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Abstract. Personalised education is a category probably widely known in academia, especially in
the pedagogical community. However, there have been few publications dealing with this topic that
focus on reflecting its origins and constitutive features. It therefore seemed necessary to gain a
broader perspective and provide a more in-depth description of personalised academic education.
This article explores the theoretical foundations of this approach to the educational process,
drawing on a review of the relevant literature. It also presents the findings of a study conducted in
2024 at the Jagiellonian University in Cracow (Poland). In this article, the authors decided to select
and describe the characteristics of the relationship between academic teachers and students that
emerged from empirical research. To gather perspectives on personalised academic education and
how it is understood, individual in-depth interviews and focus group discussions were conducted.
The study involved six members of the university's management staff, 15 academic teachers, and 27
students, and was based on qualitative research methodology. Within the context of personalised
academic education, several key categories emerged — most notably: attention to learners' individual
needs, the personalised nature of teaching, and a specific, student-centred attitude among
educators. The importance of the teacher-student relationship was emphasised as the most essential
aspect of personalised education. The research highlighted the qualities that academic teachers
should possess in order to effectively engage with students in the spirit of this approach. According
to the findings, the quality of the teacher-student relationship plays a crucial role in creating an
environment conducive to holistic and integral student development.

Keywords: personalised education, teacher-student relationship, academic didactics, student-
centred learning, individualization.

1. INTRODUCTION

A closer look at teacher-student relationship seems particularly important today due to the different
ways of understanding what personalised education is. The first type includes works on personalised
education understood in a broader sense (Waldeck, 2006; Clarke, 2013; Ferguson et al., 2001; DiMartino
& Clarke, 2008; Kettler & Taliaferro, 2022; Keefe & Jenkins, 2000; Ward, 2020) and that is the sense
adopted in this article. They present an approach to working with learners in a way that takes into
account their needs, interests, and active role in their own development process. This education is
conducted by a facilitator, mentor, or teacher with whom the student establishes a relationship and
supports them in the learning process. These publications also refer to teaching methods (including
active learning methods), as well as to cooperation with other learners and (self-)reflection on the
development process. In these types of articles personalised education is perceived as a holistic and
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integral approach to the education process. However, most publications focus on individual learning
tailored to the needs of the learner, using modern technologies — programs and platforms designed to
enable every learner to achieve satisfactory learning outcomes (Tetzlaff et al., 2021; Reber et al., 2018;
Lan, 2021; Mouritz et al., 2023; Fake et al., 2023; Schmid et al., 2020; Alamri et al., 2020; Bellarhmouch,
2023; Budnyk & Kotyk, 2024). The teaching materials presented are therefore “personalised” because
they relate to the individual needs of learners, their preferences, existing knowledge, etc. This
understanding of the concept of personalised education (often described in literature as personalised
learning) undermines the idea of a personalised approach (based on teacher-student relationship), which
was the subject of the research. Waldeck (2007) points out that “the most solid empirical/social scientific
work on personalised education is focused on the learning medium that most consider to be the least
personal — distance and online education” (p. 412), so away from peers and teachers. As indicated by
research conducted by Liu (2024), positive relationships between teachers and students can increase
students' academic engagement. Therefore, it seems necessary to draw attention to this probably most
important pillar of personalised education when discussing the characteristics of this approach to the
educational process — the teacher-student relationship.

2. THEORETICAL BACKGROUND

For at least two decades, there has been ongoing discussion about the need to change the way
students are educated. Many European documents emphasise the importance of preparing academic
staff for modern education, particularly in the use of new technologies. Debates on the future of
academic teaching call for a paradigm shift — from a model focused on content, standards, the teacher,
and directive instruction, to one centred on the student, the learning process, and learning outcomes
(Budnyk, 2024). The roots of such postulates can be traced back to the works of Brown and Atkins
(1988), as well as Barr and Tagg (1995, pp. 198-200). The latter authors, in particular, contributed
significantly to the popularisation of the didactic revolution known as the shift from teaching to learning,
which describes the transition from a teaching-oriented to a learning-oriented paradigm. A number of
works have also appeared in Polish pedagogy, in which authors outline paradigmatic maps directly
related to academic teaching (Sajdak, 2013, 2018). Among the most frequently identified paradigms are:

* normative paradigms (transmissive, behaviourist)

* interpretative paradigms (constructivist),

* the humanistic paradigm,

= the critical-emancipatory paradigm.

