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Abstract
Every classroom environment reflects the cultural features of the country where it is
located. In this study, with a focus on cultural features, we compared the science
classroom environments of two Asian countries: Korea and Thailand. For this, What Is
Happening In this Class (WIHIC) and the Cultural Learning Environment
Questionnaire (CLEQ) were administered to 1575 students (765 from Korea and 810
from Thailand) in Grades 4, 6, 8, and 10. The results of two instruments were
analyzed and discussed with a particular focus on the four cultural dimensions in
science classrooms, which were reframed from Hofstede’s four cultural dimensions.
The results of the analysis can be summarized as follows. First, regarding the first
dimension, relationships between individuals and groups, students in both countries
liked collaborative activities and had many emotional exchanges in their classrooms.
However, cognitive collaborative activities occurred more frequently in Thailand than
in Korea. Second, regarding the second dimension, equity issues, almost all students
in Korea perceived that they participated equally in science classrooms. However, in
Thailand, students thought they had equal participation in science classrooms except
for the gender aspects. That is, Thai boys and girls were reported themselves to be
participating in different ways in their classrooms. Third, regarding the third
dimension, relationships between students and teachers, two kinds of relationships
were investigated: teacher authority and teacher support. In terms of teacher
authority, the extent of psychological distance between students’ and their teachers’
power was similar in the two countries. However, in terms of teacher support, Thai
students had more positive perceptions about teacher support than Korean students
did. Fourth, regarding the features of science teaching and learning processes,
Korean students had more negative perceptions of involvement, investigation, and
task orientation than Thai students did. The negative responses of Korean students
could be the cause of the low engagement of Korean students in their science
classrooms. Based on these results, educational implications are discussed in terms of
culturally appropriate pedagogies in science classrooms.
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초록
모든 교실 환경은 각 나라의 문화적 특징을 반영한다. 본 연구는 문화적 관점에
서 두 개의 아시아 국가인 한국과 태국의 과학교실 환경을 비교하였다. 이를 위
해, What Is Happening In this Class (WIHIC)과 the Cultural Learning Environment
Questionnaire (CLEQ)를 활용하여 초등학교 4학년과 6학년, 중학교 2학년, 고등
학교 1학년 1575명의 학생들(한국 765명, 태국 810명)의 과학교실에 대한 인식
을 조사하였다. 특히 Hofstede의 4가지 문화적 차원을 토대로 재구성된 ‘과학교
실에서의 4가지 문화적 특징’에 초점을 맞추어 설문 결과를 분석하고 논의하였
으며, 연구 결과는 다음과 같다. 첫째, 개인과 집단과의 관계 측면에서 양국의
학생들은 협동적인 활동을 좋아하였고 과학교실에서 감정적인 교류가 많았다.
그러나 인지적 협업 활동은 한국에서보다 태국에서 더 많이 일어나는 것으로
보고되었다. 둘째, 교실에서의 형평성 문제와 관련하여, 한국 학생들 대부분은
과학교실에서 공평하게 참여한다고 응답했다. 태국 학생들도 대체로 공평하게
참여한다고 인식했으나, 양성 평등 측면에서는 그렇지 못했다. 다시 말해, 태
국 남학생과 여학생들은 교실에서 서로 다른 방식으로 참여하고 있다고 생각
했다. 셋째, 학생과 교사와의 관계와 관련해서는 교사 권위 및 교사 지원에 대
한 두 가지 측면의 관계를 보고하였다. 교사 권위의 측면에서, 양국의 학생들이
느끼는 교사와의 권력 거리는 비슷했다. 하지만, 교사 지원의 측면에서 태국 학
생들이 한국 학생들보다 교사로부터 긍정적인 지원을 받는다고 인식했다. 넷
째, 과학 교수학습 과정에서의 특징과 관련하여, 한국 학생들이 태국 학생들보
다 참여, 탐구, 과제 지향 측면에서 부정적인 인식을 가지고 있었다. 한국 학생
들의 부정적인 인식은 과학교실에서의 낮은 참여의 원인이 될 수 있다. 이러한
결과들을 토대로, 문화적 특징을 고려한 과학교실에서의 교수학습 방법에 대
한 교육적 시사점을 논의하였다.

บทคัดย่อ
สภาพแวดล้ อมในทุกชั้นเรียนสะท้ อนถึงลั กษณะทางวั ฒนธรรมของประเทศนั ้ น งานวิจัยนีจึ้ งมุ่งศึกษาลั กษณะทางวั ฒนธรรม
่
โดยการเปรียบเทียบสิงแวดล้
อมในห้ องเรียนวิทยาศาสตร์ของประเทศในแถบเอเชีย คือ เกาเหลีใต้ และไทย
่ อวิจัยคือแบบสอบถาม 2 ฉบั บได้ แก่ What Is Happening In this Class (WIHIC) และ the Cultural
เครืองมื
Learning Environment Questionnaire (CLEQ) และเก็บข้ อมูลจากนั กเรียนจำนวนทั ้ งส้ นิ 1575 คน
่ นนั กเรียนระดั บชั้นประถมศึกษาปีที ่ 4
โดยแบ่งเป็นนั กเรียนชาวเกาหลีใต้ จำรนวน 765 นั กเรียนชาวไทยจำนวน 810 คน ซึงเป็
และ 6 และระดั บชั้นมั ธยมศึกษาปีที่ 2 และ 4 การวิเคราะห์ข้อมูลและผลการวิจัยมุ่งอธิบายมิติทางวั ฒนธรรม 4 ด้ าน
ปรั บปรุงจากกรอบแนวคิดของ Hofstede ผลการวิจัยในมิติแรกคือความสัมพั นธ์ระหว่างความเป็นปัจเจกชนและกลุ่ม
่
่ ทำงานร่วมกั นและได้ แลกเปลียนความรู
้สึกในชั้นเรียน
พบว่านั กเรียนทั ้ งสองประเทศชอบกิจกรรมทีได้
้
่ ดการแลกเปลียนความรู
่
่ อความเท่าเทียม
แต่กจิ กรรมทีเกิ
้เกิดขึนในประเทศไทยมากกว่
าประเทศเกาหลีใต้ มิติทีสองคื
ผลการวิจัยพบว่านั กเรียนเกือบทั ้ งหมดของประเทศเกาหลีใต้ รับรู้ว่าตนเองได้ มีส่วนร่วมกั บกิจกรรมในชั้นเรียนอย่างเท่าเทียมกั น
สำหรั บประเทศไทยนั กเรียนคิดว่าตนเองได้ มีส่วนร่วมกิจกรรมในชั้นเรียนอย่างเท่าเทียม แต่ยกเว้ นประเด็นความเท่าเทียมด้ านเพศ
โดยนั กเรียนชายและนั กเรียนหญิ งของไทยคิดว่าตนมีส่วนร่วมกิจกรรมแตกต่างกั น มิติทสามคื
ี่
อความสัมพั นธ์ระหว่างนั กเรียนและครู
โดยแบ่งเป็น 2 ประเด็น คือ อำนาจของครูและการส่งเสริมจากครู พบว่าในประเด็นอำนาจของครู
ระยะห่างเชงิ จิตวิทยาระหว่างอำนาจของครูกับนั กเรียนของสองประเทศเหมือนกั น แต่ในประเด็นการส่งเสริมจากครูพบว่า
่ บการส่งเสริมจากครูมากกว่านั กเรียนเกาหลีใต้ มิติทสีี่ คื่ อการสอนและการเรียนรู้วทิ ยาศาสตร์
นั กเรียนไทยมีการรั บรู้เชงิ บวกเกียวกั
พบว่านั กเรียนเกาหลีใต้ มีการรั บรู้เชงิ ลบมากกว่านั กเรียนไทยในประเด็นการมีส่วนร่วม การสำรวจตรวจสอบ และการมุ่งงาน
การรั บรู้เชงิ ลบของนั กเรียนเกาหลีใต้ อาจส่งผลทำให้ การเข้ าร่วมกิจกรรมในชั้นเรียนวิทยาศาสตร์น้อยลง
่ บการจั ดการเรียนการสอนในชั้นเรียนวิทยาศาสตร์ทีเหมาะสมกั
่
บทความวิจัยนีได้้ ใช้ผลการวิจัยมาเสนอแนะเกียวกั
บวั ฒนธรรม.

