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Anorauis. Jloc/ifzkeH0 ICUX0/10TiYHi MeXaHi3MHU BIVTUBY YCHIIIHOCTI HABYAHHS HA PO3BUTOK
0CcOOUCTOCTi B Pi3HHX acmeKTaX, HAHOLILII BaKJIMBHMM i3 SIKMX BUSIBUBCSI PiBeHb NMO3MTUBHOCTI
NCUXIYHUX CTAHIB, AAKi Cy0’€KTH HABYAHHSA NEPE:KUBAIOTH Y MPoLeci HABYAIBHOI AiJIbHOCTI.

Y nanomy nocaigeHHi Ha penpe3eHTaTHBHIi BUdipui 172 cTyaeHTiB 10BeeHO, 0 iCHYIOTH
CTATUCTUYHO 3Ha4ymi BiaMiHHOCTI MiX iHguBinyymamu, siki mMaTh BHCOKi ii Hu3bKi piBHi
aKaJeMiuyHOl yemilHocTi, i iX cTiHKHMU AMCIO3ULIHUMU pUCAMHU, NICUXOJIOTTYHUM 0J1aronoayy4sm,
PiBHSIMH TPUBOKHOCTI i cTaHaMu, sIKi cy0’€KTH HABYAHHS NePeKUBAIOTH y Mpoueci HaBYAJIbLHOI
aisibHocTi. HapiiinicTs pesyabratiB gocailieHHs1 3a0e3leyeHO Pi3HOMAHITTAM 3aCTOCOBAHMX
AOCTiTHUX MeTOAiB, y TOMY 4YHCJII MeTOAy CHOCTepe:KeHHsl 3a 3MiHAMH IICHXiYHHX CTaHiB.
JociitikeHHsl BilkpuBa€ HOBUH HiAXix A0 iMIUIILMTHOrO OLIHIOBAHHSI SIKOCTI OCBiTH uepe3 ii
Bi100paskeHHs HA MOKA3HUKAX 0COOMCTICHOIO PO3BUTKY.

KurouoBi ci10Ba: 10cBii HABYaHHS, eMOLiiiHI cTaHu, TUCNIO3ULIlHI pHcH, BIIEBHEHICTh y c00i,
eMOLiliHA KOMIIeTeHTHICTh.

AHHoTauusi. M3ydeHbl NCHXOJIOrHYeCKHEe MeXaHH3MbI BJIMSIHUSL YCHELIHOCTH OOy4YeHMsl
Ha pa3BHTHE JIMYHOCTH B Pa3HBIX ACIEKTaX, HauboJiee Ba)KHbIM U3 KOTOPBIX OKa3aJicsl YPOBEHb
NO3UTHBHOCTH NCUXHYECKHX COCTOSIHUiL, KOTOpbIe CyObeKThbl 00y4eHHUsl Nepe;KUBAIOT B Npouecce
yueOHOii 1esATeIbHOCTH.

B 1xanHOM HCC/IE/IOBAHMM HA  peNpe3eHTATUBHOIl  BbIOopke 172  cTyneHTOB
NPOJAEMOHCTPUPOBAHO, 4YTO CYLIECTBYeT CTATHCTHYECKH 3HAYMMble Pa3IM4YUsA  MEXAY
WHIMBHAYYMAMH, KOTOpble MMEIOT BbICOKHME W HH3KHE YPOBHH aKaJeMHUYeCKOW YCIIEUIHOCTH,
U UX CTOHKHMHM JMCIO3MIMOHHBIMH YepPTaMM JIMYHOCTH, NCHXOJOTHYEeCKHMM O/1aromosyquem,
YPOBHSIMH TPEBO:KHOCTH M COCTOSIHHSIMH, KOTOpPbIe CYyObeKTbI 00y4eHHs Nepe;KHBAIOT B npoluecce
yueOHoii JesiTesibHOCTH. HajgeskHOCTH pe3y/ibTaTOB MCC/IEI0BAHUS obecneyeHa pa3HOOOpazuem
HCNOJb30BAHHBIX  METOAOB  MCCJICOBAHUS, BKJIKOYAA METOJ PErHcTPaluu  peajbHbIX
IMOLMOHAJILHBIX COCTOSTHHIT CyOBEKTOB.