It is relatively easy to succumb to the temptation of promoting a single paradigm — for example,
constructivism — which, being the most diverse and comprehensive, encompasses both neurobiological
explanations of human thinking and interpretative as well as socio-cultural themes. However, there is
no single, universal path to education. The specific nature of various academic disciplines (e.g., the exact
sciences, natural sciences, medical sciences, social sciences, and the humanities) means that while some
students will learn in laboratories, using objectivist methods of cognition and describing the world,
others — immersed in cultural texts — will engage in discussions of interpretation, possible
reconstruction, and deconstruction. Thus, each paradigm finds its justification in student education.
What, then, might they have in common? It seems that regardless of the educational strategies employed
by academic teachers, or the subjects they teach, there is always an element of encounter and interaction
with another human being.

The transformations of the modern world suggest that personal relationships are becoming an
increasingly important — and simultaneously scarce — commodity. The rapid development of modern
technologies and social media continues to permeate various spheres of our lives, including the
educational process. The concept of personalised education is sometimes misunderstood as merely a form
of digital adaptation — for example, the adjustment of teaching materials to individual learners. Nothing
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could be further from the truth. In this article, the authors return to the theoretical foundations of
personalised education, drawing on humanistic pedagogy, dialogical pedagogy, personalistic pedagogy,
and positive pedagogy. These approaches belong to the broader humanistic and constructivist
paradigms, as well as the student-centred learning perspective.

One of the key goals of academic education is to identify and nurture talent — and talent requires a
different approach. The pursuit of this goal has naturally increased interest in forms of personalised
education such as tutoring and academic mentoring, which by definition «call for
a different kind of relationship between teacher and student. Strong relationships between academic
teachers and learners within higher education institutions are seen as one of the foundations of quality
education. Jederlund and von Rosen highlight that “education is understood as a sense-making process
that grows in mutual communication through participation in educational relationships” (2023, p. 529).
These words emphasise that it is difficult to speak of an effective and fulfilling educational process
without considering the teacher—student relationship and ensuring its quality. In the context of
personalised education, this relationship becomes an intersubjective one — based on dialogue, support,
and acceptance. Both sides of the educational process are engaged in its course, and both care about its
quality. The student is a person, a subject of the educational process. Ablewicz (2003) highlights this
subjectivity, emphasising that in a relationship with another person, it is necessary to adopt a
personalistic attitude — one that enables us to recognise the individual in the full specificity of their
personal being. The teacher becomes a facilitator of this process (Rogers, 1961, 1980; Koscielniak, 2004) —
someone who creates the conditions for the student’s optimal development, fosters an atmosphere
conducive to learning, and provides a space that supports the educational process. The teacher offers
support — not in a directive way, but by discreetly guiding, while granting students ample freedom in
their actions, space to develop responsibility for their own learning, and opportunities to co-design their
educational path.

Hagenauer and Volet (2014, pp. 374-375) describe two dimensions of the teacher-student
relationship, distinguishing between the support dimension and the affective dimension. The affective
dimension refers to the emotional bond that develops between participants in academic education,
serving as the basis for creating a sense of security. It is broadly understood as care for students and is
regarded as a humanistic value. The support dimension, on the other hand, includes all actions undertaken
within the teacher-student relationship that aim to provide learners with the assistance necessary for
their development (e.g., email correspondence, clearly communicated expectations, etc.). Establishing a
relationship between teacher and student is a dynamic process. Building such a relationship requires a
belief that it is valuable — worth caring for, developing, and nurturing. It is also worth noting that both
subjects involved in academic education share responsibility for its quality. Teachers can develop
qualities that help support their relationships with learners. Among these, Karpouza and Emvalotis
(2019, p. 123) list: passion for one’s subject, respect for others, accessibility, authenticity, and enthusiasm.
An intersubjective, supportive relationship is an essential and fundamental element in discussions of
personalised education in higher education. Cotten and Wilson (2006, p. 505) emphasise that students
perceive both benefits and potential drawbacks in establishing relationships with academic teachers.
Among the benefits, they highlight primarily the feeling of being important to someone and the
awareness of belonging to the academic community. Among the risks associated with such relationships
are issues related to taking responsibility for them, as well as the need for involvement, which requires
time and other resources. When examining the relationships between participants in academic education
within personalised education, it is also worth highlighting teacher characteristics identified by Cotten
and Wilson as particularly valued by learners. These characteristics can play a significant role in
building personalised relationships: a sense of humour, sharing personal information (such as referring
to one’s own experiences during classes), an interactive teaching style, and actively engaging students
during lessons. This suggests that, in order to establish satisfying relationships at university — not only
in one-on-one meetings but also during group classes — teachers need to be open with learners and
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willing to share their experiences and reflections. A sense of humour and authenticity can help build
credibility in the eyes of students and positively influence the quality of these relationships.

