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CHAPTER –I 

INTRODUCTION 

1.1 Introduction 

Education in its broadest sense may be defined as a process designed to inculcate the 

knowledge, skill and attitudes necessary to enable individuals to cope effectively with their 

environments. Its primary purpose is to foster and promote the fullest individual self-realization 

for all people. Achieving this goal requires understanding of commitment to the proposition that 

education is a primary instrument for social and economic advancement of human welfare 

(Verma, 1990). 

 The study of education system in any society is an important aspect of sociology of 

education. College has a special system has to be responded to the demands of the society arising 

out of changes in other aspects of society like technology, state policies and economic changes 

due to planning and market changes especially in recent decades. In general education as a 

system is meant for the survival of society. 

 Teacher education is recognized as a vital component in economic competition and 

growth. In teacher education, where learning from theory and practice is combined, student 

teachers also need to regulate their learning (Endedijk, Vermunt, Verloop, & Brekelmans, 2012). 

Regarding both demographic changes and evolving school instructional policies, many teachers 

experience an increasingly wide range of student learning differences regarding academic, 

behavioral, physical, and cultural perspectives in their classrooms.  This concern significantly 

requires teacher education that helps teachers become the innovators and researchers in 

education, laying the educational foundation for the continuous learning and the practical change 

in the workplace (Brouwer & Korthagen, 2005). 

 The use of technology in teaching requires the integrated knowledge among technology, 

pedagogy, and subject content, and this highly blended knowledge is developed through the 

methods courses of a teacher education program toward improving preservice teacher's 
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technological skills (Zhou & Xu, 2013). Preservice teachers are required to enroll in the 

instructional technology courses in partial fulfillment of graduation requirements (Blankson, 

Kyei-Blankson, & Keengwe, 2012). Educational technology experiences in teacher education 

programs should place the heavy emphasis on learning the content-specific uses of technology 

that can be transferred to future classroom experiences (Ottenbreit-Leftwich, 2012). Teacher 

educators concerned with building technology-rich preservice teacher education seek inspiration 

in many places (Norton & Hathaway, 2012). 

 The primary way of enhancing teacher quality is to base teacher education on the issue of 

robust research (Cooney, 1994). Educational change, such as shifts toward technology-rich 

teaching and learning, will only be successful with a concerted change effort in teacher education 

programs (Hughes, Gonzales-Dholakia, Wen, & Yoon, 2012). Preservice teachers’ professional 

vision is an important indicator of their initial acquisition of integrated knowledge structures 

within university-based teacher education (Stürmer, Könings, & Seidel, 2015). The 21st century 

practices and ethical approaches regarding technological utilization are important and should be 

added in the teacher education program to prepare preservice teachers. Goeze et al. (2014) stated 

that the ability to analyze and understand the classroom situations can be recognized as an 

essential aspect of teachers’ professional competence. 

 It is very important to prepare teachers with an education model that develops the 

pedagogical and psychological skills and supports them to effectively operate in a perspective of 

lifelong learning (Selmo & Orsenigo, 2014). Teacher quality and educating high-quality teachers 

have emerged as the fundamental problems to be solved by nations since the correlation between 

education and economy is becoming more apparent, and the principal factor in student 

achievement is teacher quality (Cochran-Smith, 2008). Teacher quality has been a continual 

issue in the field of education (Wang, 2012). When measurement procedures are introduced into 

the education system to improve the quality of its teaching force, the beginning teachers often 

have to adapt to these new concepts of what constitute a high-quality teaching (Goh & Wong, 

2014). 
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1.2 NEED AND SIGNIFICANCE OF THE STUDY 

As in the present scenario, teachers must be social and emotional competent to deal with 

all kinds of students. Teacher’s social emotional competence mainly affects classroom 

environment, good integration, student’s interests, academic achievement etc.., so, it is necessary 

to measure the level of teachers’ social and emotional competence. This is very important to 

investigate the socio-emotional competence and abilities of student teachers. According to Miller 

and Wiltse advocated for the incorporation of classes on self-discover and personal development 

in teacher preparation programs, to identify teachers who may be at risk for developing mental 

health problems in the classroom, in order to provide additional support for these teachers and 

also to maintain student-teacher relationships. 

Greenberg proposed that deficits in social-emotional competence or lack of appropriate 

social-emotional supports may contribute to the high burnout and attrition rate seen in the 

teaching profession. Teachers are constantly exposed to emotionally provocative situations but 

have limited options for self-regulation when situations cause strong emotional reactions. This 

constant exposure to negative emotionally charged events might reduce a teacher’s intrinsic 

motivation and feelings of self-efficacy leading to high rates of teacher burnout. 

Therefore this study is necessary for the student teachers to know the socio-emotional 

competence such as self-awareness, self-management, social awareness, relationship skills, 

responsible decision making, teaching skills, teaching goals and classroom management while 

handling school students which is essential for teachers. 

1.3 THEORETICAL BACKGROUND OF THE STUDY 

 The theoretical background of the selected variables have been presented hereunder. 

1.3.1 SOCIAL COMPETENCE 

Social competence is the broader term used to describe a child’s social effectiveness. It 

defines a child’s ability to establish and maintain high quality and mutually satisfying 

relationships and to avoid negative treatment or victimization from others. In addition to social 
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skills and emotional intelligence, factors such as the child’s self-confidence or social anxiety can 

affect his or her social competence. Social competence can also be affected by the social context 

and the extent to which there is a good match between the child’s skills, interests and abilities 

and those of peers.  

According to Tower (1982) social competence is “the possession of the capability to 

generate skilled behavior”. White (1959) defined social competence as “an organism’s capacity 

to interact effectively with its environment”. Goldfried and Zurilla (1969) conceptualized social 

competence as “the effectiveness or adequacy with which an individual is capable of responding 

to various problematic situations which confront him”. Zigler (1973) defined social competence 

as “an individual’s everyday effectiveness in dealing with his environment”. Mc Fall (1982) 

conceptualized social competence as “a judgment b another than an individual has behaved 

effectively”. Ford (1982) defined social competence as the “attainment of relevant social goals in 

specified social contexts, using appropriate means and resulting in positive developmental 

outcomes.” 

Social competence is a complex, multidimensional concept consisting of social, 

emotional (e.g., affect regulation), cognitive (e.g., fund of information, skills for processing 

acquisition, perspective taking), and behavioral (e.g., conversation skills, prosocial behavior) 

skills, as well as motivational and expectancy sets (e.g., moral development, self-efficacy) 

needed for successful social adaptation. Social competence also reflects having an ability to take 

another’s perspective concerning a situation, learn from past experiences, and apply that learning 

to the changes in social interactions. Social competence is the foundation upon which 

expectations for future interaction with others is built, and upon which individuals develop 

perceptions of their own behavior. Often, the concept of social competence frequently 

encompasses additional constructs such as social skills, social communications and interpersonal 

communication. 
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APPROACHES TO SOCIAL COMPETENCE/THEORIES 

Peer regard/status approaches 

These approaches define social competence based on how popular one is with his peers. 

The more well-liked one is, the more socially competent they are. 

Social skills approaches 

These approaches use behaviors as a guideline. Behaviors that demonstrate social skills 

are complied and are collectively identified as social competence. 

Relationship approaches  

According to these approaches, social competence is assessed by the quality of one’s 

relationships and the ability to form relationships. Competence depends on the skills of both 

members of the relationship; a child may appear more socially competent if interacting with a 

socially skilled partner. 

Functional approaches 

The functional approach is context-specific and concerned with the identification of 

social goals and tasks. This approach also focuses on the outcomes of social behavior and the 

processes leading to those outcomes. Information-processing models of social skills are 

important here, and based on the idea that social competence results from social-cognitive 

processes. 

MODELS OF SOCIAL COMPETENCE 

Early models of social competence stress the role of context and situation specificity in 

operationalizing the competence construct. These models also allow for the organizing and 

integration of the various component skills, behaviors and cognitions associated with social 

competence. Whereas global definitions focus on the “ends” rather than the “means” b which 

such ends are achieved, a number of models directly attend to the theorized processes underlying 
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competence. These process models are context specific and seek to identify critical social goals 

and tasks associated with social competence. Other models focus on the often overlooked 

distinction between social competence and the indices (i.e., skills and abilities) used to gauge it. 

BEHAVIORAL-ANALYTIC MODEL 

Goldfried and D’Zurilla developed a five-step behavioral-analytic model outlining a 

definition of social competence.  

The specific steps proposed in the model include (1) situational analysis, (2) response 

enumeration, (3) response evaluation, (4) measure development, and (5) evaluation of the 

measure. 

1. Situation analysis-a critical situation is defined on the basis of certain criteria, which 

include: 

1. Occurs with some frequency 

2. Presents a different response decision 

3. Results in a range of possible responses in a given population. Situation 

identification and analysis is accomplished through a variety of methods, 

including direct observation b self or others, interviews and surveys. 

4. Response enumeration-sampling of possible responses to each situation is 

obtained. Procedures for generating response alternatives include direct 

observation, role plays and simulations in video and /or written formats. 

5. Response evaluation-the enumerated responses are judged for effectiveness b 

“significant others” in the environment. An important element is that a consensus 

must emerge or the particular item is removed from future consideration. 

In the last two steps (4 and 5) a measure for assessing social competence is developed 

and evaluated. 
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SOCIAL INFORMATION –PROCESSING MODEL 

A social information-processing model is a widely used means for understanding social 

competence. The social information-processing model focuses more directly on the cognitive 

processes underlying response selection, enactment, and evaluation. Using a computer metaphor, 

the reformulated social information-processing model outlines a six-step nonlinear processes 

with various feedback loops linking children’s social cognition and behavior. Difficulties that 

arise at any of the steps generally translates into social competence deficits. 

The six steps are: 

➢ Observation and encoding of relevant stimuli-attending to and encoding non-verbal and 

verbal social cues, both external and internal. 

➢ Interpretation and mental representation of cues-understanding what has happened during 

the social encounter, as well as the cause and intent underlying the interaction. 

➢ Clarification of goals-determining what one’s objectives is for the interaction and how to 

putforth an understanding of those goals. 

➢ Representation of situation is developed b accessing long-term memory or construction-

the interaction is compared to previous situations stored in long-term memory and the 

previous outcomes of those interactions. 

➢ Response decision/selection 

➢ Behavioral enactment and evaluation 

TRI-COMPONENT MODEL 

Another way to conceptualize social competence is to consider three underlying 

subcomponents in a hierarchical framework. 

• Social adjustment 

• Social performance 

• Social skills 
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The top of the hierarchy the most advanced level, social adjustment. Social adjustment is 

defined as the extent to which an individual achieves society’s development ally appropriate 

goals. The goals are conceived of as different “statuses” to be achieved b members of a society 

(e.g., health, legal, academic or occupational, socioeconomic, social emotional, familial and 

relational statuses). The next level is social performance-or the degree to which an individual’s 

responses to relevant social situations meet socially valid criteria. The lowest level of the 

hierarchy is social skills, which are defined as specific abilities (i.e. overt behavior, social 

cognitive skills, and emotional regulation) allowing for the competent performance within social 

tasks. 

THE QUADRIPARTITE MODEL 

The essential core elements of competence are theorized to consists of four super-

ordinate sets of skills, abilities and capacities (1) cognitive skills and abilities, (2) behavioral 

skills, (3) emotional competencies, and (4) motivational and expectancy sets. 

1. Cognitive skills and abilities-cultural and social knowledge necessary for effective functioning 

in society (i.e., academic and occupational skills and abilities, decision making ability, and the 

processing of information) 

2. Behavioral skills-knowledge of behavioral responses and the ability to enact them (i.e., 

negotiation, role- or perspective-taking, assertiveness, conversational skills, and pro social skills) 

3. Emotional skills-affect regulation and affective capacities for facilitating socially competent 

responding and forming relationships 

4. Motivational and expectancy sets-an individual’s value structure, moral development and 

sense of efficacy and control. 

FACTORS CONTRIBUTING TO SOCIAL COMPETENCE 

 The factors contributing to social competence are: 
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Temperament 

Temperament is a construct that describes a person’s biological responses to the 

environment. Issues such as soothability, rhythmicity, sociability and arousal make up this 

construct. Most often sociability contributes to the developmental of social competence. 

Attachment 

Social experiences rest on the foundation of parent-child relationship, and are important 

in the later development of social skills and behaviors. Attachment of an infant to a care-giver is 

important for the development of later social skills and behaviors that develop social 

competence. Attachment helps the infant learn that the world is predictable and trustworthy or in 

other instances capricious and cruel. Ainsworth describes four types of attachment styles in 

infancy, including secure, anxious-avoidant, anxious-resistant and disorganized/disoriented. The 

foundation of the attachment bond allows the child to venture out from his/her mother to try new 

experiences and new interactions. Children with secure attachment styles tend to show higher 

levels of social competence relative to children with unsecure attachment, including anxious-

avoidant, anxious-resistant and disorganized/disoriented. 

Parenting style 

Parents are the primary source of social and emotional development in infancy, early, and 

middle/late childhood. The socialization practices of parents influence whether their child will 

develop social competence. Parenting style captures two important elements of parenting: 

parental warmth/responsiveness and parental control/demandingness. Parental responsiveness 

(warmth or supportiveness) refers to “the extent to which parents intentionally foster 

individually, self-regulation, and self-assertion by being attuned, supportive, and acquiescent to 

children’s special needs and demands”. Parental demandingness (behavioral control) refers to 

“the claims parents make on children to become integrated into the family whole, b their 

maturity demands, supervision, discriplinary efforts and willingness to comfort the child who 

disobeys”. Categorizing parents according to whether they are high or low on parental 

demandingness and responsiveness creates a typology of four parenting styles: 
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indulgent/permissive, authoritarian, authoritative and indifferent/uninvolved. Each of these 

parenting styles reflects patterns of parental values, practices and behaviors and a distinct 

balance of responsiveness and demandingness. 

Parenting style contributes to child well-being in the domains of social competence, 

academic performance, psychosocial development, and problem behavior. Research based on 

parent interviews, child reports and parent observations consistently find that: 

Children and adolescents whose parents are authoritative rate themselves and are rated b 

objective measures as more socially and instrumentally competent than those whose parents are 

non authoritative. 

Children and adolescents whose parents are uninvolved perform most poorly in all 

domains. 

Others factors that contribute to social competence include teacher relationships, peer 

groups, neighborhood and community. 

PROBLEM BEHAVIORS RELATED TO SOCIAL COMPETENCE 

An important researcher in the study of social competence, Voeller, states that there are three 

clusters of problem behaviors that lead to the important of social competence. Voeller clusters 

include: 

(1) an aggressive and hostile group, 

(2) a perceptual deficits subgroup , and 

(3) a group with difficulties in self-regulation. 

1. Children with aggressive and hostile behaviors are those acting out behaviors negatively 

influences their ability to form relationships, and sustain interpersonal interactions. 

Aggressive and hostile children tend to have deficiencies in social information-

processing, and employ inappropriate social problem solving strategies to social 
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situations. They also tend to search for fewer facts in a social situation and pay more 

attention to the aggressive social interactions presented in an interaction.  

2. Children with perceptual deficits do not perceive the environment appropriately and 

interpret interpersonal interactions inaccurately. They also have difficulty reading social 

cues, facial expressions and body gestures. 

3. Children with self-regulation deficits tend to have the classic difficulties in executive 

functions. 

ASSESSMENTS OF SOCIAL COMPETENCE 

While understanding the components of social competence continue to be empirically 

validated, the assessment of social competence is not well-studied and continues to develop in 

procedures. There are a variety of methods for the assessment of social competence and often 

include one (or more) of the following: 

• Child-adolescent interview 

• Observations  

• Parent report measures 

• Self-report measures 

• Socio metric measures (i.e., peer nominations) 

• Teachers report measures 

• Interventions 

Following the increased awareness of the importance of social competence in childhood, 

interventions are used to help children with social difficulties. Historically, intervention efforts 

did not improve children’s peer status or field long-lasting effects. Interventions did not take into 

account that social competence problems do not occurs in isolation, but alongside other problems 

as well. Thus, current intervention efforts target social competence both directly and indirectly in 

varying contexts. 
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1.3.2 EMOTIONAL COMPETENCE 

Emotional competence is defined as “the ability to effectively regulate one’s emotions to 

accomplish one’s goal (Squires, Bricker & Twombly, 2003, p.6). Emotional competence is what 

results and enhances our personal, relational and professional performance, and what ultimately 

helps us attain an overall increase in our quality of life. According to Daniel Golmen, emotional 

competence is a learned ability grounded in emotional intelligence. Emotional intelligence 

influences our potential for learning the practical emotional competencies, and developing the 

emotional literacy necessary for quality of life, life satisfaction, and overall happiness. Such 

skills include the development of the following: self/social/relational awareness and competence, 

and self/social/relational management and competence. 

Emotional competence as efficiency to deal effectively in several situations is a blend of 

many competencies (Coleman, 1970). The need for competence is considered innate part of 

human nature. The person functioning competently is characterized by the capacity to enjoy 

success and suffering failures and building from both. They encompass mastery, maintenance 

and protective activities. An emotionally competent teacher learns and applies skills to mange 

stress, improve self-esteem, confidence, personal change, decision making, leadership, assertion, 

comfort and commitment which raise the quality of teaching along with health and well-being 

(Nelson et al., 2005). But unfortunately many teachers often experience negative emotions, than 

positive ones. Negative emotions such as anxiety interferes in cognitive capacity for processing 

information, while positive emotions increase creative capacity for generating new ideas and 

ability to handle difficulties (Frederickson, 2001). So the teachers need to be emotionally 

competent to balance both positive and negative emotions. 

The concept of emotional competence is rooted in understanding emotions as normal, 

useful aspects of being human. Anger is a reaction to aggression and gives a person the strength 

to repel the aggression. Grief is a reaction to abandonment or feeling unloved and it has the 

effect of eliciting sympathetic responses from others. Fear is a response to danger and has a clear 

physiological effect of heightening our senses and speeding up our reactions. 
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From this it can be seen that the suppression of emotion can be useful to avoid injurv, 

embarrassment and arrest, but teaching people to suppress their inappropriate emotions is part of 

normal society. Suppressing other people’s emotions to avoid conflict or discomfort in one can 

lead to controlling them, which may be unhealthy for all concerned. Emotionally competent 

people do express emotions appropriate to the situation, to their needs and to others, and they 

attempt not to suppress appropriate emotions, reactions and communications of feelings by 

others. 

Some psychologists believe that if appropriate emotions are not expressed on a regular 

basis, a misplaced or unresolved memory of them becomes stored. Alternatively, this may also 

lead to an inability to process emotional clues in others, or have emotionally appropriate 

behaviors in oneself. Events in the future may trigger old emotions resulting in inappropriate 

emotional responses, or may trigger nothing, leaving one with a lack of emotional competence. 

This often applies to emotions that children may be experiencing, or are prevented from 

expressing, when an adult simply wishes to avoid dealing with feeling that may be very real to 

the child, who has yet to learn that feelings and facts are not mutually exclusive, or that 

emotionalism can be misunderstood or misused. Releasing childhood emotions, or pent up adult 

emotions can be useful tool in co-counselling. 

Emotional competence can lead to improved health through avoiding stress that would 

otherwise result from suppressing emotions. It can also lead to improved relationships since 

inappropriate emotions are less likely to be expressed and appropriate behavior is not avoided 

through fear of triggering some emotion. 

The concept is distinct from emotional intelligence which, while recognizing the 

importance of emotions, gives emphasis to controlling or manipulating them. 

SOCIAL-EMOTIONAL LEARNING  

Durlak et al. (2011) stated that the framework for social-emotional learning researchers 

and program designers came from Waters and Sroufe’s (1983) description of competent people; 

these are people who have the abilities “to generate and coordinate flexible, adaptive responses 
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to demands and to generate capitalize on opportunities in the environment”. Daniel Goleman 

(1995) described social-emotional intelligence as the ability to be effective in every critical arena 

of life, including school. 

Elias et al. (1997) defined social-emotional learning as the process of acquiring 

competencies in managing emotions, setting and achieving goals, appreciating others 

perspectives, establishing and maintaining positive relationships, making responsible decisions, 

and handling interpersonal situations in socially and emotionally skilled ways.  

STUDENT TEACHER’S SOCIAL-EMOTIONAL COMPETENCIES 

Self-awareness 

Self-awareness refers to the ability to assess one’s feelings, interests, values and strengths 

accurately and to maintain a well-grounded sense of self-efficacy (Payton et al., 2008). In the 

classroom context, teachers are not only required to understand one’s own attitudes and opinions, 

but also are expected to recognize the limitations of self and how different self-aspects influence 

their teaching. 

Socially and emotionally competent teachers understand that their behaviors are 

influenced by multiple personal factors, such as their background experiences, personality, 

emotions, knowledge base, opinions, and attitudes. They are aware that their students behaviors 

are influenced by equally distinct personal factors and that teachers must bridge differences with 

their students to build strong interpersonal relations and engage students in learning. 

Self-management/Emotion Regulation 

Emotion regulation is often defined as the ability to manage emotional arousal 

successfully and possessing the skill to change emotions, including the valence, intensity, or tie 

course of the emotions (Gross, 1998). Although the expressions of positive and negative emotion 

are both regulated, the need for managing emotion is the greatest when negatively valanced 

emotions occur (Barrett, Gross, Christensen, & Benvenuto, 2001). Teachers, like other adults, do 

not experience the same emotion under the same social situation and vary in their ability to 

regulate such emotion. For example, one teacher may be furious and show anger when a child 

does not do the work, while another teacher may feel sad but does not display it. They also may 

use different strategies when regulating their emotions. Because teachers are expected to regulate 

their own emotions and emotional displays as well as the emotions of their students constantly, 
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teachers with higher emotional regulation capacity may be better equipped to handle the emotion 

provoking demands of teaching than teachers with a lower capacity for doing so. 

Socially and emotionally competent teachers can identify their own positive and negative 

emotions in interactions with students, parents and colleagues, and manage their emotions as 

necessary to promote classroom differences. In particular, socially and emotionally competent 

teachers recognize that perspectives differ according to age, gender, and social, ethnic, 

educational and economic backgrounds. They recognize and appreciate the commonalities and 

uniqueness that exist among their students and colleagues. They manage students’ pro-social 

behaviors and focus on learning. They model behaviors and focus on learning. They model 

behaviors to help students regulate their own emotions, establishing guidelines and setting 

boundaries for students to enable them to do this. 

Social-Awareness 

Social awareness refers to the awareness of others, including social perspectives taking 

(see also Zins & Elias, 2006). This construct involves viewing the world from another’s 

perspective (Selman, 1971) and making inferences about other people, including their capacities, 

attitudes, expectations, feelings, and potential reactions. Social awareness refers to one’s ability 

to take the perspective of and emphasize with others and to recognize and appreciate individual 

and group similarities and differences. 

In particular, socially and emotionally competent teachers recognize that perspectives 

differ according to age, gender, and social/ethnic/educational/economic backgrounds. They 

recognize and appreciate the commonalities and uniqueness that exist among their students and 

colleagues. 

Relationship/Social Skills 

Interpersonal skills are another important dimension of SEL. Positive social interactions 

flow from strong interpersonal skills. Social skills are a specific class of behaviors that an 

individual exhibits to complete a social task successfully (Gresham & Elliott, 2008). They are 

often manifested in prosocial behaviors, cooperation, empathic responses, social engagement, 

respect for others, as well as the absence of problematic interactions (Cooper & Farran, 1991; 

Eisenberg & Fabes, 1998).  
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Socially and emotionally competent teachers establish and maintain health establish and 

maintain rewarding relationships with students, parents and colleagues. They are able to prevent, 

manage, and resolve interpersonal conflict between themselves and students, parents and 

colleagues, and deal with conflict among students, through exhibiting prosocial, cooperative 

behaviors and respecting and being empathic to others.  

Responsible Decision Making 

Decision making is a process in which an individual scans an array of options and tries to 

decide which option is the best way to produce some desired outcome. Teachers must often make 

split second, in-the-moment decisions that govern their interactions with students and reactions 

to other factors inside and outside of the classrooms is often enacted in the moment as teachers 

consider and process clues, draw information from long-term memory, and make a “decision” 

that is “enacted” through words and behavior. One influence of teachers’ decision making 

process is their ability to attend to the needs and behaviors of an entire classroom while also 

trying to remember and implement a lesson plan” (Feldon, 2007, p.123). Feldon’s analysis of 

several studies of veteran and novice teachers suggests that veteran teachers retain the capacity to 

filter out extraneous stimuli and focus on pertinent social cues (Swanson, O’connor, & Cooney, 

1990). 

Socially and emotionally competent teachers use multiple forms of evidence to make 

decisions about instruction, classrooms management, and interactions with students, parents and 

colleagues. They objectively consider the well-being needs and academic goals of individual 

students and of their class as a whole, and they balance awareness of student’s emotional and 

academic needs when making both long-term plans an in –the-moment decisions. 
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Fig 1.1 RELATIONSHIP BETWEEN TEACHER SEL SKILLS AND THE SEL 

TEACHING PRACTICES 
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Figure 1.1 illustrates the relationship between teacher SEL skills and the SEL teaching 

practices. To implement these practices successfully, teachers must strengthen their own social 

and emotional skills. In order to model and encourage positive student interactions, teachers 

themselves need the social and emotional skills required to communicate effectively with 

students and to handle stressful situations that can occur in classroom (Brackett et al., 2009). 

Teachers who are socially and emotionally competent develop supportive relationships with 

students, create activities that build on the strengths of students, and help students develop the 

basic social and emotional skills necessary to participate in classroom (Jennings & Greenberg, 

2009). 

COMPETENCE BUILDING-MODELING, PRACTICING, FEEDBACK, COACHING 

Competence building occurs when teachers help develop social-emotional competencies 

systematically through the typical instructional cycle: goals/objectives of the lesson, introduction 

practice, and conclusion/reflection. Each part of the instructional cycle helps reinforce particular 

social-emotional competencies, as long as the teacher integrates them into the lesson. 

Throughout the lesson, the teacher should model prosocial behavior (i.e., positive relationship 

skills) to the students. When students are participating in group work, the teacher is encouraging 

positive social behaviors and coaching students on how to use positive social behavior when they 

practice their prosocial skills in a group setting. The teacher also provides feedback to students 

on how they are interacting with their peers and how they are learning content. If problems arise 

between students and in guided practice or if problems arise with content, the teacher guides the 

students through problem-solving and conflict-resolution strategies.  
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Figure 1.2. Relationship between Social-Emotional Skills and Academic Outcomes 

The relationship between social-emotional skills and academic outcomes. Evidence based 

socio emotional learning interventions and skill development should occur within a supportive 

learning environment, as well as help to produce such a climate. As a result, opportunities for 

reward are created and socio emotional learning competencies are developed and reinforced. 

These factors, in turn, lead to more risk reduction, assert building, and greater attachment and 

engagement in school. The final outcomes is improved performance in school and life. This 

model is most applicable when learning is defined as children gaining knowledge to put to use in 

the real world. Embarrassingly little is known about the relationship between high stakes test 

score performance and knowledge –for-everyday use, even while the proliferation of various 

“proficiency” test continues. However, the empirical evidence supporting the basic socio 

emotional learning-academics relationship is growing. 

CASEL’s ESSENTIAL SKILLS FOR ACADEMIC AND SOCIAL-EMOTIONAL 

LEARNING  

Know ourselves and others 

Identify feelings-recognize and label one’s feelings;  

Be responsible-understand one’s obligation to engage in ethical, safe and legal behaviours;  

Recognize strengths-identify and cultivate one’s positive qualities.  

Make responsible decisions 

Manage emotions-regulate feelings so that they aid rather than impede the handling of situations; 

Understand situations-accurately understand the circumstances one is in;  

Set goals and plans-establish and work toward the achievement of specific short- and long-term 

outcomes; 

Solve problems creatively-engage in a creative, disciplined process of exploring alternative 

possibilities that leads to responsible, goal-directed action, including overcoming obstacles to 

plans.  

Care for others 

Show empathy-identifying and understanding the thoughts and feelings of others;  
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Respect others-believing that others deserve to be treated with kindness and compassion as part 

of our shared humanity; 

Appreciate diversity-understanding that individual and group differences complement one 

another and add strength and adaptability to the world around us. 

Know how to act 

Communicate effectively-using verbal and non-verbal skills to express oneself and promote 

effective exchanges with others;  

Build relationships-establishing and maintaining healthy and rewarding connections with 

individual and groups;  

Negotiate fairly-achieving mutually satisfactory resolutions to conflict by addressing the needs 

of all concerned;  

Refuse provocations-conveying and following through effectively with one’s decision not to 

engage in unwanted, unsafe, unethical behaviour;  

Seek help-identifying the need for and accessing appropriate assistance and support in pursuit of 

needs and goals; 

Act ethically-guide decisions and actions by a set of principles or standards derived from 

recognized legal/professional codes or moral or faith-based systems of conduct. 
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Figure 1.3 Prosocial classroom: A Model of teacher social-emotional competence 

Figure 1.3 illustrates a model in which teachers’ socio emotional competence and well-

being influences the prosocial classroom atmosphere and student outcomes. First, they view 

teacher socio-emotional competence as an important contributor to the development of 

supportive teacher–student relationships. A teacher who recognizes an individual student’s 

emotions, understands the cognitive appraisals that may be associated with these emotions, and 

how these cognitions and emotions motivate the student’s behavior can effectively respond to the 

student’s individual needs.  

Second, teachers higher in SEC are likely to demonstrate more effective classroom 

management; they are likely to be more proactive, skillfully using their emotional expressions 

and verbal support to promote enthusiasm and enjoyment of learning and to guide and manage 

student behaviors. Their SEC also supports more effective classroom management by 

understanding the dynamics of classroom conflict situations. For example, students with self-

regulation problems often become classroom scapegoats and may be intentionally provoked by 

their peers in ways that can be very subtle. Because of their more obvious aggressive response to 

this subtle yet effective provocation, teachers often reinforce these students’ scapegoat status by 

punishing them without noticing and addressing the behavior of the provocateur. A more socially 

and emotionally aware teacher may notice this dynamic and handle this situation in a way that 

responds to both behaviors more effectively.  

Third, they propose that teachers with higher SEC will implement social and emotional 

curriculum more effectively because they are outstanding role models of desired social and 

emotional behavior. Their social and emotional understanding supports their ability to apply 

extensive process-based activities in everyday situations as they naturally occur in the classroom. 

In addition, we conceptualize a transactional relationship between these three aspects of the 

model and the outcome of a healthy classroom climate. In turn, a healthy classroom climate 

directly contributes to students’ social, emotional, and academic outcomes. Improvements in 

classroom climate may reinforce a teacher’s enjoyment of teaching, efficacy, and commitment to 

the profession, thereby creating a positive feedback loop that may prevent teacher burnout. 
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 Finally, they recognize that various contextual factors, inside and outside the school 

building, may influence teachers’ socio emotional competence. These factors include co-teacher 

support, principal and district leadership, school climate and norms, school district values and in-

service opportunities, community culture, and local and federal education policy and demands. A 

teacher’s overall well-being and efficacy as well as factors such as friendships, marital relations, 

and degrees of life stress in a teacher’s personal life might also affect the performance of social 

and emotional abilities in the classroom. 

CHARACTERISTICS OF SOCIALLY AND EMOTIONALLY COMPETENT 

TEACHERS 

 Socially and emotionally competent teachers have high self-awareness. They recognize 

their emotions, emotional patterns, and tendencies and know how to generate and use emotions 

such as joy and enthusiasm to motivate learning in themselves and others. They have a realistic 

understanding of their capabilities and recognize their emotional strengths and weaknesses.  

➢ Socially and emotionally competent teachers also have high social awareness. They know 

how their emotional expressions affect their interactions with others. Such teachers also 

recognize and understand the emotions of others. They are able to build strong and 

supportive relationships through mutual understanding and cooperation and can 

effectively negotiate solutions to conflict situations.  

➢ Socially and emotionally competent teachers are culturally sensitive, understand that 

others may have different perspectives than they do, and take this into account in 

relationships with students, parents, and colleagues.  

➢ Socially and emotionally competent teachers exhibit prosocial values and make 

responsible decisions based on an assessment of factors including how their decisions 

may affect themselves and others. They respect others and take responsibility for their 

decisions and actions. 

➢ Socially and emotionally competent teachers know how to manage their emotions and 

their behavior and also how to manage relationships with others. They can manage their 

behavior even when emotionally aroused by challenging situations. They can regulate 
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their emotions in healthy ways that facilitate positive classroom outcomes without 

compromising their health. They effectively set limits firmly, yet respectfully. They also 

are comfortable with a level of ambiguity and uncertainty that comes from letting 

students figure things out for themselves. 

Based on current research, there are three ways in which teachers SEC affect students and 

the learning environment: 

➢ Teachers’ socio emotional competence influence the quality of teacher-student 

relationship. 

➢ Teachers who are clam, positive and content are more likely better equipped for treating 

students warmly and sensitively, even when students behave in challenging was. 

➢ Teachers model SEC for students, intentionally or not. 

➢ Teachers navigate stressful situations every day and students are paying attention! They 

learn from how their teachers manage frustration, deal with conflicts, or maintain control 

in the classroom. 

➢ Teachers SEC influence classroom organization and management. 

➢ Teachers must maintain a sense of calm, be organized and develop social trust it they 

want a well-organized classroom that encourages creativity or student autonomy. 

 Thus in the present study, socio-emotional competence scale for student teachers has 

been developed by the investigator based on CASEL (2014)’s  five core socio emotional 

competencies namely self-awareness,  self-management, social awareness,  relationship skills 

and responsible decision making. 

Self-Awareness: Recognizing feelings as they occur; having a realistic assessment of one’s own 

abilities and a well-grounded sense of self-confidence 

Social Awareness: Sensing what others are feeling; being able to take their perspective; 

appreciating and interacting positively with diverse groups. 

Self-Management: Handling emotions so they facilitate rather than interfere with the task at 

hand; delaying gratification to pursue goals; persevering in the face of setbacks. 
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Relationship Skills: Handling emotions in relationships effectively; establishing and 

maintaining healthy and rewarding relationships based on cooperation; negotiating solutions to 

conflict; seeking help when needed.  

Responsible Decision Making: Accurately assessing risks; making decisions based on a 

consideration of all relevant factors and the likely consequences of alternative courses of actions; 

respecting others; taking personal responsibility for one’s decisions. 

1.3.2 EDUCATIONAL ATTRIBUTES-ABILITIES OF STUDENT TEACHERS 

CONCEPT OF ABILITY 

Ability is a general creativity possessed by all essentially healthy individuals to some 

degree. All people think in terms of different levels of ability. A great deal of mist surrounds the 

word ability. Since a person can behave ability in many ways, it is not strange that there are 

many definitions of ability but there is no universally accepted definition of ability. 

 To give bird’s eye view of the overall functions of ability, its definitions may broadly be 

divided into five groups. They are as follows: 

i) Ability as a Talent: Carl Roger (1975) defined creative process as an action of the 

rational and novel product. 

Rhodes (1961) defined ability as a process and as a talent found in some individuals. 

 

ii) Ability as a process: Maslow (1966) stated that ability is a process which is 

preconscious rather than conscious process and included something of checking and corrective 

process. 

Taylor Chamber (1973) described creative thinking as a process which has been 

considered as bipolar in which the interaction between the person and the environment will be 

studied. 

iii) Ability as a novel Idea: Thurston (1952), Stein (1953), and Raina (1989) described ability 

as a novel idea. Ability involved responses to that of novelty, statistically frequent to some extent 
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of adoption. It is concerned with something which is new rather than unexpected or non-

traceable area. 

iv) Ability as a new thinking: Getzel (1972) held the view that ability consisted of two 

important components-convergent thinking and divergent thinking. Convergent thinking referred 

to intellectual ability whereas divergent thinking referred to the method adopted by the 

individuals to attain goals and objectives.  

 

v) Ability as a problem solving capacity: Kilpatrick (1906) defined ability as a problem 

solving method. According to him it was the best method to solve the problems of our daily life.  

According to Guilford (1952), ability is essentially problem solving method. It is this aspect 

that is gaining utmost attention. 

ELEMENTS OF ABILITY THINKING  

 According to Guilford (1966), ability is a form of divergent thinking. Divergent thinking 

is a kind of mental operation in which we think in different directions, sometimes searching and 

sometimes seeking variety. Divergent thinking leads to novel responses to a given stimuli. The 

unique feature of divergent thinking is that a variety of responses are produced. 

Guilford (1966) and his students undertook to discover and define the complex of abilities that 

together make up ability thinking. They devised tests to explore each of a number of possible 

components, and eventually established somewhat different but related abilities as follows: 

1. Sensitivity  to  problems   

             This  means  awareness  of  defects,  needs  and  deficiencies  in  the  environment 

2. Fluency 

(2a)  Associative Fluency 

This is the ability to think of words rapidly that meet certain requirements, such as being 

synonymous or being opposite.          

(2b)  Ideational Fluency 

This is the rate at which a person can think of ideas. For example, a person may be asked 

to think of as many uses as possible for a common brick.   
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3. Flexibility:  

 It is a matter of fluidity of information or a lack of fixedness or rigidity. Flexibility is the 

basis of originality, ingenuity and inventiveness. 

(3a)  Spontaneous Flexibility: 

This is the ability to strike out in a number of different directions in one’s thinking.  

 

(3b)  Adaptive Flexibility: 

It is the ability to change the direction of one’s thinking in order to keep up with a 

changing problem situation.           

4. Originality: 

It is a quality which can be demonstrated in several ways, one being the uncommonness 

of ideas a person has, another the ability to produce clever.  

5. Elaboration: 

It is a facility for adding a variety of details to information that has already been 

produced. Ability productions very often progress from a vague outline or theme, through 

development of a more clearly organized structure or system with its essential aspects, then to 

the more elaborate finished affair, whether it be a poem, a novel, a painting or a scientific  

theory.  There are  implications  to  be  followed  up  and  finishing  touches  to  be  added  in  

order  to  round  out  the  final  product. 

 

PERSONALITY CHARACTERISTICS OF ABILITY  

Ability  is  the  abilities  to  go  beyond  present  knowledge,  resist  the  persistence  of  

set,  and  produce  something  new.  Ability  people  recognize  that  problems   are  often  

solvable  in  more  than  one  way.  They  exercise  divergent  thinking:  instead  of  stubbornly  

sticking  to  one  tried  and  true  path,  they  explore  some  side  alleys. 

Ability  and  intelligence  are  only  weakly  correlated  (Barron  &  Harrington,  1981).  

A  certain  level  of  intelligence  (as  measured  by  IQ tests)  seems  necessary  for  ability  in  
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most  fields  but  a  high  IQ  does  not  guarantee  that  the  individual  will  be  ability.  

Personality  characteristics  seem  more  important  and  include  the  following  (McCrae,  1987,  

Mackinnon,  1962,  1968:  Schank,  1988):  creative  problem  solving  requires  divergent  as  

well  as  convergent  thinking.  Ability  people  generally  are  willing  to  risk  ridicule  prefer  

working  independently;  are  confident  enough  to  enjoy  working  on  difficult  problems;  are  

curious  about  the  world;  and  are  able  to  persist  at  a  task  without  becoming  discouraged. 

➢ Ability in Relation to Educational Goals 

Ability  thinking  is  a  powerful  force  for  lifting  man  to  higher  levels  of  intellectual  

functioning,  human  dignity  and  achievement.  It  has  given  us  the  alphabets,  printing,  

radio,  television,  computers,  and  spacecraft.  It has given us great art, architecture, music and 

literature. 

Teachers  and  educators  must  have  a  better  understanding  of  the  ability  process  and  

the  influence  of  the  personality  pattern  on  the  ability  of  the  individual.  They  should  find  

out  how  educational  institutions  can  liberate  the  creative  potential  of  the  individual  and  

initiate  him  into  ability  way  of  life.  They  should  strive  towards  providing  an  educational  

environment  that  would  free the  individual  from  the  shackles  of  prejudice,  fear  of  the  

unknown  and  from  ignorance. 

Schools  are  the  proper  and  fertile  ground  for  the  release  of  the  creative  potential,  but  

it  is  only  in  a  liberated  atmosphere  that  productive  ability  will  manifest  itself. 

➢ Ability of Teacher 

A  ability  teacher  will  have  adequate  mastery  over  all  subject  and  a  strong  desire  to  

acquire  more  and  more  of  it.  In fact, teacher is an explorer of ‘truth’. Teacher strives 

continuously to grow professionally. Occasionally, teacher does self-educational analyses of 

shortcomings and tries utmost to get rid of them. Teacher  is  always  prepared  to  welcome  the  

knowledge acquired as a consequence of new experiences  and  is  always  very  cautious  not  to 
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develop any sort of prejudice. Teacher makes sincere efforts to learn something from all types of 

experience. 

An abled teacher very well understands the lows of learning and keeping in view these laws, 

teacher makes appropriate and desirable changes in methods of teaching. 

Teachers also  tries  to understand  each  and  every  student  and  plans  teaching  in  

accordance  with  the  interests  and  abilities  of  students  whom has  to  teach.  In  addition  to  

it,  teacher studies the  maladjustments  present  in  the  student’s  personalities  and  strives  hard  

to  release  their  creative  potential by  making  a  multi-prolonged  attack  on  the  problem. 

Thus  teacher tries  to  enable  them  to  lead  life  with  sound  mental  and  physical  health.   

