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Abstract 

The aim of this current study is to understand reflective problem solving of teachers 
who are active in learning. Teachers’ continuing professional development cannot be 
separated from reflective practice and problem solving, neither in individual, nor in 
organizational level. In this research 37 teachers were chosen from the database of the 
Hungarian Institute for Educational Research and Development, who are active in 
trainings and participating in developments and innovations. Teachers’ beliefs and 
perceptions had been looked at through their professional career narratives, semi-
structured interviews and focus group discussions. The results of the study indicate that 
teachers’ reflection is based on problems. Whereas teachers interpreted problems as the 
lack of professional competencies, which is becoming one of the barriers of reflective 
dialogue of the community. Moreover we identified organizational and personal barriers 
of deeper strategic reflection. In conclusion, the elements of horizontal learning are 
present in the life of the organizations, but these are not associated on a systemic level in 
order to support teachers’ reflective problem solving. 
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Introduction 

On the foundation of the Organisation, Teacher and Teacher Education Research Group6 

a research team consisting of ELTE teachers and one doctoral student was organised in 
20157 at the Institute of Education of Eotvos Lorand University, Faculty of Education and 
Psychology, with the aim of exploring teachers’ beliefs about learning. Among many 
topics that the research team is working on, this paper focuses on the results in relation 
to teachers’ reflective problem-solving. Regarding all the subtopics the general aim of 
the research was to investigate teachers’ thinking about learning, knowledge sharing 
and the related beliefs about the role of their teacher-colleagues’ and that of the 
organization they work in. Understanding the features that inspire individual teachers to 
learn and cooperate in professional terms as well as those characteristics that aggravate 
this process was a specific goal. It was a scientific objective to explore and describe the 
beliefs and perceptions of teachers who are active in learning in relation to their own 
learning and to organizational learning. A further scientific aim was to interpret 
Hargreaves and Fullan’s (2012) model of professional capital in the school in the context 
of Hungarian public education. The specific objective according to the topic of this 
paper: to explore certain characteristics of reflective thinking, getting to know what 
types of problems teachers face and how the monitored actors of the Hungarian public 
education think about solving these problems. Furthermore, it was also an aim to 
compare the results of an analysis carried out with an internationally well-known and a 
Hungarian reflective model as well as with Hargreaves and Fullan’s model. 

Context and research problem of the study 

Teachers’ continuous professional development in Hungarian public education is 
enhanced by many in-service teacher trainings made obligatory by professional policy, 
developments and innovations in the schools are inspired by different Hungarian and 
international tenders. According to a representative research8 conducted in 2014 
teachers, benefit from these possibilities in different ways; there are those who 
continuously look for solutions to improve their competencies, who read, attend 
conferences and take part in school developments, or in the lack of these, run 
developments themselves. The rationale behind the choice of the research topic in this 
study is that it is not known what drives these teachers’ learning, and how it actually 

                                                 
6 http://www.ppk.elte.hu/en/otte 
7 Nationally funded project (TAMOP 4.1.2.B.2-13/1-2013-007) within the framework of ’Renewal of 
Teacher Training’ project. Members of the group: Aniko Fehervari associate professor with habilitation, 
Orsolya Kalman assistant professor, Erika Kopp assistant professor, Sandor Lenard associate professor 
with habilitation, Istvan Nahalka associate professor, Nora Rapos associate professor with habilitation, 
Judit Szivak associate professor with habilitation, Agnes Vamos professor, Eva Verderber PhD student. 
8 The Hungarian Institute for Educational Research and Development (HIERD) generated a representative 
sample of 8571 teachers with an online data collection in the academic year 2013/2014. This represents 
the 7.78% of the Hungarian teaching population. The sample of 37 participants constitutes 1,036% of the 
population of HIERD database. 
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takes place. How do they perceive their own role, that of their colleagues and that of the 
organization and its functioning in the learning process, and who or what do they 
identify as supporting and aggravating features? 