HccienoBanue OTKpbIBaeT HOBBIA MOAX0A K HMIUIMIUTHOMY OLEHMBAHHI0O KayecTBa
00y4yeHHsl Yepe3 ero 0OTpakeHHe B MOKAa3aTe/AX JUYHOCTHOTO PA3BHTHS.

KitoueBble €J10Ba: ONBIT y4eHHs, IMOUHOHAJIbHbIE COCTOSIHUS, AMCHO3HLIHOHHBIE YePThI
JINYHOCTH, YBEPEHHOCTDb B cede, SMOIMOHAILHAS KOMIIETEHTHOCTD.

Problem identification

The analysis of the latest research findings in the field of personality psychology,
including the materials of the first World Conference of the recently organized World
Association of Personality Psychology — WAAP (2013), shows that personality
development across the lifespan has become one of the most significant fields of research,
within which one can identify a wide variety of factors that determine personality
development. Scholars focus personality development from different research perspectives
among which educational experiences are rightly referred to fairly frequently.

R. Larsen (2013) and J. Jackson (2013), for instance, have found, on the basis of
several longitudinal studies, that there exists a lawful relationship between favorable
educational experiences (such as attending classes and fulfilling homework regularly) and
the personality trait development both in adolescence and young adulthood. Particularly
noteworthy are their findings, showing that attending classes regularly affects not only
the development of the trait of conscientiousness, which seems quite reasonable, but
also reduces the level of neuroticism, which is a very fascinating finding in view of the
genetic roots of this trait.
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Interesting findings which throw light on the positive role of educational
experiences and academic records on the personality development were obtained by
Alvarenga and Flores-Mendoza (2013), who showed on a sample of 124 participants
between 18 and 70 years (M=30,19; SD=10,22), observed in very specific settings
— prison institutions, that there was a significant difference between the test groups
of participants with incomplete or complete primary school education as compared
against the individuals who had complete and incomplete secondary education. The
test groups appeared to differ in the levels of the psychopathic personality traits,
represented by factor 1 (affective problems) and factor 2 (conduct disorders) at
t (118) = -2.114, p<0.032. These results convincingly prove the role of educational
experiences in the personality development since the authors controlled in their study
the level of general intelligence of the participants and found no correlations between
the intelligence measures of the groups with different academic experiences and the
two different dimensions of psychopathic personality (affective problems and conduct
disorders), mentioned above (r=-0.027 — for intelligence and factor 1; and r=0.006 — for
intelligence and factor 2). These results suggest that while intelligence per se seems not
to be related to the psychopathic trait, differences in educational experiences appear to
be indicative of it.

The objective of the present study

The main purpose of the current study is to present evidence of the psychological
mechanisms of the effect of educational experiences on the personality development
and to demonstrate the key role of the emotional attitude of the learners to the process
of knowledge acquisition and themselves as the subjects of cognition in facilitating the
innovative effect of education on the personality.

It is reasonable to assume that the psychological mechanisms of the effects of
educational experiences on the personality are not just cognitive. It is not the duration
of having educational experiences per se that might bring about the development of the
personality, but the consequential outcomes of education acquisition ,that change the
attitude of the individuals to themselves as the subjects of cognition.

The likely psychological mechanisms of the changes of the learners’ attitude to
themselves

There exists a continuous flow and a covert exchange of information between
the individual’s self and the stream of experience involved in the process of learning.
Individuals perceive, interpret and assess what they encounter in the course of
knowledge acquisition. If they succeed in learning, they acquire a positive academic
self-concept, if do not — poor academic self-concept makes them feel dissatisfied with
themselves. There are a sufficient number of research findings which show that poor
academic self-concept undermines self-efficacy, thwarts achievement and can become
devastating in learning situations (Arijesuyo, 2013). The researchers mention that it
is possible to assist students who experience social and cognitive deficits to gain self-
confidence and, thus, restore positive self-perception, hope, sustained struggle towards
self-actualization and goal directed behavior.

Since practically every person in a civilized society is expected to spend not less
than 10 (15) years of one’s life acquiring education (the ten years of which are required
for compulsory education at that), it is very important that the learners should like their
studies and experience subjective well-being in the course of knowledge acquisition.

