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RESUMEN 

Esta tesis doctoral se presenta por compendio de publicaciones y empieza con un resumen de 

la temática investigada. En la introducción del resumen se discuten brevemente las variables 

examinadas, se justifica la necesidad de estudio y se detalla en anexos un total de 13 trabajos 

presentados. Tras la introducción, se presenta el marco teórico, que consiste en una breve 

elaboración de las variables objeto de estudio. A continuación, se detallan los objetivos del 

estudio y la metodología implementada, se exponen los resultados obtenidos y se presentan 

conclusiones, implicaciones y futuras líneas de investigación.  

En los anexos se presentan los trabajos publicados, con sus referencias de identificación 

bibliográfica. Cuatro de ellos están publicados en las revistas científicas indexadas en 

SSCI/ESCI (WOS) y/o SJR (SCOPUS), uno es capítulo de libro aceptado para su publicación 

en el libro de la editorial española más prestigiosa (SPI, 2018) y ocho son ponencias presentadas 

en congresos internacionales y publicadas en actas indexadas en la colección principal de Web 

of Science (WOS).  
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1. INTRODUCCIÓN 

Las instituciones de educación superior están afrontando hoy en día una serie de 

transformaciones sustanciales derivadas de la revolución digital y la creciente movilidad, 

interacción e interconexión del alumnado. Tanto los profesores como los alumnos están 

incentivados a adaptarse a estos cambios y la implementación de nuevas tecnologías de 

información y comunicación en las aulas universitarias se ha convertido en imperativo a nivel 

mundial (Asamoah, 2021; Islam et al., 2019).  

En concreto, muchos académicos y científicos han contrastado el uso de los social media, 

considerados como la forma más avanzada de desarrollo tecnológico, si bien los hallazgos sobre 

su papel en las aulas universitarias aún no son concluyentes (Tess, 2013). Debido a una serie 

de resultados incoherentes y hasta contradictorios sobre el impacto de este tipo de avance 

tecnológico entre los estudiantes universitarios (Karpinski et al., 2016; Mehmood y Taswir, 

2013; Pasek et al., 2009), en trabajos recientes (p.e. Ahern et al., 2016; Arteaga Sánchez et al., 

2014; Lumby et al., 2014) se destaca la necesidad de examinar con más detalle el papel de los 

social media en entornos académicos. 

Junto a esta creciente área de investigación sobre los efectos de la tecnología en el entorno 

universitario, se ha renovado el interés en factores más tradicionales y más humanos, 

relacionados con el profesorado y sus habilidades comunicativas (Bower et al., 2013; Cavanagh 

et al., 2014; Weinberg et al., 2015). Según viene discutido por Šerić (2020c), los profesores 

enseñan y comunican de muchas formas diferentes: a través de su lenguaje corporal, sus 

expresiones vocales, su gestión del tiempo e incluso los límites espaciales que establecen en las 

aulas. Todos estos elementos forman parte de la comunicación no verbal (CNV) (Jackob et al., 

2011), considerada como un elemento crítico de la comunicación instructiva (Teven y Hanson, 

2004), como un impulsor importante de la escucha efectiva por parte de los estudiantes 

(Caspersz y Stasinska, 2015) y, en tal sentido, un activo fundamental en las aulas universitarias 

(Dutta et al., 2018).  

En un contexto tan dinámico como es el contexto universitario, frente a grandes desafíos 

tecnológicos, se está planteando una pregunta clave: ¿se está desvaneciendo la comunicación y 

la interacción personal con la llegada de la comunicación mediada mediante la tecnología? 

(Šerić, 2020c). En este sentido, Tess (2013) ha señalado que los pilares tradicionales estaban 

perdiendo su influencia ya que las instituciones de educación superior se enfrentaban a nuevos 

desafíos tecnológicos. De otro lado, distintos estudios advierten sobre las frustraciones creadas 
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entre profesores y estudiantes por el creciente uso de las nuevas tecnologías en las aulas (p.e. 

Gikas y Grant, 2013; Jones et al., 2010). Por su parte, autores como Gao et al. (2016) y Sung et 

al. (2016) sugieren que las sinergias son necesarias entre los factores tecnológicos y humanos 

para superar las dificultades que las instituciones de educación superior están experimentando 

actualmente. A partir de ahí, se abre una serie de interrogantes sobre el papel de los docentes 

en esta nueva área tecnológica y sobre si la tecnología puede servir de apoyo al docente en la 

difusión del conocimiento y en qué medida.  

En esta tesis doctoral se pretende contrastar de forma empírica el impacto de los factores 

humanos y los factores tecnológicos en el rendimiento académico. Los factores humanos vienen 

considerados en términos de habilidades comunicativas del profesor, con especial atención en 

su comunicación no verbal. Los factores tecnológicos se centran en el uso de los social media 

con fines académicos. El rendimiento académico se analiza tanto a través del rendimiento del 

profesorado, como del alumnado y de la asignatura en sí.  

Las variables objeto de estudio se examinan desde una óptica cross-cultural o intercultural. 

El contexto universitario es particularmente complejo, pues engloba distintas innovaciones 

tecnológicas y estrategias comunicativas en un mosaico intercultural en el que se han convertido 

las aulas universitarias en los últimos años. Por tanto, la cultura nacional juega un papel 

importante y debe de ser considerada como un factor determinante en la formación de las 

percepciones de los alumnos y en su comportamiento (Steptoe y Wardle, 2001). Por ello, la 

investigación empírica se ha desarrollado en tres países distintos: España, Italia y Croacia. 

Además, en el estudio realizado en España, junto a los alumnos españoles, también han 

participado alumnos de programas de intercambio, con el objetivo de obtener una visión 

intercultural sobre las relaciones causa-efecto investigadas. 

Esta tesis doctoral se presenta como compendio de publicaciones y recoge un total de 13 

trabajos publicados. Cuatro de ellos son artículos científicos publicados en revistas de prestigio 

internacional, y a fecha de depósito de la tesis doctoral, indexadas en índices internacionales 

como Social Science Citation Index (SSCI) y/o Emerging Sources Citation Index (ESCI) (WoS) 

y/o SJR (Scopus). Un trabajo se presenta como un capítulo de libro aceptado para su publicación 

en un libro de la editorial española más prestigiosa, según el ranking SPI del 2018; las ocho 

contribuciones restantes son ponencias presentadas en congresos internaciones y publicadas en 

actas indexadas en la Colección Principal de Web of Science (Conference Proceedings Citation 

Index). Todos ellos se detallan a continuación: 
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ARTÍCULOS PUBLICADOS EN REVISTAS CIENTÍFICAS INDEXADAS EN SSCI/ESCI 

(WOS) y/o SJR (SCOPUS) 

1. Šerić, M. (2019). Have social media made their way in classrooms? A study at three 

European universities, The Journal of International Communication, 25(2), 230-253, 

DOI: 10.1080/13216597.2019.1642932. 

2. Šerić, M. (2020). The impact of communication technology vs human-related factors 

on classroom performance: A cross-cultural study. The International Journal of 

Information and Learning Technology, 37(4), 139-152, DOI 10.1108/IJILT-03-2020-

0037. 

3. Šerić, M. (2020). The influence of technology-mediated and in-person communication 

on student satisfaction: The moderating role of national culture. European Journal of 

Education, 55(1), 118-133, DOI: 10.1111/ejed.12375. 

4. Šerić, M. (2020). The relationship between teacher non-verbal communication and 

student behavior: A cross-national perspective. Journal of Communication Inquiry, 0(0) 

1–28, DOI: 10.1177/0196859920977125. 
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in classroom: A cross-cultural approach. In L. Gómez Chova, A. López Martínez & I. 

Candel Torres (Eds.), ICERI2019 Proceedings, 12th annual International Conference 

of Education, Research and Innovation (pp. 9620-9627). ISBN: 978-84-09-14755-7. 

IATED Academy, https://dx.doi.org/10.21125/iceri.2019.2343. 

11. Šerić, M. (2019). Emerging technologies and teacher performance in classroom: A 

study from the perspective of national and international students. In L. Gómez Chova, 

A. López Martínez & I. Candel Torres (Eds.), ICERI2019 Proceedings, 12th annual 

International Conference of Education, Research and Innovation (pp. 9659-9663). 

ISBN: 978-84-09-14755-7. IATED Academy, https://dx.doi.org/10.21125/iceri. 

2019.2353. 

12. Šerić, M. (2020). Testing teacher non-verbal communication across three universities 

in Europe. In L. Gómez Chova, A. López Martínez & I. Candel Torres (Eds.), 

INTED2020 Proceedings, 14th International Technology, Education and Development 

Conference (pp. 9157-9166). ISBN: 978-84-09-17939-8. IATED Academy, 

https://dx.doi.org/10.21125/inted.2020.2520. 

13. Šerić, M. (2020). University students motives for communicating with teachers and 

satisfaction with communication. What is the role of culture?. In L. Gómez Chova, A. 

López Martínez & I. Candel Torres (Eds.), INTED2020 Proceedings, 14th International 

Technology, Education and Development Conference (pp. 9167-9172). ISBN: 978-84-

09-17939-8. IATED Academy, https://dx.doi.org/10.21125/inted.2020.2521. 

https://dx.doi.org/10.21125/iceri.2016.0985
https://dx.doi.org/10.21125/inted.2017.1625
https://dx.doi.org/10.21125/inted.2017.1625
https://dx.doi.org/10.21125/inted.2017.1629
https://dx.doi.org/10.21125/inted.2017.1629
https://dx.doi.org/10.21125/iceri.2019.2343
https://dx.doi.org/10.21125/iceri.2019.2353
https://dx.doi.org/10.21125/iceri.2019.2353
https://dx.doi.org/10.21125/inted.2020.2520
https://dx.doi.org/10.21125/inted.2020.2521


17 
 

En las siguientes páginas se desarrollla el marco teórico, que consiste en la discusión de la 

comunicación no verbal, los social media y la cultura en la enseñanza. 

2. MARCO TEÓRICO 

2.1. Habilidades humanas: la comunicación no verbal (CNV) 

2.1.1. La dimensionalidad de la comunicación no verbal 

La comunicación no verbal (CNV) se puede describir simplemente como “mensajes silenciosos 

o mensajes sin palabras” (Peterson y Leonhardt, 2015, p. 78). La bibliografía sugiere que hasta 

un 90 por ciento del proceso de comunicación se desarrolla de modo no verbal (Mehrabian, 

1972). Siendo menos controlable que la comunicación verbal, la comunicación no verbal 

generalmente viene considerada como una forma de comunicación más creíble (Gabbott y 

Hogg, 2000).  

Según Gabbott y Hogg (2000), la naturaleza de la CNV viene determinada por tres factores: 

género, cultura y atributos personales. En líneas generales, las mujeres tienden a ser más 

confiadas en la comunicación con otras mujeres. Los hombres adoptan diferentes signos no 

verbales en función de si comunican con otros hombres o con mujeres. Además, las personas 

decodifican con mayor precisión la comunicación no verbal de las personas de la misma cultura 

nacional. Por último, los atributos personales del individuo pueden influir sobre la interacción 

humana, siendo el atractivo del remitente el principal factor de impacto. 

Recientemente, Šerić (2016a; 2019c; 2020a; 2020d) ha discutido la dimensionalidad de la 

CNV y diferentes claves del lenguaje no verbal, agrupándolas en cinco dimensiones principales, 

a saber: 

1. kinésica o lenguaje corporal (Birdwhistell, 1970) - abarca la postura, los gestos y las 

expresiones faciales (Brinke et al., 2012; Puccinelli et al., 2010), así como el contacto 

visual (Gabbott y Hogg, 2000), la sonrisa y el asentimiento con la cabeza (Christophel, 

1990); 
 

2. paralingüística o expresiones vocales (Trager, 1961) - recogen distintos elementos 

lingüísticos como volumen de la voz, ritmo, tono y entonación (Cavanagh et al., 2014); 
 
 

3. prosémica o la consideración del espacio (Hall, 1963) - investiga la distancia espacial 

entre comunicaciones y también puede ser considerada en términos hápticos o de tacto 

(Christophel, 1990); 



18 
 

 

4. cronémica o la consideración del tiempo - estudia el tempo humano en relación con la 

comunicación humana (Bruneau, 1980) y, por último 
 

5. la apariencia personal - consiste en atractivo físico, vestimenta adecuada (Kueh y 

Bagul, 2013) y el uso de complementos y accesorios por parte del comunicador. 

Todas las dimensiones de la comunicación no verbal se recogen en la Figura 1. 

 

Figura 1. Dimensionalidad de la comunicación no verbal 

 

Fuente: Adaptación de Šerić (2016a, 2019c; 2020a; 2020d) 

2.1.2. El papel de la comunicación no verbal en la enseñanza 

Las dimensiones de la CNV han sido frecuentemente objeto de investigación en la bibliografía 

educativa, según viene reflejado en los trabajos de Šerić (2016a, 2020d). Así, por ejemplo, 

algunos estudios examinaron el papel del lenguaje corporal (kinésica) del profesor en el aula. 

Bağcı (2008) sugiere que la kinésica del profesor podría influir en el rendimiento de los 

estudiantes y aumentar su nivel de interés en la materia. Gulec y Temel (2015) analizaron el 

uso del lenguaje corporal por parte de los profesores y encontraron que los profesores sonrientes 

aumentaban el interés de los estudiantes, y que sus gestos y el contacto visual tenían un papel 

importante en su comprensión del temario y la eficacia de la clase en sí. Otros estudios se 

centraron en los elementos paralingüísticos de los profesores y demostraron su impacto en la 

claridad (McCroskey et al., 2006) y en el rendimiento del profesorado (Hinkle, 2001). 
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Cavanagh et al. (2014) estudiaron tanto la kinésica como la paralingüística de los futuros 

profesores y examinaron la alineación entre los modos de comunicación verbal y no verbal a 

través de las grabaciones de video. Tras las revisiones de las grabaciones, los resultados 

demostraron que los profesores mejoraron otros aspectos comunicativos, pero no aquellos 

relacionados con la comunicación no verbal, lo que sugiere que el papel del lenguaje corporal 

y de la paralingüística en la enseñanza requiere más atención a largo plazo. 

La dimensión de la prosémica ha sido examinada por Kale (2008), centrándose en la 

proximidad física entre estudiantes y profesores en el aula. Kale (2008) adoptó el marco de 

áreas espaciales propuesto por Miller (1981), según el cual existen cuatro áreas de proximidad: 

1) íntima (hasta 0,5 metro); 2) personal (desde 0,5 metro hasta 1,5 metros); 3) social (desde 1,5 

metros hasta 3,5 metros) y 4) pública (desde 3,5 metros hasta 7,5 metros). Con respecto a la 

cronémica, Felton et al. (2008) examinaron las percepciones de los estudiantes sobre la gestión 

del tiempo de los profesores como un factor relevante de su actividad. 

Anvari y Atiyaye (2014) adoptaron un enfoque más holístico y examinaron los cuatro 

elementos de la comunicación no verbal discutidos anteriormente (kinésica, paralingüística, 

prosémica y cronémica). Los resultados de su estudio revelaron una correlación positiva entre 

la transferencia de información y las cuatro dimensiones de la CNV. 

Finalmente, la apariencia personal, y más concretamente, el atractivo de los docentes ha 

sido estudiado por autores como Ambady y Rosenthal (1993) y Hamermesh y Parker (2003), 

quienes encontraron que los docentes atractivos eran percibidos por los estudiantes como 

instructores más efectivos. En concreto, Hamermesh y Parker (2003) han estudiado el impacto 

del atractivo de los profesores universitarios en la evaluación del profesorado realizada por los 

estudiantes de grado. Los resultados sugirieron una relación positiva entre el atractivo de 

profesor y altas puntuaciones.  

Todos estos trabajos sugieren que la comunicación no verbal del profesor ejerce un papel 

importante en las aulas universitarias, influyendo tanto en el rendimiento del profesorado 

mismo como del alumnado. Según se señala en Šerić (2016a, 2021), diversas publicaciones 

sugieren que la comunicación no verbal del profesorado tiene efectos positivos sobre la 

percepción de la eficacia de la clase (Bağcı, 2008), la comprensión adecuada del temario (Gulec 

y Temel, 2015; Weinberg et al., 2015), las opiniones positivas de los estudiantes sobre la 

asignatura (Gulec y Temel, 2015), el nivel de su asistencia (Gulec y Temel, 2015), en su interés 
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(Bağcı, 2008), en su escucha efectiva (Caspersz y Staniska (2015) y, por último, en su 

aprendizaje (McCroskey et al., 2004; Weinberg et al., 2015). 

Junto a la comunicación no verbal, Šerić (2020b) confirma la experiencia como otro aspecto 

clave en la percepción del rendimiento del profesorado. En diversos estudios se demuestra que 

la experiencia del profesor se asocia de forma positiva con su expresión, especialmente con la 

claridad (Bromme y Steinbring, 1994) y como tal incide sobre sus habilidades comunicativas. 

Puesto que la comunicación no verbal se produce de forma automática y frecuentemente 

inconsciente, el emisor tiene poco conocimiento de cómo envía el mensaje no verbal y cómo se 

recibe y percibe este por el destinatario. A partir de ahí, se advierte la necesidad de investigar 

la influencia de la comunicación no solo en la interacción personal, sino en una amplia variedad 

de contextos comunicativos, enriquecidos, además, por diversidades culturales (Conley y Ah 

Yun, 2017). 

2.2. Avances tecnológicos: social media 

2.2.1. Las tipologías de social media 

Los social media se consideran como uno de los desarrollos tecnológicos más importantes y 

con mayor impacto, debido a su capacidad de ofrecer una conectividad continúa entre sus 

usuarios (Balas, 2006). Se definen como “un grupo de aplicaciones basadas en Internet que se 

construyen sobre los fundamentos ideológicos y tecnológicos de la Web 2.0, y que permiten la 

creación e intercambio de contenido generado por el usuario” (Kaplan y Haenlein, 2010, p. 61). 

Social significa interacciones entre sus usuarios de tipo individual, profesional o incluso de 

entretenimiento, mientras que media sugiere que estas interacciones tienen lugar a través de 

redes y dispositivos sociales y digitales (Gikas y Grant, 2013).  

Tess (2013) señala que algunos investigadores utilizan el término más inclusivo de “Web 

2.0” cuando se refieren a las redes sociales y otras aplicaciones de los social media. Según se 

explica en Šerić (2016b), el término social media va más allá de las redes sociales y los blogs 

(Tess, 2013), pues recogen una serie de otros formatos como el uso compartido de los medios 

(media sharing), como es, por ejemplo, YouTube (Greenhow et al., 2009); los marcadores 

sociales (social bookmarking), como Delicious, que permiten a los usuarios gestionar los 

marcadores de sus documentos web; las wikis, como por ejemplo Wikipedia, que sirven para el 

desarrollo colaborativo del conocimiento; los feeds y las herramientas de etiquetado, como por 

ejemplo RSS (Really Simple Syndication), que ayudan a agregar y organizar el contenido y el 
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mix de diferentes contenidos en nuevas formas, como por ejemplo puede ser la combinación de 

datos geográficos con datos de transporte (Greenhow et al., 2009). 

Distintas tipologías de social media se ilustran en la Figura 2. 

 

Figura 2. Las tipologías de social media 

 

Fuente: Adaptación de Greenhow et al. (2009), Šerić (2016b) y Tess (2013) 

Con respecto a las redes sociales y a los blogs (Tess, 2013), las redes sociales permiten a 

los usuarios crear perfiles personales, contenido y compartir mensajes conectándose con otros 

usuarios en el sistema (Boyd y Ellison, 2007); los blogs permiten publicaciones y comentarios 

sobre un tema en particular (Du y Wagner, 2006). Entre las redes sociales, destacan las 

siguientes: Facebook, actualmente considerado como el principal software social (Lenhart et 

al., 2010); MySpace, similar a Facebook, ofrece una red interactiva con perfiles personales, 

fotos, música, videos y otros (Boyd y Ellison, 2007); Twitter, una micro red social con una 

extensión limitada de publicaciones (Tess, 2013) y LinkedIn, orientado a la creación de redes 

profesionales (Tess, 2013).  
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2.2.2. El papel de los social media en la enseñanza 

Existe un creciente conjunto de trabajos en el campo de la educación donde se reconoce el 

impacto de los social media en las aulas (Everson et al., 2013). Al mismo tiempo, hay 

investigadores que cuestionan su eficacia en el contexto universitario (Kirschner y Karpinski, 

2010; Lau, 2017; Paul et al., 2012). 

De un lado, se han identificado varios efectos positivos de los social media, y más 

concretamente de las redes sociales, sobre la autorreflexión, la autoexpresión y la interacción 

social de los estudiantes (Deng y Yuen, 2011). Las redes sociales pueden ser consideradas como 

una herramienta útil para publicar tareas a desarrollar (Falalah y Rosmala, 2012). En concreto, 

Facebook se percibe como un impulsor de las actitudes positivas de los estudiantes hacia el 

aprendizaje (Kabilan et al., 2010) y como un predictor positivo del capital social entre los 

estudiantes universitarios (Abeele et al., 2018). Además, un estudio ha demostrado que el uso 

de Twitter está relacionado de forma positiva con las notas medias altas y una mayor 

participación de los estudiantes (Junco et al., 2011). 

De otro lado, algunos estudios llegaron a conclusiones más desalentadoras sobre el uso de 

las redes sociales (Valtonen et al., 2010) con fines académicos (Everson et al., 2013; Jones et 

al., 2010) y su impacto entre los estudiantes (Kirschner y Karpinski, 2010; Lau, 2017; Paul et 

al., 2012). Por ejemplo, Valtonen et al. (2010) demostraron que la cantidad de software social 

utilizado activamente fue menor de lo esperado ya que los estudiantes no estaban muy 

familiarizados con ellos. Everson et al. (2013) encontraron que los estudiantes de postgrado no 

estaban tan dispuestos como se esperaba a usar Facebook, Twitter y YouTube como 

herramientas educativas. El estudio de Jones et al. (2010) reveló que los estudiantes no usaban 

con frecuencia las redes sociales con fines académicos porque querían mantener su vida social 

separada del aprendizaje, pero también debido a preocupaciones relacionadas con la infracción 

de derechos de autor, la sobrecarga de información y las limitaciones de tiempo relacionadas 

con la tecnología. Otros estudios incluso comprobaron que existe un impacto negativo del uso 

de las redes sociales en el rendimiento académico de los estudiantes (Kirschner y Karpinski, 

2010; Lau, 2017; Paul et al., 2012). 

Todos estos estudios sugieren que la importancia relativa de los social media en la 

enseñanza sigue siendo discutida en las publicaciones más recientes y que el debate sobre su 

papel en las instituciones de educación superior sigue estando abierto (Šerić, 2019b). 
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2.3. La cultura y la enseñanza 

Desde la literatura más reciente sobre la comunicación instruccional, se destaca la necesidad de 

investigar su impacto en distintos resultados del aprendizaje, considerando a la vez antecedentes 

culturales (Conley y Ah Yun, 2017), puesto que “los patrones de comportamiento en el aula 

varían de una cultura a otra” (Keshishian, 2013 p. 256). De acuerdo con lo tratado por Šerić 

(2017a; 2017b; 2021), la cultura puede ser considerada en distintos dominios, entre los cuales 

se observan: la cultura nacional, definida como un conjunto de valores, creencias y 

suposiciones aprendidas en la infancia y que distinguen a las personas de una nación de aquellas 

que pertenecen a otra (Hofstede, 1991); la cultura organizacional, considerada en el contexto 

universitario como un conjunto de normas, estándares y valores de lo científico, donde la 

creatividad, la innovación y la contribución individual a los avances en el conocimiento son 

altamente valoradas (Siegel et al., 2003); la cultura disciplinaria, que viene definida en función 

de lo que hacen los académicos y cómo vienen descritas y valoradas esas actividades (Healey, 

2000) y la cultura ocupacional, entendida como un conjunto de valores, creencias y normas 

asociados con una ocupación o un tipo de trabajo (Heery y Noon, 2008). 

Los profesores universitarios a menudo se encuentran con una audiencia que muestra 

diferencias culturales en todos los dominios. En el nacional, debido a la movilidad y los 

programas de intercambio que convierten los aularios en unos verdaderos encuentros 

interculturales, con un gran número de estudiantes procedentes de países de todo el mundo. En 

el dominio organizativo, puesto que los alumnos provienen de diferentes instituciones, cada una 

caracterizada por sus propias identidades, normas y sistemas educativos. En el dominio 

disciplinario, especialmente en el caso de las asignaturas optativas, donde a menudo se 

encuentran los alumnos procedentes de distintas titulaciones o incluso distintos centros. Y en 

el dominio ocupacional, ya que algunos de ellos pueden trabajar mientras estudian y, por lo 

tanto, pueden ejercer profesiones diferentes, cada una caracterizada por su propio set de valores 

(Šerić, 2017a). 

Si bien la cultura nacional es el tipo más referenciado en las publicaciones de educación 

(Šerić, 2017b), existe un cierto lamento en la doctrina por una escasa y deficiente comprensión 

de diferencias culturales a nivel europeo (Šerić, 2019b; 2020b; 2020d). En este sentido, las 

percepciones de los estudiantes normalmente se comparaban entre las culturas occidentales y 

orientales (p.e. Goldman et al., 2014; Kim et al., 2011; Lee et al., 2017; Zhou y Li, 2015) o 

entre las culturas europeas y no-europeas (p.e. Karpinski et al., 2016; Tarhini et al., 2015).   
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Junto al llamamiento a investigar las diferencias en los comportamientos y las percepciones 

de los alumnos a nivel europeo, se observa la necesidad de examinar las variables objeto de 

estudio de esta tesis doctoral desde una óptica cultural. En este sentido, varios estudios recientes 

han destacado la necesidad de considerar el papel de los factores contextuales en los efectos de 

la comunicación no verbal (Leathers y Eaves, 2015) y en la adopción de las nuevas tecnologías 

(Huang et al., 2019), especialmente de los social media (Lau, 2017). En concreto, Segerstrale 

y Molnár (2018) han discutido que la interpretación de las señales no verbales de la 

comunicación estaba fuertemente influenciada por la cultura. Por su parte, Kim et al. (2011) 

han mostrado que las motivaciones para usar las redes sociales entre los estudiantes 

universitarios varían en función de su cultura nacional. Sin embargo, las evidencias sobre el 

impacto de la cultura nacional en el uso de los social media en las aulas universitarias todavía 

son escasas y requieren mayor investigación (Lau, 2017). 

3. OBJETIVOS Y METODOLOGÍA 

3.1. Objetivos de la tesis doctoral 

El objetivo de esta tesis doctoral es entender el impacto de los factores humanos (y más 

concretamente de las habilidades comunicativas del profesorado) y los factores tecnológicos 

(los social media) en el rendimiento académico, considerando el papel de la cultura nacional en 

las variables examinadas. Este objetivo genérico se pretende alcanzar a través de una serie de 

objetivos específicos (ver Figura 3). 

En primer lugar, se profundiza en la naturaleza de la comunicación no verbal en el contexto 

de la enseñanza universitaria. Para ello, se analizan distintos elementos que componen la 

comunicación no verbal, como aspectos kinésicos, paralingüísticos, prosémicos, cronémicos y 

aquellos relacionados con la apariencia personal.  

En segundo lugar, se examina el papel de los social media a través de su uso con fines 

académicos y la percepción de su utilidad y de la calidad de la información por parte del 

alumnado.  

En tercer lugar, se investiga el papel que juegan esas variables (la comunicación no verbal 

y los social media) en el rendimiento académico y, más concretamente, en el rendimiento del 

alumnado (p.e. atención, motivación, implicación, satisfacción, aprendizaje afectivo, 

aprendizaje cognitivo, nota media), el rendimiento del profesorado (claridad, confianza, 
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disposición a ayudar), el vínculo que se establece entre el alumnado y el profesorado (la 

congruencia con la auto-imagen, el motivo de la comunicación, la relación alumno-profesor) y 

el rendimiento de la asignatura (la percepción del valor).  

Por último, se analiza el papel de la cultura nacional en la percepción y en la evaluación de 

las variables objeto de estudio y su papel moderador en las interrelaciones examinadas.  

 

Figura 3. Objetivos de la tesis doctoral 

 

Fuente: Elaboración propia 

3.2. Metodología 

Los objetivos planteados han sido contrastados a través de un total de 13 trabajos presentados 

en anexos. Los cuatro trabajos publicados en los años 2016 y 2017 son de naturaleza conceptual; 
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FACTORES 
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TECNOLÓGICOS
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NO VERBAL SOCIAL MEDIA

RENDIMIENTO ACADÉMICO

ALUMNADO PROFESORADO ASIGNATURA
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los trabajos publicados posteriormente también contienen investigación empírica. Los trabajos 

conceptuales profundizan en la naturaleza de la comunicación no verbal, los avances 

tecnológicos y la cultura en la enseñanza y en las interrelaciones entre estas variables. Los 

demás trabajos ofrecen evidencias empíricas acerca del impacto de la comunicación no verbal 

y de los social media en las aulas, adoptando todos ellos un enfoque basado en la cultura 

nacional. A continuación, se detalla la metodología empleada en la investigación empírica, se 

explica el desarrollo del instrumento de medida y el procesamiento de datos. 

3.2.1. Investigación empírica 

Tras la revisión de publicaciones y el planteamiento de los objetivos de investigación, se ha 

llevado a cabo una investigación empírica en tres universidades ubicadas en tres países 

europeos: España, Italia y Croacia. Si bien los tres países forman parte de la Unión Europea y 

se encuentran todos en el Mediterráneo, tienen sistemas educativos diferentes y distintas 

prácticas de enseñanza (Šerić, 2019b; 2020d). Además, según se expone en Šerić (2019b), los 

tres países muestran diferencias significativas en cuanto a las dimensiones culturales de 

Hofstede (1991) y su modelo cultural muy valorado. Así, mientras España y Croacia son países 

clasificados como colectivistas y femeninos, donde la integración en los grupos y la calidad de 

vida están altamente valorados, Italia es un país considerado como individualista y masculino, 

pues las personas suelen mostrar más preocupación por ellos mismos y sus familias más 

cercanas y valoran el rendimiento y el progreso. Además, España es un país normativo, es decir, 

orientado a corto plazo, mientras que Italia y Croacia son países pragmáticos, orientados a largo 

plazo. Finalmente, los tres países muestran puntuaciones distintas en la dimensión “distancia al 

poder”, puntuando Croacia más alto, sugiriendo de este modo preferencias por la jerarquía y 

centralización del poder, seguida por España, que muestra unas puntuaciones intermedias y, por 

último, Italia, donde se valora la igualdad y la descentralización del poder. Por todo ello, se 

espera que la cultura nacional va a jugar un papel importante en el análisis de las variables 

objeto de estudio y las relaciones que se plantean entre ellas. 

En los tres países se han llevado a cabo tres estudios empíricos a principios de 2017. La 

muestra estaba constituida de un total de 503 alumnos. En España participaron 221 estudiantes, 

siendo 146 estudiantes nacionales y 75 estudiantes de programa Erasmus. En Italia y Croacia 

participaron solo estudiantes nacionales, 125 y 157, respectivamente. En cuanto al género 

(sexo), 353 estudiantes eran mujeres (70,2%), y 150 (29,8 %) eran hombres. Una mayoría tenía 

entre 18 y 21 años (55,7%) o 22 y 25 años (38,4%); el resto (5,9%) eran mayores de 25 años. 
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Los alumnos procedían de distintas titulaciones, como Filología, Traducción y Comunicación, 

Economía, Turismo y Derecho. 

3.2.2. Desarrollo del instrumento de medida 

La recogida de datos se ha realizado a través de cuestionarios estructurados, originariamente 

redactados en inglés y, posteriormente, traducidos al español, italiano y croata, preservando la 

coherencia entre todas las versiones. El cuestionario ha sido administrado a los alumnos de 

forma online o presencial. 

Las variables objeto de estudio han sido evaluadas a través de la adaptación de las escalas 

utilizadas y ya testadas en trabajos publicados. Las dimensiones de la comunicación no verbal 

se evaluaron mediante versiones adaptadas de distintas escalas (Bower et al. 2013; Christophel, 

1990; Dowling, 2008; Felton et al., 2008; Jung y Yoon; 2011; Ohanian, 1990). La experiencia 

del profesorado ha sido examinada a través de la adaptación de la escala de Ohanian (1990). El 

uso de los social media con fines académicos se ha evaluado siguiendo a Tess (2013) y 

Greenhow et al. (2009) para medir su utilización por parte de los alumnos, mientras la escala 

de Moran et al. (2011) ha sido empelada para medir su uso por parte de los profesores. La 

utilidad percibida del uso de los social media y la calidad de la información en los social media 

han sido evaluada a través de las escalas de Heinrichs et al. (2011) adaptadas. 

Con respecto a las variables relacionadas con el rendimiento académico y, más 

concretamente, con el rendimiento de los estudiantes, la escala de atención se ha desarrollado 

a partir del estudio de Wilson y Korn (2007), la escala de implicación ha sido adaptada de 

Wilson y Ryan (2010), la motivación se ha medido a través de motivación para asistir a clase, 

motivación para escuchar al profesor y motivación para comunicarse con el profesor; la escala 

para medir la satisfacción del alumnado ha sido desarrollada a partir de Arbaugh (2001), 

Goodboy y Myers (2008) y Koeber (2005). Los aprendizajes cognitivo y afectivo se evaluaron 

mediante adaptaciones de las escalas de Frisby y Martin (2010). La nota media ha sido 

examinada como el promedio de las puntuaciones numéricas totales correspondientes a toda la 

carrera, según los datos indicados por los alumnos. 

El rendimiento de los profesores ha sido evaluado a través de la claridad (Felton et al., 

2008), la confianza que inspiran a los alumnos (Ohanian, 1990) y la disposición a ayudar 

(Felton et al., 2008). Otras escalas se adaptaron y emplearon para evaluar la relación alumno-

profesor (Koeber, 2005), el motivo de la comunicación (Martin et al., 1999; 2000), la 
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congruencia con la auto-imagen (Sirgy et al., 2015) y el rendimiento de la asignatura a través 

de la percepción del valor (Koeber, 2005). Las variables se midieron a través de una escala de 

tipo Likert de 5 puntos. 

3.2.3. Procesamiento de datos  

Los datos se procesaron con dos softwares diferentes: SPSS (Statistical Package for Social 

Science) y PLS (Partial Least Squares) y se sometieron a una serie de análisis estadísticos 

como: análisis de estadísticos descriptivos, análisis de frecuencias, test de normalidad 

(Kolmogorov-Smirnov y Shapiro-Wilk), los test Kaiser-Meyer-Olkin (KMO), los test de 

esfericidad de Bartlett, análisis de componentes principales, pruebas de fiabilidad y validez, 

análisis de correlaciones, regresión por mínimos cuadrados parciales, pruebas no paramétricas 

y análisis multigrupo. 

La calidad del instrumento de medida ha sido contrastada a través de los análisis de 

fiabilidad (simple y compuesta) y validez (convergente y discriminante). Las relaciones entre 

las variables objeto de estudio han sido testadas a través de análisis de correlaciones (con SPSS) 

o a través de modelos de ecuaciones estructurales, en concreto, la técnica de mínimos cuadrados 

parciales - PLS-SEM (Partial Least Squares Structural Equation Modeling).  

El papel de la cultura nacional ha sido contrastado a través de las pruebas no paramétricas 

(la prueba U de Mann Whitney y la prueba H de Kruskal Wallis, dependiendo del número de 

las submuestras analizadas). El efecto moderador de la cultura nacional en los modelos causales 

ha sido examinado a través de análisis mutligrupo y la novedosa aproximación PLS-MGA 

(Partial Least Squares Multigroup Analysis), propuesta por Henseler et al. (2016).  

4. RESULTADOS 

4.1. El impacto de la comunicación no verbal y de los social media 

En esta sección se discuten los resultados obtenidos de los estudios empíricos acerca del 

impacto de la comunicación no verbal y de los social media en las aulas, analizados tanto 

conjuntamente como por separado. En concreto, dos de los trabajos publicados examinan de 

forma paralela el impacto de la comunicación no verbal y de los social media en las aulas 

universitarias (Šerić 2020b; 2020c) (ver Tabla 1). 
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En Šerić (2020c) se exploran los efectos del uso de los social media y de la comunicación 

no verbal en la satisfacción de los estudiantes (tanto estudiantes españoles como estudiantes 

Erasmus). Los social media se examinan en términos de su uso con el fin de estudiar la 

asignatura, así como la calidad de la información y la utilidad percibida entre los estudiantes. 

La comunicación no verbal se examina a través de la kinésica, la paralingüística, la prosémica 

y la cronémica. Contrariamente a las expectativas, los resultados muestran que ninguno de los 

aspectos de los social media impulsa la satisfacción de los estudiantes. En cambio, se 

encuentran tres elementos de la comunicación no verbal que influyen en la satisfacción del 

estudiante: kinésica, paralingüística y cronémica, mientras que el impacto de la prosémica no 

resulta significativo entre la mayoría de los estudiantes. 

El trabajo de Šerić (2020b) tiene una perspectiva más holística y busca comparar los efectos 

tecnológicos con los efectos humanos sobre tres tipos de rendimiento: el rendimiento del 

profesorado (claridad), el rendimiento del alumnado (aprendizaje cognitivo) y el rendimiento 

de la asignatura (valor percibido). Los factores tecnológicos se examinan en términos del uso 

de los social media con fines académicos, mientras que los factores humanos se consideran 

desde la experiencia docente y las habilidades comunicativas, más específicamente la CNV. 

Los resultados demuestran que los social media no tienen impacto significativo en el 

aprendizaje del alumno, siendo el impacto de esta variable sobre la claridad del profesor incluso 

negativo (si bien no significativo). El uso de los social media parece incidir de forma positiva 

sobre la percepción del valor de la asignatura, aunque con un efecto relativamente bajo 

(significativo al 95%). Se confirman los efectos positivos de la experiencia del profesor y su 

comunicación no verbal en la claridad del profesor, aprendizaje cognitivo del alumno y el valor 

percibido de la asignatura (significativo al 99% en casi todos los casos). 

Tabla 1. Impacto de los factores humanos versus factores tecnológicos sobre el 

rendimiento académico: relaciones causa - efecto 

FACTORES  
HUMANOS/ 
FACTORES 

TECNOLÓGICOS 

RENDIMIENTO  
ALUMNADO 

RENDIMIENTO 
PROFESORADO 

RENDIMIENTO 
ASIGNATURA 

Satisfacción Aprendizaje 
cognitivo 

Claridad Valor 

Comunicación no verbal Parcial Sí Sí Sí 

Social media No No No Sí 

Fuente: Šerić (2020b; 2020c) 
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Otros trabajos empíricos estudian de forma separada el papel que ejercen la comunicación 

no verbal (Šerić, 2019c; 2020d; 2021) y los social media (Šerić, 2019a; 2019b) en el proceso 

de enseñanza-aprendizaje (ver Tabla 2).  

Así, en la aportación de Šerić (2020d), se confirman correlaciones positivas entre la 

comunicación no verbal y una serie de variables. La primera es la congruencia con la auto-

imagen, es decir, la percepción del nivel de coherencia entre la imagen del profesorado y la 

propia imagen. En otras palabras, los estudiantes reconocen que la comunicación no verbal es 

un aspecto crítico en la proyección de la propia imagen y que los docentes con una CNV 

eficiente son un ejemplo a seguir. Ese estudio también ha demostrado que la CNV del 

profesorado está fuertemente relacionada con la atención del alumno y el aprendizaje, tanto 

cognitivo como afectivo. En cuanto a las dimensiones de la CNV, la apariencia personal ha 

jugado el papel más importante en la congruencia con la auto-imagen, la paralingüística en la 

atención y la kinésica en el aprendizaje.  

Por su parte, el estudio de Šerić (2019c) ha mostrado que existen relaciones entre las 

percepciones de la comunicación no verbal y el rendimiento del alumnado, considerado en 

términos de nota media. Así, los estudiantes con notas medias altas percibieron en mayor 

medida la utilidad de la CNV en el aula, comparados con estudiantes con un rendimiento más 

bajo. Estos alumnos percibieron la comunicación no verbal como una herramienta 

especialmente útil para comprender el temario de la asignatura e incentivar el aprendizaje.  

En otro trabajo (Šerić, 2021) se ha concluido que la CNV del profesorado, y más 

concretamente la dimensión relacionada con la apariencia personal (el atractivo), no solo está 

positivamente relacionada, sino que también ejerce un impacto significativo sobre la confianza 

en el profesorado por parte de los alumnos, al igual que sobre su motivación e implicación.  

Con respecto a los social media, los resultados son más desalentadores, pues se observa un 

uso bastante bajo de los social media con fines académicos, tanto entre los alumnos como entre 

los profesores en los tres países investigados, y se obtienen valores relativamente bajos sobre 

la percepción de la utilidad de este recurso tecnológico en las aulas universitarias (Šerić, 2019b). 

No se confirman relaciones positivas entre el uso de los social media con fines académico por 

parte del profesorado y su disposición a ayudar (Šerić, 2019a) y tampoco se encuentran 

relaciones significativas entre el uso de los social media en el aula y la atención de alumnado 

(Šerić, 2019b). Sin embargo, algunos resultados sugieren la existencia de relaciones positivas 

entre el uso de los social media en el aula y la percepción de la confianza en el profesorado (si 
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bien esta relación es significativa solo al 95%) y entre el uso de los social media y la relación 

que se establece entre los alumnos y los profesores (relación significativa al 99%) (Šerić, 

2019b). 

Tabla 2. Impacto de los factores humanos versus factores tecnológicos sobre el 

rendimiento académico: correlaciones y varianza 

C
O

M
U

N
IC

A
C

IÓ
N

 N
O

 V
E

R
B

A
L

 (C
N

V
) 

RENDIMIENTO ALUMNADO IMPACTO DE LA CNV 

Atención  Sí 

Motivación Sí 

Implicación Sí 

Aprendizaje cognitivo Sí 

Aprendizaje afectivo Sí 

Nota media  Sí 

RENDIMIENTO PROFESORADO IMPACTO DE LA CNV 

Confianza Sí 

RENDIMIENTO ALUMNADO- 

PROFESORADO 

IMPACTO DE LA CNV 

Congruencia con la auto-imagen Sí 

SO
C

IA
L

 M
E

D
IA

 

RENDIMIENTO ALUMNADO IMPACTO DE LOS SOCIAL MEDIA 

Atención  No 

RENDIMIENTO PROFESORADO IMPACTO DE LOS SOCIAL MEDIA 

Confianza Sí 

Disposición a ayudar No 

RENDIMIENTO ALUMNADO- 

PROFESORADO 

IMPACTO DE LOS SOCIAL MEDIA 

Relación alumnado–profesorado  Sí 

Fuente: Šerić (2019a; 2019b; 2019c; 2020d; 2021) 

 

4.2. El impacto de la cultura nacional 

Los hallazgos sobre el impacto de la cultura nacional no parecen ser concluyentes (ver Tabla 

3). De un lado, algunos trabajos (Šerić, 2019c; 2020a; 2020d; 2020e) mostraron que la cultura 

nacional juega un papel determinante en las percepciones y evaluaciones de los alumnos 
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provenientes de los tres países investigados. Así, por ejemplo, Šerić (2020a) ha revelado 

diferencias significativas en evaluaciones de distintas dimensiones de la comunicación no 

verbal, obteniendo, en líneas generales, puntuaciones más altas entre los alumnos croatas y más 

bajas entre los alumnos españoles. Otro estudio (Šerić, 2019c) ha mostrado diferencias 

significativas en cuanto a la percepción de la utilidad y eficacia de la CNV de profesorado. Los 

estudiantes croatas asignaron puntuaciones más altas a todos los aspectos de la utilidad y 

eficacia de la CNV, seguidos por los estudiantes españoles y, por último, los estudiantes 

italianos, que percibieron en menor medida la relevancia de la CNV en las aulas. En el trabajo 

de Šerić (2020e) se confirman diferencias culturales en los motivos de la comunicación (más 

bajos entre los alumnos italianos) y satisfacción con la comunicación (más baja entre los 

alumnos españoles). Por último, la aportación de Šerić (2020d) se ha centrado en examinar las 

diferencias culturales en el comportamiento de los alumnos provenientes de España e Italia. Sus 

hallazgos confirmaron diferencias culturales en las correlaciones entre todas las dimensiones 

de la CNV (excepto la kinésica) y las cuatro variables examinadas, es decir, la congruencia con 

la auto-imagen, la atención, el aprendizaje cognitivo y el aprendizaje afectivo.  

De otro lado, contribuciones de Šerić (2019a; 2020c; 2021) han concluido que el papel de 

la cultura nacional no ha sido tan determinante. En concreto, Šerić (2019a) no ha observado 

difrencias culturales en las correlaciones entre el uso de los social media y la disposición a 

ayudar por parte del profesorado, examinadas a nivel factorial. El trabajo de Šerić (2021) no ha 

encontrado ninguna diferencia cultural a la hora de examinar el impacto del atractivo del 

profesorado sobre la confianza, motivación e implicación de los alumnos provenientes de los 

tres países. La aportación de Šerić (2020c) ha recogido una muestra de 221 estudiantes en 

España y ha analizado las relaciones causa-efecto planteadas tanto a nivel global, como a través 

de un análisis comparativo entre los estudiantes nacionales y los estudiantes Erasmus. Entre 

una serie de relaciones planteadas entre las dimensiones de la CNV, distintos aspectos de los 

social media y la satisfacción de los estudiantes, la cultura nacional parece moderar solo una 

relación: el impacto de la cronémica sobre la satisfacción. El papel moderador de la cultura 

sobre otras relaciones no es significativo.  