Researching reflective thinking and problem-solving 

Dewey (1933) is considered to be one of the most determining figures of researching 
teachers’ reflectivity. He and then Schon presumed that reflection is a way of thinking 
which serves problem-solving and comprehends the skill that enables us to choose 
reasonably in a given situation among the most appropriate solutions and bear the 
responsibility of it (Schon, 1983). With the spreading of the research related to the 
reflective approach, reflection was already perceived as a cognitive strategy that 
supports teachers’ learning (Wilson, 2008), the expansion of professional efficiency 
(Grimmett, MacKinnon, Erickson & Riecken, 1990; Johnston and Badley, 1996) and the 
social aspects of reflection (Evans, 1998). It was articulated already in the 1990’s that 
for the adaptive modification of the “behaviour”, the culture of an organisation, a 
systematic, organizational level reflection is needed (Garvin, 1993). Since the 2000’s, a 
number of research works in relation to the connection between the behaviour of 
learning organisation and reflection have been undertaken (Loughran, 2006, Marzano et 
al., 2012; Hargreaves & Fullan, 2012; Hilden and Tikkamäki, 2016). 

Relation to the problem 

The description of the cyclic process of reflective thinking is associated with Dewey 
(1933), Eby and Kijawa (1994), Pugach and Johnson (1990) and Schon (1983). The base 
is always the problem, the problem situation. In a school context, the cultural 
characteristics of a given community play a significant role in what they consider to be a 
problem and how they address it (Child and Kieser, 1993; Grosse and Simpson, 2008). 
Where success and failure is overtly communicated, there is reflection, where there is no 
reflection failure is defined as a problem (Whitley, 1992. cited by Juhaszne Kler, 2011). 
The teacher learns what is considered to be problem in the organisation where their 
socialization happens (Lave and Wenger, 1991; Doczi-Vamos, Vamos and Rapos, 2016). 
The relation to problems and mistakes is learned just like problem-solving. This also 
implies that the problems of beginners and of those with more experience may differ 
and that the presence and role of reflection may vary in level and quality. 

The reflective process of problem handling    

The complexity of the process of problem handling ranges from the simple 
spontaneously solved problems to the more complex ones to be solved in convergent or 
divergent ways. Problem solving can be divided to five steps: (1) recognising and 
identifying the problem, (2) designing the alternative ways of reaching the desired state, 
(3) decision about the suitable alternative, (4) actions serving to reach the desired state, 
and (5) drawing the conclusions and further steps. Within the reflective problem-solving 
process this cyclicity, that is to say the dialogue between the situation and the person 
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reflecting plays a significant role. By evoking previous cases, they either succeed to find 
routine solutions in their professional repertoire or they find new ways of solving the 
problem relying on past experience. After systematically testing the methods of 
solutions, if the pattern proves to be adequate it builds into the routine schemes. During 
the evaluation of the method of solution, the analysis of the success of application and of 
the consequences takes place. It can be stated according to the quality of these factors 
whether or not learning actually occurred (Dewey, 1933; Schon, 1983). 

The interpretation framework of the research  

The model of the levels of reflection 

Taggart and Wilson (2005) identified three levels of reflection. (1) Technical level: only 
the description of the problem happens without analysis and interpretation; the 
application of similar experiences and the incorporation of old schemes. The aim is to 
solve the difficulties quickly and practically (previously: Van Manen, 1977; Grimmett et 
al. 1990). (2) Contextual level: analysis embedded into pedagogical situation happens, 
through the consideration of the content and the circumstances, decision to solve the 
problem by searching for alternative ways. The reflective cycle is complete. (3) 
Dialectical (critical) level: In the resolution of an issue, the deliberation of ethical and 
societal components takes place. The aim is to make a decision of moral content with the 
critical and introspective exploration of the beliefs influencing the behaviour of the 
actors and the societal context.  

Strategic model 

In Szivak’s strategic model (2014) it is not the problem, but the “self” which stands in 
the centre. According to this model, self-understanding and self-efficacy are determining 
in the relation to the solution of the problem (Ghaye, 2011). The individual perception 
and judgement of the problem situation depend on the person’s values, beliefs, 
experiences, preparedness and goals. In the case of a teacher these components are in 
interaction with the organisational culture they work in (Figure 1.).  
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Figure 1: The strategic model of reflection (Szivak, 2014, 17.) 

 

Hargreaves & Fullan’s professional capital of the school model 

In our research, we adapted the three elements of Hargreaves & Fullan’s (2012) 
professional capital model to the two above described model of reflectivity. According to 
the professional capital model, the efficiency of the schools is the joint development of 
three forms of capital (human, social and decisional): the development process is 
supported by human capital from the side of the qualities of individuals, decisional 
capital from the aspect of reflectivity, evaluation, interpretation, whereas social capital 
from collective knowledge sharing.  