Ability  teacher  always  yearns  that  the students  should become  broadminded  instead  of  

becoming  rigid  and  obstinate,  that  is,  they  should  always  be receptive  to  the  ideas   and  

opinions  of  others. Teacher also tries to develop  among the students,  the habits  like  keeping  

the  decisions  suspended  until  full  information  is  assembled,  analysing  the  causes  of  a  

problem  by  plunging  deep  into  it, evaluating  an  event  or  behaviour  on  the  basis  of  

available  facts,  which  in  turn  helps  to  develop  positive  values. 

In  ability  teaching,  role  memory  and  blind  imitation  are  not  encouraged,  where  as  

special  emphasis  is  laid  on  independent  thinking.  Besides  protecting  the  ability  of  

children,  creative  teaching  helps  further  development  of  their  creative  potential.  The  

teaching  of  a “ability  teacher”  can  be  labelled  ‘as  creative  teacher’.  A  ability  teacher  

possesses  abilities  included  in  ability  syndrome  in  abundance  and  makes  use  of  them  in  

various  teaching-learning  situations.   

Ability teaching is always constructive.  Efforts  are  made  to ensure  that  students  do  not  

remain  passive  listeners only. On the other hand, they are encouraged to acquire knowledge 

actively. According to Torrance (1970) creative teaching usually results in increased creative 

growth, involvement and participation in creative activities and liking for school.  
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Developing abilities attitude, encouraging creative thinking enabling the students to approach 

their activities ability. Developing feeling of self-confidence in them and enabling them to adopt 

themselves to changed circumstances, are some of the aims of ability teaching. The future of the 

society, the nation and the mankind will certainly become bright if we succeed in achieving these 

aims because it will enable the ability individuals to make maximum use of their creative 

potential for the progress and prosperity of mankind. 

TEACHING ABILITY 

Undoubtedly, teachers are the core figures in all teaching-learning processes. Thus, it is 

of paramount significance to select teachers, to train them, to designate them with teaching 

positions, and to offer chances for self-improvement during their professional life. A perfect 

school, a perfect curriculum, and perfect students would make sense only with teachers doing 

their best at work. Teachers contribute dramatically to the learning settings not only with their 

skills and expertise, but also with their up-to-date world knowledge, values and philosophical 

backgrounds, and with their personal characteristics. Therefore, teachers have to be trained 

thoroughly and multi-functionally. 

An important factor in the determination of a teacher’s sense of ability is, not 

surprisingly, experience, or what Bandura (1977), a leader in the development of self-ability 

theory, calls performance accomplishments. Teachers has been able to make a difference in 

student learning? Hoy (2000) suggests that “some of the most powerful influences on the 

development of teacher ability are mastery experiences during student teaching and the induction 

year.” Thus, “the first years of teaching could be critical to the long-term development of 

teaching ability.” 

Good teachers are trained via good training programs. (MEB, 1982; Küçükahmet, 2001). 

The first institution to raise teachers was established in 1848, approximately 160 years ago, in 

our country. Meanwhile, tremendous changes have taken place in the training Because the 

quality of education is highly correlated with the quality of teachers, they have to be trained well 

both during pre-service years and in-service years, which is crucial for the quality of educational 

services (Şisman, 2001). Sönmez (2007: p. 149) underlies that teaching profession is an 
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important occupation requiring special knowledge, skills, and interest, and that no one should be 

allowed to teach without proper pedagogic training. Ministry of National Education (1999) also 

underpins that teachers’ features are directly influential on the quality of educational processes 

since they are the ones who constantly communicate with students, apply the instructional 

programs, manage learning, and who assess both the students and the instruction. Each 

component of teachers’ characteristics has a crucial impact on students.  

 So far, countless studies have been designed to determine the qualities that a teacher 

should bear. These are as follows: a solid command of field and world knowledge, ability to use 

different techniques and methods, advanced communication skills to build up efficient and cozy 

atmosphere that is interesting for students, adaptive, hard-working, well-groomed, affectionate, a 

good organizer, open-minded, self-confident, tolerant, and fair. According to Güneş (2003), 

effective teachers are those who think, question, criticize, who are innovative and open-minded, 

and who constantly update themselves with a great love for their profession. Likewise, Good and 

Brophy (1997) state that good teachers are innovative, democratic, enthusiastic, eager, and good 

at establishing positive relations with others. Based on their research, Çelikten and Can (2003) 

report that ideal teachers are tolerant, trustworthy, objective, innovative, open to criticism, 

success-oriented, time-efficient, cooperative with administrators and colleagues, and they build a 

constructive and educational discipline in the class where they include the students into all 

activities of class management.  

 Chang, Lin and Song’s (2011) classification has served as the basis for the dimensions 

of teaching efficacy studied in this research. As for Chang, Lin and Song (2011), the concept of 

teaching efficacy bases itself onto Bandura’s (1997) social-cognitive theory and self-efficacy 

theory. The first element of teaching efficacy as described by Chang, Lin & Song (2011) is 

course design. Saban (2000) discusses that the success of teaching is highly dependent on the 

consistency between planning of the goals in a course and the practice. Instructional 

methods/strategies applied by teachers are the second element in teaching efficacy, and they are 

mostly accountable for an effective learning process (Şahinel, 2003). Instructional methods are 

listed among the factors influencing students’ success. The core responsibility of choosing and 

applying relevant instructional methods and techniques falls onto the teacher. The increase in 
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the efficiency and productivity of any program is directly correlated with teachers’ skills to 

fulfill this responsibility. On the other hand, there are many other factors affecting how teachers 

carry out the expected responsibilities. Among these is the awareness and implementation of 

teaching principles and methods by teachers (Erden,1998). What comes as the third in teaching 

efficacy is technology use, which is crucial for all current disciplines. It is common knowledge 

that technology use enhances the quality of learning and the efficiency of teaching, decreases 

the time both students and teachers need to attain their goals, lessens the cost of education 

without any loss of quality, and activates the students in the learning environment (Uşun, 2007). 

Öğüt, Altun and Koçer (2003) note that advances in info-communication technologies have also 

positively influenced the quality of education. Apart from enriching the quality of education, 

use of technology also helps raising individuals who are familiar with and able to use 

technology in their lives (Köseoğlu et al., 2007). Class management is the forth element of 

teaching efficacy. Establishing quality education and learning settings can be linked to efficient 

school and class management, which later can also be attributed with class management skills 

teachers have. Therefore, the quality of education is considerably dependent on the quality of 

class management (Şenturk& Oral, 2008). Interpersonal relations can be taken as the fifth 

element of teaching efficacy. Especially teachers, students, administrators, and other workers 

should be communicating effectively in order for education to properly actualize (Çilenti, 

1998). A teacher with efficient communicative skills understands the students better, accepts 

them, and bears positive feelings. In such a setting, students, too, develop more positive 

attitudes and behaviours towards their teachers and peers (Kısaç, 2002). The quality of in-class 

communication plays a crucial role on students’ personality development and academic success 

(Ergin & Birol, 2000). As for Chang, Lin and Song (2011), learning assessment is the final 

component of teaching efficacy. Assessment is regarded as the most important element of 

teaching process. Proper, trustable, and objective assessment requires valid and reliable 

evaluation tools, methods, and standards (Kayabaşı, 2007). According to Daniel and Colleagues 

(1998), another feature that teachers should possess is a good command of skills and knowledge 

about assessment and evaluation. 

 Schools currently use a number of frameworks that describe the core elements of 

effective teaching. The problem is that these attributes are so broadly defined that they can be 
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open to wide and different interpretation whether high quality teaching has been observed in the 

classroom. It is important to understand these limitations when making assessments about 

teaching quality. 

Educational leaders and researchers agree that teachers have an immense impact on 

student success. An analysis from the Texas Schools Project, found that teacher quality 

differences explain the largest portion of the variation in reading and math achievement (Rivkin, 

Hanushek, and Kain, 2005). 

  Teaching ability-“teachers’ confidence in their ability to promote students’ learning” 

(Hoy, 2000)-was first discussed as a concept more than 30 years ago when these two items were 

included in studies conducted by researchers at the Rand Corp 

❖ “When it comes right down to it, a teacher really can’t do much because most of a 

student’s motivation and performance depends on his or her home environment.” 

❖  “If I try really hard, I can get through to even the most difficult or unmotivated students” 

(Armor et al., 1976, in Henson, 2001). 

Teachers were asked to express their degree of agreement or disagreement with each of 

the two statements and their responses initiated the concept of teaching ability. From the 

beginning, this “early work suggested powerful effects from the simple idea that a teacher’s 

belief in his or her ability to positively impact student learning is critical to actual success or 

failure in a teacher’s behavior” (Henson, 2001). Some researchers suggest that the more precise 

term “teaching sense of ability” be used, as what is being discussed is a teacher’s sense of 

competence-not some objective measure of actual competence. From a practical standpoint, 

there are two important questions related to this theoretical construct. 

❖ How does a teacher’s sense of efficacy affect his or her teaching? 

❖ Can it, through its impact on teaching, affect student achievement? 

Over the years, since the concept was first developed, researchers have helped to provide 

answers to both these questions. In his review of research, Jerald (2007) highlights some teacher 
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behaviors found to be related to a teacher’s sense of ability. Teachers with a stronger sense of 

ability. 

❖ Tend to exhibit greater levels of planning and organization; 

❖ Are more open to new ideas and are more willing to experiment with new methods to better 

meet the needs of their students; 

❖ Are more persistent and resilient when things do not go smoothly; 

❖ Are less critical of students when they make errors; and 

❖ Are less inclined to refer a difficult student to special education. 

 Teachers who set high goals, who persist, who try another strategy when one approach is 

found wanting-in other words, teachers who have a high sense of efficacy and act on it-are more 

likely to have students who learn (Shaughnessy, 2004). 

 Researchers interested in the topic have worked to develop longer and more focused 

instruments to get at the beliefs the first two Rand items were intended to measure. Their work 

has also increased our understanding of the concept. It is now generally thought that two types of 

beliefs comprise the construct of efficacy. The first, personal teaching efficacy, relates to a 

teacher’s own feeling of confidence in regard to teaching abilities. The second, often called 

general teaching efficacy, “appears to reflect a general belief about the power of teaching to 

reach difficult children” (Hoy, 2000). Researchers have also found that these two constructs are 

independent. Thus, a teacher may have faith generally in the ability of teachers to reach difficult 

children, while lacking confidence in his or her personal teaching ability. 

THREE TEACHING ABILITIES 

The three teaching abilities are: 

• Classroom management: the ability to manage discipline. 

• Teaching skills: the ability to impart knowledge. 

• Teaching goal: the knowledge to impart. 

http://changingminds.org/disciplines/teaching/classroom_management/classroom_management.htm
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➢ Classroom management 

 Classroom management is largely about discipline. It is about maintaining order and 

control, which is based on students acting in ways that support their own learning as well as 

that of others. 

 Many young students act in disruptive ways, mostly due to the difficult psychology of 

maturation and learning to live in society. This knowledge seems little help to the teacher 

struggling to be heard but getting inside their heads is a powerful process. Just 

like negotiation, if you can get inside their heads you are most of the way there. If you can go 

from 'me vs. them' to 'me with them' (not, however, an undifferentiated 'us') then you can 

make a huge difference. 

Classroom management is very difficult for some teachers in some situations. It can, 

however, be learned. Indeed it must be, if the teacher is to retain sanity and be allowed to 

teach. 

Classroom management and management of student conduct are skills that teachers 

acquire and hone over time. These skills almost never "jell" until after a minimum of few years 

of teaching experience. To be sure, effective teaching requires considerable skill in managing the 

myriad of tasks and situations that occur in the classroom each day. Skills such as effective 

classroom management are central to teaching and require "common sense," consistency, an 

often undervalued teacher behavior, a sense of fairness, and courage. These skills also require 

that teachers understand in more than one way the psychological and developmental levels of 

their students. The skills associated with effective classroom management are only acquired with 

practice, feedback, and a willingness to learn from mistakes.  

Research has shown us that teachers' actions in their classrooms have twice the impact on 

student achievement as do school policies regarding curriculum, assessment, staff collegiality, 

and community involvement (Marzano, 2003a). A comprehensive literature review by Wang, 

Haertel, and Walberg (1993) amply demonstrates the importance of effective classroom 

management. These researchers found that of all the variables, classroom management had the 

http://changingminds.org/disciplines/teaching/classroom_management/classroom_management.htm
http://changingminds.org/disciplines/negotiation/negotiation.htm
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largest effect on student achievement. This makes intuitive sense-students cannot learn in a 

chaotic, poorly managed classroom. 

Research not only supports the importance of classroom management, but it also sheds 

light on the dynamics of classroom management. Stage and Quiroz's meta-analysis (1997) shows 

the importance of there being a balance between teacher actions that provide clear consequences 

for unacceptable behavior and teacher actions that recognize and reward acceptable behavior. 

Other researchers (Emmer, Evertson, & Worsham, 2003; Evertson, Emmer, & Worsham, 2003) 

have identified important components of classroom management, including beginning the school 

year with a positive emphasis on management; arranging the room in a way conducive to 

effective management; and identifying and implementing rules and operating procedures. 

Teaching Skills:  There are three key attributes of the teaching skill that the teachers need. At 

the minimum teaching is of basic functional skills, showing them how to do things by rote, 

repeating actions and words until, given a suitable stimulus, they are able to reproduce an 

effective response. 

Beyond learning to do is learning to think. If they know how to go about understanding 

and solving problems, then teaching has been of a higher order.  Beyond even learning to think 

is developing a passion for the subject that drives the student to actively learn for themselves. 

The best teachers thus infect their students with a love of the subject that will sustain their 

interest for many years to come. 

In its broadest sense, teaching is a process that facilitates learning. Teaching is the 

specialized application of knowledge, skills and attributes designed to provide unique service to 

meet the educational needs of the individual and of society. The choice of learning activities 

whereby the goals of education are realized in the school is the responsibility of the teaching 

profession. 

In addition to providing students with learning opportunities to meet curriculum 

outcomes, teaching emphasizes the development of values and guides students in their social 

relationships. Teachers employ practices that develop positive self-concept in students. Although 
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the work of teachers typically takes place in a classroom setting, the direct interaction between 

teacher and student is the single most important element in teaching. Teachers need a variety 

of professional development skills along with knowledge of their subject matter and experience 

in order to be an effective teacher. 

Likewise, as the rapid developments in technology infuse into our lives, they affect the 

way students learn and the way teachers teach. Modern teachers need to be competent in not only 

basic skills, but new skill sets. 

MODERN SKILLS THAT TODAY’S TEACHERS SHOULD POSSESS. 

➢  Professional Development: Adaptability  

➢ Confidence  

➢ Communication  

➢ Continuous Learner  

➢ Imaginative  

➢ Leadership  

➢ Organization  

➢ Innovative 

➢ Commitment  

➢ Ability to Manage Online Reputation 

➢  Ability to Engage  

➢ Understanding of Technology 

➢  Know When to Unplug 

➢  Ability to Empower 

Teaching Goals: Teaching goals are the ability of the teachers to strive excellence in education 

and in teaching. Achieving the greater proficiency and with set ambitions to cater the demands of 

the learners.  

 “Nothing pushes students to do their best work like a professor who takes pride not in 

his or her own accomplishments, but in helping others realize their potential. “ 

http://www.teachhub.com/professional-development-speakers
http://www.teachhub.com/professional-development-starting-faculty-book-club
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-Jason Dent, Philosophy, ’05 

 Classroom is a training ground not only for future study in the field but also for many 

aspects of life. Great teachers can help students master the fundamentals of their subject 

matter, which will pay off both for advanced study in their field and for students’ everyday  

Classroom websites aren't anything new, they have been around for years. The difference 

between creating and maintaining a classroom website ten years ago to now, is that today, it is 

easy to do in a matter of minutes. Years ago creating a website involved a lot of hard work and 

took someone who had specialized knowledge in computers. Today, technology has made it so 

easy that even a child can create a web page. At this day and age, it's hard to keep up with the 

must-have tech tools for education. It seems like a new device to help us learn quicker and better 

comes out every week. With the ever-changing technology, it can seem like an uphill battle to 

know what is the best way to integrate the latest technology into the classroom.  

As a teacher, one should strive for a classroom that would be conducive to learning. I feel 

that linear seating allows for more structure in the classroom. However, interest should be 

stimulated by the display of attractive bulletin boards that are pertinent to the material being 

taught. The use of supplemental materials such as videos and computers are a must in 

educational programs. In today`s society everything moves rather quickly and the future 

generations must be able to keep pace. The world is at our fingertips through these devices. I 

would also assign projects to reinforce learning. This, of course, would depend on the ability of 

the groups being taught.  

Interpersonal Goals: Teaching is an interactive profession. Students learn best from teachers 

who demonstrate they care. One has to determine to find the right balance between being liked 

and being respected. Make it a goal never to damage the self-esteem of a student and to always 

be patient, fair and kind. Appreciate the value of maintaining a close relationship with students' 

parents; recognize them as allies and enlist their support when necessary.  

https://teachingcommons.stanford.edu/resources/teaching-resources/teaching-strategies
http://www.123helpme.com/search.asp?text=teacher
http://www.123helpme.com/search.asp?text=future+generations
http://www.123helpme.com/search.asp?text=future+generations
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Intrapersonal Goals: As a teacher, one should learn from the mistakes.  One has to set the goal 

of being a good person as well as a great teacher. The teacher should be the role model to the 

students.  

Time Management Goals: Student teachers often find themselves exhausted because they 

invest so much time preparing original and creative lessons. Although this is important, it is 

equally important to take care of themselves. They have to plan time to be involved in life 

outside the classroom.  

Most student teachers aren’t in it for the money (and indeed there are many grants 

available for teachers to make funding a bit easier). They’re not in it for the time off or the 

recognition they’re in it to make a difference, to learn and to inspire, and they teach because they 

realize the value of education.  The principal goals for student-teachers are:   

➢ Educate 

➢ Inspire 

➢ Learn 

➢ Change 

 Hence for the present research, considering the importance of abilities of teachers to 

improve the quality of teacher education, abilities of student teachers’ scale has been developed 

based on the three dimensions namely, classroom management, teaching skills and goals which 

are necessary to mould the present generation of students.  

1.3.3 SOCIAL CAPITAL  

There has been considerable and increasing interest in social capital theory in recent 

years, evidenced by its application to various disciplines and numerous subject areas. This 

interest stems from the appeal of the concept as it integrates sociology and economics, and 

combines a number of ideas including civic tradition, civicness, civic involvement and social 

cohesion. Existing studies have suggested that social capital has considerable benefits for a range 

of economic and sociological outcomes. These purported benefits, and the concept behind social 

https://teach.com/what/grants-for-teachers
https://teach.com/what/grants-for-teachers
https://teach.com/why-teach/teacher-salary-benefits/time-off-for-teachers/


39 

 

capital, are not new but rooted in the work of early economic and sociologic thinkers. The 

contemporary authors, who are responsible for bringing the social capital debate to its current 

popularity, include Pierre Bourdieu, James Coleman and Robert Putnam. Many authors have 

since contributed to the rudimentary conceptualization of the complex theory. 

There is no set and commonly agreed upon definition of social capital and the particular 

definition adopted by a study will depend on the discipline and level of investigation. There is 

still debate over the appropriateness of the term ‘capital’ and this has led to a general weakening 

of the conceptualization. These definitional and ideological problems have resulted in 

considerable diversity in theory, particularly in discussion of dimensions, levels, types, 

determinants, benefits, and downsides. The result is a number of conceptualization approaches, 

each attempting to simplify the complex social world while maintaining validity. The result to 

date has largely been poor operationalization of the concept that lacks rigor and strong 

theoretical links to a thorough conceptualization of social capital. Of particular interest to this 

study is the interaction of social capital and natural resource management. Few authors have 

previously made this connection with the most closely related work being on environmental 

management and development. 

SOCIAL CAPITAL THEORY 

Nahapiet & Ghoshal (1998) defined social capital as “the sum of the actual and potential 

resources embedded within, available through, and derived from the network of relationships 

possessed by an individual or social unit”. Adler & Kwon (2002) stated that social capital is a 

durable asset in which resources are invested so that they may return the benefits in future. It is 

an advantage that exists because of location of an individual or a group in the social structure 

(Widén-Wulff & Ginman, 2004). Social capital is not necessarily context specific i.e. network 

formed in one context may be transformed to another (Adler & Kwon, 2002; Jones & Taylor, 

2012; Nahapiet & Ghoshal, 1998). For example the network formed in academic environment of 

a university can be used by the students later in their professional lives. Social capital is similar 

to the other forms of capital in that it; is productive, leads to achievement of certain objectives 

which otherwise would not be achievable (Coleman, 1988), can substitute or complement other 

http://www.socialcapitalresearch.com/literature/contemporary-authors.html
http://www.socialcapitalresearch.com/literature/definition.html
http://www.socialcapitalresearch.com/literature/capital-debate.html
http://www.socialcapitalresearch.com/literature/theory/dimensions.html
http://www.socialcapitalresearch.com/literature/theory/levels.html
http://www.socialcapitalresearch.com/literature/theory/types.html
http://www.socialcapitalresearch.com/literature/theory/determinants.html
http://www.socialcapitalresearch.com/literature/theory/benefits.html
http://www.socialcapitalresearch.com/literature/theory/downsides.html
http://www.socialcapitalresearch.com/literature/operationalisation.html
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resources, and requires “upkeep” (Adler & Kwon, 2002). It differs however from the other forms 

of capital in that it cannot be traded easily (Nahapiet & Ghoshal, 1998) as it is not residing in a 

social member (person or an organization) but a network of members (Coleman, 1988). It is not 

the exclusive property of any one member in a social network, rather it is jointly owned by the 

whole network (Nahapiet & Ghoshal, 1998). It can be accumulated just like knowledge or other 

types of capital (Tymon & Stumpf, 2003).  

Social capital provides benefits related to information (Burt, 1997; Nahapiet & Ghoshal, 

1998) such as; access to information which is outside ones grasp alone, timing: availability of the 

information at the time when it is most useful, and referrals that a person receives from ones 

network that present a person in a positive way in the right places; and control benefits that result 

from ones central position in the network and lead towards control over whose interests get the 

priority (Burt, 1997). Managers with a higher social capital know about and are able to control 

lucrative opportunities. They are able to gather and direct information where it is required with 

higher level of effectiveness (Burt, 1997). Through social capital efficiency of the action that a 

person takes is increased (Nahapiet & Ghoshal, 1998). The structure of interactions in a social 

network affects the shaping of a common vision. These interactions not only lead to the adoption 

of the organizations’ vision, language, norms and practices but also to the formation of new ones 

(Tsai & Ghoshal, 1998). More social capital is also associated with early promotions and higher 

bonuses (Burt, 1997).  

Nahapiet and Ghoshal (1998) suggested that social capital is a construct consisting of 

structural, relational, and the cognitive dimensions. These dimensions have been discussed in the 

following sections.  

Structural Dimension: Structure is important for the formation and utilization of social capital 

(Widén-Wulff & Ginman, 2004). Structural dimension refers to the pattern of connections 

between the members of the network. Important aspects of this dimension are ties between the 

members of a social network; network structure based on density, connectivity and hierarchy; 

and multipurpose use of networks (Nahapiet & Ghoshal, 1998). Bolino, et al. (2002) proposed: 

structural holes (absence of connection between network members), concentration (amount of 
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connections concentrated amongst few network members), and density (potential versus existing 

connections amongst the network members) as the indicators of structural dimension. 

Interactions between the organization members by physical or electronic means such as 

meetings, teamwork, emails or online discussion forums facilitate the access to knowledge 

amongst various members. As a resultant the overall knowledge creation increases (Chua, 2002). 

The location of a member’s contacts in the social relationships is also a source of certain 

advantages. These contacts can be used to gain information, resources and jobs (Tsai & Ghoshal, 

1998). Nahapiet and Ghoshal (1998) suggested that structural dimension of social capital is 

associated with the knowledge sharing and associated activities. Current study employs social 

interaction ties as the indicator of structural dimension of social capital.  

Relational Dimension: Relational dimension of social capital consists of assets which are 

created through, and can be benefited from, by relationships. It is based on relationships that the 

people have which can affect their behavior e.g. respect and friendship. These relationships are 

the source of fulfillment of social needs such as sociability, approval and prestige (Nahapiet & 

Ghoshal, 1998) and lead to the development of trust and identification with another (Bolino, et 

al., 2002). It also describes the degree of trust ensuing from social interaction (Chow & Chan, 

2008). Along with the network of relationships, trust and norms are important sources of social 

capital (Adler & Kwon, 2002). Thus the key aspects of this dimension are trust, norms, 

obligations and expectations and identification (Chow & Chan, 2008; Nahapiet & Ghoshal, 

1998).  

Cognitive Dimension: Cognitive Dimension relates to the resources that allow the formation of 

shared interpretations and meanings within a network or organization (Chow & Chan, 2008; 

Wasko & Faraj, 2005). This dimension of social capital is embedded in the properties such as 

common language or vision that support a common understanding of shared goals and norms of 

action in a social setting. Within large, complex organizations, shared vision and values facilitate 

the development of cognitive dimension of social capital that by supporting individual and joint 

actions, benefit organization (Tsai & Ghoshal, 1998). Cognitive social capital of individuals is 

the outcome of frequent interactions while sharing the same practices, which lead the individuals 
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to learn skills, knowledge and common conventions (Wasko & Faraj, 2005). Current study uses 

shared language and shared vision as indicators of cognitive dimension of social capital. 

DEFINITIONS OF SOCIAL CAPITAL 

The commonalities of most definitions of social capital are that they focus on social 

relations that have productive benefits. The variety of definitions identified in the literature stem 

from the highly context specific nature of social capital and the complexity of its 

conceptualization and operationalization. 

Social capital does not have a clear, undisputed meaning, for substantive and ideological 

reasons (Dolfsma and Dannreuther 2003; Foley and Edwards 1997). For this reason there is no 

set and commonly agreed upon definition of social capital and the particular definition adopted 

by a study will depend on the discipline and level of investigation (Robison et al. 2002). Not 

surprisingly considering the different frameworks for looking at social capital there is 

considerable disagreement and even contradiction in the definitions of social capital (Adler and 

Kwon 2002). Because of the difficulties in defining social capital, authors tend to discuss the 

concept, its intellectual origin, its diversity of applications and some of its unresolved issues 

before adopting a school of thought and adding their own definition (Adam and Roncevic 2003). 

It has been suggested that a cross disciplinary definition would be less important if scholars were 

to redefine and appreciate other discipline’s definitions (SCIG 2000). SCIG (2000) further 

identified that all studies must discuss social capital in relation to the particular discipline, study 

level and context and that a set definition for such is not required, only an identification of 

operationalization or conceptualization (SCIG 2000).  Other authors have identified that 

definitions vary depending on whether they focus on the substance, the sources, or the effects of 

social capital (Adler and Kwon 2002; Field et al. 2000; Robison et al. 2002). Grootaert and Van 

Bastelaer (2002b) supported this view identifying that the main cause of variance in definitions is 

caused by focusing on the form, source or consequence of social capital. Social capital is 

multidimensional and must be conceptualized as such to have any explanatory value (Eastis 

1998). Some authors see social capital as an economic term and do not adequately take account 

of its multi – dimensional and multi – disciplinary nature, for example Day (2002). 

http://www.socialcapitalresearch.com/literature/evolution.html
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Social capital is about the value of social networks, bonding similar people and bridging 

between diverse people, with norms of reciprocity (Dekker and Uslaner 2001; Uslaner 2001). 

Sander (2002, p. 213) stated that ‘the folk wisdom that more people get their jobs from whom 

they know, rather than what they know, turns out to be true’. Adler and Kwon (2002) identified 

that the core intuition guiding social capital research is that the goodwill that others have toward 

us is a valuable resource. As such they define social capital as ‘the goodwill available to 

individuals or groups. Its source lies in the structure and content of the actor’s social relations. Its 

effects flow from the information, influence, and solidarity it makes available to the actor’ (Adler 

and Kwon 2002, p. 23), Dekker and Uslaner (2001) posited that social capital is fundamentally 

about how people interact with each other. 

There are therefore numerous definitions of social capital found in the literature. A 

considerable number of definitions have been listed in the table below (adapted from Adler and 

Kwon 2002). They vary depending on whether their focus is primarily on (1) the relations an 

actor maintains with other actors, (2) the structure of relations among actors within a collectivity, 

or (3) both types of linkages (Adler and Kwon 2002). A focus on external relations have also 

been called ‘bridging’ (Woolcock 1998) or ‘communal’ (Oh et al. 1999) and a focus on internal 

relations ‘bonding’ or ‘linking’. Similar categorization could be done according to other criteria 

such as strong or weak ties, horizontal or vertical, open or closed, structural or cognitive, 

geographically dispersed or circumscribed, and instrumental or principled (further discussion of 

these types and categorizations can be found in the types of social capital section).  

TABLE 1.1 DEFINITIONS OF SOCIAL CAPITAL 

External 

versus 

Internal Authors Definitions of Social Capital 

External/ 

Bridging/ 

Communal Baker 

‘a resource that actors derive from specific social structures and 

then use to pursue their interests; it is created by changes in the 

relationship among actors’; (Baker 1990, p. 619). 

http://www.socialcapitalresearch.com/literature/theory/types.html
http://www.socialcapitalresearch.com/explanation-types-social-capital/
http://www.socialcapitalresearch.com/literature/theory/types.html
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Belliveau, 

O’Reilly, Wade 

‘an individual’s personal network and elite institutional 

affiliations’ (Belliveau et al. 1996, p. 1572). 

 Bourdieu 

‘the aggregate of the actual or potential resources which are 

linked to possession of a durable network of more or less 

institutionalized relationships of mutual acquaintance or 

recognition’ (Bourdieu 1986, p. 248).’made up of social 

obligations (‘connections’), which is convertible, in certain 

conditions, into economic capital and may be institutionalized in 

the form of a title of nobility’ (Bourdieu 1986, p. 243). 

 

Bourdieu 

Wacquant 

‘the sum of the resources, actual or virtual, that accrue to an 

individual or a group by virtue of possessing a durable network 

of more or less institutionalized relationships of mutual 

acquaintance and recognition’ (Bourdieu and Wacquant 1992, p. 

119). 

 

Boxman, De 

Graai. Flap 

‘the number of people who can be expected to provide support 

and the resources those people have at their disposal’ (Boxman 

et al. 1991, p. 52). 

 Burt 

‘friends, colleagues, and more general contacts through whom 

you receive opportunities to use your financial and human 

capital’ (Burt 1992, p. 9).’The brokerage opportunities in a 

network’ (Burt 1997, p. 355). 

 Knoke 

‘the process by which social actors create and mobilize their 

network connections within and between organizations to gain 

access to other social actors’ resources’ (Knoke 1999, p. 18). 

 Portes 

‘the ability of actors to secure benefits by virtue of membership 

in social networks or other social structures’ (Portes 1998, p. 6). 

Internal/ 

Bonding/ 

Linking Brehm Rahn 

‘the web of cooperative relationships between citizens that 

facilitate resolution of collective action problems’ (Brehm and 

Rahn 1997, p. 999). 

 Coleman 

‘Social capital is defined by its function. It is not a single entity, 

but a variety of different entities having two characteristics in 

common: They all consist of some aspect of social structure, and 
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they facilitate certain actions of individuals who are within the 

structure’ (Coleman 1990, p. 302). 

 Fukuyama 

‘The ability of people to work together for common purposes in 

groups and organizations’ (Fukuyama 1995, p. 10).’Social 

capital can be defined simply as the existence of a certain set of 

informal values or norms shared among members of a group that 

permit cooperation among them’ (Fukuyama 1997). 

 Inglehart 

‘a culture of trust and tolerance, in which extensive networks of 

voluntary associations emerge’ (Inglehart 1997, p. 188). 

 

Portes 

Sensenbrenner 

‘those expectations for action within a collectivity that affect the 

economic goals and goal’ seeking behavior of its members, even 

if these expectations are not oriented toward the economic 

sphere’ (Portes and Sensenbrenner 1993, p. 1323). 

 Putnam 

‘features of social organization such as networks, norms, and 

social trust that facilitate coordination and cooperation for 

mutual benefit’ (Putnam 1995, p. 67). 

 Thomas 

‘those voluntary means and processes developed within civil 

society which promote development for the collective whole’ 

(Thomas 1996, p. 11). 

Both types Loury 

‘naturally occurring social relationships among persons which 

promote or assist the acquisition of skills and traits valued in the 

marketplace. . . an asset which may be as significant as financial 

bequests in accounting for the maintenance of inequality in our 

society’ (Loury 1992, p. 100). 

 

Nahapiet and 

Ghoshal 

‘the sum of the actual and potential resources embedded within, 

available through, and derived from the network of relationships 

possessed by an individual or social unit. Social capital thus 

comprises both the network and the assets that may be mobilized 

through that network’ (Nahapiet and Ghoshal 1998, p. 243). 

 Pennar 

‘the web of social relationships that influences individual 

behavior and thereby affects economic growth’ (Pennar 1997, p. 

154). 
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 Schiff 

‘the set of elements of the social structure that affects relations 

among people and are inputs or arguments of the production 

and/or utility function’ (Schiff 1992, p. 160). 

 Woolcock 

‘the information, trust, and norms of reciprocity inhering in 

one’s social networks’ (Woolcock 1998, p. 153). 

As previously identified, all studies must discuss social capital in relation to the particular 

discipline, study level, and context and that a set definition for such is not required, only an 

identification of operationalization or conceptualization. Therefore this study will not create a 

new definition of social capital and will not select an existing definition from the literature as 

doing so limits the application and understanding of the concept. This study will identify an 

appropriate operationalization and conceptualization for social capital in following sections. The 

above discussion of definitions should provide ample understanding of the social capital concept. 

Operationalisation of Social Capital 

Social capital is poorly conceptualised, so putting the concept into operation is 

problematic. Social capital cannot be measured directly as it exists between people, and within 

social interactions. Previous attempts to measure the current or past status of social capital have 

used proxies or indicators of social capital; measuring determinants of social capital or its 

manifestations rather than social capital directly. 

Regardless of how detailed the instrument for measuring social capital is, even if it is a 

300 question survey, there is still low certainty between the result and reality. Further, if the 

intent is to find a single number representing the structure of social capital in a particular group 

this is almost completely pointless. 

Another problem is that any measurement activity requires interaction with the social 

setting, which changes the nature and structure of the social capital. This is a serious problem for 

measurement, but an opportunity for building social capital. If the individuals emersed in the 

social setting are involved in identifying the structural elements that are important, then they can 
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positively enhance these aspects of social capital and this also provides the means to monitor 

progress. 

The topic of using measurement initiatives to build social capital appropriately has not yet 

been thoroughly explored, and is in need of further research. 

1. Building social capital  

2. Measurement of social capital 

TYPES OF SOCIAL CAPITAL 

The structural perspective has become the dominant conceptualization of social capital,  

STRUCTURAL DIMENSION OF SOCIAL CAPITAL 

The structural dimension of social capital relates to the properties of the social system, 

the various forms of social organisation that make up society. It is the impersonal configuration 

of linkages between people or units. It is roles, rules, precedents and procedures. 

It facilitates collective action by making peoples’ behaviour more predictable and beneficial. 

This lowers transaction costs and encourages interaction, exchange, and collaboration. The roles, 

rules, precedents and procedures together with incentives for conformity and punishments for 

nonconformity provide a powerful incentive for productive behaviours. The structural dimension 

of social capital is a construct of society, thus it is social organisation. Rules, roles, etc mostly 

resides in our minds (we have common understanding of the rules, roles, etc) although some 

aspects are obvious from the institutions and the documents they create. Common understanding 

is frequently hard to articulate in precise language but is intuitively understood by actors 

embedded in the social context.  

COGNITIVE DIMENSION OF SOCIAL CAPITAL 

The cognitive dimension of social capital is the social setting, or culture, that dictate how 

one should act in any given setting or situation. It relates to the proper ways of acting in a social 

system. It is the shared representations, interpretations, and systems of meaning among 
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parties. It predisposes people to collective action.  The norms, values, attitudes, and beliefs 

involved in cognitive social capital rationalise cooperative behavior and make it respectable, and 

even expected. It includes common understandings, shared language, shared purpose, and 

belonging. Common values and beliefs provide the harmony of interests that reduce the 

possibility of opportunistic behaviour. While the structural dimension can be observed in 

tangible roles, rules, etc, the cognitive dimension is intangible as it relates to interpretations of 

what is appropriate, and attitudes and beliefs, ie what people think and how people feel. It relates 

to Bourdieu’s theory of habitus – a set of dispositions, reflexes and forms of behaviour people 

acquire through acting in society. Or Habermas’ theory of lifeworld – the “background” 

environment of competencies, practices, and attitudes representable in terms of one’s cognitive 

horizon.   

RELATIONAL DIMENSION OF SOCIAL CAPITAL 

The relational dimension of social capital relates to the personal relationships people have 

developed with each other through a history of interactions, and the nature of these relationships. 

It is the assets created or leveraged through relationships. It is the flow of resources 

through interaction in social relationships. The key factors of the relational dimension of social 

capital are trust and trustworthiness, norms and sanctions, obligations and expectations, and 

identity and identification. This is not to be confused with similar factors of the cognitive 

dimension since in the relational dimension they are embedded in, or relate specifically to, social 

relationships.  

 In view of the significance of social capital for student teachers, it has been chosen as one 

of the dependent variable for this present study.   

1.3.4 KNOWLEDGE SHARING 

Knowledge is a social phenomenon (Brown and Duguid, 2002) and hence it involves 

people. Knowledge is comprised of experience, values, contextual information, and insights 

acquired through experience. Together, these serve all as a basis for evaluation and integration of 

new information and experience. Knowledge is created and implemented in the brain of a person. 
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In organisations, knowledge is incorporated into documents, databases, business procedures and 

organisational norms (Davenport and Prusak, 2000). Beerli (2002) asserts, knowledge can be 

regarded as the only unique resource that grows when shared, transferred, and managed 

skillfully. Knowledge is one of the most important intangible assets possessed by human beings. 

Unlike other finite resources like land, capital and labour, knowledge is an infinite resource that 

can generate increasing returns through its systematic use and application. In the 21st century, 

knowledge is being considered to be the primary production resource and managing knowledge 

is the main focus of modern organisations. It is widely recognised that knowledge is the critical 

asset to individual as well as organisation to succeed in the increasingly competitive environment 

(Syed-Ikhsan and Rowland, 2004; Alavi and Leidner, 1999; Van den Hooff and De Ridder, 

2004; Yang, 2007). Social knowledge is shared among organisational members. Based on 

individual experiences of shared organisational events, social knowledge allows organisational 

members to share rules in the form of practices.  

Social knowledge brings forth an organisational world that is accessible to the individual 

organisational member and lends itself to individual knowledge development. Individual 

knowledge is needed for the creation of an organisational world, and this world, in the form of 

social knowledge, is in turn needed for the creation of individual knowledge about this world 

(Yuen and Ma, 2004). The importance of efficient knowledge sharing is especially vital in where 

knowledge brings the value to the organisation. While human knowledge can be the most 

valuable asset of an organisation often a lot of that knowledge is never shared. Knowledge 

sharing can define as a social interaction culture, involving the exchange of individual 

knowledge, experiences, and skills through the whole organisation. Knowledge sharing 

comprises a set of shared understandings related to providing employees access to relevant 

information and building and using knowledge networks within organisations (Hogel et al., 

2003). According to Keith (1989), quality of work life refers to “the favourableness or 

unfavourableness of a job environment for people”.  

American Society of Training and Development (1979) defines quality of work life as a 

process of work organisations, which enables its members at all levels to participate actively and 

efficiently in shaping the organisations environment, methods and outcomes. In the life of a 
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working individual, the quality of work life occupies a significant role. Though the quality of 

work life has always been of paramount importance, its significance came into realisation during 

late 1960’s, when various researchers (for example, Lawler and Porter, 1966) expressed their 

viewpoints emphasising the importance of understanding the factors influencing work life and its 

behavioral impact on performance of individuals. Since then organisations have been 

continuously striving to understand the determinants of quality of work life (Glasier, 1976; 

Elizur and 3 Shye, 1990). An individual’s work experience can have positive or negative effects 

on other spheres of his or her life. The more direct relevance of work to the total life space is 

perhaps best expressed by Walton (1975) by the concept of balance. Higher education has 

significant role in developing a knowledge driven economic growth in any country. The quality 

of a nation depends upon the quality of its citizens. The quality of the citizens depends on quality 

of education. The quality of their education depends upon effective teacher. The keystone in the 

educational edifice is the teacher. The quality or effectiveness of teachers is considered to be 

associated with his satisfaction towards his profession, his satisfaction with his values (Rao, 

1989). 

Much of the literature on knowledge sharing focuses on business organisations and 

attempts to identify ways in which technology can help employees share knowledge more 

efficiently in order to increase a business‟ profitability (Hour, Sung, and Chang, 2009). 

Furthermore, benefits of knowledge sharing are often associated with businesses gaining 

competitive advantage (Leibowitz, 2007). In addition to research on business practices, some 

knowledge sharing research has been conducted in the medical community. In these instances, 

knowledge sharing has been cited as having benefits such as quality and efficiency for medical 

professionals (Ryu, Ho, and Han, 2003). 

