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Women are still underrepresented in engineering courses although some German
universities offer separate women’s engineering courses which include virtual STEM
learning environments. To outline information about fundamental aspects relevant for
virtual STEM learning, one has to reveal which similarities both genders in virtual
learning show. Moreover, the question arises as to whether there are in fact differences
in the virtual science learning of female and male learners. Working with virtual
STEM learning environments requires strategic and arithmetic-operative competences.
Even if we assume that female and male learners have similar competences levels,
their correlational pattern of competences, motivational variables, and invested effort
during virtual STEM learning might differ. If such gender differences in the correlations
between cognitive and motivational variables and learning behavior were revealed,
it would be possible to finetune study conditions for female students in a separate
engineering course and shape virtual STEM learning in a more gender-appropriate
manner. That might support an increase in the number of women in engineering
courses. To reveal the differences and similarities between female and male learners,
a field study was conducted with 56 students (female = 27, male = 29) as part of
the Open MINT Labs project (the German term for Open STEM Labs, OML). The
participants had to complete a virtual STEM learning environment during their regular
science lessons. The data were collected with questionnaires. The results revealed that
the strategic competences of both genders were positively correlated with situational
interest in the virtual learning environment. This result shows the big impact strategic
competences have for both genders regarding their situational interest. In contrast,
the correlations between mental effort and competences differed between female and
male participants. Especially female learners’ mental effort decreased if they had more
strategic competences. On the other hand, female learners’ mental effort increased if
they had more arithmetic-operative competences. All in all, female learners seem to be
more sensitive to differences in their strategic and arithmetic-operative competences
regarding their mental effort. These results imply that the implementation of separate
women’s engineering courses could be an interesting approach.

Keywords: virtual science learning environments, situational interest, mental effort, arithmetic-operative
competences, strategic competences, facilitating function, enabling function, gender
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INTRODUCTION

Students differ in their preferences for specific subjects and
these differences seem to be partly correlated with gender
(Buse and Bilimoria, 2014). In Germany, for example, only 21
percent of female student beginners in 2014 were enrolled in
STEM courses to obtain an engineering position (Statistisches
Bundesamt, 2016). On the other hand, 44 percent of student
beginners in chemistry and 48 percent of student beginners
in mathematics were female (Kompetenzzentrum Technik-
Diversity-Chancengleichheit e.V, 2015). Indeed, various studies
have found that boys have somewhat higher spatial skills
than girls, whereas girls have somewhat higher verbal skills
and read slightly better than boys (Halpern, 2012). However,
recent research revealed that such cognitive differences changing;
moreover, the data depending on different tasks characteristics
(Miller and Halpern, 2014). Additionally, recent research has
indicated that such an essentialist view of social categories such
as gender is highly problematic as it presupposes the existence of
natural, clear-cut categories with relatively time-stable properties.
There is little support for this essentialist view, especially from
the side of neuroscience. It has proved difficult to replicate
studies on gender differences in the functional organization of
brain regions related to specific cognitive skills, which implies
that research findings on this issue need to be reflected very
carefully (Rippon et al., 2014). Contrary to the assumption of
essential differences, Hyde recently concluded from a meta-
analysis of gender-specific studies that “male and females are
similar on most, but not all psychological variables” (Hyde, 2005,
p. 581); this resulted in the formulation of a gender similarity
hypothesis.

Despite these gender similarities, the question still arises
as to which reasons might influence women’s and men’s
different study choices. One possible explanation could be
gender-specific socialization differences. From an antiquated
point of view, gendered socialization means that women
and men grow into society with fixed role labels, upon
which they usually do not reflect (Gudjons, 2006). Indeed,
recent perspectives of socialization describe both genders as
socially structured with many inter-individual differences, but
embedded in an asymmetric gender proportion (Bührmann
et al., 2000). Although, as Bührmann et al. (2000) argued, the
dual concept of gender-specific socialization is questionable,
structural differences between genders are reflected by labor
market segregation, indicating undercover mechanisms.
Possible explanations might be allocative discrimination of
women in engineering positions, when women with the
same competencies and work-related characteristics as men
are treated differently from their male counterparts (Brylla,
2005). For instance, some job advertisements can be posted
only in male dominated networks. As Brylla (2005) mention,
women start also frequently in lower positions and earn less
money than their male colleagues. Further possible explanation
could be found in different ways of learning, especially in
corporate learning situations. Auszra (2001) suggested that
women require specific learning formats in order to have
the opportunity to learn need-orientated. On the one hand

these formats should reflect women’s biographical learning
requirements, fostering the compatibility of job and family.
On the other hand, one could speculate whether women
prefer different forms of learning than men. Samel (2000),
for example, considers men’s behavior on the average as more
competitive, whereas women are assumed to behave more
implicitly, show more cooperative behavior and act more
carefully than their male counterparts. These differences might
be due to different socialization pattern of men and women.
Moreover, of course, differences of that kind should not be
interpreted as dichotomies but at the very most as slight
tendencies because effect sizes are usually very small and the
assumed gender differences are not as big as assumed (Hyde,
2005).

Regardless of the small differences and the impressive
gender similarities, creating a customized learning situation
for women can provide them with an opportunity to learn
without the system of male dominance and gender-specific
competitive situations (Auszra, 2001). For this reason, several
universities have set up engineering courses that are only
open to female students in Germany (Kuntz-Brunner, 2017).
These courses incorporate virtual STEM learning environments
that enable women to work in individualized situations
on STEM contents without social competition and prevent
the multifaceted mechanisms of gender discrimination from
operating.

Despite the fact that female and male learners differ only
marginally in competences (Hyde, 2005), there can be differences
in the sensitivity of their competences in virtual science
learning. For instance, the correlational pattern of cognitive
competences, motivational variables, and invested effort when
working with a virtual STEM learning environment might differ
between female and male learners. If such gender differences
were revealed with regard to correlations between cognitive
and motivational variables and learning behavior, it would be
possible to finetune study conditions for female students in a
more gender-appropriate manner, creating a separate course for
women and a virtual STEM learning environment adapted to
female learners. Such motivational considerations cannot solve
the problem of women’s underrepresentation in engineering
courses as a whole, of course, because they represent only a minor
part of the picture regarding gender-specific barriers. However,
they could be one small step within a series of others toward
solving the problem.

With reference to this background, the following study
will determine whether there are any correlations between
cognitive competences, situational interest, and the individually
invested mental effort of female and male learners when
learning with virtual STEM learning environments. First, we
will describe the common characteristics of learning with virtual
STEM learning environments. Then, we will show how the
competences needed for virtual science learning might affect
the learners’ situational interest and the mental effort they
invest in their virtual STEM learning. After that, we will
describe supposed similarities and differences between female
and male students when learning with virtual STEM learning
environments.
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THEORY

Virtual STEM Environments
Any kind of science learning requires students to understand
the logic of experimentation, which involves the evaluation
of theory-based hypotheses under controlled conditions
(Diekmann et al., 2010; Drexler and Baker-Schuster, 2012).
Learners have to understand that relevant conditions have
to be manipulated systematically in order to investigate how
experimental results change when conditions vary. Besides
conceptual understanding of the presented phenomena,
mathematic competence (particularly arithmetic-operative
skills) plays an important role when students are required to
analyze quantitative data from experiments with regard to
specific regularities or hypotheses.