Description of the research 

Sample and methods 

There were 37 teachers who, according to their answers encoded in a database of a so 
called National Representative Online Teacher Research (NROTR), showed highly 
positive values in the actions related to innovation, learning and knowledge sharing.  

During the creation of this indicator first we identified the questions in the 
questionnaire of the aforementioned research, which carried information in relation to 
the three particular aspects (learning: 18 items, innovation: 12 items, knowledge 
sharing: 11 items). Using these data we constituted weighted averages, then by 
normalizing the data received in relation to innovation, learning and knowledge sharing, 



HERJ Hungarian Educational Research Journal, Vol 8 (2018), No 3 

13 

we obtained a value for each of the three character-dimensions of the given teacher. As 
the next step, we assigned a point to each teacher in a three-dimension coordinate 
system and we calculated the length of the locus vector connecting the point to the 
origin. Based on this indicator we ranked the teachers of the HIERD research sample. 
Due to the low level of propensity to take part in the research we could build a sample of 
37 teachers9 out of those who inclined to take part and were on top of the list of 100. 
Further elements of the list represented such low values that it was doubtful if they 
could meet the inclusion requirements of our research, so we stopped at a sample of 37 
teachers. The sample did not need to be representative.    

Through making personal contact with them we first asked for narratives about their 
professional careers, then with prepared interviewers we conducted interviews with 
them. We sent them the first raw results of the research and invited them for a group 
interview to discuss the issues raised. By incorporating the results of this latter stage we 
asked for personal written comments from the participants to the paper supplemented 
with questions still open for the research group.  

Group interview: we organized and video recorded a meeting led by a facilitator with 8-
10 participants about research results previously sent to them together with questions 
assembled by the research team.  

Big data statistical analysis: in order to have a national overview we analysed the 
NROTR database (N=8571), which served as the source of our sample (N=37). Our goal 
was not the statistical comparison of the two samples, but the examination of how the 
results received from the 37 respondents indicate the specificities of the given sample; 
whether they are similar or different from the population they are derived from. Our 
goal was to present some particularities of teachers’ thinking and beliefs and encourage 
further research in the field.   

Methodological elements related to the topic of the study  

Narrative: in the life-course narratives we analysed the starting point, aim, content and 
level of reflection along categories of analysis connected to research questions (Table 
1.).   

                                                 
9 25 people of the sample teach in primary school, 1 person in vocational technical school, 2 people in 
vocational school, 9 people in high school. There was institutional overlap in two cases among the 
teachers: 31 women, 6 men. Average years spent in the profession: 28.3 (range: 20). According to the type 
of settlement: 10 people work in Budapest/capital city, 5 people in a regional centre, 20 people in a town, 
2 people in a village (5 people did not answer this question). 
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Table 1. Code categories of the open-ended questions focusing on reflection in the narratives and interviews 

Subject of analysis Research questions Categories of analysis 

Starting point of reflection 
Does analytic behaviour stem 
from a problem situation? 

Problem situation 
Cognitive strategy 
Problem 
Problem related to education 
Problem related to teaching 
Problem related to the professional 
functioning of the institution 
Problem related to the teacher 

Aim of reflection 
Does it serve the development of 
individual or organisational 
functioning? 

Tool of leadership 
Tool of obtaining information  
Shaping of thinking 
Condition of common learning and of the 
learning management processes of the 
organisation 

Content of reflection 

To what extent does reflection 
concern the dimensions of 
teaching-education and 
knowledge sharing-knowledge 
acquisition?  

Teaching success 
Teaching problems 
Educational success 
Educational problems 
Forms of knowledge sharing, knowledge 
acquisition 
Place of knowledge sharing, knowledge 
acquisition 

Levels of reflection 
On which level does reflection 
appear based on the three 
models? 

The model of the levels of reflection: 
technical level 
contextual level  
dialectical level 
Strategic model: 
level of individual description, 
interpretation 
level of learning 
level of common learning 
Professional capital model 
human capital 
decisional capital 
social capital 

In order to analyse the problems, the following main categories were generated: nature 
of the problem, actors, solution process and the result of problem-solving. A teacher 
could mention more elements hence the number of categories is higher than the number 
of respondents. For recalling and describing memorable problems directed questions 
were applied in the questionnaire. In the narratives, we examined the problems of the 
beginner and experienced teachers as well as the supporting and obstructive 
circumstances and actors. In the NROTR database the types of problems and the method 
of solving them were enquired and we compared them to the results from our sample.  