A teacher working in the spirit of personalised education becomes a facilitator of the learning
process. One of their most important tasks is to create an environment conducive to learners’
development — an educational space. Arnett (1993, pp. 117-119) distinguishes between two types of
environments in which teacher-student relationships are formed. The first is a defensive environment. In
a space where the atmosphere is marked by defensiveness and fear, categories such as superiority,
control, and judgement are more likely to emerge. The second is a supportive environment, which
promotes the growth and development of learners. Activities in this climate focus on problem-solving,
empathy, and equality. As Arnett emphasises: “A relationship is invited when a teacher is able to call
out the personhood of a student. The most important resource in dialogic education is the quality of
teachers. Faculty need to be able to call students into a commitment to excellence by recognising what
those students are capable of accomplishing in the future” (1993, pp. 124-125). These words highlight
how essential the teacher's role is in helping learners move toward realising their full potential.

The teacher invites students to participate in the learning process, facilitates this process, and
presents themselves as someone accessible to them. This accessibility enables the moment of “selection”
described by Ablewicz (2003, pp. 167-169) — a crucial point in the context of the educational situation,
which serves as a confirmation of the student’s subjectivity. Both parties in the educational process have
the right to be heard. A learning environment characterised by a supportive atmosphere encourages
students to take intellectual risks and to speak openly about issues important to them, without fear of
negative consequences (Vasianovych et al.,, 2023). This is made possible through dialogue-based
education.

The teacher-student relationship, one of the pillars of personalised education, is becoming not only a
fundamental element but also a prerequisite for its very existence — a constitutive feature. The teacher’s
facilitative attitude allows the student to be placed at the centre of academic education. This is made
possible by acceptance, authenticity, and empathic understanding — the three core qualities of such an
attitude (Rogers, 1961, 1980; Rogers & Freiberg, 1994). Through the intersubjective relationship that is
established, the student can receive the support they need in the learning process — support which they
themselves actively indicate a need for.

3. RESEARCH OBJECTIVE, METHODOLOGY AND DATA

In 2024, research was conducted at the Jagiellonian University in Cracow.with the aim of examining
the functioning of personalised academic education at the institution. The main research question was:
How does personalised academic education function at the Jagiellonian University? This overarching question
was then operationalised into a broad set of specific research questions:

1. How is personalised education described by those responsible for shaping academic education
(management staff, academic staff trainers), academic teachers, and students?

1.1. How is personalised education understood in the respondents’ narratives?

1.2. What are the goals of personalised education, according to the respondents?

1.3. What requirements are placed on teachers working in the spirit of personalised education,
according to management staff and academic teachers?

2. What measures are proposed and implemented in academic teaching within the framework of
personalised education, according to the respondents?

2.1. What forms of personalised education are proposed for working with students?

2.2. What forms of personalised education are proposed for academic staff?

3. How is personalised education assessed by managers, academic teachers, and students?

3.1. What opportunities do the respondents perceive in the implementation of personalized
education?
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3.2. What threats do the respondents perceive in the implementation of personalised education?

3.3. What obstacles are identified by managers and academic teachers in implementing various
forms of personalised education?

4. How do the respondents view the implementation of personalised education at the Jagiellonian
University?

4.1. What are the reasons for implementing personalised education, according to the management,
and what outcomes are expected from this process?

4.2. How do the respondents assess the current state of personalised education implementation at the
Jagiellonian University?

4.3. How important do the respondents consider the implementation of personalised education at
the Jagiellonian University to be?

4.4. What measures, according to the management and academic staff, could support the
implementation of personalised education at the Jagiellonian University?

The research was designed and conducted within the interpretative research paradigm. Individual
methodological decisions are illustrated using the research onion model proposed by M. Saunders et al.
(2023), which clearly presents the six successive layers of a research project. The first and outermost
layer represents the paradigm in which the research is embedded. The subsequent layers address
categories such as the approach to theory building (explanatory approach), the type of research, research
strategy, time horizon, and methods of data collection and analysis. Given the nature of the study, it was
situated within the constructivist (interpretative) paradigm. Its ontological assumptions are based on the
belief that there is no single objective reality, but rather multiple realities constructed by individuals.
Knowledge, likewise, is not objective but is co-created by subjects who assign meaning to the
phenomena and experiences they encounter. In research grounded in the interpretative paradigm, both
participants and researchers are viewed as constructors of reality. This makes true objectivity on the part
of the researcher difficult to achieve, and maintaining distance from the phenomenon under study
becomes nearly impossible (Hatch, 2002, pp. 13-16).