Scientists who study the phenomenon of subjective well-being (Diener et al,
2002) assume that an essential ingredient of the good life is that the person herself
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(himself) likes her life. And this condition is not unattainable. As Aristotle claimed
2300 years ago, “there is no other more pleasurable experience than the acquisition of
the well-structured knowledge”. Enjoying one’s studies is both evolutionary expedient
and individually significant, since the learners are to leave schools not only cognitively
prepared for fulfilling the adult-life social roles, but having the developed personalities.

The significance of the perceived academic self-competence as a precursor of
not only successful learning, but also of the positive personality development has been
vividly demonstrated recently in studies of the links between the phenomenon of self-
harm, such as cutting and scratching in adolescent non-clinical population and perceived
self-competence (Bartosova et al, 2013). A cross-sectional survey, using an anonymous
self-report questionnaire, the Self-Harm Inventory and Perceived Competence Scale
for children was carried out by the above cited authors with 1,740 adolescents (age
11-16, mean 14). Children who self-harmed showed lower levels of perceived self-
competence on the scales of school or academic performance, physical competence,
reflected through abilities at sports and outdoor games, physical appearances and
behavior. Cutting and scratching appeared the most widely spread type of physical
self-harm and was found to be the most connected to perceived low self-competence.

In our own empirical research on the phenomenon of self-handicapping, carried
out under our supervision by a Ph.D. student Dina Nosenko (Arshava, Nosenko,
Nosenko, 2012; 2013), we have found on a sample of college students that self-
handicapping as a specific type of behavior, connected with “imposing an obstacle
to one’s successful performance in a particular situation in order to provide an excuse
for an anticipated failure” (Oxford Dictionary of Psychology, 2009), occurs, when the
person has low self-esteem and low belief in one’s own self-efficacy.

So, in fact, this type of behavior is very much similar, as far as the psychological
mechanisms of itare concerned, to physical self-harming observed in young adolescents
with low perceived self-confidence levels. We conceptualized the phenomenon of
self-handicapping as a maladaptive type of proactive coping behavior (Nosenko,
Arshava, Nosenko, 2014), which appeared to negatively correlate with adaptive forms
of proactive coping behavior as well as with the problem-focused coping strategy. At
the same time it positively correlated with emotion-focused coping, which confirms
its links with the so-called “sensitive ego”. These findings suggest that the effects of
educational experiences on personality development are deeply rooted in the interplay
of a number of motivational, cognitive appraisal and affective process.

Research in educational psychology has shown that positive academic self-
concept predicts many important academic outcomes: academic achievements,
educational aspirations and others (Marsh & Craven, 2006). In the review of studies,
relating self-concept to academic achievement, Byrne (2002) showed that self-concept
and self-esteem are correlated positively to achievement.

In the summary of research findings, presented by Herbert W. Marsh (2008),
a comprehensive analysis of a considerable amount of data has set the stage for
interpreting the relationships between the personality achievements and self-concept.

Studies by Parker et al (2005) on US and Canadian 1-st year students showed
one more significant aspect of relationships between personality development and
educational achievements. The authors proved that academically successful students
scored higher on emotional intelligence (EI), than their unsuccessful counterparts.

The mechanism of the formation of EI as a consequential outcome of the equality
education
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It has been proved in a number of studies that frequently experienced positive
emotional states facilitate the development of EI, which can be a valid indicant of
the quality of education. Parker (2006) examined the relationship between academic
retention and EI in the first-year students. Results showed that those, who persisted in
studies, were significantly higher than those, who withdrew, on most of EI dimensions.

These findings contrast with those of earlier studies (Barchard, 2003), in which
a mixture of part-time and full-time students were involved. Weak or non-existent
relationship between EI and academic achievements, reported for the mixed population
of students, may be interpreted, in our opinion, in favor of the trait-nature of EI and
its capability to reflect the level of satisfaction of the students with their activities and
learning outcomes. Since part-time students have much less opportunities to experience
academic success than full-time students, their emotional states may appear more
negative. That is why the overall results of the mixed groups of students differ from
those of the homogeneous groups.

There were studies in which, based on the GPA, students were placed into
one of the 3 groups: “successful”, “middle” and “less successful”. It was found that
the successful group scored significantly higher than the other two groups on the EI
dimensions, interpersonal adaptability and stress management (Parker et al, 2004).

Method

The present study was a part ofa larger study involving a sample of 172 participants
—undergraduate students of the Medical National Academy of Dnipropetrovsk, intended
to examine an adaptive and stress-protecting function of emotional intelligence as a
new dynamic integral personality trait.

