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RESEARCH IN PEDAGOGY

Research in Pedagogy is an international peer reviewed journal, with an

international editorial board. It is devoted to publishing research papers in

different education related fields presenting findings of scientific research

in pedagogy, before all, empirical, but also theoretical, applied, etc.

The journal is published with the aim of arousing interest in pedagogic

research and opening up possibilities to test and critically consider the

reaches and limitations of more recent theoretical approaches, models

and strategies in upbringing and education according to research findings.

One of the intentions is to inspire, strengthen and empower

communication among researchers in the region, as well as across all

European countries and worldwide, with the research findings being a

bridge between theoretical concepts and practice, providing practitioners

with the opportunity to investigate their own work themselves, thus

getting closer to the model of reflective practitioners. Furthermore, the

purpose of the journal is to serve the actors involved in the educational

policies reform often grounded on arbitrary assessments and supported

by weak empirical arguments; on the other hand, great social changes

have in the last decades of transition been seeking for scientific

explication of pedagogic strategies context.

Not less valuable aim is to incite theoretical reflections on methodological

issues, i.e. to discuss meta theoretical matters, philosophical grounds of

paradigms in pedagogic research, the reaches and limitations of

heterodox and orthodox paradigm, the possibility of their triangulation...

The journal Research in pedagogy is published by the Serbian Academy of

Education in Belgrade (www.sao.org.rs) that organizes, develops and

encourages scientific research work in the field of education, with an

emphasis on theoretical and empirical research of education as social

activity, as well as teaching disciplines important for knowledge

improvement. The members of the Serbian Academy of Education are

acknowledged as scientists, researchers, university professors from

Serbia, as well other European countries from various fields (pedagogy,

sociology of education, psychology, mathematics, andragogy, technical

sciences, economy, technology, physical education and biomechanics).

The Preschool Teacher Training College “Mihailo Palov” in Vrsac
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(www.uskolavrsac.edu.rs) is the co publisher of the journal. The college is

a successor of the institutions that used to train primary school and

preschool teachers (Germans, Serbs, Romanians, Hungarians, Jews....)

since the German Preparadia dating from 1954. The scientific activity of the

College refers to the participation of its professors in both domestic and

international projects, organization of international scientific conferences,

publishing activity.

Only original scientific papers will be published in the Journal representing

findings of qualitative and quantitative empirical research. It is issued

twice a year (in December and June) bilingually (in the Serbian and the

English language).
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Foreword to the first issue

The first issue of the Research in Pedagogy journal has appeared to

disseminate research results and inform the interested public about new

trends in the field of pedagogy. The endeavor to launch such a publication

has been inspired by great changes occurring in pedagogic science, as the

consequence of the changes in science and society at the global level.

Namely, due to the fact that the transition in Serbia and the region of the

Balkans, slowed down by the events in the last two decades, still persists,

the changes in education have been perceived as rather significant for the

development of society as a whole, as well as for the economic and other

progress. Such a journal is essential for the region we live in, having in

mind that certain events have made the communication among

researchers difficult, leading to the emphasized need for better exchange

and dissemination of ideas.

Conceptual changes in pedagogy and didactics in general, as well as their

link with the contemporary philosophy of science and knowledge have in

the last decades been exceptionally pronounced. As a consequence of

this, as well as other significant changes like, for example, globalization

and everything it means, upbringing and education of young people have

still not been sufficiently elucidated. The mentioned changes viewed from

the prism of postmodernism and the spirit of the time have raised new

questions, like, for example, the issue of interweaving of the pedagogic

“should”, as a specific means of encouragement and development of

individual abilities in shaping the personality of every man. In other words,

there are nowadays numerous issues within pedagogy related to

humanization through coexistence of individual and social, the issue

dealing with postmodern theory of knowledge, “liberalization” of

educational process, the disintegration of normative thinking; the aim of

education in the form of new standardization; the imposition of new

totalitarian rules, through which formalism, i.e. rationalism of knowledge

gives place to the absolute idea of pluralism and tolerance, thus

immanently striving for leveling of classical rationality, resisting it at the

level of scientific discourse in the space of generally accepted

interactions…

Apart from several previously mentioned general issues, numerous others,

more narrow have been raised, like, for example: is it possible to develop
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emancipatory potential through encouragement of pluralism at cognitive

level; to what an extent the acceptance of the importance of pluralism,

along with respect for the elusiveness of idiosyncrasy, as a main feature of

human nature, has been guiding pedagogy, didactics and the related

sciences dealing with upbringing and education in their search for new

approaches to upbringing and education in general, as well as learning in

teaching, according to which emancipation could be manifested in real

teaching situations, rather than solely in educational strategies. There is

another current issue in contemporary pedagogy and didactics referring to

theoretical grounds of pluralistic concepts and emancipatory potentials, as

well as its empirical validation, to be contributed by the journal, i.e.

research results to be published in it.

The very first issue has confirmed the idea of those who have initiated the

journal to contribute to the elucidation of the problems occurring in the

field of upbringing and education from various standpoints written by

authors from different parts of the region, bringing about the results of

research from the field of higher education didactics, identification and

work with the gifted, life long learning, communication between teachers,

students and parents, etc. We are offering it to the public and its critical

judgment, hoping that the findings will be useful, raise new questions and

encourage researchers to further investigations and verifications.
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==============================================================

INTERACTION BETWEEN EMOTIONS AND PUPILS' ACTIVE

CLASS PARTICIPATION

Summary: In this research, which was implemented on a sample of

159 primary school pupils, age 9 to 13, the authors propose two

hypotheses. The first being that positive emotions increase when

pupils are actively involved in class work, and the second that the

disposition of teacher's work style is not an important precondition

for an active class participation. Regressive analysis established that

the key predictors of pupils' active class participation are: a) grade

point average ( = .20; significant at the level of .01) and b) pupils'

positive emotions ( = .18; significant at the level of .05). It was also

found that positive emotions have a liner correlation with the

increase of active participation of pupils in class. That, however, is of

significance for the happiness emotion, while it is not of significance

for the contentment emotion. Negative emotions are not significant

predictors of active pupils' participation and did not alter significantly

during classes. To prove these correlations, the authors use a

multivariate analysis of variance and covariance – MANCOVA. Apart

from the stated findings, this research also offers several topics for

new researches.

Key words: positive emotions, negative emotions, class participation,

GPA – grade point average, interactive learning.

Traditional school based on reproduction of facts is not as powerful and

inciting for a learning environment as the school which bases its lectures

on students' activity (Collis & Winips, 2002). Learning independence and

self reliance is a strong motivator for students, particularly when such a

responsibility is transferred onto them gradually (Vermunt, 2003). Positive

action by students is contingent upon their emotions, as well as upon their

TP

1
PT Nenad Suzi is a full time professor at the University of Banja Luka, where he
teaches educational psichology and educational sociology. Danijela Dubravac is a
master study student at the Faculty of Philosophy in Banja Luka. Contacts regarding
this paper can be made via telephone number: 00387 65 538 500; fax: 00387 51 251
037 or E mail: nenad_szc@yahoo.com
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positive disposition during the activities (Cavanagh, Urry, and Shin, 2011).

Generally speaking, we can argue that emotions are a strong instigator of

activities, but they can also pose a serious hurdle. For example, people

with intensified anxiety are more prone to make attention errors

(Rutherford, MacLeod, and Campbell, 2004). People are inclined to

„emotional selectiveness“ and chose emotions that will yield more

pleasure and less discomfort (ibidem, 2004). Following this trail, we

decided to explore the correlation between pupils' positive and negative

emotions according to their activities at classes.

Pupils' active participation in lecture

When a teacher manages to convey activity and authority from their own

person onto the persons of students, the emotional climate in the

classroom improves and the participatory attitude ensues, as shown in

two researches. After they modified the learning rules in 100 classes, and

introduced learning games, dividing authority between the teacher and

the pupils, as well as a non competitive evaluation, the researchers were

able to observe significant improvements in the learning outcomes in a

friendly emotional climate within the classrooms (see: Covington, 2000).

Activity tendencies are more sustainable. Once activated, activity

tendencies lead towards autonomous kinds of behaviour (Macrae and

Bodenhausen, 2000). When supported by positive emotions, these

tendencies become a benchmark in pupils' behaviour. In a three year

activity research, the pupils continuously showed positive emotions when

their teachers announced interactive work. Likewise, during interactive

classes, positive emotions rose, as well as the positive atmosphere in the

classroom (Suzic 2004). In simple words, pupils like action and appreciate

teachers who make it possible for them to be active, independent and

cooperative in the classroom.

In a longitudinal study on children propensity to have sympathies, the

teachers and the parents reported that the intensity of children's negative

emotions declined with the increase of their propensity to the sympathy

disposition (Eisenberg et all, 1998; Murphy et all, 1999). These sympathies

were developed spontaneously in children, through play and being

together. They also developed in an organized environment too,

whenever the school provided opportunity for it. The best way to

accomplish it is the interactive mode of educational work. Over time, co

education and cooperation mitigate fear and lead towards positive

emotions. Unlike peer inclusion, social exclusion from peer activities leads

to children’s unconscious escape into in positive emotions (DeWal et al,
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2011). In our research, we observed the interaction, co education and

emotional climate during regular class lectures, probing four basic

emotions of the pupils, three times during a class, i.e. happiness, sadness,

fear and pleasure. We subsequently compared those emotions against the

activities during the classes.

The role of the teacher

The traditional lecture stereotype is that of a teacher acting as the owner

of knowledge which pupils learn and repeat, which is subsequently

subjected to evaluation by the teacher. This we know as theMagister dixitTPF

2
FPT

model. This model is based upon the authoritative figure of the

knowledgeable teacher, teacher seen by the pupils as a walking

encyclopaedia. Such an authoritative role of the teacher was more of an

impediment than of a catalyst. Another research showed that in

authoritative lecture models, pupils had less trust in their abilities than in

those in which the teacher upheld their autonomy (Caprara et al., 2008).

The teacher is the key person to create an emotional climate in classroom,

and the working atmosphere in mastering the syllabus depends upon him.

A research showed that the perception of the learning environment is of

crucial importance for pupils (Könings et al., 2008). Eduard Deci's self

determination theory has it that, in principle, people are inclined to make

their own decisions (TDeci and Ryan, 2000) T. When they are in a position to

choose the method of work on their own, and to choose individual or

group activities, pupils are more motivated than in those situations in

which the teacher tells them what to do, and what the objectives and

work methods are.

If the teacher's work style is such that it supports pupils' autonomy, it

stimulates their intrinsic motivation (Radel, Sarrazin, Legrain, and Wild,

2010). And not only that; when pupils are enabled to work independently,

the teacher can even incite them to perform senseless content activities

(Suzi , 2008a). Motivation during an experiment on interactive geography

teaching was so strong that in all four schools, the pupils asked to work

during the pauses rather than taking a break, even though they had been

doing only geography in all five classes in the experimental design (Suzi ,

2002). Teacher's supportive attitude towards autonomy is a strong

motivator for pupils, as shown in other researches (Jang, Reeve, and Deci,

2010; Pelletier, Séguin Lévesque, & Legault, 2002; Radel et al., 2010; Roth

et al., 2007). In our research, we observed class activities from the angle of

TP

2
PT The teacher said.
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pupils' emotions, as compared against self evaluation of the teacher's

work efficiency, and the evaluation of that efficiency by the pupils.

In our research, the pupils evaluated the role of the teacher via the SRNA

instrument, whereby 15 items were attributed to teacher's work style

features. As already known, the Fritz and Heider's attribution theory

(Heider, 1958) stems from the premise that laymen, those who have no

formal psychology education, attribute features and properties to people

when evaluating their personality or work methods. We opted for the

attribution because teachers, educators and psychologists are more

interested in features that children attribute to teachers, since children do

behave in accordance with those attributes, rather that in accordance with

the real properties of the teacher. For example, a teacher can be serious,

while most children will se him as strict.

Research

Hypotheses

There is a significant interaction between the time pupils spend actively

during a class and their positive emotions; this interaction is not significant

for negative emotions. In simple words, the more active the pupils during

a class, the higher the level of their positive emotions over the time. The

second hypothesis is that pupils link their evaluation of the teacher's work

style with the activities in classes, but it is not a significant predictor of

class activities.

Participants

The sample included 159 pupils of primary schools from the territory of the

town of Banja Luka, 9 to 13 years of age, 71 of whom were male and 88

female, with P

2
P = 1.82, this statistics is not significant, implying that the

sample was sex equated.

Procedure

To test the hypothesis on interaction between emotions and pupil activity,

it was necessary to scan the activities and emotions of the pupils in

classes, and then compare these two variables internally. We opted for

two approaches: measure both variables by observation and self

reporting. There was immediately a problem in cross referencing of the

data: observation is continuous, whilst self reporting is momentary. It is

not such a tremendous problem since it can be easily overcome by

methodology, but we knew that the comparison would be more sound if

we had a continuity in self reporting too – which was impossible. We
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therefore opted for the emotion probing option, whereby children mark

on an Emotion thermometer their current feelings three times during the

class, at the beginning, in the middle and at the end. Thus, we offset the

self reporting continuity without disturbing the lecture process, since

those one minute breaks acted as refreshments. Other than that, there

were also two cameras in the classrooms. One continuously filming the

pupils' activities, and the other filming the teacher. The evaluation of the

classes recorded by the cameras were performed by four experts

individually, and the average of their assessments was entered into the

SPSS as the comparison basis. On top of that, the pupils filled in an A form

questionnaire on teacher's efficiency, and the teachers filled in a B form of

the same scale in which they provided a self assessment of the efficiency

of their own work. That enabled us to have a complex insight into the

emotions and activities of pupils during lectures, as well as data on several

variables of interest for this correlation. Methodologically, the most

convenient procedure for cross matching variables scanned in such a

fashion was the multivariate analysis of variance and covariance –

MANCOVA. This measurement is the most convenient one when observing

two or more variables in their interaction over a time period (Bryman and

Cramer, 2001, p. 152). In such a setup, it is not feasible, nor is it

methodologically justified, to select one variable as being dependant, and

the other one as independent, because emotions and activities of the

pupils had an internal causal relation. A pupil can be active on account of

feeling certain emotions, and can have desirable emotions on account of

being active. It would be wrong to use the classical Wundt’s approach and

say upfront which of the two is the dependant, and which the

independent variable, and claim that it is the only correct way to approach

it. It is a common error of modern day psychologists and educators,

because the reality is not black and white, it is composed of far more

colours.

The pupils evaluated the teachers' characteristics by attribution on the

SRNA instrument, by circling digits on the response list, while numbers 1 to

5 represented the levels of assessment on the Likert type scale. The

teachers filled in a SAN instrument by circling one of the five digits on a

Likert type assessment scale provided on the side of each of the

statements.

Instruments

Four instruments were used in this research: 1) Efx (Suzi , 1995), Emotion

Thermometer (Suzi , 2008b), SRNA – Teachers' style of work, SAN –

Teachers' activities self assessment. The last two instruments were
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designed for the needs of this research. I shall briefly describe each of the

four instruments.

Efx – Lecture class efficiency is an instrument that measures the efficiency

of a lecture class on a five level scale. For pupils, it is a scale which ranges

from the lowest level, when they are inactive or excluded from work in

class, up to independent and interactive work, and for the teachers, from

exclusion up to the highest level of management and lecture organization.

This instrument was calibrated on a large sample, and several small

samples. Several procedures were used for the calibration. We measured

the pupils’ activity and the activity of the teacher. The obtained correlation

r = .98 justifies this design of the teacher and pupil scales. The

objectiveness of the instrument was tested by calculating the correlation

between parallel uses of the same instrument on the same classes by

different observers. The Pearson’s correlation coefficient r = .99, with a t

value (t = 7.06) is marked at the level of .01. Reliability was calculated using

the Pearson correlation coefficient for two halves of the instrument using

the Spearman Brown formula. The obtained r = .72 with a t value (t = 5.96)

is statistically significant at the level of .01.

Emotions Thermometer is a simple instrument which, just like a

thermometer, measures the intensity of a certain emotion at a certain

time, from zero to one hundred. More specifically, a pupil can circle a

number on the scale 0–100 describing the intensity of his fear or another

emotion at that moment (Figure1).

Figure 1: Emotion thermometer

The pupils know what the thermometer is and they easily circle the

numbers that represent the levels that their emotions are at at the time.

We calculated the Cronbach alpha test for internal consistency of positive

emotions 84. , and 87. for negative emotions. At the

beginning of the class, the pupils circled the numbers on the emotion

thermometer, thus showing what they were feeling at the time, and then

they repeated the same activity again at the middle of the class, 25

minutes later, and at the end of the class, 45 minutes later. This made it

possible for us to determine how each of the pupils was feeling at

different times during the class and lecture design.
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SRNA – Teacher's work style has 15 items and measures how the pupils

evaluate the style of work of their teachers. The internal consistency of

these 15 items measured by the Cronbach alpha coefficient is = .74.

These are attributions, or rather attributive assessments of teachers' work

by the pupils. More specifically, the pupils were given an assortment of 15

statements, one of which reads as follows: We can see from the teacher’s

face that he enjoys explaining the subject to us. All questions are to be

answered in a Likert type scale, ranging from 1 = never to 5 = always.

SAN – Teachers' activity self assessment has 15 items and measures how

teachers assess their work efficiency and their style. Cronbach’s alpha for

internal consistency of this instrument is a respectable = .74. These are

teachers' self assessments in which they answer each question by circling

one of the five items on a Likert type scale, from 1 = never to 5 = always.

One of the questions was: It is pleasant to recollect lectures, while I

contemplate classes.

Results

Since our thesis is that pupils' emotions interact with their activities in

class, we applied a multivariance analysis of variance for three and more

dependent and internally linked arithmetic means (Bryman and Cramer,

2001, p. 152). We repeated this procedure for activities recorded on the

cameras. As a test of variance within pupils and teachers' activities, we

entered three measurements on the activity: at the beginning, in the

middle and at the end of the class. As a test of variable relations, we set

positive and negative emotions, and as covariances, we entered three

variables: pupils' sex, age and success. We used the full factorial model

(Full factorial; Type III) recommended by Tabachnick and Fidell (1996). Of

the four multivariance tests of the variance, we retained the Pillai's

criterion (see: Bryman and Cramer, 2001, p. 153), and left out the

Hotelling's trace criterion, Wilks' lambda and Roy's gcr criterion, because

the Pillai's criterion is the most convenient for testing relations of

variances among the covered variables (ibidem). The results of the

multivariance interaction test among the variables are shown in Table 1.

It transpired that activities altered significantly during the class (F = 8.86;

with a significance level of .001 – on the basis of observer's assessment

and F = 12.88; with a level of significance of .001 – as assessed on the basis

of camera recordings: Table 1). When we analysed the impact of emotions

along with the activities, it appeared that positive emotions changed

significantly depending on the pupils' activity (F = 1.59; level of significance
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of .02 – observer's assessment and F = 1.49; level of significance of .04 –

assessed on the basis of the camera recording; Table 1).

Table 1: Variance multicovariance analysis of the correlation between

pupils' emotions and activities in class

Observation CameraSource

F p F p

(Within subject effects)P

b
P

Activity 8.86 .001 12.88 .001

Positive emotions 1.59 .02 1.49 .04

Negative emotions 1.34 .12 1.28 .16

(Between subject effects)

Sex 1.58 .22 .01 .94

School success .04 .84 3.17 .08

Age 19.32 .001 15.26 .001

Note: P

a
P The observation was carried out with the presence of an observer at class

and application of Efx;

P

b
PPillai's criterion was applied.

The variance data within pupils and teachers' activities is Table 1 (bolded)

indicate changes in pupils and teachers' activities, whereby positive

emotions that the pupils exhibited during the class are in a significant

interaction with the activities. Since the importance of this correlation was

calculated on the basis of camera recording (F = 1.49; significance level of

.04), it is somewhat lower than that of observer's assessment. All that was

subjected to a contrasting test (Figure 2). The contrasting serves to

quadruple and amplify the impact of data which are further from the mean

values, thus making the significance test more accurate (Bryman and

Cramer, 2001, p. 148)

Table 2: Interaction of the time spent in class activities and pupils'

emotions (MANCOVA) – contrasting test

Observer CameraSource Contrast

F p F p

Linear 28.96 .001 52.45 .001Activity

Square .06 .80 .38 .54
Linear 2.00 .02 2.02 .02Activity × Positive

emotions Square 1.42 .15 1.33 .20
Linear 1.30 .23 1.60 .09Activity × Negative

emotions Square 1.36 .19 1.18 .32
Linear 2.15 .15 25.72 .001Activity × Age

Square .09 .77 2.22 .15
Activity × Sex Linear 1.51 .23 1.83 .19
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Square 1.11 .30 2.06 .16
Linear 4.14 .05 3.86 .06Activity × GPA

Square .81 .37 .10 .75

Note. GPA = grade point average

The design of a repeated measuring is the most convenient when we

operate with several variables which we can compare for the same

interviewees and when some of the variables have been observed more

than once, in repeated measurings (ibidem, 2001, p. 203). Such a design

examines the interactions of the dependant and several independent

variables. Table 2 shows that there is a significant linear interactive effect

between the pupils' activities and their positive emotions (F = 1.52;

significant at level .02), which was also shown in the contrasting (F = 2.00;

significance level .02; Table 2), which means that there is a significant

difference in pupils' emotions during the activities, at the beginning, in the

middle and at the end of the class. The difference is linear, but not square,

for the reason that the relation between the variables did not withstand

the square contrasting test (F = 1.42; significance level of .15). Here, we

need to check whether the positive emotions during class activities have

increased or declined. That can be best found by insight into the

descriptive data on the mean scale emotion values (Table 3).

Table 3: Mean scale values for four emotions at the beginning, in the

middle and at the end of class

Variable
Beginning
of class

(1)

Middle
of

class
(2)

End of
class
(3)

Difference of
t value

M (SD) M (SD) M (SD) 1–2 2–3 1–3

Happiness 74.59
(27.80)

79.12
(28.00)

82.01
(29.01)

2.37* 1.26 2.91**

Sadness 10.44
(16.96)

10.50
(19.42)

12.01
(24.54)

.05 .85 .82

Fear 15.28
(24.75)

13.52
(25.83)

11.83
(24.35)

.38 .34 .07

Contentment 73.21
(29.13)

75.35
(30.29)

77.30
(30.14)

1.07 .76 1.66

ActivityP

a
P .57 (.06) .77

(.12)
.92
(.07)

17.16*** 15.30*** 39.58***

Activity P

b
P .65 (.13) .71

(.15)
.73
(.08)

5.02*** 1.33 6.16***

Note: P

a
P Observation was implemented via observer's presence at class and by

application of Efx;

P

b
P Observation was implemented via two camera records;

* p significant at the level of .05; ** p level of significance at .01; *** p level

of significance at .001.
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If we take into consideration the arithmetic means in Table 3, we can easily

note that all emotions increase during class, except for fear, which

declines, and that only happiness has a statistically important increase (M =

2.37; with a level of significance of .05 in the first part of the class;M = 2.91;

significance level .01 for the whole class; Table 3). A similar increase of

significance can also be seen in the pupils and teachers' activity variable,

both from the observer's assessment point of view and from the camera

records and after class assessment (t = 39.58; significance level .001 –

observer's assessment; t = 6.16; significance level .001 – record

assessment; Table 3). Data in tables 1, 2 and 3 clearly indicate the

justification of the hypothesis that pupils' class activities are followed by

positive emotions. It also corroborates the position that emotions are

precursors of activities (Cavanagh, Urry, and Shin, 2011, p. 241). This finding

becomes even more important if we bear in mind that the research has

shown that positive emotions are linked with the feeling of happiness in

life (ibidem, 2011).

Along with the hypothesis that positive emotions go hand in hand with

pupils' activation, it is also interesting to contemplate the question of

relations between pupils' activities, positive and negative emotions and

the pupils' assessment of the teachers' efficiency and the teachers' self

assessment (Table 4). As predictors in a multiple regression, it is

recommendable to take the variables which are in significant correlation

with those that we are predicting, that is, with the dependent ones

(Bryman and Cramer, 2001). By that criterion, in Table 4 we find three

predictors: pupils' positive emotions (r = .18; significance level of .05),

pupils' assessment of teachers' work style (r = .16; significance level .05)

and pupil school success (r = .19; significance level .01). As we have already

observed, these are correlations that are close in scope, and we need to

know which ones are those that predict the pupils' class activities the

most. That can best be tested by a multiple regression (Hedges and Olkin,

1985), and graphically presented by the AMOS statistics (Cunningham and

Wang, 2005).