The interview: from the total number of 19 questions 4 were related to reflection. The 
questions were related to the common analysis of the efficiency of pedagogical work and 
the support of the school management in the analysis, and to the reflectivity of regular 
professional meetings, pedagogical questions, problems and discussions. In connection 
with problems, we asked for the description of a memorable one.  
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Main questions of researching reflective problem-solving 

 What are the most important professional problems of teachers, what kind of 
problem-solving do they apply (source, content)? 

 What kind of problems do teachers see regarding their professional career? Who 
and what supported or hindered them in solving the problems?  

 What characterises teachers’ beliefs about reflection, on what level do they apply 
it, what are their reflective strategies like, and respectively what do they think of 
their colleagues’ cooperation and organisational support in relation to problem-
solving? 

Results 

Starting point and content of reflection 

Respondents mainly reflect related to problem situations. The majority indicated 
problems related to learning (N=19), while those related to education (N=12) and 
professional functioning (N=10) were mentioned less. In the majority of cases reflection 
is induced by only one problem (N=52). Reflections of pedagogical success were scarcely 
mentioned (N=15). The number of failures (N=42) in solving pedagogical problems is 
higher than the number of successes (N=15). 

Problem areas and the content of reflection 

The memorable problems (descending order): student integration, learning/assessment, 
student behaviour, relationship with the parents, problems related child protection, 
school functioning, school development, teaching management. Problems also may have 
overlapped (e.g. student integration and child protection). In the National 
Representative Online Teacher Research 19.1%-34.2% of teachers indicated teaching-
based problems (evaluation, classroom management, development of competencies 
related to subjects, individualised development, curriculum/planning) (Figure 2.). This 
is a lower percentage than what we found in our research of 37 participants, where the 
problems related to education and teaching was 90%. The proportion of the problems 
specifically linked to education is 38%.   
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Figure 2: Problem areas as identified by teachers (Source: HIERD 2013/14 database; N=8571)  

 

From the problems indicated in the questionnaires, the majority are successfully solved. 
As the reason for success, respondents emphasise their individual struggles, typically in 
a retrospective way after several years/decades. In the majority of these cases the 
solution is individual or comes from within the school, there are some cases mentioned 
where help came from outside the institution (e.g. network for protection of children, 
parent). The reasons for failures mentioned were mainly tied to external factors (e.g. 
maintainer, another school, parent), and they emphasised that although they were not 
successful, many colleagues worked hard on the solution (e.g. professional community, 
faculty, class teachers, the teachers themselves).  

Problems of beginner and experienced teachers, supporting-hindering factors 

With the analysis of narratives (N=37) we were looking for differences in how 
respondents think about their problems in the beginning of their career and later when 

3.3

7.3

10.7

16.1

16.9

19

19.1

25

25.4

25.6

28.4

29.8

34.2

37.5

40.3

47.3

49.6

61.9

0 10 20 30 40 50 60 70

Other

Lesson planning

Colleagues learning from each other

Teaching and education in a multicultural
environment

Cooperation with colleagues

Identification and development of talented children

Evaluation of children

Classroom management

Knowledge related to my subject area

Teaching and education of socially heterogeneous
children

Personalized development of students

Development of methodological and pedagogical
competencies

Knowledge and requirements related to curriculum
planning

Developing computer skills required for teaching
work

Foreign language learning for professional
development

Aggression and conflict management

Teaching of special educational needs (SEN) students

Meeting the requirements of teachers' career
scheeme



HERJ Hungarian Educational Research Journal, Vol 8 (2018), No 3 

17 

they are more experienced. Retrospectively they think that the causes of the problems in 
the beginning were their unpreparedness, and the deficiencies of teacher training 
(Kalman, Rapos, Kopp & Szivak, 2016; Pesti, Nagy & Rapos, 2017) exaggerated 
“professional illusions”, unrestricted enthusiasm and big ideas. Many of them found 
employment in the school where they had studied, which may imply a kind of closed 
cultural context. It meant protection for them. As supporters, they mentioned their ex-
teachers becoming colleagues, their first headmasters and in-service teacher trainings. 
In case of problems some significant ex-teachers or parents also proved to be helpful 
from the aspect of practice and of teacher’s identity and mission. For those who get into 
a new school, entry into the profession is full of storm and stress, as well as latter years. 
These teachers seek and undertake new situations. Hindering factors mentioned by 
them were headmasters, unfriendly and mistrustful circumstances, colleagues’ 
professional jealousy, furthermore the constant scepticism in their own professional 
competencies, the problems of domestic mentoring (see international outlook: Vamos, 
2010a; Vamos, 2010b).  