Computer-based STEM learning environments offer learners
the possibility to perform virtual experiments that enable them to
test experimental conditions with regard to their outcome and to
interact with the learning content on their own in an exploratory
fashion. The virtual STEM environment encompasses all the
knowledge necessary to understand and carry out the experiment,
the simulated experiment itself, and its evaluation. Learners
can independently investigate, manipulate, and change specific
conditions that are expected to affect the results, and engage in
the arithmetic-operative operations that are necessary to evaluate
the experiments. In other words, these environments allow active
science learning in the classroom due to their interactivity
because learners can interact with and react to the subject matter
and monitor and control the investigation process (Wirth and
Leutner, 2006; Niegemann et al., 2008).

Effective learning in computer-based experimental learning
environments is affected by strategic competences, which enable
learners to plan experiments in a mindful and hypothesis-
driven manner based on their conceptual understanding of the
subject matter, and by mathematical skills, which are required
for the quantitative analysis of results. Furthermore, it might be
affected by motivational aspects such as interest and effort, which
therefore constitute further requirements. According to Schraw
et al. (2001), situational interest can be defined as the “temporary
interest that arises spontaneously due to environmental factors
such as task instructions or an engaging text” (p. 211). Thus,
situational interest is environmentally activated and can possibly
be fostered by virtual learning environments in which learners
can control experimental conditions and actively investigate the
research subject in their own way.

In the following, the relational pattern between strategic
competences, mathematic competence, situational interest, and
mental effort invested by the learner in virtual experimental
STEM environments will be analyzed more closely with the
aim of uncovering possible similarities and differences between
female and male learners.

Strategic and Arithmetic-Operative
Competences
Virtual STEM learning environments offer high potential for
interactions. When learning with such learning environments,

learners have to interact with the learning content to generate
information (Wirth and Leutner, 2006). This means that
learners have to plan and carry out actions; they have to
record and analyze their observations, reflect on their results,
and monitor their own learning process and adapt it, if
necessary. As a consequence, learners need specific strategic
competences to deal with the requirements of the virtual learning
environment, for example, planning, analysis, monitoring, and
reflection (Pokay and Blumenfeld, 1990; Heyn et al., 1994;
Lin et al., 1999). Furthermore, a learner’s arithmetic-operative
competences allow her or him to solve the mathematic
numerical operations associated with experimentation more
easily. Thus, these competences are also highly important for
students’ mental effort when learning with virtual experimental
STEM environments (Philipp, 2013). Hence, learners’ strategic
competences can be seen as an essential requirement for
using virtual STEM learning environments, dealing with the
learning content, and managing the demands of such an
environment.

Situational Interest
Students’ strategic competences allow them to interact more
intensively with learning content (e.g., Ballstaedt, 2006).
Therefore, these competences can also foster learners’
spontaneous interest in the learning subject, as learners can
explore the content more deeply when learning in a virtual
learning environment. The implementation of learning strategies
brings the learner closer to understanding the learning subject
and its details. Indeed, the requirements of the learning
situation during virtual experimentation encourage students
to consistently use learning strategies, and higher usage of
learning strategies (or higher strategic competence) can result
in higher situational interest. As explained above, situational
interest is defined as a spontaneous and environmentally
activated type of interest that is based on the conditions of the
learning situation and learning material (Schraw et al., 2001;
Grüninger, 2013). Accordingly, virtual learning environments
can be assumed to activate learners’ spontaneous interest in the
learning subject, provided that the learners have the necessary
strategic competences to explore the environment. Thus, we
assume that students with higher strategic competences are
more likely to develop situational interest because their higher
competences open up a broader range of possible experimental
manipulations and investigations for them compared to students
with lower strategic competences. The more competences
they have, the higher situational interest can be expected to
be and the more deeply the environment will be explored.
Consequently, the usage of strategic competences has an inner
relation with the content of the virtual learning environment.
In contrast, arithmetic-operative competences are not related
to content. Operations with numbers in general do not have a
semantic relation with learning content (Krasa and Shunkwiler,
2009). Thus, there might be no inherent relation between
the learners’ arithmetic-operative competences and their
situational interest. Next, we will consider the possible effects
of arithmetic-operative and strategic competences on mental
effort.
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Mental Effort as a Function of
Competences
The relationship between competences and effort seems to
be inherently ambiguous. On the one hand, learning requires
the usage of limited resources such as time and working
memory. In addition, the learner has to activate motivational and
energetic resources. The learners’ cognitive resources invested
in the learning process are the so-called ‘mental effort’ (Sweller,
2005; Sweller et al., 2011). The mental effort invested by
students during learning is affected by their competences
regarding the learning domain. This is because the amount
of working memory capacity required for conscious control
decreases with increasing expertise, due to a higher amount of
automatic processing, which requires a lower amount of effort.
With reference to cognitive load theory (Sweller et al., 2011),
one could assume that learners with higher competences in
the learning field need less mental effort than learners with
lower competences. Therefore, competences have a facilitating
function as they reduce the effective effort (Sweller et al., 1998;
Sweller, 1999; Schnotz and Rasch, 2005). Learners with higher
competences have higher abilities to deal with the learning
demands; hence, they have to invest less mental effort in the
respective learning field than learners with lower competences.
Such a facilitating effect can be assumed, for example, for
the learner’s mathematical competences when learning with
experimental environments because the required arithmetic
operations can be performed more easily on the basis of higher
competences.

Moreover, an increase of competences can also enable learners
to do things they were not able to do previously with lower
competences. In this case, the higher competences allow them to
engage in deeper and more elaborate cognitive processing, and
an increase of competences is then associated with an increase of
invested cognitive effort. The learners’ mental effort is related to
their willingness to engage in the cognitive requirements of the
learning process. Willingness to engage in the learning-relevant
processes might generally be higher in students with higher
competences than in students with lower competences (Paradies
et al., 2009). Thus, adequate competences are a prerequisite for
performing certain processes and can therefore have an enabling
function (Sweller et al., 1998; Sweller, 1999; Schnotz and Rasch,
2005). Learners with higher competences deal better with the
learning demands; hence, for them it might be easier to solve
the learning tasks. As a consequence they might be willing to
invest more mental effort in the respective learning field than
learners with lower competences. Such an enabling effect can be
assumed especially for learners’ strategic competences because
learning with virtual environments encompasses a broad range
of possible interactions with the learning content, including
deep consideration of complexity. Higher strategic competences
can increase mental effort required to complete virtual STEM
learning environments.

