learning and Digital Media,
11(1), 72–87. https://doi.org/10.2304/elea.2014.11.1.72
Redmond, P. (2014). Reflection as an Indicator of Cognitive Presence. E-Learning and
Digital Media, 11(1), 46–58.
Ross, S.M. (2019). “Slack It to Me: Complementing LMS With Student-Centric Communications for the Millennial/Post-Millennial Student”. Journal of Marketing Education.
Salmons, J. (2020). Making A Sudden Transition To Teaching Online: Suggestions And
Resources. https://www.socialsciencespace.com/2020/03/making-a-suddentransition-to-teaching-online-suggestions-and-resources/
School Education Getaway (2020). Sondaj privind învățarea online și la distanță – Rezultate. https://www.schooleducationgateway.eu/ro/pub/viewpoints/surveys/
survey-on-online-teaching.htm
Sobko, S., Unadkat, D., Adams, J., & Hull, G. (2020). “Learning through collaboration: A
networked approach to online pedagogy.” E-Learning and Digital Media, 17(1),
36–55.
Stuntz, J.A. (2016). “Student Participation” în The SAGE Encyclopedia of Online Education
de Steven L. Danver
Taras, V., Baack, D., Caprar, D., Jiménez, A., Froese F. (2021) Research: How Cultural Differences Can Impact Global Teams
https://hbr-org.cdn.ampproject.org/c/s/hbr.org/amp/2021/06/researchhow-cultural-differences-can-impact-global-teams
Vuopala, E., Hyvönen, P., & Järvelä, S. (2016). Interaction forms in successful collaborative learning in virtual learning environments. Active Learning in Higher Education, 17(1), 25–38.

84