Introduction
Learning takes place through social interactions in sociocultural contexts including language, social relations, and community culture (Lave and Wenger 1991; Vygotsky
1978). Because of the social nature of learning, the sociocultural contexts in which students interact have a considerable influence on their learning process (Vygotsky 1978).
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Thus, to understand what and how students learn, it is essential to investigate the
sociocultural contexts where learning takes place as well as their impact on learning.
In an effort to understand sociocultural contexts and their impact on learning, an
international research community interested in the learning environments of classrooms (hereafter called “classroom environment”) has been firmly established over the
past few decades (e.g., Fraser 1998, 2002). A classroom environment refers to all of the
physical, psychological, and social contexts affecting the growth of students in classrooms (Fraser 1998). A classroom environment has been closely linked to various
sociocultural factors influencing students’ psyches and outcomes in classrooms (Fraser
1998). It is thus important to identify how students perceive their classroom environment and which factors are related to students’ perceptions.
Every classroom environment reflects the particular cultural and educational features
of the society in which it is located (Hofstede 1986; Aldridge et al. 2000). Focusing on
the unique cultural features of each society, Hofstede (1986) delineated the impact of
these cultural features on teaching and learning. According to Hofstede’s theory, the
core differences among cultures can be presented as the four main cultural dimensions:
individualism vs collectivism; power distance; uncertainty avoidance; masculinity and
femininity. For example, Korea, which is a culture in Asia, has a collectivist culture, a
large power gap, and a strong tendency to avoid ambiguity. He argued that the cultural
features of each society are reflected in its teaching and learning process (Hofstede
1986). Along these lines, the classroom environment of every society also has its own
unique characteristics and works in its own way depending on cultural features
(Aldridge et al. 2000; Singh and McNeil 2014). Thus, student reactions and responses
to classroom environments need to be analyzed and interpreted in terms of a society’s
cultural features (Aldridge et al. 1999).
In science education research, much attention has been given to identifying the
unique features of science classroom environments in each country (e.g., Aldridge et al.
1999; Fraser 1998, 2002; Khine and Fisher 2004). In particular, the features of science
classroom environments in Asia have been investigated by comparing Asian and Western science classrooms (Aldridge et al. 1999; Khine and Fisher 2004). For example,
Aldridge and Fraser (2000) compared classroom learning environments in Australia
and Taiwan. They reported that Australian students perceived their learning environments more favorably than did Taiwan students. Meanwhile, Khine and Fisher (2004)
reported that students taught by Asian teachers enjoyed their science lessons less than
those taught by Western teachers. In their study, students perceived that Asian teachers
were stricter and had less favorable relationships with students than Western teachers
(Khine and Fisher 2004). As illustrated by the above studies, most previous studies investigating Asian science classrooms have tended to focus on comparing the features of
Asian classrooms to Western classrooms.
However, these kinds of comparisons between Eastern and Western regions may have
some limitations in terms of understanding the Eastern and Western science classrooms
themselves. In many cases, while the Asian region is often reported to have one culture,
in reality various cultures coexist with each other in the Asian region (Kim 2011). For example, although Korea, China, and Japan belong to similar Confucian cultures in
East-Asian region, it has been reported that their social beliefs, human relationships, family consciousness, and perception of quality of life are quite different (Kim 2011;). In order
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to investigate the unique traits of Asian science classrooms in detail, it is essential to identify and understand both cultural differences and homogeneity within Asian cultures
(Song 2013; Sumida et al. 2016).
In this study, we examine two Asian countries: Korea and Thailand. While both countries are located in Asia, Korea is in East Asia while Thailand is in Southeast Asia. In terms
of cultural features, the two countries have differences as well as similarities. For example,
both countries belong to cultures that have large power distance, collectivism, and strong
uncertainty avoidance (Hofstede 1986). While they have traditionally been influenced by
both Buddhist and Confucian cultures, Korea has been more influenced by Confucian culture whereas Thailand has been more influenced by Buddhist culture (Jung 2013). The
two countries also have different political systems, religions, and climates (Jung 2013).
Together with these general cultural backgrounds, science classrooms in the two countries also have their own cultural traits. There have also been reported differences and
commonalities in science education. For example, differences between East Asian and
Southeast Asian students have been revealed in international comparison studies such as
PISA and TIMSS (e.g., OECD 2016). In the PISA 2015 science assessment, Korea ranked
11th in performance while Thailand ranked 54th (OECD 2016). However, in motivation
for learning science in the PISA 2015, Korea’s score was − 0.14 points, well below the
OECD average, while Thailand received a score of 0.42, well above the OECD average
(OECD 2016).
To explore why these differences and commonalities occur in science education of
Korea and Thailand, it is necessary to examine the science classrooms of both countries
from a cultural perspective and provide educational implications. Thus, this study compares Korean and Thai students’ perceptions about science classroom environments
and then discusses commonalities and differences between the two countries with their
own cultural features. Concretely, the research questions of this study are as follows.
1. What are the similarities between the science classroom environments of Korea
and Thailand with a focus on their cultural features?
2. What are the differences between the science classroom environments of Korea
and Thailand with a focus on their cultural features?