In the context of this study, among the available explanatory approaches, adopting an inductive
approach seems appropriate, as it involves the collection of qualitative data. This approach also allows
for in-depth research, enabling a thorough understanding of the phenomenon under study, which was
particularly important in this research. The inductive approach often accompanies research embedded
within the interpretative (constructivist) paradigm, as is the case here. The next layer concerns the type
of research. Due to the subject matter, qualitative research was chosen. This approach enables capturing
the meaning of phenomena relevant to the researcher, allowing for a deeper understanding and,
importantly for this study, gaining insight into respondents’ experiences, assessments, and opinions
(Flick, 2018). It facilitates individual constructions of reality and the extraction of the world as it is
experienced, created, and interpreted by people in their everyday lives and interactions with others
(Cropley, 2022, p. 11). The fourth layer of the model is the research strategy. Due to the nature of the
study and its subject area, it was decided to adopt the narrative analysis strategy. The fifth layer of the
research onion model concerns the research time horizon. Research can be either longitudinal or cross-
sectional. Cross-sectional research involves studying a specific phenomenon at a particular point in time.
While this type of research is typically associated with quantitative methods, it is also employed in
qualitative research (e.g., interviews conducted within a specific time frame). The research described in
this text falls into this category. The final and innermost layer of the research onion model consists of
data collection procedures and methods of analysis. For this purpose, the following methods were used:
document analysis (of documentation prepared by Polish research universities participating in the IDUB
competition), individual in-depth interviews, and focus group interviews. The interviews were
conducted as open oral interviews, consisting of free-flowing conversations. The research involved 21
individual, unstructured, and partially standardized in-depth interviews (Guest et al., 2006). Fifteen
academic teachers participated, including tutors and those not officially associated with this form of
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education but who implement the principles of a personalised approach in their teaching practice.
Additionally, six members of the management staff were interviewed, four of whom also worked as
teachers with students; thus, both roles were highlighted during the interviews when discussing specific
topics'. Three focus group interviews were also conducted, involving a total of 27 students, including
one doctoral student. Participants in the first focus group were students engaged in tutoring at a faculty
where this form of personalised education is included in the study programme. Participation in this
tutoring is voluntary, but there is a limited number of places available for students wishing to benefit
from it. The participants in the second and third focus groups studied at a different faculty and took part
in a compulsory course involving personalised teaching. Thanks to the data collected using the research
methods described above, it was possible to identify and explore the approach to personalised
education. Individual methodological decisions are presented below (Figure 1).

Cross-sectiona

Narrative

/71D, FGI, document Inquiry Interpretivism
analysis

MAXQDA (data Qualitative
analysis) Research

Fig. 1. Research onion showing layers of the research
Source: M. N. K. Saunders, P. Lewis, A. Thornhill (2023) & ]. A. Hatch (2002) (adapted)

The research conducted covered a broad spectrum of the functioning of personalised education at
the Jagiellonian University and serves as the basis for a comprehensive report. This article presents only
a selected portion of the research findings. The authors decided to focus on and describe the
characteristics of the relationship between academic teachers and students that emerged from the
empirical research. This focus is justified because personalised education based on interpersonal
relationships is a fundamental foundation of the academic education process.

Each person who participated in the research (in an in-depth interview or a focus group interview)
signed a consent form to participate. The consent form did not contain any personal data of the
interviewee; it was signed with the initials of the participant. The form included the most important
information about the study (purpose, use of results), notification of the start and end of the recording,
the possibility of interrupting the interview, and receiving a copy of the recording upon request. It also

1 Selecting the number of interviews to be conducted was not an easy stage in the research process. Referring to the work of G.
Guest, A. Bunce, and L. Johnson, who point out that 12 interviews in qualitative research are usually sufficient to obtain a clear
picture of the perception of a given phenomenon and to examine respondents’ experiences, it seems that in this case, 21
interviews are sufficient (see: Guest, G., Bunce, A., & Johnson, J. (2006). How Many Interviews Are Enough? An Experiment
with Data Saturation and Variability. Field Methods, 18(1), 59-82. https://doi.org/10.1177/1525822X0527990)
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contained an assurance that any information enabling the identification of the interviewee would be
anonymized. Thus, when referring to specific fragments or entire statements, the persons uttering the
words were assigned individual codes. For members of the management staff, the code is “K” followed
by a number (assigned according to the order of the interviews); for academic teachers, the code begins
with the letter “N”; and for students, the codes take the form “S” followed by a number.