Table 4: Pirson's correlation moment product for relations between

activities, emotions and self assessment of pupils and teachers’ activities

Variables 1 2 3 4 5 6

1. Pupils and
teachers' activity

2. Pupils' positive
emotions

.18*

3. Pupils' negative
emotions

–.04 –.21**

4. Teacher's work .16* .41** –
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style .24**
5. Teacher's activity

self assessment
.01 .08 .01 –

.21**
6. GPA .19** –.02 –

.27**
.13* –

.38**
Mean .75 76.93 12.19 3.56 3.94 3.82

Standard deviation .07 21.87 16.45 .60 .52 1.17

Note: * p significant at level .05; ** p significant at level .01.

Multiple regression (Figure 2) showed that the key predictors of active

class interaction are GPA ( = .20; significance level .01; Figure 1B) and

pupils' positive emotions ( = .18; level of significance .05; Figure 1B). These

two predictors explain 7% of the variance, and that is not a large

percentage, but it is significant at the level of .05. The rest of the variance

Figure 2: Multiple regression of active class participation predictors

A B

Note: The dotted lines show beta coefficients; * p significance level of 0.05; ** p

significance level of 0.01;

GPA = grade point average

can be explained by other sources of pupils' motivation; interaction for

example (Suzi , 2002). This finding is somewhat in collision with the

findings of Ramy Radel (2010), while its other segments corroborate their

findings. More specifically, multiple regression excludes the teachers'

work style variable as a class activity predictor, which collides with the

Remi Radel's findings, but positive emotions as reconfirmed as a class

activity predictor, which is in line with the said research. This confirms the

thesis that neither control nor autonomy will suffice for a high level of

internal motivation, as well as the findings of the Jang, Reeve and Deci’s

research (2010) that good motivation requires both control and support of

pupils' autonomy. It is obvious that the pupils in our sample do not

correlate their experience in class and the decision to actively participate

in it with their assessment of the teacher's style of work, even though this

correlation does exist (r = .16; significance level of .05; Table 4), albeit at a

rather low level. It is interesting to conclude that the teachers' self

assessment of their style of work is in a negative correlation with the

pupils' assessment of their style of work (r = –.21; significance level of .01;

Table 4). Here, we need a new research to furnish us with answers to
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several interesting questions. One of those questions is: What is more

accurate, teachers' self assessment or pupils' attributions to their style of

work. The second question would be: Are those teachers who evaluate

their work above the average more versatile in the application of teaching

methods and are they inclined towards upholding pupils' autonomy. The

third question: Are those teachers who evaluate their work below the

average prone to fall under the burn out syndrome. As we are able to see,

our research opens a number of questions for further research.

Discussion

By exploring the correlation between pupils' activities and emotions in

class, as well as the matching between teachers' self assessment and

pupils' assessment of teachers' work, we have come to several valuable

findings. Positive emotions increase if the teacher activates pupils

adequately, but this increase is not the same for all positive emotions. In

our research, the pupils showed statistically significant positive elevations

at the happiness emotion, but at the contentment emotion, the elevation,

albeit existing, is far from being statistically significant. The fear emotion

declined during the class, but insignificantly statistics wise, while the

sadness emotion varied. Viewed generally, positive emotions increased it if

the pupils were active, if they worked interactively and participated

cooperatively in the syllabus mastering process.

Another important finding of this research is that the attribution to

teacher's style of work was not a significant predictor of class activities,

while positive emotions and success in school proved to be significant

predictors, as shown in a regressive analysis. This collides, to some extent,

with the findings of some researches, but can be explained by the fact that

during the research, there were two cameras installed in the classroom,

and the teachers may be prone to investing an additional effort in such an

environment. Pupils assign their attributions to teachers in accordance

with their knowledge of the teacher that spans over a longer time, while in

the class, they react in accordance with the activities they are currently

participating in. Here lies a weakness of this research that we recognize,

and that is that the introduction of cameras in the classroom disturbs the

usual routine and creates particular „experimental“ circumstances,

different from those that the pupils and the teachers are used to.
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Abstract: The contemplation over the question of the universal process

which is a part of each of us, will certainly lead us to the phenomenon of

globalization. The first reason is that it is a global trend, the second

reason is that it presents the identity of global interdependence, and

the third reason is that it creates both an individual and a collective

identity and influences the way people act and reason. To define

globalization we use certain aspects of conceptualization given by A.

Gidens, F. Jameson, D. Held, R. Robertson, J. Mittelman (Steger 2005:

10). Thus, globalization can be understood as a multidimensional

dynamic sum of interdisciplinary processes which implicate

international interdependence of human resources in social, economic,

social – cultural, educational, ecological, and other spheres, determining

at the same time the organizational, institutional, and personal identity

and development. We see this global macro context as the context of

our micro ambient in which the very theoretical, empiric, and

methodological structure of the work is located.

The work presents a segmental research comparative study which

diagnosis different aspects of the developmental educational status of

the managers in R. Macedonia. The work is theoretically and empirically

based on the research study already performed in R. Slovenia (J. Starc,

2008). With the objective to see the state, tendencies, aspirations in the

same field in R. Macedonia, we used a questionnaire (consisting of 25

questions, J. Starc) in 5 municipalities: Ohrid, Bitola, Prilep, Veles, and

Skopje.

We expected to gain a clear vision according to the research as well as

to get answers to the questions such as: What is the status of the

managers in companies of different fields? What direction to give the

changes in education and training? What institutional problems appear?

What is the social economic surrounding? What correlation is there

among the cognitive, professional, interpersonal, conceptual strategic

abilities and skills with the organizational development of the company?
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What is the prognosis of the development of the institution and of the

one of the individual? We have presented the results for the questions 1

8 and 16 as they imply the further context of the research. All the results

of this research study present the diagnosis of the state and at the

same time they open perspectives towards creating efficient strategies

which lead to a qualitative progress in the Macedonian business

companies and in the companies of other types. In the end, the main

issue here, apart from the other issues of the study, should be an

indicator towards enrichment, promotion, comparison, and innovation

of the current and the future practice in the Macedonian business and

in the other companies in the field of application of modern strategies

for development of education and training of the Macedonian

managing teams. At the same time this international cooperation – as

an act of the globalization interdependence in the area of scientific

research, is only a proof that the globalization has positive impulses

especially in comparison, innovation, and promotion of organizational

practice.

Key words: managers, management career, education, training,

learning content.

1. Introduction

Market globalization and international competition tensions mainly have

been evoked by the exponential increase in technological knowledge

leading to innovations within organizational structures, production

methods, and products, pushing companies to confront the need to react

more quickly, creatively, and flexibly. At the same time, the development

placed in the wider and more immediate business world with dramatic

changes at the level of international politics, societal development, and

ecological responsibility imposes additional demands on company

leadership. Managing and forming companies within such a highly

complex and turbulent systematic environment places a demand on the

management system of a company to be highly qualified with specialized

knowledge as well as to transfer such knowledge.

Management development is an important part of developing personnel

in an organization and is based on systematic, long term, and individual

development plans in accordance with strategic directives and

organizational culture. Due to continuous changes within an organization

and its environment, development has to accompany managers

throughout their period of employment. The level of formal education and

major field of study alone are not sufficient for successful execution of
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managerial tasks. At various levels of development within a manager’s

career, the role of the manager, length of the role, as well as tasks and

factors that may be influenced, have been changing.

In practice various systems have been developed and implemented in the

area of developing management personnel. The training of such personnel

demands a specific method and form. Investing in management

development is a long term investment whereby the advantages are

dependent upon the adequacy and suitability of educational and training

programs of management personnel. A career in management is not

dependent upon the capabilities of an organization, but also upon an

individual’s own abilities, capabilities, motivations, ambitions, as well as

determination. Of course, an individual’s aspirations have to be in

accordance with the needs and goals of an organization.

2. Learning content areas in the training and education of management

Education and training programs are connected with the needs and goals

of organizations. There are various levels and types of educational needs

that result in specialized learning content for individual educational

programs. Bahtijarevi Šiber (1999: 741) outlines four levels of educational

needs. The first level of need is focused on training employees for their

present job and eliminating the difference between an individual’s expected

and realized performance when doing their job. The second level is tied to

spreading individual knowledge and skills; this allows an individual to

complete more demanding and versatile tasks. The third level is connected

to the development of an individual career; employees are being prepared

for promotion and pursuing more complex and responsible tasks. This

usually covers a narrower group of gifted employees although

contemporary career development requirements foresee the possibility

for all employees to advance irrespective of their position and level of

education. The fourth level of educational needs is connected with the

future. These include educational and training programs that are needed

for continuous adaptation to changes that will demand from employee’s

greater job flexibility.

For each of these levels we have to have different requirements towards

the content, method, form of education and training. Organizations

should specifically know which knowledge and skills should be developed

in their employees. These are:
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Foundational knowledge and skills are required from all

employees (mathematics, reading, listening, orthographic,

writing).

Technical or professional skills include knowledge, techniques,

methods, procedures that employees need to successfully

complete specific tasks.

Interpersonal skills including interpersonal relationships, working

relations, communication, management that are needed for

successful operations in all areas of work, especially with

managerial tasks.

Conceptual strategic skills include a broad set of interwoven

strategic and operative planning skills, forming and structuring

organizations, policy implementation, decision making, and so

forth. These skills are most frequently a part of educational

needs of middle and top management, although they are

becoming an increased requirement from employees at all levels

(Bahtijarevi Šiber 1999: 742).

There are different categories of educational needs that provide the

foundation for programming and determining learning content areas for

educational and training programs. These include decisions on who the

participants are, determining the principle educators (within an

organization or an outside contractor), which skills and knowledge need

to be focused on, which level of knowledge is expected from the

participants, program execution (on the job or at another location), which

methods and forms are most appropriate, and so forth.

Education and training of management has to include contemporary,

modern, and up to date educational programs, in developing foundational

professional knowledge and competencies so that managers can be

‘fluent’ in their field of management and business. These programs are

needed for managers at all levels of course differentiating the content and

complexity of materials.

Various authors (Daft, 1997; Stevens, 2001; Torrington et al., 2005) present

the results of their studies on the educational needs of managers. In these

studies, managers extrapolate the learning contents for which they

believe are the most important for their development. These are how to:

use methods for successful planning,

use innovations, creativity for maximum planning and

establishing organizational goals,

plan and realize activities in reaching the established goals,
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realize long term goals,

choose appropriate employees,

solve problems when reaching organizational goals,

align their interests with the interests of the organization and

requirements of their work,

motivate employees,

direct employees towards achieving established goals,

motivate employees to be innovative, to suggest

recommendations, to be independent when planning,

praise and reward employees for a job well done,

work in a managerial team,

integrate needs for education that are defined by the

organization with the plans for personal development of

employees,

prepare a self development plan,

solve problems with unmotivated managers,

eliminate chronic fatigue and stress with managers.

Dessler (1991) outlines the following five key indicators that affect which

content material will be implemented for managerial training and

education:

The relationship between owners and top management towards

education and training.

The establishment of management development strategies and

policies.

The organizational business strategy and human resource policy

of the company.

Annual report on career advancement,

Responsibility of managers and owners of a company on

education and training.

When choosing a training and education program, it is significant that

managers know how to determine within themselves those deficiencies in

knowledge and skills that reveal as the greatest obstacles in reaching

appropriate work results. They would learn to eliminate such impediments

by attending appropriate programs that are offered by their organization

or outside educational institute. Harris (1997: 308) states that managers

should allot 20% of their time towards self education and training to

prevent obsolescence of already acquired knowledge.
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3. Methods

We conducted the study in the business sector between middle level and

top level managers employed within Macedonia companies. The study

examined the learning content areas in education management training

programs that represent to the manager an important part of their

professional development.

A hypothesis was: Besides the more narrow business economic learning

areas, middle and top level manager also are interested in areas that are

connected with business, politics, as well as the social and ecological

environment of the company within which they are employed.

The sample size represents top and middle level managers employed

within the business sector of Macedonia companies. The sample of

participants employed in the business sector represents 65 units. From

this sample 30 were female and 35 were males (46%:54%). Most

participants are older than 46 years of age (38%), which actually shows

that these managers are mature persons with quite a bit of experience

and employment. We can assume that the top level and middle level

managers employed were individuals with rich experiences obtained

through their employment period.

The study revealed that most of the questionnaire respondents (55%) were

employed in smaller sized business, 31% in middle sized companies, and 14%

in larger sized companies. 43% were employed as top level managers, 57%

of the respondents were employed as middle level managers. It is

encouraging that 78% of the respondents hold an appropriate or obtained

a higher level of education, which is formally required of them.

Data needed for the purpose of the study were collected through

questionnaires. The statistical program SPSS 15.0 was used the process

and analyze the data.

4. Results and interpretation

The respondents were asked to rank the importance of learning content

using a five point Likert scale, where 1 is equal to completely unimportant,

2 representing somewhat important, 3 being neutral, 4 meaning important,

and 5 being equal to extremely important. The results are depicted in Table

1.
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Table 1: Ranking learning content areas

LEARNING CONTENT average
score

rank

Strategic company management
4,64

4

Financial management
4,5076923

7

Production/operation management
3,7538461

18

Marketing management
4,4037692

8

Innovative management
4,1846153

15

Human resource management
4,4307692

8

Controlling
4,6923076

3

Political economy
4,2615384

13

National law and policy
4,4

10

European law and policy
4,0615384

17

Global law and policy
4,5846153 6

Communication skills
4,6

5

Foreign language knowledge
4,8

1

Computing
4,6923076

12

Accounting
0

20

Logistics 4,4153846 9

Ethics
4,7692307

2

Media handling
4,3692307 11

Social skills
4,2615384

13

Systematic thinking
4,076923

16

Emotional intelligence
4,2307692

14

Ecology
3,3846153

19

Reducing stress
4,7692307

2
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4

7

18

15

8

3

13

10

17

6

5

1

12

20

9

2

11

13

16

14

19

2

0

2

4

6

8

10

12

14

16

18

20

rank

 Strategic company

management                    

Financial management

Production/operation

management

Marketing management

Innovative management

Human resource

management

Controlling

 Political economy

National law and policy

European law and

policy

Global law and policy

Communication skills

Foreign language

knowledge

Computing

Accounting

Logistics

Ethics

Media handling

Social skills

Systematic thinking
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The results show a proportionally equal importance to all content areas.

As the table depicts, individual learning content areas are rated with an

average score from 3,3846153 to 4,8. These scores reveal that all learning

content areas are important to managers. More specifically, they are

interested even in those areas that are not concretely tied to their specific

business economic area, but are relevant in understanding the economic,

social, and ecological environment of the organization where managers

are employed.

Based on the obtained data we found that for the participants the most

important learning content areas were the following:

1. Foreign language knowledge,

2. Reducing stress and Ethics

3. Controlling

4. Strategic company management

5. Communication skills

6. Global law and policy

Average importance was rated with the areas of:

1. Financial management

2. Human resource management and Marketing management

3. Logistics

4. National law and policy

5. Media handling

6. Computing

The least important were:

1. Social skills

2. Emotional intelligence

3. Systematic thinking

4. European law and policy

5. Production/operation management

6. Ecology

And special category as a non important

Accounting.

5. Conclusion

Bearing in mind the theoretical grounds of the observations in this work as

well as the results of this segmental study, we consider ours to be in

correlation with the results of the research of the other authors in this

field.
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The analysis of the result of the answers to question 16 of this research

study which refers to the priority of the fields significant for the education

and training of managers highlights several orientations to be

distinguished with Macedonian managers. When we talk about their

preferences regarding the fields significant for the manager training, the

results lead to three groups of field preferences ranked as follows: 1.

Foreign language knowledge, Reducing stress and Ethics, Controlling,

Strategic company management, Communication skills, Global law and policy

2. Financial management, Human resource management and Marketing

management, Logistics, National law and policy, Media handling, Computing

3. Social skills, Emotional intelligence, Systematic thinking, European law and

policy, Production/operation management, Ecology.

The first group refers to the technical and professional skills, the second

refers to conceptual strategic skill, and the third one refers to

interpersonal abilities and skills.

The first item in the first group ranking implies that significance has been

given to the technical and professional skills first and then the social and

communicative skills follow with a high level of significance.

The second and the third group also have variable design of the fields

significant for the training and education of managers.

In our opinion we shall be able to give solid conclusion and support the

same with a higher level of probability only after the completion and

processing of the results of the study which would enable us to design the

future projection of development of the process of education and training

of Macedonian managers.
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INCLUSION AS A NEW APPROACH OR A SOCIAL ATTEMPT

IN THE APPROACH TO SOCIAL INCLUSION OF

DISABLED PERSONS

THE ANALYSIS OF A MODEL OF CARE FOR PERSONS WITH INVALIDITY

Abstract: The aim of the research presented in the paper was to

establish similarities and differences in the approach to disabled

persons, as well as the key elements resulting in medical care model

for the stated population, according to the analysis of the National

strategies and legislative regulations regarding the persons with

invalidity in the countries involved in the research. Theoretical and

historical causes still underlying traditional approach models to

persons with invalidity are analysed in the paper. The approaches are

grounded not only on invalidity as an absolute category, but also on

the attempts at a different approach to disabled persons resulting in

the development of various paradigms and accordingly derived

models. The systems of care for the persons with invalidity in the

Republic of Germany, the Czech Republic and the Republic of Slovenia,

as EU members, as well as in the Republic of Bosnia and Herzegovina

and the Republic of Serbia, as transitional countries, were evaluated

according to the qualitative functional data analysis. Comparative

analysis was used to compare the forms of care existing in Croatia with

the conditions in the stated countries. The analysis has shown that the

traditional approach to persons with invalidity based on medical model

is still prevailing, in spite of the fact that all the countries had made

national documents clearly expressing the need for different

reflections on the approach to persons with invalidity.

Key words: persons with invalidity, medical model, social model,

inclusion, National strategies for disabled persons.

38



STOJKOVIC – MUSANOVIC: INCLUSION AS A NEW APPROACH OR A SOCIAL ATTEMPT…

__________________________________________________________________________________

INTRODUCTION

A comprehensive history and anthropology of invalidity has yet to be

written; on the other hand, social and scientific interest in the children

with special developmental needs and the persons with invalidity is an

undisputable proof that the disabled persons have not been excluded

from the society.

The forms of exclusion or inclusions vary with economic and social

conditions, as well as basic social values.

The professional and scientific public has long ago been aware of the

problem of social exclusion of the persons with invalidity, as one of the

leading social problems of contemporary world. In spite of the fact that

social exclusion used to be associated with poverty, it is now clear that the

causes are not to be searched for only in poverty, but also in a whole

range of inter correlated factors.

It is also a fact that, due to various cultural and value heritage, as well as

the changes caused by technological progress of society, certain countries

(and even broader geographical regions) have been facing the need to

redefine the term of social exclusion of the persons with invalidity, as well

as the models of dealing with it. However, some problems always remain a

current issue and a problem difficult to solve in long term. Numerous

experts hold that the problem of social inclusion of persons with invalidity

can most efficiently be solved through the activities undertaken within the

system of education, or even according to active employment measures.

Multidisciplinary approach to solving social, health and similar problems

has nowadays been frequently mentioned as a form of success. We can

say that the need for the programs designed by practitioners can be

addressed according to the harmonization with the National strategy.

“Has the often used term “inclusion” arisen from the need to represent a

new approach or is it merely wordplay of the term representing an

attempt at correcting still unacceptable reality of the relation towards the

persons with invalidity?” (Oliver 1999).

In theoretical considerations of the evolution changes of the relation

towards the persons with invalidity, various models of the development of

care for the stated population can be found. History clearly indicates that

the attitude of a society towards disabled persons is rather consistent with

the attitude of a society towards marginalized groups.
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Majority of authors associate the changes of the care forms with the

standpoints of theoretical paradigms and models in order to theoretically

and scientifically make the ways closer to the reasons underlying the

approach towards disabled persons. Considering the changes of the

attitude towards the persons with invalidity it is obvious that they are the

result of political, economical and global social changes.

Even tough the new reflections on the concept of organization and

approach to persons with invalidity have pointed to the necessity to

overcome the deprivation of rights and exclusion, the world we live in

explicitly imposes idealized role models. A long time should have passed

since J. A. Komensky and his followers advocated for a different attitude

towards children, according to which, society through its institutions is to

change the relation towards the children with special needs. The very

perception of the different and more humane relation to the persons with

invalidity has implied the creation of a notional framework to proclaim a

new view on social humanity. The efforts at gaining more humane

approach were for the first time made in 1848 (International Declaration

on Human Rights) when in is stated that every person has a right to

schooling, that school is free of charge at elementary and lower level, that

elementary school is mandatory and that schooling is available to

everyone, while directed to the ultimate progress of individual personality.

We are facing a long way to get from the proclaimed to the implemented.

At the very period of the 1950ies, the attitude towards children with

special needs and disabled persons evolved through the development of

various paradigms and models.

THE RESEARCH AIM

The paper analysis the theoretical and historical causes of the

implementation of the traditional models of approach towards persons

with invalidity based on invalidity as absolute category in personality

approach. The aim of the research is to determine the similarities and

differences in the approach to disabled persons and establish the key

elements underlying the medical care model for the population in question

according to the analysis of the national strategies and legal provisions of

the chosen countries.

The method of a study and documentation analysis has been used in the

research, as well as the qualitative contents analysis. The documents used

in the research refer to the national strategies for the persons with
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invalidity, the laws and regulations referring to disabled persons.

Qualitative data analysis has been undertaken to evaluate the systems of

care for the persons with invalidity in the following countries: the Federal

Republic of Germany, Czech Republic, the Republic of Slovenia, as

countries which are EU members, as well as in the Republic of Croatia, the

Republic of Bosnia and Herzegovina and the Republic of Serbia, as

transition countries.

The description of the solutions in the stated countries reflects the

differences of great political and social changes influencing the formation

of attitudes and approaches to the given population, consequently

deserving the attention of a scientific research.

The general approach to research from the standpoint of a research

subject starts from the global solutions, having in mind that the

complexity of care system, i.e. the complexity of the research content,

stands on the way of the later focus on the specific features of the system.

In other words, the individual characteristics determining the quality of

care have not been analysed in the research; when we say this we

especially have in mind the subjective quality features, even though the

often are more important than objective ones.

THE APPROACH MODELS TO PERSONSWITH INVALIDITY

The medical model of care for the persons with invalidity

Clinical approach to the treatment of persons with invalidity is a

consequence of positivistic assumptions of man dating from 19th century.

In the field of science, education and care for persons with invalidity an

approach has for a long time been present starting solely from the

handicap and the specialist treatment of the “damage” based on

objectivistic positivistic paradigm. The paradigm has been markedly

characterised by quantifying view on the world, according to which

differences between persons were understood as objective, real and

subject to investigation through the methods of natural sciences. The

differences manifested in the form of deficit or difficulties have to great

extent been produced in medical disciplines and experimental psychology.

According to these insights, the experts in practice have focused their

attention on “deficit”, “difficulties”, “limitations”, rather than the person.

A person is beyond the eyeshot of the medical model. Persons with

invalidity are seen as a problem; consequently, in order to remove or
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decrease the consequences of a damage, various specialized services are

organized working on the “healing”. Thus children at their earliest age are

labelled “different”. Damage becomes a starting point and defines an

approach to the treatment. Helplessness and weakness is emphasized and

a person is seen as a patient. Institutionalized relation is complemented –

a patient within it is passive and subordinated, and a person responsible

for the work with disabled persons is active and superior. The most vivid

examples of the relationship therapist – patient functioning are

encountered in the terminology determining the population in question,

with an emphasis put on a diagnosis as a starting point of therapeutic

treatment. Such an approach has introduced various specialists. A person

is reduced to a “diagnostic picture”, a constellation of clinical facts and put

in a position which is in accordance with his/her “pathological”

characteristics.

Within the development of scientific approach to children with special

needs, in humanistic and social sciences, behaviouristic paradigm has been

dominant limited to manifest behaviours, mostly developed in psychology,

thus corresponding to medical model. As a consequence, Clough and

Corbett identify medical model with psychological approach, not only in

concurrent relation to theoretical, but also at practical level. In other

words, clear understanding of the connection between the terms has

occurred only after critical insights gained during the implementation of

the mode. The stated authors have pointed out that the connection does

not refer solely to conceptual identity of the model, but to its

implementation, as well (Clough and Corbett, 2000).