Beginners’ problems: individual differences between students, social disadvantage, 
students’ motivation, handling students’ behaviour. The majority of teachers were 
struggling with behaviour problems of one or a few students and were more active in 
solving their social problems.   

According to the narratives, behaviour management remains the most frequent problem 
for teachers in their more experienced years as well. At this time of their career, 
students’ social problems are interpreted as societal problems projected into the school. 
Since “illusions” are lost, they turn to learning for becoming more competent. They 
undertake development, most of which focuses on their own practice. They are the ones, 
who are more sensitive to classroom and school-level problems (question of staff, 
merger of schools, curriculum innovation, school enrolment).    

Features of reflection given to the problem 

Reflection is explicitly and implicitly present in this continuous professional 
development. In the NROTR database 58.8% of the respondents indicated that their 
competency of professional self-reflection is of good quality, 17% of them are in full 
possession of this competency, 18% possess it to some extent and 0.8% indicated that 
they do not have it at all (5.4% did not know or did not answer).  

Based on the model of Taggart & Wilson 

In 41 cases of the total sample of 37 participants the content elements of the answers 
concerned the technical level of the Taggart & Wilson model, that is to say they 
concentrate on activities that are successful in the short term. Reflection to the 
contextual level could be interpretable in 31 cases, and to the dialectical level in 10 cases. 
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Based on Szivak’s strategic model 

We coded 112 answers in relation to the strategic model, out of which 40 were in 
relation to the contextual level. Within this set, 21 focused on teaching, 13 on the 
students, and 6 on students’ learning. Within the categories of context, aims and 
solutions, the lowest number teachers reflected on students’ learning and the highest 
number did so on their own teaching. Major differences could be marked in the number 
of teachers reflecting on scientific, theoretical knowledge (N=7) and on the knowledge of 
the narrow professional community (N=21).  

Based on the model of Hargreaves & Fullan  

We found the highest occurrence of connections between human capital and the 
technical level of reflection, and the lowest one between social capital and the dialectical 
level of reflection (Figure 3.)  

Figure 3. Number of reflections in the relationship of the levels and the elements of professional capital theory (N=37) 

 

Interpretation, evaluation of the results of the research 

General understanding of the results of the research 

We found that teachers who are active and committed to learning are sensitive to 
problems and make efforts to tackle them. In the course of this, reflection points to the 
technical solutions first, which, with the lack of experience or with not much of it, can be 
attempts, later, the trust of relying on their own experience, but it can also be sticking 
into their own experience. We could not reveal how learning (stable and adaptive 
change) happens in the case of technical level-reflection. In-service teacher trainings and 
informal inner school talks, formal classroom visits motivate some to analyse the 
context. As most of the problems are solved by the teachers themselves, the reflective 
dialogues with colleagues are rare. Self-reflection could be seen in the case of problems 
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concerning several students, classes and schools. This seems to strengthen the position 
of the strategic “self”. As these self-reflections also feed developments and innovation, 
we presume, but could not access how much it inspires learning.   

In our opinion, the lack or shallowness of individual problem-solving and reflection is 
connected to identifying problems with mistakes, errors that should be hidden and kept 
in secret, it is contrived and interpreted as the instability of their professionalism. A 
common explanation is that Hungarian public education expects the complete and 
accountable possession of competencies. We consider the discovery as a result of our 
research that this approach is dominant at the majority of those teachers who are open 
to learning. Moreover, they learn it in school that problems are especially characteristic 
of beginners with no experience. Teachers working at the institution for ages are the 
holders of knowledge, new colleagues “should orient themselves” to their practice in 
terms of defining the problem, solving it and in decision making. They learn that when it 
is about solving a problem they should rely on informal relationships and should fend 
accountability and decisions to higher positions because expertise is there. The focus 
group meeting reinforced that mistakes are taboos in the school, the pretence of trouble-
free functioning is part of self-positioning and of institutional competition; nevertheless 
we could not reveal what elements of school culture and functioning maintain them.  