En otros trabajos (Šerić, 2020b; 2019b) se obtienen resultados mixtos acerca de la 

influencia de la cultura. Por ejemplo, en el trabajo Šerić (2020b) se obtienen diferencias 

culturales cuando se examinan los efectos de la comunicación no verbal sobre la claridad del 

profesorado, si bien la cultura nacional no parece ser determinante cuando se observa el impacto 

de la CNV sobre el aprendizaje cognitivo del alumno y el valor percibido de la signatura. En 
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este trabajo se consideran también los efectos de la experiencia del profesorado y se afirma el 

papel moderador de la cultura en el impacto de la experiencia sobre la claridad del profesor y 

el valor percibido de la asignatura. En cambio, no se afirma el impacto de la cultura nacional 

cuando los social media actúan como antecedentes. De otro lado, en el trabajo de Šerić (2019b) 

se muestran diferencias culturales entre los tres países a la hora de examinar el uso de los social 

media entre los alumnos y los profesores, al igual que su utilidad percibida. También se observa 

que la significatividad de la correlación entre el uso de los social media en el aula y las 

relaciones que se crean entre alumnos y profesores, cambia en función de la cultura nacional, 

siendo más fuerte entre los estudiantes españoles al (99%), más débil entre estudiantes croatas 

(al 95%) e inexistente entre los estudiantes italianos. No se encuentran diferencias culturales en 

las correlaciones entre los social media y la atención de un lado y los social media y la confianza 

en el profesorado de otro. 

Tabla 3. Impacto de la cultura nacional en evaluaciones de las variables y sus relaciones 

 
EVALUACIONES DE LAS VARIABLES  

IMPACTO DE LA 
CULTURA 

NACIONAL 

C
O

M
U

N
IC

A
C

IÓ
N

 
N

O
 V

ER
B

A
L 

(C
N

V
) Dimensiones de la CNV Sí 

Utilidad percibida de la CNV Sí 

Eficacia percibida de la CNV Sí 

Motivos de comunicación Sí 

Satisfacción con la comunicación Sí 

SO
C

IA
LL

 
M

ED
IA

 Uso de social media por parte de alumnado Sí 

Uso de social media por parte de profesorado Sí 

Utilidad percibida del uso de los social media en las aulas Sí 

 
RELACIONES ENTRE LAS VARIABLES 

IMPACTO DE LA 
CULTURA 

NACIONAL  

C
O

M
U

N
IC

A
C

IÓ
N

 N
O

 
V

ER
B

A
L 

(C
N

V
) 

RENDIMIENTO ALUMNADO 

CNV – atención Parcial 

CNV  –  motivación/implicación No 

CNV – satisfacción  Parcial 

CNV  –  aprendizaje cognitivo Parcial 

CNV – aprendizaje afectivo Parcial 
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RENDIMIENTO PROFESORADO 

CNV – claridad de profesorado Sí 

CNV – confianza en el profesorado No 

RENDIMIENTO ALUMNADO – PROFESORADO 

CNV – congruencia con la auto-imagen Parcial 

RENDIMIENTO ASIGNATURA 

CNV – valor percibido de la asignatura No 

SO
C

IA
L 

M
ED

IA
 

RENDIMIENTO ALUMNADO  

Social media – atención No 

Social media  – aprendizaje cognitivo No 

Social media – satisfacción No 

RENDIMIENTO PROFESORADO  

Social media  – claridad  No 

Social media – confianza No 

Social media – disposición a ayudar No 

RENDIMIENTO ALUMNADO-PROFESORADO 

Social media – relación alumnado/profesorado Sí 

RENDIMIENTO ASIGNATURA  

Social media – valor de la asignatura No 

Fuente: Šerić (2019a; 2019b; 2019c; 2020a; 2020b; 2020c; 2020d; 2020e; 2021)  

5. CONCLUSIONES 

5.1. Conclusiones e implicaciones 

El objetivo de esta tesis doctoral ha sido examinar de qué forma influyen los factores humanos 

y tecnológicos sobre el rendimiento académico en distintos países europeos. Los resultados de 

los trabajos presentados muestran una dominancia de los factores humanos sobre los factores 

tecnológicos en el ámbito universitario. En otras palabras, los hallazgos sugieren que las 

habilidades comunicativas del profesorado tienen mayor importancia que sus habilidades 

tecnológicas en el rendimiento académico.  

La comunicación no verbal del profesorado se afirma como un elemento clave en todas las 

facetas del rendimiento académico investigados, en concreto: 1) del rendimiento del alumnado, 
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pues incentiva su atención, motivación, implicación, satisfacción y aprendizaje (tanto cognitivo 

como afectivo); 2) del rendimiento del profesorado, puesto que incide de forma positiva sobre 

su claridad y confianza; y 3) del rendimiento de la asignatura, debido a que influye de forma 

positiva sobre el valor percibido de la asignatura.  

Esto conlleva una serie de implicaciones para el profesorado univeristario. Según viene 

debatido en el trabajo de Šerić (2020d), los profesores deben prestar atención a las cinco 

dimensiones de la CNV mientras enseñan. En primer lugar, a través el lenguaje corporal 

(kinésica), sus gestos deben de transmitir significado y ser a la vez naturales y expresivos. Las 

expresiones faciales agradables no solo aumentan la percepción y la atención, sino que también 

fomentan el procesamiento de la información e interiorización del conocimiento. Interactuar 

con la clase a través del contacto visual, la sonrisa y el asentimiento de cabeza son otros 

elementos clave de la kinésica que fomentan el aprendizaje.  

En segundo lugar, el paralenguaje de profesorado es crítico para aumentar la atención de 

alumnado, crear un clima de clase positivo e involucrar a los estudiantes en la dinámica de la 

clase. El profesorado lo debe de hacer a través del uso de una amplia variedad de expresiones 

de verbalización, una correcta vocalización y una melódica entonación, al igual que un 

volumen, ritmo y tono adecuados.  

En tercer lugar, la consideración de espacio (prosémica) en las aulas es otro punto clave 

para tener en cuenta. Los profesores deberían evitar enseñar desde la tarima o el escritorio, 

puesto que, según los resultados de esta tesis, esta práctica tiene correlaciones negativas con la 

atención de los estudiantes. En cambio, enseñar estando entre los estudiantes está positivamente 

relacionado tanto con la atención como con el aprendizaje.  

En cuarto lugar, la consideración del tiempo (cronémica), especialmente la puntualidad y 

la gestión eficaz del tiempo, son otros elementos críticos de la CNV. Los profesores deben 

llegar a clase a tiempo y gestionar con eficacia la duración de la clase, primando los aspectos 

más importantes del temario, sin tratar de cubrir partes menos significativas.  

Por último, la apariencia personal del profesorado se confirma como otro aspecto 

importante de la CNV a la hora de motivar e implicar los alumnos. Por ello, los aspectos como 

la vestimenta, el peinado y el uso de complementos y accesorios deben de ser considerados por 

el profesorado como un elemento clave de su comunicación, puesto que incide de forma 

significativa sobre las percepciones y el rendimiento de los alumnos.  
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A la hora de examinar la comunicación no verbal, se ha observado una serie de diferencias 

culturales que pueden ser explicadas por valores dominantes en los países investigados, 

siguiendo los modelos culturales de Hofstede (1991) y Hall (1963). Uno de los mayores 

desafíos para los docentes universitarios es comprender estas diferencias y superar los posibles 

problemas de comunicación que puedan derivar de ellas. 

Con respecto a los efectos de los avances tecnológicos, es un dato curioso que el impacto 

tecnológico parece ser irrelevante a pesar del país donde se hayan recogido los datos. De ahí el 

papel insignificante de la cultura nacional cuando se ha examinado la influencia del uso de los 

social media en una serie de variables. En otras palabras, en líneas generales, el uso de los social 

media con fines académicos no tiene efectos positivos sobre el rendimiento académico de los 

alumnos, a pesar de su cultura nacional.  

Estos resultados coinciden con una serie de trabajos que engrosan la bibliografía sobre 

paradojas tecnológicas. Según expone Šerić (2016a), la eficacia de los avances tecnológicos 

disminuye dramáticamente con su complejidad funcional (Faiola y Matei, 2010). Esta podría 

ser la razón por la que un gran número de docentes aún no están dispuestos a adoptar 

innovaciones tecnológicas en las aulas. Es más, incluso si los docentes tuvieran conocimientos 

tecnológicos adecuados y voluntad de usar las nuevas tecnologías en las aulas, no hay garantía 

de que se utilizarían de manera eficaz (Polly et al., 2010). A esto hay que añadir una serie de 

evidencias empíricas acerca de la falta de voluntad por parte del alumnado de usar la tecnología 

y los social media con fines académicos (Everson et al., 2013; Jones et al., 2010). 

Sin embargo, esta tesis doctoral va más allá de estudiar la habilidad y la voluntad del 

alumnado y del profesorado de adoptar avances tecnológicos en las aulas universitarias: busca 

examinar cuál es su verdadero impacto a través de una serie de evidencias empíricas. Los 

resultados presentan implicaciones importantes para el profesorado acerca de si merece la pena 

usar este tipo de avances tecnológicos con fines académicos, teniendo en cuenta su impacto 

limitado en todos los países investigados. 

5.2. Limitaciones y futuras líneas de investigación 

Esta tesis doctoral tiene algunas limitaciones que se ofrecen como oportunidades para futuras 

líneas de investigación.  

En primer lugar, a la hora de estudiar las habilidades comunicativas, esta tesis doctoral se 

ha centrado en la comunicación no verbal del profesorado. Futuros trabajos pueden incluir 
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signos verbales y su coordinación con los signos no verbales a la hora de examinar sus efectos 

en el rendimiento académico.  

En segundo lugar y teniendo en cuenta las circunstancias provocadas por la actual crisis 

sanitaria, se podría volver a examinar el papel de la comunicación no verbal en el aula y, más 

concretamente, su dimensión relacionada con la consideración de espacio y las distancias 

(prósemica). Los hallazagos de un estudio (Šerić, 2020c) han mostrado que la prósemica influye 

de forma positiva en la satisfacción de aquellos alumnos que sostienen que los profesores 

deberían mantener distancias bastantes reducidas mientras enseñan (es decir, de 0,5 a 1,5 metros 

de los alumnos). Repetir el estudio en la nueva realidad proporcionaría información relevante 

sobre eventuales cambios en estas percepciones y sus repercusiones.  

En tercer lugar, el estudio de los avances tecnologícos se limita a los social media. Si bien 

se han discutido distintas tiplogias de este concepto, futuras contribuciones podrían ir más alla 

e investigar el impacto de otros avances tecnológicos como, por ejemplo, los entornos virtuales 

de aprendizaje o el uso de las apps y de los dispositivos móviles en las aulas.  

Por último y con el fin de proporcionar una perspectiva cultural más amplia, se podría 

incluir en el estudio un mayor número de estudiantes Erasmus y un mayor número de 

estudiantes provenientes de cada país investigado. Además, con el objetivo de dar una visión 

cross-cultural más holística, se podrían involucrar alumnos provenientes de otros países 

mediterráneos y europeos. 
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Have Social Media Made Their Way in Classrooms? 

A Study at Three European Universities 

Maja Šerić 

University of Valencia, Valencia, Spain 

Abstract 

This study examines how college students perceive social media as a mean for learning and 

teaching and whether its use is associated with different variables that reflect both student and 

teacher performance, more specifically student attention, perceived trustworthiness of teacher 

and teacher-student rapport. The empirical study was conducted in three European countries at 

the beginning of 2017. A cross-national perspective was adopted to observe whether there are 

differences in students’ evaluations according to their national backgrounds. Results reveal a 

low usage of social media for academic purposes among students and teachers and a poor 

perceived usefulness of social media as a mean for learning, with differences obtained across 

the three examined samples. In addition, insignificant or weak relationships are found between 

social media use and student attention on one hand and perceived teacher trustworthiness on 

the other, despite the national culture of the respondents. A positive relationship is observed 

between social media and teacher-student rapport and this relationship is found to be moderated 

by national culture. 

Keywords: social media, attention, trustworthiness, teacher-student rapport, national culture.  
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1. Introduction 

Investigating Information and Communication Technology advancements is a continuing 

concern within academic community. A number of technology applications, such as: digital 

video databases (e.g. So et al., 2009; Hung, 2009), video reflection systems (e.g. Cavanagh et 

al., 2014), emerging mobile devices (e.g. Faiola and Matei, 2010), animated agents (e.g. Unal-

Colak and Ozan, 2012), computer-based games (e.g. Khenissi et al., 2016), technological 

pedagogical content knowledge (e.g. Polly et al., 2010) have been examined in different 

university contexts. Social media received a particular attention, although the findings 

regarding its role in classrooms are still inconclusive (Tess, 2013). Whereas some studies 

acknowledge benefits of social media for students (e.g. Brady et al., 2010; Deng and Yuen, 

2011), others question its relevance in higher education (e.g. Everson et al., 2013; Paul et al., 

2012). Subsequently, several recent studies have highlighted the need to further examine the 

use of social media in academic settings (e.g. Ahern et al., 2016; Arteaga Sánchez et al., 2014; 

Lumby et al., 2014 ) and to consider the moderating role of contextual factors on its effects 

(Lau, 2017). 

The purpose of this paper is to shed some new light on the usage and perceptions of social 

media among university students and its relationship with different variables connected with 

teacher and student performance, i.e. student attention, perceived teacher trustworthiness, and 

rapport teacher-student. The key concepts are examined among different groups of students 

according to their national culture, as a number of studies (e.g. Goldman et al., 2014; Holmes 

et al., 2016; Rawlings and Sue, 2013) revealed that cultural backgrounds might shape students’ 

perceptions. 

These findings contribute in several ways to understanding of social media role in academic 

settings. Firstly, the study provides insights on different social media platforms and their level 

of use for learning purposes. Secondly, it examines students’ perceptions of social media use 
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by teachers. Thirdly, it studies perceived usefulness of social media for learning purposes. 

Fourthly, it studies the relationships between social media usages and some variables that were 

neglected in the current literature. Finally, it analyses all the research questions among three 

different groups of students according to their national culture in order to obtain more 

representative results and compare the findings.   

The work consists of five sections. After the introduction presented in the first section, the 

second section offers literature review and research questions. Different social media 

applications are identified and their repercussion in Higher Education Institution(s) (HEIs) is 

discussed. Three possible variables that might be associated with social media are discussed 

then, together with the impact of culture on student’s perceptions. The third section is concerned 

with methodology of empirical research, while the fourth section explains data analysis and 

findings. The paper ends with discussion of results and conclusions. 

2. Literature Review and Research Questions 

Social media has been defined as “a group of Internet based applications that build on the 

ideological and technological foundations of Web 2.0, and that allow the creation and exchange 

of user generated content” (Kaplan and Haenlein, 2010: p. 61). As pointed out by Gikas and 

Gant (2013), “social” stands for interactions between its users on individual, professional, or 

even entertainment level, while “media” suggests that these interactions take place through 

social end digital networks and devices.  

In his literature review on the role of social media in higher education classes, Tess (2013) 

identified the following five social networking sites: Facebook, MySpace, Twitter, LinkedIn, 

and blogs. While Facebook and Myspace offer interactive networks, photos, music, and videos 

(Boyd and Ellison, 2007), Twitter is positioned as a micro social network with limited length 

of posts (Tess, 2013). On the other hand, LinkedIn is more professional oriented, whereas blogs 
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enable posts and comments on a particular topic (Du and Wagner, 2006). In addition to these, 

Greenhow et al., (2009) discussed some other social media platforms, such as YouTube (based 

on media-sharing), Delicious (as an example of social bookmarking), and Wikipedia (as a mean 

of collaborative knowledge development). 

However, the repercussion of social media in HEIs is still not clear. More recently, literature 

has emerged that offers contradictory findings about social media use for learning purposes. On 

one hand, among studies that revealed positive implications of social media, Falalah and 

Rosmala (2012) concluded that, in addition to entertainment, social networking has been 

frequently used for academic purposes, especially for publishing task assignments and 

announcements. The study of Deng and Yuen (2011) demonstrated that the use of social media 

encouraged student self-reflection, self-expression, and social interaction. Other studies centred 

on specific social networks, mostly Facebook and Twitter, and their positive outcomes. Thus, 

Ahern et al. (2016) identified a number of benefits of using Facebook groups among students, 

such as information seeking, communication quality and efficiency, increased learning 

capabilities, and strong online learning community. Kabilan et al. (2010) showed that Facebook 

was perceived as a driver of student positive attitudes towards learning English as a second 

language. Abeele et al. (2018) have recently confirmed that Facebook was a positive predictor 

of bonding, bridging, and maintained social capital among college students. Junco et al., (2011) 

found that the use of Twitter is positively related to higher GPA (grade point average) and 

higher student engagement.  

On the other hand, some studies arrived to more discouraging conclusions on social media 

impact among students. The study of Valtonen et al. (2010) demonstrated that students were 

not very familiar with social software and that the number of social software used actively was 

smaller than expected. Paul et al. (2012) showed that time spent on online social networks has 

a negative impact on student academic performance. Lau (2017) studied the use of social media 
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for both academic and non-academic purposes and found that social media usage for learning 

failed to significantly predict academic performance, measured in terms of cumulative GPA, 

while social media usage for non-academic purposes (in particular video gaming) influenced 

negatively academic performance. Kirschner and Karpinski (2010) provided empirical 

evidence for a negative relationship between Facebook use and GPA among undergraduate and 

graduate students. Similarly, Everson et al. (2013) examined the use of Facebook, Twitter, and 

YouTube as educational tools among graduate students and found that students were not as 

willing as expected to use social networking sites during a course, as a limited number of them 

wanted to create and post on YouTube a short video in order to teach their peers about topics 

learned in class. Likewise, the study of Jones et al. (2010) demonstrated that students did not 

use frequently social media for learning purposes because they wanted to keep their social lives 

separate from learning, but also due to concerns related with copyright infringement, 

information overload, and technology-related time constraints. 

Moreover, several studies arrived to rather mixed results on perception of social media and its 

benefits in classroom. The findings of Mehmood and Taswir (2013) suggest that social media 

has been perceived both as a distraction and as a driver of student performance. Junco (2012) 

found that time spent on Facebook was both positively and negatively associated with 

engagement. The research of Pasek et al. (2009) showed that in two studies, the relationship 

between Facebook use and students’ GPA was positive, while in the third one was negative. 

Similarly, Karpinski et al. (2016) found both positive and negative relationships between 

different social media activities and student GPA. 

From the above discussed studies, it seems that the relative importance of social media has been 

subject to considerable discussion in the most recent literature and that debate still continues 

about its role in HEIs. In particular, findings on the usage of social media for academic purposes 

are rather ambiguous and inconclusive. Additional research is therefore necessary on both 
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student and teacher use of social media for academic purposes. Besides, researchers seem to 

have preferred investigating the use of Facebook or Twitter, while the use of other social media 

applications for learning purposes remained neglected. Further, academic performance emerged 

as the most researched outcome of social networking, mostly examined in terms of student 

GPA. However, little is actually known about students’ perceived usefulness of social media, 

which would be helpful in providing insights on their believes whether a certain social media 

platform would improve their performance (Lin, 2007). This work aims at obtaining data which 

will help to address these research gaps. Based on all the above mentioned observations, the 

following research questions are posited: 

RQ1: To what extent do students use social media platforms for academic purposes? 

RQ2: To what extent do teachers use social media for academic purposes? 

RQ3: To what extent students perceive usefulness of social media for academic purposes? 

The most recent studies on technology advancements in education have underlined the need for 

examining some unexplored relationships between new technology platforms and devices and 

academic outcomes (e.g. Sung et al., 2016). For the purpose of this study, three possible factors 

are identified that might be related with social media usage:  

1)  The first one is a student-related factor, i.e. attention. Literature agrees that one of the most 

important challenges faced by teachers has been increase of student attention in classroom 

(Wilson and Korn, 2007). Whereas several recent studies focused on examining student 

attention span (e.g. Bradbury, 2016) or student attention in relation to other variables such as 

motivation (e.g. Bassett et al., 2017) and classroom participation (e.g. Long, 2014), empirical 

research on the relationship between social media usage and student attention in classroom has 

been neglected; 

2) The second one is a teacher-related factor, i.e. trustworthiness. Questions have been raised 

not only about credibility of information provided on social networks (Heinrichs et al., 2011), 
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but also regarding trustworthiness of the source (Lin and Xu, 2017). Lin and Xu (2017) 

examined the relationship between effectiveness of online consumer reviews and source 

trustworthiness among respondents with different cultural backgrounds. Whereas some cross-

cultural differences emerged from the findings, this study was conducted in hospitality industry 

and therefore limited to that specific context. Perceived trustworthiness of teachers that use 

social media in classroom could therefore provide some additional insights on the impact of 

social media in academic environment; 

3) The final factor is related with both teachers and students, i.e. teacher-student rapport. This 

factor has been considered as a critical part of student perceptions of teacher effectiveness 

(Koeber, 2005) and has received a considerable attention in education literature (e.g. Claessens 

et al., 2017; Frisby and Martin, 2010; Wilson and Ryan, 2013). Koeber (2005) found positive 

relationship between technology use by teacher and teacher-student rapport. However, this 

study did not assess social media, but focused on multimedia presentations within the classroom 

and a course website outside the classroom.  

On the basis of the above discussed observations, the following research questions are 

proposed: 

RQ4: What is the relationship between social media usage by teacher and student attention? 

RQ5: What is the relationship between social media usage by teacher and perceived 

trustworthiness? 

RQ6: What is the relationship between social media usage by teacher and teacher-student 

rapport? 

Finally, it should be noted that the educational context is culture sensitive as students’ 

perceptions are highly influenced by their national culture values. For example, Richard and 

Ross (2004) and Rodrigues et al. (2000) discussed how teaching practices and student’s learning 
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preferences were strongly anchored to national cultural values. In the context of social media, 

Kim et al. (2011) considered cultural differences when examining college student motivations 

for using social networks and found that American and Korean students assessed their motives 

differently. However, the impact of culture on social media usage and its effects in classroom 

is still an unexplored research area and requires further attention (Lau, 2017). The final research 

question is therefore proposed: 

RQ7: What is the role of culture in perception of social media use and usefulness and its 

relationship with examined variables?  

All the research questions are gathered in conceptual framework, as presented in Figure 1. 

PLEASE INSERT FIGURE 1 

3. Research Method 

3.1. Measurement Scales 

3.1.1. Social Media Use by Students  

The scale for social media use for learning purposes was developed following Tess (2013) and 

Greenhow et al. (2009). On the basis of the five-point Likert scale, student had to asses to what 

extent they used the following social media platforms for learning purposes, i.e.: social 

networking sites (e.g. Facebook, MySpace, LinkedIn, Twitter), wikis (e.g. Wikipedia), forums, 

blogs, social bookmarking (e.g. Delicious), and media sharing applications (e.g. YouTube). 

Among the four social networking sites, they had to specify which one(s) they used for learning 

in particular.  

3.1.2. Social Media Use by Teachers 

The examine to what extent teachers use social media, the four-items scaled proposed by Moran 

et al. (2011) was employed. Two items measured teacher’s active use of social media in 
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classroom, while other two items assessed teacher’s encouragement of social media use among 

students through assignments. 

3.1.3. Perceived Usefulness of Social Media  

The measure for perceived usefulness of social media was taken from Heinrichs et al. (2011) 

and adapted for learning purposes. The scale consisted of the following four items: using social 

media increases my learning performance, social media are useful for understanding the topic 

of the course, using social media enhances my effectiveness in studying, and using social media 

provides me with information that would lead to better learning.  

3.1.4. Attention 

The scale for student attention used was developed on the basis of the study of Wilson and Korn 

(2007), examining aspects such as: taking notes, fidgeting, doodling, yawning, and looking 

around.  

3.1.5. Trustworthiness 

Trustworthiness of teachers that use social media in classroom were taken from the proposal of 

Ohanian (1990) and adapted to the educational context. Overall, the measure consisted of the 

following four items: this teacher is trustworthy, - dependable, - honest, and - reliable.  

3.1.6. Teacher-Student Rapport 

Teacher-student rapport was taken from Koeber (2005). The following items were used: the 

teacher comes across as a person and teacher, -treats the students respectfully, -responds fully 

to questions, -is concerned about the student’s progress, -is aware if students have difficulties, 

-his/her ability to answer questions is excellent, -gives students adequate feedback, and I feel 

free to ask this teacher questions. 
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3.2. Research Setting 

Data collection took place at the beginning of 2017 in three European countries: Spain, Italy, 

and Croatia. Numerous studies have attempted to explain cross-cultural differences in student 

perceptions, but were mostly limited to comparisons of Western and Eastern cultures, especially 

American and Asian (e.g. Kim et al., 2011; Lee et al., 2017; Zhou and Li, 2015) or European 

and non-European countries (e.g. Karpinski et al., 2016; Tarhini et al., 2015). In fact, cross-

cultural studies among European students are not frequent, despite existing cultural differences 

within Europe.  

In particular, Spain, Italy, and Croatia show differences in several dimensions of the highly 

referenced cultural framework proposed by Hofstede (1991), i.e. masculinity, individualism, 

long-term orientation, and power distance. Masculinity is understood as a preference for 

success, achievement, heroism, and assertiveness, while individualism is considered as the 

preference for a social framework where individuals take care of themselves, instead of 

depending on others. Long-/short-term orientation refers to the extent to which a society 

considers time and the importance of the past, present, and the future. Power distance dimension 

is the extent to which less powerful people “expect and accept that power is distributed 

unequally” (Hofstede, 1991, p. 27).  

While Italy is an individualistic and masculine country, Spain and Croatia are collectivistic and 

feminine countries. Spain is a normative, short-term oriented country, while Italy and Croatia 

are both pragmatic, long-term oriented. Finally, Croatia scores rather higher on power distance 

dimension. Spain is also considered as a hierarchical society, although not as much as Croatia, 

while in Italy, in general, equality and a decentralization of power are preferred.  
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3.2.1. E-learning and Social Media Trends in Spanish, Italian, and Croatian Universities 

Teaching practices in Spanish universities seem to have started to adapt to new digital 

environments. According to a study conducted on key e-learning trends in Spanish HEIs, social 

media and social networking have the greatest diffusion, followed by mobile learning and open 

education (Lopez-Catalan and Bañuls, 2017). The expectations are that the relevance of social 

media use will increase, as the new digital-oriented generations might be resistant to traditional 

teaching methods and highly welcome sharing of content and exchange of knowledge through 

social networks (Lopez-Catalan and Bañuls, 2017). In addition, recent empirical evidence 

provides support for a positive impact of social media on student performance in Spain, as 

students who participated in a social media-based activity on Twitter are found to show a better 

academic performance than those who didn’t participate (Santoveña-Casal, 2019). However, 

questions have been raised regarding the lack of predisposition of the Spanish university system 

to encourage students to participate fully in social learning processes that are instilled through 

social media. With this regard, Santoveña-Casal (2019) demonstrated that postgraduate 

students were more likely to be involved in individual projects than in networked interactions. 

Other studies suggest the existence of positive attitudes of Spanish students towards social 

media use in classroom. Thus, in their study on student motivational factors for accepting and 

using social media for educational purposes, Arteaga Sánchez et al. (2014) found that 

undergraduate students of a Spanish university were willing to adopt Facebook for learning 

mostly because of the social influence factor. In other words, Spanish students seem to welcome 

Facebook as a learning tool because they want to establish contact with students with similar 

interests and values. The authors have raised the call for future contributions in different 

countries to detect possible sociocultural differences on social media use for learning purposes 

(Arteaga Sánchez et al., 2014).  
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In Italy, digital learning practices in universities have been developed without significant 

regulatory policies and adequate financial support (Capogna, 2012). As noted by Capogna 

(2012), Italian institutional strategies for e-learning implementation and research of new 

education technologies have been neglected, mostly because teachers seem to be unwilling to 

adopt new technologies in their teaching practices. This is due to the general lack of recognition 

of the workload resulting from the implementation of new teaching methods, increased effort 

for the preparation and delivery of digital learning, and problems associated with intellectual 

property copyright for learning materials available on the Internet (Capogna, 2012). Although 

training opportunities, which might help overcame some of these barriers, are offered to in-

service teachers, they are not compulsory. In addition, teachers are not required to have 

Information and Communication Technology (ICT) knowledge and skills, which means that 

the integration of new technologies into teaching practices and strategies in Italian universities 

is only at its initial stage (Allsop et al., 2013). However, a recent study (i.e. Efiloglu Kurt, 2019) 

on student perceptions of e-learning systems conducted at an Italian university shows more 

encouraging results and suggests that e-learning system usage and student satisfaction is driven 

by system quality and information quality on one hand and results in system success on the 

other. The findings demonstrated moderately high levels of student assessment of the presented 

e-learning model (Efiloglu Kurt, 2019). 

Finally, results of Croatian national higher education survey on use of ICT and e-learning show 

that majority of HEIs in Croatia have positive attitudes towards e-learning, although higher 

management is more inclined towards this type of learning than teachers are. The results also 

reveal that a considerable number of HEIs employ some kind of learning management system 

(mostly Moodle), but that only 16% of 119 HEIs that participated in the research have available 

funds for e-learning and the development of e-learning material (Kučina Softić and Ćorić 

Samardžija, 2016). A different study (i.e. Garbin Praničević and Šerić, 2014) approached the 



67 
 

role of ICT in Croatian HEIs from the university student perspective and found that student 

satisfaction with e-learning depends on their technology skills and perceived ease of use. Their 

findings also show a significant relationship between student satisfaction and perceived 

usefulness of e-learning methods, more specifically Moodle as a learning platform and 

education material available by free access on the Internet (Garbin Praničević and Šerić, 2014). 

Another research examined Croatian students’ experiences and usage of ICT during their 

university studies and revealed a relatively low use of computer and the Internet in study 

activities (Penny and Dukic, 2012). Accordingly, a recent study (Bognar et al., 2019) argues 

that new digital technologies are still rarely implemented in Croatian universities and 

advocates for “smart learning”, which requires being motivated, adaptive, self-directed, 

resource-enriched and technology-embedded (Kim et al., 2013). Croatian students seem to be 

satisfied with this type of learning, as it is found to enhance the understanding of the course 

content (Bognar et al., 2019). However, future studies are necessary to re-examine the role of 

digital learning in Croatia (Bognar et al., 2019), especially the use of social media for learning 

purposes, which still remains an unexplored research area.  

3.3. Participants 

Students from different study programs participated in the research, such as communication 

sciences, economics, tourism, and law. The convenience sampling was adopted, meaning that 

students were selected on the basis of their own availability to participate in a study, on one 

hand and willingness of their teachers to involve them on the other. Teachers were previously 

contacted with an invitation to participate in the study and were introduced with the research 

goal and the questionnaire. Once the teachers’ permission was obtained, students were 

approached during their classes. Some teachers offered their students a possibility to earn extra 

points for their participation. Students were asked to complete a structured online questionnaire, 

https://link.springer.com/chapter/10.1007/978-3-030-01551-0_19#CR31
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originally written in English and translated by native speakers and experts in Spanish, Italian, 

and Croatian.  

A total of 428 students participated in the study. Among them, 146 students were from a 

Spanish, 125 from an Italian and 157 from a Croatian University. Students from all three 

universities were domestic students. Overall, 68.7% of the respondents were female, while 

31.3% were male. Their ages mostly ranged from 18 to 21 (54.9%) and 22-25 (38.3%), while 

the rest (6.8%) were 26 or older. 

4. Data Analysis and Findings 

4.1. Data Processing 

The SPSS software has been used for data processing. The quality of the measurement tool was 

first assessed. To corroborate validity and reliability of employed measurement scales, item-to-

dimension total score correlations were first calculated for each measure. All the obtained 

values were highly significant (p=0.000), which suggests that the corresponding items correlate 

very well with its respective scale. Secondly, Cronbach alphas were calculated for factor 

reliability. The obtained values for all measures ranged from 0.714 to 0.931, which is above the 

threshold of 0.7 (Nunnally and Bernstein, 1994). The obtained data therefore indicate that the 

employed measurement scales are valid and reliable.  

To address RQ1, RQ2, and RQ3, total sample was analysed through descriptive statistics 

analysis and analysis of frequencies. For RQ4, RQ5, and RQ6, correlation analyses were 

conducted. To answer RQ7, i.e. to understand the role of culture in perception of social media 

use and usefulness and its relationship with the examined variables, the total sample was 

divided in three different samples, composed of Spanish, Italian, and Croatian students, 

respectively. Additional tests were conducted to check the normality of distribution of each 

sample. For that purpose, skewness and kurtosis were first checked for each sample. Most of 
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the Z values obtained by dividing statistic value with standard error did not fit in the range of -

1.96 to +1.96, which suggests that data do not follow normal distribution (Cramer & Howitt, 

2004). Secondly, data were subject to Shapiro-Wilk test of normality. The obtained significance 

levels were lower than .05 for all variables for each sample, which further confirmed that data 

do not have a normal distribution (Razali and Wah, 2011). Therefore, non-parametric tests were 

employed for further analysis, more specifically the Kruskal Wallis H test for three independent 

samples. 

4.2. Research Question 1: Social Media Use by Students 

Results presented in Table 1 suggest a rather low use of social media for learning purposes 

among all participants (M=2.31). Wikis (i.e. Wikipedia) are confirmed as the most used social 

media (M=3.25), followed by media sharing applications (i.e. YouTube) (M=2.98) and social 

networking sites (i.e. Facebook, LinkedIn, and Twitter) (M=2.41). Forums (M=2.05), blogs 

(M=1.78) and social bookmarking (i.e. Delicious) (M=1.39) are the lowest scored social media 

platforms.  

PLEASE INSERT TABLE 1 

As shown in Table 2, among social networking sites, Facebook has been the most frequently 

used for learning, followed by Twitter and LinkedIn. However, extremely low frequencies are 

found for the use of all social networking sites. In particular, only 7.2% of all participants 

indicated that they used Facebook for learning purposes, followed by 4.7% that confirmed to 

use LinkedIn and 2.1% that used Twitter (2.1%). Out of 428 respondents, neither one reported 

the use of Myspace for learning.  

PLEASE INSERT TABLE 2 
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4.3. Research Question 2: Social Media Use by Teachers 

As presented in Table 3, low mean values are reported for teacher social media use in classroom 

and for student assignments. Among the four items, assignments for students to read/view 

content on social media sites obtained the highest score (M=2.75), while assignments for 

students to post content on social media sites reached only 1.86 points. Teacher use of social 

media in class and teacher post of content on social media for class are assessed rather similarly 

(M=2.62 and M=2.64, respectively). The overall score for social media factor equalled M=2.47. 

PLEASE INSERT TABLE 3 

4.4. Research Question 3: Perceived Usefulness of Social Media 

The results of the total sample show a rather weak perceived usefulness of social media for 

academic purposes, as the overall factor mean value scored 2.81 points and all the assessed 

items reached mean values lower than 3. The highest evaluated item is the one that measured 

students believes regarding increase of their learning performance by using social media 

(M=2.94), while the lowest is the one that measured their opinions on social media effectiveness 

in studying (M=2.52). Perceived usefulness of social media for providing information that 

would lead to better learning and for understanding the topic of the course scored 2.93 and 2.86 

points, respectively (see Table 4).     

PLEASE INSERT TABLE 4 

4.5. Research Question 4: Social Media-Attention 

Regarding the relationship between social media use by teachers and student attention, 

correlation analysis suggests that there is no correlation between the two factors. When item-

to-item correlations are observed, no significant differences are found in most of the cases. 

Some exceptions are obtained for the relationship between the teacher use of social media in 

class item and some items that suggested the inexistence of attention deficit (i.e. no fidgeting 
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and i.e. no looking around). Weaker correlations (significant at the .05 level) are found between 

the same item of social media and taking notes and lack of yawning. These findings suggest 

that social media use in class is the only relevant item for student attention, while teacher 

posting content on social media for class and using different social media sites as part of student 

assignments appear to be irrelevant. This is why the overall correlation between social media 

and attention factor is found to be insignificant (see Table 5). 

4.6. Research Question 5: Social Media-Trustworthiness  

When the relationship between social media use by teachers and their perceived trustworthiness 

among students is analysed, the results reveal that the correlation is positive and significant at 

the .05 level for the total sample. As in the case of attention, the item that measured teacher use 

of social media in class emerged as the most important social media aspect. The correlations 

between this item and three other items of trustworthiness, i.e. “trustworthy”, “dependable”, 

and “reliable”, are found to be significant at the 99%, while for the “honest” item the 

relationship was significant at the 95%. With respect to other items, posting content on social 

media in class correlates significantly only with the “honest” item, while assigning students to 

read content on social media is significantly related with the “trustworthy” (at the .01 level) and 

“reliable” (at the .05 level) items. Finally, assigning students to post content on social media is 

found to have a significant relationship (at the 95%) with the “reliable” item (see Table 5). 

4.7. Research Question 6: Social Media-Rapport Teacher-Student  

Different findings are obtained for the correlation between social media and teacher-student 

rapport on the total sample. A strong positive correlation is found between the two factors. 

Similarly, a number of item-to-item correlations are found to be highly significant. Thus, social 

media seems to play a critical role in building relationships with students, especially regarding 

the concerns about the student’s progress, being aware of students’ difficulties, abilities to 

answer questions, and giving students adequate feedback. Correlations between these and social 



72 
 

media items are found to be significant at the .01 level. The only teacher-student item that was 

not associated with neither one of the social media items was the “treats the students 

respectfully” item (see Table 5). 

PLEASE INSERT TABLE 5 

4.8. Research Question 7: The Role of Culture 

The use of social media for learning (RQ1) is find to be highly influenced by culture. Italian 

students reported the lowest use of all social media platforms for learning, while the highest 

usage was reported by Croatian students. The H test showed statistically significant differences 

for all social media items, with p values ranging from .000 to .007 (see Table 1). Regarding 

frequency of use of social networking sites for learning purposes, Italians are those who 

reported the highest use of Facebook, followed by Spaniards and Croats. However, the H test 

didn’t show any significant difference in Facebook usage frequency. Differently, significant 

differences are obtained for the frequency of use of LinkedIn (mostly used by Croats) and 

Twitter (mostly used by Spaniards) (see Table 2). 

Regarding perceptions of social media use in classroom and social media use for student 

assignments (RQ2), the highest average values are obtained among Croatian students, while 

Italians gave the lowest ratings. The strongest differences (p=.000) are obtained in the case of 

assignments for students (for both reading and posting the content on social media sites). 

Differences for the item that measured teacher posts of content on social media for class are 

significant only at the 0.05 level, while the H test showed no significant differences for the item 

that assessed teacher use of social media in class. However, as the difference for the overall 

factor appears to be highly significant (p=.002), the critical role of national culture has been 

reconfirmed (see Table 3). 
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Further, findings reveal that, once again, Croatian students evaluated better all the items of 

perceived usefulness of social media (RQ3) than did their Spanish and Italian counterparts. 

Italian students where those who assigned the lowest scores to all items of this variable. The 

Kruskal-Wallis H test suggested the existence of strong significant differences in all items, 

meaning that national culture plays and important role in students’ evaluations of perceived 

usefulness of social media (see Table 4). 

Moreover, culture does not seem to play any significant role when correlations between social 

media and attention (RQ4) are examined, as these relationships are found to be insignificant in 

all the three samples. In the case of the Spanish and Italian students, even more negative than 

positive item-to-item correlations are registered (although all insignificant). Besides, in the 

Italian sample, neither one the item-to-item correlation is found to be significant. In other two 

samples, the relationship between social media use in class and fidgeting (for the Spanish 

sample) and taking notes (for the Croatian sample) are the only positive significant relationships 

obtained (with the significance level of .05). Similar results are observed for the social media-

trustworthiness correlations (RQ5), as in neither one of the three samples the associations 

between the two variables appear to be significant (being even negative among Italian students) 

(see Table 5).  

However, different results are found for the relationship between social media and teacher-

student rapport (RQ6) (see Table 5). The significance of correlation between these two factors 

changes across the three samples. Thus, the strongest significance level is found among Spanish 

students (at the 0.01 level), weaker between Croatian students (at the .05 level), while it was 

inexistent among Italians (see Table 5). 

5. Discussion and Conclusion 

Findings of this study show a low usage of social media for academic purposes by both students 

and teachers and a poor perceived usefulness of social media as a mean for learning. In addition, 
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insignificant or weak relationship is found between social media usage in classroom and both 

student attention and perceived teacher trustworthiness. In particular, the correlations between 

social media and student attention are found to be insignificant, despite the national culture of 

the respondents. Among Italian students, the two factors correlate even negatively. On the other 

hand, although a weak positive correlation is found between social media use and 

trustworthiness on the total sample, when the three subsamples were considered separately, this 

significance has been completely reduced. These discouraging findings on social media 

repercussions in classroom are in accordance with some other studies that arrived to similar 

conclusions about the poor usage of social media for learning (e.g. Everson et al., 2013; Jones 

et al., 2010) and its insignificant (e.g. Lau, 2017) or even negative impact on student academic 

performance (e.g. Kirschner and Karpinski, 2010; Paul et al., 2012).  

The only promising finding on social media use for academic purposes seems to be the 

existence of a positive relationship between social media use and teacher-student rapport. This 

means that the use of social media in classroom evokes an excellent teacher ability to address 

students’ concerns and doubts and provide a feedback about their progress. Still, this finding 

might suggest that social media is an excellent communication and interaction mean, rather than 

a helpful learning tool. Results also reveal that culture seems to be highly relevant in explaining 

correlations between these two variables.  

Further, findings reveal differences in students’ evaluations of social media according to their 

national culture. Among different social networking sites, Italians seem to prefer Facebook, 

while Croats used mostly LinkedIn for learning. Spaniards, on the other hand, mostly used 

Twitter for academic purposes. These preferences might be explained by main attributes of 

these social networks and dominant values in countries of origin of participants. As noted by 

Papacharissi (2009), Facebook enables its users to construct their own norms, which is highly 

appreciated in an individualistic country like Italy. On the other hand, LinkedIn is more 
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organized and gives less room for spontaneity or norm generation (Papacharissi, 2009). 

Besides, it offers students the possibility to exchange knowledge and learn from a broader 

network of professionals (McCorkle and Li McCorkle, 2012). It is not therefore surprising that 

Croatian students preferred this social network for learning purposes, as Croatia is a high power 

distance country, where the established order and hierarchy and authority from experienced 

professionals are highly valued. Finally, Spanish people search for quick results owing to their 

normative orientation and Twitter offers short and fast messages through its microblogging 

services. However, it should be noted that findings obtained in this study on student preferences 

for social networks for learning purposes need to be interpreted with caution as they are based 

on rather law percentiles obtained from the frequency analysis.  

The predisposition of Croatian students to use social media for academic purposes is consistent 

with the results of earlier studies conducted in Croatian HEIs, which showed that students were 

generally satisfied with technology-based learning (e.g. Garbin Praničević and Šerić, 2014; 

Bognar et al., 2019). Higher general use of social media for academic purposes among Croats 

might also be explained by the fact that, among the three countries that participated in this 

research, Croatia scores the lowest on the individualism dimension (Hofstede et al., 2010). This 

means that Croatian people are very collectivistic and strongly care about relationships with 

others, which fits perfectly in social media modus operandi based on networking and 

interactions. On the other hand, Italians, who come from an individualistic country, are more 

self-oriented and they prefer to limit their relationships to family and closest friends (Hofstede 

et al., 2010). It is possible that Italian students were therefore keener to use social media for 

personal reasons rather than for academic purposes, where a continuous interaction with 

classmates and teachers is encouraged.  

In addition, power distance dimension might further explain a better social media repercussion 

among Croatian students. People coming from a society that scores high on power distance 
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dimension are strongly task oriented and challenged by promoting their way of thinking to 

impose their opinions and enhance the preferred power structure (Gibbs et al., 2015). Besides, 

in higher power distance societies, hierarchies are not only approved but expected (Hofstede, 

1991). The highest perceived usefulness of social media among Croatian students might be 

connected with the highest scores of the teacher use of social media obtained in this sample. In 

this case, teacher authority cannot be questioned, which is why Croatian students might have 

created positive attitudes towards social media use in classroom and subsequently, perceived it 

as a more useful learning tool than did their Spanish and Italian counterparts. For the same 

reason, their attention was enhanced when teachers used social media and they created more 

positive associations between social media use in class and teachers’ trustworthiness and their 

relationships with students. These findings match those obtained by Dadgar et al. (2017) in a 

different context. That study showed that higher levels of power distance predicted higher levels 

of social media usage among employees.  

Poor overall results on social media use and its relationship with the variables examined among 

Italian students reflect instructional practices in Italian universities discussed by Capogna 

(2012) and (Allsop et al., 2013), which indicate that implementation of social media in Italian 

HEIs is still in its infancy. The findings might also be due to dominant masculine values in this 

country. Success, achievement, and personal fulfilment are highly respected in masculine 

societies (Hofstede, 1991), which is why Italian students probably placed higher emphasis on 

elements such as teacher expertise, experience, and knowledge, rather than social media use. 