Sampling strategy and resulting sample

A sample of 172 first and second year undergraduate students (aged 18-22
years, equal number of males and females) was clustered into three groups (K-means
algorithm) on their GPA scores for 2 years and a number of the personality trait and
state variables, indicative of the types of emotional experiences, specific to the students
in educational settings and reflecting their attitudes to themselves as the subjects of
knowledge acquisition and educational interaction.

The following 16 analogues of independent variables were identified for
clustering the sample into nonequivalent groups (differing on the chosen variables):
1) GPA (for 2 academic years); 2) Psychological well-being (cumulative value of six
scales); 3) Ego-control; 4) Ego-resiliency; 5) Ambiguity intolerance; 6) Extraversion;
7) Agreeableness; 8) Consciousness; 9) Neuroticism; 10) Openness to experience;
11) State anxiety; 12) Trait anxiety; 13) Problem-focused coping; 14) Avoidance; 15)
Emotion-focused coping; 16) Unified coping coefficient, calculated by the formula
K=P/E*A ,where P — problem-focused coping scores; E — emotion-focused scores; A —
avoidance scores. The higher is the K — coefficient, the more adaptive is the resultant
effect of coping strategies tendencies.

Data tools

Measures included: Psychological Well-being Scales (Ryff, 1989, adapted
by Karskanova, 2011), Ego-control and Ego-resiliency self-report scales (Jack and
Jeanne Block, 1980, adapted by the authors of the paper), Ambiguity Intolerance
Inventory (Norton, 1970), Big-five taxonomic Inventory by L. Goldberg, adapted to
the Ukrainian culture L.F. Burlachuk and D.K. Korolev; State-Trait Anxiety Inventory
(Spielberger, adapted by Y. Khanin); Coping Inventory for Stressful Situations (Endler
and Parker, 1990), Flugel “palm-fliers” (adapted by Vilunas).
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Procedure

The resultant sample included clusters of participants split into the “opposite”
samples with significant intercluster differences in the means of all the variables.

The participants, chosen in the above described manner, at the second stage of
research were asked to register their emotional states with the help of Flugel’s “palm-
fliers” (1925), a sort of the emotional diary in which they registered the emotions
experienced during 4-days in the educational settings, specifying the antecedents of
the emotions, the types of the situations, in which they occurred, and their intensity
assessed (on a 10-point Likert scale).

Findings and Conclusion

Clusterization of the sample into three groups (see Fig.1) yielded two “opposite”
clusters: (1 and 3).
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Fig. 1.The results of clusterization of the sample of college-level students
on their GPA and personality variables

Cluster 1 included 37 participants who were characterized respectively by the
lowest mean values of variables (1-4; 6-8, 10, 16) and the highest absolute values of
variables (5, 9, 11, 12, 15). Cluster 3 included 59 participants with the highest mean
values of variables (1-4; 6-8, 10, 16) and the lowest values of variables (5, 9, 11, 12,
15).

As shown in Fig.1, cluster 1 (with the lowest GPA mean values) is characterized
by the lower values of psychological well-being; ego-control, ego-resiliency;
extraversion, agreeableness, consciousness, openness to experience and unified
coefficient of coping strategies efficacy and the higher values of neuroticism, state and
trait anxiety; emotion-focused coping. The opposite cluster 3 appeared to be orthogonal
to cluster 1.

Table 1 shows statistically significant differences (by t-test) between the mean

values of all the Big-Five personality variables.
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Table 1. Mean values of the dispositional components of EI

Mean values of trait variables
Clusters Extraversion |Agreeableness S:))SSS_CSZIS: Neuroticism Oeggréﬁe;lsc?
(Jl‘g-’vlvggf;)) 21,6 28,5 24 252 21,7
(}J;ff:hga% 232 33,5 29.6 16,1 30,4
G cance o | p<0.05 p<0.05 p<0.05 p<0.01 p<0.01

These personality variables were simultaneously reported by Petrides and
Furnham (2001), British specialists in the Emotional intelligence investigation
and by one of the authors of this paper (Nosenko, Kovriga, 2001) to represent the
dispositional components of EI, which was lately conceptualized as an integral dynamic
contextualized trait (Austin et al, 2008).