Theoretical backgrounds
How does the culture of a society affect classrooms? In this study, the cultural matrix
of social psychology suggested by Fiske et al. (1998) was selected as a theoretical
framework to analyze the relationships between a culture and classroom environments belonging to that culture. The cultural matrix of social psychology framework
posits that a culture and the human psyche are complementary with each other. The
cultural features of a society enable, inform, and constrain individual human psyches
and their actions through customs, norms, language, and social systems. However, at
the same time, the thoughts and actions of each person can interpret, reproduce, and
transform the cultural realities. That is, a culture and the humans’ psyches or
thoughts in the culture are constructed in their mutual relationships. The mutual
constructions of culture and human psyches can be visualized as shown in Fig. 1,
which concretely shows the mutual relationships between each dimension represented
by arrows connecting each dimension.
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Fig. 1 The cultural matrix of social psychology (Fiske et al. 1998)

Similarly, in these mutual relationships, the cultural and educational values of a society are reflected in the educational norms, educational institutions or policies, and
teaching and learning practices (Geertz 1973). The reflection of customs, norms, institutions, and policies in teaching and learning processes can be revealed through classroom interactions, social relationships, and individual members’ thoughts and feelings
in classrooms. At the same time, the thoughts and actions of the classroom members
can change their daily lives in the science classroom, which affects social systems and
ultimately leads to the reproduction of the culture (Sewell Jr 1999). In this sense, the
students’ perceptions of their science classrooms can be one of the factors that both
shape the culture and reveal the cultural traits reflected in the science classroom
(Chang et al. 2015). In other words, interpreting the students’ thoughts on their science
classrooms using cultural characteristics can be used as an alternative window to show
the cultural characteristics of each country.
Meanwhile, in an effort to investigate the cultures of each country, Hofstede (1983)
posited that there were four types of common problems generated in every culture: relationships between individuals and groups, beliefs about masculinity and femininity,
relationships with power, and responses to uncertainty. Based on these common problems, he suggested four cultural dimensions that could be used to reveal the core differences among cultures: individualism vs collectivism, masculinity as femininity, power
distance, and uncertainty avoidance. The individualism vs collectivism dimension refers
to the extent to which a person belongs to the “in group” in a society. The masculinity
vs femininity dimension refers the distinctions between the social roles of men and
women in a society. The power distance dimension refers to the extent to which less
powerful people feel power inequality with others. The uncertainty avoidance dimension refers to the extent to which people feel uncomfortable in response to unstructured or unclear situations. Hofstede (1986) argued that these four cultural dimensions
can be general criteria that show the core cultural ideas of each country.
Based on the above common problems and cultural dimensions, we assumed that the
features of the four cultural dimensions would be also reflected in the sociocultural environments of classrooms in aspects such as social relationships and interactions. As
shown in Table 1, the four cultural dimensions of Hofstede were reinterpreted as general criteria to show the cultural features of the science classrooms in this study. In
other words, we restructured the Hofstede’s cultural dimensions in terms of the context
of the science classroom environment so that we could use them as criteria to analyze
cultural features.
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Table 1 The criteria re-structured for analyzing the cultural features of classrooms based on
Hofstede’s theory
Hofstede (1983)

Cultural dimensions in science classrooms
(the analysis criteria of this study)

Common problems

Cultural dimensions

Relationships between
individuals and groups

Individualism
vs collectivism

Relationships between individuals and groups

Conceptions of masculinity
and femininity

Masculinity
vs femininity

Gender equity of social roles and participation
in science activities

Relationships with power

Power distance

Relationships between students and science teachers

Response to the uncertainty

Uncertainty
avoidance

Features of science teaching and learning processes,
including uncertain situations

In sum, as shown in Table 1, we used the four cultural dimensions to analyze the science classroom environments reflecting the cultural features of Korea and Thailand. In
other words, the data from science classroom environments were interpreted using
these four cultural dimensions as analytic criteria.

Research method
Instruments: What is happening in this class and cultural learning environment questionnaire

The two learning environment instruments, the Cultural Learning Environment Questionnaire (CLEQ) and What Is Happening in This Class (WIHIC) were administered in
this study. In this study, we consider them useful and appropriate instruments to reflect
the cultural traits of each country. Each instrument has its own advantages in revealing
cultural traits, but the foci of the two instruments are different.
The CLEQ is a specialized instrument that extracts culturally sensitive factors from various scales in the previous instruments. As described in Table 2, the CLEQ is composed of
seven scales: equity, collaboration, deference, competition, teacher authority, modeling,
and congruence. According to Fisher and Waldrip (1997, 1999), who developed this instrument, each scale in the CLEQ is associated with Hofstede’s theory: The collaboration
and competition scales are related to the individualism vs collectivism dimension;
the equity scale is related to the masculinity vs femininity dimension; the teacher
authority scale is related to the power distance dimension; and the deference, modeling, and congruence scales are related to the uncertainty avoidance dimension.
Table 2 Descriptions of the scales of CLEQ (Fisher and Waldrip 1999)
Cultural dimensions Scales
Individualism
vs collectivism

Description

Collaboration The extent to which students perceive that they collaborate with
other students rather than act as individuals
Competition

The extent to which the students are competitive with each other

Masculinity
vs femininity

Equity

The extent to which students perceive that boys and girls are
treated equally

Power distance

Teacher
authority

The extent to which students perceive that the teacher has authority
in the classroom

Uncertainty
avoidance

Deference

The extent to which students feel that they defer to the opinions of others

Modeling

The extent to which the students expect to learn by a process of
modeling

Congruence

The extent to which the students perceive learning at school matches
their learning at home
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This shows that the CLEQ is a good way to use Hofstede’s model to do cultural
interpretation.
WIHIC was also selected in order to look at the cultural traits of students who participate in science classrooms. WIHIC is a well-known instrument that focuses in particular
on salient factors influencing students’ psyches. As shown in Table 3, WIHIC has seven
scales: student cohesiveness, teacher support, involvement, investigation, task orientation,
cooperation, and equity. WIHIC, developed by Fraser et al. (1996), consists of scales that
were carefully selected as factors strongly correlated with students’ cognitive and affective
outcomes. Thus, WIHIC reflects the socio-psychological factors of science classrooms
relatively well compared to other instruments (Fraser 1998, 2002). In addition, WIHIC
has proven its validity and reliability through its wide use in many different countries (e.g.,
Dorman 2003; Dorman et al. 2006; Fraser 2002). For these reasons, WIHIC was selected
as one of the most useful and appropriate instruments to reveal cultural traits.
Specifically, these two instruments were reframed as shown in Table 4 to focus on
the cultural dimensions in science classrooms. Concretely, each scale of the two instruments was re-categorized based on the cultural dimensions in science classrooms.
However, in the process of re-categorization of each scale, the foci of some dimensions
were expanded slightly depending on the meaning of the scale in the instrument. For
example, in the gender equity dimension, the equity scale of the CLEQ deals with gender issues in science classrooms; however, the equity scale of WIHIC deals with the
general equity issue in science classrooms. Thus, by using both, we aimed at discussing
not only the gender equity issue using the CLEQ results but also the social equity issue
using the WIHIC results. Similarly, in the CLEQ, the deference, modeling, and congruence scales deal with the uncertainty situations in teaching and learning processes.
However, in WIHIC, the involvement, investigation, and task orientation scales deal
with situations in science teaching and learning that are more general. Thus, by using
both we were able to analyze the students’ responses and actions in science teaching
and learning processes that include some uncertainty situations.
Finally, as shown in Table 4, the results of each scale were analyzed and presented
using the four cultural dimension perspectives. For example, the collaboration, competition, student cohesiveness, and cooperation scales were analyzed together in the relationships between individuals and groups.