Psychological approach and medical model have for a long time been

preoccupied with the “improvement” of the condition of disabled

persons, thus evaluating the work of an expert according to the level of

“improvement” or getting closer to “normal”. Numerous elements of this

way of work are also present today, but in a different social context.

Nevertheless, we can conclude that even nowadays, both theoretically

and normatively, the fundamental features of this way of work and

approach to diagnosis and treatment have been preserved. Accordingly,

the programs of including this population in a society have similar

characteristics.

The medical model has dominated in the approach field to persons with

invalidity since the beginning of 1960ies. This is when new views on

disabled persons occurred introducing new definitions of “deficit” and

“difficulties” in the case of these persons. The most significant concept
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within them is – “special needs”. To put in Kuhn’s language, the period of

medical model criticism could be characterised as a crisis, with the

solutions offered by scientific communities gathering around a new – post

positivistic paradigm (Clark et al, 2002).

Nevertheless, it is essential to emphasize that the criticism of the period

does not at all mean the criticism of either psychological and medical

science and profession, or the experts in the fields, On the contrary, it

could be said that without psychology and medicine there would actually

be nothing that has been brought about by the new social model of

approach to persons with invalidity. The new, social model has introduced

social context of the life led by persons with invalidity into theoretical

analysis. The term of cultural reproduction offered by Bourdieu (Bourdieu,

1998) is rather important in this context. He emphasizes that the

consequence of the uneven distribution of cultural capital in the society it

the reproduction of the differences to the approaches to persons with

invalidity. Socially and economically superior impose their definitions of

reality, including the definition of invalidity. This theory offers sound

grounds according to which the “care overtone” could be interpreted and

become acknowledged in the treatment of the persons with invalidity,

which actually marginalizes it.

The social approach model to persons with invalidity

As it has been previously emphasized, while in the medical model the

“invalidity” of persons is located individually, within an individual, post

positivistic paradigm focuses on the interactions of an individual with

social environment, as an important factor of the life persons with

invalidity lead, opening up possibility for new conceptualizations and

interpretations of “invalidity”. Social approach model to persons with

invalidity has been developed accordingly. Within this model, two sub

models have been developed: the model of social integration of the

persons with invalidity and the inclusive approach model to the persons

with invalidity.

The social model appeared within the post positivistic paradigm of the

understanding of social positions of persons with developmental

difficulties. …”difficulties in learning and participating in social occur due

to the interaction between the person and the context surrounding

him/her: people, politics, institutions, culture and social economic

circumstances influencing their lives” (Booth et al, 2000). The paradigm

has been called post positivistic since it inherited objectivistic positivistic
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paradigm according to which medical model was developed in the sense

of using the methodology of science and “measuring” of individual

differences of persons.

“According to the social approach model advocated by contemporary

researches the negative effects of labelling stigmatisation have been

reduced, having in mind that it does not define invalidity in absolute

categories, it rather determines it through culture and the conditions

imposed by particular environment. In other words, invalidity is a result of

an interaction between a person and his/her environment, rather than a

phenomenon by itself. Labelling people as those belonging to a category

imposes an identity to them, so that a person sees oneself in spite of a

great number of abilities primarily through the marked category the

person is classified within” (Igic, 2009).

A sub model called – the model of deficit has been developed in the model

of social integration of persons with invalidity. Instead of the concept of

care, the deficit model has for the first time offered the concept of

approach. This approach does not only allow but also encourages the

persons with invalidity to participate in a society. The notion of integration

has for the first time been mentioned within the model of deficit, opening

up possibility of gradual and partial involvement of children with minor

difficulties into the regular educational system. This is reflected in changes

of dominant beliefs, values and attitudes. The ways of improving the skills

and abilities of persons with invalidity have been studied within this

model. Integration does not eliminate stigmatization. A person is still

“accepted”, i.e. “imprisoned” by the imposed behaviour and thinking

patterns, the person cannot influence. The person is forced to internalize

the opinions, attitudes and values of the broader community. The

“accepted” individual is sentenced to the imposed role, without a

possibility or an opportunity to represent him/herself in a different light. In

spite of this, the sub model of deficit has initiated the concept of reflection

or awareness raising, i.e. it has introduced the analysis of social

interactions, aiming at their construction (becoming rationally aware),

deconstruction (critically considered) and reconstruction (a possible

change). We are talking about an irreversible process starting with a

question “why is a person stigmatized”, ending with suggestions “how

to eliminate the segregation factors”.

“According to the emphasized demands and research results the General

Assembly of the United Nations adopted A Convention on the rights of

persons with disabilities in 1960ies, according to which the World
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Programme of Action Concerning Disabled Persons has been created and

adopted (the Program in the further text), being a general framework for

the design of national programs and a guideline for their realization. The

results of systematic monitoring and evaluation of the program

implementation have justified its adoption and pointed to the advantages

of integration as compared to traditional segregation approach” (Zovko,

1999).

Namely, as opposite to the traditional doctrine of social care insisting on

the “supportive approach” (measures and actions providing help in

adjustment to “normal life”) to persons with invalidity as a separate

group, a new doctrine has now been advocated for – a “universal

approach” starting from the concept of human rights for all with the

concept including the rights of persons with invalidity. The concept is not

reduced to special rights of disabled persons to education, professional

training and employment; it rather emphasizes the adjustment of the

social setting and society as a whole to differentiated needs of each

person. Successful addressing the needs of all assumes complementary

realization of social, economical, cultural, civil and political rights. Post

modernistic thinking, starting from the 1960ies, has been an expression of

significant changes in social, economical, technological and cultural

environment. The new spirit of the time has been changing the view on

human life through its comprehensiveness, dynamics and permeability

thus to significant sense influencing the existence of a modern man.

Philosophical cannons and epistemological certainty existing up to that

point were subjected to systematic and often severe criticisms. The social

status of academic knowledge has seriously been brought into question. A

decomposition of one view on the world, regardless of where it was

derived from and how it was legitimized, is one of the significant issues of

postmodernist deconstruction of modernism.

A viewpoint that people do not perceive a single existing world order, but

through the act of cognition they to a great extent also create it, has

started from a different understanding of a man. It is a socio

constructivistic understanding of a man, a person who creates meaning,

i.e. it is a view according to which a man is responsible for the outcomes of

his/her cognitive endeavours in considering and interpreting reality. In

such a way, for example, while grounded understanding of modernism

assumes the model terms like “feature”, “character” and “personality”…,

i.e. the terms referring to universal characteristics of a man,

postmodernistic view presupposes that a society establishes its

understanding of reality in a dispersive and fragmentation manner. The
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inclusive model develops within the social model driven by the changes

and efforts at reaching the set aims. Unlike integration model as the one

characterised by a particular attitude towards disabled persons, still

witnessing on a certain separation of these persons from the mainstream

of events, the term inclusive society principally denotes absolute equality

and involvement of each individual in the community, giving contribution

to its development.

Furthermore, it is controversial in view of its definition, since there are

various and opposite opinions. In contemporary literature it has been

talked about inclusion like a concept, a movement, a theory, a philosophy,

educational practice and politics.

Various authors have expressed their views on inclusion (Primorac, 2003),

and the one stated reaches a conclusion that the term of inclusion is

“incomplete” and it at the same time has rather complex contents. He

holds that inclusion is an unfinished theory and offers some guidelines in

construing of inclusive education. Furthermore, Z. Primorac states that the

concept of inclusion is correspondent to socio cultural constructivism as

one of the most modern theories of education and upbringing.

Policy is seen as a plan of action accepted by an individual or social group

(WorldNet Dictionary). The starting points supporting the policy of

inclusive education and action have been mentioned in international

documents, like the following: Human Rights Convention, the Convention

of the Rights of the Child, the World Declaration on Education for All

signed in Jomtien (1990), Standard Rules on the Equalization of

Opportunities for Persons with Disabilities (1993), Salamanka Statement

(1994), Dakar Framework: Education for all (2000).

In its broader sense inclusion denotes a relationship an individual – society

and vice versa; thus it can be more precisely characterised as social

inclusion. There are three interdependent dimensions of social inclusion:

spatial – refers to social and economic distances; relational – social

inclusion as a feeling of acceptance and belonging, reciprocal and positive

interaction, “to be appreciated”, to be socially useful, to participate;

functional – social inclusion as increase of possibilities, opportunities,

abilities, competences (Freiler, 1993).

Inclusion of persons with disabilities in community is a part of the great

world movement for human rights, calling for equal participation of all

persons in the community. In such a way inclusion becomes a basic
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democratic right, having in mind that it implies equality in approach to

persons; in other words, inclusion means that there are not rejected,

segregated, stigmatized or handicapped. All different are equal. (European

Youth Campaign – “All Different – All Equal”).

DESCRIPTIVE AND COMPARATIVE ANALYSIS OF

APPROACHMODELS TO PERSONSWITH DISABILITY

Descriptive and comparative analysis of the models in chosen sample of

countries: the Federal Republic of Germany, Czech Republic, the Republic

of Slovenia, the Republic of Croatia, the Republic of Bosnia and

Herzegovina and the Republic of Serbia, is grounded on the research of

the forms of care for persons with disabilities through the study of

national strategies and laws. The analysis of the documents regulating

realization of anti discriminatory principles in the approach to persons

with invalidity, implemented according to national strategies, has clearly

indicated that reaching of the established aims and tasks to great extent

depends on economical and political circumstances. During the last twenty

years, the chosen countries have been marked by great political and

economical turmoil. Important political changes occurring in Europe, the

spread of European Union, have brought to the necessary harmonization

of legislative regulations.

According to the descriptive analysis of the chosen sample of countries,

key characteristics of approach to persons with disability have been

identified according to which various models of relation to persons with

invalidity could be construed. In such a way, the Federal Republic of

Germany, Czech Republic, the Republic of Slovenia, as European Union

members, had to harmonize their laws with the basic European norms of

human rights protection. However, significant differences remained in

view of economical political framework and the legislative regulations on

the approach to persons with disability. Transitional countries also have a

whole range of specific features in their approach to persons with

invalidity. The case of the Federal Republic of Germany is specific – it was

not involved in a war, but the end of socialism, the fall of Berlin wall and

the reunification of the two countries that had only until yesterday been

arranged in completely different ways, brought about great economical

and political changes. On the on hand, the event caused a delight, and on

the other, it provoked resentment, but what remains as a fact is that the

reunification required great expenses. The analysis of the documentation

on normative regulation has shown that in Germany the approach to

disabled persons is grounded on the following characteristics:
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anti discriminatory laws closer to the assumptions of the National

strategy on persons with disability,

reforms of laws and system of care for persons with disability

that were a driving force of the changes of the policy for persons

with invalidity, serving also as a model applicable in other

European countries,

establishment of laws on self determination of persons with

disabilities and their participation in creation of legal documents

and practical solutions,

the level of individuality confirmed according to individual

characteristics, identification of needs and support aiming at

independent participation in everyday activities,

the law on personal budget,

the possibility of employment at open labour market, supported

by work assistant,

housing strategy implying a support,

reform of the law on care – care rather than custody,

implementation of the inclusive approach to upbringing and

education of children with special needs and

inclusion as a principle of national law on education.

It can be concluded according to the analysis that the development of a

modern approach to persons with disabilities is a social priority in Germany

and that a whole range of significant laws has been adopted, positioning it

on the very top in Europe, in view of modernity of normative organization

(Bundesanstalt für Arbeit, 2004, Verzeichnis der Integrationsfachdienste

IFD. Nürnberg; Bundesministerium der Justiz, 2005, Betreuungsrecht Mit

ausführlichen Informationen zur Vorsorgevollmacht. Berlin...).

The “velvet revolution” in the Czech Republic has driven free thinking and

liberation from the influence of the former SSSR, initiating democratic

changes. The strict communistic regime left important traces of

collectivism; what it left in the field we are dealing with was – utterly

segregating relationship towards the persons with a disability. The Czech

legislative is still facing great tasks in promoting the rights that will make

the disabled persons “visible”. Normative changes refer to all the aspects

of life quality of this population.

The analysis of the documentation has shown the following:

the valid legislative regulations on the condition of human rights

is vague and does not provide enough space for the
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development of contemporary forms of approach to disabled

persons,

the legislation is still relying on the medical model and supporting

institutional forms of care,

the level of individuality is established according to damage and

limitations,

the care and health law has legally introduced the establishment

of incompetence of a person,

the law on social care does not include the instruments

necessary for the implementation of deinstitutionalization and it

does not include the provisions according to which the support

system in a community could be built,

the state is the greater owner of all forms of care,

integration politics is not a component part of the law on

education,

binary system in education is still firmly positioned,

special education is still a dominant model of upbringing and

education of children with special needs.

Even though it harmonized its constitutional laws on the respect of basic

human rights with the international documents, the Czech Republic is one

of few European Union members in which the assumptions for better life

of persons with disabilities have not been realized yet. Normative

regulation is still emphasizing the medical model of care for disabled

persons, as well as segregation forms of care for the target population

(European Coalition for Community Living /ECCL/.(2008.), Creating

Successful Campaigns for Community Living. An advocacy manual for

disability organizations and service providers; Legislativa v eske

republice; Sykorova, Z. (2000). Innovative modules in teaching inclusive

special education at the Department of Special education at Masaryk

University Brno....).

The analysis of documentation has shown that the Republic of Slovenia, as

the most recent member of EU has introduced the greatest number of

changes in the approach to persons with invalidity. In the laws of the

Republic of Slovenia the protection of human rights has been clearly

emphasized, including the ban of discrimination, provision of equal

possibilities for all and equal treatment of each individual. Individuality is

treated as a multiple condition arising out of the interaction of disabled

persons with their social environment, which interferes with

comprehensive and efficient participation in society.
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The descriptive analysis has confirmed the following:

anti discriminatory laws are closer to the assumptions of the

National strategy,

the law on self determination of persons with disabilities has

been adopted, ensuring their participation in the creation of

legislative and practical solutions,

invalidity is defined according to human rights, instead of

damage and limitations,

the right to independent living of disabled persons is defined,

the Law on professional rehabilitation and supportive

employment has been adopted,

the provisions regulating the rights from the field of social care

have been modified and supplemented,

the law on de institutionalization is being prepared,

the health and care law has been changed

inclusive education has been implemented

life long learning has been introduced,

the law on children with special needs has been implemented in

education,

the multi track integration politics has been introduced.

The greatest improvement is noticeable in normative regulation of

housing, employment and education which are of exclusively integrative

character aiming at realization of inclusive approach to persons with

disabilities. Segregating forms of care are implemented exclusively for the

persons with more serious difficulties who need medical care. The law

regulates the strategy of deinstitutionalization based on the philosophy of

inclusion and individual oriented planning (Ho evar, Krajnc, Šuštari , 2002,

Uresni evanje Standardnih pravil za izena evanje možnosti invalidov;

Poro ilo posebnega poro evalca Komisije združenih narodovza socialni

razvoj za obdoblje 2000 2002 in priporo ila....).

The specific feature of Croatia refers to war casualties and the

consequences of war reflected in enormous increase of the number of

invalids (disabled veterans). Creation of a new state has imposed the need

for normative regulation of work with disabled persons. The Republic of

Croatia, as a candidate for EU membership, has also adopted the laws

obligating it to respect basic human rights. It has harmonized its laws with

the norms of European Union , leading to harmonization of the norms on

the approach to persons with disability. Defining priorities in solving

numerous problems, through the changes of political powers and
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different system treatment, the strategic aims in the field have also

changed. On the other hand, this has been slowed down by the legislation

changes. Therefore nowadays the solutions of the medical care model

(social care, the system of pension insurance…) are still dominating. The

law on work capacity in the system of social care has deprived the persons

with disabilities of work capacity, cheating them out of their rights defined

by the Constitution and the proclaimed provisions valid for all the citizens.

This is only one of the indicators of change of the traditional medical

model of care and incompatibility of legislation with the aims and tasks of

the National strategy.

Documentation analysis has shown the following:

emphasized role of the state in the protection of persons with

disabilities,

the laws according to which disabled persons pursue their life

issues do not have clearly proclaimed anti discriminatory

provisions,

expressed protection of persons with invalidity, but from the

standpoint of the medical model,

vaguely defined support to respect of human rights and

regulation on social inclusion,

definition of invalidity according to damage and limitations,

the existence of the law on work capacity, enabling deprivation

of work capacity,

introduction of the Law on professional rehabilitation and

employment of persons with disability,

the existence of traditional forms of care,

the lack of right to self determination as a key principle in the

choice of certain right,

the absence of unique definition of the person with invalidity,

the lack of taw on deinstitutionalization,

the absence of clearly defined legislative determination of

inclusive education,

persistent functioning of binary system of education of children

with difficulties in development,

the application of the law on upbringing and education starting

from the model of social integration (Action program for persons

with disabilities 2007 2013),

The National strategy and The Declaration on Rights of Persons with

Disability, as the most important documents for the persons with

invalidity, are still contrary to the legislation according to which persons
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with disabilities exercise heir rights, having in mind that they do not

include the proclaimed anti discriminatory provisions. What is emphasized

is the protection of persons with disabilities based on the medical model,

rather than respect of human right to determination grounded on

inclusive social politics (Organization for economic cooperation and

development, OECD, 2007, Education policies for students at risk and

those with disabilities in southeast Europe – Croatia, Paris; for Croatian

issue, National strategy of equating possibilities for persons with

disabilities 2007 2015, Narodne novine 143/2002 and 22/2005…).

The Republic of Serbia has not clearly expressed politics for persons with

disabilities, in spite of the fact that it has signed a number of international

documents. As a transition country, it has created a new Strategy for

improving the position of persons with disabilities, setting clear goals of

improvement of the position of disabled persons. The main aims of the

Strategy are the development of legislative and social protection, the

change of the approach mode, especially in education, employment and

housing.

According to the analysis, the following could be concluded:

anti discriminatory laws are being harmonized with the National

strategy, even though the process is slow and uncoordinated,

monopolistic attitude of the state towards the forms of care,

institutional forms of care based on medical model,

Invalidity is defined according to damage and limitations,

the data base of persons with disabilities has not been

developed,

The law on care has introduced legal possibility of proclaiming

“incompetence” arising out of disability of a person,

the laws have been applied not including the instruments needed

for realization of deinstitutionalization,

due to the lack of legislative grounds, the system of support in

community has not been built,

the law on education does not mention inclusive education,

the binary system of education of children with special needs is

still in function.

The analysis of the current state of affairs has shown that there is neither

an institution in the Republic of Serbia with the appropriate data base of

the persons with disabilities nor the system of monitoring care quality.

This creates great difficulties in the design and management of the policies

aiming at the improvement of the position of disabled persons and
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establishment of a suitable system of indicators showing the realization of

these policies (The strategy of improving the position of persons with

disabilities in the Republic of Serbia, “Official Gazette RS”, No 55/05 and

71\05, Organization for economic cooperation and development, 2003;

Education policies for students at risk and those with disabilities in South

Eastern Europe – Serbia…).

Bosnia and Herzegovina has made significant steps in defining the position

of the persons with disabilities. In September 2003 the Council of ministers

of Bosnia and Herzegovina adopted the UN Standard rules for equalization

of opportunities for persons with disabilities bounding the authority organs

to apply the stated rules when creating regulations and solving issues of

disabled persons. The document initiated the issue of approach to persons

with invalidity in Bosnia and Herzegovina, mostly positioned in the sector

of social care. However, even though the sensibility for the problems of

persons with disabilities has been increased and their movement

empowered, the position of these persons in society has not been

significantly improved.

The analysed documents show the following:

the state has not signed the Convention on rights of persons

with disabilities,

the principles of democracy and human rights respect are being

built into legislation, but slowly and uncoordinatedly,

social legislation is base on the medical model of care for persons

with disabilities,

a number of fields at various levels of power share the

jurisdiction in implementation of the policy for persons with

disabilities,

cantons are responsible for the establishment of the policy of

approach to persons with disabilities,

the adoption of action plans for the implementation of activities

included in the National strategy is not carried out on equal

grounds in all the cantons,

the problem issue is regulated through 10 laws on education,

the cantons are responsible for the establishment of the policy

of upbringing and education of children with special needs,

the law on upbringing and education provides the equal right for

education for all,

the binary system of education of children with developmental

difficulties is still functioning,

special education is emphasized and
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inclusive education is a key element of educational reform.

In spite of the fact that the issue of invalidity is increasingly more present

on the agenda at all levels of power, it seems that there is still no clear

vision of future actions in the field of invalidity, and the organizations

gathering persons with disabilities do not have sufficient influence on the

current state of affairs for the attitude of society towards the persons with

disabilities to be improved. One of the causes of relatively undefined

existing status of the persons with disabilities is the fragmentation of

jurisdiction between various levels of power. This is caused by

inappropriate communication and the lack of cooperation. It is evident

that the vague division of jurisdiction often leads to a situation in which

disabled persons do not know where they can exercise their rights. In

order to solve any of their problems they are sent to the institutions of

social care, implying that persons with disabilities are still treated

exclusively as a social category (the Strategy for equalization of

opportunities for persons with disabilities in the Federation of Bosnia and

Herzegovina 2010 – 2014, Organization for economic cooperation and

development, 2003; Education policies for students at risk and those with

disabilities in South Eastern Europe – Bosnia and Herzegovina…).

The comparative analysis has clearly shone that the respect of human

rights is a component of constitutions of the chosen sample of countries.

The national strategies express anti discriminatory attitudes, however

emphasizing the role of the state in the protection of persons with

disabilities. Considering the aims and measures of the national strategies, it

has been established that the differences are minor, i.e. all the strategies

are based on contemporary approach to persons with disabilities. The

medical model of care, financed by the state is still dominating, i.e.

prevailing institutionalized form of care in solving the housing problem

and the issue of care for persons with invalidity. Germany and Slovenia are

the only countries that implement the rehabilitation programs in the

community, grounded on deinstitutionalization strategy. Normative and

practical changes in the approach to persons with invalidity in all the

countries are still rather slow and they assume long lasting processes.

Germany, Slovenia and Croatia have adopted important laws opening up

possibilities for persons with disabilities to actively participate in the life of

the community (The law on self determination of persons with disabilities,

The law on inclusive education and The law on deinstitutionalization).

The emphasized traditional models of care for persons with disabilities are

still characteristic for all the stated countries, even though it is in
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opposition to the ratified agreements and national strategies. Only in

Germany and Slovenia the modern forms of approach have been

introduced according to the Law on deinstitutionalization grounded on the

philosophy of inclusion.

The programs of non governmental and non profitable organizations are

forms of modern approach. On the other hand, these programs are not a

significant factor in creating a comprehensive system of care for persons

with disabilities, since they do not have systematic support to programs

and are dependant on financing by the state. Furthermore, non

governmental organizations are closed systems classified and founded

according to damages, leading to them being negotiable with difficulties.

In such a way an active transfer of knowledge based on the concept of

inclusive approach is not made possible.

It is rather challenging for significant research and professional works

legitimizing contemporary forms of approach to change the established

attitudes and ways of system functioning. It is a daunting task to

implement the national strategies based on a different approach to

persons with disabilities in the system of out of date legislation in Czech

Republic, Croatia, Bosnia and Herzegovina and Serbia.

Defining of invalidity, i.e. disability from the standpoint of medical model is

characteristic for the majority of the studied countries, apart from

Germany and Slovenia. In these countries, the level of invalidity is

determined according to the establishment of individual characteristics

and possibility of participation in the activities of everyday life. Establishing

the needs is a starting point in defining support a person with disability

needs in order to actively participate in the life of a community.

Having adopted the Law on professional rehabilitation, Croatia has made a

great step, creating, along with Germany and Slovenia, the assumptions of

employment of persons with disabilities at open labour market.

The binary form of upbringing and education of children with special

needs is still prevailing in all the studied counties. A great step ahead has

been made by Germany, Slovenian and Czech republic, having in mind that

they adopted the laws on education of children with special needs and

started with the introduction of inclusive education.

The comparative analysis of the solutions in the chosen countries has

shown that Croatia, in comparison to other countries, has shown progress
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and has been gradually changing the philosophy of approach to persons

with disabilities. According to the model of good practice, some solutions

have been implemented in Croatia, proven to be successful in Germany

and Slovenia.

On the one hand, the policy of approach to persons with disabilities in

Croatia has increasingly been determined by the lack of financing and the

reduction of state programs; on the other hand, Croatia has faced an

enormous increase of the number of users of these programs, leading to

deterioration of living conditions of all, and, as a consequence, of persons

with disabilities.