The general correlational pattern between conceptual
competence, mathematical skills, situational interest, and mental
effort expected based on these assumptions is depicted in
Figure 1. The figure shows that we expect strategic competences

FIGURE 1 | Hypothetical correlations between arithmetic-operative
competences, strategic competences, situational interest, and mental effort
with a focus on the facilitating function and enabling function (Sweller et al.,
1998; Sweller, 1999; Schnotz and Rasch, 2005).

to be correlated with higher situational interest, and we expect
that higher arithmetic-operative competences could have a
facilitating function and be correlated with lower mental effort,
while strategic competences could have an enabling function and
be correlated with higher mental effort (Figure 1).

Similarities and Differences between
Female and Male Students
Learning with virtual STEM learning environments leverages
the general habits of the so-called ‘digital native’ generation
regarding usage of new media. Female and male learners might
be rather similar in this respect because both are familiar with
these media and usually enjoy working with them (Prensky,
2001). Accordingly the assumed positive correlation between
strategic competences and situational interest might be the same
for both genders. However, there might also be gender differences
with regard to the above-mentioned competences. Several studies
have revealed that, on the one hand, female learners use more
strategic competences in learning situations on average than
male learners (Dresel et al., 2004; Ziegler and Dresel, 2006). On
the other hand, male learners frequently have more arithmetic-
operative competences than female learners (Artelt et al., 2003;
Halpern, 2012). Because, as Rippon et al. (2014) emphasized, it
has proved difficult to replicate studies on gender differences in
the functional organization of brain regions related to specific
cognitive skills, research findings on this issue need to be reflected
on very carefully. If we assume, however, that higher strategic
competences lead to higher willingness to use such competences
(Paradies et al., 2009), we can speculate that there might be
differences in female and male learners’ correlational patterns of
situational interest, mental effort, and strategic and arithmetic-
operative competences. Indeed, the sensitivity of women and
men’s strategic and arithmetic-operative competences might
differ regarding their mental effort.
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QUESTIONS AND HYPOTHESES

The purpose of our study was to determine whether there
are differences and similarities in the sensitivity of female and
male learners’ arithmetic-operative and strategic competences in
virtual science learning with regard to their situational interest
and mental effort. If gender differences and similarities in the
correlation patterns are revealed, it would be possible to finetune
study conditions in a more gender-appropriate manner for
female students, creating a separate course for female learners.
That might support an increase in the number of women
in engineering courses. With a focus on this purpose, we
investigated the following research hypotheses:

Situational Interest
(H1a) Higher strategic competences are associated with higher

situational interest in a virtual learning environment.
(H1b) The correlational patterns between situational interest

and strategic competences are similarly pronounced in
female and male learners.

Mental Effort
(H2a) Higher strategic competences have an enabling

function regarding the conceptual planning of virtual
experiments, resulting in more elaborated cognitive
processing, which leads to higher invested mental effort.

(H2b) Higher arithmetic-operative competences have a facili-
tating function for the processing of quantitative data
generated by virtual experiments. For specific computa-
tional tasks, higher arithmetic-operative competences
are therefore associated with lower mental effort.

(H2c) The correlational patterns between mental effort and
arithmetic-operative and strategic competences are
differently pronounced in female and male learners.

METHODS

The following study is based on a project about the usage of
virtual STEM labs conducted by the Universities of Applied
Sciences Kaiserslautern, Koblenz, Trier, and Koblenz-Landau
funded by the German Federal Ministry of Education and
Research. The project aims at enabling college students of
engineering to plan, conduct, and evaluate interactive virtual
science experiments with a special emphasis on supporting
female students in the domain of STEM (Fleuren et al., 2014).

Participants
A total of 56 high school students from 10th and 11th grades
with a mean age of 15.89 (SD = 2.31) participated in this study.
The precondition for their participation was that their legal
guardians signed a consent form, which contained information
about compliance with data protection guidelines as well as about
the study’s aims, procedure, and material. In the sample, 27 of the
participants were female and 29 were male. The participants had a
mean grade of 2.46 (SD= 1.05) in the relevant subject (chemistry
or physics) in the previous school year.

Variables and Materials
We used gender (female vs. male), strategic competences, and
arithmetic-operative competences as independent variables and
mental effort and situational interest as dependent variables. The
values for Cronbach’s Alpha were assessed with 214 participants
from all studies within the OML project (see values below).

To assess the strategic competences, we used three scales
(planning, regulation, and monitoring) of the Kieler learning
strategy inventory (KSI; Heyn et al., 1994) which has a four-
step answer format (example item: “If I prepare myself/learn
I make myself a list with the important things and learn it
afterwards”). The value for Cronbach’s Alpha was 0.88. The
arithmetic-operative competences were assessed with two task
packages from the Berlin intelligence structure test (BIS 4; Jäger
et al., 1997) which challenge students to solve mathematical
problems in a fixed time frame, moderated by an experimental
assistant (example item: “A worker earns €15.20 per hour.
How much does he earn if he works 5 h?”). The value
for Cronbach’s Alpha was 0.99. Mental effort was collected
with an item of Paas et al. (1994) and an item of Wagner
(2013). These items capture students’ judgment of the amount
of effort required and of the task difficulty (example item:
“How much did you exert yourself while solving the learning
environment?”). Both items included a nine-step answer format.
The value for Cronbach’s Alpha for mental effort was 0.56 and,
therefore, low; this might be because the scale measures both
estimated effort and perceived difficulty. The situational interest
of students in the completion of the learning environment
was explored with adapted items from the questionnaire
in order to capture the actual motivation in learning and
performance situations (FAM; Rheinberg et al., 2001). The value
for Cronbach’s Alpha was 0.81. The FAM questionnaire included
a seven-step answer format (example item: “In this learning
environment I like the role of the scientist who discovers
relationships”).

Procedure
The field study was carried out in the classroom during regular
school lessons of physics or chemistry. First the students had to
answer two task packages from the Berlin intelligence structure
test (BIS; Jäger et al., 1997) in a fixed time frame, which was
moderated by an experimental assistant. In the next step the
students had to complete a virtual learning environment, which
had been created in the OML project and includes five chapters:
orientation, foundations, experiment, application, and reflection.
The orientation chapter offers a motivational introduction to the
learning environment. Additionally, it gives an overview of the
content, goals, and relevant previous knowledge. The foundations
chapter offers an overview of the theoretical background (e.g.,
the content, relevant diagrams, and formulas) and relevant
questions or hypotheses. In the experiment chapter, the students
investigate the questions or hypotheses by trying out different
virtual experimental tools. Figure 2 shows an example from the
virtual learning environment, air cushion tram, which was used
in physics lessons and developed at the University of Applied
Sciences in Trier (Roth et al., 2014).
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FIGURE 2 | Experiment chapter within the virtual learning environment: air cushion tram (Roth et al., 2014, p. 5).