Knowledge sharing studies that focus on education are very rare (Hou, Chung, and 

Chang, 2009). This could be because academic institutions do not utilise knowledge management 

strategies to the same extent that other professions tend to (Saba and McDowell, 2007), which 

means that knowledge sharing is then not studied at the same rate in education as it is in fields 

such as business. Therefore, there is less information regarding “knowledge sharing in an 

academic environment” (Kim and Ju, 2008). So far, however, there has been little discussion 
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about the underlying factors influencing intrinsic (enjoyment in helping others, commitment) and 

extrinsic motivators (reputation, organisational rewards), the key determinants of knowledge 

sharing intentions in higher education institutions. 

Higher education in India is considered as a powerful tool to build knowledge based 

information society of the 21st Century. Competent faculty is a must for any higher education 

institution aspiring for quality. Knowledge sharing is important to promote the professional skill 

and competence of university teachers in knowledge age (Huo, 2013; Semradova and 

Hubackova, 2014). 

Knowledge sharing practices of teachers in higher education are important because 

individual and collective knowledge is the foundation of the teaching profession. Individually 

teachers in higher education may gain experience of teaching or knowledge that helps them serve 

their institution and students, but if not shared, that knowledge is only worthwhile to the 

individual. Knowledge sharing practices of teachers could potentially impact student outcomes, 

future professional initiatives, education related legislation, collaborative agencies, and 

researchers. Understanding more about how teachers in higher education share knowledge, what 

types of knowledge are shared, and influential factors that impact their knowledge sharing seems 

an important step for exploring knowledge sharing as a relatively new concept for the higher 

education field. 

According to Davenport and Prusak (2000), knowledge sharing involves the interaction 

of activities that include dissimilation, feedback and absorption between individuals. With this, 

higher education institutions are aiming to help and assist their academics in generating new 

ideas by encouraging them to work together, to facilitate the exchange of knowledge and to 

further enhance the institutional learning competency and ability of its faculty members, 

particularly in achieving institutional goals (Dyer and Nobeoka, 2000). 

Higher education institutions are making sure that their faculty members not only 

continue to generate new knowledge, but should at the same time share their existing knowledge 

with others. As a consequence they should be able to achieve long term institutional success and 

increase competitiveness and responsiveness in attaining greater university standards and 
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excellence (Howell and Annansingh, 2012). Indeed, the sharing of knowledge is recognised as a 

main and vital component of knowledge management, which requires academics' willingness to 

exchange and disseminate knowledge, consequently ensuring knowledge becomes available and 

is made known to academics (Sohail and Daud, 2009). Once begun, educators' and researchers' 

intention to share their knowledge would be further intensified to boost academic and research 

excellence. Higher education institutions are eager to carry out knowledge sharing practices to 

improve the quality of knowledge in each of their institutional settings in order to improve 

competitiveness. 

The teacher is considered the key element for the success of any system of education 

(Yin, 1996). By sharing their knowledge, teachers gain more than they lose. Sharing knowledge 

is a synergistic process-we get more out than they put in. When teachers share an idea or a way 

of doing things with another teacher-then just the act of putting their idea into words or writing 

will help them shape and improve that idea. If they get into dialogue with the other person, then 

they would benefit from their knowledge, from their unique insights and improve their ideas 

further. 

Teaching profession involves complex sets of skills, intellectual functioning and 

knowledge those are not easily acquired and not widely held. For this reason, professions are 

often referred to as the “knowledge-based” occupations (Hodson and Sullivan, 1995). For 

different industries, organisations and individuals there exist different set of factors, which 

influence the quality of work life and in turn motivate or demotivate the employees. A study of 

these factors is of extreme importance since a direct relationship between quality of work life 

and motivation; and motivation and productivity is known to exist (Danna and Griffin, 1999). 

Further, an in depth comprehension of these factors can also help in reducing the ever escalating 

levels of conflict and subsequently attrition in the workplace (Li and Yeo, 1979). Quality of 

work life is one of the most important factors influencing the quality and efficiency of the 

teachers. The quality of work life of teachers working in higher education sector has to be 

managed in such a way that it should contribute to the quality of higher education. 
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IMPORTANCE OF KNOWLEDGE SHARING  

Today, the creation and application of new knowledge is essential to the survival of 

almost all businesses. There are many reasons. They include: Intangible products - ideas, 

processes, information are taking a growing share of global trade from the traditional, tangible 

goods of the manufacturing company Increasingly the only sustainable competitive advantage is 

continuous innovation 

When anyone leaves an organization their knowledge lost to the organization.¨ "Our 

problem as an organization is that we don't know what we know". Large global or even small 

geographically dispersed organizations do not know what they know. Expertise learnt and 

applied in one part of taxation is not leveraged in another. 

The focused, unidirectional communication of knowledge between individuals, groups, or 

organizations such that the recipient of knowledge (a) has a cognitive understanding, (b) has the 

ability to apply the knowledge, or (c) applies the knowledge “. Contradictions and discrepancies 

between the definitions can be found on several levels:  

➢ Sharing taking place between individuals only versus between individuals, teams, units or 

organizations  

➢ Focused or unfocused versus clearly focused  

➢ A transaction versus saying that knowledge can never be shared  

➢ Unidirectional versus multidirectional 

Benefits of Knowledge Sharing  

➢ Expertise can be shared  

➢ Turnover and job changes don’t cripple the system  

➢ Reduces Cycle time  

➢ Reduces Costs  

➢ More Efficient use and reuse of Knowledge assets  

➢ Enhances functional effectiveness  
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➢ Increases value of existing products and services 

Knowledge sharing can be classified as   

a. Explicit Knowledge sharing  

Knowledge which can be shared externally and can be documented. Explicit knowledge 

sharing can happen successfully when the following criteria are met as follows: 

Articulation: the knowledge provider can describe the information.  

Awareness: the recipient must be aware that knowledge is available  

Access: the knowledge recipient can access the knowledge provide  

Guidance: the body of knowledge must be defined and differentiated into different topics or 

domains so as to avoid information overload  

Completeness: the holistic approach to knowledge sharing in the form of both centrally managed 

and self-appraised knowledge. 

b. Tacit knowledge sharing  

Knowledge which cannot be documented unless otherwise it is identified and observed 

by others. It is a kind of knowledge which is difficult to share with others and it occurs through 

different types of socialization. Although tacit knowledge is difficult to identify and codify, 

relevant factors that influence tacit knowledge sharing includes  

Informal networks such as daily interactions between people within a defined environment 

(work, school, home, casual meet etc.).  

The provision of space where people can engage in unstructured or unmonitored discussions, 

thereby fostering informal networks. 
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Unstructured, less-structured or experimental work practices that encourage creative 

problem solving, and the development of social networks. 

c. Embedded knowledge sharing  

Knowledge which can be shared through clearly delineated products, processes, routines. 

This knowledge can be shared in different ways, such as: Scenario planning and debriefing: 

providing a structured space to create possible scenarios, followed by a discussion of what 

happened, and how it could have been different. 

TRENDS IN KNOWLEDGE SHARING  

A pattern of gradual change in a condition, output, or process, or an average or general 

tendency that move in a certain direction over time, is known as trends. A general direction in 

which knowledge sharing develops or changes is known as Trends in Knowledge Sharing 

Culture. Earlier tool for interaction and ICT alone plays a key role in knowledge sharing culture. 

Then gradually trends get changed and now more variables and factors are contributing fro 

effective Knowledge Sharing Culture.  

ROLE OF TECHNOLOGY IN SHARING KNOWLEDGE 

Generally people will argue that employers do not need technology to implement a 

Knowledge Management programme. To certain extent they are right - Knowledge Management 

is fundamentally about people but not technology. There is absolutely no way that employees 

can share knowledge effectively within an organisation even a small one, least mind a large 

geographically dispersed one without using technology. 

In the past it was impossible to share knowledge or work collaboratively with co-workers 

around the globe. But now technology plays a crucial transformational role and is a pivotal part 

of changing the corporate culture to knowledge sharing one. In many ways it is technology4 that 

has made knowledge sharing a reality.  
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Technology is not all good however. There are many pitfalls to its effective use. 

Information overload is one that comes readily to mind. Flaming wars (destructive heated 

electronic arguments) is another. Time wasting - browsing irrelevant stuff are other technology 

related issues. 

Technology plays a crucial transformational role and is a key part of changing the 

corporate culture to knowledge sharing one. In many ways it is technology that has made 

knowledge sharing a reality in the past it was impossible to share knowledge or work 

collaboratively with co-workers around the globe. Today it is a reality. 

Technology is not all good however. There are many pitfalls to its effective use. 

Information overload is one that comes readily to mind. Flaming wars (destructive heated 

electronic arguments) is another. Time wasting - browsing irrelevant stuff is yet another. 

COMPONENTS OF KNOWLEDGE SHARING 

Learning Environment to support knowledge sharing: Educators can now choose content 

from any source and share it on the knowledge sharing platform. They can also share documents, 

videos, links and a lot more to increase their corporate knowledge base and also the social 

learning experience by allowing a large number of students to access the content together. 

Social Interaction: Social interaction is also shown to play an important role in the development 

of shared vision and shared language (i.e. cognitive social capital) in learning net-works.  

Communication Flow: Information flows in an organization both formally and informally. The 

term formal refers to communication that follows the official hierarchy and is required to do 

one’s job. It flows through formal channels- the main lines of organizational communication. 

Knowledge sharing awareness: Knowledge sharing is unavoidable as it is evident that all 

organisations require some level of cooperation and contribution of multiple knowledge sources 

to produce a product or service. The goal of knowledge sharing is simply to increase 

productivity, innovation and creative output in order to outdistance the competition. 
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Attitude towards Knowledge Sharing: An individual's behavior of knowledge sharing with 

respect to information systems/information technology by investigating their attitude towards 

knowledge sharing. 

Degree of enjoyment in helping others: Enjoyment in helping others has the strongest 

influence on intention to share knowledge. 

ICT/WEB 2.0 Technology Factor: Web 2.0 technologies such as social networks are easy to 

use and familiar, allowing learners to share and generate knowledge within the small group 

environment. Web 2.0 technologies as platforms for sharing knowledge between the educational 

institutions among students. 

 Because of the development in information and communication technology, it becomes 

necessary for every student teacher to equip the knowledge of how to retrieve and share the 

information through web technology.   Due to the dire need of knowledge sharing, the 

investigator has chosen it as one of the criterion variable for the present study.  

1.4 CONCEPTUAL FRAMEWORK 

Social and Emotional Learning is the process through which children and adults acquire 

and effectively apply the knowledge, attitudes, and skills necessary to understand and manage 

emotions, establish and achieve positive goals, feel and show empathy for others, establish and 

maintain positive relationships and make responsible decisions. SEL is critical to developing 

competencies besides academic content knowledge that are necessary to succeed in college and 

in careers. Social and emotional learning programming is based on the understanding that the 

best learning emerges in the context of supportive relationships that make learning challenging, 

engaging, and meaningful.  

Social and emotional skills are critical to being a good student, citizen, and worker. 

Workforce demands aside, many call for the 21st century classroom to be student-centered and 

to support individual learning needs. Moreover, students’ ability to learn well depends not just on 

instruction, but also on factors such as the school climate, a sense of belonging with peers, 
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positive relationships with educators, and the feedback they receive. Neuroscience research 

demonstrates that emotion and cognition are inextricably linked; emotions are critical for all 

people to understand, organize and make connections between even “pure” academic concepts. 

The identification of abilities by scientific methods is a complex process. An ability is, in 

fact, a configuration of abilities, identified through correlational and experimental research. Any 

single ability needs consistency among separate performances involving that ability. In that sense 

ability is a mediator which helps the individual to interpret the ideas and actions of others as well 

as to take action all by himself. Ability of a teacher educator is to possess the best teaching skills 

which are related to the way in which the teacher has performed the activities in the classroom. 

The role of a teacher is in continuous evolution since its origin in human society. The society 

itself undergoing to changes regularly. At the beginning the society was learning society. The 

social roles were determined by social learning. Teacher has the role as information processor 

and knowledge synthesizer, Guide, director, facilitator, role models and philosopher. From the 

roles of a prospective teacher, the most specific aspects of teaching, the essential teaching skills, 

required for every teacher for success in teaching. No problem concerns beginning teachers more 

than the problem of classroom management. Most new teachers are worried about not being able 

to control their students and are aware that lack of control will impede effective instruction. Few 

areas in teacher education curricula have been neglected as much as classroom management. The 

major reason for this neglect has been that educators formerly had a poor systematic 

understanding of classroom dynamics; however, our knowledge in this area has expanded to the 

point where systematic instruction in classroom management is now possible.  The emphasize 

that teachers need to establish and maintain proper learning environments. While the purpose of 

teaching is to stimulate desired student learning, the purpose of classroom management is to 

establish the conditions that best promote student learning. Classroom management skills are 

necessary for effective teaching to occur, but they do not guarantee such behavior.  

Knowledge sharing is very individualistic behaviour. They have suggested looking from 

the perspective of salient beliefs which affect the attitudes towards knowledge sharing. Thus, 

knowledge sharing is one of the important knowledge activities in the knowledge management 

process. This will help to explain, in the next section, knowledge sharing in the context of 
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knowledge management to adapt with these research issues. This social interaction consists of 

individual interactions and participation. It happens when both of these important elements are 

involved, making the knowledge sharing effective. Communication is an essential element to 

ensure the knowledge sharing process is involved actively. The sharing experience can happen 

when the individuals spend time together in the same environment. Some individuals will see 

this term as knowledge transfer. In addition, it can also happen through an apprenticeship or 

mentoring programme. However, if the situation occurs with informal interaction and outside of 

the workplace, it should return to the knowledge sharing context. 

Social Capital research has emerged as a focus of contemporary behavioural 

epidemiology due to the need for more effective measures aimed at increasing protective health 

behaviours and decreasing risk behaviours. Therefore, Social Capital has become particularly 

important, as social contexts can influence health related behaviours.  

Social Capital can be simply understood as the resource embedded in the social 

relationship and can be explored and used for some specific goals, however, since Social Capital 

is mainly intangible, there is still no uniform understanding, neither precise definition (Nahapiet 

et al., 1998), for instance, Burt defined Social Capital as the structure of relationship networks 

and information available to an individual (Burt, 1992), while Coleman even simply defined 

Social Capital as a type of capital, and can be developed when the relationship between 

individuals is utilized to facilitate their actions (Coleman, 1998). However, despite the diverse 

definitions, it is not difficult to find that Social Capital can be used as an instrument for some 

specific purpose; undoubtedly, this will influence the individual and organizational performance. 

Thus, student teachers are greatly influenced by intervention module like social capital and 

knowledge sharing to develop socio-emotional competence and abilities of student teachers. The 

conceptual framework for the present study is presented below.  
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Figure 1.5. CONCEPTUAL FRAMEWORK 

1.5 STATEMENT OF THE PROBLEM 

Today's schools are essentially passive experiences. Teachers teach and children listen. In 

an ideal world, every student would learn the same content in exactly the same way. Teachers 

could teach a lesson once and all students would learn and understand the concept before moving 

on to the next topic of the day. Unfortunately, students are not like this; rather, each student has 

their own preferred way of learning. Learning is better when there is an opportunity provided for 

students’ to understand the concept and to become more active and involved learners. Therefore, 

it is increasingly important for teachers, to differentiate their classroom instruction using 

different methods and materials to teach each lesson. 

The literature review will define the teaching strategy of differentiated instruction and the 

use of social capital and knowledge sharing module as a method to differentiate instruction. 

Social capital and knowledge sharing module research will be reviewed and analyzed to 

determine if it is an effective method to accomplish differentiated instruction. Social capital and 

knowledge sharing module is the need of the hour to improve socio-emotional competence and 

abilities of student teachers.  

Hence the problem is entitled as: 

“Enhancing socio-emotional competence and abilities of student teachers through social 

capital and knowledge sharing interventions”. 
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1.6 FORMULATION OF RESEARCH QUESTIONS 

 In any scientific study, the research problem has focus, direction and an element of 

planning. Relevant questions focus the researcher’s attention on the aspects that should be 

scientifically described.  This will provide a direction factor for the study (Mcmillan & 

Schumacher, 2001).  The objective of the study is to enhance the socio-emotional competence 

and abilities of student teachers through the intervention modules of social capital and 

knowledge sharing.    Based on this objective and the review of related literature, the following 

research questions were formulated to guide this study.  

Research Question 1 

 Are the intervention modules of social capital and knowledge sharing enhanced the socio-

emotional competence and abilities of student teachers? 

Research Question 2 

 Is there any significant difference in the pre-test and post-test scores of experimental 

group in socio-emotional competence and abilities of student teachers?  

Research Question 3 

 Is there any significant difference in the pre-test and post-test scores of experimental 

group in socio-emotional competence and abilities of student teachers based on their marital 

status? 

1.7 MAJOR OBJECTIVES OF THE STUDY 

After considering the theoretical perspectives and review of the related literature, the 

following objectives were formulated.  

1. To select appropriate tools to measure socio-emotional competence, Abilities of student 

teachers and to develop tools to measure social capital and knowledge sharing. 

2. To design module based on social capital and knowledge sharing suitable for student teachers. 
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3. To assess the impact of the designed social capital and knowledge sharing intervention on 

socio-emotional competence and abilities of student teachers.  

4. To investigate differences in socio-emotional competence and abilities with respect to marital 

status of student teachers.  

1.8 DELIMITATIONS OF THE STUDY 

➢ The present research study is confined to student teachers in Chennai district only. 

➢ The population of the sample is restricted only to 126 student teachers. 

➢ Although there may be many factors that affect the socio-emotional competence and 

abilities of students teachers, this study will be restricted to those factors that are chosen 

for the present research. 

➢ The sample is restricted to women student teachers only.   

1.9 CONCLUSION 

The problem of the present study has been discussed briefly in this chapter bringing out 

the definition of social capital and knowledge sharing, the theoretical background, evolution of 

the study, objectives, need and importance of the study. The terms socio-emotional competence, 

abilities of student teachers, social capital and knowledge sharing in this study have been 

reviewed theoretically from the related literature available so as to give a broader theoretical 

perspective, in the light of which appropriate hypothesis could be framed and tested. A detailed 

discussion of the related literature having a bearing on the problem in hand follows in chapter II. 

Chapter III explains the research design, hypotheses and method of investigation. Data analysis 

and the discussion pertaining to the results have been presented in chapter IV. Inferences based 

on the results and discussions have been presented in the summary and conclusion in chapter V. 
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CHAPTER-II 

REVIEW OF RELATED LITERATURE 

2.1 OVERVIEW 

 A survey of related literature is an essential step to get a clear understanding of the 

problem, and it is broadens the general concepts and principles and also implies locating, reading 

and evaluating reports of research as well as casual observation and opinions that are related to 

the individual’s planned research project (Aggarwal, 2001). The inspection of related literature 

saves a researcher from working on a worked topic, besides helping him to select an ideal 

problem. It also helps to adopt suitable design for the study. Understanding the limitations of the 

previous studies ensures perfection in the study to be made. With these aims in view, the 

investigator has reviewed some of the past studies and has compiled in the present chapter. 

 The purpose of the investigation is to enhance the socio-emotional competence and 

abilities of student-teachers through social capital and knowledge sharing interventions 

programme. The investigator faced out different types of research works like dissertation, thesis, 

journals and varieties of relevant books on education and psychology. An exhaustive review is 

an integral part of research knowledge and fills in the lacunae in the available literature.  

 The present chapter deals with the review of related literature of the select variables and 

the review is grouped as follows:  

➢ Studies related to Socio-economic competence of student-teachers 

➢ Studies related to Abilities of student-teachers 

➢ Studies related to social capital of student-teachers 

➢ Studies related to knowledge sharing of student-teachers 

2.2 STUDIES RELATED TO SOCIO-EMOTIONAL COMPETENCE 

Torrijos Fincias et al. (2018) conducted an experimental evaluation of emotional 

development programmes for teachers in secondary education. Emotional intelligence is a 
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predictive factor of wellbeing among teachers. The study therefore focused on the pertinence of, 

and need for, developing competence in Secondary Education Teachers. This involved the 

design, implementation and evaluation of two training programmes linked to conflict 

management and the promotion of emotional competences. The efficacy of the training 

programmes was studied through the adoption of a pre-experimental type research design with 

pre/post test measures. The results obtained following the application of both these programmes 

show statistically significant changes (p < .05) in the different dimensions of competence. . It 

was therefore concluded that emotional competence was enhanced by appropriate educational 

experiences, empowering teachers to face the challenges of their classroom practices.  

Marisha et al. (2018) analyzed Early Childhood Teachers' Perspectives on Social-

Emotional Competence and Learning in Urban Classrooms. The promotion of social-emotional 

competence and implementation of social-emotional learning programs have increased 

substantially in schools; however, little is known about teachers' perceptions of such programs. 

This qualitative study explored early childhood (3 to 8 years old) teachers' perceptions of 

classroom-based social-emotional learning programs for young, urban-dwelling children. A 

focus of the study included learning what teachers believe were the critical components and 

challenges of such programs. Five themes emerged from the content analysis: responsibility, 

curricula/program design, contextual relevance, support, and barriers. The findings from this 

study are discussed with regard to educational policy implications about social-emotional 

learning curricula and programs, especially those implemented in urban schools. 

Kenneth et al. (2017) examined the social competence in children.  The goals of this 

research were to develop a model of social exchange in children and to test hypotheses proposed 

in the model concerning the strength of relations between social information-processing patterns 

and social behavior. Two studies evaluated these and other hypotheses derived from the 

proposed model. In Study 1, socially competent and incompetent (as assessed by teachers and 

peers) kindergarten through second-grade children (N = 43) were presented with videotaped 

stimuli designed to assess patterns of processing social information about a particular social 

domain, that of peer group entry. In a separate session, children were asked to participate in an 

actual peer group entry task with two peers from their classroom. Measures of each of the five 
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steps of processing were found to predict children's competence and success at this behavioral 

task, with unique increments in prediction being provided by several steps of processing. A 

child's performance at peer group entry significantly predicted peers' judgments of and those 

judgments, in turn, significantly predicted the peers' behavior toward that child. Each of these 

findings supported the proposed model. Study 2 was a replication of these findings with samples 

of well-adjusted and clinically referred aggressive second- through fourth-grade boys and girls 

(N = 79) and an extension to a second social domain, that of responding to a provocation by 

peers. Assessments of the five steps of processing were conducted as in Study 1, for each of two 

social domains (peer group entry and responding to a provocation). Children also participated in 

a peer group entry task and were exposed to an actual provocation by a peer. Observations of 

children's naturally occurring peer group entry and aggressive behavior in the classroom and on 

the playground were also conducted. The group entry processing variables significantly predicted 

a child's competence at actual group entry, both in the laboratory task and on the play- ground; 

the provocation processing variables did not predict group entry behavior. On the other hand, the 

provocation processing variables significantly predicted the aggressiveness of a child's 

behavioral response to the actual provocation, whereas the group entry processing variables did 

not. These findings supported a domain-specific model of the relation between social 

information-processing patterns and social behavior. Study 2 also replicated other patterns of 

Study 1, in that peers based their judgments of a child on that child's behavioral competence at 

group entry, and their behavior toward that child could be predicted from their judgments of the 

child.  

Schonert-Reichl (2017) undertook a study on ‘Social and Emotional Learning and 

Teachers’. Teachers are the engine that drives social and emotional learning (SEL) programs and 

practices in schools and classrooms, and their own social-emotional competence and wellbeing 

strongly influence their students. Classrooms with warm teacher-child relationships support deep 

learning and positive social and emotional development among students, writes Kimberly 

Schonert-Reichl. But when teachers poorly manage the social and emotional demands of 

teaching, students' academic achievement and behavior both suffer. If we don't accurately 

understand teachers' own social-emotional wellbeing and how teachers influence students' SEL, 

says Schonert-Reichl, we can never fully know how to promote SEL in the classroom. Research 
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showed that teaching is one of the most stressful occupations; moreover, stress in the classroom 

is contagious - simply put, stressed-out teachers tend to have stressed-out students. In the past 

few years, several interventions have specifically sought to improve teachers' social-emotional 

competence and stress management in school, and Schonert-Reichly reviewed the results, many 

of which are promising. The author also showed how teachers' beliefs about their own teaching 

efficacy, or about whether they receive adequate support, for example - influence the fidelity 

with which they implement SEL programs in the classroom. When fidelity was low, SEL 

programs are less successful. Finally, the author examined the extent to which US teacher 

education programs prepare teacher candidates to promote their own and their students' social-

emotional competence.  

Greenberg et al. (2017) investigated a study on ‘social and emotional learning as a public 

health approach to education. Evidence-based social and emotional learning (SEL) programs, 

when implemented effectively, lead to measurable and potentially long-lasting improvements in 

many areas of children’s lives. In the short term, SEL programs can enhance children's 

confidence in themselves increase their engagement in school, along with their test scores and 

grades; and reduce conduct problems while promoting desirable behaviors. In the long term, 

children with greater social- emotional competence are more likely to be ready for college, 

succeed in their careers, have positive relationships and better mental health, and become 

engaged citizens. Those benefits make SEL programs an ideal foundation for a public health 

approach to education - that is, an approach that seeks to improve the general population s 

wellbeing. The authors begin by defining social and emotional learning and summarizing 

research that showed why SEL is important for positive outcomes, both while students are in 

school and as they grow into adults. Then they describe what a public health approach to 

education would involve. In doing so, they present the prevention paradox - "a large number of 

people exposed to a small risk may generate many more cases [of an undesirable outcome] than a 

small number exposed to a high risk" - to explain why universal approaches that target an entire 

population are essential.  

 Jones et al. (2017) examined a study on promoting social and emotional competencies in 

elementary school. There’s a strong case for making social and emotional learning (SEL) skills 
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and competencies a central feature of elementary school. Children who master SEL skills get 

along better with others, do better in school, and have more successful careers and better mental 

and physical health as adults. But evidence from the most rigorous studies of elementary-school 

SEL programs is ambiguous.  

Gregory and Fergus (2017) conducted a study on social and emotional learning and 

equity in school discipline. Beginning as early as preschool, race and gender are intertwined with 

the way US schools mete out discipline. In particular, black students and male students are much 

more likely than others to be suspended or expelled - punishments that we know can hold them 

back academically. These disparities, and the damage they can cause, have driven recent 

reforms, including some that incorporate social and emotional learning (SEL) practices. Anne 

Gregory and Edward Fergus review federal and state mandates to cut down on punishments that 

remove students from school, and they show how some districts are embracing SEL in their 

efforts to do so. Yet even in these districts, large disparities in discipline persist. The authors 

suggest two reasons current discipline reforms that embrace SEL practices may hold limited 

promise for reducing discipline disparities. The first is that prevailing "colorblind" notions of 

SEL don't consider power, privilege, and cultural difference - thus ignoring how individual 

beliefs and structural biases can lead educators to react harshly to behaviors that fall outside a 

white cultural frame of reference. The second is that most SEL models are centered on students, 

but not on the adults who interact with them.  

Slovak (2017) investigated the development of social-emotional competencies through 

technology. Social-emotional competencies-such as self-control, perseverance, or empathy are a 

basic requirement for a happy and fulfilling life. This has been increasingly recognized by 

researchers, national governments including the UK and US, as well as international 

organisations such as OECD. This PhD research investigated the potential of technology in 

supporting development of such social-emotional competencies. To understand the opportunity 

for technology at the intersection of these fields, the presented research was grounded in two 

long-term case studies of existing SE programs: (i) universal prevention programs in primary 

schools, where the students are taught basic life skills, such as self-awareness, self-regulation or 

relationship skills; and (ii) a masters counselling course, where the future therapists are going 
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through an in-depth, sophisticated training aimed to develop expert social-emotional 

competencies. By investigating and developing technologies across two such diametrically 

different contexts in terms of student capabilities and the depth of SE competencies targeted, the 

author aimed to understand what might be common challenges and mechanisms that are 

transferable across SEL contexts. The thesis research contributed to the knowledge in HCI on 

two interrelated levels: First, it provided an in-depth understanding of the two learning contexts 

including in-the-wild deployments of proof-of-concept systems bringing the novel focus on 

facilitating social emotional learning. Second, it drew out a conceptual framework that suggested 

potential strategies to designing SEL support systems more broadly.   

Rey et al. (2016) investigated emotional competence relating to perceived stress and 

burnout in Spanish teachers. This study examined direct associations between emotional 

competence, perceived stress and burnout in 489 Spanish teachers. In addition, a model in which 

perceived stress mediated pathways linking emotional competence to teacher burnout symptoms 

was also examined. Results showed that emotional competence and stress were significantly 

correlated with teacher burnout symptoms in the expected direction. Moreover, mediational 

analysis indicated that perceived stress partly mediated the relationship between emotional 

competence and the three dimensions of burnout even when controlling for salient background 

characteristics.  

Calleja et al.  (2016) evaluated the design of the AEdEm Programme for emotional 

education in secondary education. This paper focused on the evaluation design of the Programme 

of Emotional Education (hereinafter AEdEm), which was a compulsory subject in the 1st and 2nd 

academic years of E.S.O (Compulsory Secondary Education) at a secondary school in the 

province of Cádiz. This program developed by Sánchez Román y Sánchez Calleja (2015) aimed 

to develop emotional competencies following the contributions of Bisquerra & Perez-Escoda 

(2007) and Goleman (1995). The evaluation has been conducted through a validation by a panel 

of judges. 10 university teachers, from different Spanish universities and specialists in the field, 

participated. The objective was to know the rationale of the proposal and the coherence of its 

components. Following Osuna (2000), the selected criteria were: relevance, appropriateness, 

adequacy, usefulness and viability; a rating scale was used as the evaluation tool for the first four 
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criteria whereas bottleneck analysis was used for the last criteria. The results showed that the 

programme design was valid, more specifically the experts considered that the programme was 

highly adequate and quite relevant, appropriate and useful. 

Hen and Goroshit (2016) conducted a study on social-emotional competencies among 

teachers and examined the interrelationships. Teachers’ social-emotional competence is crucial 

for promoting a positive learning environment to the students. This study examined the 

relationship between emotional abilities and self-efficacies and empathy among teachers, 

hypothesizing that teachers’ self-efficacy belief mediates the relationship between the other two 

variables. The authors found a strong positive association between the three social–emotional 

competencies, and direct and indirect (via teachers’ self-efficacy) effects of emotional self-

efficacy on empathy. These results suggested that teachers’ belief in the ability to regulate their 

emotions contributes to teachers’ empathy in both ways. 

Lakshmi (2016) investigated a study on Differential Aptitude and Teaching Competency 

of Student Teachers in Kancheepuram District. The investigator studied the differential aptitude 

and teaching competency of student teachers in Kancheepuram district. The sample consisted of 

300 student teachers drawn by questionnaire through quota sampling technique from SRM 

School of Teacher Education and Research and Muthukumaran College of Education. It was 

found that student teachers having higher level of differential aptitude possessed greater teaching 

competency. 

Lamothe et al. (2016) concluded the outcomes of MBSR or MBSR-based interventions in 

health care-providers which was reviewed with a focus on empathy and emotional competencies. 

Emotional competencies are extremely important for healthcare providers exposed to patients’ 

suffering. The effect of mindfulness-based stress reduction (MBSR) has been studied in this 

population. The aim of the study was to identify outcomes in studies on the effect of MBSR in 

healthcare providers; to evaluate the impact of MBSR on these outcomes and to assess current 

knowledge on whether capacities central to care are positively impacted by MBSR: empathy, 

identification of one’s own emotions, identification of other’s emotions and emotional 

acceptance. Thirty nine studies were identified. 14/39 studies measured empathy or some form of 
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emotional competence in healthcare providers. Evidence regarding the effects of MBSR in 

professionals suggests this intervention is associated with improvements in burnout, stress, 

anxiety and depression. Improvements in empathy are also suggested but no clear evidence is 

currently available on emotional competencies.  

Emine and Ibrahim (2016) have found the correlates of Turkish preschool preservice 

teachers’ social competence, empathy and communication skills. The purpose of the current 

study was to examine the associations between Turkish preschool pre-service teacher’s personal 

and educational characteristics, social competence, empathy, and communication skills. A total 

of 385 state university Turkish pre-service teachers (age range 18 to 32 years) from the early 

childhood education field completed a demographic information form on personal and 

educational characteristics, the Social Skills Inventory (SSI) Scale measuring their social 

competence, The Scales of Empathic Tendency for measuring empathy skills, and a 

Communication Skills Evaluation Scale measuring communication skills. Bivariate Pearson-

correlations, independent t tests, and one-way ANOVAs were used to test study hypotheses. 

Results indicated that women scored higher on empathy and communication skills, and having 

more friends was related to higher social competence and empathy. Pre-service teachers who 

were members of a social club scored higher on communication skills than their peers.  

Poulou (2015) focused on Teacher-Student Relationships, Social and Emotional Skills, 

and Emotional and Behavioural Difficulties. In this study, the role of teacher-student 

relationships and students' social and emotional skills as potential predictors of students' 

emotional and behavioural difficulties was investigated by tapping into 962 primary school 

students' perceptions via questionnaires. While significant correlations were found linking 

teachers' interpersonal behaviour and students' social and emotional skills to emotional and 

behavioural difficulties, data analysis indicated that students' social and emotional skills were 

found to be more of a determinant of their behaviour than teachers' interpersonal behaviour. 

Results are interpreted in relation to systems perspective and Social and Emotional Learning 

theory, and practical implications of the findings are discussed. 
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Madalinska-Michalak (2015) investigated ‘Emotional Competence for Teaching’. This 

paper evaluated a pilot programme designed to support the development of teacher emotional 

competence and revealed teachers’ experiences with emotional education over the course of their 

career. The design of the programme was based on the ‘EL4VET-Teachers First: Using 

Emotional Literacy to Improve Vet Teaching in the 21st Century’ project. The evaluation of the 

pilot programme used a survey and analysis of the obtained data to explore the participants’ 

perceptions of the connections between the programme content and their work in schools. The 

findings suggested that the programme provided a useful framework for teacher analysis, 

reflection and emotional competence building to enhance their ongoing teaching practice at the 

classroom level. The issue of developing teacher emotional competence contributes to a wider 

discussion on the challenges and recent trends in the development of initial teacher education, 

induction and continuous professional development of teachers.  

Cirila Peklaj (2015) conducted a study on teacher competencies through the prism of 

educational research. The present article focused on teacher competencies as a major factor that 

impacts student learning. Ultimately, all attempts to improve education converge in the teacher 

and the quality of his/her work with students. With their teaching methods, their communication 

and their classroom management, teachers can structure the kind of learning environment that 

will either promote or hinder learning. The purpose of the article was to analyze research on 

educational productivity in order to select the most important teacher competencies that are 

related to student achievement. A model of teacher competencies was developed that served as a 

framework for understanding the synergetic effects of teacher competencies on achievement 

thorough promoting students’ cognitive, affective and social processes.  

Dorman (2015) investigated a study on building teachers’ social-emotional competence 

through mindfulness practices. Recent research suggested that building teachers’ social-

emotional competence, including via mindfulness training, can improve teachers’ overall 

effectiveness and wellbeing, help equip them with the tools needed to respond to the unique 

stressors of the teaching profession, and potentially reduce burnout and attrition. This article 

reported on a longitudinal action research study of integrating mindfulness practices into my 

teacher education courses.  
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Lasauskiene and Rauduvaite (2015) have studied the expression of pre-service teachers’ 

emotional competency in their educational practice. The article aimed at defining the expression 

of future music teachers’ emotional competency, emphasizing the necessity to reflect on one’s 

emotions in educational practice, while they communicate with school learners. The results of 

qualitative content analysis also highlighted the factors, which predetermine professional self-

determination of teachers of music to be. Twenty-three 4th year students (pre-service teachers) 

involved in the programme of music education at Lithuanian University of Educational Sciences 

participated in the research, which aimed to compare students’ assessment with that of practice 

supervisors. 

 A study conducted by Gedvilienė (2015) on the development of social competence of 

teachers and students revealed the importance of social competence for self-assessment process. 

The article presented the theoretical background of self-assessment process. In order to reveal 

social competence, a model which illustrated the parts of social competence such as 

communication (reciprocity) and cooperation (activity) was presented. The instrument of the 

research was a questionnaire. The research participants were 49 Lithuanian teachers, 142 

students and 23 Belgian teachers and 86 students.  That‘s why teacher-teacher, teacher-student, 

student-student, student-teacher have been chosen as research subjects who reflect the 

characteristics of reciprocity and activity in the process of learning. 

Fathima et al. (2014) carried out a study on ‘Enhancing Teaching Competency of 

Graduate Teacher Trainees through Metacognitive Intervention Strategies’. Teacher 

competencies facilitate physical, intellectual, social, and emotional development of the students. 

The teaching competency of a teacher is determined by various aspects. In this study, the 

investigator developed teaching competency scale on five dimensions namely induction, content, 

pedagogy, organization and assessment. The findings revealed that there was a continuous 

improvement in all the dimensions of teaching competency. It further showed that every teacher 

needs to review/update his/her potential in all possible novel/new/innovative strategies, so as to 

modify and improve his/her teaching competency in accordance with the changes envisaged in 

the educational system.  
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 Yusof et al. (2014) identified emotional intelligence competencies among Malaysian 

teacher educators. The research purpose was to identify the core and critical Emotional 

Intelligence (EQ) competencies among teacher educators. This was a quantitative research 

conducted on 140 samples from Malaysia Institute of Teacher Education (MITE) to respond to 

the Malaysian Emotional Quotient Inventory (MEQI). The data was descriptively analysed using 

SPSS 12.0. The findings revealed that the samples had an average EQ competencies; highest 

scores on spirituality, followed by maturity, self-awareness, self-motivation, empathy, self-

regulation, and social skills. Sixteen EQ sub-domains were considered as the core competencies 

and eleven as the critical competencies. EQ competencies contribute to teachers’ role as a change 

catalyst. 

Kakkar (2014) conducted ‘Teaching Competency of Teacher-Trainees in Relation to their 

Emotional Intelligence’. The present study was done to investigate the relationship between 

emotional intelligence and teaching competency. 200 teacher-trainees were taken from different 

B.Ed colleges of Rohtak district. Emotional Intelligence Inventory by Dr S.K Mangal and Dr. 

Shubra Mangal and Teaching Competency Inventory by Dr. B.K Passi were used to collect the 

data. The findings of present research revealed perfect positive relationship between the 

emotional intelligence and teaching competency of teacher-trainees whereas sex factor has no 

impact on the level of emotional intelligence. 

Joseph and Joseph (2013) examined emotional competency and happiness among teacher 

trainees. The present study investigated emotional competency and happiness among physical 

education and teacher education students. Emotional competency Scale and Oxford Happiness 

Questionnaire were administered to collect relevant data for the study. The collected data were 

analysed using ‘t’ test and Pearson correlation coefficient. The results indicated that there was no 

significant difference between physical education students and teacher education students either 

in emotional competency or in happiness. There was significant relationship between emotional 

competency and happiness among these students. 

Sona Thakur and Chawla (2013) conducted a comparative study of emotional 

competence among teacher trainees in relation to gender. The present study explored that 
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whether gender makes a difference on emotional competence of teacher trainees. A sample 

consisting of 200 teacher trainees was taken from the Colleges of Education in Ludhiana district. 

Data was collected with the help of Emotional Competence Scale (EC-Scale) by Sharma and 

Bharadwaj (2007). On statistical analysis, results clearly indicated that there exists no significant 

difference between male and female teacher trainees on the variable of emotional competence. 

The study will be of immense help to the teachers, parents and educational administrator and 

trainees. Because it will enable them to make arrangements for better environment for enhancing 

their competence which will in turn help the teacher trainees in their future life.  

Bertschy et al. (2013) investigated teachers’ competencies for the implementation of 

educational offers in the field of education for sustainable development. The article presented 

two models Curriculum, Sustainable Development, Competences, Teacher Training (CSCT 

Model) and Learning for the future: The Competences in Education for Sustainable Development 

(ECE Model) discussed their benefit for teacher education and further education. These models 

differ in how broadly they define ESD and in what audiences they target at. This comparison 

showed and explained why competence models should focus on profession-specific core 

competencies if they are to be used as a basis for the conception of educational offers in the field 

of ESD in education and further education of teachers.  

Sarah et al. (2012) investigated Social-Emotional School Readiness: How Do We Ensure 

Children Are Ready to Learn? This article begins with a review of research providing evidence 

that social-emotional competence is a key component of school readiness and that the 

foundations for social-emotional competence are laid down in the earliest years. We go on to 

review effective practices and specific interventions that have been found to strengthen children's 

social-emotional competence. 

Jármai and Bérces (2012) conducted a study on the development of emotional 

competencies and reflective learning in communication courses. The present paper was based on 

a survey conducted among 200 college students who participated in Presentation and Business 

Communication courses. The aim of the survey was to find out the students’ experiences, 

opinions about their own development as well as preferences and mood during classes. While 



75 

 

feedback proved to be crucial on the one hand for qualitative reasons, on the other hand it can 

show how this learning experience can be beneficial in other areas. Student answers testify that 

“time flies” when the lessons are less structured and are more casual. Students do not just sit 

around and listen but can use their creativity as well, and by the means of group exercises they 

can also get to know each other better. 