Table 3 Descriptions of the scales of WIHIC (Aldridge et al. 1999)
Scales

Description

Student cohesiveness The extent to which students know, help, and are supportive of one another
Teacher support

The extent to which the teacher helps, befriends, trusts, and is interested in students

Involvement

The extent to which students have attentive interest, participate in discussions,
perform additional work, and enjoy the class

Investigation

The emphasis on the skills and processes of inquiry and their use in problem solving
and investigation

Task orientation

The extent to which it is important to complete activities planned and to stay on
the subject matter

Cooperation

The extent to which students cooperate rather than compete with one another
in learning tasks

Equity

The extent to which students are treated equally by the teacher
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Table 4 Re-categorization of scales in WIHIC and CLEQ
Cultural dimensions in science classrooms (in this study)

Scales of CLEQ

Scales of WIHIC

Relationships between individuals and groups

Collaboration
Competition

Student cohesiveness
Cooperation

Equity (including gender) of social roles and
participation in science activities

Equity (including gender)

Equity

Relationships between students and science teachers

Teacher authority

Teacher support

Features of science teaching and learning processes
(including uncertainty situations)

Deference
Modeling
Congruence

Involvement
Investigation
Task orientation

In addition, a review of the descriptions of items in the two questionnaires showed
that the foci of the two questionnaires were slightly different. WIHIC items ask about
perceptions of teacher and student behavior, such as teacher support and student involvement. On the other hand, most statements in CLEQ items start with “I like” or “I
feel,” i.e., students are asked to respond about their psychological tendencies. WIHIC
questions focus more on the classroom context, including teachers’ and students’ traits,
while CLEQ questions focus more on the individual student psyches (Chang et al.
2015). Because the different foci of these two questionnaires may show different aspects
of cultural traits in science classrooms, WIHIC and CLEQ can complement each other.
Based on these considerations, this study chose WIHIC and CLEQ among many
other similar instruments. The 56-item version of WIHIC and the 35-item version of
CLEQ were translated, back-translated, and confirmed. Initially, the two questionnaires
were translated into two languages, Korean and Thai, by the members of this study in
each country. The Korean and Thai versions of WIHIC and CLEQ were then
back-translated into English by other researchers who were not involved in the original
translation. Lastly, one fluent English-speaking member checked the back translations
and made the appropriate corrections for some items in order to convey the same
meaning of the original English version. Every item in the two instruments used a
five-point Likert type scale (1 = disagree to 5 = agree).

Data collection and analysis

This study was carried out in 2014 with 1575 students from Korean and Thai schools.
The students were selected from Grades 4, 6, 8, and 10 in both countries. Table 5
shows the sample size by grade level, country, and gender.
The data were analyzed in order to examine the reliability, validity, and factor structure of the two instruments in both countries. The internal consistency of each scale
was checked using the alpha reliability coefficient. The mean correlation of a scale with
other scales was used as a convenient index of the discriminant validity, while a series
of factor analyses was performed to examine the internal structure of each instrument.
The ability to differentiate between student perceptions in different classrooms was
evaluated by conducting a one-way ANOVA for each scale with class membership as
the main effect. Lastly, the data were also analyzed to compare the means and the
standard deviations of each scale of the two questionnaires. A t-test and a one-way
ANOVA for each scale were performed in order to examine which scales were significantly different between countries, genders, and grades.
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Table 5 Description of sample by grade level, country, and gender (N = 1575 students)
The grade of the respondents

Korea

Thailand

Korea & Thailand

Boys

Girls

Total

Boys

Girls

Total

Boys

Girls

Total

Grade 4

72

86

158

61

100

161

133

186

319

Grade 6

89

81

170

56

145

201

145

226

371

Grade 8

123

84

207

68

169

237

191

253

444

Grade 10

166

64

230

58

153

211

224

217

441

Total

450

315

765

243

567

810

693

882

1575

Implementation of science curriculums in two countries: Korea and Thailand

In Korea, students learn science as a compulsory subject for 8 years (from Grades 3 to 10)
according to the centralized National Science Curriculum. Based on the National Science
Curriculum, government-authorized science textbooks (one textbook for elementary
schools and several textbooks for secondary schools) have been developed and used in
every science classroom across the country. Thus, the contents and levels, and often even
the ways, of science learning in schools and classrooms tend to be uniform and controlled
evenly across the country. However, because of recent attempts to decentralize education,
starting with the 2009 National Science Curriculum, each school has been expected to
reorganize and implement their own school-based science curriculum based on the
National Curriculum. The National Curriculum gives the lesson time and the content of
the subject for each grade band. However, the lesson schedule of each school can be organized and managed differently depending on conditions at the school.
In Thailand, students learn science as a compulsory subject over 12 years of basic
education: from Grades 1 to 6 in primary education and from Grades 7 to 12 in secondary education. Like Korea, because education is decentralized, science textbooks are
developed by both the government and private companies. Teachers are free to use
textbooks developed by any qualified company. However, government-authorized science textbooks are used in the majority of science classrooms, particularly in secondary
education. Similar to the Korean science curriculum, the Thai government also aims to
decentralize education, and individual schools can also develop their own curriculum
based on their own conditions. The National Curriculum provides the content of each
subject and the indicators of student learning at each grade level. However, the lesson
schedule of each school can be arranged differently depending on school context
(Faikhamta and Ladachart 2016).