4. RESULTS AND DISCUSSION

As mentioned earlier, the research was conducted among management staff, academic teachers and
students of the Jagiellonian University. These individuals were asked, during individual and focus
group interviews, what personalised education is and how they understand it. Analysis of the collected
research material allowed us to identify several important elements that appeared in their definitions.
These include:

* taking into account the needs of the learner;

= individual nature of teaching work (which does not always mean one-on-one interaction)

= specific attitude towards students, meaning a willingness to get to know them, recognise their
needs, and care about their development.

The respondents most often attempted to define and describe personalised education by taking into
account the needs of the learner. These needs can vary greatly because, as was pointed out, students
come to university with different backgrounds and different prior knowledge (knowledge they already
possess upon entering higher education). These needs can relate to many issues. During the research,
those related to students’ cognitive development, the need to adapt teaching methods to learners’
preferences, and the need to achieve specific goals set by students emerged. The importance of this
aspect in defining personalised education is illustrated by the following statements.

(...) an individual approach to a given student, focusing on their needs and on what they want to do at a
particular point in their life. (K1)

Personalised education should simply, from my perspective and understanding, focus on the individual
needs of the student — the person who is studying. (K2)

For me, personalised education means tailoring education to the needs of each student — that is, taking
into account their aptitudes, prior knowledge, and the goals they want to achieve at university or college. (N4)

There have also been numerous statements emphasising the aforementioned individual nature of
work characteristic of personalised education.

(...) personalised education is education that is definitely more individual in nature. It is certainly more
focused on the needs of our students, whether they are university students or school pupils. (K1)

(...) the opportunity to meet with students face-to-face — either one-on-one or in smaller groups that
allow for direct contact — to learn about the expectations of the people I am interacting with, how they perceive my
work, and what their feedback is on what I teach. (N14)

The interviews also revealed opinions suggesting that the format of classes conducted by the teacher
is not decisive in determining whether personalised education is taking place. It was emphasised that
the principles of personalised education can be implemented during exercises, workshops, seminars,
and lectures — because what matters most is the teacher's approach to students. Once again, the point
was made that individual contact does not necessarily imply personalisation and is not a prerequisite for
it.

(...) even in lectures — even large ones — there is still room to at least partially try to find ways to listen to
what students have to say, to give them a platform not only to absorb the content I'm conveying, but also to reflect
on it, talk about it, or at least exchange some observations in some way. (N14)

Thus, individual contact is not a prerequisite for the implementation of personalised education
(although it can undoubtedly facilitate the establishment of a personalised relationship). What matters
more is the teacher’s approach to the educational process: their attitude towards students, their
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willingness to recognise students’” needs, and their readiness to support their development — even
during lectures, for example, by engaging with students who ask questions and are willing to participate
in discussions. In the eyes of the respondents, personalised education is a form of education in which the
above-mentioned relationship between the participants in academic education plays a crucial role.
During the interviews, references were made to concepts such as persona and personalism, and the
interviewees emphasised the importance of this relational aspect of a personalised approach.

(...) if it is to be truly personalised education, it must take into account the well-being of those involved,
because I think it’s also very relational. Since it is personalised education, it’s about two people meeting — at
least two — or a person who plays the role of a teacher and people who play the role of students or learners, and a
person who plays the role of a lecturer. (N13)

Because, it must be emphasised, the most important element is building relationships. When we build
relationships, education looks completely different. And so, there are still such ideas, but they are all very
individual — they depend on people who simply want to work differently, to act differently. (N5)

The respondents also clearly pointed to the need to increase the availability of personalised
education, which involves “stripping it of its elitism”. This is illustrated by the following excerpts from
their statements:

It’s not just about educating the elite. 1t's about adapting to each individual, each person, regardless of
their abilities. (K6)

I will emphasise once again that it is absolutely not true that personalised education is only for the
outstanding, because the outstanding have the advantage of being outstanding — which means they will cope in
any circumstances. These are not the people we reach out to first. (K4)

It was emphasised that currently, for example, tutoring is often available only to students with the
highest grade point average — and this should not be the case. According to the respondents, academic
education should be based on a deeper relationship, as the teacher-student relationship becomes a
unique form of cooperation between individuals. The need to move away from understanding
personalised education exclusively as a form of tutoring was also highlighted. This point seems
particularly important in the context of how this approach is described within the reality of Polish
academic teaching, where it is often reduced to tutoring alone — thereby limiting the broader educational
concept of personalised education to just one of its forms. An illustration of this position can be seen in
the excerpts from the statements quoted below.