The application chapter invites students to apply the
knowledge and strategies they have learned in the previous
chapters. The reflection chapter sums up the learned content and,
with several questions, encourages learners to evaluate their own
learning process. The virtual learning environment is interactive,
enabling students to switch between different chapters. Thus, the
learners can, for instance, reread the theoretical background if
they have problems completing the virtual experiment or they
can go back to the experiment during application of the learned
content.

After completion of the learning environment, the
participants received a questionnaire that assessed their
mental effort, situational interest, and strategic competences (see
variables and material above).

RESULTS

In a first step, we computed the correlations between the four
variables mental effort, situational interest, strategic competences,
and arithmetic-operative competence. Table 1 shows that the

TABLE 1 | Pearson correlations, means, and standard deviations from the scales:
Mental Effort, Situational Interest, Strategic Competences, and
Arithmetic-Operative Competences (N = 56).

Indicant 1 2 3 4

Mental effort

Situational interest 0.042

Strategic competences −0.073 0.239∗

Arithmetic-operative competences 0.012 0.199 −0.226∗

Mean 10.45 11.71 47.36 5.78

SD 3.75 5.37 12.34 1.90

∗p < 0.05, ∗∗p < 0.01, one-tailed.

learners’ situational interest was significantly positively correlated
with their strategic competences. The participants’ arithmetic-
operative competences were significantly negatively correlated
with their strategic competences.

In a next step, we examined the female and male learners’
differences for the variables mental effort, situational interest,
strategic competences, and arithmetic-operative competences. The
results are displayed in Table 2.

To test our hypotheses, we conducted regression analyses
with strategic competences, gender (female vs. male), and the
interaction of these two factors as predictors and with mental
effort and situational interest as the respective criteria.

Situational Interest
To verify Hypotheses1a and 1b, we ran regression analyses
with the variables situational interest, strategic competence, and
gender. The model with the predictors gender (female vs. male)
and strategic competences significantly predicted situational
interest, R2

= 0.11, adj R2
= 0.08, F(2,53)= 3.34, p = 0.041. The

model revealed that situational interest was affected by students’
strategic competences, β = 0.32, t(55) = 2.34, p = 0.023. This
indicates that students with more strategic competences had
more situational interest in the virtual learning environment
(Table 3). Furthermore, gender had no impact on situational
interest, β = −0.25, t(55) = −1.84, p = 0.072. Accordingly,
there was no difference between the situational interest of female
and male participants in the virtual learning environment. In
the next step, we included interaction between gender and
strategic competences in the model, R2

= 0.16, adj R2
= 0.12,

F(3,52)= 3.38, p= 0.025. However, the interaction effect was not
significant, β=−0.22, t(55)=−1.75, p= 0.086.

The model with the predictors gender and arithmetic-
operative competences and the criterion situational interest was
not significant, R2

= 0.05, adj R2
= 0.01, F(2,53) = 1.37,
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TABLE 2 | Means, standard deviations and difference in means of both genders of the scales Mental Effort, Situational Interest, Strategic Competences, and
Arithmetic-Operative Competences of Female and Male Participants.

Female Male Total

N 27 29 56

Variable Mean SD Mean SD Difference in means of both genders

Mental effort 10.70 4.11 10.21 3.44 0.49

Situational interest 10.89 4.75 12.48 5.86 1.59

Strategic competences 51.37 11.63 43.62 11.98 7.75∗

Arithmetic-operative competences 5.22 1.53 6.28 2.09 1.06∗

Results of t-tests, ∗p < 0.05, ∗∗p < 0.01.

TABLE 3 | Hierarchical regression predicting situational interest (N = 56).

Variable B SE(B) β

Step 1

Gender −1.38 0.75 −0.25

Strategic competences 0.14 0.06 0.32∗

Step 2

Gender x strategic competences −0.11 0.06 −0.22

Strategic competences were centered. Effect coding was used for gender.
∗p < 0.05, ∗∗p < 0.01, R2

= 0.16, adj R2
= 0.12, F(3,52) = 3.38, p = 0.025.

p = 0.263. In the next step, we included interaction between
gender and arithmetic-operative competences in the model, but
neither the model, R2

= 0.05, adj R2
= −0.01, F(3,52) = 0.90,

p = 0.447, nor the interaction effect, β = 0.02, t(55) = 0.13,
p= 0.897, was significant.

To sum up, in accordance with our Hypothesis 1a, the results
show that strategic competences are positively correlated with
students’ situational interest. In accordance with our Hypothesis
1b, this correlation did not differ between male and female
participants. Additionally, there was no correlation between
situational interest and arithmetic-operative competences.

Mental Effort
To test Hypotheses 2a and 2c, we ran regression analyses with
the variables mental effort, strategic competences, and gender.
The model with the predictors gender (female vs. male) and
strategic competences and the criterion mental effort was not
significant, R2

= 0.01, adj R2
=−0.02, F(2,53)= 0.39, p= 0.681.

In the next step, we included interaction between gender and
strategic competences in the model, which was then significant,
R2
= 0.15, adj R2

= 0.11, F(3,52) = 3.16, p = 0.032. In
addition, interaction was significant, β = −0.37, t(55) = −2.93,
p = 0.005, while the regression coefficient for gender (β = 0.11,
t(55)= 0.84, p= 0.405) and the regression coefficient for strategic
competences (β = −0.12, t(55) = −0.87, p = 0.387) were not
significant; strategic competences showed no enabling function
for mental effort for both genders.

To verify Hypothesis 2c, we interpreted the interaction
effect. Therefore, we used dummy coding for the dichotomous
variable (0 = female/1 = male; 1 = female/0 = male) and
included it in two complementary regression models. In the
first model, in which the female group was coded 0 and

the male group was coded 1, the regression coefficient for
strategic competences was significant, B = 0.24, t(55) = 2.93,
p = 0.005. Thus, strategic competences indeed affected mental
effort in the group of female participants. By contrast, in the
second model with the opposite coding pattern, the regression
coefficient for strategic competences was not significant, B= 0.08,
t(55) = 1.43, p = 0.158. Thus, higher strategic competences
decreased the mental effort of female participants, whereas higher
strategic competences had no effect on the mental effort of
male participants. Consequently, strategic competences can be
assumed to have a facilitating function, especially for females.
To interpret the differences between individuals with higher
(+ 1 standard deviation) and lower strategic competences (−1
standard deviation), two regression models were computed
concerning mental effort (Richter, 2006). In the regression
model that contained the variable indicating higher strategic
competences, the coefficient for gender was not significant,
B = 2.13, t(55) = 1.52, p = 0.135. By contrast, in the model
with the variable that indicated lower strategic competences, the
coefficient for gender was significant, B = −3.81, t(55) = −3.81,
p = 0.011. Accordingly, the mental effort of female and male
participants was significantly different if they had lower strategic
competences. By contrast, female and male participants with
higher strategic competences showed no significant difference in
mental effort (Figure 3).