Validation of Korean and Thai versions of WIHIC and CLEQ

As the first step in the validation of WIHIC and CLEQ, a principal component factor
analysis followed by varimax rotation was used to check the factor structure of the
Korean and Thai versions of the two questionnaires. The factor analysis resulted in the
acceptance of two versions of the two questionnaires. Table 15 in Appendix 1 and Table
16 in Appendix 2 show the factor loadings obtained from 1575 students’ responses in
Korea and Thailand. All factor loadings with less than 0.3, the conventionally accepted
value, were omitted. The factor loadings for almost all items were more than 0.3 on the
a priori scale except three items in WIHIC and one item in CLEQ. The a priori factor

Chang et al. Asia-Pacific Science Education (2018) 4:11

Page 10 of 22

structures of the final versions of the instruments were confirmed as depicted in Table
15 in Appendix 1 and Table 16 in Appendix 2.
The data were also analyzed to evaluate the reliability and validity of the instruments.
In order to examine the internal consistency reliability of each scale in the questionnaires, Cronbach’s alpha coefficient was used. As shown in Tables 6 and 7, in this study,
the alpha reliability ranged from 0.81 to 0.92 for WIHIC and from 0.70 to 0.92 for
CLEQ. These values were high enough to confirm internal consistency.
Lastly, one of the important features of a classroom environment questionnaire is that
the instrument can differentiate between classrooms. In other words, classroom environment studies premise that students’ perceptions in the same classroom would be relatively
similar. Thus, a one-way analysis of variance (ANOVA) using class membership as the
main effect was analyzed in order to assess the ability to differentiate between students’ responses in different classrooms. Similar to previous studies (Aldridge and Fraser 2000;
Kim et al. 1999), eta2 statistics were depicted as an index of this ability in Tables 6 and 7.
The proportion of variance in scale scores explained by class membership (i.e., eta2)
ranged from 0.05 to 0.14 for WIHIC and from 0.00 to 0.09 for CLEQ. These figures are
relatively low, indicating that the science classroom environments are quite similar in each
country. Similar results showing little difference among Korean science classrooms were
reported in a previous study investigating Korean science classrooms (Kim et al. 2000).

Results
The first cultural dimension: Relationships between individuals and groups in science classrooms

The first cultural dimension, relationships between individuals and groups in science
classrooms, was investigated through the collaboration and competition scales in CLEQ
and the student cohesiveness and cooperation scales in WIHIC. Overall, among four
scales, there were no significant differences in the collaboration and student cohesiveness scales, while there were statistically significant differences in the competition and
cooperation scales as shown in Table 8.
Firstly, as for the results of CLEQ, the collaboration scales received high scores while
the competition scales received low scores in both countries This means that for the
students from both countries, participating as members of a group is considered more
important than performing better than others. However, the mean value of the competition scale in Thailand was slightly higher than that in Korea. This means that Thai
students perceived that they are a bit more competitive than Korean students in their

Table 6 Cronbach’s alpha coefficient, mean correlation, and analysis of variance results for the
Korean and Thai versions of WIHIC
Item No.

Student
Teacher
cohesiveness support

Involvement Investigation Task orientation Cooperation Equity

Kor

Thai

Kor Thai Kor

Thai

Kor

Thai

Kor

Thai

Kor

Thai

Kor Thai

Alpha
coefficient

.84

.81

.92

.87

.92

.86

.95

.88

.92

.85

.87

.92

.92 .85

Mean
correlation

.50

.51

.52

.49

.61

.53

.56

.56

.55

.54

.57

.55

.54 .52

ANOVA
.11
results (eta2)

.06

.14

.09

.12

.05

.09

.06

.12

.08

.12

.08

.10 .04
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Table 7 Cronbach’s alpha coefficient, mean correlation, and analysis of variance results for the
Korean and Thai versions of CLEQ
Item No.

Equity

Collaboration Teacher authority Competition Deference Modeling Congruence

Kor Thai Kor

Thai

Kor

Thai

Kor

Thai

Kor

Thai

Kor Thai Kor

Thai

Alpha
coefficient

.85

.70

.92

.76

.82

.77

.78

.82

.79

.78

.87

.71

.88

.76

Mean
correlation

.23

.36

.28

.39

.24

.36

.25

.34

.34

.43

.35

.42

.32

.39

ANOVA
.06
results (eta2)

.02

.08

.04

.08

.05

.04

.01

.06

.04

.05

.00

.09

.05

science classrooms. This is an unexpected result, because Korea is widely known
around the world for its competitive educational system (Sorensen 1994). Considering
that the result of CLEQ refers to the students’ psychological traits, the students in both
countries prefer collaborative activities to individual or competitive activities regardless
of their competitive educational context, especially in Korea.
Meanwhile, in WIHIC results, the student cohesiveness scale is more related to
emotional relationships, while the cooperation scale is more related to cognitive relationships. As a result of WIHIC, the mean value of the student cohesiveness
scale was the highest score in both countries and there was no statistically significant difference between them. This means that students in science classrooms are
intimate emotionally with each other. On the other hand, in the cooperation scale,
there was a significant difference between the two countries. The mean score of
Thailand was statistically higher than the mean score of Korea. In other words, in
Thailand, both emotional and cognitive collaborative relationships were established
well in science classrooms. However, in Korean science classrooms, the emotional
relationship was reported to be high but the cognitive relationship was reported to
be relatively low.

The second cultural dimension: Equity (including gender) of social roles and participation
in science activities

The second cultural dimension in science classrooms, gender equity of social roles and
participation in science activities, was investigated through the (gender) equity scale of
CLEQ and the equity scale of WIHIC. The features related to equity in science classrooms are as shown in Table 9.
In CLEQ results, it was reported in both countries that the gender equity scales received the highest scores among other CLEQ scales; however, the mean value of Korean

Table 8 A comparison of the first cultural dimension between Korea and Thailand
Instruments

Related scales
Korea

Thailand

CLEQ

Collaboration

3.95 (1.06)

Competition

3.15 (1.06)

WIHIC

*p< .05, **p < .01

M (SD)

t

Effect size (Cohen’s d)

3.95 (.76)

0.02

0.10

3.25 (.96)

-2.10*

Student cohesiveness

3.80 (.66)

3.83 (.60)

-1.05

Cooperation

3.56 (.90)

3.89 (.66)

-8.42**

0.42
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Table 9 A comparison of the second cultural dimension between Korea and Thailand
Instruments

Related scales

M (SD)
Korea

Thailand

t

Effect size (Cohen’s d)
0.56

CLEQ

(Gender) Equity

4.66 (.66)

4.28 (.70)

11.03**

WMIC

Equity

3.73 (.88)

3.78 (.77)