Leslie Carole (2012) conducted a study on social emotional competence and teacher 

stress. Existing research had focused on students’ levels of SEC. The SEC components of self-

awareness and responsible decision making directly impact the appraisal or judgment phase of 

stress. Therefore, this study examined the individual characteristic of SEC and its relationships 

with teacher stress and teacher intention to leave. Data were also gathered regarding exposure to 

the five dimensions of SEC during pre-service training and professional development programs. 

The researcher developed five instruments to be used in an online survey. This study found that 

teachers continue to experience a significant degree of stress due to working as a teacher. A very 

weak negative relationship was found between level of SEC and teacher stress. Multiple 

regression analysis identified a moderate negative relationship between the SEC component of 

self-regulation and teacher stress. A weak negative relationship was also found between 

relationship management and teacher stress. SEC did not moderate the effects of stress on a 

teacher’s intention to leave. A significant relationship was identified between stress and teacher 

intention to leave. Teachers reported some exposure to social awareness skills, responsible 

decision making and relationship management during pre-service and professional learning 

opportunities. The majority of teachers reported no exposure to self-awareness activities or 

emotional self-regulation strategies.  

Anderson and Campbell (2011) conducted study on situational changes in self-awareness 

influence 3- and 4- year olds’ self regulation. In adults, heightened self-awareness leads to 

adherence to socially valued norms, whereas lowered self-awareness is associated with anti-

normative behavior. Levels of self-awareness are influenced by environmental cues such as 

mirrors. Do situational changes in self-awareness also have an impact on preschoolers' self-

regulation? Adherence to a socially valued standard was observed under different conditions of 

self-focus. In Experiment 1 the standard was prescribed ("don't look in the box"), and in 
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Experiment 2 children had the opportunity to be altruistic. Heightened self-focus was induced 

using a large mirror. In a neutral condition, the non-reflective side of the mirror was shown. To 

lower self-focus, children wore a disguise. Preschoolers peeked less and showed more altruism 

when the mirror image was present. As found for adults, it appears that self-awareness leads 3- 

and 4-year-olds to adhere to salient social standards. These results suggest that self-focus has a 

socially adaptive regulatory function from an early age.  

Kinman and Grant (2011) explored stress resilience in trainee social workers: the role of 

emotional and social competencies. The high levels of stress and burnout endemic to social work 

have been found to contribute to the current retention problems in the UK. In order to inform the 

development of interventions to enhance the work-related well-being of early career social 

workers, this study examined several emotional and social competencies (i.e. emotional 

intelligence, reflective ability, empathy and social competence) as predictors of resilience in 240 

trainees. Whether resilience predicted psychological distress was also investigated, together with 

the role played by resilience in the relationship between emotional intelligence and distress. The 

emotional and social competencies explained 47 per cent of variance in resilience. A significant 

negative relationship was found between resilience and psychological distress. Resilience fully 

mediated the negative association between emotional intelligence and psychological distress, 

highlighting the importance of inter- and intra- individual emotional competencies in promoting 

resilience and enhancing well-being.  

Shanmugasundaram and Mohamad (2011) investigated social and emotional competency 

of beginning teachers. This study focused on exploring the social and emotional competencies 

scores of beginning teachers’ of an Institute of Teacher Education in Malaysia. Seventy eight 

beginning teachers’ were surveyed using the Emotional Social Competency Inventory (ESCI). 

Data were collected during the beginning teachers’ convocation. Results emphasized that the 

mean score of personal and social competency were above average: social-awareness (M=3.86), 

self-management (M=3.74), self-awareness (M=3.68) and relationship management (M=3.67). 

There was a positive correlation (r = .834, p< .05) between personal and social competencies of 

beginning teachers. To face the challenges in today’s school environment, personal and social 

competecies need to be strengthened or enhanced to be successful in one’s career. 
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Corcoran and Tormey (2010) undertook a study on teacher education, emotional 

competencies and development education. This research looked at the role of emotional 

competencies in supporting a global citizenship or development education perspective in student 

teachers’ practice. This was achieved by investigating the level of emotional competency (as 

measured by the MSCEIT emotional intelligence skills test triangulated with qualitative 

interviews) within a group of third year teacher education students and developing, 

implementing and evaluating an action research project from a development education 

perspective involving emotional intelligence within Initial Teacher Education (ITE). Although 

the initial results appeared to suggest that the course had little impact, closer analysis showed 

that it had a marked impact in some areas of emotional competencies. 

Garner (2010) investigated the emotional competence and its influences on teaching and 

learning. This article provided an interdisciplinary review of theory and research linking aspects 

of emotional competence to learning and school-related outcomes across childhood. Drawing 

upon work in developmental psychology, educational psychology, and teacher education, this 

review also discussed the role of teachers in socializing students' emotions and considers the 

strategies and the challenges they face in regulating their own emotions the classroom context.  

Mavroveli et al. (2009) in their paper on exploring the relationship between trait 

emotional intelligence and objective Socio-Emotional outcomes in childhood examined the 

validity operationalized by the Trait Emotional Intelligence Questionnaire-Child Form (TEIQue-

CF), in primary schoolchildren. The main aim was to examine the construct validity of trait EI in 

middle and late childhood by exploring its relationships with cognitive ability, emotion 

perception, and social behaviour. The sample comprised 140 children aged between 8 and 12 

years from two English State primary schools. Pupils completed the TEIQue-CF, the standard 

progressive matrices (SPM), the guess who peer assessment, the social skills training (SST) test, 

and the assessment of children's emotion skills (ACES) during formal class periods. The 

procedure took approximately two hours with a short break between assessments. Trait EI scores 

were positively related both to peer-rated pro-social behaviour and to overall peer competence. 

They also predicted emotion perception accuracy beyond overall peer competence. As 

hypothesized in trait EI theory, the construct was unrelated to IQ (Raven's matrices) and 
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academic performance. Trait EI is successfully operationalized through the TEIQue-CF and has 

important and multifaceted implications for the socialization of primary school children.  

Arti & Inder (2009) found that Intelligence Quotient is inherent but Emotional 

Intelligence can be developed and nurtured by developing self awareness, regulating emotions, 

motivating oneself, cultivating empathy and managing relationships. 

Munroe (2009) in the study on correlation of emotional intelligence and instructional 

leadership behaviours examined the degree to which a relationship existed between emotional 

intelligence and instructional leadership behaviours. Results indicated a significant relationship 

between the principals' total scale score of instructional leadership behaviours and the overall 

emotional intelligence score. Significant relationships with instructional leadership were also 

observed between the Emotional Competency and Social Competence and the subscales of 

Social Awareness and Relationship Management. Recommendations for further research include 

an exploration of the unexpected result that emotional intelligence competencies associated with 

interpersonal skills were related to instructional leadership but not the competencies associated 

with intrapersonal skills. This research finding conflicts with the common understanding that we 

must understand ourselves first, before we understand others. 

Petrowski et al. (2009) found out the specificity and the development of social-emotional 

competence in a multi-ethnic-classroom. In this study, the social-emotional competence of 65 

Asian-American and Latin- American children was observed at the beginning and the end of 

their kindergarten year. Initially, significant differences existed among these ethnic groups in 

respect to moral reasoning. Furthermore, the male children showed more dysregulated 

aggression but the female children implemented more moral reasoning than their male 

counterparts. These ethnic specificities did not disappear over the course of the year. In addition, 

a significant change in avoidance strategies as well as expressed emotions in the narrative took 

place over the course of one year. Ethnic specificity in social-emotional competence does exist 

independent of gender at the beginning as well as at the end of the kindergarten year in a multi-

ethnic kindergarten classroom. 
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Jennings and Greenberg (2009) conducted a study on ‘The Prosocial Classroom: Teacher 

Social and Emotional Competence in Relation to Student and Classroom Outcomes’. The authors 

proposed a model of the prosocial classroom that highlighted the importance of teachers' social 

and emotional competence (SEC) and well- being in the development and maintenance of 

supportive teacher-student relationships, effective classroom management, and successful social 

and emotional learning program implementation. This model proposed that these factors 

contribute to creating a classroom climate that is more conducive to learning and that promotes 

positive developmental outcomes among students.  

Bierman et al. (2008) conducted a study on ‘Promoting Academic and Social-Emotional 

School Readiness’. Forty-four Head Start classrooms were randomly assigned to enriched 

intervention or "usual practice" conditions. The intervention involved brief lessons, "hands on" 

extension activities, and specific teaching strategies linked empirically with the promotion of: (a) 

social emotional competencies and (b) language development and emergent literacy skills. Take 

home materials were provided to parents to enhance skill development at home. Multi-method 

assessments of three hundred and fifty-six 4-year-old children tracked their progress over the 

course of the 1-year program. Results revealed significant differences favoring children in the 

enriched intervention classrooms on measures of vocabulary, emergent literacy, emotional 

understanding, social problem solving, social behavior, and learning engagement.  

Linares et al. (2005) in their study on Developing Cognitive-Social Emotional 

Competencies to enhance academic learning examined intervention effects of a universal 

prevention program offered by classroom teachers to public elementary school students. The 

Unique Minds School Program (M.B. Stern, 1999) is a teacher-led program designed to promote 

cognitive-social-emotional (CSE) skills, including student self-efficacy, problem solving, social-

emotional competence, and a positive classroom climate, with the dual goal of preventing youth 

behavioural problems and promoting academic learning. During two consecutive school years, 

119 students and their teachers were assessed in the fall and spring of Grade four and again in the 

spring of Grade five. As compared to students in the comparison school, students in the 

intervention showed gains in student self-efficacy, problem solving, social-emotional 
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competencies, and math grades. Incremental gains within CSE domains were found after one and 

two years of intervention.  

Englund et al. (2000) investigated adolescent social competence and its effectiveness in a 

group setting. The authors used a longitudinal data set to evaluate an observational assessment of 

adolescent competence within a group context. Participants were 40 (21 males, 19 females) 

ethnically diverse children who had earlier been observed in summer camp and preschool  as 

well as in infancy. A revealed differences task was videotaped as part of an intensive weekend 

camp reunion at ages 15 to 16. Raters, blind to the adolescents' developmental histories, coded 

each adolescent on the following behavioral rating scales: enjoyment of the task, involvement, 

leadership, self-confidence in the task, and global social competence. Both concurrent validity 

(strong correlations with independent camp reunion counselor ratings and peer sociometric 

measures) and clear associations with antecedent measures of peer competence in preschool and 

middle childhood were demonstrated. A pattern of correlations revealed considerable 

discriminate validity. Neither IQ nor socioeconomic status accounted for these associations.  

Hubbard and Coie (1994) examined emotional correlates of social competence in 

children's peer relationships. The purpose of this paper was to explore the role of emotional 

functioning in the social competence of children, with a particular focus on children's peer 

relations. Literature on children's emotional functioning that has the greatest relevance for peer 

relations is discussed. Using the framework afforded by this literature review, research that 

provides connections between the constructs of emotional functioning and social competence is 

examined. Although there is reasonable evidence that accuracy in reading the emotions of others 

is related to children's social status, there was no research on the relationship between social 

competence and the ability to monitor one's own emotions.  

Rubin et al. (1993) investigated a study on socio-emotional characteristics of withdrawn 

and aggressive children. The purpose of this study was to compare the psychological 

characteristics of withdrawn, aggressive, and average/normal fifth-grade children (M age = 10.6 

years). From an initial sample of 224 children, an extreme groups targeting procedure based on 

peer assessments identified 31 withdrawn, 29 aggressive, and 118 average children. Both the 
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withdrawn and aggressive children were found to be less popular among peers than were the 

average group; however, the aggressive group was the most actively disliked. Teachers rated 

aggressive children as the most hostile (especially aggressive boys) and as having more learning 

problems and less tolerance for frustration than the average group. The withdrawn group was 

rated by teachers as more shy-anxious and less competently assertive and by peers as less likely 

to play sociable-leadership roles than were the comparison groups. Withdrawn children also 

judged themselves as less physically competent than average and aggressive children. Finally, 

withdrawn boys, but not girls, reported themselves as being more lonely and less socially skilled 

than their average and aggressive counterparts. 

Wentzel (1991) determined relations between social competence and academic 

Achievement in early adolescence. Relations between academic performance and 3 aspects of 

social competence--socially responsible behavior, sociometric status, and self-regulatory 

processes (goal setting, interpersonal trust, and problem-solving styles) were studied. Based on a 

sample of 423 students aged 12 and 13-year-old.  The correlational findings indicated that each 

aspect of social competence is related significantly to students' grades. Results from multiple 

regression analyses suggested that when accounting for students' IQ, sex, ethnicity, school 

absence, and family structure, socially responsible behavior mediates almost entirely the 

relations between students' grades and the other two aspects of social competence. Socially 

responsible behavior and peer status appear to be related by way of their joint association with 

goals to be socially responsible, interpersonal trust, and problem-solving styles. Similarly, 

relationship between socially responsible behavior and the background variables are explained 

by joint relations with the self-regulatory processes.  

Stephanie Jones, Sophie Barnes, Rebecca Bailey, and Emily Doolittle (  ) examined how 

the theories of change behind 11 widely used school-based social and emotional learning 

interventions align with the way those interventions measure outcomes. Their central conclusion 

is that what appears to be variation in impacts may instead stem from imprecise program targets 

misaligned with too-general measures of outcomes. That is to say, program evaluations often fail 

to measure whether students have mastered the precise skills the programs seek to impart. The 

authors make three recommendations for policy makers, practitioners, and researchers. The first 
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is that we should focus more on outcomes at the teacher and classroom level, because teachers' 

own social-emotional competency and the quality of the classroom environment can have a huge 

effect on students' SEL. Second, because the elementary years span a great many developmental 

and environmental transitions, SEL programs should take care to focus on the skills appropriate 

to each grade and age, rather than taking a one-size-fits-all approach. Third, they write, 

measurement of SEL skills among children in this age range should grow narrower in focus but 

broader in context and depth. 

2.1.1 OVERVIEW 

 From the above exhaustive review of literature on socio-emotional competence, most 

interesting results were found by the investigators.  It is evident that most of the studies have 

been done with teachers and teacher educators.   Englund et al. (2000) confirmed the power of a 

developmentally appropriate, taxing, behaviorally based assessment of group functioning as a 

measure of competence in adolescence.  Madalinska-Michalak (2015) developed a programme 

for teacher’s emotional competence which had provided a useful framework for teacher analysis, 

reflection and emotional competence building to enhance their ongoing teaching practice at the 

classroom level.   

 Kakkar (2014) found a perfect positive relationship between the emotional intelligence 

and teaching competency of teacher-trainees whereas gender has no impact on the level of 

emotional intelligence.  Sona Thakur and Chawla (2013) conducted a comparative study of 

emotional competence among teacher trainees where the authors indicated that there exists no 

significant difference between male and female teacher trainees on the variable of emotional 

competence. Also, Cirila Peklaj (2015) conducted a study on teacher competencies through the 

prism of educational research and developed a model of teacher competencies for understanding 

the synergetic effects of teacher competencies on achievement thorough promoting students’ 

cognitive, affective and social processes. Torrijos Fincias et al. (2018) concluded that emotional 

competence was enhanced by appropriate educational experiences, empowering teachers to face 

the challenges of their classroom practices. Rey et al. (2016) showed that emotional competence 

and stress were significantly correlated with teacher burnout symptoms in the expected direction.  
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 Shanmugasundaram and Mohamad (2011) investigated social and emotional competency 

of beginning teachers and emphasized that personal and social competency have positive 

relationship.  The author insisted that social and emotional competencies need to be strengthened 

or enhanced to be successful in one’s career.  It is stimulating to note the results of Emine and 

Ibrahim (2016) who indicated that women scored higher on empathy and communication skills, 

and having more friends was related to higher social competence and empathy. Leslie Carole 

(2012) found a very weak negative relationship was found between level of socio emotional 

competence and teacher stress.  Therefore, the present study is an honest attempt made by the 

investigator to study the level of socio emotional competence of student teachers which plays a 

vital role in enhancing the quality of teacher education.  

2.2 STUDIES RELATED TO ABILITIES OF STUDENT-TEACHERS 

Marashi and Azizi-Nassab (2018) investigated study on EFL teacher’s language 

proficiency, classroom management, and self- efficacy. This study explored the relationship 

among EFL teacher’s self-efficacy, language proficiency, and classroom management. A total of 

110 Iranian EFL teachers of different levels of high schools and private language schools in 

Tehran participated in this research. The data were collected through two questionnaires and one 

test: the Teacher Self-efficacy scale and a sample TOEFL were administered in two different 

sessions while two sessions of each teacher’s class were observed by two raters who used the 

Murdoch (2000) checklist to score the effectiveness of each teacher’s training. To find out the 

relationship among the three variables of this study, that is the teacher’s self efficacy, language 

proficiency and classroom management, a Pearson correlation was carried out. The results 

revealed that teacher’s self-efficacy was correlated with their language proficiency and that 

language proficiency and effective classroom management were not correlated.  

 Seaton (2018) found out empowering teachers to implement a growth mindset. Research 

evidences the benefit of students holding a growth mindset. There is also increasing recognition 

of the influence of teachers' beliefs on how students perceive their own abilities. Teacher and 

student beliefs are linked: despite this, there is sparse research investigating teacher mindsets. 

This research sought to evaluate training aimed at influencing teachers' mindsets and effecting 
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practice change. A mixed methods design was employed. Six training sessions were conducted 

across two phases. Phase one consisted of an initial training session to 37 participants. Phase two 

consisted of five sessions attended by 17 participants. Results found a statistically significant 

shift between pre- and post-measures of mindset which was maintained after three months. 

Evaluation indicated increased participants' knowledge base and confidence. Key themes 

identified evidenced the impact of the training on sustained change to teacher mindset and 

practice. Limitations and implications for practice are considered. 

Akerson et al (2018) examined a Video-Based Measure of Preservice Teachers' Abilities 

to Predict Elementary Students' Scientific Reasoning. In this mixed methods study, the 

researchers developed a video-based measure called a "Prediction Assessment" to determine 

preservice elementary teachers' abilities to predict students' scientific reasoning. The instrument 

is based on teachers' need to develop pedagogical content knowledge for teaching science. 

Developing a knowledge base for aiding teachers in their abilities to predict students' scientific 

reasoning promotes student learning because it enables teachers to understand students' current 

conceptions and to be able to build lessons to improve upon those ideas. To determine whether 

preservice teachers are improving in their abilities to predict scientific reasoning it is necessary 

to have an instrument that can measure their current abilities and then to measure whether those 

abilities improve through instruction. In the second part of this study the authors used the 

prediction assessment to determine whether the traditional or new (Iterative Model Building, or 

IMB) field experience improved preservice elementary teachers' abilities to make reasonable 

predictions of student scientific reasoning. It was found that though preservice teachers in both 

the traditional and IMB field experience approaches improved their abilities to make predictions, 

there was a greater number in the IMB group who made reasonable predictions and based those 

predictions on student reasoning. 

Raines et al. (2017) experimented Adaptive Skills and Academic Achievement in Latino 

Students. Interventions developed to improve adaptive skills can improve academic achievement. 

The authors expanded this line of research by examining the relationship between performance 

on a state proficiency exam and adaptive skills classifications on the Behavioral Assessment 

System for Children, Second Edition parent and teacher reports. Participants included 392 Latino 
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students, Grades 2-6 in a large urban school district. Ordinal regression models were used to 

assess relationships between student academic proficiency level and adaptive skills 

classifications. Students classified as having higher adaptive skills by teachers were more likely 

to be classified as proficient or higher in reading and mathematics. These findings further 

support the relationship between adaptive skills and academic achievement. Implications for 

future research and practice are discussed. 

Welsh and Schaffer (2017) conducted this study examined the development of effective 

teaching skills in teacher candidates in the context of early field experiences directly tied to a 

pedagogical course. Evidence from faculty instructors, mentor teachers, and teacher candidates 

suggests secondary education candidates were able to develop effective teaching skills related to 

instructional strategies, classroom management, and curriculum design during an early field 

experience. Teacher candidates developed these skills as they shifted their identities from 

candidates-as-students to candidates-as-teachers. 

Selçuk et al. (2017) conducted a study on teacher candidates’ competencies in classroom 

management. The objective of this paper was to examine competencies in classroom 

management of teacher candidates. Research design was determined as pre-experimental 

research design. Research was conducted with 388 teacher candidates. Research findings 

revealed that attitudes of students about competencies in classroom management differ according 

to gender. Male students have higher competencies of classroom management scores than female 

students before application; but, male students have lower competencies of classroom 

management scores than female students after application. Attitudes of students about 

competencies in classroom management differ according to class significantly. Fourth class 

students have higher competencies of classroom management scores than third class students 

before application And, Fourth class students have higher competencies of classroom 

management scores than third class students after application. Attitudes of students about 

competencies in classroom management differ according to education type significantly. 

Daytime education students have lower competencies of classroom management scores than 

evening education students before application. And, daytime education students have lower 

competencies of classroom management scores than evening education students after 
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application. Attitudes of students about competencies in classroom management differ according 

to field of study significantly. There are differences between classes of primary school teacher 

education with Turkish teacher education, social sciences teacher education, science and 

technology teacher education. 

Kalin et al. (2017) attempted a study on elementary and secondary school students’ 

perceptions of teachers’ classroom management competencies. A total of 907 students from 

elementary and secondary schools in Slovenia participated in the study. Differences in students’ 

assessments have been established in reference to school level and subject. Students’ responses 

showed that secondary school teachers are more focused on achieving educational goals, while 

aspects of forming a suitable class climate remain less important. The components of quality 

classroom management (maintenance of supportive learning climate, trusting students) are 

present in Slovene classes in a larger extent in comparison to Maths classes, particularly at the 

elementary school level. Secondary school students assessed the clarity of rules, student 

obligations and paying attention in class higher in Maths than in Slovene.  

Rozimela and Tiarina (2017) found the impact of reflective practice on EFL prospective 

teachers’ teaching skill improvement. Twelve prospective-teachers undertaking teaching 

practicum at five different junior high schools in a city of Padang, Indonesia and eleven 

cooperating teachers were involved. The prospective teachers were required to do reflection on a 

regular basis using a guideline given prior to the commencement of this study. The data were 

collected through a teaching performance test, observation, interviews, and journals. The result 

of the analysis of the teaching performance test showed that the practice of reflection improved 

the prospective teachers’ skills over the three cycles of the teaching practicum indicated by the 

average teaching scores they gained and the scores of each teaching component.  

Yahya Alghotheiy (2016) undertook the use of teaching skills among Yemeni student 

teachers.  The present study aimed at investigating the use of teaching skills among Yemeni 

student teachers. A teaching skills observation sheet was used by the researcher to observe the 

student teachers when teaching. The sample of the study included 65 fourth-year student 
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teachers. Results of the study showed that the student teachers obtained low mean scores and 

percentages in the use of teaching skills when teaching English as a foreign language. 

Göksoy (2016) examined Candidates teachers' classroom management Self-efficacy 

levels.  This research aimed to determine the classroom management self-efficacy beliefs of 

students have been studying in Faculty of Education and students have been maintaining 

pedagogical formation certificate program. It employed survey model. The study group was 

composed of 362 trainees who attended to pedagogical formation certificate program in Duzce 

University in 2015/16 academic year spring term and 255 sophomores, junior and senior class 

students in Classroom Teaching and Science Teaching Departments in Duzce University Faculty 

of Education in 2015/16 academic year. In the study, it was aimed to reach the whole population 

and a scale was implemented instead of sampling. The research was conducted with 410 

returning scales. “Teacher Self-Efficacy Scale” was conducted in order to determine the 

classroom management self-efficacy perceptions of the student teachers. Since the data were not 

normally distributed, Mann-Whitney U Test which is a nonparametric test. The following results 

were obtained: Classroom management self-efficacy perceptions of the students who have been 

studying in Faculty of Education and students who have been attending the pedagogical 

formation certificate program are high in terms of “Providing the student participation”, 

“Utilization of Teaching Strategies” and “Classroom management”. The difference between the 

classroom management self-efficacy perception averages of the two groups was not statistically 

meaningful. Also, there was no statistically meaningful difference between the students who 

have been studying in Faculty of Education and students who have been attending the 

pedagogical formation certificate program in terms of gender variable. 

Tran (2016) analyzed the coping styles with student misbehavior as mediators of 

teachers’ classroom management strategies. The purpose of the present study was to identify 

how teachers’ use of various coping styles with student misbehavior, and the extent to which 

these relate to their classroom management techniques- punishment, recognition and reward, 

hinting, discussion, and aggression. It examined data from 397 junior high school teachers in 

Vietnam. The results obtained from correlation analyses indicated that coping styles mediated 

the relationship between teachers’ concerns about student misbehavior and their use of classroom 
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management techniques. The findings obtained from the data analyses indicated that teachers 

who use passive avoidant strategies employ more aggression and punishment techniques towards 

student misbehavior. Conversely, teachers who use more social problem solving and relaxation 

strategies use more inclusive management techniques such as recognition and reward, 

discussion, and hinting.  

Dikmenli and Çifçi (2016) found that the geography teachers’ attitudes and beliefs 

regarding classroom management. This study scrutinized geography teachers’ attitude and belief 

levels regarding classroom management. Descriptive correlational survey model was used in the 

study. Study group included 58 geography teachers working in Sivas province during the 2015-

2016 academic year. Convenience sampling method was employed while forming the study 

group. The Attitudes & Beliefs on Classroom Control Inventory developed by Martin, Yin & 

Baldwin (1998) and adapted into Turkish language by Sarvan (2002) was employed to collect the 

data. The statistical analyses were carried out using SPSS 17. To analyze the relationships 

between the variables, t-test for independent samples, Mann Whitney-U test, and Pearson’s 

correlation were used. Significance level was set to be p<.05. Geography teachers’ mean scores 

for the sub-dimensions of instructional management and people management and their mean 

total scores for classroom management attitude and belief corresponded to medium level 

(interactionalist classroom management). Their mean scores for the sub-dimension of behavior 

management corresponded to low level (non-interventionist classroom management). No 

significant difference was found between the geography teachers’ mean scores for the sub-

dimensions of instructional management, people management, and behavior management and 

total scores for classroom management attitude and belief by gender and the type of the high 

school they work in. In addition, no significant relationship was found between years in teaching 

and instructional management. However, a negative significant relationship was detected 

between teachers’ years in teaching and people management, behavior management, and 

classroom management attitude and belief.  

Baker, Gentry, and Larmer (2016) speculated a model for online support in classroom 

management using perceptions of beginning teachers. Classroom management is a challenge for 

beginning teachers. To address this challenge, a model to provide support for beginning teachers 
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was developed, consisting of a one-day workshop on classroom management, followed with 

online support extending over eight weeks. Specific classroom management strategies included 

(a) developing a foundation based on relationships; (b) preventing disruptions with procedures 

and routines; (c) responding to disruptions and rule violations; (d) providing inclusion for 

students with special needs; and (e) resolving extreme or continuing conflicts. Participants in the 

study were beginning teachers at both the elementary and secondary levels. After completing the 

classroom management workshop, teachers reviewed online video clips of strategies they had 

learned, applied the strategies in their respective classrooms, and engaged in online discussions 

of the results obtained. Researchers conducted a qualitative assessment of the discussion entries 

posted by the new teachers to determine the strategies employed, emerging themes, and the 

results obtained. Participants successfully employed classroom management strategies and 

reported generally positive results.  

Hu, Yue and He (2016) conducted a study on relationship among self-appraisals, others’ 

actual appraisals, and reflected appraisals on primary school teachers teaching ability. 

Convenient sampling and questionnaire survey was used to investigate the relationship among 

self-appraisals, others’ actual appraisals, and reflected appraisals on the teaching ability of 40 

primary school teachers. The results of the study indicated that primary school teachers’ self-

appraisals on teaching ability was obviously below others’ actual appraisals; generalized others 

had more influence on the self-appraisals of primary school teachers than specific others; 

primary school teachers’ reflected appraisals could influence their self-appraisals; and others’ 

actual appraisals could not directly influence self-appraisals.  

Ragawanti (2015) conducted study on cultivating pre-service teachers’ classroom 

management skills through teaching practicum. This paper was aimed at identifying the student-

teachers’ classroom management problems as revealed in their reflective journal entries and to 

demonstrate how such journal can help them develop their classroom management skills. The 

participants were 10 student- teachers of the English Department, Satya Wacana Christian 

University, Salatiga, Central Java, who underwent their teaching practicum at SMP 2 Salatiga. 

Through the participants’ journals, it was found that the problems lie in managing critical 
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moments (38,3%), activity (29,7%), techniques (14,9%), grouping and seating (8,5%), authority 

(8,5%), tools (8,5%), and working with people (4,25%).  

Akalin and Sucuoglu (2015) studied the effects of classroom management intervention 

based on teacher training and performance feedback on outcomes of student teachers in inclusive 

classrooms. The purpose of this study was to examine the effectiveness of performance feedback 

which was given daily to teachers following their training in classroom management strategies 

on the outcome of teacher-student dyads. This study was conducted using three teachers working 

in mainstreaming classes and their students with special needs. A single-subject design, the 

multiple-probe design with probe conditions across subjects, and the one group pre-test/post-test 

design were used to complete the research goal. As a result, performance feedback was found to 

have positive effects on teacher-use of target classroom management skills (individualization, 

transitions, and reinforcement). It was seen that intervention increased the preventive classroom 

management skills and classroom behaviors of teachers. Regarding the outcome for the children, 

the intervention program increased academic engagement and positive behaviors, while 

decreasing negative behaviors. Teacher opinions related to the performance feedback 

intervention were generally positive. Finally, social comparison data indicated that the 

intervention was socially valid, and by the end of the study the students who were participants in 

the research displayed more positive behaviors and less negative behaviors than the social 

comparison groups. 

Grapragasem et al. (2015) found out the Lecturers’ Perception of Classroom 

Management: An Empirical Study of Higher Learning Institutions in Malaysia. The objective of 

this study was to investigate lecturers’ perception of classroom management and the challenges 

faced. This empirical study compared classroom management practices of two higher learning 

institutions in Malaysia. One was a government institution and the other was a private university. 

The data was analyzed based on statistical analysis using mean comparison using the “t” test to 

identify the regression weight of perceptions in the teaching staff between the private and the 

government higher learning institutions. The findings of this study revealed that there was no 

significant difference in the perception of understanding of the four classroom management 

factors.  
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Stough et al. (2015) speculated the persistent Classroom Management Training Needs of 

Experienced Teachers. Experienced special education teachers (n=62) were surveyed on their 

professional preparation to become effective classroom managers. Despite having received 

extensive preservice training, over 83% of the sample reported being underprepared in classroom 

management and behavioral interventions. No statistically significant difference was found with 

respect to the type of classroom management theoretical approach used to train these teachers. 

Of those (74.2%) who received classroom management training post-graduation, the majority 

(64%) reported needing still further training in dealing with student behavior. Specific training 

desired was in whole-class management strategies, as well as in managing behaviors of students 

with disabilities. Results suggested that teachers’ training needs in classroom management may 

persist throughout their professional careers, even following intensive preservice training.  

Moghtadaie1 and Hoveida (2015) identified the relationship between academic optimism 

and classroom management styles of teachers of elementary school teachers in Isfahan. The 

purpose of this study was to investigate the relationship between classroom management styles 

of the teachers and their academic optimism. In this study, three types of classroom management 

styles (interventionist style, interactionist style, and non-interventionist style) have been 

considered. The sample size was calculated using the formula of Cochran 384. It is a multi-stage 

cluster sampling method. Classroom management style has been calculated using standard 

questionnaires of classroom management style of Wolfgang and Glickman (1986). The academic 

optimism variable was evaluated using academic optimism questionnaire of A. Hoy, Tarter, and 

Hoy (2006) in a sample of 384 teachers. The results showed that there was a significant relation 

between classroom management style of the teachers and their academic optimism and the 

correlation coefficient equal to 39% was obtained and the correlation coefficient of 47% was 

obtained between the academic optimism and non-interventionist classroom management, and 

the correlation coefficient of 43% was obtained between the academic optimism and 

interactionist classroom management, and the correlation coefficient of 24% was obtained 

between the academic optimism and interventionist classroom management that was significant.  

Seiza, Vossb, and Kunter (2015) examined the relevance of teachers’ cognitive and 

emotional resources for classroom management. Authors administered a test to assess the 
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pedagogical/psychological knowledge of 205 secondary school teachers, measured their 

emotional exhaustion, and assessed their classroom management using ratings of their 4,672 

students obtained one year later. Data were analysed using latent moderation analyses, a novel 

statistical approach that rarely has been employed in research on learning and instruction. Our 

findings confirmed our hypotheses and indicated an interaction between teachers’ cognitive 

resources and emotional resources, which together predict their classroom management 

behaviour 

Ficarra and Quinn (2014) aimed at the teachers’ facility with evidence-based classroom 

management practices: An investigation of teachers’ preparation programmes and in-service 

conditions. In the present investigation, teachers’ self-reported knowledge and competency 

ratings for the evidence-based classroom management practices were analysed. Teachers also 

reflected on how they learned evidence-based classroom management practices. Results 

suggested that teachers working in schools that implement Positive Behavioural Interventions 

and Supports (PBIS) had significantly higher mean knowledge ratings in the area of posting, 

teaching, reviewing, monitoring and reinforcing expectations than those who do not teach in a 

Positive Behavioural Interventions and Supports school. Teachers certified in special education 

had significantly higher knowledge and competency ratings in relation to maximising structure, 

using a continuum of strategies to acknowledge appropriate behaviour and employing a variety 

of techniques to respond to inappropriate behaviour than those not certified in special education.  

Hosseini (2014) conducted a survey on the influence of the creativity teaching model on 

teachers' knowledge, attitude, and teaching skills. In order to assess how creativity was taught in 

elementary school period, 120 instructors were participating (60 instructors in a test group and 

60 instructors in a control group). The test group became involved in "teaching of creativity" 

program so that the impact of the program and training model on instructors ' knowledge, 

attitude, and skill would be assessed. The results were examined using ‘t’ test and showed that 

there was significant difference between the two groups, the "test group" and the "control 

group". The results stated the positive impact of the training period.  
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Delceva (2014) conducted study on Classroom Management. This paper is aiming to 

discover the paths that enable teachers to manage their work with students in the classroom. In 

order to examine classroom management skills of teachers in Republic of Macedonia, a research 

has been made for teachers in primary schools in Republic of Macedonia. Instruments which will 

be used in order to complete the research and analyses are the following: questionnaire for 

teachers and educational policy analyses in our country in order to discover whether there was 

concrete strategy for promotion and implementation of classroom management on local and 

national level. Analyses of results showed that there was a deficit of classroom management 

skills among teachers, which was due moreover to some lapses in initial education of teachers. 

Faida and Yousuff (2014) investigated about classroom management on the Training 

needs of primary school teachers. This study aimed to identify the training needs of the in-

service primary school teachers in the city of Benghazi, Libya. Data collection involved the 

administration of a set of questionnaire to 420 teachers and interviews with ten of them. The 

study found that the most important training needs of the primary school teachers in terms of 

classroom management were: (i) training on how to improve students’ behavior through the 

development of codes of conduct for the students at the beginning of the school year, (ii) training 

on efficient time management to achieve the objectives of the classroom session, and (iii) 

training on means of modifying the abnormal behavior of the students.  

 Jalali, Panahzade and Firouzmand (2014) conducted a study on attitude towards 

computers and classroom management of language school teachers. The current study explored 

the relationship between computer attitudes and behavior and instructional classroom 

management approaches implemented by English institute teachers. In so doing, a total of 105 

male (n = 27) and female (n = 78) EFL teachers participated in this study. A computer attitude 

questionnaire adapted from Albirini (2006) and a Behavior and Instructional Management Scale 

(BIMS) adopted from Martin and Sass (2010) were benefitted from for the purpose of collecting 

the data. The results of the Pearson Correlation Coefficient revealed that there were no 

significant relationships between attitude and behavior and instructional management across 

gender. However, it was found that the more male teachers experience tendency toward using 

computers in their classes, the more teacher-centered their classes become.  
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Claudius Komba and Simon Kira (2013) studied the effectiveness of teaching practice in 

improving student teachers’ teaching skills in Tanzania. The study was designed to find how 

teaching practice was organized by the teacher training universities and whether the teaching 

practice was effective in improving student teachers’ teaching skills. The qualitative research 

approach was adopted and the study was conducted in Iringa, Morogoro, Dares Salaam, and 

Kilimanjaro regions of Tanzania Mainland. A total of 191 student teachers were involved in the 

study. The findings indicated that the duration spent for the Teaching Practice was inadequate for 

student teachers to acquire the skills required for effective teaching.  Regarding the effectiveness 

of the Teaching Practice, 76% of the respondents indicated that teaching practice was ineffective 

in improving their teaching skills.  

Varank and Ilhan (2013) have found the effects of teachers’ educational technology skills 

on their classroom management skills. The purpose of this study was to investigate whether 

teachers’ educational technology skills, besides their gender and years of experiences, 

significantly explain their classroom management skills. The data was gathered from 300 

elementary school teachers in a mid-western city of Turkey. It was found that teacher 

educational technology skills and their years of experiences were significantly associated with 

their course management skills, behavior arrangement skills and activity management skills. The 

finding of non-significant effects of teachers’ gender on their subordinate classroom 

management skills are supported by previous research. The finding that experience may be 

expected to be an important predicting factor for occupational proficiency may be explained by 

the opportunities teachers may have to develop themselves in occupational skills during their 

career.  

Jackson and Davidson (2013) examined classroom profiling training of increasing 

preservice teachers’ confidence and knowledge of classroom management skills. This qualitative 

study investigated whether Classroom Profiling training could increase preservice teachers’ 

knowledge and confidence in using essential skills for classroom management. Fifteen preservice 

teachers in their final year of a Bachelor of Education degree in Far North Queensland 

participated in the study. Methods included surveys and a focus group discussion. Findings 

suggested that Classroom Profiling training improved preservice teachers’ perceptions of their 
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knowledge and confidence in classroom management techniques including the essential skills for 

classroom management. 

Karami, Karami and Attaran (2013) aimed at integrating problem-based learning with 

ICT for developing trainee teachers’ content knowledge and teaching skill. The aim of the 

present research was studying the effect of integrating problem-based learning with Information 

and Communications Technology (ICT) on developing content knowledge and teaching skill of 

trainee teachers. The research design was a quasi-experimental one, and the participants were 

elementary education trainee teachers of Shahid Bahonar teacher training center of Hamadan, 

Iran. Two groups were given tests of theory and practice on teaching mathematical concepts at 

elementary school, and then a multivariate analysis of variance (MANOVA) was conducted to 

compare the pretest-posttest scores. There was a significant difference, in both multivariate and 

univariate analyses, in scores.  

Qazi et al. (2012) focused on the role of practicum in enhancing student teachers’ 

teaching skills. The focus of the current research was to determine the role of Notre Dame 

Institute of Education (NDIE) Practicum in enhancing student teachers’ teaching skills. A small 

scale panel survey was conducted to analyze 46 NDIE student teachers’ teaching skills (i.e. 

professional growth) throughout the year 2007-2008. Two types of questionnaires were used to 

gather data. The focus of the first questionnaire was to determine student teachers’ own views 

about their professional growth during the preparation phase. This questionnaire was 

administered at the end of the Classroom Teaching and Management (CTM) course. The focus 

of the second questionnaire was to determine student teachers’ professional growth during the 

first and the second rounds of school experience phase. This questionnaire was administered 

twice in a year: after the first round of school experience; and again after the second round of 

school experience. Student teachers’ views about their own teaching skills were cross checked 

with those of 45 cooperating teachers and five NDIE mentors. The analysis of data suggested 

that the NDIE Practicum played a significant role in the year 2007-2008 in enhancing student 

teachers’ practical classroom skills. 
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Aytekin et al., (2012) speculated using blended learning in developing student teachers 

teaching skills. The research aimed to determine the effectiveness of using blended learning 

approach in developing student teachers teaching skills, and defining teaching skills that confront 

students of teachers college at King Saud University need it. The research used the Quasi- 

Experimental approach, with four experimental groups (Mathematics (21) – Science (15)-

computer (20)-Quran (15)). The research was limited to the students of practical course in the 

second term of (2010/2011) academic year. Additionally, it investigated teaching skills that are 

not excelled by student teachers. The research used observation skill card for teaching skills with 

prepost applied, while preparing and implementing a suggested proposal for developing skills of 

teaching implementation of student teachers, Results of statistical treatment indicated that there 

were significant differences between means of pre-post treatment in Experimental groups in 

favor of post treatment. As students thought, these results indicated that blended learning helped 

them to improve their teaching skills.  

Tahir and Qadir (2012) investigated the challenges of classroom management to effective 

teacher socialization with the beginning English teachers. This study was conducted to examine 

the relationship between classroom management skill and effective socialization process of 

beginning English teachers during the initial four years of their service. Classroom management 

was identified with classroom discipline, subject matter, and teaching methods. Effective 

socialization has been interpreted as the criterion through which the success of the organization’s 

socialization programs and individuals is evaluated. The survey method was used for generating 

the desired data. A sample was chosen carefully from the colleges located in Punjab province 

and federal capital Islamabad. A detailed questionnaire comprising three main sections was used 

for data collection. The collected data, from 295 respondents, was examined through descriptive 

analysis and then computed for interpretation with linear regression analysis to test study 

hypothesis. The hypothesis was accepted, which assumed a significant positive relationship 

between effective socialization (DV) and classroom management skill (IV). Many socialization 

challenges were found related to beginning teachers’ classroom management and teaching skill, 

and workplace professional development. Finally, the study has suggested that introducing 

mentoring and cost-effective professional development models can improve classroom 

management skills.  
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Norhaini et al. (2012) conducted a study on effective classroom management. This paper 

attempted to explore and identify the characteristics of an effective teacher who teaches English 

as a second language to 10 year old students from different ethnics, various social economic 

background and multi-level language ability, at a private primary school in Malaysia. The study 

focused on classroom management using a case study methodology where data was collected 

using both interviews and classroom observations. The findings concur with previous literature 

reviews on effective teacher models whilst providing in-depth details on what transpires during 

classroom activities, thus clarifying further the meaning of effective classroom management.  