The comparative analysis of the sample of countries has indisputably

shown that the awareness on equal rights of a person with disability has

been raising through new ways of considering the approach to persons

with invalidity; at the same time, there is also raised awareness on the

development of social potentials necessary for the development of

contemporary forms of approach to persons with disabilities.

Nevertheless, the involvement and empowering of civil society in shaping

the policies of contemporary approach to persons with disabilities is rather

optimistic. Persons with disabilities are a part of civil society who have

actively participate in design and creating of conditions for higher quality

of life, thus taking responsibility for their own lives. In public, especially

professional, scientific and political, there have been more and more

persons advocating the attitude that autonomy, self advocacy, self

organization of persons with disabilities are the right way into the future.

CONCLUSION

The analysis and articulation of the models of approach to persons with

disabilities, basic theoretical assumptions of care and approaches aimed at

showing that these ideas are not new, but are recognized over again

through man’s efforts to confirm him/herself as an individual. The

comparative analysis of the sample of countries has shown that the

traditional approach to persons with disabilities, based on medical model

is still prevailing. In spite of the fact that all the countries have created key

national documents according to modern standpoints, the medical model

of approach to persons with invalidity has still been persistently resisting

the changes in practice. It is not a rare case that the application of

qualitative normative solutions in practice, according to contemporary

theoretical approaches raises a large number of challenging and
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demanding questions. If social model is based on holistic approach,

constructivistic paradigm and the need for social intervention, the issue of

direction of the change to be introduced is the matter of changes in value

structures, as well as political will to democratize society. Namely, in social

intervention, problem solutions are recognized at four levels: national,

local, school and family. The experiences of developed countries have

shown that there is no successful implementation of a program without

appropriate activities at all the stated levels.

Inclusion implies a whole range of changes leading to “inclusive society”.

The changes assume acceptance of a “new paradigm” which is only to

become applied at individual and social level and become a new social

concept. This is a long lasting process demanding active education,

upbringing and learning of each individual and society. Considering the

past, the present and wishing for the future, inclusion, as a process of

social change, will come true only when there is no more need to use it as

a term, a concept, a movement or a philosophy.

Finally, as it is expressed by on old Chinese proverb: “When wind blows,

some build walls and others construct windmills.”
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DISCOURSE AS AMETHOD OF INSTRUCTION IN

HIGHER EDUCATION TEACHING2

Abstract: In the beginning, the paper focuses on certain new impulses

in higher education didactics. The position of higher education didactics

after the Bologna declaration is also considered, with the special

emphasis on reconsiderations of its own concepts and teaching

methods within them. The text points to the critical tones of the

reaches of the reform currents of higher education teaching so far,

considered to be for the time being mostly oriented to structural

changes, while the essential changes to contribute to the quality of

studying have remained neglected. The paper further deals with the

innovative approaches to instruction in higher education teaching, as

well as the changes in the teaching and learning strategies in

emancipatory didactics, i.e. the teaching methods that address the

needs to empower emancipatory potentials of students; such teaching

methods are fundamental to emoncipatory didactics, which is the

theoretical background of the paper. Special attention has been paid to

learning aims, referring to the following: critical attitude towards reality

which should undergo changes; disentangling oneself from social

limitations and emancipation of an individual; autonomy, self

determination and solidarity; learning through communication and

interaction in teaching through cooperation between students and

teachers. An attempt has been made at giving contribution to

realization of these aspects of teaching in higher education teaching

through discourse as a method of instruction at university level. The

basic characteristics and teaching methodology aspects of discourse are

defined and established within the context of meta theoretical field

grounded on critical philosophy of society and emancipatory didactics.

Finally, the findings of an explorative empirical research are given, with

the most significant ones to be the following:

- being the reason for satisfaction with a discourse as a method of

instruction manifested by the majority of students, participatory

approach has confirmed the ideas of participatory epistemology in the

1 e mail: ggojkov@hemo.net
2 The text is written within the project supported by the Ministry of Education and
Science of the Republic of Serbia for the period 2010 2012, No. 179010
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approaches to learning; as a consequence, it leads to achievement of

autonomy and self regulated learning, which are basic elements of

emancipatory didactics, as well as cognitive functioning that should be

characterized by flexibility, creativity, risk taking readiness;

- students who have expressed satisfaction with a discourse as a

method of instruction have stated the following reasons: possibility for

exploration, independence, freedom, etc, manifesting high

achievement through creative cognitive reactions. In other words,

discourse as a method of instruction suits them best, while other

students need to work more in order to adopt the strategies permeated

by participative epistemology, getting closer to emancipatory aims of

learning in higher education teaching.

Key words: discourse as a method of instruction, higher education

teaching, emancipatory didactics, the Bologna process.

Introduction

Through the reform of university studies within the Bologna process

higher education didactics has found itself in a position to have to

reconsider its concepts, as well as teaching methods within them. This is

supported by the critical reviews of the reform currents in higher

education teaching and of the intentions of the Bologna process,

according to which their reaches are mostly limited to structural changes,

leading to the coherence of European higher education space. Essential

changes that should have directly contributed to the quality of studies are

still not visible enough.

During the very initial phase of introducing the changes at the higher

education level numerous teachers have expressed pessimism in regard to

the new conditions of teaching in the era of bachelors and masters and

have seen them as “a limiting corset” (Eberhardt, 2010) when creating

their teaching, as well as deterioration of working conditions and

possibilities of mentoring students. At the moment tones could be heard

in Europe (Germany, etc; ibid) emphasizing the fear that what has been

created through the structural reform is university of “III secondary level”

(continuation of secondary school) with studies being to the great extent

made school like. It is considered that as the reform develops it has

become more obvious that it essentially refers to the structural and

organizational side of the courses with the consequences that, from the

standpoint of higher education didactics, stand in the way of the

development of science and studies. The task that “higher education

institutions should pay more attention to the development of innovation

82



GOJKOV: DISCOURSE AS A METHOD OF INSTRUCTION IN HIGHER EDUCATION TEACHING

__________________________________________________________________________________

strategies, in regard to the organization of learning contents, teaching

materials and teaching methods” (Cre/Unesco Cepes, 1997: 11; according

to Eberhardt, op. cit.) has not been noticeable so far. In other words, the

efforts made in the domain of teaching have been limited to mere

structural changes. At the same time, what has been an assumption of the

success of the Bologna process project, i.e. the demands to establish “the

culture of teaching” that “recognizes and acknowledges the results in

teaching to the same extent it recognizes research results that can

contribute to reputation” (Council of Europe for Science 2008: 8), has

been scarcely perceptible. The critical tones from Europe reflect

dissatisfaction with partial disappearance of both European and national

university traditions and scientific structures, e.g. the unity of research and

teaching, postulated by Humboldt (Eberhart, op. cit.). Namely, what is

needed are new didactic impulses to mitigate the criticisms resembling the

sentence of Konrad Paul Liessman in his Theory of Non Education: “The

misery of European higher education institutions has one name: Bologna”

(Liessman, 2006: 104). The situation in Serbia is similar. The criticisms refer

to the decrease of the level of demands at academic studies, professors

and students being limited by the broadness of studies, limitations

regarding the scope of learning material, i.e. literature through the

number of ECTS, the lack of differentiation between academic and

professional studies, structural changes according to which studies have

become increasingly more school like, fragmentation of fields to modules,

terms… In such a way the criticisms of the cited Liessman (2006),

according to which the taken course could be classified within the

“misconception of learning society” (Ibid), resemble those heard in Serbia

that, apart from the previously mentioned, have emphasised the negative

aspect of functional knowledge, technocratic approach to knowledge

(knowledge as goods, manufactured to be materialized in a new value…),

as well as the agreement with the criticisms heard in Germany pointing out

that the predominant issue of the reform refers to administrative and

organizational side, i.e. structural changes. On the other hand, this should

be redirected towards the issues of teaching, instruction and studying, the

aspects of the development of quality of higher education didactics that

have still been kept in the background. According to the modest opinion

of the authoress of these reflections, insufficient attention has been paid

to higher education didactics, which would be in the function of reaching

the aims leading to self organized learning of students. self responsible

and self determined characteristics whose purpose is for students to

acquire the competences young people are expected to have not only in

the world of labour, but according to contemporary social currents. In

other words, what is needed is to integrate the aspect of emancipatory
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didactics into formulation and design of university courses in such a way

that special attention is paid to the fact that the contents of university

studies are generated form research and that they need to undergo a

didactic transformation by the very scientist who teaches. According to

this, it is necessary for subject contents to transform into a subject of

educational process of a student. This imposes the need for the

competence for didactic reflection and creation of one’s own teaching

methodology, in accordance with higher education didactics nowadays

acknowledging the need to innovate the organization of learning

contents, teaching materials and teaching methods (Cre/Unesco Cepes

1997: 11). The changes to be expected in this respect should go in the

direction of shifting the efforts made at pure structural changes towards

what is an assumption of success of the Bologna process, i.e. the demands

for the establishment of “teaching culture”. This would help us avoid the

severe criticisms heard in Europe and becoming also more and more

emphasized in Serbia, emphasizing the dissatisfaction caused by a certain

level of negligence of the European and national university traditions and

scientific structures, such as the unity of research and teaching, postulated

by Humboldt and according to the estimations of many up to now well

incorporated. Didactics impulses in this sense lead towards the ways of

changes at the very didactic scene, towards the possibilities of innovating

teaching and learning strategies at higher education level. One of the

attempts to respond to these didactic impulses is the application of

discourse as a method of instruction in higher education teaching, aiming

at reaching the aims of emancipatory didactics.

Theoretical Background and Terminological Delineations

The term discourse (Latin discursus) denotes conversation, discussion,

verbal communication, speech, as well as exposition of a subject, while the

term dispute (Latin disputare, German Disput) implies the meaning of

having different opinions, a discussion, a debate. In the didactic literature

in Serbian speaking region (as well as former Yugoslav), what is most

frequently used in this sense is the term conversation method, that is,

along with the monologue method, classified within the oral or verbal

method. The terms dialogic (Greek dialogos), as well as erothematic (Latin

in the form of question) (Vilotijevic, 1999) have also been used for this

method. A dialogue denotes a conversation led by two people, while the

same term is used for literary artistic form established and used by antique

philosophers, i.e. sophists, like Socrates, Plato and others, while the

method in which a speaker asks and the addressee answers the question is

called erothematic method. This method is associated with Socrates and
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his mayeutics. Nowadays didacticians (Vilotijevic, 2010) consider that

neither a dialogue, nor erothematic terminologically “cover” the modern

notion of conversation method. A dialogue in teaching refers not solely to a

conversation of two people and it does not boil down to raising questions

and providing answers, although these are the essential methods of the

method of dialogue. Vilotijevic (Vilotijevic, 1999) considers that a

conversation can be led in the form of discussion, confronting different

opinions, leading to a conclusion that the original meaning of the method

does not any longer have the same meaning in teaching. Theoretical

grounds of understanding of the process of learning today, i.e.

epistemological framework of learning in teaching, has put the accent on

the importance of constructivism, as well as didactical theories

(emancipatory didactics) that follow methodological theoretical

movements; in other words these ideas have permeated new views on

meaning and essential determinations of teaching methods. However, we

will deal with them further in the text to follow. We would turn here to the

discussion on teaching methods and their classification that has constantly

been a current issue. We have to admit that there is no unique and

generally accepted classification, partly due to the fact that the

determination depends on theoretical context of teaching and learning.

This is the reason why we have chosen to use the term discourse as a

teaching method in the text, so that we could mark innovative approaches

to instruction in higher education teaching, as well as the changes in the

strategies of teaching and learning in emanciptory didactics, i.e. a teaching

method that is appropriate for the demands requiring empowering of the

emancipatory potential of students.

The main characteristics of the method are as follows:

- discourse implies a conversation led in the form of discussion on a

topic, i.e. an issue;

- a discussed issue should be expressed in a polemical manner, so

that it opens up possibility of expressing different viewpoints and

providing arguments in favour of various standpoints,

interpretations, opposed opinions; this leads to a possibility to

chose the issues that have not been clearly and unambiguously

explicated in science, seeking for further research;

- a discourse implicitly involves discussions broader than a discourse,

referring to more expressed conflict of opinions in the situations

when science has no clear answers, imposing the need for further

research and argumentation of standpoints, getting into more

serious scientific waters, the problem of methodology, etc; in other
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words, it could be said that it involves the elements of dispute in its

original sense.

A conclusion could be drawn according to what has been stated above

that the terms like discourse, dispute and dialogue are of similar meaning,

i.e. that they have similar elements in their basic determinants, but that

their meanings can be differentiated depending on theoretical and

didactic conceptions within which they are installed, i.e. applied. It is

significant to mention here that it seems that the term discourse is more

suitable for didactic practice and that the term dispute would rather be

used to denote discussions led by didacticians, i.e. for scientific

discussions, even though the discussions led within higher education

teaching often do have a lot of elements that could be classified under

scientific discussion, or at least they should involve such elements. We

have chosen to use the term discourse, having in mind a teaching method

according to which instruction develops in such a way to guide students

towards self organized search for information, making independent

conclusions according to the information they gather, creating their own

standpoints accordingly, expressing their observations on the problematic

issues science has still not offered undisputable answers for, expressing

their opinions, discussing… It is expected that this could lead to practical

expression of participative epistemology, self determined and self

organized learning, along with mentor guidance of a teacher who is in the

function of realization of emancipatory potentials of students. In such a

way a number of already familiar methods are getting closer to one

another, their characteristics, i.e. their basic elements are intertwined,

while, on the other hand, their manifested expressions and their functions

have a different form and contribute to different aims. In this sense, it

seems that they are heading towards the realization of basic intentions of

the Bologna process, contributing to conceptual changes in accordance

with contemporary philosophy of knowledge, as a framework of pluralistic

concepts in emancipatory didactics and empowerment of emancipatory

potentials of students as subjects in learning process.

Theoretical framework of the research is, before all, emancipatory

didactics grounded on pluralistic educational concept bringing in

democratic values, based on ontological and gnoseological assumptions of

pluralism in philosophy, as well as on the pedagogic postulate of

functional and critical process of democratization at a faculty and in

society. Furthermore, this leads towards “student oriented didactics”

whose task is to practice self determination and co determination and to

open up possibilities for self responsible and co responsible action.
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Therefore the paper considers possibilities to get to less ambiguous

answers to the questions related to the preparation of young people for

cognitive functioning whose main characteristics should be flexibility,

creativity, risk taking readiness, etc. As a consequence, the text deals with

the didactic aspects of discourse as a method of instruction in higher

education teaching; furthermore, its reaches and limitations are discussed.

Teaching quality management, especially in higher education teaching, is

considered an essential determinant of sustainable development in the

conditions of highly competitive global market. The strategy is

characterised by an emphasized note of innovative development, based

on the management of changes that do not stop at the level of adaptive

responses to the environment, but rather emphasize new competences

for the world of employment. Among these a special place belongs to

readiness for change. Psychologists explain such a readiness according to

specific cognitive, affective and conative functioning of a person. In

cognitive sense, this competence refers to flexible, creative thinking which

is not dogmatic, as well as to ability to accept pluralism of ideas; in

affective sense, it refers to the ability to tolerate suspense and

uncertainty, while in conative sense, it refers to taking initiative, being

innovative and ready for risk taking (Djurisic Bojanovic, 2008). As a

consequence, we are facing the idea that it is necessary to prepare young

people for the world of work and life in general in pluralistic educational

concept that should involve flexibility of educational models, with greater

number of optional courses, along with the creation of personalized

programs and multi perspective teaching. The following didactic means of

the flexible educational model are usually mentioned: team work,

cooperative and individualized work, dialogic methods, nominal methods,

the “brainstorming” method (Ibid). Pluralistic education concept is based

on democratic values, ontological and gnoseological assumptions of

pluralism in philosophy, as well as on the postulate of functional and

critical process of democratization in school and society in pedagogy,

leading to “student oriented didactics” with a task to practice self

determination and co determination and to enable self responsible and co

responsible action (Kron, 1989). However, the didactic orientation

supported by such arguments does not fully insist on social constructs of

individual action. In other words, this is another didactic theory that has

not been completely positively assessed. It has been reproached for the

insufficiency in its efforts made for the aspect of relations and contents at

getting closer to democratic self comprehension of society in an

integrated and balanced reality construct, through realization of self

determination and co determination in the processes of learning and
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teachings at the institution of a faculty as a subsystem. In this sense,

criticisms have been expressed to the postulates of communicative

didactics of Schaffer and Schaller in which personality related to

emancipatory postulate is in the basis of open curriculum. In such a way,

the extreme tendencies towards relativism of contents and types of

learning have become omens of “open didactics” suffering from severe

criticisms here in Serbia, as well. Meta theoretical discussions on student

oriented didactics have been going on for years, and some of its

statements would be the following:

1. “self determination” does not appear only as the most

important aim of pedagogic process, but broader, as the only

valid organizational criterion that can be met only if it is

immediately manifested;

2. the terms of “self determination” and “emancipation” are

insufficiently explained: it has neither been analysed what their

relation to other notions (individuality, personality…) is, nor this

has been put into ens sociale setting.

Having given the previous outlines it might be necessary to turn briefly to

the influences of postmodernism on the meta theoretical conceptions of

pedagogy, underlying theoretical frames of didactic concepts. Three basic

currents have appeared at the map of theory of science; as a

consequence, the main positions of science have been imbedded into

these three movements: dialectic materialistic standpoints,

hermeneutically oriented position (pedagogy as a social science) and

empirical analytical standpoints on the science of learning. The

representatives or advocates of these three movements have for some

time been in some kind of a war. We are well aware of the “dispute on

positivism” from the end of 1960ies between the Frankfurt school

(Adorno, Habermas and others) and critical rationalism (Popper and

others). In the meaning time the discussions have reached still waters,

opening up possibilities for better consideration of differences and

similarities. For each of the three main streams pedagogical theories and

didactic models can be stated that through their theoretical frameworks

refer to these basic positions (for further reading see: Gojkov, 2006). What

will be closer considered for the need of the research are the elements of

theoretical orientations that could be relevant for the theoretical

framework of the research whose findings will be presented in the paper.

Acting from the position of critical theory of society, T. Adorno, M.

Horkheimer, V. Benjamin, J. Habermas etc. have tried to prove that the

obligation of “reason” created in the age of Enlightenment has become
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instrumentalized in modern empirical analytical sciences: orientation

towards the welfare of an individual and society has been replaced by the

rationalism of purpose that has become and instrument of power of few

people. Pedagogues have kept citing two fundamental notions of

Frankfurt school: discourse and emancipation. Transferred to didactics,

the relation teacher – student goes through the theory and models of the

authors like: Klafki, Mollenhauer and Blankerz – the advocates of critical

theory in the 1980ies.

As a social science, pedagogy is a consequence of hermeneutic positions

of science. The following movements from hermeneutic position have had

an important role to play in pedagogy and didactics: American

pragmatism, symbolic, interactionism and phenomenology. Since Husserl’s

phenomenology the way has led directly to existentialism (K. Jaspers) and

fundamental ontology of M. Heidegger to Sartre’s existentialism and,

recently, to the so called life world concept, allowing glimpses on

significant influences on pedagogy. What is characteristic for pedagogical

practice is the following:

- criticism of school aiming at emancipation,

- one’s own aims with a token of emancipation.

Due to the fact that numerous questions have arisen regarding the

notional determination of the term “emancipation”, it was not possible to

create a pedagogical theory to be an undisputable orienting point in

practice; as a consequence, critical theory has become an unrealized

program, while the discussions on critical pedagogy in Europe have

become less passionate.

We would now turn to postmodernism and its function as a scientific

theoretical standpoint that corresponds to the positions of Kuhn and

Feyerabend in their discussions on paradigms; what has been under

dispute refers to the objectivity of modern science, warning about

scientific results being dependant on paradigms (Kuhn), i.e. certain

discourses (postmodernism). With its assumptions on equality and

incommensurability of scientific knowledge as compared with other types

of knowledge, postmodernism has even surpassed Kuhn, opening up,

apart from numerous others, the following question within pedagogy:

what would be the criteria of differentiating between scientific

groundedness and a discourse within the scientific groundedness of

pedagogy? The latest scientific theoretical conception, i.e. constructivism,

significant for contemporary didactic concepts (Gojkov, 2005) has faced

the same question. It could be concluded here that various pedagogical
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conceptions, today present at the pedagogical scene of Europe have been

under the influence of different scientific theoretical concepts.

Many didacticians have had high hopes for the perspectives of

postmodernism for didactics. As a consequence, some of them are

dedicated to the task of articulating postmodernism believing that there

are many valuable ideas there and that didactic approaches can be

improved through careful use of “alternative voices” that can often be

heard in the field of didactics. At the same time, there are numerous

authors who hold that many relations of fundamental postmodernism

notions have not been illuminated within didactics. As an illustration, we

would refer to the relation between postmodernism and constructivism,

according to which postmodernism is seen as a new philosophy and

constructivism as a general cognition theory, explicating our

understanding of the world. It is significant to invoke the fact here that the

roots of a number of constructivistic views on cognition can be found in

postmodern philosophies that have been separated from rationalistic,

objectivistic and technocratic tendencies of “modern” society, as well as

that the philosophy of postmodernism has emphasized the contextual

construction of meaning and validity of multiple perspectives, with its key

ideas being the following: knowledge is construed by people and groups

of people; reality is multi perspective; truth is grounded on everyday life

and social relations; life is a text; thinking is an act of interpretation; facts

and values are inseparable; science and all other human activities are

based on value.

On the other hand, constructivism is characterised by the following ideas:

mental events should be studied; knowledge is dynamic; meaning is

construed; learning is a natural consequence of acting; teaching is

negotiation with knowledge construction; thought and perception are

inseparable; problem solving has a central place for cognition, as well as

perception and understanding (Gojkov, op. cit).

Along with the previous statements we would also add several comments

on abilities expected nowadays. Unlike the project of modernity,

postmodernism distrusts the premises of necessary and possible unity and

continuity. Abilities that should be developed in postmodern conditions

are no longer primarily the competences of abstract ego identities (Uhle,

1993), able to reach a consensus on given issues according to rational

argumentation supported by the power of a better argument. In a

postmodern world there are many better arguments – however, they are

incompatible and antagonistic. Postmodern knowledge does not provide
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universal criteria by the means of supreme principles that can lead to a

consensus; nevertheless; it offers the insight that the agreement has to be

and can be reached even if the participants remain in dissent concerning

fundamental premises. The claims of postmodern curricula have become

more humble: a consensus is a local issue (Gojkov, op. cit).

The above description of what is called postmodernism does not seem to

have obvious consequences on the contents of a curriculum. However,

these descriptions are relevant with regard to how knowledge is acquired

and dealt with in instruction. Postmodern knowledge is also the

knowledge on the paradox effects of knowledge: the establishment of

global standardization and harmonization, on the one hand, and the

establishment of local heterogeneity and individualization, on the other.

This paradox is due to the structure of communicative action:

communication is enculturating the subject, but it is at the same time

significant for its individualization. As the possibilities of communication

and information exchanges get faster and more connected, the

tendencies of gaining nothing else but artificial and purely pragmatic

knowledge also increase. This is a potential problem for the functioning of

democracy, if it is not reduced to a rule of majority. To teach and transfer

knowledge in postmodern world means to be sensitive to the function and

quality of knowledge. The tendency to transfer increasingly more

knowledge which is not related to the world in which a learner learns –

Husserl called it Lebenswelt – may be due to scientific orientation in

teaching and problematic pluralism of scientific word. To start with the

world in which the learner lives and real experiences of learners might

become a crucial point in school and teaching, while the process of

delegitimation process of meta narratives continues and deconstructs

modern belief in the continuity of history and biology, emancipation and

humanism. Lived worlds are heterogeneous and pluralistic but that does

not mean that the postmodern individual would live in some permanent

identity crisis (as some sociologists like to exaggerate, for instance Berger

et al 1987). Nevertheless, from a pedagogical perspective unity and

continuity in the relationship between a teacher and a learner and with

regard to the knowledge transmitted and construed is an important

feature of today’s schools (Noddings, 1992). This circumstance requires a

stronger inclusion of the lived world, especially because the postmodern

condition tends to move school and teaching in the opposite direction.