-1.22

*p< .05, **p<.01

students’ scores was significantly higher than those of Thai students. Korean students
have a greater belief that “girls and boys” are treated equally in science classrooms than
Thai students do. That is, the equity between girls and boys was perceived to be better
in Korean science classrooms. These results reflect the cultural differences of the two
countries in terms of gender equity. Culturally, Thai girls are often taught to have
“good” manners and keep quiet in the male-centered culture stemming from Confucianism (Cheevapitakpol 2014). In order to be “good” girls, they are asked not to express their feelings too much. On the other hand, even though Korea is also known to
be influenced by the Confucian culture in which gender discrimination is prevalent
(Cheevapitakpol 2014), Korean girls and boys report that they are treated rather equally
in science classrooms, as shown in the Korean results.
In the results of the equity scale in WIHIC, the scores of the two countries were both
reported to be more than 3.7 points and there was no statistically significant difference
between them. These results show that students participate fairly in science classrooms
in both countries. It is noteworthy that these results are in contrast to the results of
CLEQ related to the gender equity issue. In other words, considering the WIHIC results with the CLEQ results, Korean students answered that they participated equally in
their science classrooms regardless of gender and other factors. Thai students
responded that they participated equally overall except for the gender aspect.
Gender is one of the key indicators that reveal cultural differences among countries
(Hofstede 1986). For figuring out the detailed features related to gender in science
classrooms, we tried to examine gender differences in the results of each instrument as
shown in Tables 10 and 11. Firstly, in examining the gender differences of CLEQ, there
were significant differences between boys and girls in the deference and competition
scales (Table 10). Except for these two scales, there was not much difference in the cultural tendencies between boys and girls.
As shown in Table 10, in the deference scales of both countries, the mean scores
were significantly higher for boys than for girls. The results mean that boys tended to
follow others’ opinions or correct answers more than girls did. On the other hand, this
scale refers to the tendencies to avoid uncertainty situations. Thus, this result may indicate that boys in the two countries have a greater tendency to avoid uncertain situations than girls do in science classrooms. For example, boys may consider it important
to give the “correct” answers in science inquiry and argumentation. Meanwhile, in the
competition scale of Thai results, the mean score of boys was higher than the girls’
score. This indicates that Thai boys were more competitive than Thai girls. The competition scale in Korea showed no significant differences between boys and girls.
Next, based on the WIHIC results, Table 11 shows the differences between the two countries in terms of gender difference. In Korea, there was no significant difference between
boys’ and girls’ answers in all scales. On the other hand, in Thailand, there were many
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Table 10 Gender differences of CLEQ results in Korea and Thailand
Korea
Scales

Thailand

Boys

Girls

M (SD)

M (SD)

t

Effect size
(Cohen’s d)

Boys

Girls

M (SD)

M (SD)

t

Collaboration

3.92(1.10)

4.00(1.00)

-1.01

3.95 (.83)

3.96 (.72)

-0.21

Competition

3.15 (1.00)

3.16(1.00)

-0.18

3.40(1.01)

3.19 (.94)

2.86**

Gender equity

4.63 (.71)

4.70 (.57)

-1.68

4.20 (.80)

4.32 (.65)

-1.92

Teacher authority

3.66 (.86)

3.60 (.86)

0.96

3.79 (.84)

3.68 (.78)

1.80

Deference

3.19 (.96)

2.93 (.96)

3.80**

3.20 (.93)

2.90 (.97)

3.95**

Modeling

3.60 (.93)

3.72 (.93)

-1.84

3.72 (.82)

3.64 (.86)

1.30

Congruence

3.55 (.92)

3.62 (.92)

-0.93

3.85 (.82)

3.79 (.75)

1.04

0.27

Effect size
(Cohen’s d)

0.22

0.31

*p< .05, **p<.01

significant differences depending on gender. Specifically, Thai boys perceived science classrooms more favorably than did Thai girls in the teacher support, involvement, and investigation scales, while Thai girls considered science classrooms more favorably in the task
orientation and cooperation scales. In other words, Thai boys were more active and supported by teachers while Thai girls were more task oriented and cooperative in their science
classrooms. These gender-related differences between the two countries may have different
effects on girls’ and boys’ participation, interaction, and scientific practices in their
classrooms.
Meanwhile, it is interesting that, compared to the past results in two previous Korean
studies, the gender gap of students’ thought about their science classrooms has decreased gradually. As shown in Table 12, in a 1998 study, Kim et al. (2000) found that
there were significant differences in all scales of WIHIC. In a 2010 study (Hong et al.
2010), it was reported that there were significant differences in only two scales of cohesiveness and cooperation. Finally, in the results collected in 2014 of this study, there
were no difference in all scales. In sum, the differences among data collected in Korea
in 1998, 2010, and 2014 show that the gender differences in students’ perceptions of
science classrooms appear to have disappeared. In fact, in order to increase the scientific participation of female students, various efforts have been made in Korea (Choi
2003; Jhun and Shin 2004). These efforts may have helped to improve gender equality
in Korean science classrooms.

Table 11 Gender differences in WIHIC results in Korea and Thailand
Korea
Scales

Thailand

Boys

Gills

Effect size

Boys

M(SD)

M(SD)

Girls

(Cohen’s d)

M (SD)

M (SD)

Cohesiveness

3.77 (.61)

3.85 (.61)

-1.60

3.79 (.70)

3.85 (.55)

-1.26

Cooperation

3.51 (.89)

Equity

3.69 (.88)

3.62 (.89)

-1.69

3.78 (.71)

3.93 (.63)

-2.84**

3.79 (.88)

-1.55

3.76 (.81)

3.78 (.76)

-0.29

t

t

Effect size
(Cohen’s d)

0.23

Teacher support

3.15 (.87)

3.19 (.87)

-0.71

3.56 (.78)

3.35 (.68)

3.61**

0.30

Involvement

2.93 (.86)

2.84 (.86)

1.26

3.24 (.79)

3.12 (.66)

2.08*

0.17

Investigation

2.98 (.99)

2.96 (.99)

0.21

3.43 (.80)

3.30 (.69)

2.13*

0.18

Task orientation

3.67 (.87)

3.77 (.87)

-1.49

3.80 (.71)

3.95 (.62)

-2.81**

0.23

*p< .05, **p<.01
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Table 12 Gender differences in Korean data collected in 1998, 2010, and 2014
Scales

Kim et al. (collected in 1998)

Hong et al. (collected in 2010)

This study (collected in 2014)

Boys

Girls

Boys

Girls

Girls

M

M

M

Mean
difference

Boys

M

Mean
difference

M

M

Mean
difference

Cohesiveness

35.44

37.39

−1.95***

3.71

3.94

−0.23***

3.77

3.85

−0.08

Cooperation

31.72

33.55

−1.83**

3.21

3.42

−0.21***

3.51

3.62

−0.11

Equity

32.11

29.34

2.77***

3.15

3.25

−0.1

3.69

3.79

−0.1

Teacher support 26.74

22.30

4.44***

2.53

2.46

0.07

3.15

3.19

−0.04

Involvement

25.21

23.43

1.78**

2.50

2.44

0.06

2.93

2.84

0.09

Investigation

25.08

22.64

2.44***

2.51

2.39

0.12

2.98

2.96

0.02

Task orientation

34.47

33.14

1.33*

3.42

3.42

0

3.67

3.77

−0.1

* p < .05, **p < .01, ***p < .001

The third cultural dimension: Relationships between students and science teachers