FIGURE 3 | Interaction effect between gender and strategic competences on
participants’ mental effort.
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To test Hypotheses 2b and 2c, we ran a regression model
with the predictors gender (female vs. male) and arithmetic-
operative competences and the criterion mental effort; it was
not significant, R2

= 0.01, adj R2
= −0.03, F(2,53) = 0.15,

p = 0.864. In a next step, we included interaction between
gender and arithmetic-operative competences in the model,
which was then significant, R2

= 0.14, adj R2
= 0.09,

F(3,52)= 2.90, p= 0.043. In addition, interaction was significant,
β = 0.39, t(55) = 2.89, p = 0.006. Neither the regression
coefficient of gender (β = 0.12, t(55) = 0.88, p = 0.381) nor
the regression coefficient of arithmetic-operative competences
(β= 0.16, t(55)= 1.12, p= 0.270) was significant. Consequently,
gender and arithmetic-operative competences had no impact on
the mental effort of participants. Hence, arithmetic-operative
competences show no facilitating function with regard to mental
effort generally.

To verify Hypothesis 2c, we interpreted the interaction
effect. Therefore, we used dummy coding for the dichotomous
variable (0 = female/1 = male; 1 = female/0 = male) and
included it in two complementary regression models. In the first
model, in which the female group was coded 0 and the male
group was coded 1, the regression coefficient for arithmetic-
operative competences was significant, B = 0.58, t(55) = 2.51,
p = 0.015. By contrast, in the model in which the male group
was coded with 0 and the female group was coded with 1, the
regression coefficient for arithmetic-operative competences
was not significant, B = −0.24, t(55) = −1.46, p = 0.149.
Thus, especially the mental effort of female participants
increased if they had higher arithmetic-operative competences.
Consequently, especially in the group of female participants,
the arithmetic-operative competences had an enabling function.
To interpret the differences between individuals with high
(+1 standard deviation) and low (−1 standard deviation)
arithmetic-operative competences, two regression models
were computed with regard to mental effort. In the regression
model that contained the variable indicating higher arithmetic-
operative competences, the coefficient for gender was significant,
B = −3.96, t(55) = −2.58, p = 0.013. By contrast, in the model
with the variable that indicated lower arithmetic-operative
competences, the coefficient for gender was not significant,
B = 2.20, t(55) = 1.59, p = 0.117. Thus, the mental effort
of female and male participants was significantly different if

FIGURE 4 | Interaction effect between gender and arithmetic-operative
competences on the participants’ mental effort.

they had higher arithmetic-operative competences. If female
participants had higher arithmetic-operative competences
than male participants, they invested significantly more effort
in learning with the virtual environment than their male
counterparts. By contrast, female and male participants with
lower arithmetic-operative competences showed no significant
difference in mental effort (Figure 4).

The results of both regression models with the effect of
different competences (i.e., strategic and arithmetic-operative) on
mental effort are shown in Table 4.

To summarize, strategic competences did not have an
enabling function on metal effort in the entire sample,
thus not supporting Hypothesis 2a. Additionally, arithmetic-
operative competences did not have a facilitating function on
the mental effort of all participants, contrary to Hypothesis
2b. In line with Hypothesis 2c, however, the correlation
patterns of female and male learners show differences. The
mental effort of female participants decreased if they had
higher strategic competences. Thus, female learners’ strategic
competences seem to have a facilitating function on mental
effort. Especially female participants increased their mental effort
if they had higher arithmetic-operative competences. However,
contrary to Hypothesis 2b, female learners’ arithmetic-operative

TABLE 4 | Regression models predicting mental effort (N = 56).

Models

Strategic competences Arithmetic-operative competences

Variable B SE(B) β B SE(B) β

Gender 0.44 0.52 0.11 0.49 0.52 0.12

Competences −0.04 0.04 −0.12 0.31 0.28 0.16

Gender x competences −0.012 0.04 −0.37∗ 0.84 0.29 0.39∗∗

R2 0.15 0.14

F 3.16∗ 2.90∗

Competences were centered; effect coding was used for gender, ∗p < 0.05, ∗∗p < 0.01.
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competences seem to have an enabling function on mental
effort.

DISCUSSION

The mental effort and the situational interest of men and women
were similar in learning with virtual science environments. The
results of the present study indicate furthermore that both
female and male students with higher strategic competences are
more likely to show higher situational interest than students
with lower strategic competences when learning from virtual
STEM environments. One can therefore assume that both
female and male students with higher strategic competences will
engage in deeper exploration of the subject matter due to their
higher spontaneous interest than students with lower strategic
competences. For this reason, the use of virtual STEM learning
environments can be beneficial for both genders regarding their
situational interest. Because situational interest “often precedes
and facilitates the development of personal interest” (Schraw
et al., 2001, p. 211), both female and male students with higher
strategic competences might also be more likely to develop
personal interest in STEM topics than students with lower
strategic competences. It follows that the use of virtual STEM
learning environments in engineering courses should foster
both women’s and men’s enrollment in such courses under the
condition that their strategic competences are sufficiently high.
Thus, in order to foster situational interest in virtual STEM
learning the strategic competences of female and male students in
learning with such learning environments should be enhanced.

Besides these similarities, there seem to be also differences
between genders regarding the use of such learning
environments. The results of the present study suggest
that female students learning with virtual STEM learning
environments are more sensitive to differences in strategic and
arithmetic-operative competences than their male counterparts.
Nevertheless, the empirical correlational patterns differed
from our hypotheses. On the one hand, strategic competences
seem to have a facilitating function for female students. Thus,
higher strategic competences were correlated with lower mental
effort (Sweller et al., 1998; Sweller, 1999). On the other hand,
higher arithmetic-operative competences seem to have an
enabling function for female students (Schnotz and Rasch,
2005). Accordingly, higher arithmetic-operative competences
were correlated with higher mental effort. Thus, female students
with higher arithmetic-operative competences were more likely
to invest higher mental effort in learning with virtual STEM
environments than female students with lower arithmetic-
operative competences. Therefore, if female participants had
more arithmetic-operative competences than male participants,
they invested significantly more effort into learning with the
virtual environment than their male counterparts, who’s invested
effort, in contrast, was not significantly affected by arithmetic-
operative competences. It seems that male learners with higher
arithmetic-operative competences are more likely at risk to
invest too less effort into learning than females. Further research
is needed on this issue.

The use of cognitive prompts that activate and support
the application of strategic competences could therefore be
especially useful for female students learning with virtual
experimental STEM learning environments (Lin et al., 1999).
In addition to activating their strategic competences, such
prompts could also increase their situational interest in the
environment and learning topic. In short, to promote female
students’ virtual STEM learning, they should be encouraged to
use their strategic competences while working with such learning
environments. More importantly, regarding female and male
learners’ situational interest such prompting while virtual science
learning might be a benefit for both genders. Following the
cognitive apprenticeship approach, such prompts could be given
systematically by the learning environment at the beginning of
learning with subsequent fading out as the learner becomes
increasingly proficient in operating the environment (Collins
et al., 1991). Another possibility would be to insert virtual
coaching into the learning environment which could include
hints for carrying out the virtual experiments.