On the normative dimension, postmodernism asks for a reflected attitude

towards pluralism and tolerance (Zimmerli, 1994). Pluralistic tolerance

does not imply that anything is all right and that everything has to be
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accepted – such a concept is rather unethical and undemocratic. Pluralistic

tolerance is nourished by the insight into the heterogeneity of discourse

types and language games. So, today’s task is to accept this fact and to

develop the ability to fight for one’s own convictions without using

violence; in other words, to learn to live with more or less permanent

disagreement and dissent. This seems to be more important than to

achieve the high and surely noble ideal of the subject that searches for a

consensus according to rational arguments – an ideal that just a few

achieve, anyway. The development of the ability to endure disagreement

and dissent is closely connected to the insight that there is always a lack of

information and knowledge, and it is connected to individual, often hurtful

experiences of getting stuck with powerless, helpless and lacking

arguments. To focus on complexity, discontinuity and differences in school

and teaching may lead to this postmodern modesty – a modesty that

resigns from the modern belief that there are rational solutions to every

problem and there is some higher sense and meaning in every difference

(Gojkov, 2006b). All this refers to the search for the teaching methods to

guide young people towards the above described abilities. Therefore we

are searching for new methods of instructions; discourse as a method of

instruction seems to be appropriate, especially in higher education

teaching where learning contents should involve open questions,

controversy issues suitable for self organized learning and discussions on

arguments in favour of the standpoints the students have adopted.

Having provided the previous outline, it could be concluded that

theoretical framework of the research is emancipatory didactics, created

in the critical social theory of the Frankfurt school and critical

emancipatory pedagogy. Habermas, as well as others advocating the

critical approach to practice have favoured the realization of emancipatory

interests, i.e. the efforts at acquiring and deepening of knowledge and the

striving of an individual to build him/herself as an individual who will find

its way out of tranditional cultural determinism and move towards self

determination. Emancipatory pedagogy, grounded on the interests of

emancipation, views education and upbringing as communication action

created in the weaknesses of immediate reality facing the horizon of

future possibility (Koenig and Zedler, 2001). The founders of emancipatory

pedagogy, Klauss Mollenhauer, together with others, like Wolfgang

Lempert, Klauss Schaller, Wolfgang Klafki, Herwig Blankerz, Herman

Gizeke, etc have defined emancipatory pedagogy in various ways.

Mollenhauer and Lempert have emphasized subjective factor in

emancipatory education, relying on Habermas’ view on emancipation

putting an accent on the process of social emancipation as a whole, i.e. the
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context involving the process of emancipatory education and upbringing

(Wulf, 1978). Blankerz has emphasized that the subject of pedagogy is

upbringing, encountering a man in the state of “immaturity”. Upbringing

has to change this state through orientation towards a defined aim, i.e.

the aim of man’s maturity. The measurement of maturity is in the very

structure of upbringing and education. According to this author, pedagogy

reconstructs upbringing as a process of emancipation, i.e. it liberates a

man so that he or she can turn to him/herself (Blankerz, 1982). Within

critical constructive didactics, Klafki has pointed out that emancipatory

education means training for self determination, co determination and

solidarity (Klafki, 1993). Schultz has referred to Mollenhauer saying that

self education of a student as a member of society cannot be realized

without his or her involvement in the determination of an aim, implying

learning in groups and legitimacy of education only in the form of a

dialogue between the subjects able to act, rather than subjecting a

student to teacher’s intentions, having in mind that “in anthropological

reflection we are seen as beings destined for freedom, with equal right to

self realization, i.e. beings supporting and responsible for one another”

(available at http://www.dositej.org.rs). For Herman Gizeke emancipatory

education is an effort at realizing emancipation with an individual in the

process of growing up who guides oneself towards self affirmation, self

knowledge and self determination. This is reached through setting a goal

(the development of I competence, competence for critical reflection,

confrontation to repression and shaping of practical, socially responsible

integrative partnership and democratic style in upbringing and education

(Gizeke, 2004, according to Vilotijevic, op.cit). According to Mollenhauer,

the aim of emancipatory pedagogy is emancipation of a man, who has a

possibility to distance himself from the given social relations or to change

them through self reflection.

Previously outlined various approaches to emancipatory upbringing and

education have the same determinants whose essence is in the following:

critical attitude towards reality to be changed; liberation from repression

and emancipation of an individual; autonomy, self determination and

solidarity; learning through communication and interaction in teaching

where students and teachers cooperate. It seems that all this can be

encouraged by previously defined characteristics of a discourse as a

method of instruction at higher education level, contextualized within

meta theoretical field grounded on critical philosophy of society and

emancipatory didactics.
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Methodological Framework

The research is of explorative character with the intention to consider the

possibilities and the effects of application of a discourse as a method of

instruction in higher education teaching. The question underlying the

research refers to the following: how students assess discourse as a

method of instruction, aiming at obtaining the evaluation of the effects of

discourse as a method of instruction. The effects of the implementation of

the method have been considered from two angles. One refers to the

aspect of students’ acceptance and it is considered according to the

statements given by students showing their satisfaction with participation

in the discourse, i.e. their assessment of this teaching method. The other

angle is considered through cognitive reactions of students in learning and

teaching situations observed in the discourse. This is how the thesis has

been tested on the acceptance of discourse as a method of instruction by

students, i.e. its motivational and cognitive aspect, considering the way

higher education didactics has tried to give its contribution to more

complete self observation and self reflective, self guided learning leading

to self changes ensuring freedom of person’s actions according to

contemporary philosophical discussions aiming at creation of

competences expected and desirable in working and social context today.

The working hypotheses refer to the following:

- students express satisfaction with a discourse as a method of

instruction;

- cognitive reactions of students within a discourse reflect

cognition elements relevant for creative approaches to problem

solving, flexible, creative, non dogmatic thinking, as well as

ability to accept pluralism of ideas; in affective sense they refer

to the ability to tolerate suspense, and in connative sense, the

abilities refer to taking the initiative, innovativeness and risk

taking readiness.

Along with the above methodological outlines it can be anticipated that

there are other questions in the subtext of the problem the research deals

with, for example: how students react to a discourse as method of

instruction in higher education teaching; what are their cognitive reactions

driven by the method like; to what an extent the reactions are a part of

their learning strategies and to what an extent they reflect their cognitive

style; what are the students satisfied and dissatisfied with in a discourse;

what are the correlations between satisfaction and cognitive reactions,

etc. According to the outline of the research it is expectable to get

answers to some questions directly, while on others only indirectly certain
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conclusions can be made, leading to an answer to the question on the

innovative potentials of a discourse in higher education teaching, from the

standpoint of educational aims and standards imposed to an individual

and society at global level.

The research was carried out during the two terms of the academic

2009/10 and 2010/11 within the course Didactics at the second your of the

Teacher Training Faculty and the course Methodology of pedagogic

research at the third year of the same faculty. From organizational point of

view, students were offered to deal with certain themes according to the

method of discourse; i.e. this was seen as a pre exam obligation and was

recognized through certain number of points to be a component of the

final mark. The themes for the discourse were given in advance, as well as

provisional literature for preparation, while during the classes the

discourse was led according to questions and problems; argumentation

was provided from the anticipated, as well as other sources students

found themselves. The evaluation was carried out after each class,

expressed by the anticipated number of points. The students were familiar

with the ways of evaluation, i.e. they were aware of the number of points

assigned to certain procedures in a discourse. During their engagement

the professor evaluated their cognitive reactions in accordance with the

demands of emancipatory didactic, as it has already been mentioned in the

previous text (observation protocol, construed for the purpose – PPKR).

All the reactions were registered and scored relying on the classification

closest to Bloom’s taxonomy, with a difference that the highest score was

assigned to the creative reactions of students which are in accordance

with the theoretical framework of emancipatory didactics, i.e. with the

theoretical grounds the paper starts from.

Having completed the two courses, a questionnaire was administered

according to which students should express their level of satisfaction with

this method of instruction, i.e. they were asked what they think of the

method of discourse, to what an extent it suits them, i.e. how satisfied

they are with it (the questionnaire – ZDMPVN – was designed for the

purpose of the research and refers to the following questions: what do

you think of a discourse as an instruction method in higher education

teaching; what is it that makes you content with such a way of work, and

another question was: what would you like to change?). So, the questions

were of open type and students stated their standpoints and opinions on a

discourse. The subjects were not asked to evaluate the procedures within

a discourse and they were not limited in any way; consequently the

evaluations involved both positive and negative assessments, as well as
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recommendations for further modification of the method. Such an

approach was chosen, before all, due to the advantage the freedom of

expression implicitly involves.

The research was undertaken on the sample of 207 students. The non

probability sampling technique was used, i.e. the sample was random

including 58% of 2nd year students, and the rest of them were 3rd year

students. They filled the questionnaire expressing their opinion on

discourse as an instruction method within higher education didactics at

the end of terms, i.e. in June 2010 and 2011.

The independent variable is a discourse as a method of instruction in

higher education teaching, and the dependent variables refer to the

following: satisfaction with the discourse; cognitive reactions of students;

success expressed by the number of points. The method of systematic

non experimental observation was used in the research. Manipulation of

variables in order to change them on purpose was not carried out, but

statistic replacements were undertaken through statistic analyses for

experimental controls. Apart from the experical method, efforts were

made to transform quantity into quality in order to find a correlation of the

data with the theoretical framework. In other words, systematic approach

was in a sense used according to the synthesis of the data. The main

argument in favour of such an approach was found in the very phenomena

studied, i.e. in the complexity of teaching and learning in higher education

teaching.

The following statistic procedures were used: the correlation between the

set of variables representing the aspects of satisfaction with a discourse

and the number of points was examined according to linear regression

analyses, i.e. stepwise method; factor analysis of the aspect of satisfaction

with a discourse was carried out according to the method of categorical

principal component analysis; factor analysis of the reactions appearing in

the discourse was undertaken according to the categorical principal

components analysis method; the link between the set of variables

referring to satisfaction with a discourse and the set of variables referring

to the reactions in the discourse was studied according to the canonical

correlation analysis; hierarchical cluster analysis of the variables from the

domain of satisfaction with a discourse was carried out through the

between groups linkage method; the hierarchical cluster analysis of the

variables from the domain of reactions appearing in a discourse was done

in the same way, i.e. using the method of between groups linkage.

Quadrate Euclidian Distance was used as a cluster distance measure.
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Findings and Interpretation

The overview of the findings starts from the consideration of students’

reactions to a discourse as a method of instruction, i.e. the starting point

will be the consideration of the frequency of the percentage of the

statements given by students showing their level of content with

discourse as a method of instruction.

1. Satisfaction with a discourse as a method of instruction

Table 1.1.

The percentage of the subjects satisfied with certain aspects of discourse

Satisfaction with a discourse as a method of instruction Valid percentage

yes 39.6%Satisfied with discourse –
interesting way of work not stated 60.4%

yes 45.9%Satisfied with discourse –
motivational for learning not stated 54.1%

yes 38.2%Satisfied with discourse – better
understanding not stated 61.8%

yes 37.2%Satisfied with discourse – feeling
free to express oneself not stated 62.8%

yes 39.1%Satisfied with discourse –
possibility to express personal
opinion

not stated 60.9%

yes 58.9%Satisfied with discourse – gradual
knowledge acquisition not stated 41.1%

yes 28.0%Satisfied with discourse – enables
research work not stated 72.0%

yes 27.1%Satisfied with discourse –
opportunity to get better grades not stated 72.9%

yes 19.3%Satisfied with discourse –
possibility to get an insight into
the heart of the mater

not stated 80.7%

yes 18.8%Satisfied with discourse –
student’s engagement is more
appreciated

not stated 81.2%

yes 8.2%Satisfied with discourse –
interesting to work in a team not stated 91.8%

yes 9.7%Satisfied with discourse – stage
fright when participating in a
discussion as an obstacle

not stated 90.3%

yes 8.7%Satisfied with discourse – the
same students always have
dominant

not stated 91.3%

yes 21.7%Satisfied with discourse it is
time consuming to prepare for
each class

not stated 78.3%

yes 19.3%Satisfied with discourse – I prefer
professor’s lectures more than
discussion of others

not stated 80.7%
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The Table 1.1. shows, in comparison to the total number of statements

given by students in regard to the value of a discourse, that what has been

most frequently mentioned is that such a way of work “opens up

possibilities for gradual knowledge acquisition”, followed by the

statement “motivational for learning”, while at the third place the

following statement appears “interesting way of work”. At the opposite

end of the scale, i.e. at the bottom of the ranking list according to the

number of statements the statement is found that a discourse opens up

“possibility to get an insight into the heart of the mater”. At the same

time low percentage of the subjects stated that “it is interesting to work

in a team” and that “always the same students have a dominant role in a

discussion”.

At the very first step it can be noticed that the most attention, i.e. the

greatest satisfaction of students refers to the possibility to acquire

knowledge gradually, as well as that discourse motivates them for

learning, since it is interesting to work in this way. These could be taken as

the strongest sides of a discourse, having in mind that majority of students

have emphasized these characteristics of a discourse. On the other hand,

it can be seen that there are students who, apart from this (they were not

limited either in stating what they consider positive in the method or in

suggestions what should be changed, i.e. they could have stated a number

of advantages, as well as shortcomings) have pointed out what they

considered a negative side of discourse as a method of instruction, like, for

example “always the same students have a dominant role in discussion”,

“it is time consuming to prepare for each class”… Considering that the

previous findings show that a discourse as a method of instruction is

suitable for majority of students mostly because the way of work is

interesting, it is motivating and facilitate knowledge acquisition through

gradual learning, we can conclude that these are the strongest points for

the students who had participated in it; furthermore, it seems that this

way of implementation has shown such a side of the method, i.e. it was

experienced by most of the students in this way. What is my point here? It

seems to me that these actually are not the strongest points of a discourse

as a method of instruction in higher education teaching; furthermore the

potentials of students are not such that they are not able to reveal its

other sides, i.e. the minority of students that in this attempt of using the

method of discourse might not have been a minority if this aspect of a

discourse had been more emphasized. However, this issue remains open

for the second step of the project. Namely, we are facing the need for the

research to focus on the issue of reaches of a discourse as instructional

method from the angle of higher levels of learning and knowledge quality,
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i.e. whether it has revealed new ideas, whether it has condensed thoughts

and main ideas, analysed theories from the standpoint of possibility of

their application, etc. It is significant to mention here that the reasons for

this can be various. Some of them might refer to the learning strategies

adopted until now, pre knowledge of theoretical concepts, etc. At the

same time, greater certainty in the explication of the finding according to

these aspects implies a new outline of a research, as well. The fact that

could be seen as a significant finding is that the method has caused

positive reactions in the case of the students, i.e. they expressed content

in a great number of statements, while discontent was manifested in a low

percentage and it refers to the finding that some students appreciate

professor’s lectures more, that they have a feeling of discomfort when

participating in a group discussion or that they had to prepare for each

class, which was time consuming. It is important to consider each of the

statements individually. It seems that they do not point to something that

would be an essential shortcoming of a discourse as a method of

instruction; they are rather indicators of individual differences of students,

their habit to attend lectures, rather than participate in them, i.e. rather

than learning systematically along with active participation. From this

angle it could be said that a discourse as a method of instruction in higher

education teaching was well accepted by the students involved, thus

confirming the general hypothesis on acceptability of a discourse by

students, with an accent on its motivational aspect. This confirms the

value of discourse in the sense of contributing to self guided learning,

ensuring the way to freedom of action of persons, towards competences

expected by the contemporary conditions of labour and social context. As

it has already been mentioned in the text above, this actually is the aim of

emancipotory pedagogy and didactics, i.e. emancipation of a man, who

through self reflection has a possibility either to distance from the given

social relations or to change them. It is expected that such an involvement

of students into learning processes would lead to liberation from

restrictions and emancipation of an individual: autonomy, self

determination and solidarity. Learning through communication and

interaction in teaching in which students and a teacher cooperate has

turned out to be a good method serving as a complement to

confirmations in meta theoretical field, grounded on critical philosophy of

society and emancipatory didactics.
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2. Students’ reactions in a discourse

Table 2.1.

The percentage of subjects showing presence/absence of certain reaction

in a discourse

Reaction in a discourse Valid percentage

no 44.4%Reaction in a discourse – data
interpretation yes 55.6%

no 61.4%Reaction in a discourse –
derivation of phenomena
characteristics according to
analyses

yes 38.6%

no 76.3%Reaction in a discourse –
interpretation of data in a new
way

yes 23.7%

no 85.0%Reaction in a discourse –analysis
of theory and finding ways of
implementation

yes 15.0%

no 71.5%Reaction in a discourse –
examples for theory
argumentation

yes 28.5%

no 47.8%Reaction in a discourse –making
conclusions yes 52.2%

no 44.0%Reaction in a discourse –
examples for implementation of
concepts

yes 56.0%

no 33.8%Reaction in a discourse – notional
analysis yes 66.2%

no 47.3%Reaction in a discourse –
argumentation yes 52.7%

no 69.1%Reaction in a discourse – noticing
regularities yes 30.9%

no 51.2%Reaction in a discourse –making a
list of characteristic features yes 48.8%

no 61.4%Reaction in a discourse –
comparison of texts yes 38.6%

no 73.4%Reaction in a discourse –
revealing new ideas yes 26.6%

no 76.7%Reaction in a discourse –
attributing newmeanings to data yes 23.3%

no 79.2%Reaction in a discourse –
condensation of main ideas yes 20.8%

The Table 2.1 shows that there is significantly lower number of subjects

who “interpret data in a new way”, “find ways of implementation of a

theory”, provide “examples for argumentation of a theory”, “reveal new

ideas”, “attribute new meanings to data” or “condense main ideas”.

Ranking the reactions of students, we could say that, as it can be seen

according to the table, the following reactions are on the top of the list:

notional analysis (66,2%), examples for implementation of concepts
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(56%), data interpretation (55,6%). These findings serve us to check the

second part of the hypothesis, i.e. the second working hypothesis.

Considering the findings we could reach a conclusion that they clearly

show the level of cognitive reaction of students within a discourse,

reflecting elements of cognition relevant for creative approaches to

problem solving, flexible, creative, non dogmatic thinking, as well as ability

to accept pluralism of ideas; in affective sense, the findings should refer to

ability to tolerate uncertainty and suspense, and in the conative sense they

are to refer to showing initiative, being innovative and ready to take a risk.

The finding that these very cognitive reactions were less expressed is in

favour of a conclusion that the second working hypothesis cannot be

confirmed. Such a finding indicates a dichotomy of the levels of cognitive

reactions, i.e. of a larger number of students who participate in a discourse

through “notional analysis” (66%), providing “examples for

implementation of concepts” (56%), “interpretation of arguments”

(55,6%), “making conclusions” (52,7%), “derivation of phenomena

characteristics according to analysis” (52,2). At the opposite side there

are cognitive reactions of students referring to creativity. If we try to

consider the status of the second working hypothesis according to this,

we can say that students have not to a sufficient degree expressed

cognitive reactions reflecting the elements of cognition significant for

creative approaches to problem solving, flexible, creative, non dogmatic

thinking; consequently, this would lead to a conclusion that we could not

count on their abilities to accept pluralism of ideas; in affective sense, we

are facing weaker ability to tolerate uncertainty while in conative sense

the findings indicate not so strongly expressed inclination towards taking

initiative, being innovative and ready to take a risk. As a consequence, a

conclusion could be made that students in their strategies do not have

sufficiently developed creative approaches, as well as that their meta

cognitive strategies are still at the lower levels, and that we should take

long steps in order to reach the aims proclaimed by emancipatory didactic,

like those previously mentioned: self observation and self guided, self

reflective learning, leading to self changes opening up possibilities for

already explicated freedom of person’s actions in accordance with

contemporary philosophical discussions leading to creation of

competences expected by contemporary working and social setting at

global level.

3. Satisfaction with a discourse and a number of points

Having in mind that the students have expressed “possibility to get a

better grade” as one of the reasons for being satisfied with a discourse as
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a method of instruction, I was interested in the influence such a statement

could have on the realized number of points, i.e. to what an extent this

was connected with their content with a discourse. The relation between

the set of variables representing the aspects of discourse satisfaction and

the number of points was examined according to the linear repression

analysis, i.e. stepwise method. The analysis was carried out in four steps

with the last step in the model including four aspects of satisfaction with a

discourse as relevant predictors of the number of points: possibility of

research work, interesting way of work, possibility to express one’s own

personal opinion and professor’s lectures in comparison to discussion of

others.

Table 3.1.

Coefficient of multiple correlation (R) and its quadrate in

the models involving satisfaction with a discourse as a predictor

and the number of points as dependent variable

Model R R quadrate

1 .806a .650

2 .813b .661

3 .822c .675

4 .828d .685

a. Predictors: Satisfaction with a discourse – provides opportunity

for research work

b. Predictors: Satisfaction with a discourse – provides opportunity

for research work, Satisfaction with a discourse – interesting way

of work

c. Predictors: Satisfaction with a discourse – provides opportunity

for research work, Satisfaction with a discourse – interesting way

of work, Satisfaction with a discourse – possibility to express

one’s own personal opinion

d. Predictors: Satisfaction with a discourse – provides opportunity

for research work, Satisfaction with a discourse – interesting way

of work, Satisfaction with a discourse – possibility to express

one’s own personal opinion, Satisfaction with a discourse – I

prefer professor’s lectures to discussion of others.

The Table 3.1 shows that the correlation between the set of previously

stated aspects of satisfaction with a discourse and a number of points is

significantly high – 0,83.
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Table 3.2.

Standardized regression coefficient (Beta)

Stand. coefficients
Model Beta

(Constant)1

Enables research work .806

(Constant)
Enables research work .811

2

Interesting way of work .105
(Constant)

Enables research work .876
Interesting way of work .122

3

Expression of personal opinion .137
(Constant)

Enables research work .871

Interesting way of work .120

Expression of personal opinion .152

4

Preferring professor’s lecture to
discussion led by others

.103

Table 3.2 shows the nature of the direction of previously mentioned

connection: the subjects who have stated that a discourse opens up

possibilities for research work are inclined to have a higher number of

points than those who have not stated this advantage. Furthermore, those

who have not stated that the work in a discourse is interesting, that it

allows expression of one’s own personal expression and that they prefer

professor’s lectures to discussions led by others are also inclined to have

higher number of points.

The interpretation of previous findings imposes an observation that the

constants like “research work” , “interesting way of work” and “possibility

to express one’s own personal opinion” fit into emancipatory aims that

can be classified under cognitive competences referring to flexible,

creative, non dogmatic thinking, as well as the ability to accept pluralism

of ideas, ability to tolerant uncertainty in affective sense and initiative,

innovativeness and risk taking readiness in conative sense. Contrary to

what has just been said, the predictor included in the last model referring

to “preferring professor’s lectures to discussion of students during

classes” does not fit with this set. Nevertheless the statement has found

its place within significant predictors of success expressed by number of

points, implying that there is a group of students who are more satisfied

with traditional lectures than a discourse. Such a finding raises another

question to be addressed in a future research; in other words a research

103



GOJKOV: DISCOURSE AS A METHOD OF INSTRUCTION IN HIGHER EDUCATION TEACHING

__________________________________________________________________________________

could be undertaken dealing with the issue of needs for individualization

of teaching methods during studies. However, this, as well as other

questions like, for example: to what an extent the finding is permeated by

the level of development of individual work techniques, to what a degree

the meta cognitive abilities of students have developed… The basic

conclusion imposing itself refers to the statement that the main predictor

of student’s success in the sense of achievements expressed by the

number of points actually is highly manifested research abilities, since

these were the students who as a rule got higher number of points. On the

other hand, it should be mentioned that it is not impossible that just the

same number of points, i.e. high achievements, were reached y students

who are not thrilled by a discourse as a method of teaching. One of the

angles of considering this finding could refer to cognitive style, which, as a

hypothetical construct with a broad range of abilities and personality

features, is an indicator of idiosyncrasy, manifested here, underlying long

known fact on the non existence of a universal method, both from the

aspect of aims and contents and from the angle of an individual.

4. Reactions appearing in a discourse and a number of points

The confirmation of what has just been pointed out but from another

angle can be found in the correlation between reactions appearing in a

discourse and a number of points. The relation between the set of

variables representing reactions in a discourse and a number of points is

tested according to linear regression analysis, stepwise method. The

analysis was carried out in four steps, with the last step in the model

comprising four reactions appearing in a discourse as a significant

predictor of the number of points: attributing new meanings to data,

condensation of main ideas, comparison of texts and data interpretation.

Table 4.1.