Differently, in Croatia, and Spain, which are feminine countries, well-being and enjoyment are 

dominant values. As some of the key features of social media are entertainment and playfulness 

(Heinrichs et al., 2011), students coming from these societies were more inclined to use social 

media for academic purposes and perceive positive interrelationships between social media 

usage and attention, trustworthiness and teacher-student rapport. 
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Moreover, long-term versus short-term orientation dimension of the Hofstede’s framework 

might provide additional explanation for cross-cultural differences obtained for the relationship 

between social media and one of the examined factors, i.e. rapport teacher-student. Unlike Italy 

and Croatia, which are long-term oriented countries, Spain is a short-term oriented country, 

which means that Spanish people live in a moment and are strongly focused on the present 

(Hofstede et al., 2010). This might be the reason why Spanish students placed a strong emphasis 

on teacher-student rapport during the course and perceived social media trend as a valuable 

mean for its enhancement. This finding also corroborates earlier results obtained by Arteaga 

Sánchez et al. (2014), which demonstrated that the social influence factor was critical for 

student adoption of social media in classroom.   

Nevertheless, it should not be forgotten that, regardless the sample, overall scores on social 

media use and perceived usefulness were rather low. In addition, in neither one the three 

samples, no correlation was found between social media use by teachers and student attention 

on one hand and social media use by teachers and teacher trustworthiness on the other. These 

findings might be due to some cultural values that all the three countries have in common: they 

are all restraint countries and exhibit high levels of uncertainty avoidance (Hofstede et al., 

2010). In restrained societies, people have a tendency to cynicism and pessimism, which could 

be one of the reasons why participants of this study did not welcome social media use for 

academic purposes and probably prefer to limit social media use for personal and social reasons. 

In addition, people with these type of dominant values believe that their actions are restrained 

by social norms and that by indulging themselves they are doing something wrong. Social 

media use for learning might have actually been perceived as a gratification rather than a 

valuable mean for studying and this is not appreciated in restraint cultures. Moreover, cultures 

that score highly on uncertainty avoidance dimension, like Spain, Italy, and Croatia, are not 

comfortable in ambiguous situations and are not flexible to changing environment. Social media 
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embrace a number of different ideas, perspectives, and sources of information, which is not 

helpful in mitigating people uncertainties. The appearance of social media in academic settings 

has changed dramatically traditional patterns of learning, or at least have tried to, and 

participants of this study didn’t seem to be easily adoptable to these changes. 

Thereby, it seems that some cultures are still not ready for social media use for academic 

purposes and maybe they never will be. Further research contributions are therefore required to 

determine the future of social media in higher education institutions. More cross-cultural 

research should be conducted and students from different countries should be approached, 

especially those coming from indulgent and low uncertainty avoidance societies, as the sample 

of this study was homogeneous regarding these cultural dimensions. Owing to the convenience 

sampling method employed in this study, it is difficult to generalize its conclusions. Future 

works should therefore adopt random sampling to obtain more representative findings. Finally, 

some additional relationships should also be studied and factors like student engagement or 

emotions could be considered. 
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TABLE 1 Social Media Use by Students for Academic Purposes 

 FACTORS/ 
 Items 

TOTAL SPANISH ITALIAN CROATIAN H TEST 

Mean SD Mean SD Mean SD Mean SD χ² p 

SOCIAL MEDIA 2.31 .691 2.31 .655 1.86 .502 2.66 .649 94.36 .000 

Social networking sites  2.41 1.334 2.05 1.219 1.48 .725 3.48 1.054 179.47 .000 

Wikis  3.25 .988 3.41 .980 3.00 .942 3.31 .998 12.01 .002 

Forums 2.05 1.016 2.08 1.060 1.72 .867 2.27 1.023 21.37 .000 

Blogs  1.78 .962 1.97 1.092 1.56 .797 1.79 .920 9.95 .007 

Social bookmarking  1.39 .792 1.21 .566 1.32 .725 1.61 .958 21.12 .000 

Media sharing applications  2.98 1.273 3.14 1.201 2.10 1.091 3.52 1.101 87.26 .000 

Note. For greater visibility, mean values are reported instead of mean ranks. 
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TABLE 2 Frequency of Use of Social Networking Sites by Students for Academic Purposes 

Items 
TOTAL SPANISH ITALIAN CROATIAN H TEST 

F % F % F % F % χ² p 

Facebook 31 7.2 10 6.8 13 10.4 8 5.1 2.96 .228 

MySpace 0 0 0 0 0 0 0 0 .000 1.000 

LinkedIn 20 4.7 3 2.1 1 0.8 16 10.2 17.15 .000 

Twitter 9 2.1 8 5.5 1 0.8 0 0 12.46 .002 

          Note. For greater visibility, mean values are reported instead of mean ranks. 
 
 

 

  



90 
 

TABLE 3 Social Media Use by Teachers for Academic Purposes 

FACTORS (F) 
Items 

TOTAL SPANISH ITALIAN CROATIAN H TEST 

Mean SD Mean SD Mean SD Mean SD χ² p 

SOCIAL MEDIA 2.47 1.07 2.41 1.03 2.22 .84 2.71 1.21 12.19 .002 

Teacher use of social media 
in class.  2.62 1.34 2.51 1.31 2.54 1.35 2.78 1.35 3.79 .150 

Teacher post of content on 
social media for class. 2.64 1.42 2.49 1.30 2.52 1.46 2.87 1.8 5.91 .052 

Assignments for students to 
read/view content on social 
media sites. 

2.75 1.37 2.89 1.35 2.33 1.18 2.96 1.47 16.33 .000 

Assignments for students to 
post content on social media 
sites. 

1.86 1.13 1.77 1.06 1.50 .84 2.22 1.29 26.04 .000 

Note. For greater visibility, mean values are reported instead of mean ranks. 
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TABLE 4 Perceived Usefulness of Social Media for Academic Purposes 

FACTORS (F) 
Items 

TOTAL SPANISH ITALIAN CROATIAN H TEST 

Mean SD Mean SD Mean SD Mean SD χ² p 

F: PERCEIVED USEFULNESS 
OF SOCIAL MEDIA  2.81 .962 2.83 .872 2.35 .94 3.17 .90 50.32 .000 

Using social media increases my 
learning performance. 2.94 1.09 3.01 1.05 2.44 1.07 3.28 1.00 41.46 .000 

Social media are useful for 
understanding the topic of the 
course. 

2.86 
 

1.13 2.86 1.06 
 

2.31 
 

1.10 
 

3.31 
 

1.01 
 

53.39 
 

.000 

Using social media enhances my 
effectiveness in studying. 2.52 1.12 2.42 1.05 2.08 1.06 2.96 1.09 47.28 .000 

Using social media provides me 
with information that would lead 
to better learning. 

2.93 1.09 3.03 1.01 2.56 1.15 3.13 1.05 20.74 .000 

             Note. For greater visibility, mean values are reported instead of mean ranks
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TABLE 5 Correlations between Social Media, Student Attention, Teacher Trustworthiness, and Teacher-Student Rapport 

FACTORS (F) 
Items 

SAMPLE  SPANISH  ITALIAN  CROATIAN  

F: SM SM1 SM2 SM3 SM4 F: SM SM1 SM2 SM3 SM4 F: SM SM1 SM2 SM3 SM4 F: SM SM1 SM2 SM3 SM4 

F: STUDENT ATTENTION (SA) .080     .006 .094 -.099 .020 -.022 -.015 .113 -.035 -.025 -.131 .080 .141 .044 -.003 .094 

I take notes during this teacher’s class.   .100* .057 -.018 -.021  .093 .055 -.019 -.033  .006 -.039 -.049 -.164  .176* .128 .053 .136 

I don’t fidget during this teacher’s class.   .127** .000 .041 .056  .172* -.023 .117 .044  .079 -.025 .047 -.149  .034 -.120 -.143 -.065 

I don’t doodle during this teacher’s class.   .066 .007 .018 .033  -.014 -.101 -.034 -.096  .089 .012 -.018 -.080  .086 .022 -.025 .072 

I don’t yawn during this teacher’s class.  .117* .011 .040 .092  .084 -.114 .044 .065  .108 -.032 -.051 -.107  .086 .024 .019 .085 

I don’t look around during this teacher’s 
class.  

 .141** .002 .041 .089  .079 -.145 -.006 -.005  .136 -.012 .038 -.034  .120 .009 .002 .088 

F: TEACHER TRUSTWORTHINESS 
(TT) 

.122*     .146     -.076     .126     

Trustworthy.  .147** .038 .132** .026  .229** .082 .171* -.002  .003 -.109 .063 -.100  .176* .097 .110 .109 

Dependable.  .139** .047 .088 .085  .182* -.027 .093 .048  -.054 -.046 .042 .006  .209** .098 .101 .065 

Honest.  .100* .096* .070 .048  .197* .099 .098 .028  -.159 -.073 -.127 -.097  .159* .142 .135 .035 

Reliable.  .145** .079 .112* .099*  .212* .107 .160 .130  -.068 -.089 .011 -.083  .185* .074 .095 .028 

F: TEACHER-STUDENT RAPPORT 
(TSR) 

.254**     .263** .314** .087 .252** .137 .111 .103 .168 -.016 .042 .197* .262** .154 .153 .127 

The teacher comes across as a person and 
teacher. 

 
.123* .109* .126** .075  .151 .010 .208* .028  -.004 .175 -.026 -.014  .124 .055 .049 -.002 

-treats the students respectfully.  .090 .050 .070 .081  .110 -.072 .152 .029  -.058 .058 -.086 -.004  .114 .064 .036 .029 

-responds fully to questions.  .177** .104* .113* .148**  .197* -.041 .146 .066  .032 .028 -.066 .069  .192* .178* .169* .136 

-is concerned about the student’s progress.  .291** .273** .204** .261**  .405** .223** .249** .286**  .101 .282** .069 .101  .297** .230** .236** .230** 

-is aware if students have difficulties.  .299** .192** .145** .198**  .355** .149 .299** .134  .199* .241** -.006 .211*  .300** .121 .115 .199* 

-his/her ability to answer questions is 
excellent. 

 
.211** .141** .158** .137**  .184* .119 .229** .107  .101 .067 .127 .065  .289** .141 .143 .120 

-gives students adequate feedback.  .275** .185** .192** .210**  .329** .170* .343** .221**  .157 .078 -.003 .038  .257** .129 .121 .137 

I feel free to ask this teacher questions.  .174** .118* .100* .164**  .260** .039 .063 .053  -.064 -.002 -.027 .078  .182* .138 .128 .092 

      Notes: SM=Social Media; **. Correlation is significant at the .01 level. * Correlation is significant at the .05 level. 
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ANEXO II.  

The impact of communication technology versus human-related factors on 

classroom performance: A cross-cultural study 
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Structured abstract: 

Purpose - This paper examines the impact of communication technology and human-related 

factors on teacher, student, and course performance, in particular on teacher’s clarity, perceived 

value of the course, and student learning.  

Design/methodology/approach - Communication technology factors are analyzed in terms of 

social media use, while human-related factors are considered through teacher expertise and 

communication skills, more specifically non-verbal communication (NVC). The research 

model is tested on a sample of 303 students from two European universities, one in 

Southwestern and another in Southeastern Europe. 
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Findings - Findings reveal dominance of human factors over technology ones. Culture 

moderates some of the relationships examined. 

Research limitations/implications - Notwithstanding the relatively limited sample of students 

according to their national culture, this work offers valuable insights into the impact of 

technology use in classroom and teacher communication skills.  

Practical implications - Teacher non-verbal communication and expertise override their use 

of technology-mediated communication in classroom. Findings have raised important 

questions whether social media applications should actually have place in nowadays education 

systems. What seems clear from this research is that technology advancements cannot replace 

teachers, although further research is necessary to re-examine their impact on different student 

outcomes and in different cultural contexts.  

Originality/value – The originality of this paper lies in comparing the impact of technology 

versus human related factors on classroom performance. An additional contribution is provided 

by considering the moderating role of national culture within the proposed research model. 

Article classification: Research paper 
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1. Introduction 

Advanced information and communication technology (ICT) in general and social media 

in particular have received a considerable interest in the education field (Tess, 2013). Recent 

literature suggests that ICT use in classroom enhances teacher’s expertise and student’s 

learning (Urbani, 2016). Previous evidence also shows that technology can have a positive 

impact on course value (Koeber, 2005). In particular, social media has been confirmed as a 

driver of student motivation (Kabilan et al., 2010) and engagement (Brady et al., 2010) in some 

studies. However, while some researchers argued benefits of social media usage in classrooms 

(e.g. Deng and Yuen, 2011), much uncertainty still exists about its impact in Higher Education 

Institutions (HEIs) (Tess, 2013), which is why academics would benefit from more attention 

to this specific issue. 

Alongside this growing area of research on technology effects, there has been renewed 

interest in more traditional, human-related factors in the education context (Bower et al., 2013; 

Cavanagh et al., 2014; Weinberg et al., 2015). Accordingly, several lines of evidence (e.g., Gao 

et al., 2016; Sung et al., 2016) suggest that synergies are necessary between different 

components of technology applications and teachers’ abilities to overcome difficulties that 

HEIs are currently experiencing. Caspersz and Stasinska (2015) argue that “effective 

listening”, implies understanding of not only what is being said verbally, but also 

comprehending non-verbal elements, which are found to comprise up to 90 per cent of the 

communication process (Gabbott and Hogg, 2000). Thereby, in this new technological area, a 

number of questions arise regarding the role of teachers and their skills and how can technology 

serve as a teacher support in knowledge dissemination.  

The aim of this paper is to test the impact of both technology and human-related factors on 

different outcomes in university classrooms. More specifically, the effects of social media 

usage and teachers’ expertise and communications skills are examined on performance of 



98 
 

teachers (i.e. clarity), students (i.e. cognitive learning), and course itself (perceived value). In 

particular, understanding the impact of teachers’ non-verbal communication (NVC) is critical 

as interaction between text, speech, and gesture can help student understand the content of the 

class and enhance student performance (Weinberg et al., 2015). Thereby, the need for new 

contributions that will help to understand the importance and impact of NVC in classrooms is 

growing. One of the objectives of this work is to address this issue.  

Further, this study considers the role that national culture exerts on the impact of both 

technology and human-related factors. As national culture is found to influence students’ 

perceptions and evaluations of technology and human factors (Tarhini et al., 2015), the 

proposed research model is tested in Universities located in two different countries, one located 

in Southwestern Europe and another placed in Southeastern Europe. 

2. Literature Review and Research Hypotheses 

2.1. The Impact of Technology Factors in Academic Settings  

Social media has received a particular attention in education literature, although the 

findings regarding its role in classrooms are still inconclusive (Tess, 2013). Thus, for example, 

in their study on the use of Facebook, Twitter, and YouTube as educational tools, Everson et 

al. (2013) found that, in general, graduate students were not keen to use social networking sites 

for the purpose of learning. In particular, Facebook users were not willing to use it in academic 

settings as they did not want their studies to interfere with their personal lives. Similarly, Moran 

et al. (2011) raised some important issues regarding integrity and privacy associated with the 

social media use in classrooms. However, this study also showed that, despite these barriers, 

faculty members seemed to recognize a certain potential in social media use in classes. They 

mostly agreed that social media was a valuable tool for teaching and that it might enhance 

collaborative learning among students (Moran et al., 2011). In addition, Mehmood and Taswir 
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(2013) concluded that some students perceived social media as a distraction, while others 

believed it had a significant influence on their academic performance.  

Some other studies obtained more encouraging results on social media impact in education. 

Kabilan et al. (2010) demonstrated that social media were capable of increasing student 

positive attitudes towards learning. Deng and Yuen (2011) showed that social media usage 

enhanced student self-expression, self-reflection, and social interaction. Brady et al. (2010) 

studied an alternative social networking site – Ning. Their findings revealed that students 

perceived rather positively the usage of Ning and found it helpful for frequent collaboration 

with peers and colleagues within a course. They also found that Ning course network had 

positive effects on student engagement.  

Nevertheless, although social media seem to make its way into classroom practices, its 

impact on performance of both students, teachers, and course value requires further attention. 

Sung et al. (2016) have recently stressed the importance of examining the impact of new 

technologies among university students and the need for providing empirical evidence on novel 

relationships between ICT advancements and its outcomes. This paper attempts to address this 

research call by considering social media as one of the most relevant pieces of the ICT 

progresses. In addition, three possible types of outcomes are established, i.e. teacher 

performance, course performance, and student performance and the impact of teacher use of 

social media in class is examined on all of them. Teacher performance is considered in terms 

of teacher clarity, course performance is assessed in terms of perceived value, while student 

performance is studied in terms of cognitive learning. The first three hypotheses are proposed 

accordingly:  

Social media usage influences positively teacher clarity (H1), perceived value of the course 

(H2), and student learning (H3). 
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2.2. The Impact of Human-related Factors in Academic Settings 

For the purpose of this research, teacher’s NVC and expertise are considered as human-

realted factors that can influence teacher, course, and student performance.  

NVC is understood as “silent messages or messages without words” (Peterson and 

Leonhardt, 2015, p. 78) that can be developed on a number of different levels such as: 1) 

vocalics or paralanguage, which indicates how a speaker conveys the content through different 

vocal tones, rhythm, volume, and intonation (Cavanagh et al., 2014); 2) kinesics or body 

language, which involves gestures and facial expressions of a speaker (Bower et al., 2013); 3) 

proxemics, considered as the distance between the speaker and the audience (Hall, 1963), 4) 

chronemics, understood as consideration and use of time (Bruneau, 1980), and 5) physical 

appearance, which is found to be the most researched element of NVC. Thereby, vocalics, 

kinesics, proxemics, chronemics, and physical appearance can be considered as different 

dimensions of NVC.  

A growing body of the most recent literature argues the importance of NVC in education. 

In this vein, Hinkle (2001) found that vocalics could influence positively student perception of 

teacher performance. Other authors argued that teacher’s clarity was influenced by their 

paralanguage (e.g. McCroskey et al., 2006) and class time management (e.g. Felton et al., 

2008). Hamermesh and Parker (2003) found that professors who were perceived as better 

looking received higher instructional ratings by students, thus suggesting that attractiveness 

influenced teachers’ productivity. In a recent study, Gulec and Temel (2015) argued that 

teacher’s NVC could form positive versus negative opinions about that course and how 

teacher’s body language, in particular, was critical in conveying an effective lecture and in 

enhancing students’ understanding of the subject. In addition, Weinberg et al. (2015) pointed 

out that NVC elements could enhance students’ comprehension of the class content and student 

learning. However, while a considerable amount of literature has confirmed the positive impact 
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of NVC on learning among elementary school (e.g. Cook et al., 2013) or K-12 level students 

(e.g. Weinberg et al., 2015), future studies are necessary to corroborate this impact among 

university students (Weinberg et al., 2015). Thereby, on the basis of the above discussed 

findings, it is hypothesized that: 

Teacher NVC influences positively teacher clarity (H4), perceived value of the course 

(H5), and student learning (H6). 

In addition to NVC, teacher’s expertise has been confirmed as another key element of 

teacher’s effectiveness and is mostly reflected in teacher’s experience (Palmer et al., 2005) and 

extensive knowledge (Berliner, 2001). It has previously been observed that teacher’s expertise 

is positively associated with teacher’s overall expression, especially clarity (Bromme and 

Steinbring, 1994). In their study on students’ perceptions of quality in higher education, Hill et 

al. (2003) found that quality of the lecturer, in particular teacher expertise, was the most 

influential factor of the course value. Literature also agrees on the fact that expert teachers 

foster student success at learning (Palmer et al., 2005). Thus, for example, Berliner (2001) 

argued how an expert teacher should be concerned with the final goal, i.e. classroom 

performance and intended learning, rather than teaching task itself. The author also stressed 

that expert teachers should be able to demonstrate their expertise through students’ 

performance. All these observations suggest that teachers’ expertise should enhance their 

clarity in expression, students’ perceptions of the course value, and finally, student learning. 

Thereby, the following hypotheses are proposed: 

Teacher expertise influences positively teacher clarity (H7), perceived value of the course 

(H8), and student learning (H9). 
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2.3. The Impact of Culture on Technology and Human-related Factors 

A number of authors who examined students’ opinions and perceptions have long 

recognized the need for cross-cultural research in information and communication technology 

and human behavior (Tarhini et al., 2015). Although contributions on associations between 

technology and culture are rather limited, national culture was found to influence students’ 

perceptions (Aksoy, 2018), acceptance and adoption of technology (Tarhini et al., 2015), e-

mail communication (Panina and Kroumova, 2015), and motives to use social network sites 

(Kim et al., 2011). 

Moreover, it should be noted that both NVC and perception of expertise are culturally 

based and culturally biased. For example, facial expressions as an important element of body 

language, have to be examined from the so-called “culturally specific decoding rules” (Buck, 

1984). With this regard, Matsumoto (1992) showed that Americans were better in recognizing 

and judging the intensity of emotions through facial expressions than Japanese. Culture also 

seems to play an important role in two other dimensions of NVC: vocalics (Yurtbaşı, 2015) 

and proxemics (Kale, 2008). However, the NVC element that received the highest attention in 

the most recent literature is physical attractiveness of teachers (e.g. Kwan and Trautner, 2016). 

It has been demonstrated that situational factors, including cultural standards for definition of 

attractiveness, account for about 25% of assessment of physical attraction (Elmer and Houran, 

2008).  

Finally, perceptions of teacher expertise can change from one culture to another 

(Alexander, 2001). As noted by Berliner (2001, p. 463) “expertise in teaching takes different 

forms in different cultures”.  

On the basis of all these considerations, it is evident that both technology and human-

related factors in education are highly influenced by national culture. It is therefore 
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hypothesized that their impact will also be effected by it and the final research hypotheses are 

proposed: 

The impacts of social media usage (H10), teacher NVC (H11), and teacher expertise (H12) 

are influenced by national culture of students. 

The posited hypotheses are presented in casual research model (see Figure 1). 

FIGURE 1 

3. Empirical Study: Method 

3.1. Data Collection and Sample 

The proposed research model was tested among 303 students from two European 

Universities: one from southwest (N = 146 students) and one from southeast (N = 157 students). 

In both countries, students that have participated in the study were domestic students. 

Comparison between students from Western and Eastern countries are not absent in literature 

(e.g. Aksoy, 2018; Goldman et al., 2014; Kim et al., 2011). However, most of these studies 

neglected cultural differences within Europe, which, despite current unification initiatives and 

globalization programs, do exist (De Mooij, 2000). Accordingly, Steptoe and Wardle (2001) 

found a number of significant differences in behavior of students from Eastern and Western 

Europe. For example, East European students had less healthy lifestyles, lower risk-awareness, 

and lower emotional well-being than their West European counterparts. 

A structured questionnaire was employed for data collection, using 5-point Likert scales. 

The questionnaire was originally written in English and translated by native speakers and 

experts in two respective languages of the countries where each survey took place. 

Students were approached during their classes and were offered a possibility to earn extra 

points for their participation in the survey. They were mostly female (71%), while 29% were 
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male. The majority of students ranged from 22 to 25 (48.8%) and 18 to 21 (43.9%) years of 

age.  

3.2. Survey Instrument 

3.2.1. Social Media. The measure for social media use in classroom developed by Moran 

et al. (2011) was employed in the survey instrument for this research. Four items were used to 

measure this variable, being two related with teacher’s active use of social media in class, while 

other two were associated with teacher’s encouragement of social media use among students. 

3.2.2. Non-Verbal Communication. For the purpose of this study, NVC was 

operationalized through six items that refer to different NVC cues that make part of the concept, 

namely kinesics (measured in terms of gestures and facial expressions), vocalics, chronemics, 

proxemics, and physical appearance. These items were taken from a number of different scales 

that were previously employed in education literature (e.g. Bower et al., 2013; Christophel, 

1990; Felton et al., 2008). Unlike other variables, which were developed as reflective measures, 

NVC was considered as a formative measure. The rationale for this decision lies in the nature 

of the concept and its indicators. With this regards, Diamantopoulos and Winklhofer (2001) 

pointed out that “the choice between a formative and a reflective specification should primarily 

be based on theoretical considerations regarding the causal priority between the indicators and 

the latent variable involved (p. 274) and that “formative indicators can be viewed as causing, 

rather than being caused by the latent variable measured by the indicators” (p. 269). Moreover, 

in order to distinguish formative constructs from reflective, Chin (1998a) suggested that  

“one can do the following thought exercise: Is it necessarily true that if one of the items 

(assuming all coded in the same direction) were to suddenly change in a particular direction, 

the others will change in a similar manner? If the answer is no and the items are in fact 

formative, the resulting estimates would be invalid” (p. IX). In line with these observations, 

the change in an indicator of NVC, for example smooth gestures, does not necessarily imply a 
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similar directional change for other indicators, such as effective time management or a good 

physical appearance. Put differently, a teacher might use his/her body language properly, but 

might fail to manage class time effectively or vice versa.  

3.2.3. Expertise. The scale for teacher expertise used was adapted from Ohanian (1990). 

The scale had three items: Expert, Experienced, and Knowledgeable.  

3.2.4. Clarity. The scale for teacher clarity was adapted from the proposal of Felton et al. 

(2008). The following items were used: Clear in his/her presentation, Organized, and Conveys 

the class topics. 

3.2.5. Perceived Value. Perceived value of the course was measured through the adapted 

version of the scale of Koeber (2005). The items like: I find this teacher’s course valuable; I 

expect retention of material to be high, and The course stimulated my interest were used. 

3.2.6. Cognitive Learning. The items that measured cognitive learning were adapted from 

the scale of Frisby and Martin (2010). Overall, six items were used, such as: I have learned a 

great deal in this teacher’s course, I have learned more in this course than in other courses, I 

have learned information that I can apply, among others. 

3.3. Method of Analysis 

The research model was examined through Partial Least Squares Structural Equation 

Modeling (PLS-SEM). PLS-SEM provides the predictive power of the causal model and is 

appropriate for testing complex research models which deal with formative measures (Sarstedt 

et al., 2016). The research model proposed in this study contains twelve hypotheses and, 

together with reflective constructs, includes a formative variable, i.e. NVC. In addition, small 

sample size has been confirmed by many authors as the main reason for using PLS, which is 

also the case of this study when the two subgroups of students coming from two Universities 

were considered separately (N=146 and N=157). However, both subsamples meet the criteria 

suggested by Hair et al. (2017) regarding minimum sample sizes requirements: 1) 10 times the 
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largest number of formative items employed to measure one construct and 2) 10 times the 

largest number of structural relationships direct at a particular construct within the model. 

For data analysis, a two-step PLS-SEM process (Chin, 1998a) was first followed to validate 

the outer (measurement) model and the inner (structural) model on the full sample of 303 

respondents. Secondly, to test the moderation of culture, the full model was examined across 

the two subgroups, i.e. Southwest European and Southeast European students. For that purpose, 

a novel three-step procedure of Partial Least Squares Multi-Group Analysis (PLS-MGA) 

developed by Henseler et al. (2016) was adopted, subject to prior establishment of 

measurement invariance. 

4. Empirical Study: Results 

4.1. Outer Model Results 

The outer model deals with the relationships between the latent variables and the indicators 

that were used to measure them and requires the establishment of validity and reliability of the 

measurement tool (Wong, 2013). To determine convergent validity, the reflective indicators 

were examined on the basis of outer loadings, being all higher than 0.7 (Hair et al., 2017). The 

formative measure was considered in terms of weights instead of loadings, as these explain 

how each item contributes to its construct (Chin, 1998b). Weights are not interpreted as 

loadings and they frequently show lower values. As suggested by Chin (1998b), low values of 

weight should not be interpreted as a poor formative measure and should not be removed, as 

these indicators do not have to be correlated at all (Bollen, 1989). However, as formative 

constructs might have problems with multicollinearity (Diamantopoulos, 2011), the variance 

inflation factor (VIF) was assessed for one formative construct of the model (NVC) to 

corroborate the absence of multicollinearity. The obtained values ranged from 1.309 and 2.313, 

which is far below the threshold of 5.3 established by Hair et al. (2006). This suggests that 

results are not substantially influenced by any multicollinearity. 
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The reflective constructs of the model were validated by examining whether composite 

reliability (CR) (higher than 0.7), Cronbach’s alpha (higher than 0.7), and average variance 

extracted (AVE) (higher than 0.5) exceeded their threshold values (Chin, 1998b). As presented 

in Table 1, all the reflective measures fulfilled these criteria and, therefore, construct reliability 

and validity were established.  

TABLE 1 

Further, discriminant validity was first checked through comparing the square root of AVE 

value of each reflective construct to the correlations between that same construct with the rest 

of the latent variables (Fornell and Larcker, 1981). In all cases, the square root of AVE was 

higher than respective pairs of correlations. Secondly, the cross-loading analysis revealed that 

indicators had higher loadings with their own construct than with any other (Hair et al., 2017). 

Thirdly, the heterotrait-monotrait ratio of correlations (HTMT) were below the cut-off value 

of 0.9, which corroborated discriminant validity between reflective constructs (Hair et al., 

2017) (see Table 2). 

TABLE 2 

4.2. Inner Model Results 

The inner model is focused on the causal relationships between the independent and 

dependent variables (Wong, 2013). The prediction power of the model was established through 

R² (Falk and Miller, 1992) and Q² (Chin, 1998a) values of predicted variables. The obtained 

R² scores equaled 0.736 for quality, 0.558 for perceived value, and 0.532 for cognitive learning. 

As these values are much higher than the threshold of 0.1 established by Falk and Miller (1992), 

the predictive relevance of the model is found to be rather high (Hair et al., 2017). The Q² 

values were obtained through the Stone-Geisser test using the blindfolding procedure with an 

omission distance of seven. All the values were positive, being Q² of 0.562 for clarity, 0.375 
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for perceived value, and 0.410 for cognitive learning. This further corroborated the strong 

prediction power of the inner model (Hair et al., 2017). 

Research hypotheses were tested then by examining the path coefficients and their 

significance through the bootstrapping technique, with the bootstrapping sample size of 5000. 

As shown in Table 3, seven out of nine hypothesized paths were significant. The effects of 

NVC are confirmed as the strongest effects of the model, followed by the impact of expertise. 

On the other hand, the impact of social media was found to be weak or insignificant. 

Surprisingly, the effect of social media seems to be even negative (although insignificant) when 

teacher clarity was examined and insignificant when its impact on cognitive learning was 

observed. Due to these results, H1 and H3 are not accepted. The only positive and significant 

influence of social media was found in the case of perceived value of the course (H2), but with 

the significance level of 95%.  

When the impact of NVC was tested, H4, H5, and H6 were supported by strong effects of 

NVC on teacher clarity, course value, and student cognitive learning, respectively. Finally, as 

hypothesized, teacher expertise influenced positively and significantly teacher clarity (H7), 

perceived value of the course (H8), and cognitive learning (H9). Although H7, H8, and H9 are 

confirmed, the impact of expertise on perceived value (H8) was found to be weaker (at the 95% 

level) than its impact on clarity (H7) and learning (H9) (at the 99% level). 

TABLE 3 

4.3. Multigroup Analysis 

To test the final research hypotheses (H11, H12, and H13), i.e. to examine the role of 

national culture on the impact of social media, NVC, and expertise, the Partial Least Squares 

Multi-Group Analysis (PLS-MGA) was performed. For that purpose, the sample was divided 
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into two subgroups: Southwest European students (N=146) and Southeast European students 

(N=157).  

The measurement invariance was first established, following the three-step procedure 

developed by Henseler et al. (2016). Firstly, configural invariance was assured through 

linguistic equivalence pursued during questionnaire design. Identical items were used across 

the two subgroups under identical data treatment and algorithm criteria. Secondly, the 

permutation non-parametric test was conducted, showing correlations not significantly lower 

than one and values above the 5% quantile. This corroborated compositional invariance. 

Finally, equality of the factors’ mean values and variances was examined. Both mean and 

variance original differences fell between the 2.5% and 97.5% boundaries, which established 

full measurement invariance (Henseler et al., 2016). 

Once the measurement invariance was assured, PLS-MGA was conducted. As depicted in 

Table 4, when the impact of social media was considered, paths across both subgroups almost 

equaled zero for H1 and H3, while for H2 were around 0.1. Alongside with these extremely 

low path values, differences across the two cultures were also almost inexistent. This means 

that social media did not show any significant impact, in spite of the subsample examined. 

Thereby, H10, which posited that the impact of social media use by teacher was influenced by 

students’ national culture, is not supported. 

Different findings were obtained for NVC. Path values were rather high for H4, H5 and 

H6 across both subgroups. When the impact of NVC on teacher clarity was observed, 

significantly stronger paths were found between students from Southwestern Europe than 

between students from Southeastern Europe. Instead, when the effects of NVC on perceived 

value and cognitive learning were analyzed, no significant differences were found between the 

two student groups. Thereby, H11 is corroborated partially as the impact of NVC is moderated 

by national culture in the case of one out of three posited outcomes. 
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Finally, most differences between the two subsamples were found when expertise was 

considered as a driver. National culture of respondents seems to moderate the impact of 

expertise on clarity and perceived value, being higher among students from Southeastern 

Europe for both H7 and H8. As the impact of teacher expertise on learning is not found to be 

moderated by national culture, H12 is also only partially confirmed.  

TABLE 4 

5. Discussion and Conclusion 

According to the results of this study, social media is found to influence positively 

perceived value of the course, although the significance level is not very high (at the 95% 

level). This means that teacher’s usage of social media in classroom will enhance students’ 

interest in the course and their intention to recommend it to other students. Nevertheless, one 

unanticipated finding of this study is insignificant impact of social media on teacher clarity and 

student learning. The lack of support of H1 and H3 demonstrates that social media usage even 

might jeopardize teacher clarity, as a negative (although insignificant) path was obtained in the 

social media-clarity relationship. In addition, results reveal that social media doesn’t seem to 

exert any significant impact on student learning. On one hand, this result is inconsistent with 

the findings of Moran et al. (2011), who found positive opinions of faculty members regarding 

the impact of social media on student learning. On the other hand, the finding is in agreement 

with the study of Everson et al. (2013), which showed that, according to students’ beliefs, social 

media was not a valuable mean for learning. Therefore, the implication for teachers is that they 

should use the social media in classroom with caution and pay more attention to their abilities 

and communication skills in conveying the class topic.  

In particular, findings of this study show that NVC plays a key role in classroom, as the 

effects of NVC on clarity, value, and learning are the strongest effects of the model. Implication 
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for teachers is that they should take particular care to the most critical elements of NVC while 

delivering their lectures. According to the results of this study, these are chronemics and 

vocalics, and more specifically effective time management and variety of vocal expressions, as 

these items received the highest outer weights, which means that they affected to higher extent 

the NVC factor. Thereby, teachers should be able to establish the most important aspects of the 

topic and devote most time to those aspects, rather than trying to cover more irrelevant parts of 

the syllabus. In addition, they should frequently change in intonation, rhythm, and volume of 

their voice, thus enhancing their clarity. The kinesics dimension should not be neglected, as 

warm facial expression and smooth gestures are also found to contribute to formation of NVC, 

while the effect of physical appearance appears to be rather smaller, although still highly 

significant. Finally, compared to other cues, proxemics seems to play a less significant role in 

teacher NVC. 

Furthermore, as hypothesized, teacher expertise influences significantly their clarity and 

student learning (at the 99% significance level), while its impact on course value is rather 

weaker (at the 95% significance level). This is consistent with some other studies which also 

showed a significant role of teacher experience and knowledge in delivering the lecture (e.g. 

Bromme and Steinbring, 1994) and enhancing student learning (Palmer et al., 2005). However, 

in the present study, teacher experience was not confirmed as the most important factor in 

perception of course value, as demonstrated by Hill et al. (2003). 

All the above discussed findings provide support for dominance of human factors over 

technological ones in HEIs, despite the cultural backgrounds of students who participated in 

the study. While the impact of social media is not found to be moderated by national culture, 

as there were no significant differences between students from the two universities, some 

cultural differences were observed for the effects of teacher NVC and expertise. In particular, 

stronger impact of NVC on clarity among students from Southwestern Europe might be 
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explained by dominant communication values of their country of origin. These students come 

from a country that is placed close to the high-context (Hall, 1976) side of the continuum 

(Morden, 1999). Thereby, Southwest European students might have valued higher NVC 

elements in teacher’s overall expression than did their Southeast European counterparts, who 

might have focused more on verbal aspects of teacher’s communication in understanding the 

class topic. However, teacher expertise seems to have a dominant role among Southeast 

European students. As suggested by Morden (1999), the cultural background of these students 

might be placed closer to the low-context continuum, compared to the those from Southwestern 

Europe, which is why they might have paid more attention to formal sources of information, 

such as the one coming from an expert teacher. 

To conclude, several lines of research are proposed, as a result of limitations of this study. 

With respect to technological and human drivers in classroom, some other aspects of social 

media could be examined, such as perception of social media usefulness and effectiveness, 

which were neglected in this research. Some additional indicators for measurement of NVC 

dimensions could be considered, as well as teacher verbal cues. Finally, despite the 

insignificant role of social media found in this study, future contributions might reexamine its 

impact on other variables that were not analyzed in this study, such as student attention, 

motivation, or engagement.  
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Table 1. Quality of the outer model 

Constructs/Items Loadings Weights T value P value Cron.α CR AVE 

SOCIAL MEDIA    

Uses social media in class. 0.876 / 46.278 0.000  
 
0.868 

 
 
0.908 

 

0.712 
Posts content on social media for class. 0.861 / 32.603 0.000 

Assigns students to read/view content on social media 
sites. 0.825 / 29.064 0.000 

Assigns students to post content on social media sites.  0.812 / 28.122 0.000 

   NON-VERBAL COMMUNICATION (NVC)    

Warm facial expression. / 0.239 3.604 0.000  
 
 

    / 

 
 
 
 
/ 

 
 
 
 
/ 

Smooth gestures. / 0.191 3.251 0.001 

Variety of vocal expressions. / 0.285 5.186 0.000 

Effective time management. / 0.399 7.133 0.000 

Among students while teaching. / 0.102 2.136 0.033 

Good physical appearance. / 0.132 2.714 0.007 

  EXPERTISE    

Expert. 0.924 / 77.841 0.000  
0.882 

 
 0.927 

 
0.810 Experienced. 0.869 / 27.006 0.000 

Knowledgeable.  0.905 / 43.181 0.000 

  CLARITY    

Clear in presentation. 0.925 / 81.259 0.000  
0.909 

 
0.943 

 
0.846 Organized. 0.901 / 57.155 0.000 

Conveys the class topics. 0.933 / 95.410 0.000 

  PERCEIVED VALUE    

I find this teacher’s course valuable. 0.862 / 46.934 0.000  
 

 0.923 

 
 

0.942 

 
 

0.765 
I expect retention of material to be high. 0.861 / 43.438 0.000 

The course stimulated my interest. 0.878 / 63.297 0.000 

I usually go to this class eagerly. 0.875 / 51.726 0.000 

I would recommend this course. 0.897 / 69.298 0.000 

  COGNITIVE LEARNING    

I have learned a great deal in this teacher’s course. 0.900 / 71.891 0.000  
 
 

0.937 

 
 
 

0.950 

 
 
 

0.761 

I have learned more in this course than in other 
courses. 0.834 / 36.455 0.000 

My knowledge on this course has increased since the 
beginning of class. 0.879 / 50.851 0.000 

I can clearly recall information from this course. 0.843 / 40.126 0.000 

I can see clear changes in my understanding of the 
topic. 0.909 / 65.095 0.000 

I have learned information that I can apply. 0.867 / 45.867 0.000 
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            Notes: Cron. Alpha=Cronbach's Alpha, CR=Composite reliability, AVE=Average Variance Extracted. 
 

Table 2. Discriminant validity  

 

 Constructs Clarity Expertise Cognitive 
learning 

NVC Social  
media 

Perceived 
value 

 Clarity 0.920 0.816 0.690 / 0.237 0.701 

 Expertise 0.732 0.900 0.599 / 0.234 0.592 

 Cognitive learning 0.639 0.549 0.873 / 0.266 0.884 

 NVC 0.801 0.608 0.713 / / / 

 Social media 0.226 0.213 0.245 0.267 0.844 0.315 

 Perceived value 0.644 0.534 0.826 0.733 0.292 0.875 

       Notes: The square root of AVE is reported in diagonal bolded data, estimated correlations are under the diagonal,  
                   HTMT values are below the diagonal. 
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Table 3. Results of the inner model  

Hypotheses 
Full sample (N=303) 

β  t P Result 

H1: Social media → Clarity -0.008 0.230 0.818 Not accepted 

H2: Social media → Perceived value 0.096 2.403 0.016 Accepted 

H3: Social media  → Cognitive learning 0.049 1.137 0.256 Not accepted 

H4: Non-verbal communication → Clarity 0.566 15.577 0.000 Accepted 

H5: Non-verbal communication → Perceived value 0.626 13.049 0.000 Accepted 

H6: Non-verbal communication → Cognitive learning 0.591 10.718 0.000 Accepted 

H7: Expertise → Clarity 0.389 9.652 0.000 Accepted 

H8: Expertise → Perceived value 0.133 2.404 0.016 Accepted 

H9: Expertise → Cognitive learning 0.179 2.889 0.004 Accepted 

        Notes: Clarity: R²=0.736, Q²=0.562; Perceived value: R²=0.558, Q²=0.375; Cognitive learning: R²=0.532, Q²=0.410. 
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Table 4. Multi-group analysis 

Hypotheses 

Southwestern Europe  
(N=146)  

Southeastern Europe  
(N=157) 

 
Multi-group analysis 

β  t  p  β  t  p  β diff.   p Sig. 

H1: Social media → Clarity 0.032 0.703 0.482 -0.041 0.820 0.412 0.073 0.139 No 

H2: Social media → Perceived value 0.116 1.609 0.108 0.093 1.853 0.064 0.023 0.396 No 

H3: Social media  → Cognitive learning 0.080 1.255 0.210 0.034 0.515 0.607 0.046 0.308 No 

H4: Non-verbal communication → Clarity 0.604 12.022 0.000 0.415 7.010 0.000 0.189 0.007 Yes 

H5: Non-verbal communication → Perceived value 0.602 8.811 0.000 0.609 10.220 0.000 0.007 0.531 No 

H6: Non-verbal communication → Cognitive 
learning 

0.603 8.222 0.000 0.562 5.660 0.000 0.041 0.370 No 

H7: Expertise → Clarity 0.319 5.434 0.000 0.544 9.637 0.000 0.225 0.997 Yes 

H8: Expertise → Perceived value 0.040 0.503 0.615 0.229 3.631 0.000 0.189 0.967 Yes 

H9: Expertise → Cognitive learning 0.141 1.753 0.080 0.198 1.856 0.063 0.057 0.666 No 
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student satisfaction: The moderating role of national culture 
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Abstract 

This article analyses the effects of technology-mediated (i.e., social media) and in-person 

communication (i.e., non-verbal cues) on student satisfaction in a higher education context. 

Data were collected among 221 college students from University of Valencia (UVEG) in 

Spain and analysed from the perspective of the respondents’ national culture. Contrary to 

expectations, the results show that neither one of the social media aspects drives student 

satisfaction, thus providing support for the technology paradox literature. Instead, three non-

verbal communication cues are found to influence student satisfaction, i.e., paralanguage, 

kinesics, and chronemics. The moderating role of national culture on the examined 

relationships is also considered. The results reveal that national culture seems to only affect 

the relationship between chronemics and satisfaction.   
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1. INTRODUCTION 

A direct comparison between technology-mediated and in-person communication and their 

outcomes is an unexplored research area (Sherman, Michikyan, & Greenfield, 2013). The 

repercussion of digital and in-person communication among university students has been 

recently studied by Sherman et al. (2013) in the context of bonding between friends. This 

study revealed that students experienced greater bonding when involved in in-person 

communication. However, future contributions are necessary to provide deeper insights on 

the impact of technology-based and face-to-face communication among students. In this 

article, technology-based communication will be examined in terms of social media, 

considered as the most advanced form of Information and Communication Technology 

(ICT), whilst in-person communication will be addressed through different non-verbal 

communication cues. 

Social media embraces different social networking sites such as Facebook, MySpace, 

LinkedIn, or Twitter (Tess, 2013), in addition to other social services such as media sharing 

(e.g., YouTube), social bookmarking (e.g., Delicious) and collaborative knowledge 

development through wikis (e.g., Wikipedia) (Greenhow, Robelia, & Hughes, 2009). In 

academic settings, a growing body of the most recent education literature argues the use of 

social media in higher education institutions (Ahern, Feller, & Nagle, 2016; Everson, 

Gundlach, & Miller, 2013; Lau, 2017). However, much uncertainty still exists on the impact 

of social media in classroom (Tess, 2013). In particular, students’ response to social media 

use in the classroom is not fully understood, which requires further research to provide new 

findings on the repercussion of social media usage in this specific context.  
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Although new technologies seem to provide a number of advantages in teaching and learning, 

frustrations also arise among both teachers and students regarding their use (Gikas & Grant, 

2013; Jones, Blackey, Fitzgibbon, & Chew, 2010). In times when the use of social 

networking sites is highly encouraged, questions are raised regarding the role of teachers in 

this new digital context and whether technology really helps them to deliver knowledge more 

efficiently, thus enhancing student performance. Alongside the use of advanced ICT 

applications, instructors communicate and teach in many different ways: through their body 

language, their vocal expressions, time management, and even the spatial boundaries they 

establish in classrooms. These are all elements of non-verbal communication (Jackob, 

Roessing, & Petersen, 2011), which is found to be a critical asset in college classrooms 

(Dutta, Cheong, & Shutter, 2018). The key question here is: Are these elements fading away 

with the arrival of technology-mediated communication?  Tess (2013) pointed out that 

traditional pillars were losing their influence as higher education institutions were facing new 

technology challenges. This article attempts to shed new light on this issue by examining the 

role of instructors’ performance through non-verbal communication on the one hand and 

social media usage and perception in the classroom on the other. As educational literature 

suggests that teacher practices can influence student satisfaction (Annamdevula & 

Bellamkonda, 2016; Dericks, Thompson, Roberts, & Phua, 2019; Goodboy & Myers, 2008; 

Machado-Taylor, Brites, Magalhães, & Sá, 2011), the impact of social media use and 

teachers’ performance are examined in the context of generating students’ satisfaction. The 

proposed relationships are tested among different groups of students according to their 

national culture, as a number of studies (Aksoy, 2018; Goldman, Bolkan, & Goodboy, 2014; 

Holmes, Bavieri, Ganassin, & Murphy, 2016; Rawlings & Sue, 2013) revealed that cultural 

backgrounds could shape students’ perceptions. 
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2. LITERATURE REVIEW AND RESEARCH HYPOTHESES 

2.1. The role of social media in education 

The literature on social media has highlighted several benefits of the use of ICT in the 

classroom. Kabilan, Ahmad, and Abidin (2010) concluded that Facebook in particular 

increased students’ motives to communicate and shaped their positive attitudes towards 

learning. Ahern et al. (2016) showed that the use of Facebook groups among students resulted 

in greater communication quality and learning capabilities. Deng and Yuen (2011) found that 

when students were encouraged to use weblogs, their self-expression, self-reflection and 

social interaction increased. Brady, Holcomb, and Smith (2010) analysed an alternative 

social networking site – Ning – and found that students perceived a number of benefits related 

to frequent collaboration with peers and greater communication outside the classroom. 