The learning of female students from virtual experimental
STEM environments could also be enhanced through support of
their arithmetic-operative competences and especially through
their meta-cognitive awareness of these competences (Hacker
et al., 1998). The enabling function of these competences means
that they are likely to increase female students’ readiness to
invest more mental effort in learning from experimental STEM
environments.

Based on the differences found in the correlational patterns
in this study, one could also tentatively consider whether it
might be fruitful to create special engineering courses for women.
Such courses would focus more on women’s inter-individual
competence differences and promote them depending on their
learning needs. Within such courses, virtual STEM learning
environments could offer individualized learning situations
which take into account the higher sensitivity of female students’
competences with regard to their invested mental effort and
provide capabilities for appropriate support for them. With
regard to the results of our study such support should especially
trigger the female learners’ strategic competences. That might
have a facilitating function on the female learners’ mental effort;
in this case, single sex education can support the decrease of
effective effort and facilitate the female learners’ sciences learning
process (Sweller et al., 1998, 2011; Sweller, 1999; Schnotz and
Rasch, 2005). Furthermore, the integration of such learning
environments can foster the compatibility of job and family,
because virtual STEM environments can be solved in individual
time slots.

Albeit, one has to keep in mind that there are not dichotomous
groups of men and women, but rather several individuals
with, sometimes different, sometimes similar, learning-needs.
In addition, one needs to understand how biological factors
interact with environmental factors to maximize the benefit
of virtual STEM environments (Miller and Halpern, 2014). It
should be noted, furthermore, that the present findings should
be interpreted with care. First, only a relatively small number
of students participated in this study. Second, background
information about gender socialization and gender identity was
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not taken into account. Further research is needed to obtain
a clearer picture of the sometimes subtle differences of female
compared to male learners working in STEM environments.

Motivational considerations might be one facet of the complex
picture of women’s underrepresentation in engineering courses
but, of course, they are far from solving the problem by
themselves. For instance, they cannot solve the problem of
allocative discrimination of women in engineering positions
(Brylla, 2005), and they cannot remove, gender-specific
socialization patterns in our society (Bührmann et al., 2000).
Instead, they should be considered as a small step within a series
of other research steps toward solving the problem of enhancing
women’s representation in the engineering labor market.

ETHICS STATEMENT

A full ethical review was not required for this type of study in
Germany; however, the Aufsichts- und Dienstleistungsdirektion
of Rheinland-Pfalz gave their permission for the study after
consideration of the ethical aspects. Written informed consent
was obtained from the legal guardians of all children included in
the study.

AUTHOR CONTRIBUTIONS

EC: Substantial contributions to the conception and design of the
work and the acquisition, analysis, and interpretation of data for

the work; Drafting the work; Final approval of the version to be
published. WS: Substantial contributions to the conception and
design of work and revising it critically for important intellectual
content; Final approval of the version to be published. EC and
WS: Agreement to be accountable for all aspects of the work
in ensuring that questions related to the accuracy or integrity
of any part of the work are appropriately investigated and
resolved.

FUNDING

This project was funded by the federal-state-program for better
study conditions and more quality in teachings from funds from
the Bundesministeriums für Bildung und Forschung, Germany
with the grant 01PL12056.

ACKNOWLEDGMENTS

We are grateful to the Federal Ministry of Education and
Research of Germany for funding the project Open MINT Labs.
For the design and provision of the virtual STEM learning
environments, we also want to thank in alphabetical order
our colleagues from the Universities of Applied Science in
Kaiserslautern, Koblenz and Trier: Daniela Fleuren, Marios
Karapanos, Tobias Roth, Alexander Schwingel, and Manuel
Stach.

REFERENCES
Artelt, C., Baumert, J., Julius-McElvany, N., and Peschar, J. (2003). Learners for Life:

Student Approaches to Learning. Results from PISA 2000. Paris: OECD
Auszra, S. (2001). “Interaktionsstrukturen zwischen den geschlechtern in

lernsituationen [Interaction-pattern between both genders in learning
situations],” in Handbuch der Frauenbildung, ed. W. Gieseke (Wiesbaden:
Springer), 321–329.

Ballstaedt, S. (2006). “Zusammenfassen von textinformationen [Summarizing text-
information],” in Handbuch der Lernstrategien, eds H. Mandl and H. F. Friedrich
(Göttingen: Hogrefe), 117–126.

Brylla, K. (2005). Die Diskriminierung von Frauen auf dem Arbeitsmarkt [The
Women’s Discrimination on Labor Market]. München: GRIN Verlag.

Bührmann, A., Diezinger, A., and Metz-Göckel, S. (2000). Arbeit, Sozialisation,
Sexualität [Work, Socialization, Sexuality]. Wiesbaden: Springer.

Buse, K. R., and Bilimoria, D. (2014). Personal vision: enhancing work engagement
and the retention of women in the engineering profession. Front. Psychol.
5:1400. doi: 10.3389/fpsyg.2014.01400

Collins, A., Brown, J. S., and Holum, A. (1991). Cognitive apprenticeship: making
thinking visible. Am. Educ. Winter 6, 38–46.

Diekmann, F., Gleiche, O., Weiner, A. (2010). “Interesse wecken an
ingenieurwissenschaftlicher tätigkeit. Unterstützung technologischer
experimente durch internetgestützte medien [Create interest for engineering
function. Support of technological experiments with internet-based media],” in
IngenieurBildung für Nachhaltige Entwicklung, eds G. Kammasch, A. Schwenk,
and B. Wieneke-Toutaoui (Berlin: Beuth Hochschule für Technik), 66–71.

Dresel, M., Stöger, H., and Ziegler, A. (2004). Lernstrategiegebrauch in Abhängigkeit
von Bildungsgängen und Jahrgangsstufen in der Sekundarstufe [Use of Learning-
strategies in Dependency of Educational Careers and Year in Secondary Stage].
Ulmer Forschungsberichte aus der Pädagogischen Psychologie Nr. 11. Ulm:
Universität Abt Pädagogische Psychologie.

Drexler, A., and Baker-Schuster, L. (2012). “NaT-working: naturwissenschaft
und technik – schüler, lehrer und wissenschaftler vernetzen sich –
ein erfahrungsbericht aus sicht des förderers [NaT-working: science and
technic – students, teachers and scientists network with each other – an
promoter’s experience report],” in Wissenschafts- und Technikbildung auf
dem Prüfstand, eds U. Pfenning and O. Renn (Baden-Baden: NOMOS),
171–183.