The coefficient of multiple correlation (R) and its quadrate in the models

involving reactions appearing in a discourse as predictors and

a number of points as dependant variable

Model R R kvadrat

1 .859a .737

2 .909b .827

3 .925c .856

4 .927d .859
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a. Predictors: Reaction in a discourse – giving new meanings to

data

b. Predictors: Reaction in a discourse – giving new meanings to

data, Reaction in a discourse – condensation of main ideas

c. Predictors: Reaction in a discourse – giving new meanings to

data, Reaction in a discourse – condensation of main ideas,

Reaction in a discourse – texts comparison

d. Predictors: Reaction in a discourse – giving new meanings to

data, Reaction in a discourse – condensation of main ideas,

Reaction in a discourse – texts comparison, Reaction in a

discourse – data interpretation

Table 4.1 shows that the correlation between the set of four above

mentioned reactions in a discourse and the number of points is rather high

– 0,93. What can also be seen according to the Table 4.1 is the direction of

the stated correlation: those students who give new meanings to data,

condense ideas and compare texts are more inclined to have a larger

number of points than those who do not manifest these reactions.

Furthermore, those students who do not interpret data are inclined to get

a higher number of points (although this correlation is significantly less

expressed).

Table 4.2

Standardized regression coefficients (Beta)

Standardized
coefficients

Model Beta

(Constant)1

Reaction in a discourse – giving new meanings to
data

.859

(Constant)

Reaction in a discourse – giving new meanings to
data

.560

2

Reaction in a discourse – condensation of main ideas .423
(Constant)

Reaction in a discourse – giving new meanings to
data

.545

Reaction in a discourse – condensation of main ideas .436

3

Reaction in a discourse – comparison of texts .171
(Constant)

Reaction in a discourse – giving new meanings to
data

.544

Reaction in a discourse – condensation of main ideas .432

Reaction in a discourse – comparison of texts .165

4

Reaction in a discourse – data interpretation .061
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5. Factor analysis of satisfaction with a discourse

Factor analysis of the aspects of satisfaction with a discourse was carried

out according to Categorical Principal Components Analysis method.

Taking into consideration the number of factors (principal components)

and the percentage of a variance they interpret, it has turned out that the

solution with six factors is optimal. These 6 factors explicate 70% of

variance in the aspects of students’ satisfaction with a discourse as a

method of instruction.

Table 5.1.

The variance of original variables interpreted according to individual

factors

Interpreted variance

Factor

Total (Eugen

value) % of variance

1 2.767 18.448

2 2.017 13.447

3 1.793 11.956

4 1.547 10.316

5 1.216 8.107

6 1.105 7.364

Total 10.446 69.639

The Table 5.2 shows that:

1. factor – dissatisfaction, burdening aspect – impossibility of

affirmation – is defined by a stage fright due to public discussion,

the dominance of the same students in discussions, preparations of

students for each class and the preference of professor’s lectures

over discussion led by others;

2. factor – exploratory component – defined by freedom of

expression, a possibility of expressing one’s own personal opinion

and possibility to get engaged in research work;

3. factor – motivational component – defined by interesting way of

work, motivation for learning and the possibility of getting to the

heart of the matter;

4. factor – docimological component – defined by an opportunity

for better grades and the work of students is more appreciated;
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5. factor – pragmatic aspect – defined by gradual knowledge

acquisition and a negative correlation with it is interesting to

work in a team;

6. factor – team work – defined by the statement it is interesting to

work in a team and a negative correlation with better

understanding.

Table 5.2.

The matrix of factor loads of the aspect of satisfaction with a discourse

FactorThe aspect of
satisfaction with a

discourse 1 2 3 4 5 6

Discourse satisfaction
– interesting way of
work

.182 .060 .782 .237 .195 .019

Discourse satisfaction
–learning motivation

.378 .003 .531 .093 .307 .110

Discourse satisfaction
–better
understanding

.256 .257 .349 .023 .343 .473

Discourse satisfaction
–freedom of
expression

.198 .701 .066 .260 .036 .139

Discourse satisfaction
–possibility of
expressing one’s own
personal opinion

.212 .624 .259 .040 .080 .259

Discourse satisfaction
–gradual knowledge
acquisition

.137 .274 .006 .030 .692 .186

Discourse satisfaction
–enables research
work

.300 .799 .020 .118 .157 .171

Discourse satisfaction
– opportunity for
better grades

.221 .292 .215 .655 .252 .183

Discourse satisfaction
– possibility for
getting to the heart
of the matter

.217 .102 .661 .404 .277 .221

Discourse satisfaction
–students work is
more appreciated

.147 .240 .179 .744 .172 .092

Discourse satisfaction
–it is interesting to
work in a team

.181 .053 .114 .269 .488 .714

Discourse satisfaction
–stage fright due to
public discussion as
an obstacle

.717 .022 .092 .127 .148 .153
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Discourse satisfaction
– the same students
are always dominant
in a discussion

.511 .386 .137 .366 .064 .278

Discourse satisfaction
–preparation of
students for each
class

.868 .198 .270 .157 .060 .027

Discourse satisfaction
–preference of
professor’s lectures
of discussion led by
others

.809 .095 .279 .069 .133 .133

A statement could be pointed out in the discussion of these findings that

the first factor is defined by the statements of students referring to some

of their negative assessments, i.e. they talk about a feeling of discomfort

due to stage fright they are facing when they have to participate in a

discussion, the feeling of shame about their colleagues’ reaction, the fact

that preparation for discourse classes is time consuming, or that they

prefer professor’s lectures to discussion of others. It is not specified what

the last statement refers to; as a consequence the interpretation of the

statement could have a broad range, while in order to be more certain we

should certainly carry out a separate research focusing on the issue.

Having presented the previous analysis, we could conclude that the

outline of forming of sets of discourse satisfaction elements is more neat

and easy to survey, i.e. there are two clearly separate groups with the

unambiguous structure of two opposite sides – dissatisfaction with a

discourse on one hand and – satisfaction with exploration possibilities, on

the other.

6. Factor analysis of reactions appearing in a discourse

Factor analysis of reactions appearing in a discourse was undertaken

according to the method Categorical Principal Components Analysis. Having

in mind the number of factors (principal components) and the percentage

of variance explained by them, it has turned out that the solution with five

factors is optimal.

Table 6.1.

Variance of original variables interpreted according to certain factors

Interpreted variance

Factor
Total (Eugen

value)
Percentage

1 3.008 20.00
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2 2.680 17.87
3 2.087 13.93
4 1.320 8.80
5 1.095 7.27
Total 10.190 67.93

Table 6.1 shows that the five factors together interpret almost 70% of

variance of the reactions appearing in a discourse.

Table 6.2 shows that the factors are rather clearly structured and can be

defined in the following way:

1. factor – examples, application – defined by derivation of the

characteristic features of phenomena according to analysis,

interpretation of data in a new way, examples for theory

argumentation, absence of discovery of new ideas, absence of

attributing new meanings to data, absence of condensation of

main ideas and analysis of theory;

2. factor – creativity – defined by discovery of new ideas, attributing

new meanings to data, condensation of main ideas and, to a lesser

degree, examples for theory argumentation;

3. factor – comparison – defined by the absence of conclusion

making, notional analysis, argumentation and text comparison;

4. factor – application – defined by examples for application of

concepts, the absence of perception of regularities and making

lists of characteristic feature;

5. factor – interpretation – defined by conclusion making, and to a

lesser extent, data interpretation.

Table 6.2.

Matrix of factor loads of the reactions appearing in a discourse

Factor
Reaction appearing in a

discourse 1 2 3 4 5

Discourse reaction –
data interpretation

.335 .384 .124 .242 .457

Discourse reaction –
deduction of
phenomena
characteristics according
to analysis

.679 .438 .208 .070 .172

Discourse reaction –
interpretation of data in
a new way

.759 .407 .108 .017 .281

Discourse reaction –
examples for
argumentation of
theories

.555 .453 .026 .099 .036
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Discourse reaction –
conclusion making

.184 .050 .502 .167 .638

Discourse reaction –
examples for application
of concepts

.224 .186 .186 .531 .324

Discourse reaction –
notional analysis

.265 .004 .652 .296 .144

Discourse reaction –
argumentation

.090 .043 .795 .048 .125

Discourse reaction –
perception of
regularities

.257 .417 .106 .521 .104

Discourse reaction –
making a list of
characteristic features

.048 .163 .057 .714 .026

Discourse reaction –
comparison of texts

.119 .010 .804 .073 .239

Discourse reaction –
discovery of new ideas

.558 .757 .039 .111 .017

Discourse reaction –
attributing new
meanings to data

.553 .726 .048 .148 .019

Discourse reaction –
condensation of main
ideas

.531 .681 .073 .156 .040

Discourse reaction –
theory analysis and
finding a way of its
application

.639 .407 .037 .044 .397

7. Satisfaction with a discourse and reactions appearing in a

discourse

The correlation between the set of variables referring to the satisfaction

with a discourse and the set of variables referring to the reactions

appearing in a discourse has been examined according to correlation

analysis. The Table 7.1 shows that 15 pairs of canonical variables have been

identified, with the first pair in rather high inter correlation and the second

and the third pair in medium inter correlation. Having this in mind, only the

first pair would probably be relevant for us; nevertheless it was necessary

to check the relevance of canonical correlations given in the table 7.2.

Table 7.1.

Canonical correlations

1 .715

2 .624

3 .470

4 .387

5 .364

6 .324
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7 .305

8 .231

9 .225

10 .173

11 .128

12 .100

13 .092

14 .073

15 .007

Table 7.2.

Canonical correlations relevance tests

Wilk's Chi SQ DF p

1 .021 733.740 225.000 .000

2 .218 288.830 196.000 .000

3 .391 178.113 169.000 .300

4 .502 130.777 144.000 .778

5 .590 100.065 121.000 .918

6 .680 73.098 100.000 .980

7 .760 52.076 81.000 .995

8 .838 33.595 64.000 .999

9 .885 23.243 49.000 .999

10 .932 13.438 36.000 1.000

11 .960 7.678 25.000 1.000

12 .976 4.531 16.000 .998

13 .986 2.611 9.000 .978

14 .995 1.014 4.000 .908

15 1.000 .011 1.000 .918

The Table 7.2 shows that only the two first pairs of canonical variables are

in statistically significant correlation. For further statistical as well as other

analysis, it is necessary for us to consider more closely the canonical loads

of both variables.

Table 7.3

Canonical loads for satisfaction with a discourse

1 2

VAR00001 .004 .034

VAR00002 .125 .285

VAR00003 .126 .081

VAR00004 .601 .072
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VAR00005 .435 .862

VAR00006 .078 .098

VAR00007 .994 .047

VAR00008 .097 .006

VAR00009 .015 .028

VAR00010 .087 .156

VAR00011 .160 .092

VAR00012 .092 .209

VAR00013 .032 .041

VAR00014 .112 .083

VAR00015 .138 .112

Table 7.3 shows that the first canonical variable representing the set of

variables referring to satisfaction with a discourse is defined, before all, by

freedom of expression (variant 4, see the list of variables), the possibility of

expressing one’s own personal opinion and possibility of taking part in

research work. The second canonical variable is defined, in the first place,

by the possibility of expressing one’s own personal opinion.

Table 7.4.

Canonical loads for the reactions appearing in a discourse

1 2

VAR00016 .046 .133

VAR00017 .052 .183

VAR00018 .117 .165

VAR00019 .063 .100

VAR00020 .020 .021

VAR00021 .002 .001

VAR00022 .010 .039

VAR00023 .080 .188

VAR00024 .010 .002

VAR00025 .322 .850

VAR00026 .001 .299

VAR00027 .038 .141

VAR00028 .991 .016

VAR00029 .904 .025

VAR00030 .821 .025

It can be seen according to the Table 7.4 that the first canonical variable,

representing the set of variables referring to the reactions appearing in a

discourse, is defined, before all by discovery of new ideas (variable 28, see

the list of variables), attributing new meanings to data and condensation

of new ideas. The second canonical variable is defined, at the first place by
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perception of regularities. According to what has been said, it can be

concluded that within the highly compatible canonical groups the

variables from both set are identified referring to explorative attitude to

learning (research activities, freedom of expression, personal opinion, on

the one had and creative cognitive reactions, on the other) pointing to the

fact that the correlation of these variables from the observed sets

(satisfaction with a discourse and cognitive reactions of students

appearing in a discourse) is significant for teaching through a discourse in

higher education teaching, i.e. that a discourse as a method of instruction

is most suitable for students who have emancipatory attitude towards

learning, intrinsic motivation and learning techniques appropriate for

exploratory approaches to learning.

8. Cluster analysis of the aspects of satisfaction with a discourse

Further analysis has examined previously identified links and correlations.

Hierarchical cluster analysis of variables from the domain of satisfaction

with a discourse has been done according to the method of between

groups linkage. Quadrate Euclidian Distance has been used as a cluster

distance measure.

Table 8.1.

Cluster analysis stages1

Connected clusters

Stage Cluster 1 Cluster 2 Coefficients

1 14 15 13.000

2 11 13 27.000

3 12 14 28.500

4 11 12 37.833

5 4 7 39.000

6 8 10 41.000

7 1 9 44.000

8 4 5 64.500

9 8 11 67.500

10 1 8 75.714

11 1 4 87.370

12 1 3 94.750

13 2 6 97.000

14 1 2 110.115
1The numbers in the columnts Cluster 1 and Cluster 2 represent ordinal

numbers of the variables from the list of variables in cluster analysis
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The Table 8.1 shows that the analysis was carried out in 14 stages. At the

same time, it can be seen that at the first stage the variables preparation

of students for each class and I prefer professor’s lectures are connected,

explaining the statements of students who are not satisfied with a

discourse. Namely, classifying previously mentioned variables under the

same class shows that the students who state that they prefer listening to

professor’s lectures to participating in a discourse or listening to

discussions led by others are actually not ready to regularly make effort in

preparing for a discourse within teaching. What remains for some future

research is to investigate if the reason for this is a lack of systematic work,

i.e. the habit of unsystematic learning or something else, like the habit to

receive ready facts that mainly should be memorised, thus forming a

learning strategy. The fact is that these two variables are connected and

that they can be interpreted as a lack of motivation for getting more

deeply involved in the contents of learning, or, in other words, according

to the adopted receptive reproductive learning strategies. This implies

that a number of students is still far away from emancipatory approach to

learning and that they should actually “be woken up” through this or

other similar teaching method. In the dendogram given in the text below

this can be more clearly noticed, as well as the other previously identified

correlations. It is also perceptible that the variables that can be described

as statements showing dissatisfaction with a discourse (stage fright due to

public discussion, feeling shame when facing the need to talk in front of

others, the same students have a dominant role in participation in the

discourse etc) are classified under the same category, which has already

been suggested at the first steps of the statistical analysis. On the other

hand, the variables expressing satisfaction with the possibility of having

research approach towards knowledge acquisition, expressing one’s own

opinion, getting to the heart of the examined matter, freedom of

expression are also undoubtedly grouped together, which has also been

indicated by the former steps of the statistic analysis.

The list of variables in cluster analysis

1.Interesting way of work, 2. Motivating for learning, 3. Better

understanding, 4. Freedom of expression, 5. Possibility of expressing

one’s own personal opinion, 6. Gradual knowledge acquisition, 7.

Possibility of research work, 8. Opportunity for better grades, 9.

Possibility of getting into the heart of the matter, 10. Work of

students more appreciated, 11. It is interesting to work in a team, 12.

Stage fright due to public discussion as an obstacle, 13. The same

student always dominate in discussions, 14. Preparation of students
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for each class, 15. I prefer professor’s lectures to discussions

participated by others.

Graph 8.1.

Dendogram

For example, it can be noticed according to the dendogram that the

cluster consisting of the variables 14, 12 and 11 is rather close to the

variable 8, confirming the above stated correlation with the reactions of

students, classified under pragmatic orientation.

9. Cluster analysis of the reactions appearing in a discourse

The same reasons permeated the need to carry out a verification of the

previous findings according to the cluster analysis of the variables from

the domain of the reactions appearing in a discourse using the between

groups linkage method. Quadrate Euclidian Distance has been used as a

cluster distance measure.

Table 9.1.

Cluster analysis stages1

Connected clusters

Stage Cluster 1 Cluster 2 Coefficients

1 13 14 9.000

2 3 4 18.000

3 13 15 19.500

4 9 12 39.000

5 3 5 43.000

6 2 3 47.667

7 10 13 58.000

8 8 9 75.500
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9 2 10 82.250

10 7 11 94.000

11 1 7 99.000

12 2 6 103.625

13 1 8 106.444

14 1 2 112.556
1The numbers in the columnts Cluster 1 and Cluster 2 represent ordinal

numbers of the variables from the list of variables in cluster analysis

The Table 9.1 shows that the analysis was carried out in 14 stages. It can

also be seen according to the table that, for example the variables

discovery of new ideas and attributing new meanings to data are

connected in one cluster at the first stage, and that the variables grouped

in the same sets as in previously done analysis (pragmatic, explorative,

interpretative, etc) are further classified under broader clusters.

The list of variables in cluster analysis

1. Data interpretation, 2. Deduction of characteristic features of

phenomena through analysis, 3. Interpretation of data in a new way,

4. Theory analysis and finding way of its application, 5. Examples for

argumentation of theories, 6. Making conclusions, 7. Examples for the

application of concepts, 8. Notional analysis, 9. Argumentation, 10.

Perception of regularities, 11. Making a list of characteristic features,

12. Comparison of texts, 13. Discovery of new ideas, 14. Attributing

new meanings to data. 15. Condensation of main ideas.

Graph 9.1.

Dendogram
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For example, it can be perceived on the dendogram that the cluster

consisting of the variables 13 and 15 is rather close to the cluster consisting

of the variables 3 and 4, confirming previous statements, i.e. forming of a

set that could be called interpretative.

10. Cluster analysis of the satisfaction with a discourse and

cognitive reactions appearing in a discourse

Another step in statistic analysis dealing with the relations between a

discourse as a method of instruction, i.e. the acceptance of the method by

students and cognitive reactions appearing within it, as a confirmation of

the efficacy of a discourse as a method, as well as a confirmation of

cognitive categories the method convenes to, was to undertake

hierarchical cluster analysis of the variables referring to the satisfaction

with a discourse and reactions appearing in a discourse, according to the

between groups linkage method. Quadrate Euclidian Distance has been

used as a cluster distance measure.

Table 10.1.

Cluster analysis stages1

Connected clusters

Stage Cluster 1 Cluster 2 Coefficients

1 7 28 5.000

2 7 29 10.500

3 14 15 13.000

4 18 19 18.000

5 7 30 19.333

6 11 13 27.000

7 12 14 28.500

8 5 25 34.000

9 11 12 37.833

10 24 27 39.000

11 8 10 41.000

12 18 20 43.000

13 4 7 43.500

14 1 9 44.000

15 17 18 47.667

16 4 5 61.600

17 11 17 65.850

18 8 11 70.389

19 23 24 75.500

20 1 8 77.545
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21 1 4 82.275

22 2 26 92.000

23 3 22 92.000

24 6 21 98.000

25 3 16 98.000

26 1 2 100.950

27 3 23 103.556

28 1 3 106.924

29 1 6 111.821
1The numbers in the columnts Cluster 1 and Cluster 2 represent ordinal

numbers of the variables from the list of variables in cluster analysis

The Table 10.1

The Table 10.1 shows that the analysis was carried out in 29 stages.

According to the table it can also be seen that, for example, at the first

stages the variables possibility for taking part in research work and

discovery of new ideaswere connected in one cluster.

The list of variables in cluster analysis

1.Interesting way of work, 2. Motivating for learning, 3. Better

understanding, 4. Freedom of expression, 5. Possibility of expressing

one’s own personal opinion, 6. Gradual knowledge acquisition, 7.

Possibility of research work, 8. Opportunity for better grades, 9.

Possibility of getting into the heart of the matter, 10. Work of

students more appreciated, 11. It is interesting to work in a team, 12.

Stage fright due to public discussion as an obstacle, 13. The same

student always dominate in discussions, 14. Preparation of students

for each class, 15. I prefer professor’s lectures to discussions

participated by others. 16. Data interpretation, 17. Deduction of

characteristic features of phenomena through analysis, 18.

Interpretation of data in a new way, 19. Theory analysis and finding

way of its application, 20. Examples for argumentation of theories, 21.

Making conclusions, 22. Examples for the application of concepts, 23.

Notional analysis, 24. Argumentation, 25. Perception of regularities,

26. Making a list of characteristic features, 27. Comparison of texts,

28. Discovery of new ideas, 29. Attributing new meanings to data. 30.

Condensation of main ideas.
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Graph 10.1.

Dendogram

s

The dendogram shows the formed clusters clearly indicating that 6 sets of

relations between satisfaction with a discourse and cognitive reactions of

students within a discourse have been identified. Just like in the previous

procedures of analysis, the most emphasized one is the explorative group

(7, 28, 29, 30, 45, 26), closely connecting statements showing satisfaction

with a possibility to research, as well as that within research discourse the

following cognitive reactions were pronounced: attributing new meanings

to data, condensation of main ideas in unusual and new way, possibility of

expressing one’s own ideas, thoughts… Even though from the angle of

frequency the group is smaller, it still remains the most clearly expressed

as a correspondent relation between the expression of satisfaction and

cognitive reactions that could be classified under a category practical side

(1, 9, 8, 10). Furthermore, the variables that could be classified under the

category of dissatisfied were also grouped beyond dispute (1, 9, 8, 10),

followed by the group manifested through the expression of discontent

with a discourse (11, 13, 14, 15, 12); this is where it connects with the level of

argumentation in the cognitive aspect (18, 19, 20, 17). Furthermore, other

clearly grouped variables are classified at the stage of analysis (2, 26, 24,

27, 23) and at the level of application (3, 22, 16, 6, 21).

The names to the perceived groupings of the variables from the two sets

are given according to the way the correlations between the variables
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from both groups have been considered. What is significant to point out is

that the groupings of the variables is carried out so that it could be easily

noticed that the statements of students referring to their satisfaction with

a discourse, i.e. their reasons for being or not being satisfied with it, are

closely connected with the cognitive reactions appearing in a discourse. In

other words, those who are satisfied with a discourse due to the fact that

they can participate in research, express their opinions, have freedom in

their presentations, can condense and represent ideas in a new way, as

well as confront concepts and theories are classified within a set together

with creative reactions of giving new meanings to data and concepts,

discovering new ideas, etc. This is another confirmation of close links

between students’ satisfaction with a discourse and their cognitive

reactions appearing within this method of instruction. What is the cause

and what is the consequence of this was not a direct question of the

research, however it can be assumed for a new step to be taken is that it is

possible that cognitive characteristics, cognitive style, students’ learning

strategies and techniques are the cause of students being satisfied with a

discourse as a method of instruction. Or, to put it more directly, students

who are used to learning through reception were not motivated for

participating in a discourse, they were not able to find positive feeling of

satisfaction, while those who were satisfied with the possibility to get

better grades, to learn gradually, etc. were not intrinsically motivated.

There is a large group of students who express satisfaction with a

discourse, but it remains at the level of understanding, application,

conclusion making and similar cognitive reactions. This could mean that

the majority of students do not have a well developed explorative spirit,

i.e. that they are not used to search for information and that they learn for

the sake of the exam, not because they are interested in a subject, etc.

This could further mean that for this group of students it is necessary to

make a lot of effort to be driven towards the strategies of learning implied

by emancipatory didactics. One of the good ways to do this, at least the

findings of this modest explorative research have pointed out, seems to

be a discourse as a method of instruction, whose continuous and long

lasting implementation should bring to emancipatory spirit in knowledge

acquisition.

Conclusions

Previous findings and their interpretation seem to lead to a conclusion

that a discourse as a method of instruction in higher education teaching is

well accepted, since the students expressed positive attitude towards it

through their statements, i.e. a great deal of positive statements refers to
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positive sides of a discourse as a method of instruction. Identification of

certain aspects of satisfaction with a discourse does not mean that the

same students are not satisfied with other aspects, as well. In other

words, we have to have in mind that the students were in a position to

state what they are satisfied with in a discourse, i.e. what they consider to

be the advantages of the methods, as well as what they consider its

shortcomings, not suiting them personally. Some of the students have

expressed two and more positive or negative sides of discourse. The

general picture of identifying the aspect convening to them is positive and

refers to the satisfaction due to the classes being interesting, motivational

aspect of a discourse, possibility to research, express one’s own personal

opinions and attitudes, etc. This very statement is sufficient for a claim

that a discourse can be considered a suitable method of instruction at

higher education level. Beyond this it could be concluded that

participatory approach permeating a discourse as a method of instruction

seems to be the reason for students’ satisfaction, confirming the ideas of

participative epistemology in approaches to learning and open way

towards encouragement of autonomy and self regulated learning, as basic

elements of emancipatory didactics and cognitive functioning that should

be characterised by flexibility, creativity, readiness for risk taking.