Sempowicz and Hudson (2011) analyzed mentoring dialogues for developing a 

preservice teacher’s classroom management practices. A key concern for preservice teachers is 

classroom management, including student behaviour management, which also has been a factor 

associated with teachers leaving the profession within the first five years. This study investigates 

the mentoring practices used to guide the mentee’s classroom management. Using multiple data 

sources (e.g., lesson plans, preservice teacher reflections, mentor reports, and video and audio-

recorded interviews), this case study uses a five-factor mentoring framework to analyse mentor-

mentee dialogues about classroom management practices. Data indicated 30 out of 34 mentoring 

practices provided input into the mentee’s classroom management; however there was no overt 

evidence on mentoring aims, curriculum, timetabling or assessment that facilitated the mentee’s 

development of behaviour management. Specifically, drawing on the system requirement 

documents, modelling the school’s behaviour management program, articulating pedagogical 

knowledge about implementing behaviour management, and providing feedback presented the 

mentee with opportunities for effective implementation. 

Erdoğan et al., (2010) conducted a qualitative study on classroom management and 

classroom discipline problems, reasons, and solutions as  a case of Information Technologies 

class.  This study was designed as qualitative study. Subjects of this study consisted of 14 school 

administrators, 14 teachers, and 17 parents. Three different, but parallel, semi-structured 

interview schedules were used for data collection. Data were analyzed through the use of content 

analysis method. As a result of this analysis, the problems associated with classroom 

management were grouped under following themes; lack of motivation, breaking the rules and 
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routines, lack of infrastructure, insufficient time management, ineffective classroom 

environment, and lack of interaction in classrooms. On the other side, participants related these 

problems with following reasons; place and structure of the course in the curriculum, classroom 

environment, classroom size and lack of hardware, lack of rules, home environment and parents 

attitudes, lack of teachers’ management skills and students attitudes.  

Bhargava (2009) compared the in-service teachers trained through regular and distance 

mode with respect to the use of teaching skills in the classroom. Major findings of the study 

revealed that 74.19 percent of the teachers trained through regular mode and 73.68 percent of the 

teachers trained through distance mode ask questions as per requirement of content/ topic and 

classroom circumstance. 37.10 percent (regular) and 60.53 percent (distance) teachers are ready 

to answer anytime doubts or questions asked by the students while 53.23 percent (regular) and 

36.84 percent (distance) teachers specify that they prefer if students ask questions after finishing 

the topic. In the study, it was observed that 38.71 percent teachers trained through regular and 

44.74 percent teachers trained through distance mode teachers take more time to introduce a 

complex topic in comparison to an easier. For majority of teachers i.e. 48.39 percent (regular) 

and 55.26 percent (distance), the chosen way of set induction was to ask questions based on 

previous knowledge. This gave them scope to assess the understanding of students besides 

maintaining connectivity with previous chapter/ content and helps in keeping the set inducfion 

short. Study indicated no significant difference in the use of skills of set induction, illustration 

with examples, recapitulation, blackboard writing and use of teaching aids. Significant 

differences at the 5 percent level were observed in questioning and evaluation skills. 

Pal (2009) studied the core teaching skills of in-service primary teachers in relation to 

their self-concept and adjustment. Major findings of the study were: Female teachers showed 

more skill deficiencies than the male teachers. Primary teachers of Sarvodaya Vidyalayas 

reflected more skill deficiencies than the primary teachers of Municipal Corporation Dehli 

schools. Core teaching skills and selfconcept were not significantly correlated between male and 

female primary teachers. Core teaching skills and adjustment were not significantly correlated 

between male and female primary teachers. Core teaching skills and self-concept were not 

significantly correlated between primary teachers of Sarvodaya Vidyalayas and primary teachers 
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of M.C.D. schools. Core teaching skills and adjustment were not significantly correlated between 

primary teachers of Sarvodaya Vidyalayas and primary teachers of M.C.D schools. Core 

teaching skills and self-concept were not significantly correlated between primary teachers 

having professional qualification Diploma in Education (ETE/JBT) and Degree in Education 

(B.Ed.). Primary teachers of M.C.D. schools and Sarvodaya Vidyalayas do not differ 

significantly in their core teaching skills. Sex wise there was no significant difference in core 

teaching skills of primary teachers. Professional qualification bearing Diploma in Education 

(ETE/JBT) and Degree in Education (B.Ed.) of primary teachers do not make any significant 

difference on core teaching skills. Kale (2010) in a study on secondary and higher secondary 

students found that. 

Muthivhi and Broom (2008) have found the continuities across schooling transition as a 

case of classroom practices among teachers in Venda, South Africa. The paper examined the 

institutional practices of classroom teaching and learning in the context of rapid socio-political 

changes. The paper also examined the modes of classroom practice in Grade One and considers 

how these reveal the post-1994 instances of the evolving practices of schooling and classroom 

instruction. However, simultaneous with the evolving practices of schooling and classroom 

teaching and learning are the past forms of schooling and classroom teaching and learning that 

continue to be instantiated within the presently evolving practices of schooling. Therefore, while 

the modes of teaching and learning employed by these teachers, inspired by the new curriculum 

framework, seem to meet the objectives of OBE, in reality these modes fail to effect deep 

learning on the part of learners. As a result, the modes of classroom teaching and learning that 

continue to dominate present schooling in Venda, South Africa, is concrete; emphasising, not 

deep learning that formal schooling should be inculcating, but the everyday, spontaneous, 

knowledge and mode of learning. The paper concluded by suggesting a model of classroom 

practice that is oriented towards inculcating deep learning that transforms pupil every day to be 

familiar in knowledge and modes of learning into new understanding and new modes of learning.  

Rudman (2007) examined students’ perception of evaluation of teaching skills. An 

exploratory, descriptive design in the phenomenological approach was used to describe and 

explore how student tutors’ experienced the process of evaluation of their clinical teaching in a 
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specific distance-learning programme. The researcher conducted a tape-recorded focus group 

interview with seven participants who voluntarily agreed to participate. After transcription, the 

data was analysed using Tesch’s (1992:92) method of analysis to code the data into themes in 

order to identify commonalities. The findings of this study indicated that participants 

experienced the evaluation process positively and negatively. The negative experiences included 

difficulty in obtaining access to evaluators, practical facilities, and inconsistencies of evaluators.  

Angelo and Cross (1993) found substantial differences in the teaching goals of faculty 

from different disciplines, yet they found no differences for educators based on their employment 

status or the type of institution in which they worked. The current quantitative study compared 

the teaching goals of interpreter educators with those of educators from other disciplines. 

Respondents were asked to rate the importance of 52 goal statements from Angelo & Cross’ 

Teaching Goal Inventory  in terms of what they aim to have students accomplish in their courses. 

The data suggested that interpreter education constitutes a separate discipline from the nine 

disciplines identified by Angelo & Cross. Interpreter educators place far more emphasis on the 

development of higher order thinking skills than do educators from most other disciplines. There 

appear to be no differences in the teaching goals of interpreter educators employed in a full-time 

or adjunct capacity, nor for interpreter educators employed at two-year and four-year institutions.  

2.2.1 OVERVIEW 

 Ragawanti (2015) concluded that both pre- and in-service tertiary teachers, curriculum 

designers, and policy makers will be taken to deeply examine how reflective practice can help 

cultivate the pre-service’s classroom management skills and to consider the implication for 

pedagogical practices and innovations in curriculum development.  Varank and Ilhan (2013) 

found that teacher educational technology skills and their years of experiences were significantly 

associated with their course management skills, behavior arrangement skills and activity 

management skills. Claudius Komba and Simon Kira (2013) found that they did not benefit 

much from the teaching practice, there is need for the responsible authorities to review the 

procedures for carrying out teaching practice in order to improve the quality of teachers. 
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 Marashi and Azizi-Nassab (2018) concluded that teacher’s self-efficacy was correlated 

with their language proficiency and that language proficiency and effective classroom 

management were not correlated.  Erdoğan et al., (2010) identified the problems associated with 

classroom management as lack of motivation, breaking the rules and routines, lack of 

infrastructure, insufficient time management, ineffective classroom environment, and lack of 

interaction in classrooms.  Akalin and Sucuoglu (2015) concluded that the intervention program 

increased academic engagement and positive behaviors, while decreasing negative behaviors. 

Teacher opinions related to the performance feedback intervention were generally positive.  

Faida and Yousuff (2014) found that the most important training needs of the primary school 

teachers were training on how to improve students’ behavior through the development of codes 

of conduct for the students at the beginning of the school year, training on efficient time 

management to achieve the objectives of the classroom session, and training on means of 

modifying the abnormal behavior of the students.  Seiza, Vossb, and Kunter (2015) argued that 

teacher education should acknowledge the interplay of the different resources teachers have and 

help them develop their emotional resources to ensure effective instruction.  Selçuk et al. (2017) 

concluded that male students have lower competencies of classroom management scores than 

female students after application of intervention strategies.  Karami, Karami and Attaran (2013) 

suggested that trainee teachers who integrate problem based learning with ICT in solving a 

problem may develop more professional content knowledge and teaching skill than those who 

merely employ ICT.  

 It is surprising to note that most of the studies have been done on classroom management 

skills of teachers but only a very rare number of studies have been conducted with the overall 

abilities of student teachers.  Hence, this study opens a new avenue to investigate the abilities of 

student teachers particularly in the Indian context.   

2.3 STUDIES RELATED TO SOCIAL CAPITAL  

Ghashghaeizadeh (2016) studied the relationship between psychological capital and 

social capital among women teachers. This study was aimed at investigating the relationship 

between psychological capital and social capital among the women teachers working at  
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Behbahan elementary schools. Research method was of descriptive type. The population of the 

research consisted of women teachers in Behbahan elementary schools (N= 230). The statistical 

sample (n=041) was specified by Morgan table and was selected through sampling method. To 

collect data, 2 questionnaires including Luthans (2007) psychological capital questionnaire and 

Abili (2011) social capital questionnaire were used. To analyze data, Pearson correlation 

coefficient and regression were used. The analysis of the data showed that there was a significant 

relationship between psychological capital and social capital.   

Fandiño et al. (2015) investigated about the organizational social capital scale based on 

Nahapiet and Ghosal Model. The goal of this work was to develop and validate a scale to 

identify workers' behaviors as well as those of organizations, and to understand how they 

develop and build enterprise competitiveness through organizational social capital, a complex 

network of relationship that is critical to business success. For this the present theories were 

mapped out to identify the similarities and differences within social capital, focusing on 

organizational social capital. With this background a Nahapiet and Ghosal three dimensional 

model was chosen as the most suitable construct with which to create the instrument. All 

methodological research steps for behavioral instrument creation were taken into account. The 

questionnaire created was refined and validated for semantic and content validity, then it was 

tested using statistical tools for items reduction through Exploratory Factor Analysis to refine the 

instrument. The scale was approved in the tests and the findings of this process also led to the 

conclusion that social capital is a one-dimensional construct. 

Sumarni et al. (2015) studied about the development of character education model based 

on strengthening social capital for students of State Islamic University (UIN) Sunan Kalijaga. 

The purpose of the study was to find out the concept of character education model that was 

appropriate for students to build character of students of UIN Sunan Kalijaga and also to find out 

the teaching materials design of character education based on social capital to build character of 

students of UIN Sunan Kalijaga. This research was motivated by a very dedicated Muslim in the 

productivity of social capital, but not necessarily manifested in everyday life. Colleges are 

academic institutions which is in their work need to uphold the values of professionalism in the 

development of science and technology. The model was composed referring to the verses of the 
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Qur'an and Hadith and the concept of social capital attached to personal characteristics. The 

validation results of the model through Focus Group Discussion (FGD), it was obtained an input 

that it was needed a concrete examples of actual experiences of students as a reflection on the 

discussion of certain topics that some students are still weak in personalities. The result of the 

implementation of this model was an increase in the actualization of student character values. It 

was characterized by the implementation of increased prayer, especially the frequency of 

completeness five daily prayers, the Sunnah prayers and night prayers. This increase was also 

followed by other dimensions, namely: sunnah fasting and orderliness to read the Qur'an, 

especially students who live in boarding school. 

Muniady et al. (2015) conducted a study on the effect of cognitive and relational social 

capital on structural social capital and micro-enterprise performance. The objective of this study 

was to examine the effect of relational and cognitive social capital on structural social capital and 

the effect of structural social capital on the performance of micro-enterprises owned and 

managed by women in Peninsular Malaysia. This study used a cross-sectional approach, and 

quantitative data are collected through structured interviews. It was found that cognitive social 

capital has a significant positive effect on structural social capital, and structural social capital 

has a significant positive effect on micro-enterprise performance. It was found that relational 

social capital has a positive but insignificant effect on structural social capital. 

Rahimnia and Najminia (2014) found the effect of social capital dimensions on 

intellectual capital.  Present study addressed this issue by exploring the relationship of social 

capital and its dimensions, i.e., structural, cognitive, and relational capitals, with intellectual 

capital in employees of Bank Hekmat Iranian. The required data conformed to the research 

model were gathered using a questionnaire distributed among the employees working in different 

branches of this bank. Multivariate regression and Structural Equation Modeling (Path Analysis) 

were applied to assessment of the assumed relationships between the variables and to test of the 

hypotheses. The results indicated positive and significant relationship (at 95 percent confidence 

level) of social capital and its dimensions with intellectual capital where the relational capital 

accounted for the weakest correlation with social capital.  
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Takakura et al. (2014) analyzed the measurement of social capital at school and 

neighborhood among young people. Although most studies o social capital and health relate to 

adults, there was currently an increased number of studies focusing on young people. Most 

previous studies on social capital and health among young people have assessed social capital in 

residential communities, and may have thought little of that in schools. Moreover, measures to 

assess social capital among young people have been little verified their psychometric properties. 

This study thus aimed to develop self-rating scales of social capital at school and neighborhood 

among youngest people and to evaluate psychometric properties of the scales. Self-administered 

questionnaires were distributed to 1,362 students in grades 10-12 at six public high schools 

across Ibaraki, saga and Okinawa prefecture, Japan in 2011. As for questionnaire items of social 

capital, we selected seven items of cognitive social capital at school, five items of cognitive 

social capital at neighborhood, and each one item of structural social capital at school and 

neighborhood. Reliability analyses included internal consistency and test-retest stability. Factor 

analysis was used to evaluate the construct validity of the cognitive measures. Criterion-related 

validity was examined the association with safety at school and neighborhood and health 

indicators, such as self-rated health, depressive symptoms and physical activities. Factor analysis 

showed that cognitive social capital constructs among young people comprised of cognitive 

social capital at school, which included trust and reciprocity within students and trust in teachers, 

and cognitive social capital at neighborhood, which included trust and reciprocity within 

neighbors. The internal consistency of the scale was good (Cronbach’s alpha=0.92-0.94), and its 

stability was also adequate (test-retest reliability=0.48-0.81). as was expected, the cognitive 

social capital scales were associated with safety at school and neighborhood and some health 

indicators, indicating acceptable criterion-related validity. Only the structural social capital scale 

at school was associated with physical activity, while the structural social capital scale at school 

was associated with physical activity, while the structural social capital at neighborhood was 

with safety at neighborhood. Psychometric evaluation of most measurement of social capital 

among young people indicated adequate validity and reliability. However, the validity of the 

structural social capital scale was inconclusive.  

Paiva et al. (2014) reported about development and validation of a social capital 

questionnaire for adolescent students. The aim of the present study was to develop and validate a 
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quick, simple assessment tool to measure social capital among adolescent students. A 

questionnaire was developed based on a review of relevant literature. For such, searches were 

made of the Scientific Electronic Library Online, Latin American and Caribbean Health 

Sciences, The Cochrane Library, ISI Web of Knowledge, International Database for Medical 

Literature and PubMed Central bibliographical databases from September 2011 to January 2014 

for papers addressing assessment tools for the evaluation of social capital. Focus groups were 

also formed by adolescent students as well as health, educational and social professionals. The 

final assessment tool was administered to a convenience sample from two public schools (79 

students) and one private school (22 students), comprising a final sample of 101 students. 

Reliability and internal consistency were evaluated using the Kappa coefficient and Cronbach’s 

alpha coefficient, respectively. Content validity was determined by expert consensus as well as 

exploratory and confirmatory factor analysis. Results: The final version of the questionnaire was 

made up of 12 items. The total scale demonstrated very good internal consistency (Cronbach’s 

alpha: 0.71). Reproducibility was also very good, as the Kappa coefficient was higher than 0.72 

for the majority of items (range: 0.63 to 0.97). Factor analysis grouped the 12 items into four 

subscales: School Social Cohesion, School Friendships, Neighborhood Social Cohesion and 

Trust (school and neighborhood).  

Minckler (2013) designed the school leadership that builds teacher social capital. This 

quantitative study explored the relationship between school leadership and the development and 

sustenance of teacher social capital. Quantitative methodology and analyses ascertain the 

correlation between Leithwood et al.’s dimensions of transformational leadership and the 

author’s dimensions of teacher social capital. Study findings indicated significant, positive 

moderate to high moderate correlations between: (1) transformational leadership and the 

environmental conditions nurturing teacher social capital; (2) leadership and teacher social 

capital; and (3) leadership and teacher collective efficacy. An additional major finding was the 

perception of higher levels of transformational leadership among teachers in middle performing 

and high performing schools as compared to the perceptions of teachers in low performing 

schools.  
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Nejatbakhsh et al. (2012) studied the relationship between social capital and 

organizational citizenship behavior in Iran Carpet Joint Stock Company. Development 

management of economical capitals, physical capitals, and manpower play the most important 

role in the traditional viewpoints on management. The present survey had been conducted to 

study impacts of social capital dimensions on organanizational citizenship behaviors in Iran 

Carpet Jiontstock Company. It was conducted using descriptive-correlation method and 

hypotheses were tested through Spearman rank correlation coefficient and SPSS19 software. 

Results of the survey revealed that there was a direct relationship among various dimensions of 

social capital and organizational citizenship behaviors in Iran Carpet Jiontstock Company. 

Friedman variance analysis and binominal distribution tests demonstrate relational aspect of 

social capital has a higher average than other aspects and social capital status among managers 

and employees of Iran Carpet Jiontstock Company was at a desirable level. 

Ekinci (2012) studied the effects of social capital levels in elementary schools on 

organizational information sharing.  This study aimed to assess the effects of social capital levels 

at elementary schools on organizational information sharing as reported by teachers. Participants 

were 267 teachers selected randomly from 16 elementary schools; schools also selected 

randomly among 42 elementary schools located in the city center of Batman. The data were 

analyzed by using a regression model and correlation analysis on the total scores obtained by 

using mean scores from the “Scale for Social Capital at Schools” and “Scale for Information 

Sharing at Schools.” The findings showed that a statistically meaningful relationship existed 

between all sub-dimensions of social capital and organizational information sharing. The 

correlation coefficients revealed that the highest correlation existed between the trust dimension 

of social capital and organizational information sharing. These results indicated that the 

information sharing levels at schools were, overall, strongly predicted by social capital and that 

the regression model was highly supported by the data set at hand.  

Egeland and Birkeland (2012) reported that the social capital as a source for innovation - 

An explanatory case study of two companies within the oil and gas industry.  The aim for this 

thesis was to reflect the need to consider and include different forms of social capital when 

deciding on innovation strategies and when managing the innovation process. Accordingly a 
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qualitative approach has been applied, using an explanatory case study, based on semi-structured 

interviews with two companies in Norway (Depro AS and iQubeS AS). The companies were 

carefully selected on the basis of their innovative reputation in the Stavanger region, and their 

relation to the oil & gas sector which we characterize to be an interesting setting to explore the 

effect of social capital on innovation. In Depro AS we found that trust in the organization, and 

towards the competition is essential for their innovation process. We found that they operate in a 

closely linked community of operators, service providers and suppliers to develop new 

innovative solutions. Moreover Depro had a strong focus on community building, both in day to 

day operations, and when hiring new personnel. In iQubeS AS we found evidence for different 

forms of social capital, and a vital regional norm built on trust and shared experience. The 

combination of the forms of social capital aided the innovation process of the ‘information 

Quality System’ (iQS), and accordingly in establishing the iQubeS organization. The evidence 

for the significance of social capital was primarily apparent through the heavily networked 

founders and their trustful collaboration toward each other and toward external actors. The close 

tie between the founders prospered a creative collaboration with enthusiasm influencing the 

organizational culture, and is now an important asset in order to successfully expand the 

business.  

Acar (2011) explored the effects of social capital on academic success. Many researchers 

link social capital theory to education and commonly use examples from the field of education to 

examine social capital theory. Accordingly, they accept that reflections and contributions of 

social capital can be observed in the field of education. This paper examined social capital’s 

effects on academic success in education. In view of that, the paper discusses the definition of 

social capital.  Further, parallel to many researchers, this paper focused on two types of social 

capital: (1) family social capital and (2) society social capital.  

 Algan, Cahuc and Shleifer (2011) discussed about teaching practices and social capital.. 

In cross-country data, authors showed that teaching practices (such as copying from the board 

versus working on projects together) are strongly related to various dimensions of social capital, 

from beliefs in cooperation to institutional outcomes. A two-stage least square strategy provided 
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evidence that teaching practices have an independent sizeable effect on student social capital. 

The relationship between teaching practices and student test performance is nonlinear.  

Healey (2011) investigated the principals’ strategies for increasing their teachers’ social 

capital. Within a social capital framework, this paper explored the strategies used by new school 

principals to facilitate relationships among their teachers, the motivations and expected outcomes 

or goals for such relationship building, as well as how those conceptions change over their first 

few months on the job. Using interview data from a sample of first-time principals, results 

suggested that while principals primarily utilize formal structure to create opportunities for 

teacher interaction, they do so in the hopes that relationships developed in these formal settings 

will carry over to teachers’ regular interactions. Moreover, this analysis demonstrated that 

principals seek to develop relationships primarily in order to influence their teachers’ 

instructional practices, though many principals also believe these ties present opportunities for 

developing leaders and can potentially benefit students. An examination across the two interview 

periods further reveals that the relationships among teachers become more prominent for 

principals as they contend with the set of existing relationships and the multiple, competing 

demands of their new role.  

Song (2011) examined a study on social capital and psychological distress. The author 

proposed a conceptual model to explain the diverse roles of social capital-resources embedded in 

social networks-in the social production of health. Using a unique national U.S. sample, the 

author estimated a path analysis model to examine the direct and indirect effects of social capital 

psychological distress and its intervening effects on the relationships between other structural 

antecedents and psychological distress. The results showed that social capital was inversely 

associated with psychological distress, and part of that effect was indirect through subjective 

social status. Social capital also acts intervening mechanism to link seven social factors (age, 

gender, race-ethnicity, education, occupational prestige, annual family income, and voluntary 

participation) with psychological distress.  

Ofori and Sackey (2010) assessed social capital for organisational performance in Ghana.   

A questionnaire field survey supplemented by personal interviews was chosen as the most 
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appropriate design for this investigation. Employees were sampled across the organizational 

hierarchy based on their responsibilities held, positions, type of relationship held with others 

within the organisation. Data was also collected on the demographic characteristics and 

organisational dynamics. The results showed that social capital is critical to knowledge sharing 

in the Ghanaian organization; that it helps to get things done and helps in the attainment of 

organisational objectives. The findings also suggested that three determinate variables of social 

capital: reciprocity, trust and institutional ties, have the most significant positive relationship 

with organisational performance.  

Casanueva and Gallego (2010) analyzed a study on social capital and innovation as an 

intra-departmental perspective.  This study examined the relationship between social capital that 

arises from individual relations and individual innovativeness. Authors showed that the capacity 

to access and to mobilize resources through these relations was a key factor in increasing 

individual innovativeness in a context in which it may be measured. This questions the 

importance of an individual's position in a network as well as the structure of the net- work with 

respect to innovativeness.  

Hawkins and Maurer (2010) found the Bonding, Bridging and Linking of Social Capital 

operated in New Orleans following Hurricane Katrina. Using a qualitative grounded theory 

approach, authors examined the different types of social capital (bonding, bridging, and linking) 

through a social work lens.  The authors attempted to understand how residents utilized their 

social capital to survive the storm, relocate, and rebuild their lives and communities. Results 

indicated residents, especially those with low incomes, relied on, built upon, and collapsed all 

levels of social capital for individual, family, and community survival. Participants described a 

process through which close ties (bonding) were important for immediate support, but bridging 

and linking social capital offered pathways to longer term survival and wider neighborhood and 

community revitalization.  

Macke and Kunrath (2010) attempted a study on social capital dimensions in 

collaborative networks as the role of linking social capital. This paper proposed a model to 

analyze social capital in enterprise collaborative networks. They used qualitative and quantitative 
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methods in a triangulation of information process. This model was built from a case study in an 

enterprise collaborative network, promoted by the Brazilian government. They focused on the 

identification of the social capital dimensions presented in the network.  The “linking social 

capital” allowed us to unify two approaches: one that considered only horizontal social relations 

and another that covers power relations. In this sense, authors proposed a model to analyze the 

linking social capital in collaborative networks, unifying the two different approaches. 

Migheli (2009) assessed the trust through social capital through a possible experimental 

answer.  A basic trust game was played in three Western European countries with undergraduate 

students; a questionnaire measures their level of social capital, as time spent within social 

networks. This measure was stronger and more precise than the ones generally used. In particular 

this paper firstly measured social capital as the intensity of a membership to a voluntary 

organization, while the literature generally considers only the membership per se. Secondly the 

use of an experiment instead of a questionnaire allows for constructing a measure of trust which 

was in principle continuous. Thirdly to play an experiment allows for observing the behaviour of 

the participants better than by the means of a survey. The results are supportive of the fact that 

trust can be assessed through social capital, although the presence of a strong geographical effect 

has to be accounted for. 

Reiche, Harzing and Kraimer (2009) investigated the role of international assignees' 

social capital in creating inter-unit intellectual capital.  They conceptualized international 

assignees as informational boundary spanners between multinational enterprise units, and 

develop a cross-level model that explored how assignees' social capital translates into inter-unit 

intellectual capital. First, as knowledge brokers, assignees create inter-unit intellectual capital by 

linking their home- and host-unit social capital, thereby enabling cross-unit access to previously 

unconnected knowledge resources. Second, as knowledge transmitters, assignees' host-unit social 

capital facilitates their creation of individual intellectual capital, which, in turn, translates into 

inter-unit intellectual capital. The study concluded that individual social capital needs to be 

explicitly transferred to the organizational level to have a sustained effect on inter-unit 

intellectual capital. 
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Chisholm and Nielsen (2009) examined a study on social capital and the resource-based 

view of the firm. This paper integrated the role of corporate social capital in the resource-based 

view of the firm. In the resource-based view, the firm was seen as a pool of resources, including 

vital intangible resources, which can create competitive advantage and superior profits. It was 

argued that social capital figures prominently among such intangible resources. It was shown that 

an explicit inclusion of the role of social capital further strengthens the analytical powers of the 

resource-based view in relation to a number of issues. These issues included the relative merits 

of firms and markets as organizational forms, the rationale of interfirm networks as an alternative 

to spot market exchanges and coordination by a single centralized authority, and the role of 

social capital as a governance mechanism in such interfirm networks. 

Nieminen et al. (2008) analyzed the measurement and socio-demographic variation of 

social capital in a large population-based survey.  The main objective of this study was to 

describe the variation of individual social capital according to socio-demographic factors, and to 

develop a suitable way to measure social capital for this purpose. The similarity of socio-

demographic variation between the genders was also assessed. The study applied cross sectional 

data from the national Finnish Health 2000 survey (n = 8,028) which represents the adult 

population, aged 30 years and over. Several variables indicating social capital were condensed to 

dimensions on the basis of factor analysis. Participants were categorized in each dimension of 

social capital by means of factor scores. The multinomial logistic regression model was used to 

produce the adjusted prevalences for the dimensions of social capital according to socio-

demographic categories (age, gender, education, living arrangements, income, and type of 

region). Three dimensions of social capital were distinguished: social support, social 

participation and networks, and trust and reciprocity. Age had an inverse association with social 

support as well as participation and networks, and a curvilinear association between age and trust 

and reciprocity, the oldest age groups showing the highest level of trust. Married persons and 

those in the highest educational and income groups tended to have more social capital than other 

persons. Residents of urban and rural regions did not systematically differ from each other in 

their level of social capital although residents of urban regions participated less and showed less 

trust than people living in semi-urban or rural regions. Social support varied significantly with 

gender. The decline of social support by age was steeper in women than in men. Social 
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participation and networks increased with education, the gradient appearing steeper among men. 

The difference between married and cohabiting men was substantial compared to women when it 

came to trust.  

Robert et al. (2008) investigated a study on social capital and knowledge integration in 

digitally enabled teams. To understand the impact of social capital on knowledge integration and 

performance within digitally enabled teams, authors studied 46 teams who had a history and a 

future working together. All three dimensions of their social capital (structural, relational, and 

cognitive) were measured prior to the team performing two tasks in a controlled setting, one 

face-to-face and the other through a lean digital network. Structural and cognitive capital were 

more important to knowledge integration when teams communicated through digital networks 

than when they communicated face-to-face; relational capital directly impacted knowledge 

integration equally, regardless of the communication media used by the team. Knowledge 

integration, in turn, impacted team decision quality, suggesting that social capital influences 

team performance in part by increasing a team's ability to integrate knowledge. These results 

suggested that team history may be necessary but not sufficient for teams to overcome the 

problems with the use of lean digital networks as a communication environment. 

Chetty and Agndal (2007) conducted a study on social capital and its influence on 

changes in internationalization mode among small and medium-sized enterprises. The authors 

used an in-depth qualitative study to identify 36 internationalization mode changes in ten New 

Zealand and ten Swedish small and medium-sized enterprises. Using the network approach, the 

authors developed three categories of social capital and discuss their role in influencing mode 

change. The roles included the efficacy role, the serendipity role, and the liability role of social 

capital. These three roles incorporate both the positive and the negative aspects of social capital. 

The liability role was the most frequently observed form of social capital to influence mode 

change.  

Abou (2007) analyzed a theory-based approach to the relationship between social capital 

and communities of practice.    In order to study this relationship Giddens’ theory of 

structuration is used as it provides an integrating meta-theory that recognizes social reality as 
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constituted by both subjective human actors and by objective institutional properties and 

attempts to articulate a process-oriented approach that relates the realm of human action and 

institutional realm. Based on Giddens’ theory a model of the interaction between human action 

and social capital of the firm is developed. According to this model such interaction was 

mediated through a firm’s communities of practice, which are conceptualized as the means for 

realizing the different types of modality between social capital and human action. Such 

conceptualization of a firm’s communities of practice as the means for realizing the different 

types of modality between social capital and human action provides a fine-grained approach to 

study the impact of their elements, i.e., shared repertoire, mutual engagement and joint 

enterprise, on the structural, relational and cognitive dimensions of a firm’s social capital 

respectively. In addition, it explicates the duality of firm’s communities of practice, namely: they 

are both the medium and the outcome of collective human action. This model also showed the 

need for further research in two areas. First was the study of the constraining roles of a firm’s 

communities of practice in creating and sharing organizational tacit knowledge. Second was the 

study of social capital influencing organizational members in their relation to communities of 

practice.  

Agndal and Nilsson (2006) conducted a study on generation of human and structural 

capital: lessons from knowledge management. Inter organizational and social relationships can 

be seen as part of the intellectual capital of a firm. Existing frameworks of intellectual capital, 

however, fail to address how relationships should be managed to generate more intellectual 

capital. 

Leana and Pil (2006) examined social capital and organizational performance from Urban 

Public Schools. The study examined social capital and its relationship with performance at the 

organizational level. Data were collected from 88 urban public schools from principals, teachers, 

parents, and students. Results indicated that both internal social capital (relations among 

teachers) and external social capital (relations between the principal and external stakeholders) 

predict student achievement in mathematics and reading. These effects were sustained over time 

for reading achievement, providing support for a causal relationship between social capital and 

performance.  
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Silva et al. (2006) analyzed the psychometric and cognitive validation of a social capital 

measurement tool in Peru and Vietnam. The Young Lives (YL) study included quantitative 

measures of caregiver’s social capital in four countries (Vietnam, Peru, Ethiopia, and India) 

using a short version of the Adapted Social Capital Assessment Tool (SASCAT). A range of 

different psychometric methods including factor analysis were used to evaluate the construct 

validity of SASCAT in Peru and Vietnam. In addition, qualitative cognitive interviews with 20 

respondents from Peru and 24 respondents from Vietnam were conducted to explore what each 

question is actually measuring. Psychometric techniques showed SASCAT to be a valid tool 

reflecting known constructs and displaying postulated links with other variables. However, 

results from the cognitive interviews present a more mixed picture with some questions being 

appropriately interpreted by respondents, and others displaying significant differences between 

what the researchers intended them to measure and what they actually do.  

Schaefer-McDaniel (2004) aimed at conceptualizing social capital among young people: 

toward a new theory. The concept of social capital has gained more recognition in the past few 

decades but has created conceptual confusion due to varying uses of the term by different 

writers. Definitional and methodological flaws plague the few studies that have explored social 

capital among young people. This paper offered a critical synthesis of the construct and also 

introduces a new theoretical framework of social capital among young people to encourage 

future research. The author understands social capital among young people to consist of three 

components, two of which have previously been discussed in the adult social capital literature: 1) 

Social networks/interactions and sociability; 2) trust and reciprocity; and 3) sense of 

belonging/place attachment.  

Glaeser, Laibson and Sacerdote (2002) designed an economic approach to social capital. 

A standard optimal investment model can be used to analyse an individual's decision to 

accumulate social capital. They analysed six facts that supported the predictions of this 

individual- based approach: (1) social capital first rises and then falls with age, (2) social capital 

declines with expected mobility, (3) social capital rises in occupations with greater returns to 

social skills, (4) social capital is higher among homeowners, (5) social connections fall sharply 

with physical distance, (6) people who invest in human capital also invest in social capital.  
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Due Lake and Huckfeldt (1998) explored about social capital, social networks, and 

political participation. Social Capital is created through the patterns of interdependence and 

social interaction occur within a population, and we attempt to understand the participatory 

consequences these patterns relative to the effects of human capital and organizational 

involvement. Production of social capital in personal networks was examined with the use of 

network and participation data from the 1992 American study of the Cross National Election 

Project. The results suggested that politically relevant social capital (that is, social that facilitates 

political engagement) was generated in personal networks, that by-product of the social 

interactions with a citizen's discussants, and that increasing of politically relevant social capital 

enhance the likelihood that a citizen will be engaged politics.  

Nahapiet and Ghoshal (1998) suggested that social capital has three distinct dimensions: 

structural, relational and cognitive. Cognitive social capital was created through communicative 

language, narratives and codes which influence perceptions of meaning and reality in 

relationships. This research compared the discursive statements of nascent entrepreneurs based in 

the high-technology and creative sectors. The two groups had recently completed two very 

different entrepreneurship training courses. Qualitative data provides an account of how 

cognitive social capital was created through face-to-face and electronic communication. The 

authors demonstrated that entrepreneurial learning extends well beyond the classroom. Making 

effective use of communication, both face-to-face and electronic, was an essential element of 

that learning process. The data demonstrated that those experienced individuals 

(trainers/lecturers) responsible for organizing particular entrepreneurial courses can open-up 

wider networks and learning for their students. 

2.2.3 OVERVIEW 

 Agndal and Nilsson (2006) concluded through his study that drawing on the interaction 

approach and the fields of intellectual capital and knowledge management, this paper developed 

a framework for managing relationships. Song (2011) proved that social capital was inversely 

associated with psychological distress, and part of that effect was indirect through subjective 

social status. Social capital also acts intervening mechanism to link seven social factors (age, 
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gender, race-ethnicity, education, occupational prestige, annual family income, and voluntary 

participation) with psychological distress.  

 Paiva et al. (2014) developed and validated a quick, simple assessment tool to measure 

social capital among adolescent students.  The total scale demonstrated very good internal 

consistency (Cronbach’s alpha: 0.71). Reproducibility was also very good, as the Kappa 

coefficient was higher than 0.72 for the majority of items (range: 0.63 to 0.97). Ghashghaeizadeh 

(2016) showed that there was a significant relationship between psychological capital and social 

capital.   

 It is evident from the above review of literature that most of the studies on social capital 

have been undertaken at organizational level (Ofori and Sackey, 2010 and Glaeser, Laibson and 

Sacerdote, 2002). Only a very few studies were conducted in the field of education.  Hence, this 

study has its own significance to investigate the level of social capital among student teachers.   

2.4 STUDIES RELATED TO KNOWLEDGE SHARING 

Alsharo et al. (2017) made an attempt to investigate the role of knowledge sharing and 

trust on virtual team effectiveness. This research addressed the social effects of knowledge 

sharing on virtual teams. Authors proposed a conceptual model which hypothesized a 

relationship between knowledge sharing, trust, collaboration, and team effectiveness in virtual 

team settings. The findings suggested that knowledge sharing positively influences trust and 

collaboration among virtual team members. The findings also suggested that while trust 

positively influenced virtual team collaboration, it does not have a significant direct effect on 

team effectiveness. 

Areekkuzhiyil (2016) found the impact of organizational factors on the knowledge 

sharing practice of teachers working in higher education sector. The current study aimed to 

explore the various organizational factors that influence the knowledge sharing practices of 

teachers working in higher education sector. The study hypothesized the impact of various 

organizational factors on the knowledge sharing practices of teachers working in higher 

education sector. The data required for the study has been conveniently collected from 250 
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teachers working in various higher educational institutions in the Kerala state. The study used 

structural equation modelling for analysis and found that the organizational factors explain 

63.7% the knowledge sharing practice among the teachers working in the higher education sector 

of the state. Each organizational factor selected in the study influenced significantly the 

knowledge sharing practice. 

 Sajjan and Hiremath (2016) made an attempt on efficient knowledge sharing in multi-

user scenario. Knowledge sharing is an activity through which knowledge is exchanged among 

people, friends, families, communities and organizations. The biggest challenge for knowledge 

management was how to make sure that right knowledge could be available to the right people 

on the right time for any purposes. Finding a person who can give the right knowledge is a 

challenging part due to variety of information needs. This proposed system finds an advisor who 

provides a most relevant knowledge acquired by them to the user in collaborative environment. 

Web surfing data is clustered into tasks by using Gaussian Dirichlet process mixture model. In 

order to mine micro aspects in each task a novel discriminative infinite Hidden Markov Model 

was developed. This knowledge sharing system helps to get the exact knowledge in less time and 

to save a lot of repeating efforts for the same task. Thus, it increased the performance of the 

system by using efficient techniques. 

Portelance et al. (2016) made collaboration through knowledge sharing between 

cooperating teachers and university supervisors. Collaboration between student teacher trainers, 

the cooperating teacher, and the university supervisor, was directly connected with the sharing of 

respective knowledge (Gervais & Desrosiers, 2005). However, fruitful exchanges are not 

necessarily usual (Sanford & Hopper, 2000), which was considered the most detrimental factor 

in the student teacher training process (Kauffman, 1992). This paper presented some results of a 

study on the circulation of knowledge between the student trainers. Data was collected using 

audio recordings of conversations in the natural setting of secondary teacher internship. 

Identification and analysis of the predominant roles illustrated in their discourse reveal that inter-

professional collaboration and collaborative dialog need specific competencies.  
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Santosh and Panda (2016) undertook a study on sharing of knowledge among faculty in a 

Mega Open University. The present study was undertaken to explore the sharing behaviour of 

the faculty of the National Open University in India. Data was collected through a structured 

questionnaire on knowledge sharing behaviour and barriers to sharing from 62 faculty members 

belonging to various disciplines. The findings suggested that sharing was less preferred 

voluntarily and in networks; publishing was most preferred knowledge sharing mechanism; 

sharing of learning materials was more encouraged in the institution; and borrowing from 

Internet was more preferred. The important perceived barriers included lack of recognition and 

absence of organizational knowledge sharing culture.  

Yu and Zhou (2015) examined the tacit knowledge sharing modes of university teachers 

from the perspectives of psychological risk and value. Tacit knowledge sharing (TKS) was 

important to improve the teaching skill and researching knowledge of university teachers. The 

tacit knowledge sharing of university teachers is catalogued as four modes from perspectives of 

the psychological risk and psychological value which are measured by two grades – high and 

low. The four modes are named “Peer-review”, “Learning Community”, “Thumb-a-lift” and 

“Academic Conference”, which are characterized by different values and risks. 