Relationships between students and science teachers, the third cultural dimension in
classrooms, were analyzed by using the teacher authority scale in CLEQ and the
teacher support scale in WIHIC. The results of these two scales are shown in Table 13.
In the CLEQ results, there was no significant difference between Korea and Thailand
in the teacher authority scale. This means that the students in both countries feel a
similar degree of power distance from their teachers. According to Hofstede (1991),
Korea and Thailand have both been reported as being societies having a “large power
distance.” In other words, the extent of power distance felt by people with low social
status in Korean society is similar to that in Thai society. In the same vein, the results
of this study also show that the extent of psychological distance between students and
their teachers is similar in the two countries.
As for the WIHIC results, in both countries, the mean scores of the teacher support
scale were less than 3.5 points. This means that both Thai and Korean students are not
positively aware of teacher support in the science classroom. Furthermore, the mean
value of Korean results was significantly lower than that of Thai results, meaning that
Korean students perceived they received less support from their teachers than Thai students reported. Students can be supported by their teachers in the classroom in various
ways including cognitive, emotional, and social ways. In WIHIC, the items in the
teacher support scale ask the cognitive, emotional, and social aspects related to “teacher
support,” so it is necessary to look into which aspect of teacher support the students
need in Korean science classrooms.

Table 13 A comparison of the third cultural dimension between Korea and Thailand
Instruments

Related scales
Korea

Thailand

CLEQ

Teacher Authority

3.64 (.92)

3.71 (.80)

-1.67

WIHIC

Teacher support

3.15 (.90)

3.41 (.71)

-6.23**

*p< .05, **p < .01

M (SD)

t

Effect size
(Cohen’s d)

0.32
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The forth cultural dimension: Features of science teaching and learning processes
(including uncertainty situations)

For features of science teaching and learning processes, we investigated the deference,
modeling, and congruence scales in CLEQ and the involvement, investigation, and task
orientation scales in WIHIC. The results of each instrument related to the forth cultural dimension are shown in the following Table 14.
Among the three scales in CLEQ, a significant difference was reported statistically in
the congruence scale; however, in the deference and modeling scales there were no significant differences. Concretely, the mean value of Thai students in the congruence
scale was significantly higher than the Korean students’ score, meaning that Korean
students thought that learning in science classrooms was less relevant to learning at
home than did Thai students. In particular, the relevance of science to students’ personal lives has an impact on promoting students’ interest in science (Palmer 2007).
Thus, the situation reflected in this result could have a negative effect on Korean students’ interest in science and on their practice.
In the results of WIHIC, overall, the mean scores of Thai students were significantly
higher than those of Korean students in the three scales. These results indicate that
Thai students thought that they were more active and more task-oriented than Korean
students. It has been reported that the positive classroom environments improve students’ attitudes and interests in science (Fraser 2002). In this context, the negative perceptions about Korean science classroom environments can be considered a cross
section showing low engagement in science classrooms.

Conclusion and implication
In this study, we compared science classroom environments in Korea and Thailand with a
focus on their cultural features by administering two well-known instruments developed for
science classroom environments, WIHIC and CLEQ, to 1575 primary and secondary students
(Grades 4, 6, 8, and 10; similar numbers of students from both Korea and Thailand). This survey showed differences as well as similarities between the two countries, centering on the four
cultural dimensions in science classrooms: relationships between individuals and groups,
equity (including gender) of social roles and participation in science activities, relationships between students and science teachers, and features of science teaching and learning processes.
The survey results are presented and discussed in terms of these cultural dimensions below.
First, in terms of relationships between individuals and groups, it was reported that the
students in the two countries had high emotional intimacy in their science classrooms
Table 14 A comparison of the forth cultural dimension between Korea and Thailand
Instruments

Related scales

M (SD)

CLEQ

Deference

3.08 (.97)

3.00 (.97)

1.7

Modeling

3.65 (.94)

3.66 (.85)

-0.30

Congruence

3.58 (.97)

3.81 (.77)

-5.30**

0.26

Involvement

2.88 (.91)

3.16 (.70)

-6.63**

0.35

Korea

wnnc

* p< .05, **p<.01

t
Thailand

Effect size
(Cohen’s d)

Investigation

2.96 (.99)

3.34 (.73)

-8.77**

0.44

Task orientation

3.71 (.88)

3.91 (.64)