Another conclusion refers to the findings of the factor, canonical and

cluster analysis, confirming unambiguous and clear groupings of certain

variables. They show that in a set there are closely correlated variables

explicating the statements of students who are not satisfied with a

discourse. Namely, grouping these variables in the same class shows that

students who stated that they prefer professor’s lectures to participating

in a discussion or listening to discussions led by others are actually not

ready to regularly invest an effort into preparation for a discourse within

classes. What remains for some future research is to investigate if the

reason for this is a lack of systematic work, i.e. the habit of unsystematic

learning or something else, like the habit to receive ready facts that mainly

should be memorised, thus forming a learning strategy. The fact is that

these two variables are connected and that they can be interpreted as a

lack of motivation for getting more deeply involved in the contents of

learning, or, in other words, the adopted receptive reproductive learning

strategies. This implies that a number of students are still far away from

emancipatory approach to learning and that they should actually “be

woken up” through this or another similar teaching method. It is also easy

to notice that the variables that can be described as statements showing

dissatisfaction with a discourse (stage fright due to public discussion,

feeling shame when facing the need to talk in front of others, the same
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students have a dominant role in participation in the discourse etc) are

classified under the same category, which has already been suggested at

the first steps of the statistical analysis. On the other hand, the variables

expressing satisfaction with the possibility of having research approach

towards knowledge acquisition, expressing one’s own opinion, getting to

the heart of the examined matter, freedom of expression are also

undoubtedly grouped together. All this implies that we are facing the need

to in a new research focus more on the differences in student’s cognitive

styles, as well as their learning strategies and to what an extent they are

important for the readiness of students to participate in a discourse.

The finding indicating the importance of the number of points expressing

the success of students within a discourse, in the sense of achievement,

leads to a conclusion that explorative abilities of students are significant

for student success, having in mind that the students with more

emphasized cognitive autonomy, research and creative approaches, as a

rule, achieved higher number of points, i.e. they were more successful and

had higher achievements. On the other hand, it has also been noticed that

some other students who were not enthusiastic about a discourse as a

method of instruction, also earned high number of points and reached

high achievements. One of the angles to consider this finding could refer

to cognitive style which, as a hypothetical construct with a broad range of

abilities and personality features, is an indicator of idiosyncrasy,

manifested here, underlying long known fact on the non existence of a

universal method, both from the aspect of aims and contents and from

the angle of an individual. In other words, those students who expressed

lower degree of satisfaction with a discourse, i.e. who rather pointed to

their shortcomings, could also have realized a large number of points,

investing efforts and meeting the imposed demands. What remains as a

conclusion is that there is a group of students unambiguously identified as

those who express satisfaction with a discourse due to possibility to

explore, be independent, free, etc. and that they were actually those who

manifested success in the form of creative and cognitive reactions. This

could further mean that a discourse as a method of instruction suits them

best and that other students need additional work in order to adopt

strategies implied by participatory epistemology and to get closer to

emancipatory aims of learning in higher education teaching. One of

possible ways, at least according to the findings of this research, is a

discourse as a method of instruction in higher education teaching. At it has

already been pointed out, it cannot be considered a universal method,

either from the angle of contents or from the angle of significant cognitive

differences, learning strategies differences, etc.
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FREQUENCY AND FORMS OF PEER VIOLENCE

IN PRIMARY SCHOOL

Abstract: The research problem refers to the following question: what

are the forms and frequency of peer violence manifestation in primary

school. and what the rate of their frequency is. The research sample

consists of 504 subjects, primary school students (attending 3rd to 8th

grade).

The instruments used in the research are The questionnaire measuring

manifestation forms and frequency of peer violence and The

questionnaire for teachers – class teachers. Both questionnaires had

been construed by the author of the paper for the needs of the

research. The variables included in the research are the following: sex,

age, school success and place where a child attends primary school

(village – town).

Out of the sample as a whole, 22,8% the subjects state that they have

been exposed to violence in the previous three months at least once,

while 4,8% of the subjects have experienced repeated peer violence

(bullying) in the previous three months. 55,8% of students have been

exposed to peer violence at least once during the whole schooling

period, while 13,3% of the subjects have experienced repeated peer

violence. The existence of statistically significant differences between

reporting on being exposed to peer violence either in the previous tree

months or throughout schooling and the independent variables

observed in the research has not been confirmed.

The most frequent forms of peer violence the students have been

exposed to are the following: insult (51,5%) and gossiping (46,9%),

threats (19,3%) and physical peer violence (19,2%).

Key words: peer violence, manifestation forms, frequency, bullying.

Introduction

“Violence over children is a general problem permeating all societies, all

cultures and all regions of the world. Millions of children put up with violence
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every day. Violence over a child is a serious violation of children rights.

Violence causes suffering of a child, seriously jeopardizes development,

welfare as well as the life of a child itself, with the serious and long lasting

consequences” (National strategy for prevention and protection of children

from violence, 2008).

The first systematic research on the phenomenon of peer violence started

in 1970ies (Olweus, 1973, 1978) in Scandinavian countries. The fact that

bullying among school children was rising in the end of 1980ies and the

beginning of 1990ies started a series of studies in other countries including

Japan, England, Canada USA and Australia. Nowadays, around forty years

after the first research on peer violence were carried out, numerous

experts are pointing out that the appearance of violence in school is still

showing a tendency of rising both in the world and in Serbia. Namely, peer

violence, as a form of manifesting aggressive behaviour is increasingly

more present in contemporary society. A great number of students, as

well as their teachers and parents, are facing violence in school.

In the case of children peer violence brings about negative consequences,

both physical and psychological, that can be numerous and can last for a

very long time.

In order to stop the violence increase tendency and to suppress the

phenomenon, it is necessary to engage society as a whole, including

students, teachers, parents and the media. Consequently, the research on

the phenomenon are of great importance, not only for the understanding

of the problem issue, but also for the design of prevention and

intervention programs to significantly contribute to the decrease and

suppression of the peer violence phenomenon in schools.

In more developed part of the world dealing with the problems of peer

violence has undergone several phases: from the establishment of the

problem incidence, work on broader public become more sensible for the

problem, raising awareness of the need for interdisciplinary approach to

the problem, increased engagement of responsible institutions,

fundraising and support of governing institutions, to the design of

prevention and intervention programs and their evaluation.

The society we live in is permeated with violence. The increase of violence

is perceptible in schools as well. Peer violence in schools is increasing in

both developed and undeveloped countries, in both rural and urban
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settings. Violence among young people in school is an issue of public

health dealt with by the Wold Health Organization (Gasic Pavisic, 2004b).

In the attempts made at determining the term of peer violence for the

needs of the paper and the research represented in it, we relied on two

relevant definitions of the term violence. According to the World Health

Organization, violence is determined as “"the intentional use of physical

force or power, threatened or actual, against oneself, another person, or

against a group or community, that either results in or has a high likelihood

of resulting in injury, death, psychological harm, maldevelopment, or

deprivation." (WHO 2002). According to the definition of he Ministry of

Education of the Republic of Serbia in the Special protocol for protection of

children and students from violence, abuse and negligence in educational

upbringing institutions, violence is determined as “any form of verbal or

non verbal behaviour that occurs once or repeatedly resulting in real or

potential threat of life, development or dignity of children/students.”

(Special Protocol, 2008).

The forms of peer violence

Various taxonomies of peer violence can be found in the relevant

literature, made according to different criteria. Sinobad (2005) offers a

comprehensive classification into physical, psychological and sexual

violence.

Physical violence is, according to research results (Olweus, 1994) the most

common form of peer violence in schools. It appears in various forms –

ranging from pure physical violence to the occurrence of physical violence

in a combination with psychological violence. We are talking about

physical violence when a direct physical assault on the victim is present,

when somebody is hurting or tries to heart another person. Physical

violence can appear occasionally, it can be more frequent or continuous

and as such it can bring about more enduring and serious consequences.

Psychological violence appears through verbal and non verbal assault, as

well as through intentional exclusion or negligence of a child by his peer

group. Verbal attacks can be the following: threats, mocking, teasing,

insults. Non verbal assaults are considered to be the following: making

grimaces, rude movements, intentional shutting somebody down from the

group or rejection to please the wishes of another person.
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According to majority of definitions, the behaviour considered to be sexual

harassment fulfils three conditions: it is a behaviour of sexual nature

manifested through verbal or non verbal communication, as well as

through physical contact; it is undesirable behaviour, disapproved by the

person involved; it is a behaviour in which the criteria of “harassment” are

determined by the person who is the victim according to subjective

experience of unfriendly, humiliating or insulting atmosphere (Jerkovic &

Pivk, 2008).

In the Special protocol for protection of children and students from violence,

abuse and negligence in educational upbringing institutions (The Ministry of

Education of the Republic of Serbia 2007) it is stated that violence can

have various forms.

Physical violence refers to the behaviour bringing to real or potential injury

of a child or a student. The examples of physical violence are: hitting,

kicking, pushing, slapping, pulling one’s hair, chocking, throwing, aiming

at, weapon attack, poisoning, burning, throwing hot water, food and sleep

deprivation, etc.

Emotional/psychological violence refers to the behaviour bringing to

immediate or permanent threat for psychological and emotional health

and dignity of a child/student. It also refers to the situations in which the

opportunity is missed to provide appropriate and supporting environment

for healthy emotional and social development according to the potentials

of a child/a pupil. Emotional violence and abuse involves acts of

humiliation, labelling, ignoring, insulting, blackmailing, calling names,

gossiping, mocking, making fun of somebody, rejection, distortion,

manipulation, threat, intimidating, limiting of child’s or student’s

movements, as well as other forms of unfriendly and enemy behaviour. To

exclude a child from a group and to discriminate him/her means to

exercise social violence. It refers to the following forms of behaviour:

separating a child/a student from others according to him/her being

different, bringing a child into a position of inequality and subordination,

isolation, not socializing with a child, ignoring him/her, not accepting a

child on any terms.

Sexual violence and abuse of children/students implies their involvement

into a social activity they do not fully understand, they are not mature

enough for (they do not accept it, they are not in a condition to agree with

it) and whose aim is to provide enjoyment and satisfy the needs of another

person. The following acts are considered to be sexual violence:
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harassment – making lascivious comments, labelling, dissemination of

untrue stories, touching, sending messages, making photographs, phone

calls etc; leading or forcing a child/a student into taking part in sexual

activities, either through contact (sexual intercourse, sexual touching, etc)

or non contact activities (exposition to views, exhibitionism etc); using

children/students for prostitution, pornography and other forms of sexual

exploitation.

Frequency of peer violence

The data gathered through one of the first Olweus’ studies (Oweus, 1994)

point to the fact that around 15 20% of students are involved into peer

violence, either as victims or as bullies. Approximately 9% of the students

were victims, 7% abused other students, while 1,6% of students were at the

same time both victims and bullies. The obtained results imply that in 60

65% of cases a victim is abused by a group consisting of two or three

students and that 35 40% of the abused students were subjected to peer

violence by an individual. The study also showed that the occurrence of

violence in schools is not influenced by the size of the school or a class, or

whether the school is in the urban or rural setting. According to a review

of a number of surveys (Veenstra et al, 2005) dealing with suffering from

peer violence undertaken in the school is Australia, Austria, England,

Finland, Germany, Norway and USA, the results range from 15% to 25%.

The World Health Organization (WHO) carries out a survey administered

each four years dealing, among others, with the issues referring to

violence in schools. Before they provide answers to the given questions, it

is explained to pupils what is and is not considered violence. The

explanation is in accordance with Olweus’s determination of violence and

refers to the cases of disproportional power (but not to repeated

violence). The results obtained in the research undertaken in 2001/2002 in

35 countries in the region on a sample of 120.000 students aging 11, 13 and

15 (Craig & Harel, 2004 according to Popadic & Plut, 2007) are as follows:

approximately 34% of the polled students has at least once been exposed

to violence; 11% of students has been exposed to violence at least two to

three times a month; being exposed to violence decreases with age; the

differences in experiencing violence in school between sexes are relatively

small; around 35% of the total sample have admitted that they have

harassed other students; the bullies are significantly more often boys than

girls, 39% of children has at least once participated in a fight in the previous

year, while 10% of them were in a fight for three times or even more often;

Estonia, Greenland, Latvia, Lithuania, Portugal and Ukraine were at the top
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of the scale; the countries that have the lowest level of school violence are

the following ones: Check republic, Slovenia, Sweden and Croatia.

In the research dealing with the forms of peer violence (Popadic & Plut,

2007) the obtained results show that the most frequent forms of the peer

violence in which students are victims are the following: insulting (45,6%),

gossiping (32,6%), hitting (19,2%) and threats (16,9%). Touching (sexual

harassment), snatching and destruction of property, as well as forcing

somebody to something are the forms of violent behaviour present in less

than 10%.

Within the same research, having analyzed the data on the forms of peer

violence from the position of students as bullies, the following results

were found: the violence form students most often admit is verbal

violence (32,4%), followed by hitting (15,6%), threatening (9,1%), touching

(7,2%) and gossiping (6,3%).

Compared with the result of the studies carried out in other countries, the

results of the studies undertaken in the schools in Serbia have shown

lower level of peer violence in our schools. In the research dealing with

peer violence in schools in Serbia (Gasic Pavisic, 2004b), when students

were asked the following question: “Have you experienced violence in

your school during this school year?”, 24% of them answered positively,

while 76% of students gave a negative answer.

The consequences of peer violence

Peer violence can have numerous negative consequences. For the victims

of peer violence, this means going to school every day afraid of bullying

and humiliation. A great number of data obtained in numerous and a

variety of studies has shown that various forms of violence can have

serious long term consequences for mental and physical health. Some of

the consequences for mental health are the loss of self esteem,

depression, stress, problems in sexual relations, and in the segment of

physical health – psychosomatic problems, diseases occurring due to

weakened immunological system of the organism, physical injuries as

consequences of physical violence (Brain, 1997 according to Smith & Brain,

2000).

According to Kerlikowske (2003), 26% of the young girls who were victims

of peer violence, have reported that they are depressive, unlike 8% of

young girls, who are depressive, but were not victims of peer violence.
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Furthermore, higher percentage of suicidal behaviour has been noticed in

the case of the victims in comparison to the children who have not been

peer violence victims: 8% of girls and 4% of boys compared to 1% total for

the children who have not been victims of peer violence. At the same time,

children who have been victims of peer violence often have problems with

concentration, leading to their poor school achievement (Ballard et al,

1999). The percentage of being absent from school and leaving school is

also higher in the case of children who have been victims of peer violence

in comparison to those children who have not experienced peer violence.

16% of boys and 31% of girls have reported on the consequences of peer

violence being their abandoning school in the attempt to avoid violence

(Rigby, 1997). Nansel et al (2001) report on the results of a research

showing that students who were the victims manifest higher level of

insecurity, anxiety, depression, being lonely, dissatisfaction and lower level

of self respect that non victims. At the same time, research results (Drake,

2003) show that victims of violence in school are less popular than other

students who are not involved in peer violence. Repeated peer violence

can have long term negative consequences for the victims long after they

leave school (Olweus, 1994). The feeling of isolation and the loss of self

respect in the case of the victims can last until they reach maturity (Clarke,

Kiselica, 1997). This is also supported by another research findings pointing

out that when persons who used to be the victims of peer violence in

school grow up they often have problems to fit in a society (Gladstone et

al, 2006 according to Jankauskiene et al, 2008).

Peer violence does not have negative effects only for the victims, but also

for the students who manifest violent behaviour. Namely, research results

imply that bullies can rarely make friendships and often have the

characteristics of antisocial behaviour in adulthood, reflected in various

criminal actions (Aluede, 2006; Wet, 2005). In the case of these children

more frequent are the problems in the form of law violation, taking part in

fights and thefts. When bullies are in question, peer violence is related to

lower academic achievement of these children and weaker motivation for

achievement, marking classes, unjustified absence from school, not

obeying school rules (Dake et al, 2003; Glew et al, 2005 according to

Jankauskiene et al, 2008). At the same time, results show that the children

who behave violently, compared to the children not involved in violence,

are much more inclined to have problems like depressive symptoms,

suicidal ideas, as well as others diagnosed psychiatric disorders (Dake,

2003 according to Jankauskiene et al, 2008). Children who have chronically

been violent towards their peers during schooling, continue their violent

behaviour during adulthood, which has influence on their ability to make
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adequate social contacts and interpersonal relations (Oliver, Hoover &

Hazier, 1994). At the same time, these disorders in behaviour show

relatively significant resistance to clinical treatment, so that around 60% of

these children face bad prognosis. A trend has been noticed that with

maturation and growing older these problems transform into delinquency

or antisocial personality disorders.

METHODOLOGY

METHODOLOGY

Systematic non experimental observation was used for the needs of the

research.

The research subject and problem

Due to the fact that the problem of peer violence has increased both in

Serbia and worldwide, we are facing the need for studies dealing with the

current problem issue, aiming at gaining relevant data and information to

help prevention of such a behaviour.

The research subject is peer violence in primary schools and the studied

problem is the following: what are manifestation forms of peer violence

present in primary schools and what is the frequency of their appearance.

Research aim

The main research aim is to determine the manifestation forms and the

frequency of peer violence in primary school in South Banat.

Two more specific aims arise out of the general aim:

to establish the frequency of peer violence in primary schools;

to establish the manifestation forms of pear violence appearing

most frequently in primary schools (physical violence, gossiping,

threats, forcing somebody to do something, snatching and

property destruction, sexual harassment).

Research Tasks

The stated aims can be further determined according to research tasks

carried out within the research:

1. to establish the frequency rate of peer violence in primary

schools in the last three months;
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2. to find out whether there is a link between the frequency of peer

violence in the last three months and gender, age, school success

and the place where a child goes to school (village town);

3. to find out whether there is a correlation between the frequency

of peer violence throughout schooling and gender, age, school

success and the place where a child goes to school (village

town);

4. to establish the forms of peer violence (physical, emotional

psychological, social, sexual) the pupils have most frequently

been exposed to in the last three months;

5. to establish to forms of peer violence (physical, emotional

psychological, social, sexual) the pupils have most frequently

manifested in the last three months.

Hypothesis

The following hypotheses have been established within the research:

1. There are no statistically significant differences between the

frequency of peer violence in the last three months and gender,

age, school success and the place where a child goes to school

(village town);

2. There are no statistically significant differences between the

frequency of peer violence throughout schooling and gender,

age, school success and the place where a child goes to school

(village town);

3. The students have most frequently been exposed to emotional

psychological and social forms of peer violence in the last three

months.

4. The students have most frequently manifested emotional

psychological forms of peer violence in the last three months.

Sample

The sample consisted of 504 subjects, primary school students, attending

3rd to 8th primary school grade – 246 boys and 258 girls, out of which 287

attend school in a town and 217 in a village.

Instruments

The following instruments were used in the research:

134



NEDIMOVI : FREQUENCY AND FORMS OF PEER VIOLENCE IN PRIMARY SCHOOL

__________________________________________________________________________________

the questionnaire measuring manifest forms and frequency of peer

violence was composed according to the existing instruments

observing peer violence in primary school (the questionnaire was

created by the author of the paper for the purpose of the

research). The questionnaire was used to gather the data on the

frequency of peer violence and the manifest forms of peer violence

some students are exposed to: insulting, gossiping, threatening,

forcing, snatching and destruction of property, sexual harassment

and physical peer violence;

questionnaire for teachers – class teachers (the questionnaire was

designed by the author of the paper for the purpose of the

research); the questionnaire was administered in order to gather

the data on socio demographic variables and school success of the

subjects.

The procedure

The research was undertaken in the period between April and June 2009,

in the primary schools “Jovan Jovanovic – Zmaj” in Hajducica, “Jovan

Sterija – Popovic” in Velika Greda and “Olga Petrov – Radisic in Vrsac.

At the beginning of the Questionnaire for measuring manifest forms and

frequency of peer violence, a definition of peer violence is given. The

questionnaire includes global and specific self evaluations from the

position of a bully and a victim in previous three months and throughout

schooling. The obtained results on being exposed to peer violence were

considered in relation to two criteria: the criterion of violence experienced

at least once and the criterion of repeated exposure to violent behaviour

(bullying).

RESULTS AND DISCUSSION

The frequency of peer violence was measured in the research according to

global self evaluations of the subjects, who, having become aware what is

defined as violent behaviour, gave their responses to directly asked

question referring to how often they were the victims of violence in the

previous three months, as well as throughout their schooling. The findings

are shown in the Table 1.

Table 1: Self evaluation of exposure to peer violence in the previous three

months
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N %

Not once 389 77,2%

Once or twice 91 18,0%

Several times 20 4,0%

Frequently 4 0,8%

Total 504 100%

The results showing the exposure to peer violence can be considered

according to the criterion of at least once experienced violence and

according to the criterion of being repeatedly exposed to violent

behaviour (bullying). When we consider the obtained results referring to

being exposed to violence in recent three months viewed from the angle

of the first criterion – at least once experienced peer violence (once or

twice, several times, often; Table 1), we can see that 22,8% out of the total

number of subjects responded that they had been exposed to peer

violence at least once. The results found in the research are in accordance

to the results of the study already carried out in Serbia (Popadic & Plut,

2007), according to which 21,1% of the subjects had been exposed to peer

violence in previous three months. Considering the obtained results in

relation to the second criterion implying the responses “several times”

and “frequently” actually referring to bullying, the results found in the

research are also in harmony with the results of the study already

undertaken in Serbia. Namely, in our research, 4,8% of the subjects reports

that they have been exposed to repeated violence (several times, often;

Table 1) by their peers in the previous three months, which is result similar

to the one gained in the research “School without violence” (Popadic,

2009) – 5,1% of the subjects.

Furthermore, the results of our research referring to the complete period

of schooling are shown in the Table 2.

Table 2: Self evaluation of exposure to peer violence throughout schooling

N %

Not once 233 46,2%

Once or twice 204 40,5%

Several times 50 9,9%

Every day 17 3,4%

Total 504 100%
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Responding to the direct question, 53,8% of the subjects has stated that

they had been exposed to peer violence at least once (once or twice,

several times, on daily basis; Table 2), while 13,3% out of the total number

of subjects included in the sample have testified on repeated peer violence

(several times, every day; Table 2). These results are also in accordance

with the results obtained within the program “School without violence”,

where 44,8% of students reported that they had been exposed to peer

violence at least once during schooling, and 14,2% had experienced peer

violence repeatedly during schooling. The differences can be explained

according to the size of the sample (within the program “School without

violence” the sample consisted of 26.628 subjects, while our research

involved 504 subjects). At the same time, the found differences can be

influenced by the fact that all the subjects provided answer to this

question in our research, and in the mentioned research (Popadic & Plut ,

2007) only the senior students (from 5th to 8th grade).

Nevertheless, if we compare the results of the analysis of general self

evaluations gathered in our research with the data acquired in the

research of World Health Organization (Currie et al, 2008, according to

Popadic, 2009), we can see that peer violence in Serbia shows under the

average presence. The world average of the students who have been

exposed to peer violence in school is 33% as compared to 22,8% in our

research; furthermore, there are 4,8% of the students who have been

exposed to repeated violence (bullying) in previous three months in our

research, as compared to the world average of 11% of students. These

results might be rather encouraging if we have in mind that data on the

frequency of peer violence acquired in our research. However, they could

also indicate inadequate recognition of various forms of peer interaction

that actually, according to definition, imply violence but are not

acknowledged as violent by a certain number of students attending

schools in Serbia. At the same time, it could also be assumed that

numerous students restrain themselves from being completely honest, as

well as that there might be a situation of “getting used to” peer violence,

especially if it is not noticed and if it is not adequately punished, i.e.

sanctioned, either by the peer group or by the adults (teachers, class

teachers, parents). In other words, the results obtained according to the

general self evaluations in our sample can point to an increased tolerance

threshold in the case of students in Serbia, which is not typical only for

students, but for the broader social context of the country we live in.