 Latif Kassim et al. (2015) developed the association between attitude towards the 

implementation of staff development training and the practice of knowledge sharing among 

lecturers. This study was aimed to identify the association of teachers’ attitude towards the 

implementation of staff development training with knowledge sharing practices among the 

lecturers of the Teacher Training Institution (TTI). In addition, this study was also to examine 

the differences in attitudes towards the implementation of staff development training and 

differences of knowledge sharing practices of lecturers based on demographic factors (gender, 

teaching experience, and academic qualifications). This was a quantitative approach in cross-

sectional survey to collect data on the attitude towards staff development training and knowledge 

sharing practices among lecturers. The population of this study involved 748 lecturers from TTI 

in Perlis, Kedah, and Pulau Pinang. Stratified random sampling technique was used to select 336 

samples from the population. The instruments used in this research were Attitude of Staff 

Development Training (Siti-Zanariah, 2010) and Knowledge Sharing (Siti-Zanariah, 2010). 
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Statistical Package for Social Science (SPSS) Version 19.0 was used for analysis of data. The 

descriptive data analysis involved the description of the respondents such as frequency and 

percentage, while the second part of inferential analysis was to test the hypotheses, using Pearson 

correlation, t-test, and ANOVA. This study had found that there was a significant and positive 

association between attitude towards staff development training with knowledge sharing 

practices, a significant difference and positive attitude towards staff development training based 

on gender and teaching experience and a significant and positive difference in terms of 

knowledge sharing practices based on gender, teaching experience, and academic qualifications. 

However, the results revealed that there were no significant differences in the attitudes of staff 

development training based on academic qualifications.  

Bisgin (2014) conducted a study on the examination of knowledge sharing levels of 

physical education and sports teachers according to various variables.  This study aimed to 

examine the knowledge sharing levels of physical education and sports teachers on the basis of 

different variables. For this aim, 169 Physical Education and Sports Teachers working in 

Kutahya Province of Turkey in 2013-2014 school year volunteered for the study. In the study as 

data gathering tool knowledge sharing scale developed by Yi, was used. Obtained data were 

analyzed using one-way analysis of variance (ANOVA) and independent sample t-test. In this 

study, statistical significance was set at (α= 0.05). Analyses showed that the knowledge sharing 

levels of the participant Physical Education and Sports Teachers differed at a significant level in 

the sub-dimensions of organizational communication, interpersonal interaction and connecting 

with communities of practice (cops) in favor of male participants and in the sub-dimension of 

organizational communication in favor of the participants having master’s degree. In addition, 

knowledge sharing levels of the study participants showed a significant difference in the sub-

dimension of interpersonal interaction in favor of those older than 36 years and those teaching 

for more than 11 years. In conclusion, sex, age, professional experience and educational 

background variables are thought to be predictive of the knowledge sharing levels of physical 

education and sports teachers. 

 Hart (2014) examined how digital equity and workplace learning influence acceptance of 

a knowledge sharing technology in the higher education workplace. This study used an extended 
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Unified Theory of Acceptance and Use of Technology (UTAUT) model to explain to what extent 

and under what conditions employees accept and use a knowledge sharing technology, Microsoft 

SharePoint (SharePoint), in the higher education workplace. In an effort to understand the 

complexities of employee acceptance and use of technology in the higher education workplace 

two additional moderators were incorporated into the context of UTAUT – digital equity (i.e., 

individual level) and workplace learning climate (i.e., organizational level) factors. The rollout of 

SharePoint as a knowledge sharing technology at the University of Illinois provided the 

opportunity for this study. Using a mixed-methods approach, data was collected from 390 survey 

respondents and 18 focus group participants from three campuses at the University of Illinois. 

Using multiple regression analysis, this data was examined to answer three research questions: 

To what extent and under what conditions do digital equity factors influence predictors (i.e., 

performance expectancy, effort expectancy, and social influence) of intent to use a knowledge 

sharing technology (SharePoint) in the higher education workplace? To what extent and under 

what conditions does workplace learning climate affect predictors (i.e., performance expectancy, 

effort expectancy, and social influence) of intent to use a knowledge sharing technology 

(SharePoint) in the higher education workplace? Which moderator (digital equity factors or 

workplace learning factors) would better influence the use of a knowledge sharing technology 

(SharePoint) in the higher education workplace? The results suggested that gender, job position, 

and workplace learning climate factors influenced employees’ acceptance and use of a 

knowledge sharing technology in the higher education workplace. Specifically as moderators to 

effort expectancy and social influence. Focus group participant responses provided a more in-

depth understanding of these quantitative data results.  

A study conducted by Chen, Fan and Tsai (2014) explored the role of community trust 

and altruism in knowledge sharing of teacher professionals. This study aimed to explore the 

mechanism of how individuals’ knowledge sharing intention and behaviors might be altered with 

a sample of 332 teachers within a virtual community of teacher professionals in Taiwan. After 

controlling for the technology support factors (i.e., perceived usefulness and perceived ease of 

use), authors found that community trust impacts knowledge sharing intention, which in turn 

improves knowledge sharing behavior. Furthermore, altruism augmented the relationship 

between community trust and knowledge sharing intention Results revealed a positive 
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relationship between community trust and knowledge sharing intention was stronger when 

teachers perceived a high level of altruism than it was with a low level of altruism. 

 Usman and Oyefolahan (2014) examined a study on encouraging knowledge sharing 

using web 2.0 technologies in higher education. The main aim of this study focused on the 

determining the ways to encourage knowledge sharing through web 2.0 technologies from 

students’ point of views. A total of 287 students responded to the online questionnaire in 

International Islamic University Malaysia (IIUM). Descriptive statistics was used in data 

analysis. The results showed that students used web 2.0 technologies in learning and sharing 

knowledge among them. In addition, the study found eight items on ways to encourage and 

enhance knowledge sharing among students in the University. These items include Create 

Awareness, Provide facilities, Internet Accessibility, Ease of use, Encourage Teamwork, 

Materials Availability, Improved and Response, and Motivation. 

Jabbari and Madhoush (2014) developed a short form of the questionnaire on 

determinants of knowledge sharing practices in Iranian samples. The present study aimed to 

develop and identify psychometric characteristics of a questionnaire on the determinants of 

knowledge sharing practices in universities consistent with Iranian social-cultural criteria. The 

present study was a methodological research conducted in three stages. Firstly, the researchers 

set to identify the determinants of knowledge sharing practices in universities using the 

qualitative technique of grounded theory, which led to the development of a representative 

framework. Secondly, questionnaire items were written based on the data obtained from 

unstructured interviews with faculty members and appealing to experts’ opinion. Thirdly, 

psychometric attributes of the questionnaire were examined using face, content and construct 

validities as well as internal consistency (reliability). In the third stage, a number of 92 faculty 

members were selected as the participants from Islamic Azad University, Golestan University 

and Gorgan University of Medical Sciences using quota sampling. The results supported the 

suitability of 20 items on the questionnaire. This short form of the Determinants of Knowledge 

Sharing Practices Questionnaire (DOKSPQ) in Iranian faculty members was found to have an 

appropriate factorial structure.  
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 Tseng and Kuo (2014) conducted a study of social participation and knowledge sharing 

in the teachers’ online professional community of practice. In this study, they have collected self-

reported knowledge-sharing behaviors from 321 members of the largest online professional CoP 

of teachers in Taiwan. The results showed that closer connections among online CoP members 

can lead to greater recognition of and altruism towards others. Moreover, performance 

expectation and self-efficacy belief play essential roles in knowledge-sharing participation. Thus, 

the development of social relationships among online teacher members helps them obtain 

potential resources and reliable support through their social network. Also, teachers’ membership 

in the online professional CoP fosters a prosocial attitude that heightens their willingness to share 

useful resources and solve other members’ problems, both emotionally and instrumentally. 

Consequently, knowledge-sharing behaviors, in terms of knowledge giving and knowing 

receiving, are significantly predicted by prosocial commitment and performance expectation 

respectively.  

Abdul Razak et al. (2014) explored the theories of knowledge sharing behavior in 

business strategy.  This paper reviewed the nature of knowledge sharing and theories underlying 

knowledge sharing behavior to understand the factors that influences individual behavior to share 

their knowledge. Several theories have been applied to study knowledge-sharing behavior 

included theory of reasoned action (TRA), theory of planned behavior (TPB) and social 

exchange theory (SET). The literature review was conducted to identify the association of the 

theories practices and knowledge sharing behavior. Initial discussion in this paper, was discuss 

the nature of knowledge sharing and common practices of knowledge sharing behavior. The 

literature review determined willingness, business citizenship behavior and commitment 

represent as an individual knowledge sharing behavior. While, the theories identified that 

attitude, subjective norms, perceived behavioral control, and exchange of maximize benefit and 

minimize cost in turn leads to drive individual towards knowledge sharing behavior. The finding 

contributed to the individual and business in understanding the factors that drive to knowledge 

sharing behavior. 

Nya-Ling Tan and Ramayah (2014) identified the role of motivators in improving 

knowledge-sharing among academics. This research addressed a primary issue that involves 
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motivating academics to share knowledge. Adapting the theory of reasoned action, this study 

examined the role of motivation that consisted of intrinsic motivators (commitment; enjoyment 

in helping others) and extrinsic motivators (reputation; organizational rewards) to determine and 

explain the behaviour of Malaysian academics in sharing knowledge. A self-administered 

questionnaire was distributed using a non-probability sampling technique. A total of 373 

completed responses were collected with a total response rate of 38.2%. The partial least squares 

analysis was used to analyze the data. The results indicated that all five of the hypotheses were 

supported. Analysis of data from the five higher learning institutions in Malaysia found that 

commitment and enjoyment in helping others (i.e., intrinsic motivators) and reputation and 

organizational rewards (i.e., extrinsic motivators) have a positive and significant relationship 

with attitude towards knowledge-sharing. In addition, the findings revealed that intrinsic 

motivators are more influential than extrinsic motivators. This suggested that academics are 

influenced more by intrinsic motivators than by extrinsic motivators. 

Wan Ismail and Hosseini (2014) focused on understanding online knowledge sharing 

intention a factor analysis in e-learning system. The purpose of this thesis was to examine the 

knowledge sharing enablers and individual factors influence intention to knowledge sharing in E-

Learning system. Moreover, its objective was to identify the individual influence on intention to 

share knowledge in E-Learning system and to recognize relationships among them. The current 

research expanded a theoretical framework of online knowledge sharing factors with the 

Decomposed Theory of Planned Behaviour (DTPB). An online questionnaire survey was applied 

to collect data and the analysis was completed according to583 responses from students who act 

in EL system of Open University Malaysia (OUM). A semi-structured interview was constructed 

with 10 participants who were facilitators and teachers in EL system of OUM as the case study 

to achieve knowledge sharing comprehensible and understandable intention.  

Liu et al. (2014) investigated about knowledge sharing among university students 

facilitated with a creative commons licensing mechanism. By gathering 40 university students’ 

feedbacks and their behaviors, this study found that, in terms of trust, sharing self-efficacy and 

outcome expectations, the students had a more positive perception of the CC-integrated platform 

than that of conventional online sharing. In addition, the students were more likely to favor the 
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CC-integrated sharing platform in which they believed that individual identification and profit 

were more effectively sustained and protected in the process of knowledge sharing. The students’ 

activities on these platforms and their perception of knowledge sharing also revealed 

relationships that differed from those found in their performance of programming tasks on other 

online sharing platforms.  

Rungrojngarmcharoen (2013) conducted a study on theoretical synthesis of knowledge 

sharing and educational leadership for sustaining learning communities. With the aim of 

sustaining a learning community, it necessitates synthesizing the creative mechanism of 

knowledge sharing with the application of authentic educational leadership that encompasses a 

process of influencing, sharing knowledge of new concepts, practices, ideas, insights, abilities, 

and values for personal development and of facilitating ongoing learning, communicating certain 

values and useful information for people’s well-being in a community, enhancing academic 

progress, and inculcating sound awareness of continuous lifelong education. The purposes of this 

study through content analysis were to raise the awareness of the eminent power of sharing 

knowledge that required a strong sense of educational leadership and to emphasize the 

significance of sustaining learning communities for the academic achievement of learners in 

particular and for the intellectual well-being of people in a community in general. 

Ramayah, Yeap and Ignatius (2013) conducted an empirical inquiry on knowledge 

sharing among academicians in higher learning institutions. The purpose of this study was to 

uncover the factors that propel knowledge sharing among academicians in higher learning 

institutions of Malaysia. Using the Theory of Reasoned Action as the basis for this study's 

research framework, data was gathered from 447 academicians in 10 public universities scattered 

throughout the country. Findings from the Partial Least Squares analysis revealed that extrinsic 

motivation, reciprocal relationships, sense of self-worth and subjective norm are vital 

determinants of an academician's attitude towards knowledge sharing. In turn, this attitude that is 

formed will largely determine whether the academician engages in knowledge sharing behaviors 

or not. Besides having a positive effect on attitude, sense of self-worth also exhibited a positive 

impact on the subjective norm to share knowledge.  
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Kim et al. (2012) conducted a study on diagnosis framework for identifying the current 

knowledge sharing activity status in a community of practice. The concept of Communities of 

Practice (CoPs) has been highlighted as an effective method for knowledge sharing in 

Knowledge Management and strategically utilized by many organizations. Therefore, the need to 

diagnose knowledge sharing activities in CoPs has increased. Previous research on CoP 

strategies has generally suggested broad guidelines without diagnosing the current knowledge 

sharing status of individual CoPs. Furthermore, diagnosis methodologies are not connected to 

strategic direction and require too much time and effort to conduct regularly.  

Huda Mohd et al. (2012) designed the factors affecting motivations to share knowledge 

among university students. Based on a survey of 270 students in a Malaysian university, this 

study looked at the knowledge sharing behaviour of students when completing their assignment, 

tutorials, laboratory work as well as examination. The findings suggested that the knowledge 

sharing behaviour of students varies according to the factors that motivated them to share their 

knowledge and the factors in which inhibit them in sharing knowledge. Learning from others and 

helping other students are among the agreed factor or motivations towards knowledge sharing. 

Lack of information factors would have been the main reason of not sharing knowledge because 

the students are afraid that they will provide the wrong information. 

Elizabeth (2012) investigated a study on cultivating knowledge sharing and trust in online 

communities for educators. Innovative uses of technology to support teacher learning are 

emerging through professional learning communities that leverage social networking 

technologies. The purpose of this qualitative case study was to examine in-depth successful 

online learning communities for K-12 educators to better understand ways in which knowledge 

sharing and trust are cultivated and supported. Cross-case findings indicated knowledge sharing 

and trust were cultivated and sustained through a clear purpose and common identity, multiple 

options and opportunities for social learning, the active involvement of an experienced and 

credible moderator, as well as modeling and enforcement of appropriate online behavior. 

Karam (2012) made an attempt on community knowledge sharing wiki for Higher 

Education Information Technology Professionals. The goals of the wiki are to improve the 
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knowledge of IT professionals and the services of IT organizations in higher education. A 

structure for the wiki was developed and the wiki was promoted to IT professionals via 

established community mailing lists and other outreach activities. The success of this knowledge 

sharing wiki implementation depended upon identifying a core group of professionals interested 

in establishing and updating the wiki. Once the wiki was established, others in the community 

would also be encouraged to contribute and participate in the wiki to ensure the tool was 

effective and useful for professionals and organizations to improve their IT services. Although 

many IT professionals expressed interest in the wiki, a core group of professionals could not be 

identified to establish the knowledge sharing wiki. A survey was conducted to identify the 

barriers with establishing the wiki and determine criteria for the wiki to be a beneficial tool to 

professionals. Professionals primarily lacked the time to participate and also cited an abundance 

of other resources already available in the field. Some of the professionals may have contributed 

if an incentive of some type was offered. While the establishment of the wiki has not been 

realized, the knowledge gained through developing the foundations for the wiki, promoting the 

wiki and analyzing the challenges with establishing the wiki have been beneficial to the IT 

community. 

Ling (2011) speculated at culture and trust in fostering knowledge-sharing.  The purpose 

of this paper was to understand and explore the co-existence of two influential elements in 

knowledge sharing, namely, ‘culture’ and ‘trust’ in inculcating a culture that shares. A review of 

literature managed to highlight and examine the need for organizations to extend a deeper 

understanding of the interactions between these two elements, which are often regarded as 

crucial factors that supported the tradition to share knowledge (both tacit and explicit) 

originating from organizations’ valuable assets - workers.  

Tutkun (2011) investigated a study on internet access, use and sharing levels among 

students during the teaching-learning process. The purpose of this study was to determine the 

awareness among students and levels regarding student access, use, and knowledge sharing 

during the teaching-learning process. The triangulation method was utilized in this study. The 

population of the research universe was 21,747. The student sample population was 1,292. Two 

different data collection methods were used from two different sources. Quantitative data were 
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collected using a set form distributed to the students titled “The Internet in Teaching-Learning 

Processes Questionnaire”. Qualitative data were also collected through a structured interview 

with 24 faculty members. The following results were obtained: i) Instances of knowledge access, 

use and sharing by students during the teaching-learning process rank high. ii). Female students 

use the internet in a more functional sense than males. iii. The levels of students accessing, using, 

and sharing knowledge during the teaching-learning process differ. iv. Internet access, use, and 

knowledge sharing levels vary between academic departments. v. Internet access, use and 

knowledge sharing levels differentiate according to type of education. vi.  The opinions of 

faculty members and students overlap regarding the level of accessing knowledge via the 

internet, but differ on the subject of use and knowledge sharing. 

Chaoet al. (2011) supported interaction among participants of online learning using the 

knowledge sharing concept. In this study, the concept of knowledge sharing was applied to 

achieve the appropriate interaction among participants in an online learning environment. By 

evaluating and integrating the differences between interaction considerations and knowledge 

sharing, the proposed methodology transforms the interactions into knowledge flows to easily 

apply the concept of knowledge sharing. Then, the corresponding activities can be acquired 

following the conformable analysis. According to experimental results, the learners assigned 

with interaction supported by knowledge sharing flows have better success in terms of learning 

effectiveness. That is, the concept of knowledge sharing significantly influenced the interaction 

throughout the use of a learning platform and was a way to enhance the learning effectiveness. 

Rismark and Sølvberg (2011) studied about knowledge sharing in schools as a key to 

developing professional learning communities. The purpose of this study was to explore how 

schools can become professional learning communities, involving teachers who continuously 

engage in building and sharing knowledge. The presented findings were based on a research 

project in a Norwegian secondary school. The data analysis discussed two circumstances of 

knowledge sharing, captured in the categories creation moments and bumpy moments. While 

knowledge sharing activities at team levels led to knowledge creation moments, whole staff 

assemblies proved to be challenging meeting places and bumpy moments occurred. They 
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suggested that knowledge sharing as a key to developing professional learning communities 

needs to be organizationally supported. 

Cornelissen et al. (2011) conducted a study on the aspects of school-university research 

networks that play a role in developing, sharing and using knowledge based on teacher research. 

This paper reported on 21 participants of a school-university research network embedded in a 

Master’s program. The main question was which aspects of a school-university research network 

play a role in processes of developing, sharing and using knowledge based on research by 

Master’s students.  Fifteen network aspects were distinguished, which together provided a useful 

framework for better understanding. 

Chen and Hung (2010) explored the factors influencing members’ knowledge sharing and 

community promotion in professional virtual communities. Data collected from 323 members of 

two communities were used in our structural equation modeling (SEM). The results suggested 

that norm of reciprocity, interpersonal trust, knowledge sharing self-efficacy, and perceived 

relative advantage were significant in affecting knowledge sharing behaviors in PVCs. The 

knowledge contributing and collecting behaviors were positively related to knowledge 

utilization. Furthermore, while the collecting behavior had a significant effect on community 

promotion, the influence of contributing behavior on community promotion was limited. 

Ryan et al. (2010) focused on organizational practices that foster knowledge sharing  

across distinct national cultures. Using the knowledge-based view (KBV) as the theoretical 

foundation, the study investigated how organizational practices in two distinct national cultures 

support knowledge sharing activities and the associated supporting organizational practices that 

are widely transferable. The authors proposed and empirically tested a model that examined the 

relationships among strategic, decision and technology practices and organizational knowledge 

sharing in two distinct national cultures (US and Japan). The results of the study suggested that 

despite the existing cultural contrasts in these two countries there are some common 

organizational practices that positively impact an organization’s knowledge-sharing 

environment. While these results support a model of core organizational practices that foster 
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knowledge sharing and that are transferable across national cultures, findings also support the 

need for careful consideration of the type of practices applied across different cultures. 

Ogata et al. (2009) studied the factors that influence knowledge sharing among university 

students. The objective of this study was to investigate the factors that influence knowledge 

sharing among students. The factors covered individual, classroom, and technological aspects. A 

questionnaire was used for collecting data. There were 207 students from a university in 

Bangkok, Thailand participated in this study. It was found that technology support, student’s 

ability to share, and degree of competition with the classmates significantly influence knowledge 

sharing of students respectively. In contrast, student’s willingness to share, instructor support, 

and technology availability have no influence on knowledge sharing of students. 

Aalst (2009) distinguished knowledge-sharing, knowledge construction, and knowledge-

creation discourses. The study reported sought to obtain the clear articulation of asynchronous 

computer-mediated discourse needed for Carl Bereiter and Marlene Scardamalia’s knowledge-

creation model. Distinctions were set up between three modes of discourse: knowledge sharing, 

knowledge construction, and knowledge creation. These were applied to the asynchronous online 

discourses of four groups of secondary school students (40 students in total) who studied aspects 

of an outbreak of Severe Acute Respiratory Syndrome (SARS) and related topics. The 

participants completed a pretest of relevant knowledge and a collaborative summary note in 

Knowledge Forum, in which they self-assessed their collective knowledge advances. A coding 

scheme was then developed and applied to the group discourses to obtain a possible explanation 

of the between-group differences in the performance of the summary notes and examine the 

discourses as examples of the three modes. The findings indicated that the group with the best 

summary note was involved in a threshold knowledge-creation discourse. Of the other groups, 

one engaged in a knowledge sharing discourse and the discourses of other two groups were 

hybrids of all three modes. 

Parirokh et al. (2008) identified knowledge-sharing requirements in academic libraries. 

The purpose of this paper was to provide an evaluation of the existing state of practice in 

knowledge sharing in university libraries. This was survey research which was based on an 
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electronic questionnaire. Results revealed that the majority of libraries investigated are quite 

friendly towards knowledge sharing, and the majority of librarians value the importance of 

knowledge sharing. Results also confirmed that the knowledge that they mostly use was mainly 

intangible knowledge. If knowledge-sharing requirements of librarians while collaboratively 

performing reference and information services can be acknowledged, guidelines for enhancing 

conceptual collaborative process would be suggested. 

Hew and Hara (2007) investigated the empirical study of motivators and barriers of 

teacher online knowledge sharing. The focus of this study was to understand knowledge flows 

among teachers by examining what types of knowledge was shared by teachers, as well as what 

motivates or hinders teachers to share knowledge online.  They examined an electronic mailing 

list (listserv) supporting a community of practice of literacy teachers. Data were gathered on the 

teachers in the listserv through online observations. Additional data were collected through semi-

structured telephone interviews with 20 teachers. Findings suggested that two motives of 

community involvement-collectivism, and principlism appear to be the main motivators for 

knowledge sharers to share knowledge, while lack of knowledge and competing priority appear 

to be the main barriers. Practical implications for knowledge sharing and suggestions for future 

research are discussed. The findings of this study inform teachers, listserv moderators, teacher 

associations, as well as researchers of educational technology who are interested in knowledge 

sharing among teachers within communities of practice mediated by computer networks. 

Chiu et al. (2006) focused on understanding knowledge sharing in virtual communities 

through integration of social capital and social cognitive theories. This paper integrated the 

Social Cognitive Theory and the Social Capital Theory to construct a model for investigating the 

motivations behind people's knowledge sharing in virtual communities. Data collected from 310 

members of one professional virtual community provide support for the proposed model. The 

results helped in identifying the motivation underlying individuals' knowledge sharing behavior 

in professional virtual communities. 

Jewels and Ford (2006) examined the factors influencing knowledge sharing in 

information technology projects. Using a combined qualitative/quantitative method of data 
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collection in multiple case studies spanning four continents and comprising a variety of 

organizational types, the focus of this current research centered on the question of why 

individuals working within IT project teams might be motivated towards, or inhibited from, 

sharing their knowledge and experience in their activities, procedures, and processes. The 

research concluded with the development of a new theoretical model of knowledge sharing 

behavior, the Alignment Model of Motivational Focus. This model suggested that an individual’s 

propensity to share knowledge and experience was a function of perceived personal benefits and 

costs associated with the activity, balanced against the individual’s alignment to a group of 

institutional factors. These factors are identified as alignments to the project team, to the 

organization, and, dependent on the circumstances, to either the professional discipline or 

community of practice to which the individual belongs. 

Chaudhry and Sivakamasundari (2004) aimed at perceptions of teachers about knowledge 

sharing in schools. This paper explored how teachers in schools share their knowledge, 

experiences, and ideas; what are their preferences in knowledge sharing practices; what tools 

they use, and what problems they face in sharing knowledge. Unstructured interviews were 

conducted to gain an in-depth understanding of the perceptions of teachers. Teachers saw sharing 

with colleagues as a way to increase their learning and also viewed their own learning as worthy 

of sharing with colleagues. They preferred casual sharing, online communication, peer coaching, 

and interactive workshops. Time constraint was the major hurdle according to teachers while 

stress, reluctant to share and fear of criticism also contributed to the low frequency of knowledge 

sharing. Majority of teachers use e-mail and “Teachers Network” for knowledge sharing. 

Teachers supported the view that information technology had improved their communication 

with their counterparts. 

Weijnen, Herder and Thissen (2001) investigated knowledge sharing in education, 

research and industry by bringing knowledge management down to earth. The SEPA curriculum 

of the Delft University of Technology provided students with a solid background in systems 

engineering and complex problem solving. This multi-disciplinary curriculum contains basic 

courses in mathematics, economics, policy analysis, organization and management and 

(statistical) data research and processing. The students specializing in process systems 
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engineering are taught topics from the physical and chemical engineering fields. The curriculum 

provided a good basis for students’ research into knowledge management in the process industry 

described in this paper. The students took the design process of chemical plants as their research 

subject for their Masters thesis. The design process of industrial facilities is a large, complex 

topic involving many people and disciplines. The students analyzed the status of knowledge 

management in the companies and looked for ways to improve upon those strategies. The multi-

disciplinary background of the students turned out to be very effective in analyzing the problem 

and designing solution strategies for the companies. 

Ramayah et al. (    ) examined the knowledge sharing among academics in institutions of 

higher learning. This paper presented a research agenda for a funded research project on 

knowledge sharing among academics in Malaysia. One of the main objectives was to develop 

validate and measure of knowledge sharing which is suitable for academicians. Previous studies 

on knowledge sharing have used standard measurement items which do not cater for the multiple 

roles held by academics such as teaching, mentoring, supervising, publishing, networking etc.  

2.5 RELATIONSHIP BETWEEN SOCIAL CAPITAL AND KNOWLEDGE SHARING  

Zimmermann et al. (2017) explored the sourcing in or out and the implications for social 

capital and knowledge sharing. The sharing of knowledge between a firm and its internal or 

external service suppliers has become an important element of contemporary sourcing 

arrangements. Moreover, the knowledge based view (KBV) has long suggested that due to 

stronger cognitive links within firms, internal compared to external service provision creates 

better conditions for knowledge sharing. To scrutinize the possible knowledge sharing 

advantages of internal sourcing in more depth, we turn to social capital research. There are some 

theoretical claims that social capital and knowledge sharing are stronger within than between 

firms, and there was ample evidence that social capital facilitates knowledge sharing. Our survey 

results suggested that the extent of knowledge sharing and social capital are indeed stronger in a 

captive than in an external sourcing mode, and that structural (tie strength), cognitive (shared 

understanding), and relational (trust) aspects of social capital mediated the effect of sourcing 



133 

 

mode on the extent of knowledge sharing. By contrast, network stability (a structural aspect) 

mediated knowledge sharing only indirectly, by reinforcing the other social capital aspects.  

Lefebvre et al. (2016) conducted a study on social capital and knowledge sharing 

performance of learning networks. The purpose of this study was to empirically investigate the 

relationship between the social capital accumulated among network members and the 

performance of learning networks in terms of their ability to enhance knowledge sharing among 

network members. A network level perspective guided the sampling strategy adopted for this 

survey involving 150 members of 16 European learning networks. Hierarchical multiple 

regression and structural equation modelling were employed to investigate the inter-relationships 

between dimensions of social capital and knowledge sharing in learning networks. The results 

revealed that social interaction and cognitive social capital are positively and significantly related 

to knowledge sharing in learning networks. Social interaction is also shown to play an important 

role in the development of shared vision and shared language (i.e. cognitive social capital) in 

learning net-works.  

Prasetio (2014) aimed at understanding knowledge sharing and social capital in social 

network sites. This research was intended to explore whether the intensity of use of social 

networking service is related to users’ social capital dimension: structural (social interaction 

ties), relational social capital (trust, norms of reciprocity, and identification), cognitive (shared 

vision) and furthermore their relation with knowledge sharing. The result was analyzed using 

PLS-SEM method to examine the hypotheses. Authors found that the use of SNSs raise all 

dimensions of social capital. They also found that structural and cognitive dimensions of social 

capital positively related to knowledge sharing. 

Tsai et al. (2014) assessed a group social capital in virtual teaming contexts: A 

moderating role of positive affective tone in knowledge sharing. This study examined the 

interplay of social capital and positive affective tone in virtual group working contexts. This 

study integrated social capital theory with positive affective tone to postulate an integrated model 

that captures the main effects of social capital and the moderating effects of positive affective 

tone in the formation of knowledge sharing. Our empirical analysis confirmed the duality 
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between social and affective considerations in influencing knowledge sharing, as well as 

demonstrates a complex pattern of interdependencies between these two effects. The empirical 

tests showed that knowledge sharing was positively influenced by positive affective tone, trust, 

and shared vision. Meanwhile, the effects of trust and social interaction on knowledge sharing 

are moderated by positive affective tone. 

Aslam et al. (2013) conducted a study on social capital and knowledge sharing as 

determinants of academic performance. Current study empirically examined the relationship 

between social capital and knowledge sharing, and how knowledge sharing impacts academic 

performance. For this purpose, multiple linear regression analysis has been performed. The 

results of the analysis highlighted various aspects of the relationship between social capital, 

knowledge sharing and academic performance. Understanding how students learn to share 

knowledge in their respective social networks and the motivation behind this knowledge sharing, 

can help the university authorities in identifying the steps that can facilitate the process of 

knowledge sharing which in turn can lead to enhancement in the quality of the learning process. 

Chang et al. (2011) aimed at social capital and individual motivations on knowledge 

sharing. To attempt to understand this paradox, authors combined the theories of social capital 

and individual motivation to investigate the factors influencing knowledge sharing behavior in a 

virtual community, applying a participant involvement concept to analyze the moderating effects 

of individual motivation on knowledge sharing behavior. By analyzing the results of a survey 

using a questionnaire, they found that altruism, identification, reciprocity, and shared language 

had a significant and positive effect on knowledge sharing. Reputation, social interaction, and 

trust had positive effects on the quality, but not the quantity, of shared knowledge. Participant 

involvement had a moderating effect on the relationship of altruism and the quantity of shared 

knowledge. 

Hao et al. (2010) adopted a multilevel approach on the effect of social capital on 

knowledge sharing in work teams. Given the nested nature of work teams, this study 

distinguished social capital between team-levels and individual-levels to investigate their effects 

on individual knowledge sharing in work teams. A survey was conducted to test the hypotheses 
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involving 343 participants who were nested in 47 knowledge-intensive teams across 9 Chinese 

organizations. Our results revealed that social capital at different levels conjointly influences 

individuals’ sharing of their explicit and tacit knowledge and also played distinct roles on the 

individuals’ sharing behavior in work team context. The results also demonstrated that an 

optimal social network configuration maximizes team members’ knowledge sharing. Our 

investigation from a multilevel approach articulated how social capital at different levels in 

conjunction influences individual sharing behavior, contributing to the existing social capital and 

social network theories as well as the literature of knowledge management. 

Wah et al. (2009) carried out a study on social capital and knowledge sharing in 

knowledge-based organizations. The study aimed to understand the social and organizational 

factors that influence knowledge sharing. A model of knowledge management and knowledge 

sharing was developed inspired by the work of Nahapiet and Ghoshal. Data on knowledge 

sharing processes and various social capital measures were collected from a sample of 262 

members of a tertiary educational institution in Singapore. Rewards and incentives, 

openmindedness, and cost-benefit concerns of knowledge hoarding turned out to be the strongest 

predictors of knowledge sharing rather than pro-social motives or organizational care. 

Individuals who are highly competent in their work abilities are less likely to share what they 

know when they perceive that there are few rewards or when sharing was not recognized by the 

organization. 

2.5.1 OVERVIEW 

 Chen, Fan and Tsai (2014) revealed that positive relationship between community trust 

and knowledge sharing intention was stronger when teachers perceived a high level of altruism 

than it was with a low level of altruism.  Zimmermann et al. (2017) in his study highlighted 

important contributions to research and practice of internal sourcing and social capital.  Lefebvre 

et al. (2016) conducted a study on social capital and knowledge sharing performance of learning 

networks where he found that social interaction and cognitive social capital are positively and 

significantly related to knowledge sharing in learning networks.  
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 Aslam et al. (2013) highlighted the relationship between social capital and knowledge 

sharing, and how knowledge sharing impacts academic performance and also discussed various 

aspects of the relationship between social capital, knowledge sharing and academic performance. 

Wan Ismail and Hosseini (2014) supported the fundamental statement that superior altitudes of 

individual motivational factors including trust, perceived ease of use, perceived usefulness, and 

educational compatibility direct to influence intention to share knowledge well. Chaudhry and 

Sivakamasundari (2004) found that majority of teaches use e-mail and “Teachers Network” for 

knowledge sharing.  

 Hew and Hara (2007) suggested teachers, moderators, teacher associations, as well as 

researchers of educational technology who are interested in knowledge sharing among teachers 

within communities of practice are mediated by computer networks. Wah et al. (2009) concluded 

individuals who are highly competent in their work abilities are less likely to share what they 

know when they perceive that there are few rewards or when sharing is not recognized by the 

organization.  Santosh and Panda (2016) suggested that sharing was less preferred voluntarily 

and in networks; publishing was most preferred knowledge sharing mechanism; sharing of 

learning materials was more encouraged in the institution; and borrowing from Internet was 

more preferred. Huda Mohd et al. (2012) suggested that the knowledge sharing behaviour of 

students varies according to the factors that motivated them to share their knowledge and the 

factors in which inhibit them in sharing knowledge. 

 Reviewing many studies on knowledge sharing, it is evident that more number of  studies 

have been done on knowledge sharing in institutional and organizational practices.  But only a 

very few studies have been conducted on teacher education.  Since knowledge sharing is very 

important for the student teachers who are going to produce to future citizens of our country, this 

study assumes its importance to investigate the extent of knowledge sharing among student 

teachers particularly in the Indian context.   

2.6  REFLECTION OF RESEARCHES REVIEWED 

An overview of related research studies reviewed in this chapter confirmed that sizeable 

number of research studies have been carried out on socio emotional competence and abilities of 
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student teachers both in India and Abroad.  All the research undertaken has provided enriched 

understanding of various factors that influence socio emotional competence and abilities of 

student teachers.  The present study shed light on the development of social capital and 

knowledge sharing in enhancing socio emotional competence and abilities of student teachers.   

This would go a long way in creating a bright future for citizens which in turn would pave way 

for the nation’s scientific and technological development on the whole.  Student teachers should 

keep in mind that socio emotional competence and their abilities have pivotal role in tackling the 

school students but also to lead their life better. 

The present study is a unique attempt made by the investigator by providing intervention 

modules of social capital and knowledge sharing so as enhance socio-emotional competence and 

abilities of student teachers which seems to be a very rare effort in the Indian context.  Such a 

combination of assessing the variables like socio emotional competence and abilities through 

social capital and knowledge sharing intervention among student teachers is very rare in 

Tamilnadu. So, the present study fills the major gap by examining the factors that enhances the 

abilities of student teachers.  

As far this review is concerned, no researcher has attempted to investigate the socio 

emotional competence and abilities by using intervention modules of social capital and 

knowledge sharing in teacher education colleges.  The present study ensures that there is a 

methodology based gap which needs to be speculated. 

A bird's eye view presents a picture of a bunch of studies which, though they bring out 

significant conclusions.  It is also inferred that most of the studies on social capital have been 

investigated at the organizational level.  Hence, the present study is the most viable and practical 

means by investigating socio emotional competence and abilities of student teachers through 

intervention modules of social capital and knowledge sharing which is the need of the hour to 

improve the quality of teacher education.   
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2.7 CONCLUSION 

 The present chapter dealt with the exhaustive reviews of literature related to the study and 

the following chapter is presented with the methodology adopted for the present investigation. 
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CHAPTER - III 

METHODOLOGY 

3.1 INTRODUCTION 

This chapter presents a clear view about the methodology employed in order to achieve 

the objectives and to verify the hypotheses of the study. The research methodology refers to the 

decisions taken within the framework of specific determinants unique to the Research study (De 

Beer 1999). Research, according to the Longmans English dictionary (1979) simply means an 

investigation, which was undertaken in order to discover new facts and knowledge or to get 

additional information. By researching one tries to get answers to solve a particular problem. 

Methodology on the other hand is a body of methods, rules and procedures employed by those 

carrying out an investigation. It refers to the way information is found or the something is done. 

It involves all things crucial to a piece of research being carried out effectively, this includes the 

philosophical approaches, theoretical models, rules for creating hypotheses and operationalising 

concepts, rules about designing and conducting meaningful experiments and procedure to collect 

and analyze the data and guidelines for writing results. Therefore research Methodology is an 

application of scientific procedures to get answers to particular problem or puzzle 

(Akakandelwa, 2000). 

According to Burns and Grove (2003), research design is “a blue print for conducting a 

study with maximum control over factors that may interfere with the validity of the findings”. 

Parahoo (1997) describes a research design as a “plan that describes how when and where data 

are to be collected and analysed”. Polit et al. (2001) defines a research design as “the 

researcher’s over all view for answering the research question or testing the hypothesis. 

According to Polit and Hungler (1995) research designs vary with regard to how much structure 

the researcher imposes on the research situation and how much flexibility is allowed once the 

study is under way. A research design refers to the planning of any research from the first to the 

last step (Bless and Achola 1988). It is the programme designed to guide the researcher in data 

collection, data analysis and interpretation of the collected data.  



140 

 

3.2 VARIABLES 

The variables included in the present investigation are: 

❖ Social capital and  

❖ Knowledge sharing  

❖ Socio-emotional competence and  

❖ Abilities of student teachers 

3.3 OPERATIONAL DEFINITION  

The following are the operational definition for the chosen independent and dependent 

variables central to this study which ascribes concise detailed description of a measure to a 

concept that eliminates ambiguity ensures comprehensible knowledge of the terminology which 

is the only way to ensure consistent data collection.  

1. Socio-emotional competence 

Socio - emotional competence refers to the student teachers ability to experience, regulate 

and express emotions, to form to close and secure interpersonal relationships, and to explore his 

or her environment and learn, all in the context of family, community and culture. The 

components are,  

 Self Awareness – The ability to accurately recognize one’s emotions and thoughts, their 

influence on behaviour includes accurately assessing one’s strength and limitations, 

possessing a well grounded sense of confidence and optimism. 

 Self Management – The ability to regulate one’s emotions, thoughts and behaviours 

effectively in different situations. This includes managing stress, controlling impulses, 

motivating oneself and, working towards achieving personal and academic goals. 

 Social Awareness - The ability to take the perspective of and empathizes with others 

from diverse backgrounds and cultures to understand social and ethical norms for 

behaviour. 
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 Relationship Skills – The ability to establish and maintain healthy and rewarding 

relationships with diverse individuals and groups. This includes communicating, learning, 

listening, acting, cooperating, resisting inappropriate social pressure, negotiating 

conflicts, constructivism and seeking and offering help when needed. 

2. Abilities of student teachers 

Student teachers abilities refers to the, student teachers abilities such as  

 Classroom management – the ability to manage the classroom discipline 

 Teaching Skills – the ability to impart knowledge 

 Teaching Goals: The ultimate goal of teaching is to promote learning.  

3. Knowledge sharing 

 Knowledge Sharing refers to social action involving the collective behaviour of a group 

of people includes the provision of task related knowledge to others as well as reception of such 

knowledge from others shaping interactions among a group of people. In view of learning 

environment, social interaction, communication flow, awareness, attitude, degrees of enjoyment 

in helping others and web technology factors.  

4. Social capital 

Social capital has been demonstrated to be able to motivate individuals to contribute their 

knowledge to social communications (Wasko and Faroj 2005). The Components are,  

 Structural Capital – is the level of a group network which influence the knowledge 

sharing. 

 Cognitive Capital – is the expertise and tenure of individuals’ shared understanding 

involved in a group, influence on the intra-group  knowledge sharing 

 Relational Capital – encompassing individuals trust and commitment to a group make 

individuals treat one in a positive mode and emotionally support one another  
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3.3 MAJOR OBJECTIVES OF THE STUDY 

After considering the theoretical perspectives and review of the related literature, the 

following objectives were formulated.  

1. To select appropriate tools to measure socio-emotional competence, Abilities of student 

teachers and to develop tools to measure social capital and knowledge sharing. 