However, I would not limit personalised education solely to traditional methods such as tutoring, mentoring,
or the classic master-apprentice relationship. I see it in a broader context. (N14)

(...) I understand personalised education much more broadly than just tutoring. Tutoring is more
related to leadership, management sciences, being a leader in a group, or, for example, Anglo-Saxon culture and
academic tutoring, but not necessarily immersed in personalised education. (...) It is a much broader category (...).
(N1)

An analysis of students’ statements clearly reveals their expectations regarding the personalization
of education. Individual and personalized contact with teachers is what they desire and need during
their time at university. This interaction enables them to acquire knowledge more effectively and,
consequently, to develop optimally. Many of the respondents explicitly outlined the goal of personalized
education as building relationships and recognizing the student as a person.

Because I ot stuck on the word ‘relationship,” and I'm wondering if it isn’t an indispensable element of
personalised education (...) I think that the greatest impact of this form of education is, after all, on the
relationship with the person imparting the knowledge. (53, Focus Group Interview #3)

I would also like to add that personalised education allows you to build this relationship between the
teacher and the student, and I think that building a relationship with someone and talking on this level is very
valuable for every student. It doesn’t have to be with everyone, but when it happens, it’s really meaningful. (514,
Focus Group Interview #2)

Thanks to personalised education — and especially, as emphasised by students, thanks to
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participation in tutoring — students have the opportunity to be noticed; they do not feel that by seeking
help and support in the development process they are imposing on the teacher. Instead, they feel that
they are an important part of this process, a person who can receive the help they need. This fact is
highlighted in the following excerpt from a statement by a student participating in tutoring.

(...) Actually, this is the first time I've had someone who teaches me, someone I can talk to more — first of all,
for longer, about deeper topics, I would say — and I don’t feel like I'm imposing or taking up their time,
because that’s what tutoring is all about. I haven’t had such an opportunity before to talk about educational
topics in a way that suits me... (53, Focus interview #1)

Relationships between teachers and students are primarily built and shaped by academic teachers as
initiators and managers of the educational process. During the analysis of the collected research
material, 60 statements were identified and coded as ‘characteristics of an academic teacher in
personalised education.” To organise this large number of fragments, four categories were established,
representing sets of features/characteristics:

e general features most frequently mentioned,

e relational competences,

e categories of skills,

e features related to the performance of a professional role.

According to the respondents, an academic teacher who establishes a relationship with a student
should be characterised by a constant desire to develop, learn, and discover new teaching and learning
methods in order to work effectively within the spirit of a personalised approach. They should also be
willing to share their experience with other teachers. Additionally, it is necessary for them to be
reflective and aware of their own knowledge and limitations. An academic teacher possesses
communication and interpersonal skills, is able to ‘spot talent,” and can adapt the content of education to
the needs and interests of students. In establishing relationships with students, they can be aided by
treating learners with kindness, showing genuine interest in them, and being willing to provide support.
Below are excerpts from statements highlighting the most frequently mentioned characteristics of an
academic teacher in personalised education during the interviews.

Definitely openness. Openness in the sense of... openness to new methods and new tools. I think that’s
very important. Openness to innovation, creativity, and flexibility. What I mean is that it’s not like I have one key,
and that’s the only way to do something. I am open to the possibility that a student may have a different
idea, other solutions, and that these may also be good and interesting. (N5)

It is well known that the basic characteristics of a teacher are, one might say, commitment and empathy.
(N9)

(...) flexibility, the ability to adapt a plan prepared in advance — for example, for a series of classes — to
the individual needs of a student; to notice that a given person may not be as interested in what the teacher
himself is interested in. (N15)

(...) when it comes to characteristics, every academic teacher should like their students. They should like
their job. (N4)

These would rather be qualities such as a particular way of thinking about education, a perspective on one’s
professional role, an approach to students, and genuine consistency and willingness to support. Not everyone is
willing to support; not everyone is able to provide support. (N1)

I mean, they should definitely be open and genuinely interested in other people, and they certainly
shouldn’t create artificial barriers, because we know that some kind of barrier will always exist, but artificial
barriers resulting from hierarchy should be avoided. (N12)

The word cloud below (Figure 2) provides a graphical summary of statements made by management
staff and academic teachers regarding the characteristics that a teacher working in the spirit of
personalised education should possess — characteristics that can help teachers implement the principles
of this approach. The characteristics of academic teachers most frequently mentioned by the respondents
are highlighted in purple.
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Fig. 2. Word cloud showing the characteristics of an academic teacher working in the spirit of personalised
education
Source: authors” work

It is worth noting that the interviewees' statements suggest that the characteristics, skills, and
competences of an academic teacher working in the spirit of personalised education are, in fact,
generally applicable to all academic teachers. The interview setting thus provided an opportunity to
reflect on the qualities that every university teacher should possess.