Although the literature suggests that these positive outcomes drive student satisfaction 

(Ellison, Steinfield, & Lampe, 2007), there is hardly any empirical evidence on the direct 

relationship between social media and this variable. 

However, the role of social media in the context of education is still rather unclear 

(Tess, 2013). In a recent study, Sung, Chang, and Liu (2016) underlined that there was a 

general lack of research on the effects of new technologies and that empirical evidence testing 

novel relationships between ICT advancements and their results was necessary. In his 

literature review of social media use in higher education institutions, Tess (2013) reported 

only one study that dealt with social media and satisfaction (Ajjan & Hartshorne, 2008), 

where social media usage in the classroom was perceived as a way of improving student 

satisfaction and interaction. However, that study was based on opinions of faculty members, 

meaning that further contributions were necessary to determine the impact of social media 



131 
 

usage on student satisfaction from their own perspective. Hence, the first research hypothesis 

is proposed: 

H1: Social media usage has a positive impact on student satisfaction.  

The use of social media is closely related to the perceived quality of information available 

on social media, as well as its perceived usefulness (Heinrichs, Lim, & Lim, 2011). As 

pointed out by Heinrichs et al. (2011), social media should provide accurate, valuable and 

trustworthy information which leads to general user satisfaction (Büttner & Göritz, 2008; 

Lin, 2007; Moss, Gunn, & Heller, 2006). The quality of information needs to be measured 

through these specific attributes to ensure that users continually return to the social 

networking site (DeLone & McLean, 2003), thus showing satisfaction. Considering all this 

evidence, it seems that the perceived quality of information of social media could affect 

student satisfaction. The second research hypothesis is proposed accordingly:  

H2: Perceived information quality of social media has a positive impact on 

student satisfaction.  

Davis (1989) defined perceived usefulness as the extent to which the users perceive a 

particular system, application, or Web 2.0 technology as a driver of their performance. In the 

context of social media, perceived usefulness reveals that users are confident in its ability to 

obtain information, share experiences, create content and enhance their performance (Lin, 

2007). Hence, it is reasonable to posit that the perceived usefulness of social media will 

enhance student satisfaction and the third research hypothesis is therefore proposed: 

H3: Perceived usefulness of social media has a positive impact on student 

satisfaction.  
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2.2. The role of non-verbal communication in education  

Non-verbal communication is defined as ‘silent messages or messages without words’ 

(Peterson & Leonhardt, 2015, p. 78). Understanding teachers’ non-verbal communication is 

critical, as the interaction between text, speech, and gesture can enhance students’ 

understanding of the content of the class (Weinberg, Fukawa-Connelly, & Weisner, 2015). 

Casperz and Stasinska (2015) argued the relevance of ‘effective listening’, understood as a 

‘dynamic, interactive process of integrating appropriate listening attitudes, knowledge, and 

behaviors to achieve the selected goals of a listening event’ (Thompson, Leintz, Nevers, & 

Witkowski, 2004, p. 240). They stress that this type of listening is not merely a cognitive 

process because in order ‘to ‘hear’ the listener must not only understand what is being said 

verbally, but also the non-verbal communication that informs what is said’ (Casperz & 

Stasinska, 2015, p. 1), thus suggesting that non-verbal communication plays a critical role in 

the delivery of knowledge.   

Non-verbal communication embraces a number of dimensions, such as paralanguage, 

kinesics, proxemics and chronemics (Anvari & Atiyaye, 2014). The paralanguage dimension 

refers to a variety of vocal expressions that teachers use when talking to the class, such as 

volume tone, rhythm, and intonation (Cavanagh, Bower, Moloney, & Sweller, 2014). There 

is empirical evidence regarding the positive impact of this dimension on students’ perception 

of teacher performance (Hinkle, 2001). 

Kinesics or body language reflects gestures and different facial expressions such as 

visual contact and smiling (Birdwhistell, 1970). Kinesics has received considerable interest 

in the most recent literature on non-verbal communication in higher education institutions 

(Bower, Moloney, Cavanagh, & Sweller, 2013, Cavanagh et al., 2014; Gulec & Temel, 2015; 
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Sacchetti, Teixeira, Barbosa, Neves, Soares, & Dimas, 2018; Weinberg et al., 2015). 

However, there is hardly any empirical evidence on its influence on student perceptions and 

behaviours.  

Proxemics is considered as an additional component of non-verbal communication 

which refers to managing space and distance (Hall, 1963). In the context of higher education 

institutions, it can be examined in terms of physical proximity between teachers and students 

and among students themselves. Kale (2008) analysed different levels of proximity and 

interaction in the classroom by adopting the Miller’s (1981) framework of levels of informal 

spaces. According to this framework, there are four levels of proximity: 1) intimate (0 m to 

0.5 m), 2) personal (0.5 m to 1.5 m), 3) social (1.5 m to 3.5 m), and 4) public (3.5 m to 7.5 

m).  

Finally, chronemics or consideration of time is defined by Bruneau (1980) as the 

study of human tempo with respect to human communication. Walther and Tidwell (1995) 

considered chronemics as time‐related messages or different uses of time signals in 

computer-mediated communication. Felton, Koper, Mitchell, and Stinson (2008) examined 

student perceptions of teacher time management as a relevant factor of teacher performance. 

In their recent study, Anvari and Atiyaye (2014) examined the impact of the four non-

verbal communication dimensions on transferring information between undergraduate 

students. The results revealed that they were important elements of non-verbal 

communication and that they correlated in a positive way with transferring information and 

student performance. Jones and Guerrero (2001) adopted an experimental methodology and 

studied the effects of non-verbal communication on a sample of college students. Their 

findings showed that non-verbal immediacy affected positively comforting quality. Although 
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to the best of the author’s knowledge, the direct impact of non-verbal communication cues 

on student satisfaction has not been examined in the education literature, there is empirical 

evidence of a positive impact of non-verbal communication on satisfaction in other contexts, 

especially in services (Gabbot & Hogg, 2000; Söderlund & Rosengren, 2008, 2010; Jung & 

Yoon, 2011). It is therefore likely that such connections will also exist in the education 

context and that teachers’ non-verbal communication will have a positive influence on 

student satisfaction. Hence, the following research hypotheses are proposed: 

H4: Paralanguage has a positive impact on student satisfaction. 

H5: Kinesics has a positive impact on student satisfaction. 

H6: Proxemics has a positive impact on student satisfaction. 

H7: Chronemics has a positive impact on student satisfaction. 

2.3. The role of culture in education 

National culture has received considerable attention in the latest empirical research 

conducted in educational settings (Aksoy, 2018; Bove, Jensen, Wysłowska, Iannone, 

Mantovani, & Karwowska‐Struczyk, 2018; Lee, Lee, Makara, Fishman, & Teasley, 2017). 

Issues related to students’ cultural backgrounds are of particular importance in  higher 

education institutions, where Erasmus and international exchange programmes are strongly 

encouraged (Beerkens, Souto-Otero, de Wit, & Huisman, 2016; Smith & Kahawaya, 2011). 

This suggests that teachers could find themselves with an audience with number of different 

cultural peculiarities at the national level. 

The educational context is highly culture-sensitive (Lü, 2018), which means that 

students’ perceptions could change according to their national culture. Thus, for example, 
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Kim, Sohn and Choi (2011) examined cultural differences in motivations for using social 

network sites between American and Korean college students and found that they assigned 

different weights to the motives according to their national culture. Rawlings and Sue (2013) 

compared the constructs of American culture and models of English language taught in 

Chinese classrooms to Chinese students with the reality of American culture and English 

communication experienced by Chinese students while studying in the United States. The 

results showed a mismatch between the two, meaning that Chinese students were unprepared 

for facing inter-cultural communication challenges in the real world. Gabbott and Hogg 

(2000) suggested that culture could influence the nature of non-verbal communication, as 

people decoded more accurately the non-verbal communication of those who had the same 

cultural background, while wide variations could be found when different cultures were 

considered.  

These findings suggest that national culture could affect all the posited hypotheses. 

Hence, the impact of social media and non-verbal communication on satisfaction could be 

influenced by the students’ cultural backgrounds, which is why the final research hypothesis 

is posited: 

H8: National culture moderates the impact of social media and non-verbal 

communication on student satisfaction. 

All the hypotheses are presented in Figure 1. 

PLEASE INSERT FIGURE 1 
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3. METHODOLOGY 

3.1. Sample  

The sample for this study consisted of 221 students attending University of Valencia 

(UVEG), Faculty of Philology, Translation and Communication. Students were asked to 

complete an online structured questionnaire through Google forms. Data were collected 

during one- and-a half months at the beginning of 2017. Of the students who participated in 

this study, 30.3% were male and 69.7% were female. They were mostly between the ages of 

18 and 21 (70.1%), 21.3% were between 22 and 25 years old, while the others (8.6%) were 

over 25. A total of 146 (66.1%) students were Spanish (national), while 75 (33.9%) were 

foreign (international) students who spent their stay at University of Valencia (UVEG) 

through Erasmus or International exchange programmes. International students were mostly 

from France, UK, Germany, and the US.  

3.2. Measures 

The survey was originally created in English, translated into Spanish by experts who were 

fluent in both languages and then back-translated into English to ensure comparability and 

uniformity. 

Social media elements were measured through previously employed and validated 

scales. In particular, social media use by teachers was assessed through the scale of Moran, 

Seaman, and Tinti-Kane (2011) who measured faculty class use of social media through four 

items. Information quality and usefulness of social media perceived by students were adapted 

from the scale of Heinrichs et al. (2011) through four items each.  

Non-verbal communication dimensions were assessed through adapted versions of the scales 

of Bower et al. (2013) and Jung and Yoon (2011) to measure paralanguage, Christophel 
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(1990) and Bower et al. (2013) to evaluate kinesics, Jung and Yoon (2011) to measure 

proxemics, and Felton et al. (2008) to assess chronemics.  

The satisfaction measurement scale was developed following Arbaugh (2001) and 

Goodboy and Myers (2008). The following three items were used: satisfaction with the 

course, satisfaction with the teacher, and satisfaction with the teacher’s communication.  The 

five-point Likert scale was adopted to measure the items of each factor.  

4. DATA ANALYSIS AND RESULTS 

Hypotheses were tested using a structural equation modelling (SEM) method with 

SmartPLS3. As pointed out by Keil, Tan, Wei, Saarinen, Tuunainen, and Wassenaar (2000), 

the Partial Least Squares (PLS) technique ‘is superior to traditional statistical methods’ (p. 

309), such as factor analysis, path analysis or regression, precisely because it can examine 

the measurement model by estimating loadings of items on factors within the context of the 

structural model where causal relationships among factors are analysed (Hair, Hult, Ringle, 

& Sarstedt, 2017).  

The PLS method is suitable for theory confirmation (Chin & Newsted, 1999) and 

modelling latent constructs under conditions of small sample sizes (Chin, 1998). These 

criteria can be applied to this study, as the proposed relationships are still neglected in 

empirical research. In addition, the size of two sub-samples, i.e., national (N=146) and 

international (N=75) students is rather small. However, both sub-samples meet the criterion 

of 10 times the largest number of paths directed at a factor within the structural model (Hair 

et al., 2017). Following Hair et al. (2017), the proposed model was tested as follows: 1) 

confirmatory factor analysis to assure the validity and reliability of the measurement model 

and 2) the generation of a structural model that examines the proposed research hypotheses. 
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4.1. Validity and reliability of the measurement model 

The strength of the measurement model was assessed through measures of convergent and 

discriminant validity (Hair et al., 2017). Convergent validity was demonstrated by analysing 

loadings (see Table 1) and average variance extracted (AVE) (see Table 2). The loadings 

were above the threshold of 0.6 proposed by Bagozzi and Yi (1988). All the AVE obtained 

values were higher than 0.5 (Fornell & Larcker, 1981), which confirmed convergent validity 

of the measurement model. 

PLEASE INSERT TABLES 1 & 2 

Discriminant validity was assessed through the Fornell and Larcker (1981) criterion (i.e., by 

examining correlations among factors), cross-loadings analysis and the heterotrait-monotrait 

ratio of correlations (HTMT) (Hair et al., 2017). As shown in Table 3, the square root of 

AVE of each factor was higher than the respective correlations, thus satisfying the first 

criterion. The cross-loadings analysis revealed that loadings of each item for its own 

construct were higher than for others. Finally, the heterotrait-monotrait ratio of correlations 

(HTMT), considered as the strongest indicator of discriminant validity (Hair et al., 2017), 

was examined. As all the obtained values did not exceed the threshold of 0.9, discriminant 

validity was established between all the factors (see Table 3). 

PLEASE INSERT TABLE 3 

Moreover, reliability was established by testing factor Cronbach’s Alpha and Composite 

Reliability (CR) values. As depicted in Table 2, all values were above the threshold of 0.7 

for Cronbach’s Alpha, following Nunnally and Bernstein (1994) and 0.6 for CR, following 
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Bagozzi and Yi (1988). Therefore, the reliability of all the factors of the measurement model 

was confirmed.  

4.2. Structural model  

The explanatory power of the structural model was evaluated by looking at the R² value 

(variance accounted for) in the final dependent factor, i.e., satisfaction and by examining the 

Q² value through the cross-validated redundancy. The R² score for satisfaction equalled 

0.529, which is above the recommended level of 0.10 (Falk & Miller, 1992), thus suggesting 

that the predictive relevance of the model is high (Hair et al., 2017). The analysis of cross-

validated redundancy through a blindfolding process further corroborated the satisfactory 

predictive relevance of the proposed model. The obtained Q² value was positive (Chin, 1998) 

and equalled 0.389, thus showing a large predictive relevance of the endogenous factor (Hair 

et al., 2017) (see Table 4). 

 The 5,000 bootstrapping runs were performed to establish the significance of path 

coefficients. As seen in Table 4, the results show that, surprisingly, neither one of the 

examined social media aspects has a significant influence on student satisfaction, being the 

impact of social media use (β=-0.060, p=0.279; H1) and social media information quality 

(β=-0.033, p=0.622; H2) even negative (although insignificant). On the other hand, most of 

the non-verbal communication dimensions are found to have a strong impact on student 

satisfaction, especially kinesics (β=0.422, p=0.000; H5), paralanguage (β=0.247, p=0.007; 

H4), and chronemics (β=0.207, p=0.000; H7). On the contrary, proxemics does not seem to 

have any influence on student satisfaction (β=-0.031, p=0.656; H6). 

PLEASE INSERT TABLE 4 
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However, the lack of support for H6 (i.e., proxemics→satisfaction) needs to be interpreted 

with caution, as proxemics was measured through one item only, i.e., proper distance. It 

should be noted that students were additionally asked to specify how they perceived ‘proper 

distance’ by indicating the distance they thought teachers should lecture from. Following 

Kale (2008), they had to choose amongst three alternatives: 1) 0.5 m to 1.5 m from students; 

2) 1.5 m to 3.5 m from students; and 3) 3.5 to 7.5 m from students, which correspond to 

personal, social, and public spaces, respectively. The intimate distance (from 0 m to 0.5 m) 

was not considered. Findings show that most e students (N=158, 71.49%) selected the second 

option, whilst 34 (15.39%) and 29 (13.12%) selected the first and the third one, respectively. 

According to the distance perception, the sample was subsequently divided into three sub-

samples and the model was re-examined to obtain more insights on the role of proxemics in 

satisfaction building. The results suggest that proxemics exerts a rather strong influence on 

satisfaction among the first group of students, i.e., those who perceived the personal level as 

the appropriate distance between teachers and students in the classroom (β=0.368, p=0.040). 

The influence of proxemics on satisfaction in two other groups was insignificant. 

4.3. The effect of national culture: Multi-group analysis 

To test the final research hypothesis, i.e., to observe whether the students’ national culture 

moderates the impact of social media and teacher non-verbal communication on student 

satisfaction (H8), the sample was divided into two additional sub-samples: Spanish 

(national), and foreign (international) students. The quality of the measurement tool was 

confirmed in both sub-samples and the multi-group analysis was carried out to observe 

whether there were significant differences among the paths obtained in each sub-sample for 

the examined relationships.  
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As depicted in Table 5, when the role of social media was considered, higher paths 

were obtained in the sample of international students for social media use and perceived 

quality information, whilst in the case of perceived usefulness of social media, the obtained 

path was slightly higher in the case of national students. However, the multi group analysis 

suggested that neither one of the path differences was statically significant. Hence, the impact 

of social media on student satisfaction is insignificant, despite the national culture of the 

respondents.  

Regarding the role of non-verbal communication, stronger paths were obtained 

among the national students’ sample when the impact of paralanguage, kinesics, and 

proxemics was considered. However, the multi-group analysis showed no significant 

differences between the two sub-samples on these paths. The only significant difference was 

between the paths of the chronemics-satisfaction relationship, being significantly higher in 

the sub-sample of international students (p=0.967). This finding suggests that effective time 

management and punctuality drive satisfaction among international students to a significantly 

greater extent than among national students.  

PLEASE INSERT TABLE 5 

4.4. Discussion and implications 

Contrary to expectations, the findings of this study suggest that the adoption of social media 

among teacher practices does not seem to exert a positive impact on student satisfaction. It 

should be noted that the descriptive statistics analysis revealed rather low to moderate mean 

values of social media use items (i.e., use of social media in class by teacher, post of class 

content on social media, assignments for students to read and post content on social media). 
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In addition, the perception of information quality on social media and perceived usefulness 

of social media were also assessed poorly among students. These findings suggest that 

student perception of trustworthiness and accurateness of information on social media is 

limited and that students are not likely to perceive social media as a mean that could increase 

their learning performance and help them to understand the topic of the course. This could 

be one of the reasons why social media was not found to influence positively student 

satisfaction.  

 An additional discouraging result for ICT advocates is that social media does not 

seem to drive satisfaction, despite the students’ cultural background. This is consistent with 

data obtained by Panina and Kroumova (2015), who examined cross-cultural communication 

patterns in computer-mediated communication and concluded that national culture could not 

always explain differences in students’ perceptions and behaviours. 

 The lack of support for the first three hypotheses places this study in the ‘IT 

paradox’ education literature, according to which technological advancements applied in 

classrooms are a mere fad rather than an efficient tool for teaching and learning. This is in 

line with a number of the most recent studies that also arrived at some controversial 

conclusions regarding the use of technology for learning purposes (Sung, Chang, & Liu, 

2016; Sung, Chang, & Yang, 2015; Zydney & Warner, 2016). Among the studies that 

centered on social media, Bucher, Fieseler, and Suphan (2013) demonstrated that social 

media use was associated with information overload, invasion, and uncertainty. Jones et al. 

(2010) found that a considerable number of students were not willing to use social media for 

learning purposes because of the desire to separate social life from learning, difficulties in 

identifying the original sources of posts and information overload associated with technology 
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use. Similarly, Madge, Meek, Wellens and Hooley (2009) found that Facebook was not 

accepted as a teaching tool among British college students. Hence, the findings of this study 

raise questions regarding the extent of the use of social media in the classroom which has 

been frequently encouraged by higher education institutions. 

 On the other hand, teacher communication skills seem to be critical in generating 

student satisfaction, especially their body language, paralanguage, and consideration of time. 

The implication for teachers is that they need to control their body language through smooth 

and meaningful gestures, warm facial expression and encourage feedback through smiles and 

visual contact. Further, they need to pay special attention to using different vocal expressions 

when teaching. Student satisfaction seems to be driven by appropriate volume and pace, clear 

enunciation and melodic intonation in addition to proper and gentle tone. Finally, punctuality 

and effective time management during class are confirmed as important antecedents of 

student satisfaction.  

 The relationship between chronemics and satisfaction is the only relationship of the 

model that was moderated by students’ national culture. Although the influence of 

chronemics on satisfaction was highly significant in both samples, this dimension of non-

verbal communication emerged as more important among international students. This is not 

surprising, as two identified sub-samples differ on the polychronic dimension argued by 

Morden (1999). Thus, polychronic people like Spaniards understand time as the simultaneous 

occurrence of many things and highly value human relationships, rather than schedules, 

deadline, and punctuality. Instead, people coming from monochronic cultures, like Germany, 

UK, France, or the US (which represent a great part of the international students’ sample), 

place great importance on teachers’ punctuality as a form of positive non-verbal 
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communication. The results of this study confirm these cultural differences, as chronemics 

is found to play a more significant role among international students, meaning that 

punctuality and efficient time management are stronger drivers of satisfaction among these 

students, compared to their Spanish counterparts.  

 Moreover, findings of this study show that proxemics seems to have little impact 

on student satisfaction. This means that teachers’ consideration of space and keeping an 

appropriate distance from the students in the classroom is not highly relevant for the 

development of student satisfaction. Although most of the students stated that the preferred 

distance between students and teachers in the classroom is the one that corresponds to social 

level (1.5 m to 3.5 m), an interesting finding is that proxemics is found to influence 

satisfaction only among students who preferred students-teachers distance to range between 

0.5 m to 1.5 m, which corresponds to personal proximity level. The implication for teachers 

is that they could decide to be close to students while teaching to reduce distances and 

increase satisfaction. This means that effective teaching should not be necessarily limited to 

lecturing, but must include teacher’s assistance to problem solving and face-to-face 

interactions with students. By doing so, the distance in student-teacher interactions will be 

reduced and student satisfaction will be encouraged. 

5. CONCLUSION 

This study addressed technology-based communication and teacher in-person 

communication through a quantitative research in an academic setting. In particular, it 

attempted to look into the effects of students’ perception of social media and teacher non-

verbal communication on student satisfaction. Social media was examined in terms of social 

media use in class by teachers and information quality and usefulness of social media 
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perceived by students. Non-verbal communication was divided into four dimensions: 

paralanguage, kinesics, proxemics, and chronemics. Findings reveal that neither one of the 

examined social media features has a significant role in generating student satisfaction. On 

the contrary, teachers’ non-verbal communication seems to be critical, as three out of four 

examined dimensions are found to influence positively student satisfaction. The national 

culture is found to moderate only one relationship of the model, the one between chronemics 

and satisfaction.  

 Although this study provides valuable insights on the role of social media and 

teachers communication skills in a higher education context, it has brought up many 

questions in need of further investigation. First, it should be remembered that ICT in general 

and social media in particular are continuously evolving, which means that their role needs 

to be re-examined as new technology features appear and the context of their use changes. 

Secondly, in this article, social media use was operationalised in a rather simplistic way, 

focusing on knowledge delivery and one-to-many information diffusion, rather than on 

student engagement in social media. Future research should therefore provide insights on the 

active role of students in technology embracement and how this can affect their satisfaction. 

In addition, more research is required to test the role of social media in education through 

additional empirical investigations that are not limited to just one educational context and 

only one higher education institution. In particular, the impact of social media and non-verbal 

communication should be tested on other critical variables that reflect student performance, 

such as engagement and learning. Another possible area of future research would be specific 

social media applications and a comparative analysis of their effects. In addition, instead of 

considering different non-verbal communication dimensions, further contributions could 
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examine non-verbal communication as a second order construct. Finally, as this study failed 

to confirm the moderating role of national culture on most of the examined relationships, 

future research should re-examine the impact of national culture, approach a more 

representative sample of students and consider specific cultures rather than gathering them 

in the ‘international’ group.   
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Figure 1. Structural model
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Table 1. Total sample: descriptive statistics and loadings 

Factors/Items Min Max Mean SD Loadings 

SOCIAL MEDIA USE 

SMU1. Use of social media in class by teacher. 1 5 2.44 1.340 0.879 
SMU2. Post of class content on social media by teacher. 1 5 2.41 1.341 0.817 
SMU3. Assignment for students to read content on social media. 1 5 2.68 1.378 0.847 
SMU4. Assignment for students to post content on social media. 1 5 1.80 1.120 0.784 
SOCIAL MEDIA INFORMATION QUALITY 

SMIQ1. Trustworthy information. 1 5 2.66 0.778 0.842 
SMIQ2. Accurate information. 1 5 2.53 0.859 0.783 
SMIQ3. Valuable information. 1 5 2.97 1.013 0.793 
SMIQ4. Trust in posted information. 1 5 2.41 0.811 0.885 
SOCIAL MEDIA USEFULENESS 

SMUSF1. Increase of learning performance. 1 5 2.75 1.101 0.726 
SMUSF2. Help in understanding the topic of the course. 1 5 2.36 1.074 0.911 
SMUSF3. Enhancement of effectiveness in studying. 1 5 2.89 1.068 0.877 
SMUFS4. Providing information that would lead to better learning. 1 5 2.81 1.068 0.858 
PARALANGUAGE 

PAR1. Variety of vocal expressions. 1 5 3.70 1.111 0.690 
PAR2. Natural voice. 1 5 3.88 1.113 0.770 
PAR3. Appropriate volume. 1 5 3.79 1.245 0.772 
PAR4. Melodic intonation. 1 5 3.38 1.342 0.778 
PAR5. Clear enunciation. 1 5 4.00 1.072 0.739 
PAR6. Appropriate pace. 1 5 3.86 1.144 0.840 
PAR7. Proper tone. 1 5 3.86 1.168 0.863 
PAR8. Gentle tone. 1 5 3.64 1.271 0.800 
KINESICS 

KIN1. Gestures while talking to the class. 1 5 3.80 1.121 0.775 
KIN2. Gestures convey meaning. 1 5 3.46 1.274 0.825 
KIN3. Expressive gestures. 1 5 3.59 1.247 0.843 
KIN4. Smooth gestures. 1 5 3.65 1.189 0.818 
KIN5. Warm facial expression. 1 5 3.46 1.299 0.788 
KIN6. Eye contact with class. 1 5 4.28 1.026 0.703 
KIN7. Smile at the class. 1 5 3.49 1.264 0.766 
PROXEMICS 

PRO1. Talking from a proper distance. 1 5 3.93 1.022 1.000 
CHRONEMICS 

CHRO1. Punctuality. 1 5 3.67 1 0.837 
CHRO2. Effective time management. 1 5 3.89 1 0.920 
SATISFACTION 

SAT1. Satisfaction with the course. 1 5 3.20 1.253 0.846 
SAT2. Satisfaction with the teacher. 1 5 3.20 1.362 0.934 
SAT3. Satisfaction with the teacher’s communication. 1 5 3.18 1.339 0.895 
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Table 2. Reliability and validity of measurement tool 

 Cron. Alpha CR AVE 

SOCIAL MEDIA USE 0.86 0.90 0.69 

SOCIAL MEDIA INFORMATION QUALITY 0.85 0.90 0.68 

SOCIAL MEDIA USEFULENESS 0.88 0.91 0.72 

PARALANGUAGE 0.91 0.93 0.61 

KINESICS 0.90 0.92 0.62 

PROXEMICS 1.00 1.00 1.00 

CHRONEMICS 0.71 0.87 0.77 

SATISFACTION 0.87 0.92 0.80 

            Notes: Cron. Alpha=Cronbach's Alpha, CR=Composite reliability, AVE=Average Variance Extracted. 
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Table 3. Discriminant validity of measurement tool 

 Notes: Diagonal bolded data represent the square root of AVE, under the diagonal represent estimated correlations;  
             below the diagonal are HTMT values. 
  

  F1 F2 F3 F4 F5 F6 F7 F8 

F1:  SOCIAL MEDIA 
INFORMATION QUALITY 

0.83 0.16 0.14 0.48 0.10 0.03 0.07 0.75 

F2: CHRONEMICS 0.14 0.88 0.53 0.18 0.55 0.38 0.61 0.10 

F3: KINESICS 0.12 0.44 0.79 0.38 0.90 0.53 0.75 0.18 

F4: SOCIAL MEDIA USE 0.41 0.16 0.35 0.83 0.22 0.14 0.18 0.56 

F5: PARALANGUAGE 0.09 0.47 0.73 0.22 0.78 0.61 0.73 0.14 

F6: PROXEMICS 0.00 0.33 0.51 0.14 0.58 1.00 0.41 0.08 

F7: SATISFACTION 0.07 0.48 0.68 0.17 0.66 0.39 0.89 0.11 

F8:  SOCIAL MEDIA USEFULNESS 0.62 0.06 0.16 0.47 0.14 0.08 0.10 0.85 
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Table 4. Hypotheses testing results 

Hypotheses 

Total sample 
(N=221) 

β  t p Confirmation 

H1: Social media use → Satisfaction  -0.060 1.083 0.279 No 

H2: Social media information quality → Satisfaction -0.033 0.493 0.622 No 

H3: Social media usefulness → Satisfaction 0.036 0.498 0.618 No 

H4: Paralanguage → Satisfaction 0.247 2.707 0.007 Yes 

H5: Kinesics → Satisfaction 0.422 4.553 0.000 Yes 

H6: Proxemics → Satisfaction -0.031 0.446 0.656 No 

H7: Chronemics → Satisfaction 0.207 3.554 0.000 Yes 

       Notes: Total sample: Satisfaction: R²=0.529. Q²=0.389 
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Table 5. Multi-group analysis 

Hypotheses 

National students  
(N=146)  

International students 
(N=75) 

Multi-group 
analysis 

β  t  p  β  t  p  β diff.   p 

H1: Social media use → Satisfaction  -0.049 0.750 0.453 -0.076 0.676 0.499 0.027 0.415 

H2: Social media information quality → Satisfaction 0.010 0.105 0.917 0.064 0.402 0.687 0.054 0.635 

H3: Social media usefulness → Satisfaction 0.028 0.347 0.728 0.023 0.195 0.846 0.005 0.491 

H4: Paralanguage → Satisfaction 0.298 2.511 0.012 0.105 0.689 0.491 0.194 0.157 

H5: Kinesics → Satisfaction 0.405 3.472 0.001 0.374 2.350 0.019 0.031 0.445 

H6: Proxemics → Satisfaction -0.089 0.980 0.327 0.082 0.890 0.374 0.172 0.911 

H7: Chronemics → Satisfaction 0.166 2.262 0.024 0.383 4.301 0.000 0.217 0.967 

Notes: National students sample: Satisfaction: R²=0.525, Q²=0.361. International students sample: Satisfaction: R²=0.559, 
Q²=0.361. 
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Abstract 

This paper aims at providing insights on the role of non-verbal communication (NVC) in 

classroom by examining the relationship between teacher NVC cues and student behavior. 

Student behavior is considered in terms of perceptions of the match between the teacher and 

the student self-concept (i.e. self-image congruence), attention, and learning. Hypotheses are 

tested on a sample of students coming from Spain and Italy. Findings indicate that the student 

self-concept has the strongest relationship with teacher personal appearance, attention with 

paralinguistics, and learning with kinesics. Some differences are found in the strength of the 

examined relationships between Spanish and Italian students. 

Keywords: non-verbal communication (NVC), self-image congruence, attention, cognitive 

learning, affective learning, national culture.  
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1. Introduction 

Teachers’ non-verbal communication (NVC) plays a significant role in complex teaching 

and learning processes (Sidelinger, Nyeste, Madlock, Pollak, & Wilkinson, 2015). This is a 

major area of interest among educators as a correct use of NVC cues and their interpretation 

are highly relevant for both teachers and students. NVC has been confirmed as a critical 

element of instructional communication competence (Teven & Hanson, 2004) and an 

important driver of effective listening by students (Caspersz & Stasinska, 2015). A successful 

NVC is found to influence teacher’s clarity (e.g. McCroskey, Richmond, & McCroskey, 

2006) and teaching practices, such as class time management (e.g. Felton, Koper, Mitchell, 

& Stinson, 2008) and is positively associated with student understanding of the topic delivery 

(Weinberg, Fukawa-Connelly, and Weisner, 2015). 

In a recent content analysis of instructional communication literature, Conley and Ah 

Yun (2017) concluded that future research agenda should be expanded to learning outcomes, 

cultural backgrounds, and diversity issues. Therefore, scholars have yet to consider how 

teacher NVC behaviors are related with student performance and how these relationships 

change across different cultures. As pointed out by Keshishian (2013), “patterns of classroom 

behavior vary from one culture to another” (p. 256). One of the greatest challenges for 

educators is to understand these differences and overcome possible communication problems 

that might arise from them. This paper attempts to address this research call by studying the 

relationship between teacher non-verbal communication and student behavior in two 

different countries, with the focus on the student self-concept, attention, and learning.  

Literature suggests that more than 90 per cent of human interaction might occur on a 

non-verbal level (Mehrabian, 1972). However, the interrelationship between non-verbal and 
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verbal communication depends on contextual and situational factors (Leathers & Eaves, 

2015).  Non-verbal communication (NVC) consists of different dimensions, such as: posture, 

gestures, and facial expressions (i.e. kinesics) (Birdwhistell, 1970), the way the words are 

pronounced (i.e. paralinguistics) (Trager, 1961), the distance between communicators (i.e. 

proxemics) (Hall, 1968), the use of time (i.e. chronemics) (Bruneau, 1980), and physical 

appearance of the speaker (Richmond, McCroskey, & Payne, 1991). Gabbott and Hogg 

(2000) suggested that three factors can influence the nature of NVC, namely: gender, culture, 

and personal attributes. Thus, men speaking to men tend to adopt different NVC cues from 

men speaking to women, while, stereotypically speaking, women are generally more trusting 

and open with other women. Regarding culture, people decode more accurately the non-

verbal communication of those who have the same cultural background, while wide 

variations are found with this respect when different cultures are considered. Finally, the 

individual’s personal attributes can impact in-person interaction, being the attractiveness of 

the sender the main one (Gabbott & Hogg, 2000). 

NVC dimensions have been frequently an object of research in educational literature. For 

example, Gulec and Temel (2015) analyzed kinesics of teachers’ candidates and found some 

differences according to the subject they teach. Cavanagh, Bower, Moloney, and Sweller 

(2014) studied body language and paralanguage of preservice teachers and examined 

alignment between verbal and non-verbal communication modes. Kale (2008) investigated 

physical proximity between students and teachers through video-based classroom cases. 

Felton et al. (2008) explored how students perceive teacher time management, while 

Hamermesh and Parker (2003) examined undergraduate students’ evaluations of teachers’ 

attractiveness. 
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The most recent literature calls for continued empirical research that offers a deeper 

understanding on NVC processes and culture in educational settings (Weinberg et al., 2015). 

The study of Weinberg et al. (2015) focused on the role of gestures in an undergraduate 

abstract algebra, thus explaining the ways in which mathematical meanings are expressed in 

gesture, and how they can be interpreted by coordination of multiple signs through the 

semiotic bundle. When attempting to describe the teacher’s gesture, the authors draw 

attention to the relevance of cultural, social, and linguistic contexts, in addition to activity in 

which the instructor was engaged (Weinberg et al., 2015). Kim and Lausberg (2018) have 

recently analyzed cultural differences in hand movements and gestural repertoire between 

German and Korean students and discovered that Germans carried out more gestures than 

Koreans did. Findings of that study reveal that culture-specific differences exist in some 

gestures and hand movements. However, additional research is necessary to examine more 

closely the links between gestural communication and culture (Kim & Lausberg, 2018). 

The purpose of this paper is to shed some new light on the role of non-verbal 

communication in classroom and its relationship to student behavior through the lens of 

culture. Specifically, perceptions of the congruence between the teacher and student self-

image, attention levels, and cognitive and affective learning are investigated. For that 

purpose, five main NVC dimensions are considered (i.e. kinesics, paralinguistics, 

chronemics, proxemics, and personal appearance). Another objective of this paper is to obtain 

insights into the impact of culture on student perception of NVC cues. To address this 

research goal, the empirical research took place in two different European universities, as 

dominant cultural values of the two data collection settings might influence student 

perceptions. Understanding the link between teacher NVC and student behavior will provide 

important implications for instructors who pursue to encourage student performance through 
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their communication skills. Conducting further comparative analysis across two educational 

contexts will offer additional guidelines for effective teaching practices in different cultural 

settings.   

2. Literature Review and Research Hypotheses 

In the first part of the literature review, the impact of teacher NVC on student behavior will 

be discussed and research hypotheses will be proposed accordingly. The focus will be on the 

relationships between teacher NVC and the student self-concept, attention and learning. The 

second part of the literature review deals with changes in interpretation of NVC cues across 

different cultures. Finally, cross-cultural differences between two countries that are in the 

focus of this study will be discussed, i.e. Spain and Italy.  

2.1. The Impact of NVC in Classroom 

Previous research has established that teacher NVC communication can influence 

student behavior in different ways. A recent study suggests that an efficient use of body 

language and other non-verbal communication elements by university teachers might provide 

students a model to follow and encourage their overall expression inside or outside the 

classroom (Gulec & Temel, 2015). This idea supports evidence from the broader consumer 

behavior literature and an increasing interest that the concept of self-image congruence has 

received in last years (Huang & Chen, 2018). Self-image congruence is currently considered 

one of the key concepts in predicting people behavior. In particular, four dimensions of the 

self-concept are common to explain behavior: 1) actual (real) self, which refers to how people 

see themselves; 2) ideal self, related with how people would like to see themselves; 3) social 

self, or how people think others perceive them; 4) and ideal social self, or how people would 

like to be perceived by others (Sirgy, Johar, & Claiborne, 2015). 
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In education, empirical investigations on the student self-concept and the ways that 

teachers might influence it are still in its infancy. With this regard, Komarraju, Musulkin, 

and Bhattacharya (2010) found that student-faculty interactions were significant predictors 

of student motivations and academic self-concept. The study of Witt and Schrodt (2007) 

suggested that students reported increased liking for both the teacher and the course when 

teachers adopted a variety of vocal expressions and when they frequently smiled and nodded 

to class. With this respect, the liking-similarity effect suggests that people perceive greater 

similarity with people they like (Collisson & Howell, 2014). If a positive relationship exists 

between teacher NVC and liking on the one hand and liking and similarity on the other, it is 

reasonable to assume that there should be a link between an effective teacher NVC and 

student self-concept. However, to the best of the author’s knowledge, no study has provided 

empirical evidence regarding the relationship between teacher non-verbal communication 

and student perception of self-image congruence. The current paper will address this research 

gap by testing the following hypothesis: 

H1. Significant relationships exist between teacher NVC dimensions and student 

perception of self-image congruence. 

Several studies focused on the relationships between specific NVC dimensions and 

performance in classroom. Thus, Gulec and Temel (2015) analyzed teachers’ use of body 

language (i.e. kinesics) and found that smiling teachers increased students’ interest, while 

their gestures and eye contact had an important role in student comprehension of the course 

subject and lecture effectiveness. Likewise, Bağcı (2008) argued that teacher’s body 

language might influence student achievement and increase student interest in the subject. 

Other studies suggested that teachers’ paralanguage positively affected their clarity 

(McCroskey et al., 2006) and performance (Hinkle, 2001). In a study on the relationship 
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between effective communication and transferring information, Anvari and Atiyaye (2014) 

found a positive correlation between transferring information and four NVC elements (i.e. 

kinesics, paralinguistics, proxemics, and chronemics). Hamermesh and Parker (2003) 

focused on one specific element the fifth NVC dimension discussed in this paper (i.e. 

personal appearance) and examined the impact of university teachers’ beauty on their 

instructional ratings in their teaching courses on a sample of undergraduate students. The 

results suggested a positive relationship between teacher’s beauty and higher instructional 

ratings. Nevertheless, the authors suggested that future contributions are necessary to confirm 

that teachers’ attractiveness could really enhance their productivity. 

This combination of findings provides some support for the conceptual premise that 

teacher NVC in classroom can influence course perception and student performance. 

Different authors suggested that teacher non-verbal communication might influence 

positively student opinions of the course (Gulec & Temel, 2015; Witt & Schrodt, 2007), 

perception of the course effectiveness (Bağcı, 2008), attendance level (Gulec & Temel, 

2015), effective listening (Caspersz & Staniska, 2015), and learning (McCroskey, Valencic, 

& Richmond, 2004; Weinberg et al., 2015). It is therefore reasonable to hypothesize that 

teacher NVC and its different cues will have a positive relationship with two critical student 

outcomes, namely attention and learning. Both cognitive and affective components of 

learning need to be examined, as cognitive learning considers the ability to recall the course 

content, understand the topic, and acquire knowledge that can be applied, while affective 

learning reflects positive assessment of both the course content and the teacher (Frisby & 

Martin, 2010), Thereby, the following research hypotheses are proposed: 

H2. Significant relationships exist between teacher NVC dimensions and student 

 attention. 
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H3. Significant relationships exist between teacher NVC dimensions and student 

cognitive learning. 

H4. Significant relationships exist between teacher NVC dimensions and student 

affective learning. 

2.2. NVC Dimensions and National Culture 

Until now, this paper has focused on the relationship between NVC and student behavior.  

This subsection will discuss the cultural influence on five main NVC dimensions, i.e. 

kinesics, paralinguistics, chronemics, proxemics and personal appearance.  

The outcome of non-verbal communication is strongly influenced by culture (Segerstrale 

& Molnár, 2018), meaning that the interpretation of NVC cues might change from one culture 

to another. Culture can exist at a number of different levels (Leung, Bhagat, Buchan, Erez, 

& Gibson, 2005), such as national (Hofstede, 1991), organizational (Schein, 2010), 

disciplinary (Braxton, 1995), and occupational (Hargreaves, 1980), among others. Owing to 

the complex nature of the phenomenon, culture has been studied at different levels in the 

educational context, being national culture the most examined cultural typology. National 

culture is defined as a set of shared values, beliefs and assumptions learned in early childhood 

that distinguishes people in one nation from those in another (Hofstede, 1991). In this section, 

five main NVC dimensions will be discussed (i.e. kinesics, paralinguistics, chronemics, 

proxemics, and personal appearance) and how they can be affected by national culture. 

Kinesics is study of body language in movement and involves speaker’s gestures and 

different facial expressions (Bower, Moloney, Cavanagh, & Sweller, 2013), such as visual 

contact, nodding, and smiling (Christophel, 1990). As reported by Archer (1997, p. 19), 

“gestures are definitely not a universal language”, as even the same gestures might have 
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different meanings in different cultures. This means that some gestures are culturally based 

and biased. Likewise, facial expressions need to be interpreted according to “culturally 

specific decoding rules” (Buck, 1984), which might “change, intensify, deintensify or mask 

the perception” of facial expressions (Kupperbusch et al., 1999, p. 25,). Accordingly, in an 

empirical study, Matsumoto (1992) showed that Americans were capable of recognizing and 

judging the intensity of emotions through facial expressions better than Japanese did. 

Helweg-Larsen, Cunningham, Carrico, and Pergram (2004) studied the levels of head 

movement and found some gender differences, as women were inclined to nod more than 

men did, and suggested extending the research on the cultural level. 

Paralinguistics or paralanguage concerns how a speaker conveys the content through 

different vocal tones, rhythm, volume, and intonation (Cavanagh et al., 2014). Yurtbaşı 

(2015) argued paralinguistic peculiarities in different cultures, with the focus on speakers of 

syllable-timed languages, like Turkish, and speakers of stress-timed languages, like English. 

The author stressed that the former “put roughly equal time on each syllable” (p. 36), while 

the latter “put roughly equal time lags between stressed syllables” (p. 36). This not only 

implies that the language of the lecture will moderate teacher’s pronunciation, but that 

students will place different importance on varieties of vocal expressions according to their 

national culture. 

Chronemics refers to consideration of time, more specifically to study of human tempo 

in relation to human communication (Brunau, 1980). Hofstede (2001) considered the time 

element in his cultural framework, more specifically in the pragmatic/normative dimension. 

Thus, pragmatic cultures are long-term oriented and value perservance and thrift, while in 

normative, short-term oriented cultures, traditions are highly valued. In addition, time was 

considered as a key element in monochronic and polychronic societies discussed by Hall and 
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Hall (1990). Thus, while in monochronic cultures people are punctual and dominated by 

schedules and timetables, polychronic people don’t place importance on punctuality and deal 

with unpredictable timetables and flexible schedules (Hall & Hall, 1990). 

Proxemics considers distances between communicators (Hall, 1963). As other NVC 

dimensions, proxemics is also strongly influenced by culture. Hoftesde (1991) considered 

this element in his model of national culture in power distance and individualism dimensions. 

While power distance deals with hierarchies and distribution of power, individualism refers 

to the degree of interdependence among society members. Thus, people from high power 

distance cultures accept and expect hierarchies and high distances between different social 

classes, while those coming from individualistic countries are me-oriented and highly value 

their own spaces (Hofstede, 1991).  