Fleuren, D., Karapanos, M., Roth, T., and Berg, H. (2014). “Open MINT labs –
ein virtuelles lehr-lern-konzept für grundlagenlabore in MINT-studiengängen
[Open MNT labs – an virtual teaching-learning-concept for basic labs within
STEM courses of study],” in GML2 2014. Grundfragen Multimedialen Lehrens
und Lernens. Der Qualitätspakt E-Learning im Hochschulpakt 2020, eds
N. Apostolopoulos, H. Hoffmann, U. Mußmann, W. Coy, and A. Schwill
(Münster: Waxmann Verlag), 237–250.

Grüninger, R. (2013). Informationswidersprüche in Museen: Der Einfluss
Personaler und Situativer Merkmale auf die Verarbeitung Konfligierender
Information [Conflicting Information in Museums: The Impact of
Personal and Situational Characteristics on the Processing of Conflicting
Information]. Available at: https://kola.opus.hbz-nrw.de/files/783/
Dissertation_RahelGrAninger_1.pdf

Gudjons, H. (2006). Pädagogisches Grundwissen [Pedagogical Basic Knowledge], 9th
Edn. Bad Heilbrunn: Klinkhardt.

Hacker, D. J., Dunlosky, J., and Graesser, A. C. (eds). (1998). Metacognition in
Educational Theory and Practice. Mahwah, NJ: Erlbaum.

Halpern, D. F. (2012). Sex Differences in Cognitive Abilities, 4th Edn. New York,
NY: Psychology Press.

Heyn, S., Baumert, J., and Köller, O. (1994). Kieler Lern-strategie-Inventar KSI.
[Kieler Learning-strategy Inventory KSI]. Kiel: Institute für Pädagogik der
Naturwissenschaften.

Hyde, J. S. (2005). The gender similarities hypothesis. Am. Psychol. 60, 581–592.
doi: 10.1037/0003-066X.60.6.581

Frontiers in Psychology | www.frontiersin.org 10 October 2017 | Volume 8 | Article 1681

https://doi.org/10.3389/fpsyg.2014.01400
https://kola.opus.hbz-nrw.de/files/783/Dissertation_RahelGrAninger_1.pdf
https://kola.opus.hbz-nrw.de/files/783/Dissertation_RahelGrAninger_1.pdf
https://doi.org/10.1037/0003-066X.60.6.581
https://www.frontiersin.org/journals/psychology/
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles


fpsyg-08-01681 October 20, 2017 Time: 16:55 # 11

Christophel and Schnotz Virtual Science Learning

Jäger, O. A., Süß, H.-M., and Beauducel, A, (1997). BIS-Test. Berliner
Intelligenzstruktur-Test [BIS-test. Berlin Intelligence-structure-test]. Göttingen:
Hogrefe

Kompetenzzentrum Technik-Diversity-Chancengleichheit e.V (2015).
Studienanfängerinnen und Studienanfänger der Fächergruppe Mathematik,
Naturwissenschaften im Studienjahr 2014 [Female and Male Student
Beginners in the Subjects Mathematics and Science in the Academic Year
2014]. Available at: http://www.komm-mach-mint.de/Service/Daten-Fakten/
2014/Studienanfaengerinnen-und-Studienanfaenger-der-Faechergruppe-
Mathematik-Naturwissenschaften-im-Studienjahr-2014

Krasa, N., and Shunkwiler, S. (2009). Number Sense and Number Nonsense.
Understanding the Challenges of Learning Math. Baltimore, MD: Paul H.
Brookes Publishing.

Kuntz-Brunner, R. (2017). Frauenstudiengang für Angehende Ingenieurinnen
[Women Studying Courses for Engineers]. Available at: http://www.ingenieur.
de/Arbeit-Beruf/Ausbildung-Studium/Frauenstudiengang-fuer-angehende-
Ingenieurinnen

Lin, X., Hmelo, C., Kinzer, C., and Secules T. J. (1999). Designing technology
to support reflection. Educ. Res. Dev. 47, 43–62. doi: 10.1007/BF022
99633

Miller, D. I., and Halpern, D. F. (2014). The new science of cognitive sex differences.
Trends Cogn. Sci. 1, 37–45. doi: 10.1016/j.tics.2013.10.011

Niegemann, H. M., Domagk, S., Hessel, S., Hein, A., Hupfer, M., and Zobel, A.
(2008). Kompendium Multimediales Lernen [Compendium of Multimedia
Learning]. Berlin: Springer.

Paas, F., van Merriënboer, J. J. G., and Adam, J. J. (1994). Measurement of cognitive
load in instructional research. Percept. Mot. Skills 79, 419–430. doi: 10.2466/
pms.1994.79.1.419

Paradies, L., Linser, H.-J., and Greving, J. (2009). Diagnostizieren, Fordern und
Fördern [To Diagnose, to Exercise and to Promote]. Berlin: Cornelsen Scriptor.

Philipp, K. (2013). Experimentelles Denken. Theoretische und Empirische
Konkretisierung einer Mathematischen Kompetenz [Experimental Thinking.
Theoretical and Empirical Concretization of a Mathematic Competence].
Wiesbaden: Springer.

Pokay, P., and Blumenfeld, P. C. (1990). Predicting achievement early and late
in the semester: the role of motivation and use of learning strategies. J. Educ.
Psychol. 82, 41–50. doi: 10.1037/0022-0663.82.1.41

Prensky, M. (2001). Digital natives, digital immigrants, part ii: do they really think
differently? Horizon 9, 15–24.

Rheinberg, F., Vollmeyer, R., and Burns, B. D. (2001). FAM: ein fragebogen zur
erfassung aktueller motivation in lern- und leistungssituationen [FAM: an
questionnaire for acquisition oft he actual learn and performance motivation].
Diagnostica 47, 57–66. doi: 10.1026//0012-1924.47.2.57

Richter, T. (2006). Interaktionen von Metrischen und Kategorialen
Prädiktoren [Interactions of Metric and Categorial Predictors]. Available
at: https://www.uni-kassel.de/fb01/fileadmin/groups/w_270518/pub_richter/
ZMP_Richter_Interaktionen.pdf

Rippon, G., Jordan-Young, R., Kaiser, A., and Fine, C. (2014). Recommendations
for sex/gender neuroimaging research: key principles and implications for
research design, analysis, and interpretation. Front. Hum. Neurosci. 8:650.
doi: 10.3389/fnhum.2014.00650

Roth, T., Schwingel, A., Greß, C., Hein, U., Kirsch, R., and Appel, J. (2014).
Vorstellung eines Blended-Learning-Lab-Konzeptes für die Grundlagenlabore in
MINT Fächern [Presentation of a Blended-Learning-Lab-Concept for Basic-Labs
in STEM Courses]. Frankfurt: Tagungsband der Früjahrstagung.

Samel, I. (2000). Einführung in die Feministische Sprachwissenschaft
[Implementation in Feministic Linguistics]. Berlin: E. Schmidt.