5. CONCLUSIONS

The aim of the research was to identify how the academic community perceives personalised
education, and in particular, how the relationship between teacher and student is shaped and what
significance it holds — a characteristic selected by the authors and explored in this article. This
discussion enabled a comparison of the obtained results with previous research and pedagogical
theories, as well as the identification of challenges and practical implications for the functioning of
higher education. The findings indicate that personalised education is perceived within the academic
community primarily as an approach that emphasises the needs of the learner, the individual nature of
teaching (though not necessarily in a one-on-one format), a specific attitude towards students, a desire to
get to know them, and a concern for their development. Research has revealed that there are certain
qualities that an academic teacher who wants to work in the spirit of personalized education should
possess. The most prominent among them were empathy, openness, flexibility, willingness to provide
support, sympathy for students (liking students), and interest in the other person (what they are like,
what they like, what their strengths are etc.).

Particular importance was attached to the quality of teacher-student relationships, which are crucial
for creating an environment conducive to both personal and academic development. In light of the
results, this relationship is becoming increasingly partnership-based and dialogue-oriented, although
elements of the traditional hierarchical model remain present. The respondents’ statements confirm that
effective personalisation requires not only the adaptation of teaching methods but also a redefinition of
the teacher’s role — from a knowledge-imparting expert to a mentor and guide supporting each
student’s individual learning path. Data analysis reveals that the teacher-student relationship is a key
element in the implementation of personalised education. Both academic teachers and students
repeatedly highlighted that it is the quality of interaction that influences the effectiveness of the
educational process. A positive relationship, based on mutual respect, trust, and openness, was seen as a
prerequisite for personalisation to occur in practice. From the students” perspective, the teacher is not
only a source of knowledge but also a guide, mentor, and at times a partner in the academic journey.



Personalised Education Starts with Relationship: Theoretical and Research Insights... 33

The importance of individual feedback, emotional support, and the teacher’s willingness to adjust
teaching methods to the group’s needs was emphasised. At the same time, some teachers noted the
challenge of balancing the role of subject-matter expert with that of companion in the learning process.

The research also revealed several challenges associated with the implementation of personalised
education in a university setting. The most frequently mentioned difficulties included large class sizes,
limited time available to teachers, a lack of systemic support for individualisation, and unclear
expectations regarding the role of the lecturer. Some respondents also expressed concerns about
excessive teaching workloads. The findings highlight the need for comprehensive, systemic solutions to
support the development and sustainability of personalised education at the university level. These
could include:

e development of tutoring and mentoring programmes — initiatives providing individual support
for students by academic staff,

e training for academic teachers — in areas such as interpersonal communication, providing
feedback, and teaching methods that support personalisation,

e use of digital tools — for example, adaptive learning platforms that tailor content
and pacing to individual student needs,

e organisational changes — such as reducing the size of seminar/exercise groups or increasing the
number of hours allocated to individual consultations.

Such solutions would enable more effective implementation of the idea of personalisation within
a mass university setting, without the risk of overburdening academic teachers.

In the future, it would be worthwhile to develop research in several directions: comparing the
perception of teacher-student relationships across different fields and levels of study; analysing cultural
differences in approaches to personalised education; and assessing the long-term impact of
personalisation on graduates’ competences and their future careers. When considering directions for
further research, one can refer to the words of one of the student participants: “Let’s promote
personalised education and encourage its development”. Reflections on potential risks
and challenges associated with its implementation can be aptly summarised by another student’s
statement: “There are always risks, but let’s not be afraid of them. Let's give it a chance, let's just try it
out, and if it doesn't work, it doesn't work —but let’s give it a chance”
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Koaaca Jarmapa, Caiigak-bypcbka Anna. «IlepconHasizoBaHa ocBiTa IOYMHAEThCSA 31 CTOCYHKiB: TeOpeTHuHi Ta
AOCAIAHUIIBKI acmeKkTM AVHaMIKM BUMTeAb—ydeHb». Kypuar I[lpuxapnamcviozo ywisepcumemy imeni Bacurs
Cmedgaruxa, 12 (3) (2025), 23-36.