-5.21**

0.26
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and preferred cooperative activities to competitive activities. In other words, the students
enjoyed participating as members of their classroom communities. Korea and Thailand
have traditionally been typical collectivist cultures. In a collective society, people tend to
consider establishing a sense of belonging and the relationship with group members as
important (Hofstede 1991). These cultural tendencies can be seen in the characteristics of
the science classrooms of the two countries, such as the sense of intimacy with each other
and the enjoyment of being a community member reported in this study. Although establishing good emotional relationships with their colleagues was commonly regarded as important in the two countries, cognitive collaborative activities appear to occur differently,
in that cognitive collaborative activities were reported to occur more actively in Thai
science classrooms than in Korean science classrooms.
Second, when examining the equity (including gender) issue, almost all students in the
two countries perceived that they had equal participation and opportunity in their activities
in science classrooms. However, in terms of gender equity, a significant difference was reported between the two countries: in Korea, both boys and girls responded that they all participated fairly and had equal competences regardless of gender. On the other hand, in
Thailand, the responses of boys and girls were significantly different from each other. Furthermore, the differences between Thai boys and Thai girls were more marked in WIHIC
results than in CLEQ results. This means that boys and girls in Thailand have similar cultural tendencies, but they participate in different ways in their classroom environments. For
example, Thai boys have more teacher support and more opportunities for participation in
inquiry activities, but Thai girls are more encouraged in terms of collaboration and task concentration. That is, culturally, boys and girls in the same science classrooms tend to be encouraged to participate with different emphases on their roles. Another interesting point is
that the gender gaps of students’ perceptions of Korean science classrooms have continuously decreased, as shown in studies from 1998 (Kim et al. 2000), 2010 (Hong et al. 2010),
and the current study data from 2014. The differences in perceptions of boys and girls about
participation and opportunities in Korean science classrooms have diminished over time.
Third, in the relationships between students and their teachers, we identified two kinds
of relationships: teacher authority and teacher support. In terms of the students’ responses
to questions about teacher authority, there was no difference between the two countries.
However, in terms of teacher support, Thai students reported that they received more
support from their teachers than did Korean students. The issues related to teacher support and authority are complicated and are hard to describe in one word. For example,
there are multiple levels of teacher support, such as cognitive and emotional support.
Similarly, cognitive authority and emotional authority are also different from each other.
Therefore, based on the results of this study, an additional qualitative study needs to be
conducted. In particular, in Korea, where a lack of support was reported, it is necessary to
analyze which aspects of teacher support were not enough and how to supplement them.
Fourth, in looking at the features of science teaching and learning processes, science
classroom environments in Korea were significantly worse than those of Thailand in
the scales of involvement, investigation, and task orientation. These results may be
related to the reality of Korean science education, which has shown a big disparity, with
high achievement and low engagement (Song 2013). In addition, Korean students had a
greater perception that school science was different from their everyday lives than Thai
students did. The Korean students’ perceptions may also explain the low engagement of
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Korean students in science learning, because students tend to think that science learning
is more valuable when it is connected with everyday life (Palmer 2007). Therefore, policy
and practical effort aimed at connecting school science with everyday life are needed.
Focusing on cultural traits in the results of this study can give us some implications
for culturally appropriate pedagogies in science classrooms. For example, since both
countries have collectivist cultures, students’ tendencies related to this collectivism can have
an influence on their perceptions of science cooperative activities (Joo et al. 2012). In this
study, students in both countries reported considering it important to work together as a
group member and showing strong emotional relationships with each other. However, from
the perspective of cognitive collaboration, the results of two countries were significantly different, in that in Thai science classrooms, the cognitive collaborations occurred more actively than in Korean science classrooms. These results may indicate that collective cultural
features can influence science classroom activities in at least two kinds of collaboration:
cognitive and emotional collaboration. In other words, the two types of collaborations
should be considered when we construct science lessons reflecting collectivist cultures.
Another implication involves the male-centered culture that stems from Confucianism. Traditionally, the two countries both have a male-centered culture in common
(Cheevapitakpol 2014; Chung 1994; Croll 2000); however, this appeared differently in science classrooms of two countries. In particular, in comparison with the past results, the
gender differences in students’ perceptions of Korean science classrooms has decreased
continuously (Kim et al., 2000; Hong et al. 2010). Thai students, however, still participated
in science classrooms in different ways depending on gender. To improve the gender equality, Thai teachers need to allow female students to participate more actively and to develop
“girl-friendly” science teaching and learning materials. For this, teaching strategies to activate female science education, which were attempted in Korea (Choi 2003; Jhun and Shin
2004), will be helpful to Thai science classrooms. Policy makers as well as teachers can bring
our gender-related results to design science lessons by providing equity in science activities.
However, at the same time, these gender equity-related results show, especially the
case of Korea, that deep-rooted cultural features can change along with regional conditions and social environments. Although both are in Asia, the science classrooms of
the two countries were different depending on the temporal changes and cultural characteristics of each region. In the same vein as these findings, it is true that science
classroom environments and the interactions inside science classrooms do reflect the
cultural features of different levels. It is difficult to determine any causal factors and
relationships among the data of this study and other findings from previous related
studies unless we carry out further ambitious and controlled studies.
Nevertheless, this study provides some invaluable data and insights through which we
can understand what is going on inside our science classrooms and how similar and different science classrooms are in the two Asian countries. The findings of this study reflect
not only the multi-layered on-going cultural landscapes of society but also their continuous changes. To understand the current situations in our school science classrooms more
clearly, which must be the firm basis of any meaningful and effective practical improvement of school science education, we believe that studies similar to this need to be further
explored with different instruments and with different groups of countries and that a
greater number of qualitative studies looking inside science classrooms must be accompanied by this kind of instrument-based quantitative study.
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Appendix 1
Table 15 Factor loadings for the Korean and Thai versions of WIHIC
Item No.

Student
cohesiveness

Teacher
support

Involvement

Investigation

Task
orientation

Cooperation

Equity

Thai

Kor

Thai

Kor

Thai

Kor

Thai

Kor

Thai

Kor

Thai

9

.66

.72

10

.73

.71

11

.73

.73

12

.57

.63

13

.48

.77

14

.73

.79

15

.61

.64

16

.44

.60

17

.51

.60

18

.68

.68

19

.44

.50

20

.65

.67

21

.59

.51

22

.68

.59

23

.56

.56

24

.68

.51

25

.47

.66

26

.41

.72

27

.50

.77

28

.45

.68

29

.57

.81

30

.60

.78

31

.70

.78

32

.68

.76

33

.54

.69

34

.44

.69

35

.47

.67

36

.64

.71

37

.60

.71

38

.60

.71

39

.65

.70

40

.57

.73

41

.51

.65

42

.50

.57

Thai

Kor

1

.50

.72

2

–

.72

3

.63

.71

4

–

.81

5

.69

.80

6

.63

.32

7

.52

.42

8

.31

–

Kor
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Table 15 Factor loadings for the Korean and Thai versions of WIHIC (Continued)
Item No.

Student
cohesiveness

Teacher
support

Involvement

Investigation

Task
orientation

Cooperation

Equity

Thai

Thai

Thai

Thai

Thai

Thai

Kor

Thai

Kor

43

.63

.63

44

.61

.67

45

.62

.71

46

.69

.74

47

.65

.74

48

.51

.64

49

.57

.70

50

.68

.70

51

.72

.59

52

.71

.76

53

.73

.76

54

.75

.70

55

.58

.70

56

.70

.75

Kor

Loadings smaller than 0.3 omitted

Kor

Kor

Kor

Kor
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Appendix 2
Table 16 Factor loadings for the Korean and Thai versions of CLEQ
Item
No.

Equity

Collaboration

Teacher Authority

Competition

Deference

Modeling

Congruence

Thai

Kor

65

.76

.82

Thai

Thai

Thai

Kor

Thai

Kor

Thai

Kor

Thai

Kor

66

.71

.76

67

.68

.82

68

.42

.85

69

.48

.66

80

.73

.74

81

.79

.71

82

.53

.57

83

.71

.79

84

.61

.62

85

.63

.68

86

.71

.63

87

.60

.67

88

.65

.77

89

.69

.79

90

.51

.78

91

.50

.80

92

.65

.71

93

.73

.80

94

.64

.61

95

.58

.68

96

.70

.78

97

.64

.77

98

.71

.82

99

.66

.83

Kor

70

.80

.88

71

.61

.85

72

–

.86

73

.40

.67

74

.67

.86

Kor

75

.59

.70

76

.68

.75

77

.70

.76

78

.36

.49

79

.31

.45

Loadings smaller than 0.3 omitted
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