Table 2 demonstrates significant differences in the phenomenological
characteristic features, which reflect ego-control, ego-resiliency and ambiguity
intolerance of the participants.

Table 2. Mean values of the phenomenological characteristic features

Mean values of trait variables
Clusters Ambigui
~ il guity
Ego-control Ego-resiliency Intolerance
Nel (N=37)
(lower GPA) 89,4 38,8 276,3
Ne3 (N=59)
(higher GPA) 96.4 43.1 267,5
Significance of
differences by t-test p<0.05 p<0.05 p<0.05

As evident from Table 3, the participants of the group with higher GPA scores
(cluster 3) have higher scores on Ego-control and Ego-resiliency. As the researchers
of Ego-control/Ego-resiliency Model Stanely J. Huey, Jr and John R. Weisz (1997)
point out, ego-control and ego-resiliency describe the individuals as capable to adapt
to external restrictions and constraints (Block, Block, 1980), resourceful in adapting
to novel situations. There are also differences between the participants of different
clusters in the degrees of ambiguity intolerance. Lower level of intolerance is specific
to the individuals who are more creative and easier adapt to novel situations.

As shown in Table 3, participants, who have higher GPA scores are characterized
by higher level of psychological well-being, lower levels of anxiety (both-trait and state
ones), and more adaptive coping strategies.

Table 3. Inter-cluster differences in the sensitivity to emotional stimuli
that are consciously perceived by the individuals

Mean values of trait variables
Clusters Psychological Anxiety Coping strategies
well-being (an
overall value) 1 2 3 4 3 6
Nel (N=37)
(lower GPA) 179 2,5 2,5 46,0 42,2 39,4 0,57
Ne3 (N=59)
(higher GPA) 212,4 1,7 1,8 52,1 43,3 30,7 0,71
Significance of
differences byt-test : p<0.01 p<0.05 | p<0.05 | p<0.05 | p<0.35 | p<0.01 | p<0.05

List of variables: Anxiety: State (1), trait (2); Coping strategies.: problem-
focused (3), avoidance (4); emotion focused (5), coping efficacy coefficient K (6)
8
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Table 4 presents the results of the Experience Sampling. It shows differences
in the amount of the positive and negative emotions registered by the participants of
different clusters during four days continuously in the educational settings.

Table 4. Results of the Experience Sampling: frequency and intensity
of experiencing emotions of different signs and modalities

Percentage of situations Pesri(iﬁgt?og;s()f Mgz;n (i)I;tifiI‘llseity Mean intensity o
in which positive . . . pos. f negative emotions
Clusters emotions in which negative emotions (by a 10-point
were experienced emotions were (by a 10-point y scale)
experienced scale)
Nel (N=37)
(lowest GPA) 51% 49% 6,3 6,1
Ne3 (N=59)
(higher GPA) 64% 36% 6,3 5,3
Significance
of differences
by o* Fisher p<0.05 p<0.05 - p<0.05
criterion

The participants with higher GPA levels reported (with the help of the method
of “palm-fliers”) statistically higher numbers of positive emotions and lower levels of
negative emotions.

The verbal comments of the members of different clusters as to the antecedents,
which caused their emotions are particularly noteworthy. The participants of the cluster
with higher GPA scores (cluster 3) ascribed their positive emotions to the assessment
of their knowledge as “excellent”, to their ability “to demonstrate oneself as a
knowledgeable person”, to the “anticipation of some positive developments in life”,
“mastering new skills”, “winning a game of chess” etc.

The participants of the cluster with the lower GPA scores, on the contrary,
experienced positive emotions when “learned that the class was cancelled” or “when
one escaped being asked by the instructor a question, for which she/he did not know
the answer, etc.

The empirical findings have confirmed the major hypotheses of the research
that favorable educational experiences result in the formation of the dispositional
components of emotional intelligence in the successful learners, stimulate the
experiencing of positive emotions, which reflect the satisfaction of the learners with
themselves. Positive cognitive emotions appeared to be associated with the higher
levels of resiliency of the learners, their psychological well-being, self-acceptance,
academic self-confidence.

This allows claiming that favorable educational experiences do play an
important role in the development of emotional competence which can be used as a
new personality-mediated measure of education efficacy.

The research findings open up new prospects for assessing the role of intellectual
activity in enhancing mental health and subjective well-being in the course of pursuing
life-long learning.
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