IlepconaaizoBaHa ocBiTa — Ile KaTeropis, MMOBIpHO, IIMPOKO BijOMa B aKajeMiYHUX KOJAaX, OCODAMBO B
Ilearoriudin criasHoTi. OgHak my0aikarii, IpUCBIYeHNX il TeMi, SIKi 30cepeAKeHi Ha BigoOpa keHHi ii BUTOKIB i
KOHCTUTYTUBHUX PUC, Oya0 HeAOocTaTHbO. TOMY BUSBMAOCA HEOOXIAHMM OTpMMAaTU IINPIIY IIePCIeKTUBY Ta
Hagaty OiApII rAMOOKMII OIMC IepCOHAaAi30BaHOI aKadeMidHOI OCBiTH. Y IIiif CTaTTi AOCAIAXKYIOThCA TEOPeTUYHI
OCHOBU 1IbOTO MiAXOAY 4O OCBiTHBOTO IpoOIlecy, CIIMpalOuMCh Ha OrAsd, BiAlIOBiAHOI HayKoBoi AiTepaTypu. Takoxk
npeAcTaBAeHi pe3yaAbTaTU AOCAiAKeHHs IepCcOHaAi30BaHOI aKageMiuyHOI OcBiTH, IposedeHoro y 2024 pomi B
Jreasoncekomy yaiBepcuteTi B Kpakosi (Iloapma). ¥ mit craTrri aBTOpmM OOIPYHTYBaAM XapaKTepPUCTUKU
B3a€MOBIAHOCMH MIiX BUKJAajadaMU Ta CTyAeHTaMH, IIJO BUHUKAM y Pe3yAbTaTi eMIipMYHOTO AO0CAiA>KeHH:. 3
MeTOIO 3i0paHHs Ta cuUcTeMaTM3allil IOrAs4iB Ha IepcOHaAi30BaHYy akKajeMiuHy OCBiTy Ta ii po3yMiHHS, 6y/10
IpoBeAeHO iHAUBiAyaabHI TANMOUHHI iHTepB'I0 Ta POKYC-TPYHOBi AUCKycil. ¥ Aocaig>XeHHi B3fAM ydacTh IIiCTh
4Y/J€HiB yHIpaBAiHCPKOIO IIepCOHAAy YHiBepCUTeTy, ITSTHaALSITh BUKJAadadiB i ABaAlsATH CIM CTYAEHTIB, i BOHO
OasyBaslocsl Ha MeETOJOAOTIl SKICHOTO JOCAig>KeHH:A. Y KOHTEKCTi IIepCcOoHaAi30BaHOI aKaAeMiuyHOI OcBiTH
BIIOKPEMJEHO KiAbKa KAIOUOBMX KaTeropiil, HaMIIOMITHIII 3 sAKux: yBara 40 iHAMBiAyaAbHUX IIOTped V4HIB,
IlepcoHaJi30BaHMII XapaKTep HaBuaHHsA 1 crenndgivyHe, CTYAEHTOLIEHTpUYHE CTaBJAeHHs cepel BUKAaAadiB.
BaskausicTh B3ae€Moaii MiXX IIegaroromMm i CTy4eHTOM IIpeACTaBA€HO SK KAIOYOBUI acIeKT IepcOHaAi30BaHOL
akageMiuHoi ocsiTu. Hapemri, gocaig>keHHsI 3acBigumao SKOCTi, SIKMMM IIOBUHHI BOAOAITM BMKAaAadi, I100
eeKTUBHO B3a€EMOAIATH 3i CTyAeHTaMI Yy Ayci IIbOTO OCBITHBOTO IiAXOAy. 3TiAHO 3 pe3yAbTaTaMU AOCAiAKEHHs,
SKICTh B3a€MMH MiX IejaroroM i 3joOyBaueM OCBiTU Bidirpa€ BupillalbHy poAb Yy CTBOPEHHi cepesoBMUINa,
CIIPUATAUBOTO A I1iAiCHOTO Ta iHTerpaAbHOTO PO3BUTKY CTYAEHTIB.

Karouosi caosa: nepcoHaaizoBaHa OCBiTa, B3a€MOBIAHOCHMHU MiX BUMTeAeM i yuyHeM, akadeMiuyHa AMAaKTUKa,
0COOVICTICHO Opi€HTOBaHe HaBYaHH:, iIHAUBiAyaaizamis.