Schnotz, W., and Rasch, T. (2005). Enabling, facilitating, and inhibiting effects of
animations in multimedia learning: why reduction of cognitive load can have
negative results on learning. Educ. Technol. Res. Dev. 53, 47–58. doi: 10.1007/
BF02504797

Schraw, G., Flowerday, T., and Lehman, S. (2001). Increasing situational interest in
the classroom. Educ. Psychol. Rev. 13, 211–244. doi: 10.1023/A:1016619705184

Statistisches Bundesamt (2016). Frauenanteil bei Anfängern in Ingenieurwissen-
schaften 2014 bei nur 21 % [Percentage of Women in Engineering-Beginners
in 2014 is only 21%]. Available at: https://www.destatis.de/DE/PresseService/
Presse/Pressemitteilungen/2016/09/PD16_328_217pdf.pdf?__blob=publication
File

Sweller, J. (1999). Instructional Design in Technical Areas. Camberwell, VIC: ACER
Press.

Sweller, J. (2005). “Implications of cognitive load theory for multimedia learning,”
in The Cambridge Handbook of Multimedia Learning ed. R. E. Mayer
(New York, NY: Cambridge University Press), 19–30.

Sweller, J., Ayres, P., and Kalyuga, S. (2011). Cognitive Load Theory. New York, NY:
Springer. doi: 10.1007/978-1-4419-8126-4

Sweller, J., van Merriënboer, J. J. G., and Paas, F. (1998). Cognitive architecture
and instructional design. Educ. Psychol. Rev. 10, 251–296. doi: 10.1023/A:
1022193728205

Wagner, I. (2013). Lernen mit Animationen: Effekte Dynamischer und Statischer
Visualisierungen auf die Bildung Perzeptueller und Kognitiver Repräsentationen
beim Erwerb von Wissen über Dynamische Sachverhalte [Learning with
Animation: Effects of Dynamic and Static Visualizations on the Creation of
Knowledge about Dynamic Issues]. Available at: http://kola.opus.hbz-nrw.de/
volltexte/2013/858/pdf/Dissertation_IngaWagner.pdf

Wirth, J., and Leutner, D. (2006). “Selbstregulation beim lernen mit interaktiven
lernumgebungen [Self-regulation during learning with interactive learning
environments],” in Handbuch Lernstrategien, eds H. Mandl and H. F. Friedrich
(München: Hogrefe), 162–184.

Ziegler, A., and Dresel, M. (2006). “Lernstrategien: die genderproblematik
[Learning-strategies: the gender-difficulty],” in Handbuch Lernstrategien, eds H.
Mandl and H. F. Friedrich (München: Hogrefe), 378–389.

Conflict of Interest Statement: The authors declare that the research was
conducted in the absence of any commercial or financial relationships that could
be construed as a potential conflict of interest.

Copyright © 2017 Christophel and Schnotz. This is an open-access article distributed
under the terms of the Creative Commons Attribution License (CC BY). The use,
distribution or reproduction in other forums is permitted, provided the original
author(s) or licensor are credited and that the original publication in this journal
is cited, in accordance with accepted academic practice. No use, distribution or
reproduction is permitted which does not comply with these terms.

Frontiers in Psychology | www.frontiersin.org 11 October 2017 | Volume 8 | Article 1681

http://www.komm-mach-mint.de/Service/Daten-Fakten/2014/Studienanfaengerinnen-und-Studienanfaenger-der-Faechergruppe-Mathematik-Naturwissenschaften-im-Studienjahr-2014
http://www.komm-mach-mint.de/Service/Daten-Fakten/2014/Studienanfaengerinnen-und-Studienanfaenger-der-Faechergruppe-Mathematik-Naturwissenschaften-im-Studienjahr-2014
http://www.komm-mach-mint.de/Service/Daten-Fakten/2014/Studienanfaengerinnen-und-Studienanfaenger-der-Faechergruppe-Mathematik-Naturwissenschaften-im-Studienjahr-2014
http://www.ingenieur.de/Arbeit-Beruf/Ausbildung-Studium/Frauenstudiengang-fuer-angehende-Ingenieurinnen
http://www.ingenieur.de/Arbeit-Beruf/Ausbildung-Studium/Frauenstudiengang-fuer-angehende-Ingenieurinnen
http://www.ingenieur.de/Arbeit-Beruf/Ausbildung-Studium/Frauenstudiengang-fuer-angehende-Ingenieurinnen
https://doi.org/10.1007/BF02299633
https://doi.org/10.1007/BF02299633
https://doi.org/10.1016/j.tics.2013.10.011
https://doi.org/10.2466/pms.1994.79.1.419
https://doi.org/10.2466/pms.1994.79.1.419
https://doi.org/10.1037/0022-0663.82.1.41
https://doi.org/10.1026//0012-1924.47.2.57
https://www.uni-kassel.de/fb01/fileadmin/groups/w_270518/pub_richter/ZMP_Richter_Interaktionen.pdf
https://www.uni-kassel.de/fb01/fileadmin/groups/w_270518/pub_richter/ZMP_Richter_Interaktionen.pdf
https://doi.org/10.3389/fnhum.2014.00650
https://doi.org/10.1007/BF02504797
https://doi.org/10.1007/BF02504797
https://doi.org/10.1023/A:1016619705184
https://www.destatis.de/DE/PresseService/Presse/Pressemitteilungen/2016/09/PD16_328_217pdf.pdf?__blob=publicationFile
https://www.destatis.de/DE/PresseService/Presse/Pressemitteilungen/2016/09/PD16_328_217pdf.pdf?__blob=publicationFile
https://www.destatis.de/DE/PresseService/Presse/Pressemitteilungen/2016/09/PD16_328_217pdf.pdf?__blob=publicationFile
https://doi.org/10.1007/978-1-4419-8126-4
https://doi.org/10.1023/A:1022193728205
https://doi.org/10.1023/A:1022193728205
http://kola.opus.hbz-nrw.de/volltexte/2013/858/pdf/Dissertation_IngaWagner.pdf
http://kola.opus.hbz-nrw.de/volltexte/2013/858/pdf/Dissertation_IngaWagner.pdf
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
https://www.frontiersin.org/journals/psychology/
https://www.frontiersin.org/
https://www.frontiersin.org/journals/psychology#articles

	Gender-Specific Covariations between Competencies, Interestand Effort during Science Learningin Virtual Environments
	Introduction
	Theory
	Virtual STEM Environments
	Strategic and Arithmetic-Operative Competences
	Situational Interest
	Mental Effort as a Function of Competences
	Similarities and Differences between Female and Male Students

	Questions And Hypotheses
	Situational Interest
	Mental Effort

	Methods
	Participants
	Variables and Materials
	Procedure

	Results
	Situational Interest
	Mental Effort

	Discussion
	Ethics Statement
	Author Contributions
	Funding
	Acknowledgments
	References