2. To design module based on social capital and knowledge sharing suitable for student teachers. 

3. To assess the impact of the designed social capital and knowledge sharing intervention on 

socio-emotional competence and abilities of student teachers.  

4. To investigate differences in socio-emotional competence and abilities with respect to marital 

status of student teachers.  

3.4 HYPOTHESES 

Keeping the above objectives in view, the following hypotheses were formulated. 

1. There will be no significant difference between Control and Experimental group students in 

the pre-test scores of 

a. Socio-emotional competence  

b. Abilities of student teachers  

2. There will be significant difference between Control and Experimental group students in the 

post-test scores of 

a. Socio-emotional competence  

b. Abilities of student teachers  
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3. There will be significant difference between pre-test and post-test scores of Experimental 

group students in 

a. Socio-emotional competence  

b. Abilities of student teachers  

4. There will be significant difference between pre-test and post-test scores of control group 

students in 

a. Socio-emotional competence  

b. Abilities of student teachers  

5. There will be significant difference between Control and Experimental group students in the 

gain scores of 

a. Socio-emotional competence  

b. Abilities of student teachers  

6. There will be significant difference between married and unmarried student teachers in the 

gain scores of 

a. Socio-emotional competence  

b. Abilities of student teachers  

3.5 RESEARCH DESIGN 

In the present study, Quasi-Experimental Design method is employed to describe and 

interpret the social capital and knowledge sharing with other selected variables as Socio-

emotional competence and abilities of student teachers. 
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Quasi-experiment is an empirical study used to estimate the causal impact of an 

intervention on its target population without random assignment. Quasi-experimental designs 

typically allow the researcher to control the assignment to the treatment condition, but using 

some criterion other than random assignment (e.g., an eligibility cutoff mark). In some cases, the 

researcher may have control over assignment to treatment. In both experimental (i.e., randomized 

controlled trials or RCTs) and quasi-experimental designs, the programme or policy is viewed as 

an ‘intervention’ in which a treatment–comprising the elements of the programme/policy being 

evaluated – is tested for how well it achieve its objectives, as measured by a pre-specified set of 

indicators. A quasi-experimental design by definition lacks random assignment, however, 

assignment to conditions (treatment versus no treatment or comparison) is by means of self-

selection or administrator / investigator selection or both of these routes. 

Gr I Experimental group T1 X - Treatment T2 Gain = T2 - T1 = DE 

Gr II Control group T11           Y - No treatment T12 Gain = T12 - T11 = DC 

 Two groups as they exist [traditional method lectures (Y = no treatment) and social 

capital, knowledge sharing intervention (X = treatment)] are selected and one group is taken to 

be the experimental group and the other as the control group. Pre-tests were administered to both 

the groups. The control group students received traditional method of teaching whereas, the 

experimental group is treated with social capital and knowledge sharing intervention. After, the 

treatment, post-tests are conducted. The differences in the pre-test and post-test measures are 

calculated separately for the two groups. The significant difference between the different 

measures of the two groups is computed. For examples if T2 - T1 = DE for the experimental 

group and T12 - T11 = DC for the control group, then we test the significance of the difference 

between DE and DC. If the difference is significant, then we conclude that the treatment is 

effective. 

➢ SAMPLE 

A sample can be defined as the representative of the population selected for a study 

whose characteristics exemplify the larger group from which they were selected.  
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When selecting a sampling strategy, it is necessary that it fits the purpose of the study, the 

resources available, the question being asked and the constraints being faced. This holds true for 

sampling strategy as well as sample size. A Multistage sampling procedure was adopted for the 

present study. 

The researcher identified the colleges of education in and around Chennai District. 600 

student teachers were chosen from various college of education. The medium of instruction of 

these students is English. The selected students were administered the test. The test contained 

152 questions based 5 point Likert scale questions. The test items were based on relationship 

skills, social awareness, self-awareness, self-management, classroom management, teaching 

skills and teaching goals for student teachers.  

600 student teachers have been statistically placed under 2 groups, low and high based on 

their socio-emotional competence and abilities of student teachers. For the present study, the 

investigator has chosen student teachers who come under low group. 

Table 3.1 

Showing the level of socio-emotional competence and abilities of student teachers 

  Abilities of 

student teachers 

 

  Low  High Total 

Socio-emotional 

competence 

Low 126 288 414 

Percentage 21% 48% 69% 

High 24 162 186 

Percentage  4% 27% 31% 

Total Total 150 450 600 

Percentage 25% 75% 100% 

Table 3.1 shows the number of student teachers under low and high. 
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It is essential to select a suitable college of education where the experiment could be 

conducted. The college of education was selected based on the cooperation from the head of the 

institution, regularity of student teachers and locality. Since there were 126 student teachers in 

the low group in N.K.T National College of Education for Women and Lady Willingdon institute 

of Advanced study of Education, the same institutions have been chosen for the conduction of 

the experiment. Both the colleges of education (institutions) were located in Triplicane, Chennai 

District, Tamilnadu.  42 students have been randomised into control and experimental group 

from Lady Willingdon institute of Advanced study in Education and 84 students have been 

randomised into control and experimental group from N.K.T. National College of Education for 

Women. The basic idea of choosing the student teachers who come under low group is to 

identify the level of socio-emotional competence and abilities they have and to design social 

capital and knowledge sharing module to create interest among the student teachers which can 

enhance their socio-emotional competence and abilities among student teachers. 

Table 3.2 

Showing distribution of students in Experimental and Control group based on their 

institution 

N.K.T.N.C.E L.W.I.A.S.E 

Experimental Group Control Group Experimental Group Control Group 

42 42 21 21 

Table 3.2 shows the number of students in each of the experimental and control groups based on 

their institution. 

Control group students are taught using traditional method which was designed to address 

a majority of student population. The experimental group students were taught using the social 

capital and knowledge sharing intervention module which caters the need of all student teachers. 

Social capital and knowledge sharing intervention module contains of 30 days programme. Each 

session indicates the following sequence. 
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Table 3.3 

Table showing the day-wise representation of Intervention programme 

S.No. Content Days Background 

1 Orientation Programme 3 To explain building positive relationship (i.e) 

rapport with ice breaking sessions. 

2 Facilitating Group Dynamics 3 Social dynamics and facilitation, building trust, 

supporting participation, content collaboration, 

decision making, bonding and bridging. 

3 Developmental strategies 3 Awareness about social capital and knowledge 

sharing, promoting self-regulation, sustain 

behavioural changes,  

4 Establishing guidance and supportive 

environment 

3 Identify and provide supportive strategies for 

socio-emotional competence and abilities of 

student teachers. 

5 Constructing framework and Methodologies 3 Illustrates to build knowledge sharing and social 

capital, adaption of various methodologies. 

6 Tools and services to support virtual 

collaboration 

3 Creating awareness in social media, exchange of 

knowledge through social media. 

7 Facilitating virtual collaboration and 

interaction 

3 Providing online facilitation, collaboration and 

interaction. 

8 Field-based knowledge sharing and learning 

methods 

2 Collecting and Sharing of knowledge based 

information from various institutions. 

9 Promoting socio-emotional competence 

through modified pyramid model-social 

capital and knowledge sharing 

3 Students in low level will be enhanced by social 

capital and knowledge sharing. 

10 Individualized intensive intervention 3 Social skills, challenging behavior, team 

approach, social and emotional development. 

11 Social capital and knowledge sharing 

strategies 

3 Social networks, social relationship and 

knowledge transformation. 

12 Conclusion and feedback 1 Evaluation and getting feedback from the 

student teachers. 
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3.6 METHOD OF THE STUDY 
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Fig. 3.1 Flow chart of various phases of study 

This study is carried out in the following steps: 

1. Pre-test is conducted for both Experimental and control group students in 

➢ Socio-Emotional competence 

➢ Abilities of Student teachers  

2. Keeping in mind the various areas of social capital and knowledge sharing among the student 

teachers in Experimental group, social capital and knowledge sharing module is designed.  

3. Experimental group students are exposed to an intervention programme using the social 

capital and knowledge sharing module designed. 

4. After completion of the topics post-test is conducted for both Experimental and control group 

students in 

❖ Socio-emotional competence  

❖ Abilities of student teachers 

5. Data is collected and analyzed. 

3.7 DESIGNING AND DEVELOPING MODULE 

❖ SOCIAL CAPITAL AND KNOWLEDGE SHARING MODULE  

The module is designed keeping in mind the student teachers natural learning strengths. 

Modules are presented to the student teachers in a wide variety of ways. This can make the 

module open and flexible enough to place student teachers in charge of their own learning and 

help them to understand the concepts better. This also improves student teachers educational 

experiences, improves instruction for diverse groups and increases student teachers’ ability to 

work with school students. 
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❖ SOCIAL CAPITAL AND KNOWLEDGE SHARING MODULE  

Aims 

The training aims to  

➢ Develop socio-emotional competence and abilities of student-teachers in planning and 

implementation 

➢ Raise participants knowledge sharing skills and attitude. 

➢ To make student-teachers aware of knowledge sharing and social capital plays key role in 

socio-emotional competence and ability of students-teachers. 

➢ To motivate through sharing of knowledge, best practices/case study/field exposure.  

➢ Sensitize the participants to develop knowledge sharing, skills, and attitude to effective 

management of socio-emotional competence and ability of students-teachers. 

Training objectives: 

The training is designed to achieve the objectives. 

At the end of the training trainee will be able to: 

❖ Describe the importance of knowledge sharing and social capital 

❖ Explain the innovation and technologies available in the market and bale to choose 

suitable technology. 

❖ Design the plan foe socio-emotional competence and abilities of student-teachers. 

❖ Discuss the practices in promoting socio-emotional competence through adopted pyramid 

model. 

❖ Explain the steps involved in field implementation of the knowledge sharing and social 

capital in various institutions. 
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Training Modules:  

Module: 01: Training Programme 

Module: 02: Facilitating Group Dynamics 

Module: 03: Developmental Strategies 

Module: 04: Establishing Guidance and Supportive Environment 

Module: 05: Constructing Framework and Methodologies 

Module: 06: Tools and Services to Support Virtual Collaboration 

Module: 07: Facilitating Virtual Collaboration and Interaction 

Module: 08: Field-Based Knowledge Sharing and Learning Methods 

Module: 09: Promoting SEC through modified pyramid model 

Module: 10: Individualized Intensive Intervention 

Module: 11: Social Capital and Knowledge Sharing Strategies 

Module: 12: Conclusion  

Methodology:  

• Lecture cum discussion 

• Group discussion and activities 

• Field visit 

• Case studies 

• Film shows 
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3.8 TOOLS USED 

The tools chosen were found to be suitable, workable, reliable and valid. According to 

David Colton, Robert W. Covert (2007), “Validity is the most critical criterion and indicates the 

degree to which an instrument measures what it is supposed to measure”.  According to Kothari 

(2009), “Validity refers to the ability of an instrument to measure what the researcher intend it to 

measure”. Reliability speaks to the consistency of researcher’s measurement, Kothari (2009). The 

need for construction arose as it is found that there were no suitable tests available for the 

assessment of the variables that is appropriate to the sample studied.  

The variables chosen for the present study necessitated both construction and selection of 

relevant tools. The appropriate tools constructed are Socio-emotional competence and Abilities 

of student teachers. The investigator constructed the tools for the variables namely Socio-

emotional competence, Abilities of student teachers, social capital and knowledge sharing which 

were found to be suitable for the present sample. The tools constructed are standardized by the 

investigator through pilot study. The selected tools are described in detail.  

3.9 DESCRIPTION, ADMINISTRATION AND SCORING OF THE TOOLS 

Tool 1: Socio-emotional competence  

The socio-emotional competence tool consists of 89 statements. The items are 

representative of the various competency techniques and adequate discriminating power. It is a 

five point scale having five categories of responses- strongly agree, agree, neutral, disagree and 

strongly disagree.  
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Table 3.4 

Dimensions of socio-emotional competence 

Sl.No Dimensions of Socio-Emotional Competence No. of Statements 

1 Relationship skills 20 

2 Social Awareness 25  

3 Self-Awareness 24  

4 Self-Management 20  

Total 89 

Table 3.5 - Item number codes for sorting statements for socio-emotional competence  

Sl.No Dimensions of Socio-Emotional Competence Item Number codes 

1 Relationship skills 1-20  

2 Social Awareness 21-45  

3 Self-Awareness 46-69  

4 Self-Management 70-89  

Total 89 

Administration of Tool 

The student teachers are seated in a quiet room and kept away from distractions of the 

neighboring classrooms while filling up the scale. Instruct them to read each statement in the 

scale and clarify their doubts. Request them to read the statements and consider how it best suits 

them and tick () the first response that comes to their mind for each statement.  

Inform them that any ‘one’ of the response options (strongly agree, Agree, Neutral, 

Disagree, Strongly disagree) needs to be ticked. Request student teachers to tick for every 

statement and not omit any statements. 

Encourage student teachers to fill up the scale continuously without pausing and thinking 

for too long. Clarify doubts of student teachers regarding any statement while they are filling the 
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scale. Inform student teachers that there are no right or wrong answers and no specific time limit 

to complete the scale. Ensure that all student teachers return their inventory and have answered 

all the statements.  

Scoring Procedure 

The student teachers were asked to go through each statement and give response by 

putting tick mark under any one of the options given and  respond freely and frankly,  not 

leave any statement unanswered. There are four alternative to choose like ‘strongly disagree-

5’, ‘disagree-4’, ‘neutral-3’, ‘agree-2’ to ‘strongly agree-1’. The minimum and maximum 

score of a subject to this questionnaire may be 89 and 445 respectively. 

Tool 2: Description of the tool – Abilities of Student Teachers 

Abilities of student teachers scale consists of 63 items in the form of 5 point Likert scale 

questions. Each question carries five choices and the student teachers are requested to tick any 

one. The questions cover the topics covered about classroom management, teaching goals and 

teaching skills.  

Administration of Tool 

The student teachers are requested to be seated in a quiet room and kept away from 

distractions of the neighbouring classrooms while filling up the scale. Instruct them to read each 

statement in the scale and clarify their doubts. Request them to read the statements and consider 

how it best suits them and tick () the first response that comes to their mind for each statement.  

Inform them that any ‘one’ of the response options (Strongly agree, agree, neutral, 

disagree, and strongly disagree) needs to be ticked for the dimension of classroom management. 

Request student teachers to tick for every statement and not omit any statements. 

One of the main goals of teacher education is to help student teachers figure out who they 

are and how they can render their service to their community. Great teachers help the students 
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understand the social responsibilities of their field and the social impact of their choices. The 

responses for teaching goals are (Strongly agree, agree, neutral, disagree, and strongly disagree) 

Table 3.6 

Dimensions of abilities of student teachers  

Sl.No Dimensions of Abilities of student teachers No. of Statements 

1 Classroom Management  20 

2 Teaching Skills 23 

3 Teaching Goal 20 

Total 63 

Table 3.7 

Item number codes for sorting statements for abilities of student teachers 

Sl.No Dimensions of Abilities of student teachers Item Number codes 

1 Classroom Management  1-20  

2 Teaching Skills 21-43  

3 Teaching Goal 44-63  

Total 63 

Realizing dearth in the availability of a suitable and appropriate thinking skills test 

required for the study the investigator decided to construct a thinking skills test for student 

teachers. The responses for teaching skills are (essential, very important, options important, 

unimportant and not applicable).  

Encourage student teachers to fill up the scale continuously without pausing and thinking 

for too long. Clarify doubts of student teachers regarding any statement while they are filling the 

inventory. Inform student teachers that there are no right or wrong answers and no specific time 

limit to complete the scale. Ensure that all student teachers return their inventory and have 

answered all the statements.  
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Scoring Procedure 

The descriptive answers of the students were converted into quantitative data by 

giving arbitrary weights. A score of 5, 4, 3, 2 and 1 was given respectively for always, most 

often, frequently, sometimes and never, for all the items of classroom management, teaching 

goals and teaching skills respectively. There are no negative items. The minimum and 

maximum score of a subject to this questionnaire may be 63 and 315 respectively. 

Tool 3: Description of the tool –Social Capital  

Administration of tool  

The subjects are seated comfortably in a well lit room, free of external distractions. The 

questionnaire is given to the subjects. Inform student teachers that these questions are to help 

them learn more about how student teachers of their age feel about different things. Inform them 

that there are no right or wrong answers and it is important that they answer the way they feel 

and not how somebody else thinks they should feel. Ask them to indicate how true each item was 

for them by placing a tick () mark in the respective column against each statement. Ensure that 

they do not omit any question.  

Table 3.8 

Dimensions of Social capital 

Sl.No Dimensions of Social Capital No. of Statements 

1 Cognitive Capital 21 

2 Structural Capital 29 

3 Relational Capital  34 

Total 84 
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Table 3.9 

Item number codes for sorting statements for Social Capital 

Sl.No Dimensions of Social Capital  Item Number codes 

1 Cognitive Capital 1-21 

2 Structural Capital 22-52 

3 Relational Capital  53-84 

Total 84 

Scoring procedure 

The social capital scale of student teachers measures three dimensions namely cognitive 

capital, structural capital and relational capital. The cognitive capital consists of 21 items, 

structural capital consists of 29 items and relational capital consists of 34 items, thus totally 84 

items were presented. The student teachers were asked to go through each statement and give 

response by putting tick mark under any one of the options given and  respond freely and 

frankly,  not leave any statement unanswered. There are four alternative to choose like ‘strongly 

disagree-5’, ‘disagree-4’, ‘neutral-3’, ‘agree-2’ to ‘strongly agree-1’. The minimum score of 

social capital if 84 and the maximum score is 420. 

Tool: 4 Description of knowledge Sharing  

Administration of the tool 

The multi-dimensional knowledge sharing questionnaire consisted of 56 items in the 

form of statements. There are no positive and negative items. Categories are well mixed to 

reduce the halo effect, logical error and double barreled statements are avoided. Each statement 

has four alternative responses such as strongly disagree, disagree, neutral, agree and strongly 

agree. The knowledge sharing scale measures seven dimensions namely Learning environment to 

support knowledge sharing, Social interaction, Communication flow, Knowledge sharing 

awareness , Attitude towards knowledge sharing, Degree of enjoyment in helping others , 

ICT/WEB 2.0 technology factor. The learning environment to support knowledge sharing 
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consists of 8 items, Social interaction consist of 4 items, Communication flow consist of 3 items, 

Knowledge sharing awareness consist of 3 items, Attitude towards knowledge sharing consist of 

9 items, Degree of enjoyment in helping others consist of 4 items and ICT/WEB 2.0 technology 

factor consists of 24 items, thus totally 56 items were presented. 

Table 3.10 

Dimensions of Knowledge Sharing 

Sl.No Dimensions of Knowledge Sharing  No. of Statements 

1 Learning environment to support knowledge sharing 8 

2 Social interaction 4 

3 Communication flow 3 

4 Knowledge sharing awareness 3 

5 Attitude towards knowledge sharing 9 

6 Degree of enjoyment in helping others 4 

7 ICT/WEB 2.0 TECHNOLOGY FACTOR 24 

Total 56 

Table 3.11 

Item number codes for sorting statements for Knowledge Sharing  

Sl.No Dimensions of Knowledge Sharing  Item Number codes 

1 Learning environment to support knowledge sharing 1-8 

2 Social interaction 9-12 

3 Communication flow 13-15 

4 Knowledge sharing awareness 16-18 

5 Attitude towards knowledge sharing 19-27 

6 Degree of enjoyment in helping others 28-31 

7 ICT/WEB 2.0 TECHNOLOGY FACTOR 32-56 

Total 56 
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Scoring Procedure 

The knowledge sharing scale consists of 56 items. The maximum possible score is 280 

and the minimum score is 56. The student teachers were asked to go through each statement and 

give response by putting tick mark under any one of the options given and  respond freely and 

frankly,  not leave any statement unanswered. There are five alternative to choose like ‘strongly 

disagree-5’, ‘disagree-4’, ‘neutral-3’, ‘agree-2’ to ‘strongly agree-1’. The minimum score of 

social capital if 56 and the maximum score is 280. 

Scoring pattern for each knowledge sharing area: 1-93 is good, 94-186 is average, 187-280 is 

low.  

3.10 PILOT STUDY 

In education and social sciences research, investigators use instruments in the form of 

scale or questionnaires to measure constructs or characteristics of an individual, in quantitative 

and qualitative studies. 

The pilot study was conducted in order to ascertain the reliability, validity and objectivity 

of the tools for the present study. The reliability of the measuring instruments used by the 

researcher is understood in the contexts: stability, equivalence and internal consistency. For this 

purpose a sample of 100 student teachers were selected to test the suitability of the tools, decide 

on the order of presentation of the tools, estimate the time taken to complete each tool, 

familiarize the researcher with the administration of the tool, establish the reliability and validity 

of the tools and to streamline the instructions that need to be given to the students teachers for 

each test. 

The data was collected from student teachers from college if education. With the prior 

permission of the concerned college principal, teacher educators and the student teachers have 

been briefed about the purpose of the study. The teacher educators and student teachers have 

been co-operative enough throughout the data collection. 
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❖ Reliability and Validity 

 Tool 1: Socio-emotional competence  

In order to test the validity of the evaluation tool which used for this study, the researcher 

tested the scale to 100 respondents. These respondents as well as their answers were not part of 

the actual study process and were only used for testing purposes. After the questions have been 

answered, the researcher asked the respondents for any suggestions or any necessary corrections 

to improve the instrument further. There were no suggestions given by the respondents and they 

found the tool to be easy to understand. The magnitude of the Cronbach alpha estimates was 

appropriate for the proof of the reliability (Henson, 2001). Therefore, to fulfill the requirement of 

the reliability in this study, Cronbach Alpha is adopted to secure reasonable items coefficients. 

The internal consistency coefficient (Cronbach’s Alpha) of the socio-emotional competence 

scale was 0.83. Reliability of a construct helps to assess the goodness of the measure and 

indicates accuracy in measurement (Sekaran 2003, Alan Bryman & Duncan Gramer 2011, 

Robert L. Miller et.al 2002, Andy field 2011). The validity of socio-emotional competence scale 

was 0.911. 

Tool: 2 Abilities of Student Teachers 

The magnitude of the Cronbach alpha estimates was appropriate for the proof of the 

reliability (Henson, 2001). Therefore, to fulfill the requirement of the reliability in this study, 

Cronbach’s Alpha is adopted to secure reasonable items coefficients. The internal consistency 

coefficient (Cronbach’s Alpha) of the abilities of student teachers scale was 0.88.  

The content validity was established by carefully examining each item of the tool against 

the purpose by the panel of educationists, educational psychologists, psychologists and teacher 

educators. Their suggestions have been taken into account to enhance the contents and quality of 

the statements. The validity of abilities of student teachers scale was 0.93.The intrinsic validity 

of the tool was established by taking the square root of the corresponding reliability coefficient. 

Hence, this tool possesses high intrinsic validity. 
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Tool: 3 Social capital  

The magnitude of the Cronbach’s alpha estimates was appropriate for the proof of the 

reliability (Henson, 2001). Therefore, to fulfill the requirement of the reliability in this study, 

Cronbach’s Alpha is adopted to secure reasonable items coefficients. The internal consistency 

coefficient (Cronbach’s Alpha) of the social capital scale was 0.88.  

The content validity was established by carefully examining each item of the tool against 

the purpose by the panel of educationists, educational psychologists, psychologists and teacher 

educators. Their suggestions have been taken into account to enhance the contents and quality of 

the statements. The validity of social capital scale was 0.93. The intrinsic validity of the tool was 

established by taking the square root of the corresponding reliability coefficient. Hence, this tool 

possesses high intrinsic validity. 

Tool: 4 Knowledge Sharing 

The magnitude of the Cronbach alpha estimates was appropriate for the proof of the 

reliability (Henson, 2001). Therefore, to fulfill the requirement of the reliability in this study, 

Cronbach Alpha is adopted to secure reasonable items coefficients. The internal consistency 

coefficient (Cronbach’s Alpha) of knowledge sharing scale was 0.66. Hence, this tool possesses 

high intrinsic validity. The validity of knowledge sharing scale was 0.93. 

Table 3.10 

Table showing reliability and validity of select variables 

Variables Reliability Validity 

Socio-emotional competence 0.83. 0.911. 

Abilities of Student teachers 0.88 0.93 

Social capital 0.88 0.93 

Knowledge Sharing 0.66 0.81 
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3.11 MAIN STUDY 

The investigator proceeded with the main study after establishing the workability of the 

tools using tests of reliability and validity. The main study was conducted with the matching 

group of students who were not used for the pilot study. 

The procedure consisted of a systematic selection of students exercising all controls. The 

subjects thus selected were administered all the tools. The data thus collected were subjected to 

suitable statistical analyses for verification of the hypotheses. 

3.12 STATISTICAL TECHNIQUES USED 

1. ‘t’ test is applied to compare the data collected from Experimental and Control groups. 

A t-test is an analysis of two groups through the use of statistical examination; a t-test 

with two groups is commonly used with small sample sizes, testing the difference between the 

samples when the variances of two normal distributions are not known. A t-test is any statistical 

hypothesis test in which the test statistic follows a Student's t-distribution under the null 

hypothesis. It is used to determine if two sets of data are significantly different from each other. 

3.13 CONCLUSION 

Thus the methodology for the present investigation gives a clear view. The results of the 

analyses are classified and presented in the following chapters with appropriate interpretations 

and specific discussions with probable attributes as explanation of the results. 
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CHAPTER - IV 

ANALYSIS OF DATA, INTERPRETATION AND DISCUSSION 

4.1 INTRODUCTION 

The present chapter enumerates detailed information on the statistical analyses of the data 

obtained from the selected sample using appropriate tools. The data collected is analysed with 

reference to the objectives and hypotheses of the study. The data had been subjected to the 

following statistical analyses namely, Descriptive analysis (Mean and SD), Differential analysis 

(t-value) and Multiple Correlation analysis. The results of the statistical analyses have been 

summarized along with interpretations and discussions in this chapter. 

4.2 ANALYSIS OF DATA – PRE-TEST SCORES OF VARIABLES 

Table - 4.1 

Significance of Mean difference between the Control and Experimental group 

student teachers in the pre-test scores of Socio-emotional competence 

Dimensions/Variable  Control Experimental t value Level of 

Significance 

Relationship Skills Mean  36.8571 43.1270 3.125 0.01 

S.D 9.59647 12.70699 

Social Awareness Mean  48.5397 43.8095 2.878 0.01 

S.D 9.20173 9.24899 

Self-Awareness Mean  40.5079 45.6667 2.454 0.01 

S.D 12.11088 11.47929 

Self-Management Mean  38.2698 39.0159 0.350 NS 

S.D 12.74718 11.11595 

 Total Socio-

Emotional 

Competence 

Mean  164.1746 171.6190 1.835 NS 

S.D 19.99479 25.23210 
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It is inferred from the above table that there is difference between control and 

experimental group student teachers in the pre-test score of relationship skills, social awareness 

and self awareness which is the dimensions of socio emotional competence at 0.01 level.  

Considering the dimension of relationship skill of the students who belong to 

experimental group are found to be better than the control group students and it is evident from 

the mean score of 43.12 which is higher than the mean score of 36.85 respectively. This is in line 

with the findings of Denham (2003) and Kenneth (2017) that supports the findings of the present 

study. 

In the dimension of social awareness, it could be inferred that the control group students 

is better than the experimental group students with a mean score of 48.5397 and 43.8095 

respectively. According to Chopra (1984) and Haq (1985), educational and parental influences 

are considered more effective in improving social awareness skills. As emphasized by Gurumeet 

(1995) education is said to improve the quality of voluntary participation and community 

linkages thus supporting the present study.  

Regarding the dimension self awareness, it could be inferred that the experimental group 

students have better self awareness than the control group students with the mean score of  

45.6667 and 40.5079 respectively. The present findings is in agreement with the findings of 

Bierman (2008) and Anderson and Campbell (2011).  

Further, it is also inferred from the table that there is no significant difference between 

control and experimental group students in the pre-test score of self management and the total 

socio-emotional competence. From the above, it is found that the pre test mean score of control 

group students and that of the experimental group does not vary significantly in dimension of 

self management and  total socio emotional competence. It is evident from the table that the 

obtained ‘t’-value is less than the table value (2.58). Therefore, it is concluded that the students 

of pre control group and pre experimental group are similar in self management and socio 

emotional competence.  
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Hence the formulated hypothesis that there will be significant difference between Control 

and Experimental group students in the pre-test scores of Socio-emotional competence is 

rejected. 
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Fig 4.1 Significance of Mean difference between the Control and Experimental group 

students in the pre-test scores of Socio-emotional competence 
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Table 4.2 

Significance of Mean difference between the Control group and Experimental group  

 in the pre-test scores of Abilities of Student Teachers 

Dimensions/Variable  Control Experimental t value Level of 

Significance 

Classroom 

Management 

Mean  45.0952 43.9048 0.469 NS 

S.D 14.37372 14.09154 

Teaching Skills Mean  46.2063 57.5238 3.917 0.01 

S.D 12.65569 19.12342 

Teaching Goals Mean  47.1587 52.8254 1.811 NS 

S.D 17.95982 17.15352 

 Overall Abilities of 

Student Teachers 

Mean  138.4603 140.2540 1.002 NS 

S.D 23.59389 18.52981 

It is evident from the above table that there is significant  difference between control 

group and experimental group student teachers in the pre-test score of teaching skills at 0.01 

level. According to Tan,Shi,and Shi (2012),  good teaching skills form the base for a proper 

classroom teaching. Bertschy (2013) conducted a study on professional training skills among 

teachers emphasized the enhancement of teaching skill which supports the present study. From 

the above table, it is inferred that the mean score of teaching skills of pre control group (45.09) is 

higher than the pre experimental group students (43.90).  

Further, it is also observed from the table that there is no significant difference in the pre-

test scores between control and experimental group students in classroom management, teaching 

goals and abilities of student teachers. It is evident that the mean score of control group and 

experimental group students does not vary significantly in classroom management, teaching 

goals and abilities of student teachers. This results is found to be similar to the study of Goksoy 

(2016) who proved that there exists no statistical difference in classroom management and 

teaching goals. It is evident from the table that the obtained ‘t’-value is less than the table value 
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(2.68). Therefore, it is concluded that pre control group and pre experimental group students are 

similar in classroom management, teaching goals and abiliteisnof students teachers.  

 Hence the formulated hypothesis that there will be significant difference between control 

and experimental group students in the pre-test scores of abilities of student teachers is rejected.  
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Fig. 4.2 Significance of Mean difference between the Control and Experimental group in 

the pre-test scores of Abilities of Student Teachers  
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4.3 ANALYSIS OF DATA – POST-TEST SCORES OF VARIABLES 

Table 4.3 

Significance of Mean difference between the Control and Experimental group student 

teachers in the post-test scores of Socio-emotional competence 

Dimensions/Variable  Control Experimental t value Level of 

Significance 

Relationship Skills Mean  42.7937 58.9048 13.165 0.01 

S.D 8.82109 4.06684 

Social Awareness Mean  56.5873 78.3333 15.354 0.01 

S.D 9.89238 5.34005 

Self-Awareness Mean  46.5556 74.8730 17.638 0.01 

S.D 11.75115 4.93013 

Self-Management Mean  42.8571 66.1905 14.042 0.01 

S.D 12.05880 5.34264 

Socio-Emotional 

Competence Total 

Mean  188.7937 278.3016 27.360 0.01 

S.D 23.85788 10.24952 

From the above table, it is inferred that there is significant difference between the control 

and experimental group students in the post-test scores of socio emotional competence and its 

dimensions namely relationship skills, social awareness, self awareness and self management at 

0.01 level. It is found that post experimental group students (278.3016) have high socio 

emotional competence than the post control group students (188.7937).  

According to Mavroveli et al. (2009) in their paper on exploring the relationship between 

trait emotional intelligence and Socio-Emotional outcomes  found that Trait emotional 

intelligence is successfully operationalized through the TEIQue-CF and has important and 

multifaceted implications for the socialization of primary school children which is found to 

substantiate the findings of the present study. Arti & Inder (2009) found that Intelligence 
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Quotient is inherent but Emotional Intelligence can be developed and nurtured by developing 

self awareness, regulating emotions, motivating oneself, cultivating empathy and managing 

relationships. Further the results of Munroe (2009) conflicts with the common understanding that 

we must understand ourselves first, before we understand others portraying the significance of 

self awareness to develop the social awareness skill among the samples as it is evident in the 

present study also. 

 Hence the formulated hypothesis that there will be significant difference between Control 

and Experimental group students in the post-test scores of socio-emotional competence is 

accepted. 

 

 

 

 

 

 

 

 

 

 

 

 



172 

 

 

 

 

 

Fig 4.3 Significance of Mean difference between the Control and Experimental group 

student teachers in the post-test scores of Socio-emotional competence 
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Table 4.4 

Significance of Mean difference between the Control and Experimental group  in 

the post-test scores of Abilities of Student Teachers 

Dimensions/Variable  Control Experimental t value Level of 

Significance 

Classroom 

Management 

Mean  58.8413 85.5238 19.499 0.01 

S.D 7.70255 7.65771 

Teaching Skills Mean  60.3175 84.7460 17.010 0.01 

S.D 4.00735 10.67099 

Teaching Goals Mean  76.9365 87.7460 5.697 0.01 

S.D 13.64749 6.36768 

Abilities of Student 

Teachers 

Mean  196.0952 258.0159 21.365 0.01 

S.D 19.30963 12.50225 

It could be observed that there is significant difference between the control and 

experimental group students in the post-test scores of abilities of student teachers and its 

dimensions namely classroom management, teaching skills, teaching goals at 0.01 level. It is 

found that experimental group students (258.0159) have higher abilities than the control group 

students (196.0952) in post test scores. The study conducted by Faida Imhemid Salem EI Warfali 

and Nik Mohd Rahimi Nik Yusoff (2014) revealed that training can improve the teachers in their 

classrrom management similar to the findings of the present study.   

Stought (2015) and Tran (2016) emphasized on techniques to improve teaching abilities 

of teachers which is also evident in the post test statistically significant score of the present 

study.  

Hence the formulated hypothesis that there will be significant difference between Control 

and Experimental group students in the post-test scores of abilities of student teachers is 

accepted. 
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Fig 4.4. Significance of Mean difference between the Control and Experimental group in 

the post-test scores of Abilities of Student Teachers 
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4.4 ANALYSIS OF DATA – PRE AND POST TEST SCORES OF 

VARIABLES 

Table 4.5 

Significance of Mean difference between the pre-test and post-test scores of 

experimental group students in socio-emotional competence 

Variable 

with its 

dimensions 

Tests Mean Standard 

Deviation 

t value Level of 

significance 

Relationship 

Skills 

Pre 43.1270 12.70699 10.885 0.01 

Post 58.9048 4.06684 

Social 

Awareness 

Pre 43.8095 9.24899 24.790 0.01 

Post 78.3333 5.34005 

Self 

Awareness 

Pre 45.6667 11.47929 18.505 0.01 

Post 74.8730 4.93013 

Self 

management 

Pre 39.0159 11.11595 18.846 0.01 

Post 66.1905 5.34264 

Socio-

Emotional 

Competence 

Pre 171.6190 25.23210 29.712 0.01 

Post 278.3016 10.24952 

It is observed from the above table that there is significant difference between pre-test 

and post-test scores of experimental group in the dimensions of socio emotional competence 

namely relationship skills, social awareness, self awareness and self management at 0.01 level. It 

is found that post experimental group students have high relationship skills, social awareness, 

self awareness, self management and socio emotional competence than the pre experimental 

group students. Hence, it is concluded that post experimental group (278.3016) students have 

better socio emotional competence than the pre experimental group students (171.6190). 

Englund and others (2000)  longitudinal investigation on adolescent students supports the present 
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findings emphasizing the effectiveness of intervention programme in improving the socio 

emotional competencies of students. 

Hence the formulated hypothesis that there is significant difference between pre-test and 

post-test scores of experimental group students in socio emotional competence is accepted. 
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Fig 4.5 Significance of Mean difference between the pre-test and post-test scores of 

experimental group students in socio-emotional competence 
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Table 4.6 

Significance of Mean difference between the pre-test and post-test scores of 

Experimental group  in abilities of student teachers 

Variable 

with its 

dimensions 

Tests Mean Standard 

Deviation 

t value Level of 

significance 

Classroom 

Management  

Pre 43.9048 14.09154 22.478 0.01 

Post 85.5238 7.65771 

Teaching 

Skills 

Pre 57.5238 19.12342 12.946 0.01 

Post 84.7460 10.67099 

Teaching 

Goals 

Pre 52.8254 17.15352 16.865 0.01 

Post 87.7460 6.36768 

Abilities of 

Student 

Teachers  

Pre 154.2540 18.52981 42.539 0.01 

Post 258.0159 12.50225 

 

 

It is observed from the above table that there is significant difference between the pre-test 

and post-test scores in the dimensions of abilities of student teachers namely classroom 

management, teaching skills, teaching goals at 0.01 level.  According to Shanmugam and  

Lakshmi (2016), the results proved that the abilities of teachers will improve the teaching 

competence of student teachers. Similarly it is found that post experimental group students 

(258.0159) have high classroom management, teaching skills, teaching goals and abilities of 

student teachers than the pre experimental group (154.2540) students. Hence, it is concluded that 

post experimental group students have more abilities of student teachers than the pre 

experimental group students.  Further the results of  Gokalp and Murat (2016) indicated a 

significant and positive relationship between the sub dimensions of pre service teachers' teaching 

competencies to enhance the teaching abilities of students.  
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Hence the formulated hypothesis that there will be significant difference between pre-test 

and post-test scores of experimental group students in abilities of student teachers is accepted. 
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Fig 4.6 Significance of Mean difference between the pre-test and post-test scores of 

Experimental group students in abilities of student teachers 
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Table 4.7 

Significance of Mean difference between the pre-test and post-test scores of Control 

group students in  their socio-emotional competence 

Variable with 

its dimensions 

Tests Mean Standard 

Deviation 

t value Level of 

significance 

Relationship 

Skills 

Pre 36.8571 9.59647 2.05 0.05 

Post 38.7937 8.82109 

Social –

Awareness 

Pre 48.5397 9.20173 1.098 NS 

Post 48.9031 9.89238 

Self Awareness Pre 40.5079 12.11088 2.231 0.05 

Post 42.5556 11.75115 

Self 

management 

Pre 38.2698 12.74718 1.672 NS 

Post 39.8571 12.05880 

Overall Socio-

Emotional 

Competence 

Pre 164.1746 19.99479 0.968 NS 

Post 166.7937 20.85788 

 

From the above table that there is significant difference between pre-test and post-test 

control group students in relationship skills and self-awareness at 0.01 level. It is found that post 

control group (166.7937) students have high relationship skills and self awareness pre control 

group (164.1746) students.  The study conducted by Gray Sarah, Herberle Amy, Carter Alice 

(2012) concluded that effective practices and specific interventions have been found to 

strengthen children's social-emotional competence.  

Marisha, Brittney and Tanginia (2018) through their qualitative analysis explored the 

importance of education policy implication on socio emotional competence development.   
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Further, it is evident that there is no significant difference between pre-test and post-test 

scores of control group students in social awareness, self manangement and socio-emotional 

competence. Hence, it is concluded that control group students are similar in socio emotional 

competence.  

Hence the formulated hypothesis that there will be significant difference between pre-test 

and post-test scores of control group students in socio emotional competence is rejected. 
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Fig 4.7 Significance of Mean difference between the pre-test and post-test scores of Control 

group student teachers in socio-emotional competence 
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Table 4.8  

Significance of Mean difference between the pre-test and post-test scores of control 

group in abilities of student teachers 

Variable with its 

dimensions 

Tests Mean Standard 

Deviation 

t value Level of 

significance 

Classroom 

Management  

Pre 45.0952 8.37372 1.05 NS 

Post 46.8413 7.70255 

Teaching Skills Pre 46.2063 5.65569 1.98 0.05 

Post 48.3175 4.00735 

Teaching Goals Pre 47.1587 17.95982 1.57 NS 

Post 50.9365 16.64749 

Overall Abilities of 

Student Teachers  

Pre 138.4603 23.59389 1.25 

 

NS 

 
Post 145.0952 19.30963 

 

 

It is observed from the above table that there is significant difference between pre-test 

and post-test scores of control group student teachers in the dimensions of abilities of student 

teachers namely teaching skills at 0.05 level. Fiona (2018) studied the teachers mindset to 

improve their own teaching abilities. Valarie et. al., (2018) administered mixed method which 

improved the teachers’ abilities through training. Therefore, it is concluded that control group 

student teachers are similar in pre-test and post test scores of their teaching skills. 

It is evident that there is no significant difference between pre-test and post-test scores of 

control group student teachers in the dimensions of abilities of student teachers namely 

classroom management, teaching goals and overall abilities of student teachers.  