Finally, personal appearance has long been a question of great interest among NVC 

researchers. Personal appearance might encompass different categories, like personal look 

and attractiveness, hairstyle, clothing (Kueh & Bagul, 2013; Jung & Yoon, 2011), and even 

the use of artefacts. A considerable amount of literature suggests that that the perception of 

persons’ attractiveness might be innate (Thornhill & Gangestad, 1999) and culturally 

universal (Perrett, May, & Yoshikawa, 1994). Elmer and Houran (2008) conducted a review 

of classic and contemporary research on the psychology of beauty and found that universally 

preferred physical features such as height, vibrant hair, clear skin, and a symmetrical face 

and body are key determinants of physical attractiveness and account for around 60% of its 

definition. Situational factors, including cultural standards account for about 25% of physical 

attraction; intra-individual preferences based on genes, personal history, psychodynamics, 

and personality traits account for about 10%, while social preferences account for a marginal 

degree of around 5%. However, while abundant literature reveals that perception of 
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attractiveness might be an innate preference, and as such, consistent across different cultures, 

some studies arrived at different conclusions and suggested that these preferences actually 

could change from one culture to another, especially when Western and Eastern cultures are 

compared (Swami, Caprario, Tovéeand, & Furnham, 2006; Swami et al., 2007). With this 

regards, two interesting studies analyzed female (Swami et al., 2006) and male physical 

attractiveness (Swami et al., 2007) across different cultures. Their findings revealed that 

primary determinants of attractiveness do not change regardless of the cultural context. These 

were body mass index (Swami et al., 2006) in the case of female and waist-to-chest ratio for 

male attractiveness (Swami et al., 2007). Nevertheless, a number of cross-cultural differences 

also emerged related with preferences for physical attractiveness on both studies. The study 

of Swami et al. (2007) additionally suggested that these cultural differences might be 

associated with respondents’ socio-economic status. 

All these findings show that NVC is strongly shaped by culture and that it will play a 

different role among students coming from different countries of origin. The final research 

hypothesis is therefore proposed: 

H5: Significance of the relationships between teacher NVC dimensions and student 

behavior (i.e. perception of self-image congruence (H5a), attention (H5b), cognitive (H5c), 

and affective learning (H5d), will change according to student national culture.  

2.3. Cross-cultural differences: Spain and Italy 

Studies that approached cross-cultural differences in student perceptions were mostly 

limited to comparisons of Western and Eastern cultures, especially American and Asian (e.g. 

Lee Lee, Makara, Fishman, & Teasley, 2017; Zhou & Li, 2015) or between European and 

non-European countries (e.g. Karpinski et al., 2016; Tarhini, Hone, & Liu, 2015). Despite 
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significant cultural differences that emerge in Europe, only a few studies conducted a cross-

cultural research among European students (e.g. Ciocca et al., 2017; Lopez-Fernandez et al., 

2017). In this subsection, cultural peculiarities of two European countries that are in the focus 

of this study are examined, i.e. Spain and Italy.  

In spite of being two Mediterranean countries located in Southern Europe, Spain and 

Italy show a number of cultural diversities. In particular, these two countries score rather 

differently on most of the cultural dimensions proposed by Hofstede (1991) in his referenced 

cultural framework. Comparatively speaking, among the European countries, Spain is more 

collectivistic and feminine country than Italy, while Italy is more individualistic and 

masculine country than Spain. This means that, compared to Italy, in Spain people are more 

“we-oriented” and care for others and quality of life. Compared to Spain, in Italy people are 

more “me-oriented” and highly value performance and achievement. In addition, power 

distance is considered differently in Spain and Italy.  While Spain is a more hierarchical 

society, the people in Northern Italy, where the study took place, prefer equality and 

decentralization of power and decision-making. Finally, in the European circle, Spaniards 

are more short-term oriented, they live in the moment and do not worry much about the 

future. On the contrary, Italians are more long-term oriented, meaning that thrift and efforts 

are highly encouraged in modern education as a way to prepare for the future (Hofstede, 

1991). 

Minkov et al. (2018) have recently revised the Hofstede’s long term versus short-term 

orientation dimension and have proposed an alternative dimension of national culture named 

“flexibility versus monumentalism” within the context of educational achievement. 

Flexibility corresponds to long-term orientation and favors a modest self-regard, duality, and 

adaptability, while monumentalism is close to short-term orientation and encourages people 
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to be proud, stable, and consistent. According to this study, with the score of 2, Spain is a 

more flexible culture, while, with the score of -36, Italy is a more monumentalist society 

(Minkov et al., 2018). 

Finally, differences in educational systems of the two countries have also been 

confirmed. One study compared efficiency of Spanish and Italian universities and found that 

Italian state universities were more efficient than the Spanish ones, owing to the sooner 

introduction of reforms in curricula organization in Italy, which in Spain were implemented 

much later (Agasisti & Pérez-Esparrells, 2010). The two educational systems also show 

differences in regulation policies. Whereas in Spain regional authorities have autonomy in 

governing higher education institutions, Italian educational system is highly centralized and 

controlled by the national government (Agasisti & Cordero-Ferrera, 2013; Agasisti & Pérez-

Esparrells, 2010). 

3. Research Method 

3.1. Data Collection  

To address the research objectives proposed in this study, a quantitative method was 

used. Data were collected among students of Communication Sciences of two Universities 

from two European countries: Spain (Eastern) and Italy (Northern). Both studies were 

conducted in a two-months period in 2017. Students were asked to complete a structured 

online questionnaire, which was originally written in English and translated by native 

speakers and experts in Spanish and Italian. 

3.2. Measurement Tool  
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Multiple scales were used to operationalize the constructs examined in this study. Non-

verbal communication was analyzed in terms of kinesics, paralinguistics, chronemics, 

proxemics, and personal appearance.  

Gestures and facial expressions, including oculesics (eye contact), smiling, and nodding, 

were considered to measure kinesic cues, by adapting items from Christophel (1990) and 

Bower et al. (2013). Overall, eight aspects of teacher body language were examined, as 

follows: 1) gestures while talking to the class; 2) gestures convey meaning; 3) expressive 

gestures; 4) smooth gestures; 5) warm facial expression; 6) eye contact with the class; 7) 

smiles at the class; and 8) nods at the class. 

Paralinguistics was operationalized through eight items adapted from Christophel 

(1990), Bower et al. (2013), and Jung and Yoon (2011), namely: 1) use of variety of vocal 

expressions; 2) natural voice; 3) appropriate volume; 4) melodic intonation; 5) clear 

enunciation; 6) appropriate pace; 7) proper tone; and 8) gentle tone. 

To measure chronemic cues, two items were employed, more specifically, punctuality 

and effective time management (Felton et al., 2008).  

Following Christophel (1990), proxemic cues were measured through two items, in terms 

of the place the instructor teaches from: one item measured teaching from desk/podium and 

another assessed teaching among students. 

Personal appearance embraced different dimensions and measured overall physical 

appearance of the speaker, dress-style, hairstyle, and use of artefacts (Dowling, 2008; Jung 

& Yoon, 2011). Teacher attractiveness was also considered by taking four items from the 

scale of Ohanian (1990), i.e. attractive, classy, handsome/beautiful, and elegant. 

To measure other variables, the scale of Sirgy et al. (2015) was adapted for assessment 

of self-image congruence. Students were asked about their perception of the level of the 
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match between the teacher and their self-concept. In particular, four-levels of self-image 

congruence were considered: actual, ideal, social, and ideal social.  

Attention was considered through three attention levels discussed by Wilson and Korn 

(2007) (i.e. attention, concentration, and arousal). 

Finally, cognitive and affective learning were measured through adapted scales of Frisby 

and Martin (2010). Cognitive learning was operationalized through the following six items: 

1) I have learned a great deal in this teacher’s course; 2) I have learned more in this course 

than in other courses; 3) my knowledge on this course topic has increased since the beginning 

of class; 4) I can clearly recall information from this course; 5) I can see clear changes in my 

understanding of the topic; and 6) I have learned information that I can apply. Affective 

learning was measured through four items, as follows: 1) affect toward the course content; 

2) affect toward enrolling in another course with similar content; 3) affect toward the course 

instructor; and 4) affect toward enrolling in another course taught by the instructor. 

Respondents had to rate their level of agreement/disagreement with the posited 

statements on a 5-point Likert scale ranging from [1] = strongly disagree to [5] = strongly 

agree. 

3.3. Sample Profile 

A total of 271 students participated in the study. Among them, 146 students were from a 

Spanish and 125 from an Italian University.  Respondents’ ages mostly ranged from 18 to 21 

in both Spanish (75.3%) and Italian (81.6%) subsamples, followed by those between 22 and 

25 years old (12.3% and 12.8%, respectively). Among the Spanish respondents, 95 (65.1%) 

were female and 51 (34.9%) were male. Similarly, 79 (63.2%) women and 46 (36.8%) men 

comprised the Italian subsample. Thereby, Spanish and Italian subsamples showed rather 
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similar age and gender profiles. Regarding their national culture, students from both 

Universities were all domestic students (i.e. 146 Spaniards and 125 Italians).   

3.4. Data Treatment 

        3.4.1. Validity, reliability, and normality tests. The quality of the employed 

measurement scales was tested and validity and reliability were examined for all measures 

except for proxemics. This is because proxemics was examined through two opposite items 

(teaching from the teacher’s desk/podium vs. teaching among students). As these items do 

not have to be correlated at all, the validity and reliability criteria are not applied (Bollen, 

1989).   

To corroborate validity of other measures, item-to-dimension total score correlations 

were calculated for each scale. The obtained values were highly significant (p=0.00), which 

means that the corresponding items correlate very well with their respective scale. Secondly, 

Cronbach alphas were calculated for factor reliability. The obtained Cronbach alpha values 

satisfied the threshold of 0.7 (Nunnally & Bernstein, 1994) for kinesic cues (0.87), 

paralinguistics (0.91), personal appearance (0.83), self-image (0.91), attention (0.73), 

cognitive learning (0.92), and affective learning (0.79). The Cronbach alpha for chronemic 

cues was slightly below the threshold (0.68). This value was re-examined across the two 

subsamples and was found to be satisfactory in the Spanish subsample (0.70). Thereby, the 

employed measurement scales can be considered as valid and reliable.   

In the next step, data were subject to Shapiro-Wilk test of normality. This test showed 

that data do not have a normal distribution, as almost all the significance levels were lower 

than 0.05 (Razali & Wah, 2011). Thereby, to address the research hypotheses, the Spearman's 
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rho nonparametric measure was considered for further data processing (i.e. correlation 

analysis). 

4. Results 

Correlation analysis was undertaken to statistically test the proposed research 

hypotheses. The results obtained are reported in the following subsections.  

4.1. Relationship between NVC and Self-Image Congruence (H1) 

Regarding the first research hypothesis, which centered on the relationship between NVC 

and self-image congruence between student self-concept and perceived teacher image, 

correlation analysis suggested the existence of a strong correlation between the two variables 

(see Table 1). Among different NVC dimensions, personal appearance is found to play the 

most significant role in student perception of self-image congruence. The items that measured 

teacher overall physical appearance and attractiveness (i.e. attractive, classy, 

handsome/beautiful, and elegant) are found to be strongly correlated with all the facets of 

social-image congruence (i.e. actual, ideal, social, and ideal social). Arranged hairstyle and 

use of artefacts seem to have a significant relationship with some aspects of social-image 

congruence, while the correlation between self-image and clothing, either formal of causal, 

is found to be insignificant. Moreover, variety of vocal expressions and gentle tone emerged 

as the paralinguistic items that had the strongest correlation (significant at the 0.01 level) 

with the four self-image congruence items. Regarding kinesic cues, expressive gestures, 

warm facial expressions, and smiling were highly correlated with actual, ideal, social, and 

ideal-social self. When chronemic items were considered, punctuality was found to correlate 

with three out of four self-image dimensions (i.e. actual, ideal, and ideal social). These 

correlations were found to be significant at the 0.05 level. On the other hand, effective time 
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management showed strong correlations (at the 0.01 level) with two self-image aspects: ideal 

and ideal social-self. Finally, negative correlations are found between the proxemic item that 

reflected teacher’s lecturing from desk or podium and the four self-image concepts, although 

neither one of them was significant. On the other hand, teaching among students correlated 

positively and significantly (at the 0.05 level) with actual, ideal, and ideal social-self.  

Results revealed that personal appearance correlated highly with all four self-image 

indicators, while paralinguistic and chronemic cues seemed to correlate to greatest extent 

with ideal and ideal social image. On the other hand, kinesic cues showed the strongest 

correlation with actual-self and the weakest with the social-self. Finally, teaching among 

students correlated positively with all the self-image concepts, except for social self.  

Overall, data suggest strong correlations between self-image congruence and the four 

NVC factors (i.e. kinesics, paralinguistics, chronemics, and personal appearance), a moderate 

correlation with one proxemics item (teaching among students) and an insignificant 

correlation with another proxemic item (teaching from desk/podium). As different findings 

are obtained for two rather opposite proxemic items, spatial distances that the teacher 

establishes in classroom seem to matter for student perception of self-image congruence. All 

these findings provide support for H1. 

INSERT TABLE 1 

4.2. Relationship between NVC and Attention (H2) 

As reported in Table 1, correlations ranging between .308 and .511 were revealed when 

the factors of NVC cues and the attention factor were considered. The strongest correlation 

was found between paralinguistics and attention. When the items that measured these two 

variables were considered, strong correlations were confirmed among all of them (significant 
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at the 0.01 level), except for the correlation between teacher appropriate pace and student 

arousal, which was significant at the 0.05 level.  

When kinesic items were observed together with the three levels of attention (i.e. 

attention, concentration, and arousal), correlations significant at the 0.01 level were revealed 

among all kinesic items and the first attention level. Similar results were observed when the 

second attention level was considered (i.e. concentration). In this case, only one correlation 

was rather weaker (at the 0.05 level) (i.e. the one between teacher’s nodding and student 

concentration), while all the other correlations were significant at the 0.01 level. Finally, 

when kinesic indicators were analyzed in relation with the arousal level, nodding was found 

to have no significant relationship with arousal, whereas gestures while talking to the class 

and smiling both correlated at the 0.05 level with this item. All the other kinesic items were 

strongly related with arousal (at the 0.01 significance level). 

Moreover, results showed that most of personal appearance items correlated strongly 

with the attention and concentration levels, while they were mostly insignificant for the 

arousal level. Regarding chronemic cues, all correlations between punctuality and the three 

attention levels on the one hand and effective time management and the three attention items 

on the other were either strong or very strong, especially for the concentration item 

(significant at the 0.01 level for both chronemic items). Finally, when proxemic items were 

observed, negative correlations were found between teaching from desk/podium and all 

attention indicators, being only one correlation (with the arousal item) statistically significant 

(at the 0.05 level). On the other hand, teaching among students correlated positively and 

significantly (at the 0.01 level) with all attention levels.  
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In general, significant correlations were found between the three attention levels and all 

paralinguistic and chronemic items. Only one kinesic items (i.e. nodding) and most of the 

personal appearance items (except for the use of artefact) were not significantly related with 

the third attention level (i.e. arousal). Strong negative correlations were found between 

teaching from desk/podium and the attention factor, while correlations between teaching 

among students and attention were very strong and positive. Overall, strong correlations 

between the five NVC dimensions and student attention provide support for H2. 

4.3. Relationship between NVC and Learning (Cognitive and Affective) (H3 and H4) 
To test the third and the fourth research hypotheses, correlations are observed between 

NVC dimensions and learning. Both cognitive and affective learning appeared to have the 

strongest correlation with body language, although the relationships with the other NVC 

factors were mostly strongly significant. In particular, when item-to-item correlations were 

observed, significant correlations (at the 0.01 level) were found between all paralinguistic 

and cognitive learning items, as well between all personal appearance and cognitive learning 

items. Moreover, correlations were significant at the 0.01 level when the relationships 

between cognitive learning and kinesic cues were observed, except for the correlation 

between teacher’s nodding and the item “I have learned more in this course than in other 

courses”, which was significant at the 0.05 level. Similarly, only one correlation between a 

chronemic item (i.e. punctuality) and a cognitive learning item (i.e. I have learned 

information that I can apply) was significant at the 0.05 level, while all the others were 

significant at the 0.01 level. Finally, regarding the association between proxemic cues and 

cognitive learning, teaching from desk/podium was found to be negatively correlated with 

all the cognitive learning items. On the other hand, as in the case of attention, teaching among 
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students was positively and significantly correlated with all cognitive learning indicators (at 

the 0.01 level). 

When the association between NVC and affective learning was analyzed, very strong 

correlations were found between all the factors. As in the case of cognitive learning, the 

correlation between affective learning and kinesic cues was confirmed to be the strongest 

one. In addition, almost all paralinguistic items were found to have a significant relationship 

(at the 0.01 level) with the four affective learning items, except for appropriate volume. 

Further, most of the personal appearance items correlated strongly (at the 0.01 level) with 

almost all affective learning items. No significant correlations were found between affective 

learning and clothing and formal dress-style. Casual dress-style correlated significantly only 

with affect toward enrolling in another course taught by the instructor. When attractiveness 

items were considered, the only correlation that was found to be insignificant was the one 

between the elegance item and affect toward enrolling in another course with similar content. 

Moreover, punctuality was found to have no significant relationship with affect toward 

enrolling in another course with similar content, while the association between that item and 

effective time management was significant at the 0.05. level. Finally, all correlations between 

the two proxemic items and four affective learning items were significant at the 0.01 level, 

being all negative in the case of teaching from podium or desk and all positive for teaching 

among students.  

To conclude, NVC dimensions showed very strong relationships with both cognitive and 

affective learning and body language has been confirmed as the most salient NVC dimension 

for both learning factors. Correlations between the two learning dimensions on the one hand 

and kinesics, paralinguistics, chronemics, and personal appearance on the other were 

significant at the 0.01 level. The negative correlation with one proxemic item (i.e. teaching 
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from desk/podium), was stronger in the case of affective than cognitive learning. However, 

both H3 and H4 are fully supported.  

4.4. The Influence of National Culture on H1-H4 (H5) 

 When Spanish and Italian subsamples were compared, the national culture is found to 

play an important role in the strength of the relationship between NVC and self-image 

congruence. In particular, the correlations between self-image congruence and 

paralinguistics on the one hand and self-image congruence and chronemic cues on the other 

appeared to be stronger among Spanish students than among their Italian counterparts. In 

addition, the proxemic item “teaches from desk/podium” correlated positively with NVC in 

the Spanish subsample and negatively in the Italian, although in both cases the correlation 

was insignificant (see Table 2). These results suggest that the association between NVC and 

self-image congruence was stronger among Spanish students, than among Italians.  

On the contrary, the correlation between teacher NVC and student attention was rather 

similar among the two subsamples. The only difference was observed for the proxemic item 

“teaches among students”, which correlated more strongly among Italian (at the 0.01 level) 

than among Spanish students (at the 0.05 level). However, correlation between the item 

“teaches among students” and both affective and cognitive learning was stronger among 

Spaniards (at the 0.01 level) than Italians (at the 0.05 level). In addition, teaching from desk 

or podium correlated negatively and strongly (at the 0.01 level) with affective learning among 

Spanish students, while this negative correlation was found to be insignificant among Italian 

students. Finally, personal appearance was found to have a stronger correlation with 

cognitive and affective learning among Spanish students (at the 0.01 level) than among their 

Italian counterparts (at the 0.05 level).  
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To conclude, differences were obtained among the two samples when correlations were 

examined between the four NVC factors (i.e. paralinguistics, proxemics, chronemics, and 

personal appearance) on the one hand and student outcomes (i.e. self-image congruence, 

student attention, and learning) on the other. However, kinesics correlated strongly with 

student behavior across both subsamples, being the correlation significant at the 0.01 level 

among both Spanish and Italian students. Thereby, culture did not seem to play any 

significant role when the association between teacher body language and student behavior 

was examined, which is why, overall, H5 can be supported only partially. 

INSERT TABLE 2 

5. Discussion and Implications 

5.1. NVC and Student Behavior 

NVC is confirmed as a critical aspect of instructional communication in HEIs, owing to 

its strong relationship with student behavior, more specifically, student perception of self-

concept, attention, and learning.  

In particular, results indicate that self-image congruence is found to be positively and 

significantly correlated with teacher’s personal appearance, paralanguage, body language, 

consideration of time, and teaching among students. Among the four self-image attributes, 

ideal self and ideal social-self were found to correlate strongly with most of the NVC cues, 

followed by actual self and social-self. These findings suggest that teacher NVC is strongly 

associated with how students like to perceive themselves and how they would like others to 

perceive them, meaning that they acknowledge NVC as a critical aspect in projection of their 

own image and recognize the teacher with an efficient NVC as a model to follow. This study, 



188 
 

therefore, provides empirical evidence for theoretical assumptions suggested by Gulec and 

Temel (2015).  

Nevertheless, compared to other NVC cues, personal appearance is the one that showed 

to have the strongest relationship with social image congruence, which means that, to greatest 

extent, students tend to find the match between the teacher and their self-concept through this 

specific NVC cue, in comparison to communication skills that are reflected, for example, in 

kinesics or paralinguistics. This finding corroborates the ideas of previous research (e.g. 

Gabbott & Hogg, 2000; Elmer & Houran, 2008), which suggested that attractiveness and 

perceived similarity with the message receiver are strictly related. 

On the other hand, findings show a strong association between student attention and 

concentration and teachers’ non-verbal communication, while the arousal level was mostly 

associated with paralinguistic, chronemic, and proxemic items. This finding is in accordance 

with those obtained by Gulec and Temel (2015) and Bağcı (2008), who found that teachers’ 

NVC, and more specifically body language, encouraged student interest in the course.   

However, although very strong correlations were found between attention and NVC factors, 

paralinguistics seemed to play the most significant role in rising and keeping student 

attention.  

Further, this study shows that, among all the examined variables, cognitive and affective 

learning were found to have the most significant relationship with NVC cues. This means 

that teacher’s effective use of body language and paralanguage, in addition to punctuality, 

time management, and teaching among students, are important drivers of student 

embracement of the course content and affect towards both the course and the teacher. These 

findings partially match those obtained by Weinberg et al. (2015), who found that teacher’s 
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gestures supported increased learning among K-12 students, although the results failed to 

demonstrate such evidence among undergraduate students and in proof-based classes.  

In addition, as strong positive correlations are found between personal appearance on the 

one hand and cognitive and affective learning on the other, the results suggest that good 

looking and attractive teachers encourage significantly student learning. These findings are 

similar to those obtained by Hamermesh and Parker (2003), who found that teacher’s beauty 

boosted their productivity, measured in term of instructional ratings. However, different from 

that study, this work examined teacher’s personal appearance in relationship with student 

performance, rather than mainly teacher productivity. Another interesting finding is that 

teacher clothing was linked with cognitive learning and failed to show associations with 

affective learning.  

A number of practical implications for educators derive from this study. Teacher’s non-

verbal communication is found to play an important role in university classrooms, as NVC 

cues are confirmed to have a strong correlation with student behavior. In particular, students 

attached importance to teacher’s looks when they referred to the cognitive match between 

their self-concept and the teacher. An elegant and classy teacher not only becomes a role 

model, but also triggers student attention during class and increases information recall and, 

ultimately, affective learning. 

However, student attention was mostly influenced by teacher paralinguistic abilities. 

This suggests that teachers have to take care not only of the lecture content itself, but also of 

the way they deliver it by communicating with the class. A clear enunciation, a melodic 

intonation, and the use of variety of vocal expressions are critical for teacher’s vocal 

flexibility. Different ranges in pitch will avoid a monotonous lecture delivery. Putting energy 

into speech will reflect teacher’s enthusiasm and can help engage students in the class 



190 
 

dynamics. Talking in appropriate tone, pace, and volume is fundamental for student 

understanding of the topic. Lecturing with the gentle tone will help teachers to create a 

positive classroom climate and a fruitful environment for learning. 

Furthermore, teacher body language has been confirmed as the strongest driver of student 

learning. This finding suggests that teachers need to do their best in bringing meaningful and 

expressive gestures into their class. Warm facial expressions not only increase perception 

and attention, but also encourage information processing and an efficient application of 

knowledge. Teachers should also establish eye contact with the class and interact with 

students through smiling and nodding in order to encourage positive learning outcomes.  

Finally, consideration of time and space are found to be critical in encouraging student 

performance. Teacher punctuality and effective time management are highly appreciated. 

Instructors should therefore come to class on time and deal effectively with the time duration 

of class. They should seek to establish the most important aspects of the topic and dedicate 

most time to those specific aspects, rather than trying to cover more insignificant parts of the 

syllabus. Teaching among students is another practice that teachers should embrace, as it is 

found to have strong positive associations with student attention and learning. On the 

contrary, teaching from a podium or desk is highly discouraged, as, according to the results 

of this study, it correlates negatively with student performance. 

5.2. Cultural Differences 

Findings of this study show that national culture plays a significant role in the 

relationship between teacher NVC and student self-concept. In particular, the association 

between NVC cues and self-image congruence was stronger among Spanish students, than 

their Italian counterparts. This finding might be explained by the fact that, compared to Italy, 
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Spain scores higher on power distance dimension proposed by Hofstede (1991). In these type 

of cultures, hierarchies are both approved and expected (Hofstede, 1991). Subsequently, 

teachers are perceived as an authority and a model to follow, which is why the correlation 

between teacher communication skills and self-image congruence was very high among 

Spanish students. This is also probably why teaching from desk/podium was not perceived 

negatively among Spanish students, as it was among Italian ones. On the contrary, in 

Northern Italy, where the research took place, people prefer equality and decentralization of 

power, which is probably why Italian students did not perceive teachers as a role model as 

their Spanish counterparts did and teaching from desk/podium was discouraged. Moreover, 

these findings are in accordance with the understanding of “flexibility vs. monumentalism” 

dimension of national culture and obtained scores for Spain (flexible) and Italy 

(monumentalist) in the recent study of Minkov et al. (2018). In flexible societies, like Spain, 

modest opinions of one’s self are promoted. Instead, in monumentalist cultures, like Italy, 

self-stability and self-consistency are highly encouraged (Minkov et al., 2018). This might 

be the reason why Spanish students were keener to associate teachers’ NVC with self-

concept, while the self-concept of Italian students was more stable and, therefore, less likely 

to be influenced by teacher’s communication skills. These findings have significant 

implications for the understanding how teacher’s NVC cues and skills enhance the way 

students identify themselves with the teacher, especially among Spanish students. 

In addition, teaching among students seemed to play a more significant role in increasing 

attention among Italians than among Spaniards. This finding might be explained by the fact 

that in Italy, with the score of 50 on power distance dimension and the score of 76 on 

individualism, control and formal supervision are disliked among the younger generation 

(Hofstede et al., 2010). Teacher’s lecturing among students might have been perceived by 
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Italian students as a control method and consequently, a defense mechanism was triggered in 

terms of increased attention. Reducing teacher-student spatial distances in classroom was a 

more helpful mean for increasing cognitive and affective learning among Spanish students 

than among their Italian counterparts. This is probably because, in general, Spain is more 

collectivistic and feminine country than Italy, where creating strong relationships in a group 

and caring for others are highly encouraged. Therefore, teaching among students might have 

been perceived as a way to bond with students and help them in their learning processes, 

which is why the association of this proxemic cue was stronger with both cognitive and 

affective learning among Spanish students. However, finding reveals that teaching among 

both Italian and Spanish students is welcome, unlike teaching from the desk, which did not 

correlate positively with student behavior in either one of the two cultures.     

Finally, teacher personal appearance was a more powerful driver of cognitive and 

affective learning among Spanish students (at the 0.01 level) than their Italians counterparts 

(at the 0.05 level). This result was somehow surprising, as physical appearance is a more 

dominant value in masculine countries, like Italy, than in feminine countries, like Spain. One 

of the reasons why teacher personal appearance was found to have a stronger relationship 

with learning among Spanish students might be related with the fact that they probably 

perceived a teacher as a “benevolent autocrat” (Hofstede 1994, p. 2), which is typical for 

hierarchical societies, which might have influenced their perception of attractiveness, and, 

subsequently, correlated positively with student learning. The implication of this finding is 

that the instructors teaching Spanish students should take particular care of their looks and 

clothing, as these students placed importance on teacher physical appearance. 

To conclude, instructors who teach students from flexible (Minkov et al., 2018), 

collectivistic, and feminine societies, and those that score high on power distance (Hofstede 
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et al., 2010), like Spanish teachers, should pay particular attention to NVC elements while 

lecturing, as these are found to be strongly associated with student self-concept and cognitive 

and affective learning among students coming from these cultures. However, cultural 

diversity and variations that are present in any culture, including Spanish and Italian, make 

these findings less generalizable, which means they need to be interpreted with caution. 

6. Conclusion 

The purpose of this paper was to examine the relationships between teacher NVC cues 

and student behavior and to observe how these relationships change across different cultures. 

Teacher NVC was examined in terms of five main dimensions (i.e. kinesics, paralinguistics, 

chronemics, proxemics, and personal appearance) while for student behavior, student self-

image concept, attention, and learning were considered. Strong relationships are found 

between teacher NVC cues and student behavior. National culture is found to play a 

significant role when correlations were examined between NVC on the one hand and self-

image congruence, attention, and learning on the other.  

Some limitations of this research need to be acknowledged. Although this study 

attempted to embrace a number of different NVC cues, some of them have remained 

uncovered or insufficiently defined. For example, this study did not use a specific 

classification of gestures, meaning that different types of gestures, such as iconic, deictic, 

metaphoric, and beat gestures (McNeil, 2005) remained ignored. As they are all relevant for 

instructional communication, future research should consider these gestural expressions 

when examining the role of teacher kinesics in enhancement of student learning. In addition, 

items used for personal appearance measurement may require a cultural-based description, 

considering they were not operationalized in specific cultural contexts. This might have 



194 
 

influenced the obtained cross-cultural differences, as what is considered, for example, classy 

and elegant in the Spanish classroom might not be shared in the Italian one.  

Moreover, further cross-cultural research is necessary to corroborate the findings 

obtained in this study, as a rather small sample size did not allow to obtain representative 

findings from the Spanish and Italian cultures. In addition to approaching more students from 

these two countries, future works should also include students from other countries, 

especially those coming from indulgent and low uncertainty avoidance societies, as proposed 

by Hofstede et al. (2010), considering that the sample of this study was homogeneous in these 

cultural dimensions. In addition, the relationship between teacher NVC and student behavior 

might also be examined from the cause-effect perspective, where NVC dimensions could be 

proposed as drivers of different facets of student behavior through a causal research model. 

NVC might also be considered in association with some other variables that reflect student 

behavior, like attitudes, motivation, or engagement. Future works might also adopt a mixed-

method design and include qualitative analysis prior to quantitative method to provide 

additional insights on complex communication processes between teachers and students. 

This could be accomplished through a video data-based qualitative approach of specific 

settings, where moment-to-moment non-verbal communication in classroom could be 

analyzed in alignment with verbal expressions.   

Finally, limitations of using the Hofstede’s conceptual framework for data interpretation 

also need to be acknowledged. Although this is one of the most referenced frameworks 

employed for explaining national culture differences, it has been subject to criticism, owing 

to ecological fallacy, insufficient conceptual validity, and difficulties that emerge when 

individual cultural orientations have to be measured (Blodgett, Bakir, & Rose, 2008; Sharma, 

2010; Yoo, Donthu, & Lenartowicz, 2011). This is because national cultural indices overlook 
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variations that exist on regional, local and individual level (Laroche, Kalamas, & Cleveland, 

2005), meaning that dimensions developed on the national basis may not fully represent 

cultural orientations diversity of their citizens. This implies neglecting different non-cultural 

aspects, such as, socio-economic, demographic, and environmental factors, which, in turn 

might explain differences obtained between countries (Sharma, 2010). If, in addition, we 

consider increased mobility, interaction and interconnection of the members of a nation, 

“assigning the country level culture score to every member of the society becomes less 

meaningful” (Yoo et al., 2011, p. 195). Some alternative models were developed to mitigate 

these issues (e.g. Yoo et al., 2011; Sharma, 2010) which could be a good alternative for future 

research that deals with cross-cultural differences.  
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Table 1. Correlation analysis between NVC and self-image congruence/attention/cognitive and affective learning. 

 Non-verbal communication 
Self-Image Congruence Attention          Cognitive Learning        Affective Learning 

F: SIC SIC1 SIC2 SIC3 SIC4 F: AT AT1 AT2 AT3 F: CL CL1 CL2 CL3 CL4 CL5 CL6 F: AL AL1 AL2 AL3 AL4 
F: Kinesics .258**     .427**    .580**       .510**     
KIN1. Gestures while talking to the class.  .170** .106 .051 .083  .245** .288** .128*  .383** .331** .365** .366** .409** .368**  .217** .187** .316** .297** 
KIN2. Gestures convey meaning.  .220** .200** .151* .196**  .348** .343** .201**  .452** .437** .437** .425** .520** .450**  .318** .358** .359** .396** 
KIN3. Expressive gestures.  .229** .188** .170** .192**  .339** .338** .225**  .448** .412** .456** .398** .505** .415**  .263** .312** .312** .381** 
KIN4. Smooth gestures.  .137* .174** .087 .151*  .341** .316** .209**  .496** .419** .444** .384** .443** .367**  .370** .362** .329** .448** 
KIN5. Warm facial expression.  .230** .296** .223** .291**  .339** .322** .193**  .466** .340** .358** .317** .315** .274**  .223** .326** .354** .494** 
KIN6. Eye contact with the class.  .085 .126* .100 .136*  .369** .316** .181**  .352** .292** .373** .353** .418** .389**  .117 .215** .126* .288** 
KIN7. Smiles at the class.  .212** .160** .166** .161**  .324** .336** .145*  .374** .291** .274** .300** .281** .286**  .205** .243** .294** .351** 
KIN8. Nods at the class.  .155* .116 .133* .092  .165** .136* .024  .208** .152* .191** .205** .191** .219**  .218** .251** .201** .099 
F: Paralinguistics .267**     .511**    .556**       .484**     
PAR1. Variety of vocal expressions.  .229** .304** .165** .278**  .320** .358** .277**  .508** .473** .463** .376** .451** .365**  .348** .342** .349** .448** 
PAR2. Natural voice.  .132* .189** .071 .182**  .344** .322** .175**  .470** .422** .423** .340** .398** .373**  .313** .347** .229** .365** 
PAR3. Appropriate volume.  .179** .196** .099 .198**  .372** .362** .253**  .405** .405** .310** .300** .340** .271**  .094 .205** .205** .400** 
PAR4. Melodic intonation.  .210** .230** .076 .202**  .376** .402** .348**  .466** .415** .402** .350** .395** .365**  .187** .297** .319** .493** 
PAR5. Clear enunciation.  .162** .165** .082 .177**  .375** .353** .205**  .375** .348** .389** .367** .379** .312**  .194** .230** .256** .382** 
PAR6. Appropriate pace.  .151* .204** .089 .192**  .464** .428** .140*  .426** .407** .399** .401** .391** .342**  .210** .263** .260** .424** 
PAR7. Proper tone.  .207** .193** .144* .193**  .374** .408** .222**  .394** .340** .312** .299** .334** .269**  .127* .244** .236** .369** 
PAR8. Gentle tone.  .255** .210** .193** .225**  .375** .376** .177**  .398** .307** .275** .265** .299** .310**  .306** .277** .353** .392** 
F: Chronemics .174**     .308**    .410**       .279**     
CHR1. Punctuality.  .146* .130* .063 .125*  .139* .206** .194**  .255** .224** .308** .185** .280** .145*  .163** .111 .163** .166** 
CHR2. Effective time management.  .116 .174** .070 .200**  .294** .320** .153*  .382** .359** .396** .360** .416** .297**  .221** .133* .275** .304** 
F: Proxemics                      
PRO1. Teaches from desk/podium. -.037 -.051 -.053 .051 -.046 -.165** -.107 -.100 -.141* -.122* -.151* -.177** -.121* -.122* -.046 -.062 -.283** -.179** -.238** -.184** -.282** 
PRO2. Teaches among students. .127* .146* .126* .089 .119* .238** .181** .219** .163** .281** .274** .258** .253** .236** .216** .204** .342** .200** .234** .294** .343** 
F: Personal appearance 323**     .309**    .364**       .284**     
PA1. Overall physical appearance.  .220** .180** 172** .183**  .235** .186** -101  .211** .125* .208** .260** .254** .288**  .145* .049 .144* .095 
PA2. Clothing.  .062 .096 .015 .071  .243** .191** -.049  .186** .120* .250** .223** .247** .179**  .057 .018 .068 .053 
PA3. Formal dress-style.  .116 .088 .054 .084  .109 .101 -.017  .042 .084 .098 .031 .120* .041  .034 -.037 .034 -.010 
PA4. Casual dress-style.  .013 .038 .029 .059  .032 .058 .062  159** .095 .115 .117 .101 .113  .023 .084 .027 .159** 
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PA5. Hairstyle.  .162** .143* .079 .167**  .257** .231** .019  .144* .167** .231** .145* .199** .180**  .171** .085 .189** .119* 
PA6. Use of artefacts.  .152* .150* .046 .131*  .285** .321** .162**  .233** .154* .252** .140* .274** .265**  .139* .173** .217** .132* 
PA7. Attractive.  .302** .338** .278** .306**  .238** .252** .126*  .293** .217** .201** .223** .183** .254**  .226** .193** .298** .300** 
PA8. Classy.  .348** .341** .266** .338**  .264** .243** .087  .311** .302** .310** .221** .336** .261**  .251** .158** .258** .247** 
PA9. Handsome/beautiful.  .362** .322** .323** .334**  .288** .298** .108  .285** .239** .190** .243** .195** .279**  .196** .170** .342** .260** 
PA10. Elegant.  .308** .261** .224** .233**  .276** .247** .047  .276** .254** .256** .205** .290** .210**  .189** .118 .202** .134* 

Notes.  F=Factor; SI= Self-image; AT = Attention; CL=Cognitive Learning; AL=Affective Learning. 
** Correlation is significant at the 0.01 level (2-tailed). *. Correlation is significant at the 0.05 level (2-tailed). 
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Table 2. Correlation analysis: Spanish and Italian subsamples. 
 

 Spanish subsample Italian subsample 

Non-Verbal Communication Self-Image 
Congruence 

Attention Cognitive 
Learning 

Affective 
Learning 

Self-Image 
Congruence 

Attention Cognitive 
Learning 

Affective 
Learning 

Kinesics .275** .425** .603** .541** .256** .442** .547** .472** 
Paralinguistics .324** .450** .561** .503** .226* .528** .570** .407** 
Chronemics .184* .246** .418** .276** .172 .351** .409** .257** 
Proxemics 1 
Teaches from desk/podium. 

.004 -.139 -.101 -.335** -.092 -.075 -.142 -.145 

Proxemics 2 
Teaches among students. 

.151 .201* .329** .407** .108 .273** .202* .219* 

Personal appearance .397** .389** .468** .374** .236** .307** .208* .193* 
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ANEXO V.  

Examining the impact of non-verbal communication on student perceptions 

and performance across cultures. Does teacher attractiveness matter? 

 

 

A continuación se presenta la versión aceptada del capítulo de libro que se publicará en el libro 

editado por Tirant lo Blanch como: 

Šerić, M. (2021). Examining the impact of non-verbal communication on student perceptions  

and performance across cultures. Does teacher attractiveness matter? En N. Reyes Ruiz de  

Peralta, P. Díaz Cuevas y L. Da Silva Vargas (Eds). Gestión de la cultura: lo que nos hace  

humanos. ISBN 978-84-1853-457-7. Tirant lo Blanch. En prensa. 

Compartido con permiso de Fórum Internacional de Comunicación y Relaciones Públicas  

(Fórum XXI). 

 

 
 

 

 

 

 

 

 

Tirant lo Blanch es una editorial de excelencia, ocupando la posición número 1 de 104 en el 

Ranking general (2018) de SPI (Scholary Publishers Indicators in Humanities and Social 

Sciences) en el listado “Prestigio de las editoriales según expertos españoles. Editoriales mejor 

valoradas (2018)”, con ICEE equivalente a 1037.000. El trabajo ha sido previamente presentado 

en el Congreso Universitario Internacional sobre la Comunicación en la profesión y en la 

Universidad de hoy: Contenidos, Investigación, Innovación y Docencia – CUICIID 2020.   

Fuente: http://ilia.cchs.csic.es/SPI/prestigio_expertos_2018.php    

Fecha de acceso: 09.01.2021.  

http://ilia.cchs.csic.es/SPI/prestigio_expertos_2018.php


210 
 



211 
 

 This is the accepted version of the book chapter that will be published by Tirant lo Blanch as: 

Šerić, M. (2021). Examining the impact of non-verbal communication on student perceptions  

and performance across cultures. Does teacher attractiveness matter? In N. Reyes Ruiz de  

Peralta, P. Díaz Cuevas & L. Da Silva Vargas (Eds). Gestión de la cultura: lo que nos hace 

humanos. ISBN 978-84-1853-457-7. Tirant lo Blanch. In press. 

Shared by permission of Fórum XXI. 
 

Examining the impact of non-verbal 
communication on student perceptions and 
performance across cultures. Does teacher 
attractiveness matter? 

MAJA ŠERIĆ1  

Non-verbal communication has long been a question of great interest in a wide range 
of fields. In particular, physical appearance is a non-verbal communication cue that has 
received the highest attention among scholars and academics as one of the most influential 
forms of persuasive communication. Although physical appearance in general and 
attractiveness of the teacher in particular have been studied by several researchers in 
different educational contexts, findings in this area of knowledge are still weak and 
inconclusive. 

The aim of this chapter is to understand the relationships between one specific non-
verbal communication cue, i.e. teacher attractiveness on one hand and student perception 
and performance in classroom on the other, with the focus on student perception of 
teacher trustworthiness, student motivation and engagement.  

Data collection took place at three universities in Europe in order to understand 
whether the relationships examined change across cultures. In addition to correlation 
analysis adopted for data processing, to understand in greater depth plausible cause-effect 
relationships, the PLS-SEM method was also employed and teacher attractiveness has 
been further considered as a driver of trustworthiness, motivation, and engagement. 
Multigroup analysis was also conducted to see whether different cultural and educational 
contexts have a significant moderating role in the proposed model.  

Correlation analysis suggested strong relationships between teacher attractiveness and 
student perception and performance, despite the educational context. Moreover, results 
show that teacher attractiveness influences positively student perception of 
trustworthiness, motivation and engagement. No significant differences are found 
between the three subsamples. Teacher attractiveness is therefore confirmed as a key 
driver of student behavior and performance. 

                                                           
1 Maja Šerić holds a PH.D. from the University of Valencia. Specialized in communication sciences, 

she is an Associate Professor at the University of Valencia in Spain. 
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1. INTRODUCTION 

 

     Physical attractiveness has been considered as a key aspect of non-verbal 
communication. As noted by Olson and Marshuetz (2005) and Čivre et al. (2013), it is 
commonly accepted that individuals with more attractive faces have a number of 
advantages over those with less attractive faces (Zebrowitz, 1990). Staring from the 
earliest age, attractive babies receive more attention than less attractive ones (Langlois et 
al., 1995; Ritter et al., 1991) and attractive children are punished less severely by adults 
(Dion, 1972). The impact of beau-ty seems to also work the other way around. Thus, 
infants at the age of 12 months approach more frequently and more positively attractive 
female strangers than less attractive ones (Langlois & Roggman, 1990). Literature also 
suggests that more attractive people receive more attention than less attractive people 
(Aharon et al., 2001). They also have a better chance of getting hired (Dipboye et al., 
1977) as they are perceived as smarter, more extroverted, and with better social skills 
(Miller, 1970; Dion et al., 1972).  

A considerable amount of literature reveals that that the perception of beau-ty might 
be innate (Thornhill & Gangestad, 1999) and culturally universal (Per-rett et al., 1994). 
Based on a review of classic and contemporary research on the psychology of beauty, 
Elmer and Houran (2008) concluded that universally-preferred physical characteristics, 
like clear skin, vibrant hair, a symmetrical face and body, and height, among others, 
played a crucial role in perception of physical attraction, accounting for around 60% of 
it. A total of 25% can be explained by situational factors, including cultural standards for 
definition of attractiveness, while intra-individual preferences based on personal history, 
psychodynamics, personality traits, and gens account for around 10%. Finally, social 
preferences explain a marginal degree of approximately 5% 

Gabbott and Hogg (2000) considered attractiveness not only as the simple physical 
appearance of the individual, but also examined liking, familiarity, and similarity with 
the receiver. As pointed out by Elmer and Houran (2008), similarity and familiarity boost 
perceptions of attractiveness. Thus, people who have similar personal characteristics and 
attitudes find themselves more physically attractive compared to those that don’t have 
these characteristics. Familiar faces seem 'safe' which is why people tend to develop some 
degree of physical attraction towards such individuals. 

Still, physical attractiveness might also have some disadvantages. For example, people 
sometimes attribute greater negative and egocentric traits to individuals who are 
remarkably physically attractive than to those who are not. Accordingly, some studies 
(e.g. Feingold, 1992; Eagly et al., 1995) revealed negative correlation between physical 
attractiveness and concern for others. In addition, good-looking people usually don’t have 
certainty whether others like them for their appearance or for their inner qualities and also 
more likely to rely on their looks than on their other attributes (Elmer & Houran, 2008). 
Thereby, findings on the impact of physical attractiveness remain inconclusive. 
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2. OBJECTIVES AND HYPOTHESES 

 
The purpose of this work is to examine the role that physical attractiveness of teachers 

plays in university classrooms. The impact of personal appearance has been corroborated 
among different actors, in a number of different settings, such as business, services, 
politics, and education, among others., Thus, Elmer and Houran (2008) found that the 
beauty premium not only benefited attractive employees, but also their employers. In their 
study conducted in advertising agencies, Pfann et al. (2000) demonstrated that companies 
whose executives were good-looking had higher profits and faster growth than similar 
firms whose executives were not attractive.  