Reflective problem-solving along the three models 

Our analysis springs from Fullan & Hargreaves’s Professional capital model (1992), 
which we complemented with two authentic models of reflectivity. The connection of 
the different perspectives opens the door to the visualization of complex 
correspondences in connection with reflective processes as well as with the effect-
mechanisms of individual and organisational learning.  

Table 2. The matrix of the reflective models and the professional capital model 

Professional 
capital model 

Human capital Decisional capital Social capital 

Levels of 
reflection 

Technical level Contextual level Dialectical level 

Strategic model 
of reflection 

Description Interpretation „Learning” Common learning 

 

At the technical level of analysis the teachers’ processes of examination lack deeper 
understanding and stick to the descriptive level, where their own activities, feelings are 
in the focus of their reflection in their individualistic thinking. The teachers pay 
attention to themselves, do not change perspectives, do not look at the actions with the 
other’s eye, and do not regard them in context. Due to this, they do not organise their 
professional learning and the growth of their human capital in a conscious and reflective 
way, therefore their connection to other capitals is not efficient. The envisagement of 
goals in the pedagogical process does appear; we also encoded the highest number of 
answers to this element in the narratives; however, as for the examined group of 
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teachers, the real exploration of problems and causes does not characterise this goal 
setting. The teacher focuses on determining pedagogical goals in vain, since if he or she 
does not strive for understanding the reasons for reaching or not reaching these goals, 
possible learning points do not ensure professional learning and the growth of human 
capital.  

The level of analysis trending towards understanding the context cannot only be 
assigned to the development of human, but that of decisional capital, as well as it can be 
connected to the category of learning in the strategic model of reflection. Within this 
relation, the emphasis shifts to exploring connections in students’ and teachers’ 
reflections. The sample was less characterised by the idea that the teachers keep their 
own preconceptions in mind, reflect on them, assign the applied solutions to long-term 
pedagogical aims, with focus on the consequences, as well as the appointment of the 
directions of development of their own professional knowledge and practical 
experiences, finding new ways in fighting problems with the help of which they are able 
to change the basic pattern of their teaching.      

Social capital appears as being part of a community, as a personal social network which 
infers knowledge sharing, or as it appears in the strategic model, common learning and 
its reflection. The effect of common learning and dialectic analysis appearing in the 
narratives on the development of social capital are present sporadically, thus, the 
teachers’ reflections along these categories come in to action the least. Nevertheless, 
these deeper level reflections would give possibility to start on their journey of 
becoming a learning organisation, of creating those organisational frameworks which 
the institution’s professional capital could be attached to. The process of the emergence 
of professional learning communities, the support of knowledge sharing or each other’s 
professional development is therefore a less reflected area within the circle of the 
teachers under investigation.         

We interpret the phenomena revealed as the perception of each teacher in relation to 
their schools’ culture and climate in correlation with the beliefs about the own identity, 
continuous professional development and about the relationship between the colleagues 
and the school. With this research, we did not find the element of the professional 
capital model which states that problems are natural parts of life and every profession, 
and solving them and the solution itself is a new resource illustrative of the teachers 
working in the Hungarian public education and active in learning.        

We identified two factors as barriers of deeper strategic reflection. (1) Organisational 
barrier: policy trending to motivate teachers to learning appears to be engagement and 
expectation to which teachers can get support. In our interpretation, this has bearing on 
the development of human capital and teachers do not see or not many of them see its 
individual and community expedience. They do not see themselves to be interested in 
sharing problem-solving and reflection. (2) Personal barrier: the constant lack of 
organised and formal improvement of the reflective competency seems to be a barrier 
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(to a different extent) to the development of decisional capital even in the case of those 
who are more committed to and active in learning and self-development. Of course, the 
two factors, organisational and individual, are interrelated. Only a few of the 
respondents declared to gain knowledge from others during organisational level 
knowledge sharing. That is to say, elements of horizontal learning are present in the life 
of the organisation, but these are not associated on a systemic level and developed 
together in order to create professional learning communities instead of an island-type 
of functioning.  
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