Hence the formulated hypothesis that there will be significant difference between pre-test 

and post-test scores of control group in abilities of student teachers is rejected. 
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Fig 4.8 Significance of Mean difference between the pre-test and post-test scores of control 

group in abilities of student teachers 
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4.5 ANALYSIS OF DATA – GAIN SCORES OF VARIABLES 

Table 4.9 

Significance of Mean difference between the control group and experimental group 

student teachers in the gain score of socio-emotional competence 

Variable with 

its dimensions 

Group Mean Standard 

Deviation 

t value Level of 

significance 

Relationship 

Skills 

Control 5.9365 4.26869 6.365 0.01 

Experimental  15.7778 11.50518 

Social 

Awareness 

Control 8.0635 7.73528 15.567 0.01 

Experimental  34.5238 11.05391 

Self 

Awareness 

Control 6.0476 6.07859 13.201 0.01 

Experimental  29.2063 12.52759 

Self 

management 

Control 4.5873 3.54981 14.962 0.01 

Experimental  27.1746 11.44487 

Overall Socio-

Emotional 

Competence 

Control 25.0476 11.91289 20.977 0.01 

Experimental  106.6825 28.49891 

It is observed from the above table that there is significant difference between the control 

and experimental group student teachers in the dimensions of socio-emotional competence 

namely relationship skills, social awareness, self awareness and self management at 0.01 level.  

Tara et al., (2017) emphasized on adaptive skill to improve their socio emotional competence. 

Similarly it is found that experimental group (106.6825) students have high relationship skills, 

social awareness, self awareness, self management and socio emotional competence than the 

control group (25.0476) students. Poulou (2015) indicated that students' social and emotional 

skills were found to be a determinant of their behaviour than teachers' interpersonal behavior 

which serve as a base for the present study. 
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Hence the formulated hypothesis that there will be significant difference between control 

and experimental group students in the gain scores of socio-emotional competence is accepted.  
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Fig 4.9 Significance of Mean difference between the control group and experimental group 

student teachers in the gain score of socio-emotional competence 
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Table 4.10 

Significance of Mean difference between the control group and experimental group 

in the gain scores of abilities of student teachers 

Variable 

with its 

dimensions 

Group Mean Standard 

Deviation 

t value Level of 

significance 

Classroom 

Management  

Control 13.7460 10.62554 12.199 0.01 

Experimental  41.6190 14.69631 

Teaching 

Skills 

Control 14.2540 11.10067 5.135 0.01 

Experimental  27.2222 16.69020 

Teaching 

Goals 

Control 29.7778 20.65261 1.547 NS 

Experimental  34.9206 16.43492 

Abilities of 

Student 

Teachers  

Control 57.6349 24.38224 11.760 0.01 

Experimental  103.7619 19.36051 

It is evident from the above table that there is significant difference between the control 

and experimental group students in the dimensions of abilities of student teachers namely 

classroom management and teaching skills at 0.01 level. It is found that experimental group 

(103.7619) students have high class room management, teaching skills and abilities of student 

teachers than the control group (57.6349) students.  

Kelly and Connie (2017) examined through their experimental study and found effective 

teaching skills related to instructional strategies, classroom management, and curriculum design 

improved the teaching abilities of student teachers.  

Further it is inferred that there is no significant difference between the control and 

experimental group students in teaching goal. Therefore it is concluded that the experimental 

group students have similar to control group students in their teaching goal.  
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Hence the formulated hypothesis that there will be significant difference between Control 

and Experimental group in the gain scores of abilities of student teachers is accepted.   
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Fig 4.10 Significance of Mean difference between the control group and experimental 

group students in the gain scores of abilities of student teachers 
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Table 4.11 

Significance of Mean difference between married and unmarried in the Gain scores 

of Socio emotional competence 

Variable 

with 

Dimensions 

Assessment Marital 

Status 

Mean Standard 

Deviation 

t' 

value 

Level of 

Significance 

Relationship 

Skills 

Gain Scores Married 10.7589 9.96683 0.312 NS 

Unmarried 11.6429 10.19508 

Social 

Awareness 

Gain Scores Married 21.2500 16.27993 0.085 NS 

Unmarried 21.6429 17.36312 

Self 

Awareness 

Gain Scores Married 17.4286 14.70534 0.413 NS 

Unmarried 19.2143 19.35967 

Self 

Management  

Gain Scores Married 15.5089 13.88952 0.835 NS 

Unmarried 18.8571 16.21897 

Socio 

Emotional 

Competence 

Gain Scores Married 64.9375 45.82758 0.633 NS 

Unmarried 73.2857 51.95624 

It is observed that there is no significant difference between married and unmarried 

student teachers in the gain scores of socio-emotional competence.  Therefore, it is concluded 

that married and unmarried student teachers are similar in their socio-emotional competence.  

Hence the formulated hypothesis that there will be significant difference between married 

and unmarried student teachers in the gain scores of socio-emotional competence is rejected. 
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Table 4.12 

Significance of Mean difference between married and unmarried in the gain scores 

of Abilities of student teachers 

Variable 

with 

Dimensions 

Assessment Marital 

Status 

Mean Standard 

Deviation 

t' 

value 

Level of 

Significance 

Classroom 

Management  

Gain Scores Married 26.9107 19.10123 1.297 NS 

Unmarried 33.8571 17.01518 

Teaching 

Skills 

Gain Scores Married 20.4643 15.66423 0.558 NS 

Unmarried 22.9286 14.92785 

Teaching 

Goal 

Gain Scores Married 31.6161 19.09495 1.243 NS 

Unmarried 38.2143 15.21729 

Abilities of 

Student 

Teachers 

Gain Scores Married 78.9107 32.46580 1.796 NS 

Unmarried 95.0000 23.04177 

From the above table it is inferred that there is no significant difference between married 

and unmarried student teachers in the gain scores of abilities of student teachers. Therefore it is 

concluded that married and unmarried student teachers have similar abilities.  

Hence the formulated hypothesis that there will be significant difference between married 

and unmarried student teachers in the gain scores of abilities of student teachers.  

4.6 OVERALL DISCUSSION 

 From the analysis, it is observed that there is significant difference exists between the 

pre-test and post-test scores in all the selected variables namely socio emotional competence and 
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abilities of student teachers.  Hence, it is evident that the intervention modules of social capital 

and knowledge sharing are very much effective in enhancing socio emotional competence and 

abilities of student teachers.  

 Considering the gain scores of student teachers, it is interesting to note that there is 

significant difference between control and experimental group students in socio emotional 

competence and abilities of student teachers.  Hence, it is understood that knowledge sharing and 

social capital plays a vital role in enhancing the socio-emotional competence and abilities of 

student teachers.  Therefore, it is important that curriculum developers and eminent educationists 

should develop the teacher education curriculum by integrating the techniques of knowledge 

sharing and social capital components in the  syllabus so as to improve socio-emotional 

competence and abilities of student teachers which is the need of the hour and that can improve 

the quality of teacher education as well. 

 It is also observed that married and unmarried student teachers are similar in the gain 

scores of socio emotional competence and their abilities.  Hence, it is inferred that they are 

similar in tackling the emotional situations and abilities does not differ with respect to their 

marital status.  The present study paves way to build upon the student teachers as how they have 

to balance their emotions and develop their abilities in order to meet the demands of future 

citizens.   

4.7 CONCLUSION 

The data collected through the reliable tools are statistically analyzed and interpreted. 

The details of analyses and interpretation of data are presented in this chapter. Results are 

summarized in the following chapter, along with the educational implications of the present 

study. 
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CHAPTER - V 

SUMMARY AND CONCLUSION 

5.1 INTRODUCTION 

 An educational institution performs a significant function of providing learning 

experiences to lead their students from the darkness of ignorance to the light of knowledge. The 

key personnel in the institutions who play an important role to bring about this transformation 

are teachers. As stated by NCTE (1998) in Quality Concerns in Secondary Teacher Education, 

The teacher is the most important element in any educational program. It is the teacher who is 

mainly responsible for implementation of the educational process at any stage. This shows that it 

is imperative to invest in the preparation of teachers, so that the future of a nation is secure. The 

importance of competent teachers to the nation‘s school system can in no way be 

overemphasized. The National Curriculum Framework 2005 places demands and expectations on 

the teacher, which need to be addressed by both initial and continuing teacher education. 

Teacher education is a programme that is related to the development of teacher 

proficiency and competence that would enable and empower the teacher to meet the 

requirements of the profession and face the challenges therein.  

It is common knowledge that the academic and professional standards of teachers 

constitute a critical component of the essential learning conditions for achieving the educational 

goals of a nation. The focus of teacher preparation had to shift from training to education if it had 

to make a positive influence on the quality of curriculum transaction in classrooms and thereby 

pupil learning and the larger social transformation.  

On a daily basis, teachers confront complex decisions that rely on many different kinds of 

knowledge and judgement and that can involve high stakes outcomes for students‘ future. To 

make good decisions, teachers must be aware of the many ways in which student learning can 

unfold in the context of development, learning differences, language and cultural influences, and 

individual temperaments, interests and approaches to learning. 
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The Philosophical basis provides insights to the student teachers about the implications 

of- the various schools of philosophy, ancient and modern philosophical thoughts, educational 

thoughts of philosophical thinkers on education and its various aspects such as curriculum 

construction and discipline. The Sociological basis helps the student teachers to understand the 

role of society and its dynamics in the educational system of a nation and the world at large. It 

encompasses the ideals that influence national and international scenes. The Psychological basis 

helps the student teachers develop insights into student psychological make-up. This enables the 

student teachers to understand their self, their students and the learning situations such that they 

are able to provide meaningful and relevant learning experiences to their students. 

Education is the process of facilitating learning, or the acquisition of knowledge, skills, 

values, beliefs, and habits. Education generally takes place under the guidance of educators, but 

learners may also educate themselves. Our education system is geared towards teaching and 

testing knowledge at every level as opposed to teaching skills. Most schools emphasise on exam 

scores and grades leading to intense competition and stress in students. Students are compelled to 

be tied down to endless repetitive reviewing and cramming for exams.  

In today's world, rapid and wide developments in science, technology, communication 

and emergence of new views about social, political, economic, and cultural issues bring about 

fundamental changes in educational systems and teaching pedagogy. 

Differentiated instruction accommodates the diverse learning needs of the students by 

varying the methods and materials used to teach each concept.  

You can teach a student a lesson for a day; but if you can teach him to learn by creating 

curiosity, he will continue the learning process as long as he lives. - Clay P. Bedford 

5.2 STATEMENT OF THE PROBLEM 

Today's schools are essentially passive experiences. Teachers teach and children listen. In 

an ideal world, every student would learn the same content in exactly the same way. Teachers 

could teach a lesson once and all students learn and understand the concept before moving on to 
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the next topic of the day. Unfortunately, students are not like this; rather, each student has their 

own preferred way of learning. Learning is better when there is an opportunity provided for 

students’ to understand the concept and to become more active and involved learners. Therefore, 

it is increasingly important for teachers, to differentiate their classroom instruction using 

different methods and materials to teach each lesson. 

The literature review will define the teaching strategy of differentiated instruction and the 

use of social capital and knowledge sharing module as a method to differentiate instruction. 

Social capital and knowledge sharing module research will be reviewed and analyzed to 

determine whether it is an effective method to accomplish differentiated instruction. Social 

capital and knowledge sharing module is the need of the hour to improve socio-emotional 

competence and abilities of student teachers.  

Hence the problem is entitled as: 

“Enhancing socio-emotional competence and abilities of student teachers through social 

capital and knowledge sharing interventions”. 

5.3 NEED AND IMPORTANCE OF THE STUDY 

As in the present scenario, teachers must be social and emotional competent to deal with 

all kinds of students. Teacher’s social emotional competence mainly affects classroom 

environment, good integration, student’s interests, academic achievement etc and hence it is 

necessary to measure the level of teachers’ social and emotional competence. This is very 

important to investigate the socio-emotional competence and abilities of student teachers. 

According to Miller and Wiltse (1979) advocated for the incorporation of classes on self-

discover and personal development in teacher preparation programs, to identify teachers who 

may be at risk for developing mental health problems in the classroom, in order to provide 

additional support for these teachers and also to maintain student-teacher relationships. 

Greenberg (2009) proposed that deficits in social-emotional competence or lack of 

appropriate social-emotional supports may contribute to the high burnout and attrition rate seen 
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in the teaching profession. Teachers are constantly exposed to emotionally provocative situations 

but have limited options for self-regulation when situations cause strong emotional reactions. 

This constant exposure to negative emotionally charged events might reduce a teacher’s intrinsic 

motivation and feelings of self-efficacy leading to high rates of teacher burnout. 

Therefore this study is necessary for the teachers to know their social-emotional skills 

such as self-awareness, self-management, social awareness, relationship skills, teaching skills, 

teaching goals and classroom management while handling school students which is evitable for 

teachers. 

5.4 MAJOR OBJECTIVES OF THE STUDY 

After considering the theoretical perspectives and review of the related literature, the 

following objectives were formulated.  

1. To select appropriate tools to measure socio-emotional competence, Abilities of student 

teachers and to develop tools to measure social capital and knowledge sharing. 

2. To design module based on social capital and knowledge sharing suitable for student teachers. 

3. To assess the impact of the designed social capital and knowledge sharing intervention on 

socio-emotional competence and abilities of student teachers.  

5.5 METHOD AND DESIGN OF THE STUDY 

In the present study, Quasi-Experimental Design method is employed to describe and 

interpret the social capital and knowledge sharing with other selected variables such as socio-

emotional competence and abilities of student teachers. 

Two groups are selected and one group is taken to be the experimental group and the 

other as the control group. Pre-test are administered to both the groups. Treatment is given to the 

experimental group. The control group receives traditional method teaching whereas, the 

experimental group are treated with social capital and knowledge sharing intervention module 
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teaching method. After the treatment, post-test are conducted. The differences in the pre-test and 

post-test measures are calculated separately for the two groups. The significance of difference 

between the different measures of the two groups is computed. 

5.6 SAMPLE  

The sample consists of 126 student teachers studying in two different colleges of 

education. The students are from Chennai district, Tamil Nadu. 

5.7 TOOLS USED 

The tools chosen were found to be suitable, workable, reliable and valid. According to 

David Colton, Robert W. Covert (2007), “Validity is the most critical criterion and indicates the 

degree to which an instrument measures what it is supposed to measure”.  According to Kothari 

(2009), “Validity refers to the ability of an instrument to measure what the researcher intend it to 

measure”. Reliability speaks to the consistency of researcher’s measurement, Kothari (2009). The 

need for construction arose as it is found that there were no suitable tests available for the 

assessment of the variables that is appropriate to the sample studied.  

The variables chosen for the present study necessitated both construction and selection of 

relevant tools. The appropriate tools constructed are Socio-emotional competence and Abilities 

of student teachers. The investigator constructed the tools for the variables namely Socio-

emotional competence, Abilities of student teachers, social capital and knowledge sharing which 

were found to be suitable for the present sample. The tools constructed are standardized by the 

investigator through pilot study. The selected tools are described in detail.  

5.8 STATISTICAL TECHNIQUES USED 

1.  ‘t’ test is applied to compare the data collected from Experimental and Control groups. 

A t-test is an analysis of two groups through the use of statistical examination; a t-test with 

two groups is commonly used with small sample sizes, testing the difference between the groups 

when the variances of two normal distributions are not known. 
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5.9 MAJOR FINDINGS OF THE STUDY 

Hypothesis: 1 (a) 

It is found that control group student teachers and experimental group student teachers 

are similar in the pre-test scores in the dimensions of socio-emotional competence namely 

relationship skills, self-awareness, self-management and overall socio-emotional competence. 

Hypothesis: 1(b) 

(a)  It is found that control group student teachers and experimental group student teachers are 

similar in the pre-test scores in the dimension of abilities of student teachers namely 

classroom management, teaching goals and overall abilities of student teachers. 

(b) It is found that experimental group student teachers are better than control group student 

teachers in the pre-test scores of teaching skills. 

Hypothesis: 2(a) 

It is found that experimental group student teachers are better than control group student 

teachers in the post-test scores of socio-emotional competence and its dimensions namely 

relationships skills, social awareness, self awareness, self management and overall socio-

emotional competence.  

Hypothesis: 2(b) 

It is found that experimental group student teachers are better than control group student 

teachers in the post-test scores of abilities of student teachers and its dimensions namely 

classroom management, teaching skills, teaching goals and overall abilities of student teachers. 

Hypothesis: 3(a) 

It is found that post-test scores are found to be better than pre-test scores of experimental 

group student teachers in the dimensions of socio-emotional competence namely relationship 
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skills, social awareness, self-awareness, self-management and overall socio-emotional 

competence. 

Hypothesis: 3(b) 

It is found that post-test scores are found to be better than pre-test scores of experimental 

group student teachers in the dimensions of abilities of student teachers namely classroom 

management, teaching skills, teaching goal and overall abilities of student teachers.  

Hypothesis: 4(a) 

It is found that post-test scores are found to be better than pre-test scores of control group 

student teachers in the dimensions of socio-emotional competence namely relationship skills and 

self awareness.  

It is found that pre-test and post-test scores are similar in the control group student 

teachers in the dimensions of socio-emotional competence namely social awareness, self-

management and overall socio-emotional competence.  

Hypothesis: 4(b) 

It is found that post-test scores are found to be better than pre-test scores of control group 

student teachers in the dimensions of abilities of student teachers namely teaching skills. 

It is found that pre-test and post-test scores are similar in the control group student 

teachers in the dimension of abilities of student teachers namely classroom management, 

teaching goal and overall abilities of student teachers.  

Hypothesis: 5(a) 

It is found that experimental group students are found to be higher than control group in 

the gain scores of socio-emotional competence and its dimensions. 
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Hypothesis: 5(b) 

It is found that experimental group students are found to be higher than control group in 

the gain scores of abilities of student teachers and its dimensions. 

Hypothesis: 6(a) 

Unmarried student teachers are found to be better than married student teachers in the 

gain scores with respect to socio-emotional competence and its dimensions. 

Hypothesis: 6(b) 

Unmarried student teachers are found to be better than married student teachers in the 

gain scores with respect to abilities of student teachers and its dimensions. 

5.10 EDUCATIONAL IMPLICATIONS 

The findings of the study explored that pre-test scores of control group student teachers 

and experimental group student teachers are similar in their socio-emotional competence and 

abilities of student teachers. Hence, students will be enhanced with the activities which can foster 

their socio-emotional competence and abilities in the classroom.   

It is evident that experimental group student teachers have high socio-emotional 

competence and abilities in their post test scores. It is proved that use of social capital and 

knowledge sharing intervention programme enhance socio-emotional competence and abilities of 

student teachers. Hence, it is recommended that the teachers should adapt appropriate 

instructional strategies, modules and intervention programme to foster socio-emotional 

competence and abilities of student teachers. Teachers who use these strategies on a daily basis 

produce students who are more confident in their achievement skills. Teachers with a high sense 

of competency about their teaching capabilities may motivate their students and enhance their 

competencies and abilities. Teacher educators in educational institutions should improve the 

competencies and abilities like relationship skills, social awareness, self awareness, self-
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management and classroom management, teaching skills and teaching goals respectively among 

student teachers.  

The findings of the present investigation revealed that the post-test scores of control 

group student teachers showed no enhancement in their socio-emotional competence and 

abilities. Hence, it is evident that the traditional way of teaching does not create any interest 

among student teachers in fostering socio-emotional competence and abilities.     

Ways to enhance Socio-Emotional Competence among student teachers 

As Merrell (2008) poignantly states that the role of assessment of teachers’ socio-

emotional competence is to help teachers to solve problems and take proper decision making.  

Assessment results should inform interventions that provide opportunities for teaches to 

develop their social-emotional skills (eg. Through teachers’ education programs and continuing 

education programs). Currently teachers report that they receive very little training on managing 

their own emotions in the classroom (Garner 2010) and this can have negative consequences for 

both teachers and students. 

A few studies have investigated, interventions that have shown to influence teacher 

socio-emotional competence. For example, mindfulness practices may help to develop teacher 

socio-emotional competence by developing the core competencies that compose the construct of 

teacher socio-emotional competence; self awareness, self-management, social awareness and 

relationship kills. 

The fundamental goal of mindfulness practices is to train the mind to become more aware 

and present, freeing the mind from usual responses and thoughts (Kristeller & Johnson 2005). 

Through training the mind to become consciously aware and inhibiting automatic responses, 

mindfulness practices promote both physical and psychological self regulation while at the same 

time enhancing responsible decision-making through more choices. 

Specific mindfulness studies with teachers have found decreases in self- reports in stress 

and increases in wellbeing. Gallego (2010) implemented a 10 week mindfulness intervention. 
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The results of their intervention included large decreases in psychological distress specifically in 

the areas of somatization, interpersonal, sensitivity and hostility as well as smaller reductions in 

obsessive compulsion, depression, anxiety, psychosis, phobic anxiety and paranoid ideation as 

compared to a control group. These results were observed at the 4 month follow up. 

Likewise, Gold, Smith, Hopper, Herne, Tansey and Hulland (2010) investigated the use 

of a mindfulness based stress reduction intervention on primary school teachers and found 

significant improvements in teacher report of anxiety, depression and stress. 

Teachers also reported positive feelings towards the intervention nothing benefits such as 

increased time during the day, enjoyment of present moments, decreases in stress, and 

improvements in responding to difficult situation (Goild et al 2010) 

The interventions illustrate how an assessment measuring teacher socio-emotional 

competence may be used within a system that supports teacher socio-emotional competence 

through interventions such as MBSR (Mindfulness-based stress Reduction) or other social-

emotional development activities.  

Teachers’ social-emotional competence may play an important role in the classroom 

environment through classroom management, forming positive teacher-student relationships. 

Teachers play an integral role in the cognitive, social and emotional development of children. 

They have a considerable amount of contact with the children and help them to enter into the 

classroom with confidence. 

State and national policy makers are also beginning to recognize the benefits of 

incorporating SEL programs into the larger framework of schools and are taking action to ensure 

that schools are teaching social-emotional skills. Illinois was one of the first states to pass 

comprehensive legislation for this purpose, with the Illinois Children Mental 4 Health Act in 

2003. This legislation required schools in the state to incorporate SEL into their school mission 

and take definitive steps toward developing the social and emotional competencies of their 

students (O’Brien & Resnik, 2009). More recently the Academic, Social and Emotional Learning 

Act of 2011 (HR 2437) was proposed to Congress, and if passed, will allow the Secretary of 
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Education to award funding toward creating a National Technical Assistance and Training 

Center that will provide training and support to states and local educational agencies that want to 

adopt and promote evidence-based SEL learning as well as create social and emotional learning 

standards and programs.  

These new developments are paving the way for SEL implementation in schools. It is 

now essential that research focus on the finer details of effective implementation that will allow 

schools to adopt SEL practices successfully. One overlooked area that may affect the 

implementation of SEL programs is the social-emotional competence (SEC) of teachers. 

Teachers’ SEC influences important components of SEL program delivery such as teachers’ 

ability to implement behavior management strategies, encourage problem solving and 

cooperation among students, design appropriate instruction, and develop supportive and 

encouraging relationships with their students (Jennings & Greenberg, 2009). Understanding the 

relationship between teacher SEC and SEL programming will become important as more states 

start following Illinois’ lead and begin mandating SEL programs in schools.  

At an individual-level, professional development focused on teachers’ social and 

emotional competence is an avenue that is gaining support for improving teachers’ wellbeing and 

their ability to create a more positive and supportive classroom environment. For example, 

mindfulness-based professional development programs involve training in emotional skills (e.g., 

role plays to help teachers to recognise and be aware of their emotions), mindfulness (e.g., 

deliberate practice of present moment awareness), and caring and compassion (e.g., mindful 

listening to others without judgment). 

At a school-wide level, it is also important to create an environment where teachers’ 

social and emotional competence is supported. This lays a foundation for teachers’ own 

wellbeing and in turn their students’ learning.  

➢ ABILITIES OF STUDENT TEACHERS  

Teaching ability continues to be a challenge in many colleges. Student teachers in this 

study reported they were more controlling in their classroom management including instructional 

http://dx.doi.org/10.1037/edu0000187
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management, people management and behaviour management. This result highlighted the 

reliance of the traditional or authoritarian methods of classroom management b student teachers 

that may be effective yet. The student teachers over all may have felt confident with this style but 

outcomes being reported in the school do not support this confidence. The finding of this study 

may help administrators become aware of the present atmosphere in classroom and assist them to 

expose teachers to additional management styles or styles. Teachers need support to implement 

styles that can maximize student outcomes. 

Student teachers perceptions of ability exist in varying degrees. Yet, the range of these 

degrees is narrow rather than widely dispersed. Student teachers perceive themselves to have 

high degree of ability, and feel that their efficaciousness, to a degree, helps students achieve. A 

limited number of student teachers labeled themselves a possessing low ability or as 

inefficacious. 

Researchers have shown that teacher efficacy has been linked to a variety of teaching 

behaviour. Further, extensive research on ability of teachers suggests that teachers with a high 

sense of ability are more willing to implement instructional innovations and competent teaching 

method to be effective student teachers. This study can be provided a fundamental understanding 

of self-ability for teachers and administrators especially as it relates to classroom management. 

In addition, this study may help teachers and educational leaders to understand the sources 

through which ability is built, increased and developed. 

Teaching ability has been reported extensively in the research to be a powerful construct 

related to teacher behaviors and student outcomes. If support is given to student teachers to help 

them develop strong ability beliefs early in their career, it will provide long-term benefits to both 

student teachers and students. 

Research has indicated that student teachers had high expectation (ability) regarding their 

own ability to successful instruct students. As a result, when teachers have high efficacy they set 

more with new instructional techniques, take more responsibility for the teaching and display 

more persistence through obstacles. This suggests that providing support to teachers who display 

these behaviors will promote the development and reinforcement of positive ability beliefs. 
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The demand for skillful teachers is increasing. The quality of teacher too is improving. 

Good teachers are keen and enthusiastic, well organized and firm, fair and stimulating their 

ability and interested in the welfare of the students. Teaching skill is essential in order to cope up 

with the existing demands of the learning communities. During the course of training apart from 

academics various skills required for enhancing their teaching abilities should be made 

mandatory in the B.Ed., curriculum. 

The above findings reflect that many teaching skills are totally neglected. No care is 

given to them while writing comments. The reason may be that, the supervisors do not observe 

the lessons completely and they rarely put detailed observation on lesson plan (Mohanty, 1984). 

Similarly the observation of Mohan (1980) revealed that the supervisors do not observe the 

lesson for adequate time also holds well. The findings of this study  also get support from the 

study of Singh (2008) where the problem of pupil teachers during PTP have been highlighted 

and they reflect that supervisors are not well prepared for the supervision work of PTP. Singh 

and Gardia (2008) have also suggested for curricular reform to improve the quality of teacher 

education in India. Therefore the above findings can contribute greatly in preparation of teacher 

educators for supervision work. Even the refresher courses organized for teacher educators can 

be enriched through taking care of these findings. 

Classroom management, as measured by the BIMS (Martin & Sass, 2010), assessed the 

degree to which teachers held a controlling and interventionist approach to instruction and 

behavioral management. It was hypothesized that teachers with higher SEC would have less 

controlling attitudes toward instruction and would manage classrooms through motivating 

students intrinsically. In terms of instructional management, this hypothesis was supported. 

Higher levels of teacher SEC were related to lower levels of controlling instructional practices. 

Suldo et al. (2009) found that sensitive teachers who used instructional practices that promoted 

adolescent well-being used diverse teaching practices, provided responsive feedback to students, 

and created a classroom that encouraged student questions. Likewise, teacher sensitivity has been 

related to greater self-reliance, more positive effect, and fewer negative behaviors from socially 

bold children. Current findings suggested that higher teacher SEC may be related to teachers’ 
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abilities to be responsive, sensitive, and use a more interactive style of teaching that promotes 

positive teacher-student relationships and classroom climate.  

On the other hand, higher teacher socio-emotional competence was related to 

significantly higher levels of a controlling and interventionist approach to behavioral 

management. Literature in this area has been mixed with research suggesting that differing views 

on behavioral management style may be a function of the culture of the school and community. 

For example, one study found that authoritarian beliefs were related to less conflict between 113 

teachers and students with high level of problem behaviors (Hamre et al., 2007). In addition, 

students from a predominately urban, economically disadvantaged, African American 

background were found to perceive teachers as caring when they were strict and tightly 

controlled student misbehavior. Future studies could investigate how the interplay between 

culture and demographic features relates to teachers’ beliefs on behavioral management styles. 

Support for student learning can take many different forms. Some support activities can 

be directly perceived by the students. Other activities are less apparent, but still important since 

they help create good working conditions for teachers and students and thereby have an influence 

on student learning. Teaching (including supervision and examination), the preparation of study 

guides and learning material, the development of courses and new methods, efficient 

administration and good pedagogical leadership are examples of different types of pedagogical 

work. Of importance is also what the teacher has done to develop and maintain his or her 

pedagogical competence. 

The different pedagogical activities a teacher has performed are all part of his or her 

teaching qualifications. These teaching qualifications are what the teacher presents as a basis for 

an assessment of teaching skills. Teaching skills are related to the way in which the teacher has 

performed the activities. The assessment of teaching skills should focus on how the teacher 

works, not what the teacher has done. 

Every assessment requires both general knowledge about the nature of the phenomenon 

to be assessed and specific knowledge about what aspects are important for the assessment. In 

this respect there is no difference between the assessment of academic skills and teaching skills. 
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However, the tradition and consensus that exist in connection with judging academic skills do 

not exist in relation to teaching skills.  

The scientific approach characteristic of research should be applied also in relation to 

teaching. This means that decisions on e.g. teaching methods or forms of examination and 

evaluation should be based on what research has shown will best support student learning.  

Demonstrating teaching skills involves among other things familiarizing oneself with the 

research-based knowledge that exists concerning the best way to support student learning. 

The assessment of teaching skills should also be based on research findings. The validity 

of the definition of teaching skills used, as well as of the criteria applied in an assessment, should 

be supported by research findings. Making expert assessment of teaching skills means 

considering both tested experience and research-based knowledge of student learning. 

Teaching a class of students is much harder than most people imagine. Not only do you 

need the knowledge of different subjects in order to pass it on, but a wide range of other skills is 

also necessary to keep control over a large group, and engage them - even when the topic isn't 

the most exciting. This can provide you with a real challenge, but as we are about to find out, it 

becomes far easier when you begin to develop new teaching skills and techniques. 

Improving your skills as a teacher takes effort, but once you begin to gain a better 

understanding of the 'tricks of the trade', you can implement countless simple measures to 

increase the effectiveness of your lessons - in no time at all. 

One of the areas where most people slip up when it comes to being a success in the 

teaching industry is time management. Organizing yourself in the right way actually saves time 

in the long run, though at that moment, it can seem too strenuous to bother with. Create yourself 

an easy-to-follow, realistic schedule; by putting aside time slots during the week where you will 

dedicate yourself to specific jobs, you can ensure you complete all of your tasks in advance - 

something which benefits both you and your students. 
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For instance, it may be a good idea to save a couple of hours per week to prepare for any 

practical activities you plan to carry out with your class in the coming days, with some additional 

time allocated to talking with students about any concepts they didn't quite grasp. Remember: 

your teaching skills will often be measured by the success of your pupils; are they meeting their 

targets?  

Another simple measure you can take to enhance your skill collection is through 

analyzing all of the work you do. Look at all the activities you have done with a class, be they 

practical or theoretically based. Note what went well, and what could have been better. If you 

refer to this next time you do something similar, you can incorporate the bits which seemed to 

have a positive effect, and try something else in replacement of the things that needed to be 

improved. This way, you will end up with an array of exercises that are productive and 

worthwhile. 

Being resourceful is instrumental should you want to ascend to the ultimate layer of 

teaching. Don't be afraid to ask others with experience what approach they take with their 

classes, about activities that they think were very successful, or for details on any courses or 

books they read that helped them understand the classroom environment more than beforehand. 

By combining these easy suggestions with your own personal knowledge and experience, 

you could well start to bank more and more teaching skills straight away. Hopefully, you can 

implement these in your classroom, simply adapting them for different age and ability groups. 

Students enjoying themselves - but still achieving their anticipated targets - is one of the most 

accurate signs in telling you that your teaching is going well. 

➢ SOCIAL CAPITAL  

The concept of social capital offers a way to bridge sociological and economic 

perspectives and to provide potentially richer and better explanations of economic development. 

One important way it does this is by showing that the nature and extent of social interactions 

between society and institutions shape academic performance. This, in turn, has important 

implications for development policy, which has long focused exclusively on an academic 
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dimension. A social capital perspective stresses that technical and financial soundness is a 

necessary but insufficient condition for acceptance of a project.  Six broad recommendations can 

be offered for incorporating the concept of social capital into development policy. For 

development of interventions in all sectors and at all levels, social institutional analysis should be 

used to identify correctly the range of institutions and their interrelations. Understanding how 

proposed policy interventions will affect the power and political interests of the institutions is a 

vital consideration, since all policy interventions occur in a social context characterized by a 

delicate mix of informal organizations, networks, and institutions. The design of an intervention 

needs to pay special attention to the potential for dominant groups to mobilize in ways that 

undermine the educational institutions. It is critical to invest in the organizational capacity to 

help build bridges between peers and social groups. To this end, the use of participatory 

processes can facilitate consensus-building and social interaction among student teachers with 

diverse interests and resources. 

 Finding ways and means by which to transcend social divides and build social cohesion 

and trust is crucial for educational development. One of the great virtues of the idea and 

discourse on social capital is that it provides a common language for these different 

educationalists, enabling them to communicate more easily with one another. A social capital 

perspective adds its voice to those calling for information disclosure policies at all levels to 

encourage informed citizenship and accountability of both private and public institutions who 

purport to serve the students. Improvements in physical access and modern communications 

technology that can foster information exchange across social groups should be emphasized to 

complement social interaction based on face-to-face interchange. Developmental interventions 

should be viewed through a social capital lens, and assessments of their impact should include 

the potential effects of the intervention on the social capital of institutions. The social networks 

of the institutions are one of the primary resources they have for managing risk and vulnerability, 

and outside agents therefore need to find ways to complement these resources, rather than 

substitute for them.  
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➢ KNOWLEDGE SHARING  

Our study illustrates the superiority of captive centers compared to external service 

provision with regards to the extent of knowledge sharing. Educationalists may of course have a 

range of factors affecting their ‘make or buy’ decision in the sourcing context. When it comes to 

the extent of knowledge sharing however, our findings suggest that educationalists have to be 

more concerned about the boundaries between firms than intra-organisational boundaries 

between a captive centre and the parent firm. There may be cases where a decision for external 

sourcing has been made even though a great a deal of knowledge sharing is required. For 

example, due to other pressures such as lack of internal expertise, or to pursue strategic aims 

such as increasing business model flexibility and responsiveness to changing educational 

conditions. In such cases, educationalists have to invest most heavily in developing social capital 

with the external supplier. 

 Our study shows that in practice, the extent of knowledge sharing in external sourcing 

settings does not reach the level of captive settings, regardless of the number of contracts with 

the partner, the duration of the collaboration, and aspects of strategic intent. However, educators 

can do a lot to improve knowledge sharing by building social capital between firms, for example 

by using boundary spanners, staff exchanges, and enterprise partnering. Nevertheless, if 

educators do have the option to choose between internal/captive and external sourcing, they 

should give the knowledge sharing criterion the weight that it deserves. Educators can also do a 

lot to strengthen network stability, for example by designing long-term interaction plans and 

education plans, and ensuring regular catch up meetings. 

 Our findings suggest that student teachers have a good chance to thereby achieve the 

same degree of network stability in an external as in a captive sourcing mode. Through the effect 

on trust and shared understanding, this is likely to improve knowledge sharing in both sourcing 

modes. Our study further demonstrates the importance of cognitive, relational, and structural 

aspects in facilitating knowledge sharing. Investment in cognitive factors such as processes to 

facilitate a shared understanding between the peers, visibility of processes, shared codes of 

communication etc. will thus be crucial. At the same time, however, educators should be aware 



213 

 

that investments in stable networks, frequent and close interactions and in trust building activities 

(e.g. face to face workshops) will also improve knowledge sharing. Resultant stable networks, 

strong ties and trust are likely to facilitate knowledge sharing not only on their own account, but 

also by reinforcing the cognitive elements that benefit knowledge sharing.  

5.11 LIMITATIONS OF THE STUDY 

➢ The present research study is confined to student teachers only. 

➢ The sample is restricted only to Chennai District, Tamil Nadu. 

➢ The population of the sample is restricted only to 126 students. 

➢ Although there may be many factors that affect socio-emotional competence and abilities 

of students teachers, this study will be restricted to those factors that are not beyond the 

control of investigator. 

5.12 RECOMMENDATIONS 

1. The study could be extended to other districts of Chennai and different grades of educational 

institutions i.e. the secondary, senior secondary or even at the college level and universities level 

also. 

2. It will be a useful endeavour to compare different college systems such as government and 

private on the phenomenon studied in that investigation. In order to improve the college 

organizational climate there is a need to change its socio psychological dynamics which calls for 

further research to look into student teachers perceptions with regard to college conditions vis-à-

vis student teachers own personality make-up comprising of teaching competencies. Attitude 

towards profession, value pattern, job satisfaction and psychological well-being. 

 3. The teaching effectiveness in the present study was based on self-perceptions of student 

teachers. Learning outcomes could be a useful measure of teaching effectiveness. Therefore a 

study could be conducted to find out the relationship between teaching effectiveness and 

achievement of student teachers. 
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4. Similarly, effect of college organizational climate on student teachers achievement and 

teachers’ morale could be studied. 

5. Knowledge sharing behaviour could be studied in relation to sex, academic qualification and 

years of experience of the student teachers. 

6. District institutions of education and training often conduct various seminars or training 

programmes for teachers to increase the quality and standard of teaching. Teaching effectiveness 

after such type of trainings will establish the usefulness of training programmes. 

7. The results of the present study throw a valuable light on the improvement of teaching 

effectiveness and B.Ed student teachers. But the present study is based on a sample drawn from 

limited geographical area and confined to the B.Ed colleges only. It would be appreciable if 

similar research efforts are put in with a sample drawn from wider geographical and other levels 

such as: Government and Private level education. 

8. The present study was conducted on a sample of student teachers belonging to government 

B.Ed colleges only. It may be replicated on sample of student teachers studying in private 

colleges for drawing the comparative pictures.  

9. A research study can be undertaken to study the differences in the demographic factors in 

relation to the investigated variables. 

10. The study though extended to a period of four years may not be sufficient to give complete 

information regarding teaching effectiveness, knowledge sharing and teaching competence. 

Hence, an exhaustive study may be taken up by some national educational agency like NCERT, 

NCTE etc. 

11. It should be emphasized that any activity or measure for developing and improving social 

capital in an organization should give student teachers the feeling that management, particularly 

top management, considers them important and does not regard them as tools. This will 

encourage them to internalize organizational values and to build a trust-based relation with 

others. Of course, top management has a key role in creating this feeling among student teachers. 
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12. Social capital is strongly related to ethics. Therefore, management should be committed to 

ethics and behave ethically. This will cause student teachers more trust toward management.  

13. Social capital can be further developed by creating feeling of organizational belongingness in 

student teachers through management sensitivity toward their academic achievement and 

academic skills needs, such as competency and abilities.  

14. Clarity of expectations from student teachers and giving them frank and honest feedback 

about their performance can lead to increase of social capital in organizations.  

15. Social capital can be improved through involving and engaging student teachers, particularly 

knowledge students, in group and organizational decisions. This will strengthen their social 

identity and fulfill their need for team-working. 

NUEPA, and UGC to develop essential non-cognitive skills along with cognitive skills in student 

teachers from time to time. 

5.13 SUGGESTIONS 

 Have a proper reward system as it is an effective move to motivate the academic staff to 

share knowledge especially in terms of publishing papers from the research conducted (written 

contributions) and reaching out to communities by contributing ideas and innovative solutions 

(communities of practice). Promotion exercise, for instance should be justified openly, 

demonstrating that the policy is purely performance-driven.  

Emphasize efforts to cultivate organizational citizenship behavior among the student 

teachers. High levels of organizational citizenship can likely foster mutual social exchange 

relationships among fellow colleagues within the faculty as well as other academicians 

throughout the university. Close reciprocal relationships that are developed between 

academicians facilitate the sharing of knowledge. 

Support the provision of feedback from referent communities to the academicians who 

participate in knowledge sharing. The opinions and feedback from the academicians referent 
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groups are important in the sense that the can exert the necessary pressure on academicians to 

engage in knowledge sharing as well as enhance their individual sense of self-worth. 

University administrators such as Faculty Deans and Department Heads should maintain 

an open and conducive environment that welcomes new ideas, considers criticism and constantly 

strives for unity among staff. When Faculty Deans and Department Heads are impartial without 

being humiliated, the academic staff will feel more at ease to engage in knowledge sharing 

behaviors.  

5.14 CONCLUSION 

In social capital and knowledge sharing setting, as compared with traditional teaching 

setting, students are encouraged to participate and allowed to explore different issues, offer their 

views, and gain clear understanding of modules through different methods. Moreover, building 

awareness of their social capital and knowledge sharing components and social capabilities, 

knowledge sharing among student teachers helps them learn study methods and find their 

strengths and weakness. Also, our findings highlighted that social capital and knowledge sharing 

module teaching creates enormous impact on socio-emotional competence and abilities of 

student teachers. As encouraging environment is provided in social capital and knowledge 

sharing settings and student teachers are allowed to learn contents on the basis of their abilities, 

social well being they do not feel great anxiety when encountering learning difficulties, they find 

class environment enjoyable, in which they are not forced to learn. Social capital and knowledge 

sharing theory suggests significance of personal differences, variety of learning, and assessment 

on the basis of individual abilities which ultimately improve the quality of teacher education as 

well. 