When examining the impact of physical attractiveness of the social worker on 
customer satisfaction, Söderlund and Julander (2009) revealed that exposure to an 
attractive service worker encouraged a process in which perception of attractiveness 
actually affected the attitude toward the service worker, which in turn influenced 
positively customer satisfaction. On the other hand, Shao et al. (2006) concluded that 
appropriately dressed service contact personnel led to higher customer expectations of 
the firm’s service quality and greater intention to purchase from that company. 

Olson and Marshuetz (2005) took a step further and examined cognitive processes that 
could mediate this preference for attractive people. They found that perceiving and 
processing beauty required little attention and biased subse-quent cognitive processes, 
thus making beauty difficult to ignore and highlight-ing its importance in social 
evaluations. In some studies, (e.g. Cho, 2012; Lee, 2013; Kueh & Bagul, 2013), personal 
appearance is also found to exert a major influence on positive consumer emotions. 

Moreover, Berggren et al. (2010) showed that physical attractiveness of po-litical 
candidates was more strongly correlated with electoral success than either perceived 
competence or trustworthiness. Findings from the educational litera-ture show that 
attractive teachers are perceived by students as more effective (Ambady & Rosenthal, 
1993; Hamermesh & Parker, 2003). Therefore, it is reasonable to expect that teacher 
attractiveness might influence student percep-tion and performance.  

For the purpose of this paper, when examining student perception, teacher 
trustworthiness was considered, while student motivation and engagement were 
employed for student performance. On the basis of the above-discussed find-ings, the 
following research hypotheses are posited: 

 
H1: There is a positive relationship between teacher attractiveness and student 

perception of teacher trustworthiness.  
H2: There is a positive relationship between teacher attractiveness and student 

performance, i.e. motivation and engagement.  
 
Finally, as a number of studies suggested that national culture of students could shape 

their behavior (e.g. Karpinski et al., 2016; Lee et al., 2017; Tarhini et al., 2015; Zhou & 
Li, 2015), it is expected that student cultural background might influence the proposed  
 



214 
 

relationships and act as a moderator. Therefore, the following research hypotheses is 
proposed. 

 H3: The relationship between teacher attractiveness and student perception and 
performance will change across cultures. 

Research objectives and hypotheses are summarized in Figure 1. 
 

 
 

Figure 1: Research model 
 
 

3. METHOD 
 

To address the proposed research hypotheses, a structured questionnaire was de- 
veloped and administered in three different languages. Originally, the questionnaire was 
written in English and translated by experts and natives in Spanish, Italian and Croatian. 
This is because data collection for this study took place at three Universities from three 
different countries in Europe, approaching 428 students from Spain (N=146), Italy (125), 
and Croatia (N=157). All students were domestic, meaning they were representing their 
respective national cultures. 

To measure teacher attractiveness, four items were taken from Ohanian (1990) (i.e.  
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attractive, classy, beautiful/ handsome, and elegant) and adapted to educational con- 
text. For student perception of teacher trustworthiness, other four items were adapted 
from Ohanian (1990). These items were, namely: trustworthy, dependable, honest, and 
reliable. For student performance, the measurement scale for engagement was adapted 
from Wilson and Ryan (2010 including items like This teacher encourages questions and 
comments from students, I like this teacher’s class., This teacher makes class enjoyable, 
among others, and three additional items were employed for motivation (i.e. motivation 
to attend class, motivation to listen to the teacher and motivation to communicate with 
the teacher). 

 
 

4. ANALYSIS 
 
Data were subject to a number of different analyses and were processed with two 

different software, i.e. SPSS (for principal component analysis, normality test and 
correlation analysis) and PLS (for outer, inner models and multi-group analysis). 

Principal component analysis was first performed. Two variables were subject to this 
analysis, (i.e. motivation and engagement) as discriminant validity test suggested that 
items of these two variables might be interrelated. The principal component analysis was 
conducted as a factor extraction method to observe if motivation and engagement result 
in two different factors or only one. Kaiser-Meyer-Olkin (KMO) measure of sampling 
adequacy & Bartlett’s test of sphericity were first tested for structure detection and 
suggested that principal component analysis was adequate to be con- ducted. Once the 
principal component analysis was performed, only one component was extracted for 
motivation and engagement, explaining 74.08% of variance. Thereby, these two variables 
were further considered as one factor only. 

To corroborate the normality of data distribution, Shapiro-Wilk test of normality was 
conducted, showing significance levels lower than 0.05 (Razali & Wah, 2011). This 
means that data did not have a normal distribution, which is why the Spearman's rho 
nonparametric measure was considered for correlation analysis. Correlation analysis was 
conducted to address the research objectives by observing item-to-item correlations. 

The structural equation modelling was also employed for further hypotheses testing. 
The outer model was assessed through the PLS-SEM (Partial Least Squares Structural 
Equation Modeling) technique and convergent and discriminant validity were first 
examined (Hair et al., 2017). For convergent validity, all the loadings were higher than 
0.6 (Bagozzi & Yi, 1988) and the average variance extracted (AVE) of each variable was 
greater than 0.5 (Fornell & Larcker, 1981), more specifically 0.672 for attractiveness, 
0.710 for trustworthiness, and 0.703 for motivation/engagement. This corroborated the 
convergent validity of the outer model. 

Furthermore, the Fornell and Larcker (1981) criterion was employed for discriminant 
validity, showing higher values of the square root of AVE of each variable than 
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their respective correlations. Moreover, cross-loadings analysis revealed that loadings of 
each item were higher for its own variable than for others. Lastly, the heterotrait- 
monotrait ratio of correlations (HTMT) showed all the values below the 0.9 threshold 
(Hair et al., 2017). Thereby, the discriminant validity of the outer model was also 
confirmed. 

In addition, reliability of the measurement tool was established by examining 
Cronbach's Alpha and Composite Reliability (CR) values, which equaled 0.891 both for 
attractiveness and 0.949 both for motivation/engagement. For trustworthiness, the 
Cronbach's Alpha value was 0.902 and CR equaled 0.906, thus exceeding all the 
thresholds, which confirmed the measurement tool reliability. 

In the second stage of PLS-SEM, the inner model was assessed by checking the R² 
value (variance accounted for) of dependent variables i.e., trustworthiness and moti- 
vation/engagement. In the first case, the R² value equaled 0.208 and 0.256 in the second. 
As these values exceed the recommended threshold of 0.100 (Falk & Miller, 1992), the 
predictive relevance of the model is found to be high (Hair et al., 2017). This was further 
corroborated by looking at the Q² value through the cross-validated redundancy and 
blindfolding process, which was positive for all cases (Chin, 1998). 

Finally, to test the first two hypotheses, i.e. the relationships between teacher  
attractiveness and student perception of teacher trustworthiness (H1) and teacher attrac- 
tiveness and student motivation and engagement (H2), the significance of path coef- 
ficients had to be corroborated. For that purpose, the 5.000 bootstrapping runs were 
performed. For H3, multi-group analysis was conducted subject to prior establishment of 
partial measurement invariance to observe the role of national culture on the rela- 
tionships examined. The total sample was divided into three sub-samples, Spanish, 
Italian, and Croatian. The quality of the measurement tool was confirmed in all the three 
sub-samples and the multi-group analysis served for checking whether the differences 
among the paths obtained in each sub-sample were significant or not. 

 
 

5. DISCUSSION AND RESULTS 
 

Correlation analysis showed strong item-to item correlations between teacher at- 
tractiveness and student perception and performance (please see Table 1). Although all 
the correlations are found to be significant at the 99%, the strongest correlations were 
found between attractive and beautiful/handsome items and some motivation/en- 
gagement items. Beautiful/handsome items also showed to have the highest relation- ship 
with perception of trustworthiness. 

The results of structural equation modelling further revealed that not only teacher 
attractiveness is strongly related with student perceptions and performance, but that it 
actually has a positive impact on them. As shown in Table 2, teacher attractiveness is 
found to influence in a positive and highly significant way (at the 99% level) teacher 
trustworthiness and student motivation and engagement. 
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Teacher attractiveness Attractive Classy Beautiful/ 
Handsome 

Elegant 

Teacher trustworthiness 

Trustworthy 
.191** .251** .215** .292** 

Dependable 
.308** .328** .355** .333** 

Honest 
.274** .282** .326** .279** 

Reliable 
.326** .311** .381** .305** 

 
Student motivation/engagement 

Motivation to attend .355** .312** .370** .300** 

Motivation to listen .370** .356** .409** .345** 

 
Motivation to communicate .345** .370** .403** .353** 

High level of engagement with  
teacher’s class .271** .242** .282** .201** 

Teacher encourages 
questions and comments 
from students 

.365** .304** .353** .253** 

Teacher’s class liking 
.401** .348** .385** .290** 

Teacher makes class 
enjoyable. .400** .340** .356** .273** 

Liking to come to 
teacher’s class. .429** .382** .431** .344** 

** Correlations significant at the 99% 
Table 1. Correlation analysis results 

 
 
 

     These results reveal that teacher attractiveness plays a significant role in how stu- 
dent perceive teacher trustworthiness and how it affects their performance. Physically 
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attractive teachers are perceived as highly trustworthy, dependable, honest and relia- 
ble. Teacher attractiveness also seems to drive student performance, in the way that it 
increases student motivation and engagement. More specifically, according to the re- 
sults of this study, attractive teachers increase student motivation to attend class, listen 
to the teacher and communicate with the teacher. They also increase student engage- 
ment, student-teacher interaction and make class more enjoyable. 

 
 

Hypotheses  
β 

 
T 

 
p 

 
Result 

H1: Teacher attractiveness → 
Student perceptions 

.456 9.706 .000 Confirmed 

H2: Teacher attractiveness → 
Student performance 

.506 11.153 .000 Confirmed 

 
Table 2. PLS-SEM results 

 
The obtained results do not seem to change across different national cultures, 

meaning that H3 is not supported. As shown in Table 3, the impact of teacher 
attractiveness on student perceptions and performance is very strong in all the countries 
and the multi-group analysis showed that these differences are not statistically 
significant. 

 
  

Spain 
 

Italy 
 

Croatia 
 

Multigroup analysis 

H  
β 

 
t 

 
p 

 
β 

 
t 

 
p 

 
β 

 
T 

 
p 

 
β diff. 

 
P 

 
Sig. 

H1 0.389 5.504 .000 0.265 2.500 .012 0.439 6.228 .000 .125 
.049 
.174 

.154 

.691 

.923 

No 

H2 0.462 7.141 .000 0.327 3.263 .001 0.459 6.558 .000 .135 
.003 
.131 

.123 

.486 

.866 

No 

 
Table 3. Multigroup analysis results 
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6. CONCLUSION 
Attractiveness of the communications source has long been a question of great 

interest in non-verbal communication literature. The present chapter was designed to 
determine the impact that this non-verbal communication cue has in education con- 
text, by studying its relationship between different facets of student behavior across 
three different cultures. 

The relevance of teacher attractiveness is clearly supported by the current findings as 
the study has identified personal appearance to be strongly correlated with student 
perception and performance. In particular, a positive and significant relationship is 
found between teacher attractiveness and student perception of teacher trustworthi- 
ness on one hand and between teacher attractiveness and student performance on the 
other, the latter being measured in terms of student motivation and engagement. These 
results have been corroborated through both correlation and structural equation mod- 
elling and have important implications for university teachers. This finding is in ac- 
cordance with those obtained by Hamermesh and Parker, (2003), who demonstrated 
that attractive teachers were perceived by students as more effective. 

According to the results of this study, national culture doesn’t seem to moderate the 
relationships examined. This means that despite the cultural background of students, 
teacher attractiveness is an important driver of their perception of teacher trust- 
worthiness, motivation and engagement. This outcome is different from those of other 
studies, which showed that national cultural moderates student behavior (e.g. Karpinski 
et al., 2016; Lee et al., 2017; Tarhini et al., 2015; Zhou & Li, 2015). How- ever, the 
insignificant role of culture could be explained by the fact that beauty perception could 
be innate (Thornhill & Gangestad, 1999) and culturally universal (Perrett, May, & 
Yoshikawa, 1994). As primary determinants of attractiveness do not seem to change 
across different cultures (Swami et al., 2006; 2007), it is possible that it also works the 
other way around, meaning that the range of its consequences is not significantly altered 
by culture neither. Nevertheless, these findings should be retested in future works by 
approaching more students from the same culture in order to obtain more representative 
findings. Students coming from other cultures should also be considered, as these study 
was limited to only three countries in the Mediterranean. 
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TRENDS AND ISSUES ON SOCIAL WEB AND EMERGING 
TECHNOLOGIES IN EDUCATION: A REVIEW OF EMPIRICAL 

STUDIES 
 

Maja Šerić 
University of Valencia (SPAIN)   

Abstract  
A growing body of literature has been investigating the adoption of emerging technology applications in 
education. In particular, researchers have shown an increased interest in social web or Web 2.0., 
considered as one of the most relevant form of current technological developments. Social web creates 
new meta-knowledge as it enables students to gather, store, synthesize, and share information among 
each others. However, questions have been raised about the real potential of advanced technology in 
higher education institutions. While the need for further contributions that will help understand the 
importance and impact of social web and other emerging technologies in education is growing, far too 
little attention has been paid to the analysis of empirical studies on these issues. This paper aims at 
analysing empirical evidences on new technologies adoption in this specific area in order to shed new 
light on its repercussions among both students and teachers. It also seeks to provide academics with a 
number of valuable insights into current research trends and results and help them discover possible 
directions for future empirical contributions.  

Keywords: emerging technologies, social web, empirical studies, higher education institutions. 

1    INTRODUCTION 
Social web or Web 2.0 is one of the most important nowadays technological developments, owing to its 
capacity to offer what was unimaginable before, i.e. a continuous connectivity between its users [1]. 
Accordingly, there is a growing body of the most recent literature in the field of education that recognises 
the impact of social media sites in the classrooms [2].   

Social web is defined as “web-based services that allow individuals to (1) construct a public or semi-
public profile within a bounded system, (2) articulate a list of other users with whom they share a 
connection, and (3) view and traverse their list of connections and those made by others within the 
system’’ [3, p. 211]. Five main social networking sites are identified in literature, namely [4]:  

1) Facebook - currently considered as the main social software [5]; 
2) MySpace - similar to Facebook, offers an interactive, user-submitted network of friends, personal 
profiles, photos, music, videos, and others [6]; 
3) LinkedIn - oriented on professional networking [4]; 
4) Twitter - considered as a “microblogging service” [4]; and 
5) Blog - an online journal that enhances the exchange of knowledge and ideas on a particular topic [4]. 

Together with these applications, other social services can be included, such as [7]:  

6) media sharing - like, for example, YouTube;  
7) social bookmarking (e.g. Delicious) - enable users to manage bookmarks of their web documents; 
8) collaborative knowledge development through wikis (e.g. Wikipedia); 
9) content aggregation and organization - as RSS (Really Simple Syndication) feeds and tagging tools; 
and  
e) remixing of different contents into new forms - i.e. combination of geographical data with crime data.  

Different applications of social media are depicted in Figure 1.  
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Figure 1. Applications of social media 

 

Source: Adopted from Greenhow, Robelia, and Hughes (2009) and Tess (2013) 

One of the main roles of social media platforms is to spread information by electronic word-of-mouth 
(eWOM) [8]. This type of communication is found to be even more effective than interpersonal word-of-
mouth communication [9], owing to the fact that it enables its users to collect and share information from 
many different sources [10]. In general, communication processes are highly influenced by technological 
advancements as they facilitate the implementation of communication synergies [11]. In the nowadays 
digital environment, the sender and the receiver co-create content jointly, thus effecting the 
communication process through the use of digital technology [12]. New social networks have boosted 
the idea of integration in communication [13]. In fact, communication practices mediated by computers 
are at the centre of human interactions [14]. Nevertheless, much uncertainty still exists about the impact 
of social web in education, which is why both academics and practitioners would benefit from more 
attention to the subject.  

The objective of this paper is to provide insights on social web and other emerging technologies in higher 
education institutions (HEIs) through a systematic analysis of some of the empirical studies conducted 
in this research area. In the following section, the review of empirical studies will be provided and 
objectives and major findings of these studies will be discussed. In the final section, conclusions will be 
summarized, together with future research guidelines and possibilities.  

2    LITERATURE REVIEW 

2.1 Empirical studies on social web and emerging technologies in the higher 
       education institutions context 
In this section, a short overview of empirical studies on technology adoption in education is provided. It 
should be noted that the aim of this research is to obtain insights on different advanced technology 
applications that have been investigated in the context of higher education institutions. The review did 
not embrace all the studies on every single emerging technology, but was rather limited to identify which 
social media and other technology solutions did receive attention in HEIs, thus attempting to obtain a 
more holistic vision on emerging technologies trends and issues in this specific area. Thus, for example, 
once the study on Facebook, Twitter, and YouTube sites usage was identified, no other studies on these 
applications were examined. 
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The analysed papers are presented in terms of their authors and year of publication, the analysed 
technology applications and trends, sample, methodology and, results. The systematic analysis of the 
examined studies is shown in Table 1 and results are discussed below. 

Table 1. Social web and emerging technologies in HEIs: A review of some empirical studies 

AUTHORS TECNOLOGY  SAMPLE METHOD RESULTS 

So, Pow and 
Hung  

(2009) [15] 

Digital video 
database. 

Online learning 
community 

Preservice 
student teachers 

Content 
analysis. 

Focus group 
discussion 

The participants are 
engaged in the 

collaborative learning 
community by providing 
comments and feedback 
on each other’s teaching 

 

Brady, 
Holcomb, and 

Smith 
 (2010) [16] 

 

 
Ning 

 
 

Graduate 
students 

 

Quantitative 
and 

qualitative 
methods 

Positive effects on student 
engagement in the Ning 

course network are found. 
Ning can be used in 
distance education 

courses to improve online 
communication among 

students 

 

Faiola and 
Matei  

(2010) [17] 

 

Affordances of 
emerging 

mobile devices 

 

Design 
students 

 

 

Case study 

Students can understand 
and design innovative 

affordances based on of 
Human-computers 

interaction design theory 
that is directed toward 

specific practice 

Polly, Mims, 
Sheperd, and 

Inan  
(2010) [18] 

TPACK - 
technological 
pedagogical 

content 
knowledge  

 

 PT3 projects 

 

Document 
analysis 

Numerous projects 
invested project resources 

to develop preservice 
teachers' and faculty 

members' TPACK 

Unal-Colak and 
Ozan  

(2012) [19] 
Animated 

agents 
Undergraduate 

students  Experiment 
Animated agents 

positively affect students’ 
achievement and attitude 

Everson, 
Gundlach, and 
Miller (2013) [2] 

Facebook, 
Twitter, and 

YouTube 
Graduate 
students 

Exploratory 
study 

Students are not highly 
involved in using social 

network sites for 
academic purposes 

Cavanagh,  
Bower, 

Moloney, and 
Sweller (2014) 

[20] 

Online blogging. 
Video reflection 

system. 

Pre-service 
teachers 

Assessment 
method 

Oral presentations show 
improvements during the 
video reflection system 

and online blogging 

Khenissi et al. 
(2016) [21] 

Computer 
based games 

Bachelor and 
master 

students 

Experiment. 
Quantitative 

method 

Sequential learners show 
preferences for puzzle 

games. Sensing learners 
prefer casual games 
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So, Pow and Hung (2009) performed a content analysis to examine the involvement of preservice 
student teachers in the collaborative learning community in order to create a knowledge base for 
teaching. The results revealed they actively exchanged comments and feedbacks on each other’s 
teaching once they have watched the teaching video and used the online learning community to reflect 
on and improve one’s teaching in learning about teaching. 

Faiola and Matei (2010) presented the mobile device project in order to show the outcome of Human-
computers interaction design theory and strategies related to physical affordances of emerging 
multimedia mobile devices. They highlighted that affordance implies that “each function of a device, and 
its corresponding method of operation, should be immediately apparent to the user and should be looked 
at as a distinct class of device features” (p. 252). 

Polly, Mims, Sheperd, and Inan (2010) analysed the TPACK framework implemented in 35 PT3 projects. 
This framework relies on intersections between technology, content, and pedagogy, meaning that for 
an effective implementation of technology applications into their classrooms, teachers must know how 
technology can be used to support the learning of specific content, how specific pedagogies best support 
the use of technology, and how they facilitate learning of specific content. The results showed that 
technology-rich field experiences have a positive impact on teachers’ attitudes and integration of 
technology. 

Unal-Colak and Ozan (2012) studied animated agents, considered as “electronic agents that interact 
with learners through voice, visuals or text and that carry human-like characteristics such as gestures 
and facial expressions with the purpose of creating a social learning environment” (p. 96). The aim of 
their study was to investigate the effect of the use of these pedagogical agents in learning materials on 
the students’ achievement and attitudes. The findings revealed a positive impact of animated agents on 
both achievement and attitudes, although no significant difference in terms of different pedagogical 
agents was observed.  

Everson, Gundlach, and Miller (2013) examined the use of Facebook, Twitter, and YouTube as 
educational tools among graduate students and arrived to some discouraging conclusions. It seems that 
students were not as willing as expected to use social networking sites during their course. Only few of 
them decided to create a short video for the purpose of teaching others about topics learned in class 
and to post them on YouTube. In addition, they preferred Facebook over Twitter, due to a more frequent 
use of Facebook for other purposes and greater familiarity with this networking site. Those who didn’t 
want to use Facebook stated that they didn’t want their academic issues interfere with the personal 
ones.  

Brady, Holcomb, and Smith (2010) investigated an alternative social networking site – Ning, and 
obtained different results from the previous study. Students perceived positively the usage of Ning, 
owing to the possibility of frequent collaboration with peers and colleagues within a course, as well as 
benefits related to communication outside the classroom. 

Cavanagh, Bower, Moloney, and Sweller (2014) considered the impact of technology-mediated video 
reflection system on communication skills of preservice teachers. Teachers were invited to upload their 
video-recorded oral presentations to an online blog. The results showed that communication elements 
showed improvements over time (although fort presentation was irrelevant for any type of improvement). 
Still, some differences were obtained between so called “modes of communication”, (i.e. body language, 
voice, words, and alignment) and “constructed impressions of communication”, (i.e. confidence, clarity, 
engagement, and appropriateness), showing the second ones a better performance. 

Finally, Khenissi et al. (2016) explored the relationship between different learning styles and genres of 
games. In particular, they found that sequential learners (those who prefer material presented in a 
logically ordered progression) prefer computer-based puzzle games for learning (those games that have 
no story or content action). Instead, learners with sensing learning styles (those who prefer learning 
facts and solving problems with known methods) prefer simple, casual games (appropriate for 
beginners). The study failed to confirm the relationship between learners with global learning style and 
god games (those without pre-set win conditions) on one hand, and learners with intuitive learning style 
and simulation games (those centred on players’ imagination) on the other. 
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3    CONCLUSIONS 
The following conclusions and future research possibilities can be drawn from this study: 

1. Some of the social media applications emerge in the research agenda in higher education 
institutions, more specifically: social network sites such as Facebook, Twitter, and YouTube [2]; 
media sharing of recorded videos [15, 20]; and blogs [15, 20]. Researchers also examined other 
advanced technology applications, such as and affordances of emerging mobile devices [17], 
technological packs [18], animated agents [19], and computer based games [21]. Future 
contributions should focus on other solutions, such as, for example, wikis, feeds and tagging tools, 
and social bookmarking, as these elements seem to be rather neglected in the education literature. 

2. Emerging technologies are approached both from teachers’ [15, 18, 20], and students’ perspectives 
[2, 16, 17, 19, 21]. In the first case, technology was adopted for the purpose of teaching 
improvement. In the second case, preferences for and willingness to use advanced technologies for 
learning were examined, as well as the impact of technology on students’ achievement and 
attitudes. However, further studies should approach in greater detail the impact of technology usage 
on students’ motivations, emotions, and performance. 

3. Researchers seem to adopt a number of different methodologies, including both quantitative [16, 
21] and qualitative studies [16] as well as case studies [17] and experiments [19, 21]. In addition, 
they employ several data analysis techniques, such as content [15] or document analysis [18]. 
Nevertheless, more qualitative research is necessary to understand completely students’ 
perceptions of advantages and disadvantages of social media usage, and quantitative to examine 
their effects.  

4. In general, findings reveal a relatively high use of emerging technologies [17, 18, 20, 21] and their 
positive impact [15, 16, 19, 20], although social networking sites do not seem to be a preferred tool 
for learning among students [2]. Still, future research is necessary to corroborate whether social 
media can exert a relevant role in students’ learning. Regarding this final aspect, some researchers 
have raised a number of questions [2, 22]. Firstly, to encourage an efficient adoption of social media 
among students, teachers must first ensure that students are familiar with the legal regulations of 
social media and ways they can ensure their own privacy. Secondly, students shouldn’t be forced 
to sign up for social networking sites’ accounts against their will [2]. Thirdly, maybe social media 
applications are just not meant to survive for teaching and learning purposes, as their adoption 
needs to be a pedagogical, rather than technological decision [22]. 

5. The above discussed findings need to be interpreted with caution owing to the very small number 
of reviewed studies. Future reviews need to embrace a substantially higher number of studies that 
approach the identified social media applications in order to obtain more generalizable findings and 
research implications. 
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IN THE TECHNOLOGICAL AREA OF TEACHING AND LEARNING 

Maja Šerić 
University of Valencia (SPAIN)   

Abstract  
The education field is currently experiencing a remarkable technological boom. Advanced technology 
solutions inside and outside the classrooms, different e-learning experiences and flipped teaching 
methods are highly encouraged. The use of the Internet, social media and mobile technology devices 
such as cell phones, smartphones, and tablet computers has increased rapidly in past years. Still, some 
studies show that teachers are not always willing to embrace technology solutions in their teaching 
activities, while students frequently face difficulties when adopting the most advanced technology 
applications in their learning. Thus, although technology advancements provide a number of advantages 
in teaching and learning, frustrations also arise among both teachers and students regarding their use. 
This paper discusses this, so called, technology paradox in education and approaches a number of 
questions that arise from it, such as: What is the role of the teacher in this new technological area? Does 
technology help teachers to deliver their knowledge more effectively? Or is it rather a barrier to a more 
outstanding teacher’s performance? What about the other elements, inner to the teacher him/herself? 
Teachers deliver their knowledge and communicate with their students through many different ways: 
through their body language, through their rhythm, volume, and intonation of the voice, and even through 
the spatial boundaries they determine in their classrooms. These are all elements of a non-verbal 
communication. A number of researchers evidenced that up to 90 per cent of the communication 
processes occur on a non-verbal level. Are these elements getting neglected in this new technological 
area? What is their real importance? And finally, how can they be combined with technology to reach 
the maximum impact on students and boost their performance? This work attempts to answer these 
questions by offering a snapshot of the research field through the review of major studies on advanced 
technology and non-verbal communication in education. Non-verbal communication of teachers 
emerges as a key element in both teaching and learning, and is even found to exert a positive influence 
on instructional ratings in the courses of teachers. On the other hand, although technology solutions 
sometimes do get rejected by both teachers and students, without any doubt, there are here to stay. 
Thereby, the real challenge in the education field is to make technologies coexist with, rather than 
substitute, the teachers’ communications skills, thus enhancing the interaction between teachers and 
students and subsequent mutual creation of value.  

Keywords: Advanced technology, teaching and learning, technology paradox, non-verbal 
communication. 

1    THE USE OF TECHNOLOGY FOR TEACHING AND LEARNING 
The use of advanced information and communication technology (ICT) has increased significantly in the 
education field. Although a number of different technology applications have been examined in the 
education literature, researchers seem to pay particular attention to the use of videos for teachers’ 
training purposes [e.g. 1, 2, 3, 4, 5, 6, 7, 8], and mobile devices for students’ learning [e.g. 9, 10, 11, 12, 
13]. 

Masats and Dooly (2011) argued that videos in education can be used in the following four ways: 1) 
video-viewing – used to focus student-teachers’ attention on certain topics and to encourage discussion; 
2) video-modelling – used to get student-teachers attention on target abilities and behavior; 3) video-
coaching – used to enable student-teachers to observe themselves on taped activities which then leads 
into group discussion; and 4) video-making – used to produce student-teachers teaching materials, thus 
encouraging technological know-how and the development of teacher knowledge and skills. While a 
number of empirical evidences is found regarding the first three categories of video usage, the last one 
seems to be rather neglected. 

Thus, for example, in the study of Zhang, Ludenberg, Koehler, and Eberhardt (2011), teachers could 
see the video of themselves and their colleagues and analyse critically their presentation capabilities in 
order to improve their teaching practices. Similarly, Starr and Stirckland (2008) examined whether 
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watching a video of a class session might improve observational skills of preservice teachers. The 
results revealed that, although their observational abilities were rather poor at the beginning of the 
teaching method course, the course led to significant improvements regarding noticing features of the 
classroom environment and tasks. More moderate increase was obtained in the case of their abilities to 
notice the mathematical content of a lesson, classroom management, and communication between 
teachers and students. Years after, Star, Lynch, and Perova (2011) replicated the study and, differently 
from the first study, found no improvements in observation categories of tasks and mathematical 
content.  

In addition, Seidel, Stürmer, Blomberg, Kobarg, and Schwindt (2011) analysed videotaped classroom 
situations and compared the observation of one’s own teaching versus others’ and found that the first 
ones experienced higher activation, measured in terms of higher immersion, resonance, and motivation. 
So, Pow and Hung (2009) made a step further and investigated how pre-service student teachers used 
both a digital video database and an online discussion forum to acquire knowledge of good teaching 
practices.  

Kale (2008) performed a content analysis of video-based classroom cases in order to detect the 
proximity and interaction between teachers and students and found that in most of the scenes, the 
physical distance between the teacher and students was observed as a public level (12 to 25 ft). followed 
by intimate (0 to 1.5 ft), personal (1.5 to 4 ft), and social (4 to 12 ft). An interesting finding is that reciprocal 
interaction between teachers and students was higher when the distance among them was greater.   

Other studies focused on consequences that video viewing might produce and found that it has effects 
on teachers’ motivation [14, 15], satisfaction [16], cognitive processes [15, 17], and emotions [15]. 
Snoeyink (2010) confirmed the effectiveness of video self-analysis in understanding students’ 
perceptions and interpretations of the teacher’s performance [18].  

Thereby, video recording has been confirmed as a powerful tool for providing not only knowledge base 
for teaching, but also for encouraging teachers’ emotional and motivational involvement. 

On the other hand, mobile devices have been frequently examined among students as a mean for 
learning. These devices comprise laptops, personal digital assistants, tablet personal computers, cell 
phones, and e-book readers [12]. They are characterized by high mobility, portability, and context-
sensitivity, offer social connectivity and interaction possibilities, and can be personalized for the 
individual use [11]. 

A number of review studies on the usage of mobile devices can be found in the most recent education 
literature. For example, Frohberg, Goth, and Schwabe (2009) examined 102 mobile-learning projects 
and discovered that most of the research has used mobile devices mainly as a support tool meant to 
stimulate motivation and strengthen engagement, rather than as a content-delivery tool. In addition, 
Sung, Chang, and Yang (2015) reviewed 44 journal articles and doctoral dissertations on mobile devices 
usage for purposes of language learning that were published in the period from 1993 until 2013. The 
findings revealed that mobile-device-assisted language instruction has improved significantly and that 
midterm interventions, that is from one to six months, produced better learning achievement than very-
short-term (up to one week) or long term (more than six months) interventions. The results also showed 
that, handhelds, i.e. cell phones, iPods, digital pens, pocket dictionaries, and classroom response 
system turned out to have a larger effect on language learning size than laptops, tablet PCs, and e-book 
readers. Similarly, the study of Sung, Chung, and Liu (2016) reviewed 110 experimental and quasi-
experimental studies published between 1993 and 2013 and found that the overall effect of using mobile 
devices is better than when using desktop computers or not using mobile devices in the educational 
context. Finally, Zydney and Warner (2016) conducted a qualitative content analysis of papers 
approaching mobile applications for science learning published from 2007 to 2014. They found that 
these applications offered similar design features, like location-aware functionality, visual/audio 
representations, digital knowledge-construction tools, digital knowledge-sharing mechanisms, and 
technology-based scaffolding. 

 
1.1. Technology paradox in education 
A number of researchers have drawn attention to the existing technology paradox in the field of 
education. One of the examples is the flipped-technology enhanced classroom, emerged as a new 
method of teaching and learning. The main idea of this approach is to invert the class in the way that 
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what traditionally was done in class needs to be now done at home, and what traditionally was as 
homework is now done in class. Thereby, students are firstly required to perform an individual, mostly 
technology-based pre-class instruction at home and, secondly, to conduct in-class group activities that 
are meant to enhance the interaction and exchange of the ideas with other students [19]. The key 
question here is: What is the role of the teacher in this type of class? Although advocates of this method 
promote teacher’s figure as the “facilitator of learning” that assists students in resolving problems during 
class, the fact is that students are required to learn the contents individually and with technology support 
and that teachers are no longer lecturers. In their recent review on flipped classroom use in education, 
O'Flaherty and Phillips (2015) have found that the practices of flipped classroom are perceived quite 
negatively among students [20]. In addition, the most recent studies, published in 2016 [21, 22] 
concluded that both usefulness and effectiveness of this method on student outcomes still remain 
unknown. 

In an early study on affordances of technology devices, Goldstein, Nyberg and Anneroth (2003) [23] 
argued that the efficacy of such devices decreases dramatically with their functional complexity [9]. This 
might be the reason why a great number of teachers are still not prepared and willing to effectively 
integrate advanced technology solutions in their classrooms, despite a number of benefits and 
advantages that derive from their use [10, 24]. Accordingly, Polly, Mims, Shepherd, and Inan (2010) 
concluded that teachers’ inexperience using ICT and various technological malfunctions can cause their 
inability to effectively use technology during their courses. They also pointed out that, even when 
teachers do possess adequate technological knowledge, there is no guarantee it will be used effectively 
[25]. 

Some unexpected findings also emerged from the study of Picci, Calvani, and Bonaiuti (2012), which 
aimed at examining the teachers’ opinions about using video annotation techniques in their training. The 
authors hypothesized that teachers prefer the use of video annotation rather than face-to-face training 
and that they prefer it to be supported by tutors rather than a merely personal annotation. In addition, 
among the three types of tutorship, i.e. trusted mentor, community of colleagues, and external expert, it 
was excepted that teachers would prefer community of colleagues as an optimal solution. However, the 
results revealed that neither one of these hypotheses was completely confirmed. Video annotation was 
perceived as more useful than face-to-face training because of the perceived utility only, but it turned 
out to be less appealing in the teachers’ everyday practice, scoring law on ease-of-use items. In addition, 
there were no significant differences between tutored video annotation and self-video annotation, 
probably owing to the risk of the negative emotional implications. Finally, community was found to be 
the least desirable among the three tutorship types. This is probably because the observation of one’s 
professional behaviour by colleagues is found to provoke the feelings of embarrassment and anxiety 
which jeopardize one’s self-esteem. Thereby, although teachers did recognize the increase importance 
of technological innovation and were willing to accept forms of remote observation performed by external 
expert tutors, they were concerned about their comments and preferred not to expose their teaching 
behaviour in public [26]. 

Further, the study of Cavanagh, Bower, Moloney, and Sweller (2014) was unable to prove the positive 
impact of video reflection system on non-verbal communication improvement of preservice teachers, 
thus suggesting that body language and paralanguage require more attention and long-term 
development. In addition, Chyung (2007) argued that traditional, face-to-face classrooms have 
advantage over the online classrooms, as in the first case, teachers are able to perceive students’ facial 
expressions and postures, which helps them identify their motivations. This is impossible to accomplish 
through online classrooms [27]. 

Moreover, in the context of using technology for learning purposes, a number of studies also arrived to 
some controversial findings [e.g. 12, 13]. Penuel (2006) found that potential of computer was not fully 
exploit as students mainly seemed to use the laptops to do homework, take notes, and finish 
assignments. Zucker and Light (2009) argued that, although school programs integrating laptops into 
schools appeared to influence positively student learning, they did not manage to increase higher-level 
thinking and transformation of classroom teaching methods [28]. Sung, Chung, and Liu (2016) 
concluded that the features of mobile devices are not sufficient conditions for positive learning effects, 
being necessary to incorporate different instructional strategies for effective learning with information 
technology, as suggested by a number of researchers [e.g. 29, 30, 31]. 

In addition, several researchers arrived to conclusions that computer-assisted language learning, 
despite its benefits, shows a number of difficulties associated with distraction from learning tasks, poor 
interactions, inaccurate feedback, overemphasis on the delivery modality, extra workload, inadequate 
teacher training for developing quality computer-assisted language learning programs, and insufficient 
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software available for effectively training language skills [11]. Sung, Chang, and Yang (2015) suggested 
that mobile devices might overcome these problems, but their findings revealed that the diverse mobile-
assisted language learning activities did not necessarily lead to higher learning performance and were 
unable to increase interaction. Although literature suggests that portability and connectivity of mobile 
devices might enhance the diversity of learning activities and situations, especially outdoor 
environments, mobile-assisted language learning activities for informal settings and inquiry-oriented 
activities are still rather limited [11]. 

Finally, as highlighted by Zydney and Warner (2016), although some researchers found that mobile 
learning reported positive outcome [e.g. 32]  and improvements in students' understanding and 
application of concepts [e.g. 33], others found that mobile devices did not influence significantly students' 
test in studies that compared mobile devices to equivalent paper-and-pencil treatments [e.g. 34], or that 
some mobile applications like mobile games did not impact significantly positive learning outcomes [e.g. 
35].   

2    NON-VERBAL COMMUNICATION 
A number of researchers evidenced that up to 90 per cent of the communication process occurs on a 
non-verbal level [36]. In fact, non-verbal communication (NVC) is generally considered to be a more 
credible form of communication as it is less controllable [36]. Non-verbal communication can be simply 
described as “silent messages or messages without words” [37 p. 78]. It embraces different non-verbal 
cues such as posture, gestures, and facial expressions (kinesics) [38], vocalics or paralanguage [39], 
the distance between communicators (proxemics) [40], the use of time (chronemics) [41], as well as the 
physical appearance [42]. All these elements can be considered as dimensions of non-verbal 
communication. 

As presented in Exhibit 1, there are other, more specific, non-verbal communication actions that can be 
understood as sub-dimensions of the above identified dimensions. Thus, for, example, kinesics or body 
language mainly embraces posture, gestures, and facial expressions [43, 44], as well as oculesics or 
eye contact [36], smiling and nodding. In addition, paralanguage is composed of pitch, rhythm, volume 
and intonation, while proxemics can be considered in terms of haptics or touch. On the other hand, 
physical appearance consists of physical attractiveness and appropriate clothing [45] and artefacts. 

 

Exhibit 1. Dimensions and sub-dimensions of NVC 

NON-VERBAL COMMUNICATION 

DIMENSIONS SUBDIMENSIONS 

Kinesics  
(body language) 

Posture, gestures, facial expressions, 
oculesics (eye contact), smiling, nodding 

Vocalics 
(paralanguage) 

Pitch, rhythm, volume, intonation 

Proxemics Haptics (touch) 

Chronemics Punctuality 

Physical appearance Physical attractiveness, appropriate clothing, 
artefacts 
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An examination of past research focusing on non-verbal communication helps to understand better how 
the receiver is likely to process non-verbal communication of the sender [46]. A growing body of the 
most recent literature recognises the importance of NVC communication in education and its impact on 
student learning. Some of those studies and their findings are discussed in the next subsection. 

 

2.1. Non-verbal communication in education  
Understanding teachers’ non-verbal communication is crucial, as it has been confirmed that the 
interaction between text, speech, and gesture can enhance students’ understanding of the content of 
the class [47]. Casperz and Stasinska (2015) examined “effective listening”, defined by Thompson, 
Leintz, Nevers, and Witkowski as “dynamic, interactive process of integrating appropriate listening 
attitudes, knowledge, and behaviours to achieve the selected goals of a listening event” [49, p. 240]. 
Casperz and Stasinska (2015) argued that this type of listening is not merely a cognitive process, owing 
to the fact that “to ‘hear’ the listener must not only understand what is being said verbally, but also the 
non-verbal communication that informs what is said” [48, p. 1]. However, while the need for new 
contributions that will help to understand the importance and impact of non-verbal communication in 
classrooms is growing, researches have paid scarce attention regarding empirical studies on NVC [47]. 

In a recent study, Gulec and Temel (2015) explored teachers’ use of body language and found that it 
did not differ according to their gender, but according to the subject they teach. Thus, while the social 
studies education teacher candidates considered body language as highly relevant, mathematic 
education teacher candidates felt doubtful about it. The findings also revealed that smiling teachers 
increase students’ interest and that the first impression of the teacher reflected through non-verbal 
communication is highly important, as it can form positive versus negative opinions about that course. 
In addition, teachers’ gestures and eye contact are found to exert an important role in the students’ 
comprehension of the subject and lecture effectiveness. Similarly, Bağcı (2008) [51] found that teachers 
who are aware of body language are effective both in classroom management and in student 
achievement and that efficient use of kinesics has a positive impact on effectiveness of the course and 
on students’ increasing interest to the subject [50]. 

Further, Anvari and Atiyaye (2014) conducted a study among undergraduate students to examine the 
relationship between effective communication and transferring information between students. The 
results showed that proxemics, paralanguage, chronemics, and kinesics correlate in a moderate and 
positive way with transferring information [52]. Hamermesh and Parker (2003) analysed the productivity 
impact of beauty in the context of undergraduate education and considered the impact of professors’ 
looks on their instructional ratings in their teaching courses. The findings indicated that professors who 
were perceived as better looking among students received higher instructional ratings. However, as the 
same authors pointed out, it is questionable whether these findings really mean that beauty itself boosts 
professors’ productivity in the classroom, or whether students are merely responding to an irrelevant 
attribute that differs among instructors [53]. 

Moreover, Cavanagh, Bower, Moloney, and Sweller (2014) studied non-verbal communication of 
preservice teachers’ based on a technology-mediated video reflection system. A total of 41 participants 
were required to video-record their oral presentations and uploaded four of them each to an online blog 
in order to review and evaluate their own and their peers’ presentations and observe how they evolved 
over time. The results showed that, between the first and fourth presentation, all communication 
elements showed improvements, although non-verbal communication did not improve significantly. 
Thus, body language, paralanguage and alignment between verbal and non-verbal communications 
turned out to be rather neglected elements, compared to those that authors consider as “constructed 
impressions of communication”, i.e. confidence, clarity, engagement, and appropriateness.  

Thereby, while the role of non-verbal communication in education seem to be acknowledged as highly 
important, it still remains an open research area which raises a number of important questions, 
necessary to shed light on knowing and learning in everyday school settings. Both qualitative and 
quantitative contributions are necessary to approach these questions: qualitative in order to generate 
ideas and insights on non-verbal communication potential and impact and quantitative to test them [54]. 
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3    CONCLUSION 
A number of researchers [e.g. 12, 55, 56] agree on the fact that synergies are necessary between 
different components of technology (hardware, software, connection), educational context and missions 
(e.g. different settings where learning and teaching take place), and users (teachers and students) in 
order to overcome difficulties that the education field is currently experiencing [12]. The aim of this paper 
was to bring to light both benefits and obstacles of implementation of technologies in teaching and 
learning and to provide some important insights on the role of teachers’ abilities, more specifically non-
verbal communication during their lectures. 

Although the idea of engaging students in active learning, critical thinking, and problem solving promoted 
in flipped classroom is both welcome and inevitable in order to enhance the student performance, 
students should not base their learning on the use of technology only and teachers should not stop 
being lecturers. However, teachers do need to adjust to the current tendency in the education field, 
which is transcending from the traditional lecture method of teaching towards interactive lectures [57] 
and enhance students’ reflection and participation in lectures themselves. They can also work with 
students in small groups to help them apply theoretical knowledge on practical realities. During these 
processes, teachers’ communication and interaction with students is essential and non-verbal 
communication elements are an important part of it.  

An accurate and appropriate non-verbal communication of teachers is found to have a positive impact 
on the course effectiveness [51], students’ positive opinions about the course [50], attendance level [50], 
increasing interest [50], effective listening [48], appropriate comprehension of the course [50] and, 
finally, learning [47]. In addition, as reported by Emiroğlu (2013) [58], through their efficient usage of 
body language and other non-verbal communication aspects, university teachers provide their students 
a model follow and help them to be able to express themselves successfully [50] inside or outside the 
classroom.  

Nevertheless, this does not mean that technologies don’t have place in nowadays education. Teachers 
need to embrace technology solutions to improve their interaction with students and assist them in online 
learning lectures [57]. As pointed out by Hopkins (2000) [59], outstanding teachers have to base their 
teaching methodologies on the best knowledge and practice available [3]. Technology solutions are here 
to stay and to be improved, meaning that they undoubtedly need to be implemented in both teaching 
and learning processes. They just shouldn’t replace teachers and their content delivery through lectures.   

To conclude, as suggested by Cavanagh, Bower, Moloney, and Sweller (2014), technology applications 
implemented through the video reflection system provide teachers with a number of advantages such 
as: development of their cognitive understanding of communication, consideration of communicator’s 
feelings, attitudes, and motivations, as well as enhancement of their communication skills. Although 
their study failed to prove that videos can help teachers improve their non-verbal communication, the 
authors [8] did raise a number of important issues. For example, technology support for teaching training 
purposes is essential to improve the participants’ communication abilities through three major domains, 
i.e. cognitive, behavioural, and affective [60]. One of the challenges for future research is to examine 
how technology can influence these domains. This is line with the issues emerged from the study of 
Picci, Calvani, and Bonaiuti (2012) who suggested that emotional dynamics and psychological defence 
mechanisms related to the use of technology require further research. These authors also argued that 
superior communication skills might reduce anxiety during a computer mediated interaction, meaning 
that an effective teachers’ communication might also encourage the use of technology. Future works 
need to explore this communication-technology interrelationship from the empirical perspective.  
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Abstract  

Culture serves to guide behaviour through a shared set of values, norms, beliefs, and languages. These 
cultural productions create tendencies and predispositions that link directly to the roles that members of 
a society accept. People that belong to the same culture might also show common attitudes, 
experiences, and knowledge, and can assign similar meanings during the communication processes. In 
academic settings, principles of cross-cultural communication are critical in order to enable an efficient 
interaction between teachers and students. The purpose of this paper is to provide some new insights 
on culture and communication in the academic environment. It aims at discussing the impact of culture 
on students’ perceptions and communication processes by providing an overview of different empirical 
studies that approached these issues. Finally, it lists some future research agendas that might challenge 
academics to undertake in their future research. 

Keywords: Culture, communication, cross-cultural differences, academic settings. 

1    CULTURE 

1.1    Typologies of culture in academic settings 
 

The term of culture has been used to describe a rather complex and dynamic set of dominant values, 
norms, beliefs, and behaviours between members of a society [1]. In their review of the 
conceptualization and measurement of culture, Straub et al. (2002) classified definitions of culture in 
three main groups: a) definitions based on shared values, b) definitions based on problem solving, and 
c) general all-encompassing definitions. The authors examined the concept thorough social identity 
theory, which suggests that “each individual is influenced by plethora of cultures and sub-cultures–some 
ethnic, some national, and some organizational” [2, p. 13] 

Accordingly, in the educational context, culture has been explored at different levels, which led to the 
increased empirical research interest in the academic literature on different culture typologies. As 
depicted in Fig. 1, the most examined typologies of culture are: a) national culture, b) organizational 
culture, and c) disciplinary culture, as discussed below.  

The first and the most referenced typology of culture in the educational context is national culture. In 
particular, Hofstede’s culture indices were mostly used [3, 4, 5] in empirical studies conducted in different 
academic settings. The Hofstede’s model is the most extensively cited and acknowledged framework in 
the social sciences literature. Hofstede considers nations as “the source of a considerable amount of 
common mental programming of their citizens” [4, p. 12] owing to similarities in different settings, such 
as legal, political, historical, and, educational. He developed six dimensions of culture, namely:  

1) power distance,  
2) individualism/collectivism,  
3) masculinity/femininity, 
4) uncertainty avoidance, 
5) long-/short-term orientation, (pragmatic/normative) and  
6) indulgence/restraint [3, 4, 5]. 

The power distance dimension refers to the extent to which less powerful people “expect and accept 
that power is distributed unequally” [4, p. 27]. Individualism is the preference for a social framework 
where individuals take care of themselves, instead of depending on others [3]. Masculinity is considered 
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as a preference for success, achievement, heroism, and assertiveness [3]. Uncertainty avoidance is the 
extent of feeling “threatened by uncertain or unknown situations” ([4, p. 113]. Long-/short-term 
orientation is the extent to which a society considers time and the importance of the past, present and 
the future. In pragmatic, future-oriented cultures, future is important and perseverance and thrift are 
valued. In normative, short-term oriented cultures, past and present are important, traditions are valued, 
and people are concerned more about immediate gratification than long-term fulfilment [5]. Finally, the 
last dimensions is related to the extent to which people try to control their desires and impulses, based 
on the way they were raised. Relatively weak control is called indulgence, while restraint refers to the 
relatively strong control [5]. 

In academic settings, a number of researchers employed the Hofstede’s framework to examine national 
culture. For example, Shore et al. (2001) conducted a survey among students with different nationalities 
(New Zealand, China, Pakistan, and Unites States) and found that national values influence students’ 
attitudes toward intellectual property rights. More specifically, students from high power distance 
background countries perceived less of an ethical issue with softlifting (copying software for personal 
use) than those coming from countries that score low on the power distance dimension. Moreover, those 
coming from masculinity and individualistic countries showed to have a high awareness of ethical 
problems with software piracy, while those from high uncertainty avoidance did not [6]. 

Richard and Ross (2004) approached the Hofstede’s dimensions of culture in the educational contexts 
of Singapore and Australia and discussed their connection with the teaching practices [1]. Based on the 
works of Hosftede (2001) [5] and Gibb (1996) [7], they proposed the link between: a) masculinity and 
needs for responsive teaching, b) collectivism and the figure of teacher as facilitator, c) power distance 
and students’ ownership of learning processes, d) uncertainty avoidance and student-centered teaching, 
and e) long-term orientation and enterprising approach towards teaching and learning [1]. 

Rodrigues et al. (2000) argued two different learning preferences: a) the so-called “teacher-centered” 
learning and b) “hands-on” learning. While the first one is based on teacher’s lectures as a main source 
of learning, with a rather low control and personal responsibility for learning among trainees, the second 
one encourages individual problem-solving and is characterized by a rather high control level and 
individual reasonability. The authors then discuss the preferences for these two approaches according 
to the four Hofstede’s dimensions of national culture: a) power distance, b) individualism/collectivism, c) 
uncertainty avoidance, and d) long-/short-term orientation [8]. This is because learning styles 
preferences are found to be highly influenced by mutual historical and geographical backgrounds of a 
national culture [9]. Rodrigues et al. (2000) proposed that those trainees that come from individualistic 
cultures that score low on power distance and uncertainty avoidance, prefer the “hands-on” learning 
style, Instead, those that belong to a collectivistic society with a high power distance and uncertainty 
avoidance and are long-term orientated, prefer the teacher/centered approach. Thereby, as the above 
mentioned studies, this one also suggests that educational context is highly culture sensitive and that 
students’ perceptions and behaviors change according to their national culture backgrounds [8]. 

The second typology of culture that emerged from the literature review is organizational culture, 
considered as a set of norms, standards, and values of scientists, where creativity, innovation, and 
individual’s contribution to advances in knowledge are highly valued [10]. In their study on productivity 
of university technology transfer offices, Siegel et al. (2003) distinguished three types of organizational 
culture:  

1) scientific - based on the discovery of new knowledge,  
2) bureaucratic - meant to protect and market the university’s intellectual property, and  
3) entrepreneurial - which commercializes new technologies [10]. 

Lacatus (2013) discussed the organizational culture in contemporary university and the Competing 
Values Framework [11], which was developed by a number of different studies [e.g. 12, 13, 14]. This 
framework consists of a matrix of four quadrants, each resulting from crossing the two basic dimensions, 
one that represents internal vs. external positioning, and another reflecting stability vs. flexibility. The 
four resulting organizational culture types are, namely:  

1) hierarchy organizational culture (internal maintenance + stability) - characterized by strongly 
structured and formalized policies and stability, 
2) market organizational culture (external positioning + stability) - where competitiveness, goal 
achievement, and environment exchange are dominant attributes, 



249 
 

 3) clan organizational culture (internal maintenance + flexibility) - embraces large family-like 
organization values based on participation, teamwork, and commitment built through mentorship, 
personal growth, and friendly workplace, and  
4) adhocracy organizational culture (external positioning + flexibility) - refers to a dynamic and creative 
group of people who count mostly on rather flexible norms and place emphasis on innovation, growth, 
and new resources [11]. 

The third identified typology of culture is disciplinary culture. Researchers argued different sub-
typologies of disciplinary culture, such as: 

1) hard disciplines - centred on career development and cognitive goals and  

2) soft disciplines - oriented on different academic activities, educational development, and critical 
thinking [15]. Squires (2005) [16] distinguished between: 

1) pure disciplines - meant to interpret or understand the world and  

2) applied disciplines - concerned primarily with acting instead of knowing [17]. 

There is a general agreement in academic literature that considerable variations exist among disciplines 
regarding “what academics do and how these activities are described and valued” [18, p. 173]. Thus, 
North (2005a, 2005b) [19, 20] found significant differences between undergraduate students of arts and 
sciences backgrounds regarding linguistic and rhetorical issues in the writing of the two groups, as well 
as their final grades [17]. Further, Nesi and Gardner (2006) approached disciplinary culture through four 
major disciplines: a) arts and humanities, b) life sciences, c) physical sciences, and d) social sciences. 
The authors concluded that differences exist between disciplinary cultures regarding academic staff 
views on the types of assignments that students were required to reproduce [17]. 

 

  
 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 1. Research on culture typologies in academic settings 
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2   COMMUNICATION 

2.1   Research on communication in academic settings 
 
Communication is a frequent topic in empirical studies conducted in the context of education. As 
presented in Fig. 2, both verbal, i.e. written and oral [e.g. 17, 21, 22, 23, 24] and non-verbal 
communication [e.g. 25, 26, 27, 28, 29, 30, 31] were analysed, as well as the use of technology in 
communication [e.g. 24, 25, 31] and intercultural communication [e.g. 1, 6, 8, 22, 23, 32]. Moreover, 
some researchers combined different communication types in their empirical contributions, like non-
verbal and technology-mediated communication [e.g. 25, 31], verbal communication and intercultural 
communication [e.g. 17, 22, 23], and technology-mediated communication and intercultural 
communication [e.g. 24].  

Thus, for example, Elander et al. (2006) examined how four core criteria for student writing, i.e. critical 
thinking, use of language, structuring, and argument are connected to the outcomes of three types of 
learning, i.e. generic skills learning, a deep approach to learning, and complex learning. Their results 
revealed that critical thinking and argument mainly refer to the outcomes of complex learning, while at 
higher levels of performance, use of language and structuring are related to the results of taking a deep 
approach to learning [21]. Further, Lee (2003) explored Asian students’ perceptions of New Zealand 
teachers’ practices and found that interactive teaching methods were perceived negatively, meaning 
that they were culturally incompatible with Asian students’ learning conceptualisations [22]. Similarly, 
Rawlings and Sue (2013) compared the constructs of American culture and models of English language 
taught in Chinese classrooms to Chinese students to the reality of American culture and English 
communication experienced by Chinese students during their stay in the United States. The findings 
revealed a mismatch between the two, meaning that Chinese students might be unprepared for facing 
inter-cultural communication challenges in the real world [23]. 

With respect to studies that approached non-verbal communication, Kale (2008) analysed physical 
proximity, considered as a component of non-verbal communication, between students and teachers 
through video-based classroom cases [25]. The findings showed that a high physical distance between 
students and teachers observed in the class videos encouraged their interaction. Further, the study of 
Cavanagh et al. (2014) explored the impact of video reflection system on non-verbal communication of 
preservice teachers, more specifically on their body language and paralanguage - which are two 
additional aspects of non-verbal communication. The authors found no significant influence between 
technology use and non/verbal communication improvement [31]. 

Gulec and Temel (2015) approached kinesics or body language of teachers’ candidates and found some 
differences according to the subject they taught [26]. In addition, Kwan and Trautner (2016) examined 
how an additional element of non-verbal communication - physical attractiveness, shapes students 
perceptions. The authors proposed a pedagogical module, which involves student evaluations of 
photographs according to the levels of physical attractiveness using semantic differential scales. The 
findings of their study demonstrated that the pedagogical module is an effective teaching tool for 
understanding social inequalities based on physical appearance [28]. Morehouse and Perez (2016) also 
studied the physical appearance of faculty members and its connection with students’ perceptions. Their 
results showed that younger faculty members were perceived as more approachable and attractive, 
while older ones were perceived as more knowledgeable [29]. Moreover, Weinberg et al. (2015) 
examined the role of gestures in an undergraduate abstract algebra, thus explaining the ways in which 
mathematical meanings are expressed in gesture, and how these gestures can be interpreted by 
coordination of multiple signs through the semiotic bundle [30].  

Furthermore, Rundstrom (2005) compared the improvement of intercultural communication skills among 
students who performed their stay abroad during a 4 months period for the purpose of studying and 
those who stayed on their campus. She also examined factors that might have influenced these 
communication skills, such as students’ academic level, gender, age, ethnicity, hometown, location, 
previous intercultural exposures study, international travel, acquaintances with different cultures, 
coursework in cultural or international studies, major and others. Finally, the author analysed whether 
students’ level of intercultural communication skills was higher among those who choose to study abroad 
even before they left. The findings revealed that students who performed their international skills 
improved better their intercultural communication skills than those who did not study abroad, having, in 
addition, a higher level of these skills even before their travel, compared to those who did not choose to 
study abroad. The results also showed that exposure to various cultures was a better predictor of 
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intercultural communication skills than location (abroad or on campus). The major factor influencing 
students’ improvement in intercultural communication scores was the location of their previous 
semester, rather than academic level, major, gender, age, ethnicity, hometown, or exposure to different 
cultures [31]. 

On the other hand, Panina and Kroumova (2015) [24] explored the impact of culturally bound 
communication styles on electronic communication through the analysis of e-mails and the 
communication model proposed by Hall (1976) [33]. According to Hall (1976), communication principles 
change between high- and low-context cultures. In high-context cultures, communication relies more on 
the physical and cultural context of the communication process rather than on the message itself. Non-
verbal communication elements are highly used and verbal message is indirect. Subsequently, the need 
to explain the message with words is low, because verbal messages have little meaning without the 
surrounding context. Instead, in low context cultures, words mean everything and communication is 
understood as a way of exchanging information, ideas, and opinions through explicit and direct verbal 
messages [34]. Based on these assumptions, Panina and Kroumova (2015) hypothesized that e-mails 
written by individuals from low-context cultures would require more information through words, and 
therefore be longer than those written by individuals from high-context cultures. Moreover, the authors 
considered two additional aspects: vagueness and politeness. As “vagueness serves as a politeness 
strategy and helps interlocutors preserve harmony” [24, p. 1], high-context communication was expected 
to be more vague than low-context one, meaning that e-mails written by persons coming from high-
context cultures would be perceived as more polite and more indirect than those written by individuals 
of low-context cultures. However, this also implies that, owing to the lack of directness and the emphasis 
on politeness, messages from high context cultures might be perceived as less effective compared to 
those written by individuals of low context cultures. The results demonstrated that e-mails written by 
students coming from a low context culture (i.e. United States) were indeed perceived as more effective 
and direct compared to those written by high-context cultures’ members (i.e. Japan and Jordan). 
However, regarding the length and the politeness of the message, it seems that Jordanian students did 
not differ from US students in terms of message volume, although additional qualitative analysis showed 
that the US students’ mails were long because they contained a lot of specific information, whereas 
Jordanian students’ mails were long as they contained a lot of indirect politeness. With respect to 
politeness, the hypotheses could not be fully supported as Japanese e-mails were not perceived as 
more polite than US e-mails. Thereby, differences in the computer-mediated communication could not 
be entirely explained by cultural factors [24]. 

 

Figure 2. Research on communication typologies in academic settings 
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3 CONCLUSION 
 

The purpose of this research was to provide an overview of the empirical studies that examined culture 
and communication aspects in higher education institutions. However, the paper approached only a 
limited number of studies, meaning that the findings are not representative and need to be interpreted 
with caution. 

The findings reveal that culture seems to be mostly examined from three different perspectives in 
academic institutions: national, organizational, and disciplinary. While national culture has received the 
most attention, studies on organizational and disciplinary cultures are rather absent. Thereby, these two 
types of culture need to be considered in future contributions in order to understand better how 
organizational values effect students’ perceptions and performance and whether different disciplines 
might find some common teaching practices. 

In addition, empirical studies on intercultural communication, although not absent in the context of higher 
education institutions, have been mainly focused on the business environment [35]. This implies that 
more research is needed to better understand the role of national culture in the academic settings. 
Although the Hofstede’s model of national culture was adopted in some studies, findings are still 
inconclusive. In addition, the latest cultural dimension proposed by Hofstede (2001) [5], i.e. 
indulgence/restraint, was not considered in the reviewed studies, while some others dimensions were 
occasionally omitted. Thereby, further contributions need to embrace a greater number of Hofstede’s 
national culture dimensions in order to obtain insights on their impact in the educational context.  

Finally, the understanding of culture in terms of communication, as proposed by Hall (1976) [33], needs 
to be examined in a detail. It would be interested to observe how students’ understanding of the topic 
changes according to their belonging to a high- or a low-context culture. Moreover, future work might 
examine whether teachers actually consider these cultural background differences during their lectures.  
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HOW TO SPEAK EFFICIENTLY TO A MULTICULTURAL 
CLASSROOM  
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Abstract 
A good teacher is the one that manages to convey the message efficiently to a culturally diversified 
public. It is now well established from a variety of studies that cultural backgrounds might shape 
individuals’ perceptions. The university classrooms are not extent of this phenomenon, which is why 
teachers need to be able to deliver efficiently the intended message to their students. This paper centres 
on a specific aspect that might help them to accomplish this challenge, i.e. performance on their non-
verbal communication. In the first place, kinesics or body language, which reflects teachers’ posture, 
gestures, and facial expressions. In the second place, vocalics or paralanguage, which refers to how 
teachers convey the content through vocal tones and intonation. In the third place, proxemics or 
consideration of space and special distance between teachers and students. In the fourth place, 
chronemics or use of time, and, finally, their physical appearance. The paper seeks to provide important 
insights on teacher’s non-verbal communication in general and its relevance in a multicultural 
environment in particular, as both students and teachers might benefit from more attention to this 
subject. 

Keywords: Non-verbal communication, multicultural classroom, teacher-student interaction.   

1    INTRODUCTION 
 

Culture is a complex term as it can exist at many different levels [1], such as: national [2], organizational 
[3], disciplinary [4], occupational [5], and others. This is why culture needs to be approached as a 
construct involving different layers that are inter/connected and inter-related [1]. 

This is of particular importance in nowadays higher education institutions, where Erasmus and 
international exchange programs are currently highly encouraged. This implies that teachers might find 
themselves with an audience characterized by a number of different cultural peculiarities. These 
peculiarities can be reflected at the national level, as students usually come from a number of different 
countries. At the organizational level, as they come from different institutions, i.e. Universities. At the 
disciplinary level, as at their Universities of origin they might attend program studies and courses that 
are quite different from those they decide or need to attend abroad. At the occupational level, as some 
of them might work while studying and thereby exert rather different professions. This paper attempts 
to examine what teachers might do in order to meet these differences and convey the message 
efficiently. In particular, it is centred on how teachers can control the non-verbal cues that they launch 
to a multicultural classrooms, especially to students coming from different national cultures.  

2    NON-VERBAL COMMUNICATION AND CULTURE 
 

Non-verbal communication is understood as a type of communication characterized by “messages 
without words” [6 p. 78]. As depicted in Fig. 1, this type of communication can be developed on many 
different levels, such as:  

1) inesics or body language - which involves posture, gestures, and facial expressions of a speaker    [7]. 
Facial expression embraces some additional elements such as visual contact, nodding, and smiling [8], 

2) vocalics or paralanguage - which refer to how a speaker conveys the content through different vocal 
tones, rhythm, volume, and intonation  [9],  

3) proxemics – considered as the distance between the speaker and the audience  [10],  

4) chronemics – consideration of time [11], and 
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 5) physical appearance  [12] - which includes attractiveness, use of clothing, hairstyle and artefacts  
[13, 14] 

        
 

Figure 1. Levels of non-verbal communication 

 
With respect to kinesics or body language, this non-verbal communication dimension seems to have 
received a considerable interest in the most recent studies on non-verbal communication conducted in 
the higher education context [e.g. 7, 9, 15, 16]. However, a limited amount of these contributions focused 
on analysing the connection  between culture and body language [e.g.15]. Thus, for example, Gulec 
and Temel (2015) considered disciplinary culture and found that this type of culture moderated teachers’ 
use of body language. More specifically, teachers lecturing in the field of the social studies considered 
body language as highly relevant, while mathematic education teacher candidates felt doubtful about it 
[15]. 

Another element of kinesics that has received a great interest among both academics and practitioners 
are gestures. “Gestures are definitely not a universal language” [17, p. 79], which means that gestures 
are culturally based and culturally biased. Even the same gestures might have different meanings 
according to national culture. Thereby, teacher might fail to interpret gestures of their foreign students 
correctly and they also might produce gestures that are perceived negatively in some cultures. In 
addition, it is highly recommended not to imitate the gestures flashed by other cultures as gesture 
imitations performed by non-natives will be perceived as artificial or even offensive by natives [17]. 

Further, Helweg et al. (2004) studied one specific facial expression - head nodding. They examined the 
levels of head nodding in classroom interactions between professor and students and between students 
themselves and observed some differences between men and women, as women tend to nod more 
than men. The authors highlighted the importance of extending the research on the cultural level [18]. 
With this respect,  facial expressions should be considered both in terms of the universality of emotion 
expression through facial recognition and the so-called ”culturally specific decoding rules” [19], which 
might “change, intensify, deintensify or mask the perception” [20, p. 25] of facial expressions. 
Accordingly, Matsumoto (1992) demonstrated that Americans were better in recognizing and judging 
the intensity of emotions through facial expressions then Japanese [21]. Matsumoto (1996) also found 
that, for individualistic cultures, it is acceptable to express negative feelings through facial expressions 
within in-group relationships [22]. In these cultures, the need to express positive emotions is not as high 
as in collectivistic cultures. On contrary, in collectivistic countries people tend to express positive and 
suppress negative emotions through their body language due to the social pressure within in-group 
relationships. In outgroup relationships, persons coming from individualistic cultures suppress negative 
feelings and are free to display positive expressions, as they would do towards the in-group member. 
However, in collectivistic cultures, people are encouraged to show negative and suppress positive 
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emotions through facial expressions towards outgroup members [20]. This means that teachers that 
lecture to a multicultural classroom might find themselves with different emotional displays of the 
students they try to convey the message to. However, this does not necessarily mean that what they 
see is what it is, as, depending on their national culture, through their facial expressions they might not 
exactly reflect what they actually feel or think. 

The second element of non-verbal communications are vocalics or paralanguage. Vocalics refer to vocal 
qualities such as the volume at which a teacher speaks, as well as the variability in tone, pitch, rhythm, 
and intonation [9]. There is some empirical evidence regarding the positive impact of vocalics on 
teacher’s clarity [e.g. 23] and its influence on student perceptions regarding teacher’s performance [e.g. 
24]. In his recent study, Yurtbasi (2015) argued paralinguistic difference between speakers of syllable-
timed languages, like Turkish, and speakers of stressed-time languages, like English. While the first 
ones “put roughly equal time on each syllable” [25, p. 36], the second ones “put roughly equal time lags 
between stressed syllables” [25, p. 36]. Bolinger (1986) suggested that the most important factor for 
English rhythm is the mixture of a full vowelled syllable and any reduced vowelled syllables that follow 
it [26]. This implies that the language of the lecture itself will moderate the teacher’s pronunciation. 
Cavangah et al. (2014) proposed that in order to accomplish a remarkable performance, teacher’s voice 
should be natural and have appropriate volume and pace, as well as melodic variety or intonation [9]. 

Proxemics or consideration of distance is another component of non-verbal communication. In the 
educational context, it refers to physical proximity between teachers and students and among students 
themselves. In his study on levels of proximity and interaction in classroom, Kale (2008) [27] adopted 
the Miller’s (1981) [28] framework of levels of informal spaces established by middle class American 
society. According to this framework, four proximity levels exist: 1) intimate (0 to 0.5 m), 2) personal (0.5 
m to 1.5 m), 3) social (1.5 m to 3.5 m) and 4) public (3.5 m to 7.5 m). Without any doubt, the interpretation 
of these levels in terms of distance changes according to the national culture standards. Proxemics is 
closely connected to the Hofstede’s (2001) model of national culture, particularly to power distance and 
individualism dimensions. On one hand, power distance is considered as the extent to which less 
powerful members of a society accept and expect that power is distributed unequally [29]. Therefore, 
students coming from cultures that score high on this dimension will accept a hierarchy between 
teachers and themselves and will probably expect proximity levels of interaction to be rather high. On 
the other hand, according to Hofstede (2001), individualism is defined as the degree of interdependence 
a society maintains among its members [29]. Thus, students coming from individualistic societies will be 
“me-oriented”, while those coming from collectivist cultures will tend to work in groups, and therefore 
probably be willing to reduce the distance levels and feel comfortable about it.  
Chronemics or consideration of time was defined by Bruneau (1980) as the study of human tempo with 
respect to human communication [11]. Hofstede (2001) distinguishes between pragmatic, long/term 
oriented cultures and normative, short-term oriented cultures. People coming from these cultures 
consider time differently and have different sets of values [29]. Thus, “long-term orientation stands for 
the fostering of virtues oriented toward future rewards—in particular, perseverance and thrift”, while 
“short-term orientation stands for the fostering of virtues related to the past and present—in particular, 
respect or tradition, preservation of “face”, and fulfilling social obligations [30, p. 210]. Moreover, Hall 
differentiates between monochronic (e.g. United States) and polyhronic (most Asians except Japanese 
and Chinese) cultures. In monochromic societies, time is experienced and used in a linear way and 
perceived as a scarce resource that needs to be rationed and controlled through schedules and 
appointments. Polychronic people understand time as the simultaneous occurrence of many things and 
highly value human relationships, rather than schedules, deadlines [31]. Thereby, it is expected that 
students coming from monochronic cultures will place a great importance on teacher’s punctuality as a 
form of positive non-verbal communication, while polychronic students will be more flexible about it. 
Monochronic students are also expected to do one task at a time and consider deadlines seriously, 
while polychronic students won’t mind performing several tasks simultaneously and might be late with 
their work delivery. 

Finally, a number of recently published studies examined physical attractiveness of teachers as a key 
aspect of their non-verbal communication [e.g. 32, 33, 34, 35]. It is commonly accepted that individuals 
with more attractive faces have a number of advantages over those with less attractive faces [36]. 
Furthermore, more attractive people receive more attention than less attractive people [37]. They also 
have a better chance of getting hired [38] as they are perceived as smarter, more extroverted, and with 
better social skills [39], as well as more effective classroom teachers [40, 41]. Still, physical 
attractiveness might also have some disadvantages. For example, people tend to attribute greater 
negative and egocentric traits to individuals who are remarkably physically attractive then to those who 
are not. Accordingly, some studies [e.g. 42, 43] revealed negative correlation between physical 
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attractiveness and honesty and concern for others. In addition, good-looking people usually don’t have 
certainty whether others like them for their appearance or for their inner qualities and also more likely to 
rely on their looks than on their other attributes [44]. However, a considerable amount of literature 
suggests that that the perception of beauty might be innate [45] and culturally universal [46]. Based on 
a review of classic and contemporary research on the psychology of beauty, Elmer and Houran (2008) 
concluded that universally-preferred physical features such as clear skin, vibrant hair, a symmetrical 
face and body and height play a crucial role in perception of physical attraction, accounting for around 
60% of it. Situational factors, including cultural standards for definition of attractiveness, account for 
about 25% of physical attraction, while intra-individual preferences based on genes, personal history, 
psychodynamics, and personality traits account for about 10%. Finally, cultural and social preferences 
account for a marginal degree of around 5% [44]. On the other hand, perception of other aspects of 
physical appearance, such as the use of clothing, artefacts, and hairstyle might change significantly 
from culture to culture.   

3    INTERCULTURAL COMMUNICATION COMPETENCE 
 

Intercultural awareness and intercultural thinking are considered to be the most important elements of 
intercultural communication competence. While the intercultural awareness refers to the individuals’ 
perceptions of themselves and their own and foreign cultures, intercultural thinking embraces the ability 
of understanding communicative behaviour of people coming from different national cultures and the 
ability of cultural analysis. Through cultural analysis, individuals compare national and foreign culture 
and summarize their differences and similarities [47]. 
Some researchers proposed frameworks of intercultural communication competence [e.g. 48, 49]. For 
example, Zhang (2007) discussed a framework of intercultural communication competence on three 
main levels: 1) attitude level, 2) knowledge level, and 3) behaviour level. At the attitude level, the primary 
goal is to enhance self-awareness, understand ethnocentrism and stereotype, and eliminate any type 
of prejudice. At the knowledge level, the aim is to gather knowledge on different national cultures and 
understand their differences and similarities. Finally, at the behavioural level, the goal is to reflect on 
national culture and intercultural interactions [48]. In addition, Yang and Zhuang (2007) proposed a 
similar framework, based on global awareness, cultural adaptation and knowledge and communication 
practice [49]. 

Rundstrome (2005) established seven basic skills and mental states related to intercultural 
communication skills, namely:  

1) emotional resilience – necessary to face failures, confusions, and misunderstandings and to 
encourage positive interactions [50], 

2) flexibility and openness – “characterized by accepting other ways of doing things, a lack of rigidity, 
and an ethnorelative perspective” [51, p. 90], 

3) perceptual acuity – “refers to the degree of sensitivity individuals have in terms of verbal and 
nonverbal messages, as well as to interpersonal relations in general” [51, p. 90], 

4) personal autonomy – “refers to individuals’ abilities to maintain their personal beliefs and values when 
challenged in a new culture [50], 

5) ethnocentrism – according to which individuals perceive their own culture as central and judge other 
cultures solely by the values and standards of their culture [50], 

6) ethnorelativism – consist of acceptance, adaptation, and integration throughout which individuals 
acknowledge cultural differences and realize that the other cultures’ values are as equally valid as their 
own  [52], 

7) intercultural communication awareness – which encourages communication between people coming 
from different cultures [50]. 

The first four skills were meant to measure the Cross-Cultural Adaptability Inventory, while the last three 
were used to assess the Intercultural Sensitivity Index [50]. 
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4    CONCLUSION 
 
A good teacher needs to be a good intercultural communicator when conveying the class topic. To 
accomplish that, he/she is required to take care of a number of aspects that have been discussed 
through this paper. More specifically, a good teacher ought to: 

- Embrace both the knowledge of foreign communication culture and consider the significance of 
his/her own culture. 

- Balance his/her sensitivity to the cultural peculiarities of the audience with a strong sense of 
self, without having to rely necessarily on cues from the surroundings to make decisions.  

- Act as a cultural mediator between students coming from different cultures. 

- Be attentive to the context of communication and a number of non-verbal communication 
elements, in particular:  

- Display appropriate and encouraging facial expressions and interpret with caution students’ 
facial expressions, as they don’t necessarily have to mean what they seem. 

- Get familiar with many different meanings of the same gestures. This will help to avoid using 
gestures that might be perceived negatively in some cultures on one hand and try to read 
correctly gestures coming from foreign students on the other. 

- Use a variety of vocal expressions when talking to the class. 

- Consider physical distances. Although most of the interactions between student and teachers 
in classrooms occur at a “public” level [28], an effective teaching should not be limited to 
lecturing, but has to include teacher’s assistance to problem solving and face-to-face 
interactions with students. This means that the distance in students-teachers and students-
students interactions will probably be reduced. 

- Come to class on time, as the lack of punctuality might be perceived as offensive among 
students who come from monochronic cultures, where time is highly valued. The effective 
organization of class time is also highly encouraged.  

- Use appropriate apparel, artefacts, and hairstyle. These elements also speak, without saying a 
word.  
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PERCEIVED USEFULNESS AND EFFECTIVENESS OF NON-VERBAL 
COMMUNICATION IN CLASSROOM: A CROSS-CULTURAL 

APPROACH 

M. Šerić 
University of Valencia (SPAIN) 

Abstract 
Non-verbal communication (NVC) cues are fundamental in teacher performance and lecture delivery. 
This paper seeks to provide insights on university students’ perceptions of the role of NVC in classroom 
from a cross-cultural perspective. Specifically, it examines perceived usefulness and effectiveness of 
teacher NVC among university students in three different countries, i.e. Spain, Italy and Croatia. It also 
analyses how student assessments change according to their academic performance measured in 
terms of grade point average (GPA). Data from the sample of 428 students show moderately high levels 
of perceived usefulness and effectiveness of NVC in classroom. Culture seems to play a significant role 
in student evaluations as the Kruskal-Wallis H test showed significant differences among students when 
their cultural backgrounds were considered. In particular, Croatian students assigned highest scores to 
all items that assessed NVC usefulness and effectiveness, followed by Spanish and Italian students, 
respectively. Finally, a significant relationship seems to exist between student academic performance 
and perceived usefulness of NVC, as students with high GPA perceived to significantly greater extent 
NVC as a valuable mean for understanding the topic and increasing learning than their counterparts 
with average and low academic performance. 

Keywords: Non-verbal communication (NVC), NVC usefulness, NVC effectiveness, cultural differences, 
grade point average (GPA). 

1    INTRODUCTION  
Non-verbal communication (NVC) is a communication process that does not use words, although it can 
emphasize parts of a verbal message. It includes different communication cues, which might be 
classified in the five main groups (see Figure 1).  

The first one is kinesics or body language. This NVC aspect embraces speaker’s posture, gestures and 
facial expressions [1]. Nodding, smiling and visual contact are some of its cues [2]. Empirical evidence 
suggests that kinesics is highly influenced by dominant cultural values [3]. However, the role of cultural 
in interpretation of body language cues requires further attention [4]. 

Vocalics or paralanguage is another NVC dimension, focused on the way a speaker communicates 
through intonation, rhythm, volume and vocal tones [5]. Cultural-based characteristics of this NVC type 
have been discussed in the literature [6]. The findings suggested that students coming from different 
countries interpret teacher vocal expressions differently. 

Proxemics or consideration of space is the third NVC dimensions, centred on distances between 
communicators [7]. This NVC is also strongly influenced by culture. Hoftesde (1991) discussed how 
people coming from high power distance cultures accept and expect distances and how those coming 
from individualistic countries highly value their own spaces [8]. 

Chronemics or consideration of time examines human tempo in relation to human communication [9]. 
This NVC dimensions is also anchored to cultural values. With this respect, Hall (1963) [7] distinguished 
between monochromic cultures, where people are punctual and very strict with schedules and 
timetables, and polychronic cultures, where people are more flexible with punctuality [10]. 

Finally, physical appearance is the most examined NVC dimension in educational settings. It refers to 
physical attractiveness and appropriate clothing [45] and artefacts. While, most of the physical features 
are universally-preferred and account for around 60% of definition of attractiveness, cultural and other 
situation factors account for around 25% [11]. 
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Figure 1. Non-verbal communication dimensions 

 

Education literature suggest that NVC plays an important role in classroom [12, 13, 14, 15]. However, 
future studies are necessary to corroborate student perception of teacher NVC usefulness and 
effectiveness in term of understanding the topic, studying and learning. This paper attempts to address 
this issue, by additionally examining how student assessments change according to their country of 
origin and academic performance.  

2    METHODOLOGY 
The purpose of this research is to examine student understanding of NVC relevance in classroom and 
to test whether student culture and academic performance influence their perceptions. In particular, the 
following research aims are proposed: 

RA1: To examine perceived usefulness of teacher NVC in classroom. 

RA2: To examine perceived effectiveness of teacher NVC in classroom. 

RA3: To observe whether perceived usefulness and effectiveness of teacher NVC change according to 
student culture.  

RA4: To observe whether perceived usefulness and effectiveness of teacher NVC change according to 
student academic performance. 

Data for this study were collected at three European Universities in 2017. The participant universities 
were located in Spain, Italy, and Croatia, with 146 (34.1%), 125 (29.2%) and 157 (36.7%) students 
involved in this study, respectively. All students were domestic students. Participants attended different 
study programs at three Universities. They were mostly female students (68.7%) and aging between 18 
and 21 (54.9%) and 22 and 25 years old (38.3%) (see Table 1).   

Students were asked to complete an online structured questionnaire. Before answering the questions 
related with NVC usefulness and effectiveness, participants had to assess a number of teacher NVC 
cues, more specifically kinesics, vocalics, proxemics, chronemics and physical appearance.  

Non-verbal communication usefulness and effectiveness were measured by adapted scales used by 
other authors in the context on non-verbal and other forms of communication [16, 17]. 

KINESICS
(body language)

VOCALICS
(paralanguage)

PHYSICAL 
APPEARANCE

PROXEMICS
(consideration

of space)

CHRONEMICS
(consideration of 

time)
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In particular, the following items were employed for NVC usefulness:  

1) Teacher non-verbal communication increases my learning performance. 
2) Teacher non-verbal communication is useful for understanding the topic of the course. 
3) Teacher non-verbal communication provides me with information that would lead to better 

learning. 
For NVC effectiveness, four items were used, as follows:  

1) Teacher non-verbal communication plays an important role in conveying the message to 
students.  

2) Teacher non-verbal communication encourages my learning. 
3) Teacher non-verbal communication enhances my effectiveness in studying. 
4) I rely more on non-verbal communication cues in classroom than elsewhere. 

Student academic performance was measured in terms of their grade point average (GPA). Students 
had to report their GPA, according to the evaluation system in each country. On the basis of grade 
conversion tables employed by higher education institutions that participate in the Bologna process and 
the European Higher Education Area, the grades were grouped in three categories: high, middle, and 
low GPA (see Table 1). 

All the items were assessed through the five-point Likert scale, where 1 equaled strongly disagree and 
5 strongly agree.  
 

Table 1. Sample profile 
 

 N % 

COUNTRY OF 
ORIGIN 

  

Spain 146 34.1 

Italy 125 29.2 

Croatia 157 36.7 

STUDENT  
GENDER 

  

Female 294 68.7 

Male  134 31.3 

STUDENT 
AGE 

  

18-21 235 54.9 

22-25 164 38.3 

26-29 17 4.0 

>29 12 2.8 

  

http://www.ehea.info/
http://www.ehea.info/
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GPA   

Low 40 9.3 

Middle 272 63.6 

High 116 27.1 

 

3    RESULTS 
To address RA1 and RA2, i.e. to examine perceived usefulness and effectiveness of teacher NVC in 
classroom, descriptive analysis with SPSS software was conducted. Three items that measured NVC 
usefulness reached moderately high scores on the total sample (N=428). The items that assessed NVC 
as a mean for increasing learning performance (M=3.66) and understanding of the topic of the course 
(M=3.67) reached similar mean values. The third item, namely, “teacher non-verbal communication 
provides me with information that would lead to better learning“ (M=3.52) scored slightly lower (see 
Table 2).  
 

Table 2. Perceived usefulness of non-verbal communication in classroom: Descriptive statistics for 
total sample (N=428) 

NON-VERBAL COMMUNICATON USEFULNESS  Mean SD Min. Max. 

Teacher non-verbal communication increases my 
learning performance. 

3.66 .979 1 5 

Teacher non-verbal communication is useful for 
understanding the topic of the course. 

3.67 1.052 1 5 

Teacher non-verbal communication provides me 
with information that would lead to better learning. 

3.52 .995 1 5 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 
 

Regarding perception of teacher NVC effectiveness in classroom, its role in conveying the message to 
students reached the mean value of 3.75 points, while encouragement of learning through NVC scored 
3.50 points. The item that measured to what extent students perceived that teacher non-verbal 
communication enhanced their effectiveness in studying equaled 3.29 points. Finally, the item “I rely 
more on non-verbal communication cues in classroom than elsewhere” had the mean value of 2.61 
points (see Table 3). 

Table 3. Perceived effectiveness of non-verbal communication in classroom: Descriptive statistics for 
total sample (N=428) 

NON-VERBAL COMMUNICATON EFFECTIVENESS Mean SD Min. Max. 

Teacher non-verbal communication plays an important 
role in conveying the message to students.  

3.75 1.039 1 5 

Teacher non-verbal communication encourages my 
learning. 

3.50 1.025 1 5 

Teacher non-verbal communication enhances my 
effectiveness in studying. 

3.29 1.078 1 5 
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I rely more on non-verbal communication cues in 
classroom than elsewhere. 

2.61 1.064 1 5 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 
 

For RA3, i.e. to assess whether student perception of NVC usefulness and effectiveness changes 
according to their culture, the total sample was divided in three subsamples, according to the location 
of the three universities and students’ country of origin. To determine which test to use for data 
comparison, the Shapiro-Wilk test of normality was performed. The obtained values were lower than .05 
for all variables, which suggest that data do not have a normal distribution [18]. Thereby, the non 
parametric Kruskal Wallis H test was further employed for comparison of results between Spanish, 
Italian and Croatian students.  

The highest mean values of NVC usefulness and effectiveness items were obtained among Croatian 
students, followed by Spanish, and, finally Italians. This means that Croatian students were those who 
perceived to highest extent the usefulness and effectiveness of non-verbal communication in classroom, 
while Italians placed the lower importance to teacher NVC in encouraging student understanding of the 
topic, studying and learning. The Kruskal Wallis H test showed that differences between the three 
subsamples were statistically significant (see Tables 4 and 5). 
 

Table 4. Perceived usefulness of non-verbal communication in classroom: Cultural differences  

 SPAIN 

(N=146) 

ITALY 

(N=125) 

CROATIA 

(N=157) 

H TEST 

 

NON-VERBAL 
COMMUNICATON 
USEFULNESS  

Mean  SD Mean  SD Mean  SD Sig. 

Teacher non-verbal 
communication increases my 
learning performance. 

3.53 1.025 3.32 .938 4.06 .826 .000 

Teacher non-verbal 
communication is useful for 
understanding the topic of the 
course. 

3.51 1.116 3.34 1.048 4.08 .847 .000 

Teacher non-verbal 
communication provides me 
with information that would 
lead to better learning. 

3.40 1.074 3.32 .955 3.78 .896 .000 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 
 

Table 5. Perceived effectiveness of non-verbal communication in classroom: Cultural differences 

 SPAIN 

(N=146) 

ITALY 

(N=125) 

CROATIA 

(N=157) 

H TEST 

 

NON-VERBAL 
COMMUNICATON 
EFFECTIVENESS 

Mean  SD Mean  SD Mean  SD Sig. 

Teacher non-verbal 
communication plays an 

3.91 1.050 3.22 1.036 4.01 .870 .000 
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important role in conveying 
the message to students.  

Teacher non-verbal 
communication encourages 
my learning. 

3.58 1.043 3.27 1.019 3.62 .991 .013 

Teacher non-verbal 
communication enhances my 
effectiveness in studying. 

3.13 1.078 2.89 1.033 3.76 .936 .000 

I rely more on non-verbal 
communication cues in 
classroom than elsewhere. 

2.47 1.038 2.16 1.035 3.10 .907 .000 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 
 

The obtained differences across the three subsamples are somehow surprising, considering that all the 
three countries are high-context cultures, where non-verbal communication cues are highly valued [7, 
10]. In fact, in his work on models of different cultures, Morden (1999) placed “Italians, Spanish, and 
Mediterranean people” in the same group on the low-context vs. high-context continuum [19]. The 
findings from the current study, which suggest differences between Italian, Spanish and Croatian 
students on NVC perception, might be explained by the fact that, unlike Italy, Spain, and especially 
Croatia, score high on power distance dimension proposed by Hofstede (1991). In cultures with high 
power distance, hierarchies are not only approved, but expected (Hofstede, 1991) [8]. Subsequently, 
teachers are perceived as an authority and a model to follow, which might be why students placed a 
greater importance to their (communication) skills. Another possible explanation could be related with 
the fact that in Italian society, NVC cues are more intensified in every day communication, especially 
because of a pronounced body language and vocalics. This is why these NVC cues might have been 
taken for granted and passed even unperceived in the classrooms and, as such, didn’t play any 
significantly different role in this specific setting.  

Finally, correlation analysis with the Spearman's rho non parametric measure and the non parametric 
Kruskal Wallis test were further employed for RA4, i.e. to observe whether perceived usefulness and 
effectiveness of NVC change according to student academic performance. Correlations are found 
between perception of NVC usefulness and student GPA with the correlation coefficient of .119 and .05 
significance level. No correlation is found between NVC effectiveness and GPA.  

As reported in Table 6, students with high GPA perceived to greater extent the usefulness of NVC in 
classroom, followed by students with middle level of GPA, and, finally, those with low GPA. In particular, 
NVC usefulness for understanding the topic of the course and providing necessary information that 
would lead to better learning scored the highest among students with the highest academic 
performance.  

Table 6. Perceived usefulness of non-verbal communication in classroom: Academic performance 
differences  

 LOW LEVEL 
GPA 

(N=40) 

MIDDLE LEVEL 
GPA 

(N=272) 

HIGH LEVEL 
GPA 

(N=116) 

H TEST 

 

NON-VERBAL 
COMMUNICATON 
USEFULNESS  

Mean  SD Mean  SD Mean  SD Sig. 

Teacher non-verbal 
communication increases my 
learning performance. 

3.28 1.240 3.72 .947 3.67 .930 .072 

  



273 
 

Teacher non-verbal 
communication is useful for 
understanding the topic of the 
course. 

3.28 1.132 3.67 1.035 3.83 1.032 .019 

Teacher non-verbal 
communication provides me 
with information that would 
lead to better learning. 

3.13 1.223 3.51 .983 3.66 .905 .043 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 

 
Regarding perceived effectiveness of non-verbal communication across the three groups of students 
established on the basis of their GPA, the highest mean values are found for the group of high level 
GPA (for the item “teacher non-verbal communication plays an important role in conveying the message 
to students”) and for the middle level GPA group (for all the three items). However, differences between 
these two groups were extremely low. In general, the H test showed no significant differences on NVC 
effectiveness between all the three groups (see Table 7). 

Table 7. Perceived effectiveness of non-verbal communication in classroom: Academic performance 
differences  

 LOW LEVEL 
GPA 

(N=40) 

MIDDLE LEVEL 
GPA 

(N=272) 

HIGH LEVEL 
GPA 

(N=116) 

H TEST 

 

NON-VERBAL 
COMMUNICATON 
EFFECTIVENESS 

Mean  SD Mean  SD Mean  SD Sig. 

Teacher non-verbal 
communication plays an 
important role in conveying 
the message to students.  

3.10 1.317 3.26 1.047 3.41 1.056 .302 

Teacher non-verbal 
communication encourages 
my learning. 

3.50 1.198 3.78 1.004 3.76 1.060 .441 

Teacher non-verbal 
communication enhances my 
effectiveness in studying. 

3.20 1.265 3.54 1.012 3.51 .955 .337 

I rely more on non-verbal 
communication cues in 
classroom than elsewhere. 

2.35 1.051 2.65 1.056 2.61 1.086 .177 

Note. SD=Standard Deviation. Mean vales are reported instead of mean ranks for a better readability 

4    CONCLUSIONS 
The main findings of this study are as follows: 

• Data from the total sample of 428 students from three countries show moderately high levels of 
perceived usefulness and effectiveness of teacher NVC in classroom.  
 

• Culture seems to play a significant role in student perceptions as the Kruskal-Wallis H test 
showed significant differences among students when their cultural backgrounds were 
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considered. In particular, Croatian students assigned highest scores to all aspects of NVC 
usefulness and effectiveness, followed by Spanish and, finally Italian students, who perceived 
to lower extent the relevance of NVC in classroom. 
 

• Student assessment of NVC changes according to their academic performance, measured in 
terms of GPA. In general, higher GPA is associated with higher perceived usefulness of NVC. 
 

These findings have important implications for teachers, who need to pay particular attention to their 
NVC skills, as they can influence student understanding of the topic, studying and learning. Future 
studies are necessary to re-confirm the role of national culture in shaping these perceptions by 
approaching students from different countries. In addition, more representative number of students with 
lower GPA should be reached to generalize findings on the relationship between perception of NVC 
usefulness and effectiveness and student academic performance. 
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ANEXO XI.  

Emerging technologies and teacher performance in classroom: A study 

from the perspective of national and international students 
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EMERGING TECHNOLOGIES AND TEACHER PERFORMANCE IN 
CLASSROOM: A STUDY FROM THE PERSPECTIVE OF NATIONAL 

AND INTERNATIONAL STUDENTS 

M. Šerić 
University of Valencia (SPAIN) 

Abstract 
The use of emerging technologies such as social media has been frequently encouraged among 
university teachers. However, questions still remain regarding the usefulness of this teaching method. 
The aim of this study is to understand the relationship between teachers’ use of social media in 
classroom and students’ perceptions of teacher performance, measured in terms of teacher helpfulness. 
Data collection took place at a Spanish university at the beginning of 2017. A total of 221 students 
participated in the study, both national and international. Data were subject to normality tests and 
subsequent nonparametric Spearmen correlation. Findings show that, in general, the correlation 
between teacher use of social media and helpfulness is not significant. This result has also been 
confirmed when two subsamples composed of national and international students were considered 
separately. Item-to-item correlations were even weaker on the international students subsample. 
Implications are discussed regarding the effectiveness of social media use for teaching and learning 
purposes in higher education institutions.  

Keywords: emerging technologies, social media, teacher performance, helpfulness, national students, 
international students. 

1    INTRODUCTION  
Research to date has not yet determined the role of emerging technologies and social media use in 
classroom for the purpose of studying and learning. While on one hand, the use of social media has 
been strongly encouraged among teachers of higher education institutions, findings about its impact and 
effectiveness are still inconclusive and even contradictory, on the other. 

Some studies suggest that social networking is a helpful mean for studying because of the possibility of 
announcements and publishing task assignments [1], which might lead to increase of student self-
expression, self-reflection, and social interaction [2]. Other studies focused on one specific social media, 
mostly Facebook [3, 4] or Twitter [5]. Results reveal benefits of using Facebook for academic purposes, 
such as increase of communication efficiency and learning experiences, encouraged information 
seeking, and creation of strong online learning community [3]. Another study revealed that the use of 
Facebook encouraged formation of positive attitudes towards learning [4]. In addition, the use of Twitter 
was find to have a positive relationship with student engagement and academic performance measured 
in terms of GPA (grade point average) [5]. 

In contrast to these findings, recent studies show that social media use for academic purposes do not 
have a positive impact on student academic performance, whereas its use for non-academic purposes 
(like video gaming) even has negative effects on student GPA [6]. Similarly, one study revealed that the 
time students spent on social networks influences negatively their academic performance [7], while 
another one even suggested the existence of a negative relationship between the use of Facebook and 
student GPA [8]. Other findings demonstrated that graduate students are not that keen as expected to 
use Facebook, Twitter, and YouTube as educational tools [9]. Finally, a study on student experience on 
social software revealed that students wanted to keep their social lives separate from academic, which 
is why they did not use regularly social media for learning purposes. The study also raised a number of 
issues related with social media, such as time constraints, originality and copyright infringement and 
information overload [10]. 

 



280 
 

2    METHODOLOGY 
Considering that the impact of social media use in classroom is still not clear [11], this paper seeks to 
examine whether there is a positive relationship between teachers’ use of social media in classroom for 
academic purposes and student perception of their performance, considered in terms of teacher 
helpfulness.  

The empirical study took place at a Spanish university in 2017. Students were approached during their 
classes and asked to complete an online structured questionnaire. Pre-testing was performed with 
several students to assure the effectiveness of the employed measurement tool.  Social media use in 
classroom was measured through the scale employed by Moran et al. (2011) [12], while for teacher 
helpfulness, the adapted scale of Felton et al. (2008) [13] was used.  

The following items were used to measure the use of social media in classroom: 

• Teacher use of social media in class.  
• Teacher post of content on social media for class. 
• Assignments for students to read/view content on social media sites. 
• Assignments for students to post content on social media sites. 

 
For teacher helpfulness, four items were employed, in particular 

• Helpful. 
• Approachable. 
• Nice. 
• Willing to help after class. 

 
The five-point Likert scale was adopted for item assessment. 

As shown in Table 1, the sample for the present study consisted of 221 students attending their study 
programs at the University of Valencia (UVEG) in Spain during the second semester of the academic 
year 2016/2017. Regarding respondents’ characteristics, 154 (69.7%) were female and 67 (30.3%) were 
male students. They were mostly between 18 and 21 years old (70.1%) and 22 to 25 years old (21.3%), 
while 8.6% was 26 or older. A total of 146 of students were Spanish (66.1%), while other 75 students 
(33.9%) were Erasmus or International program students.  

 

Table 1. Respondents’ profile 
 

 N % 

GENDER   

Female 154 69.7 

Male  67 30.3 

AGE   

18-21 155 70.1 

22-25 47 21.3 

26-29 11 5.0 

>29 8 3.6 

CULTURE   

Spanish 146 66.1 
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Other 75 33.9 

 
3   DATA ANALYSIS AND RESULTS 
Data were first subject to normality tests, using the SPSS software. The Shapiro-Wilk test of normality 
revealed significance levels of .000 for both variables (i.e. teacher use of social media in classroom and 
teacher helpfulness), which means that data don’t have a normal distribution [14]. Thereby, to address 
the research aim, i.e. to examine the relationship between social media use and teacher performance, 
the correlation analysis using Spearman's rho nonparametric measure was employed. 

As shown in Table 2, no significant correlations are found between the two key variables examined in 
this study. When item-to-item correlations are considered, significant relationship are found only for the 
first item of social media (i.e. teacher use of social media in class) and four items that measured teacher 
helpfulness. The correlations between the social media item and the items helpful, approachable and 
willing to help after class are significant at the 0.05 level, while the correlation between teacher use of 
social media in class and being nice has a stronger significance, at the 0.01 level. However, the 
correlations between the three other social media items and four teacher helpfulness items were all 
insignificant, being one even negative (assignments for students to post content on social media sites- 
approachable). 

Table 2. Social media use and helpfulness: Correlation analysis for total sample (N=221) 

 HELPFULNESS 
FACTOR 

HELPFULNESS 
ITEM1 

HELPFULNESS 
ITEM2 

HELPFULNESS 
ITEM3 

HELPFULNESS 
ITEM4 

SOCIAL 
MEDIA 

FACTOR 

.117     

SOCIAL 
MEDIA 
ITEM1 

 .164* .134* .185** .132* 

SOCIAL 
MEDIA 
ITEM2 

 .058 .026 .066 .028 

SOCIAL 
MEDIA 
ITEM3 

 .097 .059 .096 .123 

SOCIAL 
MEDIA 
ITEM4 

 .051 -.020 .012 .053 

* Correlation significant at the 0.05 level (two-tailed). ** Correlation significant at the 0.01 level (two-
tailed). 
 

To obtain more insights on the relationship between teacher use of social media in classroom and 
teacher helpfulness, the total sample was divide in two, i.e. Spanish and Erasmus/International students. 
This would help to find out whether student national culture has some influences on the relationships 
examined. 

Data from Table 3 suggest that, among Spanish students, once again, no significant correlation exists 
between teacher use of social media in classroom and student perception of teacher helpfulness. Once 
again, positive relationships are confirmed only for the first social media item and four helpfulness items, 
in addition to one item-to-item correlation that was not significant on the total sample, i.e. assignments 
for students to read/view content on social media sites and teacher willingness to help after class. Data 
for this subsample reconfirm the existence of a negative relationship between one social media use and 
one teacher helpfulness item. 
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Table 3. Social media use and helpfulness: Correlation analysis for Spanish students subsample 
(N=146) 

 HELPFULNESS 
FACTOR 

HELPFULNESS 
ITEM1 

HELPFULNESS 
ITEM2 

HELPFULNESS 
ITEM3 

HELPFULNESS 
ITEM4 

SOCIAL 
MEDIA 

FACTOR 

.138     

SOCIAL 
MEDIA 
ITEM1 

 .201* .229** .251** .191* 

SOCIAL 
MEDIA 
ITEM2 

 .007 .051 .053 .006 

SOCIAL 
MEDIA 
ITEM3 

 .132 .096 .130 .183* 

SOCIAL 
MEDIA 
ITEM4 

 .001 -.005 .008 .017 

* Correlation significant at the 0.05 level (two-tailed). ** Correlation significant at the 0.01 level (two-
tailed). 

 

Finally, when only students from Erasmus and International programs are considered, somehow 
different findings are obtained. In this case, no significant relationships are found between the first item 
of social media use in classroom and the four helpfulness items. On the other hand, two significant 
relationships that were not found before are confirmed here, although with a low significance level (0.05). 
There are: 1) teacher post of content on social media for class - helpful and 2) assignments for students 
to read/view content on social media sites - nice. However, the same negative relationship is 
reconfirmed, and overall, no significant correlation is found between the two factors (see Table 4). 

Table 4. Social media use and helpfulness: Correlation analysis for Erasmus/International students 
subsample (N=75) 

 HELPFULNESS 
FACTOR 

HELPFULNESS 
ITEM1 

HELPFULNESS 
ITEM2 

HELPFULNESS 
ITEM3 

HELPFULNESS 
ITEM4 

SOCIAL 
MEDIA 

FACTOR 

.201     

SOCIAL 
MEDIA 
ITEM1 

 .188 .027 .169 .144 

SOCIAL 
MEDIA 
ITEM2 

 .238* .034 .193 .184 

SOCIAL 
MEDIA 
ITEM3 

 .183 .122 .244* .223 
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SOCIAL 
MEDIA 
ITEM4 

 .127 -.052 .029 .134 

* Correlation significant at the 0.05 level (two-tailed).  

4 CONCLUSIONS 
Findings of this study show that, in general, the relationship between teacher use of social media in 
classroom and student perception of teacher helpfulness is not significant. This result is in accordance 
with the findings of some other studies that question the usefulness of social media use for academic 
purposes [6, 7, 8, 9, 10]. 

This major finding is reconfirmed both on the total sample and when Spanish students and students 
from Erasmus/International programs were considered separately. However, culture seems to play a 
significant role in the case of some item-to-item correlations, as some relationships were not confirmed 
among Spanish students and were confirmed among others and viceversa. In general, item-to-item 
correlations were weaker among foreign than Spanish students.   

Implications that emerge from this study is that teacher should reconsider whether the use of social 
media in classroom is really effective and necessary. The human factor is important in classroom and 
the role of teacher in shaping student perception has always been fundamental. If synergies cannot be 
obtained between human-related and technology-related factors, it is obvious which one should persist.  

However, data of this study should be interpreted with caution. On one hand, additional variables need 
to be considered to question the role of social media use in classroom, like student engagement, 
motivation and learning. On the other hand, more specific items need to be employed for the use of 
social media in classroom. When the first, rather generic item about the social media use was evaluated, 
some significant relationships were obtained between this item and the four teacher helpfulness items. 
However, when possible activities on social media were specified, such as teachers’ posting of the 
content and creating assignments for students to read or post the content, no significant relationship 
were found. Future studies should therefore use more elaborated scales for social media use in 
classroom. In addition, student use of social media for academic purposes at home might also be 
considered.  
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Abstract  

Teacher non-verbal communication (NVC) has been confirmed as a critical aspect of instructional 
communication competence and an important driver of student learning. This study seeks to analyse 
dimensionality of this concept in the context of Higher Education Institutions (HEIs) and to observe 
weather it changes in different cultural environments. In particular, it examines student assessment of 
teacher NVC in three Universities placed in three European countries, namely Spain, Italy, and Croatia. 
Teacher NVC is studied through five variables that have emerged as critical dimensions of NVC in 
literature. These are, namely: body language (kinesics), paralanguage (vocalics), consideration of time 
(chronemics), consideration of space (proxemics), and physical appearance. A total of 428 students 
participated in the research. Data collection took place in 2017. Results suggests moderate to high 
levels of NVC assessment. Significant differences are obtained across the three Universities, which 
means that national culture moderates student perceptions. 

Keywords: non-verbal communication, kinesics, vocalics, chronemics, proxemics, physical appearance, 
culture. 

INTRODUCTION  
The success of the communication process depends heavily on non-verbal communication (NVC) of the 
sender. Some authors even suggest that approximately 90 per cent of interaction happens on a non-
verbal level [1]. In educational contexts, teacher communication skills, and NVC in particular, are critical 
for conveying the topic [2] and understanding the course [3]. Empirical evidence shows that teacher 
NVC is positively related with effective listening [4] and student learning [5].  

NVC consists of five main dimensions, namely: a) kinesics or body language; b) vocalics or 
paralanguage; c) chronemics or consideration of time; d) proxemics or consideration of space; and e) 
physical appearance of the sender [6, 7]. Kinesics embraces different elements like posture of the 
speaker, gestures, and facial expressions [8], including visual contact (oculesics), smiling, and nodding 
[9]. Vocalics is about how a speaker conveys the message through different vocal tones, pace, volume, 
rhythm, and intonation [10]. Chronemics studies the role of time in human communication [11], while 
proxemics considers spatial distances [12]. Finally, physical appearance refers to physical 
attractiveness of the sender, clothing [13], and use of artefacts [6]. 

Literature suggests that perception and meaning of NVC cues are influenced by cultural background of 
the receiver. Thus, the receiver’s interpretation of the sender’s body language [14], paralanguage [15], 
proxemics [16], chronemics [17], and physical appearance [18] can change from one culture to another.  

The purpose of this paper is to provide insights on NVC dimensionality in Higher Education Institutions 
(HEIs) and to observe how the concept changes across different cultures. To address this objective, the 
flowing research questions are proposed: 

RQ1: How do students perceive teacher different NVC cues? 

RQ2: Does student perception of teacher NVC cues change across different cultures? 

The objective of this paper is summarized in Fig. 1.  
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Figure 1. Research objective 

RESEARCH METHOD  
Data collection took place at three Universities in Europe, namely Spain, Italy, and Croatia. The sample 
size consisted of 428 students, in particular 146 (34.1%) Spanish, 125 (29.2%) Italian, and 157 (36.7%) 
Croatian students. 294 (68.7%) students were female, while 134 (31.3%) were male. Regarding age, 
they were mostly aging between 18 and 21 (54.9%) and 22 and 25 years old (38.3%), while 4% were 
between 26 and 29 and 2.8% older than 29. Data were collected during 2017. Students had to assess 
different NVC dimensions through an online structured questionnaire, having in mind any teacher they 
received the lectures from during the semester. 

A number of scales were employed to operationalize five NVC dimensions. All items were assessed 
through the five-point Likert scale, scoring from 1 (very low) to 5 (very high).  

To measure kinesics, different subdimensions were considered, i.e. posture, gestures and facial 
expressions, including oculesics (eye contact), smiling, and nodding (see Fig. 2). Items were adapted 
from previously validated scales [8, 9]. Overall, 18 items were used to measure kinesics, more 
specifically, seven for posture, four for gestures, one for overall facial expressions, two for oculesics, 
two for smiling, and two for nodding. The items used to assess posture were as follows: 1) relaxed body 
position while talking to the class; 2) open body posture (open hands and arms); 3) centred posture (is 
not moving around too much while teaching); 4) shoulders back; 5) head up; 6) sits while teaching; and 
7) stands while teaching. To measure gestures, the following items were used: 1) gestures while talking 
to the class; 2) gestures convey meaning; 3) expressive gestures; 4) smooth gestures. The item “warm 
facial expression” was used to assess the overall facial expression, while the following six items were 
employed to operationalize visual contact, smiling, and nodding, respectively:  1) looks at the class while 
talking; 2) doesn’t look at board or notes too much while talking to the class.; 3) smiles at the class; 4) 
smiles at individual students in the class; 5) nods to the class; and 6) nods to individual students in the 
class.  

Vocalics was assessed through eight items adapted from three different scales [8, 9, 19], namely: 1) 
variety of vocal expressions; 2) natural voice; 3) appropriate volume; 4) melodic intonation; 5) clear 
enunciation; 6) appropriate pace; 7) proper tone; and 8) gentle tone (see Fig. 3). 

For chronemics, two items were employed, that is, punctuality and effective time management [20] (see 
Fig. 4). 

Proxemics was examined in terms of the place the instructor teaches from [9], namely: teaching from 
desk/podium and teaching among students (see Fig. 5). 
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PROXEMICS PHYSICAL APPEARANCE

CHRONEMICS

TEACHER NON-VERBAL COMMUNICATION

STUDENT 
PERCEPTION

ROLE OF 
CULTURE
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Figure 2. Kinesics cues 

 

 
Figure 3. Vocalics cues 

 

 
Figure 4. Chronemics cues 

 

 
Figure 5. Proxemics cues 

Finally, physical appearance was measured through one generic item [21] in addition to the following 
subcategories: 1) apparel (through three items, two of them taken from a previous study [21], i.e. dresses 
properly, dresses formally, and dresses causally; 2) hairstyle (through one item) [19], 3) the use of 
artefacts (through one item) and 4) attractiveness (through four items, i.e. attractive, classy, 
handsome/beautiful, and elegant [22] (see Fig. 6). 
 

      
Figure 6. Physical attractiveness cues 

DATA ANALYSIS AND FINDINGS 
 

To address research questions descriptive analysis with SPSS software was conducted in addition to 
non-parametric tests, as according to the conducted normality tests (i.e. Kolmogorov-Smirnov and 
Shapiro-Wilk), results, data did not show a normal distribution.  
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3.1. RQ1: How do students perceive teacher different NVC cues? 

Total sample of 428 students was considered to answer RQ1. As presented in Table 1, the first NVC 
dimension, i.e. kinesics or body language, showed moderate to high scores. The items “keeps his/her 
head up”, “stands while teaching” and “has a relaxed body position while talking to the class” received 
the highest mean values when posture was considered. The items that measured gestures scored 
between 3.56 and 3.83 points, while the item “warm facial expression equalled 3.61 points. Oculesics 
was the highest evaluated kinesics subdimension. Smiling and nodding reached moderate scores (see 
Table 1). 

Table 1. Non-verbal communication cues: Kinesics (Total sample) 

KINESICS (BODY LANGUAGE) Mean SD Min. Max. 

                                            POSTURE 

1. Has a relaxed body position while talking to the class. 3.92 1.096 1 5 

2. Has an open body posture (open hands and arms). 3.77 1.221 1 5 

3. Has a centred posture (is not moving around too much while 
teaching). 

2.96 1.376 1 5 

4. Keeps his/her shoulders back. 3.71 1.080 1 5 

5. Keeps his/her head up. 3.98 1.035 1 5 

6. Sits while teaching. 2.19 1.336 1 5 

7. Stands while teaching.  3.95 1.239 1 5 

                                         GESTURES 

8. Gestures while talking to the class. 3.83 1.006 1 5 

9. His/her gestures convey meaning. 3.57 1.153 1 5 

10. His/her gestures are expressive. 3.56 1.118 1 5 

11. His/her gestures are smooth. 3.69 1.043 1 5 

                                 FACIAL EXPRESSION 

12. Has a warm facial expression. 3.61 1.220 1 5 

                                        Oculesics 

13. Looks at the class while talking. 4.31 .959 1 5 

14. Doesn’t look at presentation or notes too much while talking to 
the class. 

3.90 1.076 1 5 

                                         Smiling 

15. Smiles at the class while talking. 3.54 1.215 1 5 

16. Smiles at individual students in the class. 2.82 1.252 1 5 

                                        Nodding 
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17. Nods his/her head to the class while talking. 3.19 1.207 1 5 

18. Nods his/her head to individual students in the class.  2.79 1.234 1 5 

  Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 
 

Vocalics or paralanguage was better assessed than kinesics on the total sample. A clear enunciation, 
an appropriate pace (rhythm, speed) and a proper tone received the highest mean values, followed by 
appropriate volume, natural voice, variety of vocal expressions, gentle tone, and melodic intonation (see 
Table 2). 

Table 2. Non-verbal communication cues: Vocalics (Total sample) 

VOCALICS (PARALANGUAGE) Mean SD Min. Max. 

1. Uses a variety of vocal expressions when talking to the class 
(changes intonation, rhythm, volume). 

3.80 1.121 1 5 

2. Has a natural voice while talking to the class. 3.97 1.035 1 5 

3. Uses appropriate volume. 3.99 1.114 1 5 

4. Uses a melodic variety/intonation when talking to the class. 3.79 1.232 1 5 

5. Has a clear enunciation. 4.18 1.026 1 5 

6. Talks in appropriate pace (rhythm, speed). 4.05 1.023 1 5 

7. Talks in a proper tone. 4.01 1.076 1 5 

8. Talks in a gentle tone.  3.83 1.189 1 5 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 
 

Chronemics reached relatively high results on both items (see Table 3). Regarding proxemics, overall, 
teachers seem to teach more from the podium or desk than among students (see Table 4). 

Table 3. Non-verbal communication cues: Chronemics (Total sample) 

CHRONEMICS Mean SD Min. Max. 

1.  Comes to class on time.  4.17 1.115 1 5 

2.  Uses class time effectively. 4.03 1.095 1 5 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Table 4. Non-verbal communication cues: Proxemics (Total sample) 

PROXEMICS Mean SD Min. Max. 

1.  Teaches from the podium or desk. 3.33 1.412 1 5 

2.  Is among students while teaching. 2.78 1.370 1 5 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Finally, moderately high scores are obtained for physical appearance. “Dresses properly”, “has an 
arranged hairstyle” and “uses artefacts properly” are the highest evaluated items, while “attractive” and 
“handsome/beautiful” reached the lowest scores on the total sample (see Table 5). 
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Table 5. Non-verbal communication cues: Physical appearance (Total sample) 

PHYSICAL APPEARANCE Mean SD Min. Max. 

1.  Has a good physical appearance.  3.65 1.136 1 5 

                                  APPAREL 

2.  Dresses properly. 4.20 .933 1 5 

3.  Dresses formally.  3.54 1.158 1 5 

4.  Dresses casually. 3.04 1.225 1 5 

                               HAIRSTYLE 

5.  Has an arranged hairstyle. 3.91 1.114 1 5 

                              ARTEFACTS 

6.  Uses artefacts properly. 3.85 1.120 1 5 

                        ATTRACTIVENESS 

7.  Is attractive. 2.80 1.302 1 5 

8.  Is classy. 3.35 1.153 1 5 

9.  Is handsome/beautiful. 2.80 1.226 1 5 

10.  Is elegant. 3.33 1.183 1 5 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 
 

3.2. RQ2: Does student perception of teacher NVC cues change across different cultures? 
 

As presented in Table 6, in general, Croatian students assigned the highest scores when assessing 
teacher NVC cues. The only item that scored with the lowest mean value among Croats was “sits while 
teaching”. Compared to Spanish students, Italian students assessed better four out of seven posture 
items (i.e. relaxed body position, opened body posture, head up, and sits while teaching). On the other 
hand, Spanish student’s evaluated better teacher’s centred posture, keeping shoulders back, and 
stands while teaching than Italians. The non-parametric Kruskal Wallis H test showed that, when the 
three subsamples were compared, all these differences were statistically significant.  

For gestures, two out of four items scored the highest among Italians (i.e. expressive and smooth 
gestures), while other two were best evaluated by Croats (i.e. gestures while talking to the class and 
gestures convey meaning). Nevertheless, differences were significant only for the later items. Teacher 
warm facial expression, visual contact, smiling to the class, and nodding both to the entire class and to 
individual students scored the highest among Croatian students, with significant differences obtained in 
all cases. However, smiling at individual students was assessed better among Spanish students than 
their Croatian counterparts.   

Table 6. Non-verbal communication cues: Kinesics (Subsamples according to culture) 

KINESICS (BODY LANGUAGE) SPAIN ITALY CROATIA H TEST 

 Mean SD Mean SD Mean SD Sig. 

                          POSTURE 

1. Has a relaxed body position. 3.53 1.170 3.93 1.041 4.28 .939 .000 
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2. Has an open body posture. 3.36 1.302 3.58 1.138 4.29 1.008 .000 

3. Has a centred posture. 2.73 1.402 2.49 1.293 3.54 1.206 .000 

4. Keeps his/her shoulders back. 3.45 1.077 3.43 1.159 4.17 .841 .000 

5. Keeps his/her head up. 3.73 1.092 3.79 .953 4.37 .929 .000 

6. Sits while teaching. 2.35 1.556 2.43 1.303 1.85 1.045 .001 

7. Stands while teaching.  3.74 1.443 3.68 1.233 4.35 .891 .000 

                          GESTURES 

8. Gestures while talking to the class. 3.75 1.130 3.70 .984 4.00 .877 .038 

9. His/her gestures convey meaning. 3.34 1.315 3.46 1.043 3.87 1.007 .000 

10. His/her gestures are expressive. 3.47 1.304 3.62 1.021 3.58 1.001 .814 

11. His/her gestures are smooth. 3.53 1.233 3.81 .868 3.75 .965 .280 

               FACIAL EXPRESSION 

12. Has a warm facial expression. 3.13 1.283 3.62 1.068 4.05 1.108 .000 

                         Oculesics 

13. Looks at the class while talking. 4.17 1.085 4.28 .876 4.45 .880 .024 

14. Doesn’t look at presentation or notes 
too much while talking to the class. 

3.89 1.169 3.74 1.033 4.04 1.006 .024 

                          Smiling 

15. Smiles at the class while talking. 3.28 1.247 3.26 1.224 4.00 1.032 .000 

16. Smiles at individual students in the 
class. 

3.01 1.265 2.37 1.104 2.99 1.268 .000 

                         Nodding 

17. Nods his/her head to the class. 3.26 1.121 2.73 1.180 3.50 1.202 .000 

18. Nods his/her head to individual 
students in the class.  

3.01 1.126 2.10 1.061 3.14 1.243 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Strong differences are found between the three subsamples when vocalics was examined. Again, 
teacher paralanguage was evaluated with the highest scores among students from Croatia, followed by 
those from Italy and Spain, respectively (see Table 7). 

Table 7. Non-verbal communication cues: Vocalics (Subsamples according to culture) 

VOCALICS  (PARALANGUAGE) SPAIN ITALY CROATIA H TEST 

 Mean SD Mean SD Mean SD Sig 

1. Uses a variety of vocal expressions. 3.59 1.131 3.90 1.103 3.92 1.103 .008 
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2. Has a natural voice. 3.65 1.166 3.99 .929 4.25 .898 .000 

3. Uses appropriate volume. 3.58 1.274 3.96 1.058 4.38 .828 .000 

4. Uses a melodic variety/intonation. 3.18 1.363 3.82 1.150 4.32 .863 .000 

5. Has a clear enunciation. 3.97 1.111 4.18 .984 4.38 .937 .001 

6. Talks in appropriate pace. 3.76 1.159 4.01 .955 4.36 .847 .000 

7. Talks in a proper tone. 3.69 1.184 3.97 1.047 4.35 .883 .000 

8. Talks in a gentle tone.  3.42 1.312 3.70 1.047 4.31 .999 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Chronemics items also showed significant differences among the three subsamples and were assessed 
with the highest scores by Croats, followed by Italians, and Spaniards, respectively. Regarding 
proxemics, teachers from Croatia are found to teach among students to greater extent than their Italian 
and Spanish counterparts (see Table 8). On the contrary, teachers from Spain mostly lectured from the 
podium or desk (see Table 9).  

Table 8. Non-verbal communication cues: Chronemics (Subsamples according to culture) 

 
CHRONEMICS 

SPAIN ITALY CROATIA H TEST 

Mean SD Mean SD Mean SD Sig 

1.  Comes to class on time.  3.70 1.294 4.02 1.132 4.71 .555 .000 

2.  Uses class time effectively. 3.81 1.211 3.98 1.008 4.28 4.03 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Table 9. Non-verbal communication cues: Proxemics (Subsamples according to culture) 

 
PROXEMICS 

SPAIN ITALY CROATIA H TEST 

Mean SD Mean SD Mean SD Sig 

1. Teaches from the podium or desk. 3.68 1.373 3.16 1.253 3.15 1.510 .001 

2. Is among students while teaching. 2.37 1.329 2.54 1.286 3.34 1.290 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Finally, significant differences are found between the subsamples for all the physical appearance items, 
expect for one (i.e. dress casually). Croatian students assigned significantly higher scores to all the 
other items than other students did. Spanish students assessed better than their Italian counterparts the 
following items: “good physical appearance”, “dresses properly”, “dresses formally”, “has an arranged 
hairstyle”, “classy”, “handsome beautiful”, and elegant”, while Italians evaluated better than Spaniards 
the items: “dresses casually”, “uses artefacts properly”, and “attractive” (see Table 10). 

Table 10. Non-verbal communication cues: Physical appearance (Subsamples according to culture) 

 
PHYSICAL APPEARANCE 

SPAIN ITALY CROATIA H TEST 

Mean SD Mean SD Mean SD Sig 

1. Has a good physical appearance. 3.70 1.153 3.19 1.117 4.06 .942 .000 
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                   APPAREL 

2.  Dresses properly. 4.08 1.011 3.89 .944 4.55 .711 .000 

3.  Dresses formally.  3.38 1.188 3.23 1.130 3.94 1.039 .000 

4.  Dresses casually. 2.92 1.249 3.12 1.222 3.09 1.206 .382 

                HAIRSTYLE 

5. Has an arranged hairstyle. 3.66 1.158 3.38 1.120 4.55 .684 .000 

              ARTEFACTS 

  6.  Uses artefacts properly. 3.46 1.204 3.68 1.021 4.34 .924 .000 

         ATTRACTIVENESS 

7.  Is attractive. 2.42 1.280 2.62 1.242 3.30 1.217 .000 

8.  Is classy. 3.12 1.231 2.97 1.062 3.87 .948 .000 

9.  Is handsome/beautiful. 2.42 1.168 2.38 1.060 3.50 1.090 .000 

10.  Is elegant. 3.14 1.281 2.94 1.068 3.83 .995 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

CONCLUSIONS 
Results of this study showed moderate to high levels of NVC assessment and a significant role of culture 
in NVC perception. Teachers working at the Croatian university are found to have a better posture while 
teaching than their Spanish and Italian colleagues. They also gesture to significantly greater extent while 
talking to the class than others. This result is somehow surprising as Italian people are famous for very 
expressive gestures in communication. Data of this study did show that Italian students scored with the 
highest value teacher expressive and gestures. However, these differences were not found to be 
significant.  

In addition, findings show that professors teaching at the Spanish university smile more to the individual 
students, while those working in Croatia have the warmest facial expression, establish better visual 
contact, and nod to greater extent than their Spanish and Italian counterparts. Teachers in Croatia are 
also found to have the best vocalics and time management skills and they scored the highest on physical 
appearance attributes. They were more willing to reduce spatial boundaries while lecturing than did their 
Italian and Spanish counterparts.  

To conclude, results of this study suggest that teachers working at the Spanish university need to 
improve their vocalics and chronemics, as they scored the lowest on all the items of these NVC cues. 
However, data need to be interpreted with caution. This study is limited to one University per country, 
which is why more institutions should be included for more representative results on the cultural level. 
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ANEXO XIII.  
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Abstract  

Academics have identified five main reasons why university students communicate with their teachers. 
These are, namely: relational, functional, excuse-making, participatory, and sycophantic. On a sample 
of 428 university students, this study aims at understanding the main motives for communicating with 
teachers and how this changes according to student culture. For that purpose, students from three 
different countries participated in the research, i.e. Spain (N=146), Italy (N=125), and Croatia (N=157). 
The relationship between the five communication motives and student satisfaction with communication 
is also analysed. Overall, findings show that functional and participatory motives are the most frequently 
reported on the total sample, followed by sycophantic, excuse-making, and relational motives. 
Significant differences are found on the cultural level for all the communication motives. Thus, students 
from Croatia reported higher levels for relational and participatory motives, while Spanish students 
communicated with their teachers more than others students did for functional, excuse-making, and 
sycophantic reasons. Significant correlations are found between satisfaction with communication and 
four motives, i.e. relational, functional, participatory, and excuse-making. Cultural differences in the 
strength of the relationships are found for excuse-making, participatory, and sycophantic communication 
motives.  

Keywords: communication motives, satisfaction with communication, culture. 

1    INTRODUCTION 
Five main motives that drive student communication with instructors have been identified in the literature 
[1]. These are, namely:  
 
1) relational, when students communicate to build personal relationships with their teachers and seek 
to learn more about them;  
2) functional, when they are driven by a desire to learn more about the course material and assignments 
and when they want an academic advice;  
3) excuse-making, when students attempt to excuse themselves for some reason, like absence or why 
their work was missing or delivered late, but also to explain the quality of their work and even challenge 
the grade they received;  
4) participatory, when they want to appear involved in the class and show how smart they are; and  
5) sycophantic, when they want to get on the teacher’s good side, they pretend they are interested in 
the course and give the teacher the impression they like him/her.  
A study revealed existence of a positive relationship between some of these motives (i.e. relational, 
functional, and participatory motives), and student learning [2]. 
 
On the other hand, while a number of studies showed that instructor teaching practices might influence 
student satisfaction [3, 4, 5, 6], little is known about whether students are satisfied with communication 
with their teachers. The purpose of this paper is to shed some new light on these issues by examining 
students motives to communicate and satisfaction with communication and the relationship between the 
two variables across three Universities in three European countries. The role of national culture is 
therefore considered as a number of studies [7, 8, 9, 10] suggest that student assessment and 
perceptions are influenced by their cultural backgrounds.   
 
On the following pages, research method is described and data analysis and findings are discussed. 
The paper ends with the conclusion section. 
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2    RESEARCH METHOD 

Empirical study took place in three countries during 2017. Students from three Universities were 
approached, each located in a different country, i.e. Spain (N=146), Italy (N=125), and Croatia (N=157). 
All students were domestic students. Students were asked to complete an online structured 
questionnaire, where they had to assess their motives to communicate with teachers and satisfaction 
with communication. The items of the variables examined were measured through a five point Likert 
scale, were 1 equalled strongly disagree with the statement and 5 strongly agree.  

Five items were taken from a scale proposed by Martin et al. (1999, 2000) [1, 2] to measure motives to 
communicate. One item per motive was selected, as follows: 

1. RELATIONAL motive to communicate: build a relationship  

2. FUNCTIONAL motive to communicate: clarify the material  

3. EXCUSE-MAKING motive to communicate: explain my absence or why my work is late  

4. PARTICIPATORY motive to communicate: to appear involved in class 

5. SYCOPHANTIC motive to communicate: to pretend I am interested in the course. 

Satisfaction with communication was measured from the adapted scale of Koeber (2005) [11]. The 
following items were employed to assess this variable: 

1. My communication with this teacher feels satisfying. 

2. I like talking with this teacher. 

3. I am satisfied after talking to this teacher. 

4. Talking with this teacher leaves me feeling like I accomplished something. 

5. This teacher fulfills my expectations when I talk to him/her. 

6. My conversations with this teacher are worthwhile. 

7. When I talk to this teacher, the conversations are rewarding.  

8. This teacher makes an effort to satisfy the concerns I have. 

3    DATA ANALYSIS AND RESULTS 
The SPSS software was employed for data analysis. Descriptive statistics analysis was conducted and 
normality tests were also performed to check the normality of data distribution. Significance levels of 
Kolmogorov-Smirnov and Shapiro-Wilk tests suggested that data did not have a normal distribution, 
which is why non parametric tests were employed for further analysis (both descriptive and correlation 
analysis). 

As presented in Table 1, the five communication motives showed moderately low mean values on the 
total sample. Functional and participatory motives are the most frequently reported communication 
motives, followed by sycophantic, excuse-making, and relational motives (see Table 1).  

Table 1. Motives to communicate: Descriptive statistics (N=428) 

MOTIVES TO COMMUNICATE Mean SD 

     I communicate with this teacher in order to:    

1. -build a relationship (RELATIONAL) 2.30 1.244 

2. -clarify the material (FUNCTIONAL) 3.57 1.192 

3. -explain my absence or why my work is late (EXCUSE-MAKING) 2.47 1.371 

4. -to appear involved in class (PARTICIPATORY) 3.08 1.322 
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5. -to pretend I am interested in the course  (SYCOPHANTIC) 2.77 1.365 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

When the three subsmaples were considered, Spanish students are found to communicate more for 
functional, excuse-making, and sycophantic purposes, while for Croatian students, relational and 
participatory motives to communicate were more salient. The non-parametric Kruskal Wallis H test 
indicated the existence of strong significant differences for motives to communicate between the three 
examined cultures (see Table 2). 

Table 2. Motives to communicate according to culture: Descriptive statistics 

 
 

MOTIVES TO COMMUNICATE 

SPAIN ITALY CROATIA H 
TEST 

Mean SD Mean SD Mean SD Sig 

I communicate with this teacher in order to:        

1. -build a relationship 
(RELATIONAL) 

1.82 1.017 1.93 1.025 3.04 1.250 .000 

2. -clarify the material 
(FUNCTIONAL) 

3.84 1.068 3.17 1.281 3.62 1.151 .000 

3. -explain my absence or why 
my work is late  
(EXCUSE-MAKING) 

3.03 1.382 1.95 1.224 2.36 1.287 .000 

4. -to appear involved in class 
(PARTICIPATORY) 

3.08 1.412 2.61 1.224 3.45 1.195 .000 

5. -to pretend I am interested in 
the course   
(SYCOPHANTIC) 

3.27 1.431 2.61 1.191 2.43 1.302 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

The obtained mean values for satisfaction with communication were also rather moderate. The items 
that were assessed with the highest scores are as follows: “My conversations with this teacher are 
worthwhile” (M=3.41) and “This teacher makes an effort to satisfy the concerns I have (M=3.41), while 
the lowest evaluated item was “Talking with this teacher leaves me feeling like I accomplished 
something” (M=2.90) (see Table 3). 

Table 3. Satisfaction with communication: Descriptive statistics (N=428) 

SATISFACTION WITH COMMUNICATION Mean SD 

1. My communication with this teacher feels satisfying. 3.37 1.199 

2. I like talking with this teacher. 3.11 1.249 

3. I am satisfied after talking to this teacher. 3.26 1.254 

4. Talking with this teacher leaves me feeling like I accomplished something. 2.90 1.248 

5. This teacher fulfills my expectations when I talk to him/her. 3.24 1.206 
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6. My conversations with this teacher are worthwhile. 3.41 1.243 

7. When I talk to this teacher, the conversations are rewarding.  3.24 1.272 

8. This teacher makes an effort to satisfy the concerns I have. 3.41 1.316 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

Croatian students showed the highest satisfaction with communication with teacher, with strong 
significant differences from Italian and Spanish students. Spanish students were the most dissatisfied. 
Compared to Spaniards, Italians assessed with lower mean values only two out of eight satisfaction with 
communication items, i.e. “Talking with this teacher leaves me feeling like  
I accomplished something and “This teacher makes an effort to satisfy the concerns I have”. 
Nevertheless, differences between these two subsamples were two low to be statistically significant 
(see Table 4). 

Table 4. Satisfaction with communication according to culture: Descriptive statistics 

 
SATISFACTION WITH 

COMMUNICATION 

SPAIN ITALY CROATIA H 
TEST 

Mean SD Mean SD Mean SD Sig 

1. My communication with this 
teacher feels satisfying. 

3.10 

 

1.247 3.27 1.124 3.71 1.139 .000 

2. I like talking with this teacher. 2.74 1.198 2.97 1.184 3.57 1.210 .000 

3. I am satisfied after talking to 
this teacher. 

3.01 1.292 3.03 1.184 3.68 1.166 .000 

4. Talking with this teacher 
leaves me feeling like  
I accomplished something. 

2.59 1.143 2.54 1.140 3.47 1.222 .000 

5. This teacher fulfills my 
expectations when I talk to 
him/her. 

2.98 1.212 3.05 1.077 3.62 1.206 .000 

6. My conversations with this 
teacher are worthwhile. 

3.11 1.260 3.33 1.169 3.76 1.204 .000 

7. When I talk to this teacher, 
the conversations are 
rewarding.  

2.83 1.206 2.98 1.215 3.82 1.163 .000 

8. This teacher makes an effort 
to satisfy the concerns I have. 

3.06 1.304 2.99 1.160 4.06 1.186 .000 

Note. SD=Standard Deviation. Mean values are reported instead of mean ranks for a better readability 

To understand the relationship between motives to communicate and satisfaction with communication, 
correlation analysis was performed (with Spearmen correlation coefficients). As presented in Table 5, 
significant correlations are found between the satisfaction with communication factor and four 
communication motives, i.e. relational, functional, participatory, and excuse-making. The relationship 
between sycophantic motive and satisfaction with communication was not significant.  
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Table 5. Motives to communicate and Satisfaction with communication: Correlation analysis (N=428) 

MOTIVES TO COMMUNICATE SATISFACTION WITH 
COMMUNICATION (F) 

 CORRELATIONS 

     I communicate with this teacher in order to:  

1. -build a relationship (RELATIONAL) .552** 

2. -clarify the material (FUNCTIONAL) .438** 

3. -explain my absence or why my work is late (EXCUSE-
MAKING) 

.142** 

4. -to appear involved in class (PARTICIPATORY) .391** 

5. -to pretend I am interested in the course  (SYCOPHANTIC) .071 

Note. F=factor. **=Significant at the 0.01 level (2-tailed). 

To obtain further insights, correlation analysis was re-conducted on the three established subsamples. 
Compared to the results obtained on the total sample, different findings emerged from the Spanish 
subsample. In this case, the significant relationship is found only between satisfaction with 
communication and two communication motives: relational and functional. Other correlations were not 
statistically significant.  

On the contrary, all correlations were strongly significant on the Italian subsample.  

Regarding the Croatian subsample, strong correlations are found between satisfaction with 
communication and three motives: relational, functional, and participatory, a weaker correlation 
(significant at the 0.05 level) emerged between excuse-making motive and satisfaction, while no 
significant correlation is found between sycophantic motive and satisfaction with communication (see 
Table 6).  

All these results suggest that culture plays a significant role in the strength of the examined correlations 
for excuse-making, participatory, and sycophantic communication motives on one hand and satisfaction 
with communication on the other. 

Table 6. Motives to communicate and Satisfaction with communication according to culture: 
Correlation analysis  

MOTIVES TO COMMUNICATE SATISFACTION WITH COMMUNICATION (F) 

 CORRELATIONS 

 SPAIN ITALY CROATIA 

     I communicate with this teacher in order to:    

1. -build a relationship (RELATIONAL) .473** .427** .471** 

2. -clarify the material (FUNCTIONAL) .363** .561** .479** 

3. -explain my absence or why my work is late 
(EXCUSE-MAKING) 

.018 .314** .196* 
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4. -to appear involved in class 
(PARTICIPATORY) 

.087 .420** .520** 

5. -to pretend I am interested in the course  
(SYCOPHANTIC) 

.090 .406** -.005 

Note. F=factor. *= Significant at the 0.05 level; **=Significant at the 0.01 level (2-tailed). 

4    CONCLUSION 

Overall, results of this study show that students motives to communicate have low to moderate values, 
which suggests that teachers should encourage interaction with their students. This is highly important 
as some motives to communicate are found to be positively related with student learning [2]. In addition, 
one of the findings of this study suggests that relational, functional, excuse-making, and participatory 
motives to communicate are strongly related with student satisfaction with communication.  

Culture seems to play a significant role in the examined variables. Italian students reported the lowest 
values of motives to communicate, which is a rather discouraging result considering that on this 
susbsample the strongest correlation between motives to communicate and satisfaction was found. On 
the other hand, the weakest results for satisfaction with communication was registered among Spanish 
students. These findings have important implications for instructors working with these students.   

Results of this study need to be interpreted with caution as only one University per country participated 
in the research. Future studies should approach a greater number of students from different Universities 
to obtain more representative findings  
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