In this part of the research, we were also interested in the data showing

whether there are differences between reporting on being exposed to
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peer violence during the previous three months and throughout schooling

and sex, the grade the students attend, school success and the place they

go to school (whether it is rural or urban setting). Considering the

frequency of peer violence both in the previous three months and

throughout schooling, the obtained results show that there are not

statistically relevant differences in regard to the observed independent

variables. The non existence of statistically significant differences in regard

to the place the students attend school (the previous three months
2=4,56; df = 3; p =0,20; throughout schooling period 2=1,49; df = 3; p

=0,68) and school success (the previous three months 2=20,2; df=12;

p=0,06; for the whole duration of schooling period 2=14,0; df = 12; p

=0,30), are expected results. Namely, for the society we live in it is

characteristic that smaller and larger places are well connected, with a

large number of people from smaller places frequently going to towns for

schooling and work, so that it had been assumed that there are not

significant differences in the broader social context. Accordingly,

statistically significant differences related to the place of attending school

(village town) were not expected when exposure to peer violence is in

question. At the same time, even though there are stereotypes and biases

that the students who have poor school success are more frequently the

actors of violent peer interaction, the results acquired through our

research are in agreement with the results gained within the research

already undertaken research in Serbia, showing that there is not

statistically relevant difference between peer violence and school success

(Popadic, 2009).

In our research statistically significant differences in the frequency of peer

violence in regard to sex have not been found either – the previous three

months ( 2 =0,39; df=3; p=0,94), overall schooling ( 2=2,49; df = 3; p

=0,48), even though certain former research showed that boys are

statistically significantly more exposed to peer violence than girls (Popadic

& Plut, 2007). However, in spite of the fact that statistically significant

differences have not been found, this research has also reported on boys

being more frequently exposed to peer violence than girls (in previous

three moths 23,98% of boys in comparison to 21,71% of girls). Considering

repeated peer violence in previous three months (bullying) boys are also

more exposed than girls (4,88% of boys compared to 4,66% of boys),

although these differences are not statistically relevant, as well. Observing

the results referring to overall schooling up to now, girls report more

frequent exposure to peer violence when the first criterion is in question

(at least once – 56,59% of girls in comparison to 50,81% of boys). In regard

to the criterion of repeated peer violence throughout schooling, boys
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report on being more frequently exposed than girls (13,82% of boys

compared to 12,79% of girls). In other words, in spite of the fact that there

is no statistical relevance, the result obtained in the previous research, as

well as the results acquired within our research show greater extent of

boys being exposed to peer violence than girls. Sex differences regarding

exposure to peer violence are actually rather small and this is confirmed by

the results of our research. High level of statistical significance found in

some former studies can be explicated according to a large sample rather

than great differences in the ratio of boys and girls exposed to peer

violence (WHO research, Craig & Harel, 2004, according to Popadic & Plut,

2007).

The present research has not found statistically significant differences in

the reporting on being exposed to peer violence in the previous three

months and throughout previous schooling in comparison to the grade the

students attend: in the last three months ( 2=0,03; df = 3; p =0,99),

throughout schooling ( 2=0,09; df = 3; p =0,99).

The most frequent forms of peer violence have in the current research

been considered from the position of a bully and a victim, and the data

were gathered according to the specific self evaluation lists filled by

students. In other words, we were interested in the forms of violent

behaviour the students were most frequently exposed to in the previous

three months, as well s the forms of peer violence they most frequently

manifested in the last three months.

The specific self evaluation lists included, among others, the question of

how often were the subjects been exposed to individual forms of peer

violence. Their responses are shown in the next table (Table 3).

Table 3: The forms of peer violence the students were exposed to

in the previous three months

VICTIMISATION FORMS Not once
Once or

twice

Several

times

Every

day

Insulting 48,5% 35,1% 14% 2,4%

Gossiping 53,1% 32,5% 12% 2,4%

Physical violence 80,8% 15,0% 3,8% 0,5%

Threatening 80,7% 14,9% 4% 0,4%
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Sexual harassment* 89,6% 6,5% 2,7% 1,2%

Snatching and destruction
of property

84,1% 12,6% 2,9% 0,4%

Forcing 83,0% 13,5% 3,2% 0,3%

Another form* 91,2% 8,0% 0,4% 0,4%

* Only the students attending 6th to 8th grade responded

The results show that the students most often report on being subjected

to direct verbal violence (being insulted and made fun of) – 51,5% and

verbal – relational violence (gossiping) – 46,9%, followed by threats (19,3%)

and physical peer violence (19,2%). According to frequency of appearance,

these forms of peer violence are followed by forcing, snatching and

destruction of one’s property and sexual harassment. These results are in

a sense expected, due to the fact that verbal violence has, according to

the results of all former studies, been shown as the most frequent form of

school violence (Wolkie et al, 2001 according to Popadic, 2009).

The results regarding repeated peer violence (bullying) are rather similar

to the previous ones considering the most frequent forms of peer violence

the students were exposed to at least once. Namely, the results show that

in the previous three months the students were mostly exposed to

repeated insults (16,4%) and gossip (14,4%). Considering other forms of

repeated peer violence, their presence is less than 10% (threats, physical

peer violence, sexual harassment, forcing, snatching and destruction of

one’s property). The obtained results on the most frequent forms of

victimisation according to both observed criteria (experienced at least

once and repeatedly) are in accordance with the results of former

research realized in Serbia (Popadic, 2009).

Considering the results showing the most frequent forms of peer violence

in the previous three months from the position of a bully (Table 4), the

students show the highest level of readiness to admit their own verbal

violence over their peers (39,2%), physical peer violence (21,2%), gossiping

(13,4%) and threats (10,5%). Less than 10% of subjects “confessed” sexual

harassment, gossip, forcing and snatching and destruction of peer’s

property.

Table 4: The forms of peer violence manifested by students

in the last three months

FORMS OF VIOLENCE Not once
Once or

twice

Several

times

Every

day

Insulting 60,8% 34,4% 4,3% 0,5%

Physical violence 78,8% 18,2% 2,6% 0,4%

Threatening 89,5% 8,9% 1,4% 0,2%
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Sexual harassment* 95,8% 3,4% 0,8%

Gossiping 86,5% 12% 1,5%

Forcing 96,2% 3% 0,7% 0,1%

Snatching and
destruction of property

96,7% 3% 0,3%

* Only the students attending 6th to 8th grade responded

These results could be interpreted according to students reporting that

verbal violence and gossiping are not classified within peer violence

(Smederevac et al, 2010), as well as to the results showing that students

most inadequately recognize insult and gossip as peer violence;

consequently they are more ready to admit that they have been involved

in such a form of peer interaction. Relatively high percentage of students

“admitting” physical violence can be explained according to the fact that

physical peer violence is a direct and manifest form of peer violence which

is well recognized and least dependant on social interaction interpretation.

The results on the frequency of repeated peer violence (bullying) in the

previous tree months from the position of a bully show that, according to

the frequency of “confessing” again the most frequent forms are insult

and physical peer violence, followed by other forms of repeated peer

violence. The finding that all the forms of repeated peer violence “have

been confessed” by less than 10% of students is also indicative. These

results showing the most frequent forms of peer violence manifested by

students are also compatible with the results gathered in some studies

formerly carried out in Serbia (Popadic, 2009).

CONCLUSIONS

The group of results regarding the frequency of peer violence has been

examined according to two criteria: time (in previous three months and

through schooling) and frequency (peer violence experienced at least

once and repeated exposure to peer violence – bullying). The findings

regarding the previous three months show that 22,8% of students have at

least once been exposed to peer violence, while 4,8% of students report

on being repeatedly exposed to peer violence. 53,8% of students report on

being at least once exposed to peer violence during their period of

schooling and 13,3% of students confess being subjected to repeated peer

violence throughout schooling. There are no statistically significant

differences between reporting on being exposed to peer violence in the

previous three months and throughout schooling and sex, grade the

subjects attend, their school success and place they attend school (village

– town).
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The next group of results refers to the most frequent forms of peer

violence from the position of a victim and a position of a bully in the last

three moths. The students have mostly been the victims of insults and

gossips, followed by threats and physical peer violence. Furthermore, the

findings in regard to being exposed to bullying in the previous three

months show that the students have most often been exposed to

repeated insult and gossip. Having in mind the results regarding the most

frequent forms of peer violence from the position of a bully, the students

have most often “confessed” verbal violence in their interaction with

peers, as well as physical violence, gossiping and threats.

The findings indicating the frequency of peer violence in the schools in

Serbia seem to be alarming. In other words, more than one fifth (22,8%) of

students report that they have at least once been victims of peer violence

in the previous three months, while every second student (53,8%) reports

on being at lest once exposed to peer violence until now during schooling

period as a whole. These findings impose the need for continuous and

systematic dealing with the problem issue, both at the level of educational

and upbringing institution and in a broader social context. Considering the

results referring to bullying (repeated peer violence) the finding that 13,3%

of students have been exposed to repeated acts of peer violence (several

times or every day) throughout their schooling, additionally explicates the

presence of the problem in our educational institutions, advocating in

favour of the need for elaboration and application of various, before all

prevention, as well as intervention programs.
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CHARACTERISTICS OF COMMUNICATION IN

SCHOOL AND FAMILY UPBRINGING

Abstract: Starting from the fact that the problem issue of

communication in upbringing, i.e. educational process is rather

significant, a research has been undertaken with an aim to establish

communication characteristics in the conditions of school and family

upbringing. The research sample has included 619 pupils, their parents

(476) and teachers (405). The responses of pupils and their teachers

regarding communication characteristics in school upbringing and

education have shown that two way communication is more present

than one way communication. The responses of children and their

parents lead to the general conclusion about the characteristics of

communication in family upbringing that two way communication is

almost twice as present as one way communication. In other words,

even though one way communication is represented to some extent, it

is not dominant either in family or in school upbringing. Two way

communication is represented to significantly higher degree, guiding

the educated into subject position and enabling their emancipation –

liberation from dependence, pressures, bans, as well as authoritative

demands of parents and teachers.

Key words: communication in upbringing process, educational actions,

upbringing in school and family.

Introduction –

Unlike traditional pedagogical theories considering the relation an

educator – an educated as interpersonal relationship, according to more

recent theoretical considerations education is pronouncedly seen

transcendentally philosophically as “communication”, i.e. equality or

“interaction” between children and educators. In accordance to this, as

well as to the need for intensifying the interactive relationship of the

educated with the environment, contemporary pedagogical movements –

communicative, interactive and emancipatory pedagogy have developed.

1 vsvaskatedrapp@hemo.net
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Numerous authors have for some time now emphasized that education,

i.e. upbringing is a form of interpersonal communication, i.e.

communicational process in which subjects interact. Educational action in

interpersonal relations cannot occur if there is not interaction between

actors, which is usually established through communication (Bratanic,

1990: 75). Originally, communication means to mutually counsel, inform,

acknowledge, cooperate, talk, discuss, etc, pointing to informative feature

of communication. Another characteristic of communication arises out of

social aspects of communication – it means to involve someone into social

community in order to participate in mutual work, cooperation,

interaction. In other words, structural elements of communication are

information and interaction.

In educational, i.e. upbringing process communication is defined as a

process of creation of meaning between two or more person, i.e. as a

process of reciprocal exchange of meaning. In a relation of communication

there are persons who send messages, i.e. pieces of information and

persons who receive the information and everyone can at the same time

be both a sender and a receiver of a message. Messages are understood as

ideas or system of ideas – ranging from the simplest claims and

statements to the most complex cognitive constructions. If a message

transfer is one directional, it can be called informing, and if a message

goes in both directions, we are talking about communication.

Analysing the process of communication, H. Haste (1995: 83) notices two

traditions of view on language and thinking lasting for centuries hand in

hand. The first tradition is considered a heritage of Descartes and Bacon,

apprehending learning as a process of control and mastering, achieved

through development of a subject and an object. The process of

communication is seen as a monologue, while language is the means of

representation of a content of a mind, so that it, through logic, could get

to another mind. The way to the truth and understanding leads through

logical analysis occurring in the head of an individual.

The second tradition stated by H. Haste has reached modern thinking

through humanism, and the social psychologist Billig has traced it back to

Protagoras. According to it, knowledge is the most important

communication so that both language and communication are understood

as dialogical and rhetorical. Communication is a process or argumentation,

i.e. interaction in which both sides make efforts at altering the view of
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another side in order to be more successful in communication and

persuasion.

The analysis of modern pedagogical tendencies has shown that the

scientific postulates of communicative pedagogy are symbolic

interactionism and emancipation as educational aim (Bandjur,

Radovanovic, 2000: 19). Symbolic interactionism, introduced in 1934 by G.

H. Mead and developed by Habermas, Mollenhauer and others, is

grounded on a standpoint that people construe their own and identities of

others through everyday encounters and other social interactions.

H bermas’ influence on Kohlberg’s shift from monologue to dialogue is

essential for educational practice (Popovic, 1995: 42). Habermas

developed his theory according to the theory of discourse or/and

communicative competence. B. Popovic points out that “Kant’s heritage”

was in psychology of morality characterised as monologic, while since the

time his follower Kohlberg accepted Habermas’ assumptions, dialogue has

been increasingly more emphasized. His view on communicative action,

which, according to I. Graorac (1995) should overcome the particularity of

instrumental feature, Habermas organizes around the renewal of

subjectivity, i.e. construing the theory of the subject. Various insights and

educational practice have changed through history, leading towards all the

more deepen knowledge on the needs and abilities of a child – a subject,

along with all the more convincing confirmation of the importance of

equal participation of children in the life of adults. As a consequence,

numerous criticisms in pedagogical theory, expressed from various

standpoints and within different orientations, have implied what is

nowadays called non repressive communication, partner, equal relations

between an educator and children, i.e. education and upbringing as

communicative action.

Communicative pedagogy implies upbringing and education as a

transformation of an individual into a personality, all the way to reaching

the point of a free man, not through the influence of the variety of

heteronymous factors, but rather in the process of communication in

which each participant is one’s own ultimate creator. Open

communication means that a choice has been made between open and

close awareness in favour of the former, thus making a selection of a

method: the advantage is given to conversation over to speech (Susnjic,

1997: 231).

A variety of arguments in favour of the importance of conversation,

discussion and dialogue can be found in literature. It has been underlined
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that dialogue implies mutual empathic communication and represents the

highest level of interactive connectedness in communication. During

dialogue alternate and reciprocal role taking occurs, as well as mutual

empathizing with the positions of others, mutual respect of attitudes and

opinions of others, as well as taking a view of the problem through

somebody else’s eyes, rather than solely one’s own; this further means

that at this stage persons communicating are able to empathically listen to

one another, put oneself in the position of others and consider a problem

from addressee’s perspective. In this way the ideal of human

communication is reached.

Consequently, there is no dialogue in communication without mutual

empathic communicating. Only at the level of interactive connectedness in

communication can interdependence of influence be expected, as well as

successful educational action. In other words, as it has been claimed by

majority of authors, established dialogue is a guaranty of successful

upbringing and education.

Our standpoint is that the problem area of communication in upbringing

and educational process is very important and in accordance to it a

research has been carried out. It is incited by the findings of S. L. Tubbs

and S. Moss (according to Bratanic, 1990) referring to the consequences of

successful communication in education:

- understanding (referring to correct transfer of information,

contents, messages; understanding is primarily connected with

the cognitive field of the persons communicating, but emotions

also have a significant role to play);

- content (referring to what persons feel, i.e. what they

emotionally experience during communication; feelings

determine affective polarization of attitudes, leading to the

occurrence of inclinations, antipathy, love, hatred, etc);

- influence on attitudes and beliefs (it can be achieved if there are

positive feelings and mutual inclinations; thus an educator has to

be positively sympathetically engaged – from simple inclination

to admiration, avoiding indifference, ill disposition, antipathy,

etc);

- enculturation of relations (also achieved if there is mutual

inclination, satisfaction, positive feelings of various intensity; a

possibility opens up for an educated to develop his/her

personality and improve his/her relationships with all, not only

the educator);
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- activity provoking (the most difficult and the most important

task in communication in education; apart from understanding of

contents and the influence on the educated to agree with the

message, it is most complicated to provoke them act in

accordance to it; it is necessary for the educated not to

understand their activity as imposed obligation, but as

something arising out of their intrinsic motives and wishes);

Methodological framework –

The aim of the undertaken research is to confirm the characteristics of

communication in the conditions of school and family upbringing and

education.

It has been assumed that children (within a family) and pupils (in school)

are primarily in a passive position in the process of upbringing and

education and that the communication between the educated (children,

pupils) and educators (parents, teachers) is mostly initiated by educators.

Communicational features of a pedagogue refer to their ability to

communicate, to appropriately approach children depending on individual

situation; they are closely related to pedagogic tact of educators implying

the sense of suitability in application of certain educational procedures.

Our assumption, i.e. hypothesis is that in family and school upbringing and

education the dominant role of an educator (teacher, parent) still prevails,

that the possibilities for an educated to get involved into independent

activities and initiatives are still small and that the educated (children,

pupils) do not have the sufficient extent of freedom to express their

opinions and feeling through open communication.

The research was carried out at the territory of Vojvodina, in the

municipalities of Vrsac, Zrenjanin, Kovin, Bela Crkva, Alibunar, Plandiste

and Banatski Karlovac. The subjects were the following: 619 pupils and

their parents (476 filled and sent the instruments back) and teachers

(405); out of the stated number of children 208 were 4th primary school

grade, 209 were 8th primary school grade and 202 attended the 4th

secondary school grade in the mentioned places.

Systematic non experimental observation was undertaken within the

research, as well as scaling technique, using the following instruments

designed for the need of the research: the evaluation scale for children,

their parents and teachers. The evaluation scales include educational and

upbringing actions and a five level scale according to which the subjects
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estimated the level of using of educational and upbringing actions in

family, i.e. school.

Metrical characteristics of the instruments were tested according to the

methods within the software package for statistical data processing (SPSS

7.5 for Windows) – validity was confirmed according to factor analysis:

reliability coefficient (alpha) at the evaluation scales filled by pupils is

0,895 and parents 0,807; efforts were made to ensure objectivity through

providing same instructions to all the subjects.

In order to investigate the stated hypothesis the responses of pupils, their

parents and teachers (class teachers) were analysed according to the

instruments SPU 1, SPU 2, SPR 1 and SPN 1 (the evaluation scales of

upbringing, i.e. educational actions in family and school).

In order to get an insight into the extent of application of one directional

and two directional communication in family and school upbringing and

education, adding up of the variables in the instruments SPU 1, SPU 2, SPR

1 and SPN 1 was undertaken in the following way: 20 educational actions

that had been explicated in more details (thus pointing to the differences

between them and the variants of certain actions) were classified into two

groups, each consisting of ten actions – the criterion according to which

they were classified referred to the characteristics of one directional and

two directional communication in educational work. Two directional

communication implies: conversation, as a basic form of interpersonal

communication (Brajsa, 1994: 47), actively participated by both sides,

expressing mutual trust and respect, honesty and true wish for

communication, active listening and encouragement of the addressee to

communicate further, motivation of the educated through positive

support to their behaviour, development of democratic cooperative

relations, etc. It provides sufficient space for the freedom of expression of

the educated and open manifestation of their diversity. Upbringing and

educational process characterized by two directional communication is an

adequate social setting for the development of moral autonomy of the

educated.

Unlike two directional, one directional communication is characteristic for

imposing of ideas and opinions by an educator, “moralizing”, “instilling

certain belief”, criticizing, imposing repetition of what an educator

presents, focusing on certain contents, authorities and values, not

allowing the educated to express their opinions, feelings and standpoints,
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strict often ambiguous demands, generalized messages or rewards, not

being interested in closer communication, etc.

As a consequence, the group of actions describing one way communication

encompassed the following upbringing, i.e. educational actions (their

formulations, i.e. interpretations will be stated, as they appear in the

instruments):

- when they want to draw your attention to desirable behaviour

parents (in SPU 1) or class teachers (in SPU 2) do that through

lecturing etc;

- parents (class teachers) ask you to follow their example through

strict demands;

- parents (class teachers) punish you if you do not obey their

demand;

- when they advise you, parents (class teachers) call your

attention to appropriate behaviour, not allowing you to express

your own standpoints, feelings and opinions;

- when they have remark on your behaviour, parents (class

teachers) “tease” you, or comment your misbehaviour in front of

others, etc;

- remarks of your parents (class teachers) involve encouragement

to be persistent in finding a way to solve a problem;

- parents (class teachers) advise you on the ways you can change

your behaviour, pointing to future difficulties, because of the

reactions of others to your actions, etc.

- when parents (class teachers) want to inform you on how they

would like you to behave, they point to the act and actions you

should follow;

- conversations with your parents (class teachers) referring to

desirable behaviour involve facts, data and arguments;

- parents (class teachers) act as role models and show you how

you should behave.

Educational, i.e. upbringing actions classified within a group characterized

by two way communication are the following ones:

- when they want to point to the way they would like you to

behave, parents (class teachers) try to encourage you to think

about it and choose what you think is right;

- parents (class teachers) talk with you about a story, a book, a

film or a TV show and in such a way point to the rules of desirable

behaviour;
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- parents (class teachers) accept your attitudes, feelings and

opinions and encourage you to solve problems independently;

- parents (class teachers) suggest various possibilities of how to

act, and it is up to you to make up your mind what is most

appropriate in a given situation;

- parents (class teachers) engage you in various situations so that

you could through experience and your own behaviour acquire

desirable values and personality features;

- parents (class teachers) try to make you control your own

behaviour by yourself;

- when your parents (class teachers) are assuring you that some

type of behaviour is acceptable and desirable, you feel their

sincerity and honesty;

- when leading a conversation with you, your parents (class

teachers) consider you an equal addressee – you can say what

you think even if it is contrary to their view;

- parents let you be completely responsible for making certain

decisions;

It can be easily noticed that within both groups certain actions more

pronouncedly represent the features of one way, i.e. two way

communication, while other formulations of the characteristics of

educational actions seem to be classified within either one or another

group. Nevertheless, we consider that educational actions classified in

such a way can be analysed in order to check our hypothesis.

Research results –

Characteristics of communication in family education, i.e. upbringing –

children responses

First of all, the adding up of the variables from the instrument SPU 1 (The

evaluation scale of educational actions in a family) filled by pupils was

carried out, in order to establish the level of application of one directional,

i.e. two directional communication in family upbringing.

A t test was used to establish statistical significance of differences of

arithmetic middles of newly formed variables (one way and two way

communication) at the level 0,000 for the appropriate number of degrees

of freedom (df = 618). Furthermore, the correlation between the variables

“one way communication” and “two way communication” is 0,308 at the

significance level 0,000. The established correlation points to the fact that
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there is a tendency of parents to use both one way and two way

communication actions, i.e. their combination. The data are in accordance

with already gathered data on current actions in family upbringing and

education.

The next step was factor analysis in order to identify smaller number of

components, i.e. factors, assuming that the stated variables can be

reduced to a smaller number of latent structures uniting and giving sense

to them. First of all, 20 factors (as many as variables) were extracted from

the matrix of variable inter correlation according to the method of

principal components. According to the latent factor roots whose value

was higher than one, the first four factors were identified. They were then

rotated according to the “varimax” rotation and the following values were

found:

Factor Total % variance cumulative %

1 2.711 13.554 13.554
2 2.433 12.165 25.719
3 2.215 11.073 36.792
4 1.685 8.425 45.217

The total extracted variance for the four identified factors is 9,044 or

45,22% out of the maximally possible variance whose value is 20,00 (100%).

Those saturations whose value was higher than 0,350 were considered

significant. According to this criterion we have created the following

matrix of rotated components identifying the following factors:

Upbringing actions F a c t o r s

1 2 3 4

1 0.411
2 0.531
3 0.643
4 0.673
5 0.427
6 0.628
7 0.674
8 0.710
9 0.435 0.394
10 0.686
11 0.623
12 0.481
13 0.372
14 0.620
15 0.658
16 0.571
17 0.547
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18 0.714
19 0.366 0.480
20 0.674

It can be easily seen that the first factor is constituted by the formulations

including: reproaches, strict demands, punishment, not allowing the

expression of one’s own attitudes, feelings and opinions, as well as

“teasing”, and commenting misbehaviour in front of others. It could be

said that the first factor consists of the variables reflecting one way

communication (or, if the old Levin’s terminology is used – the

authoritative relation between parents and children). The highest levels of

saturation are characteristic for: parents’ punishment if children do not

obey their demand (0.710), pointing to the ways of behaviour without

allowing possibility of expressing one’s own attitudes, opinions and

feelings (0.686), strict demands of parents for children to follow their

examples (0.643), when they have remarks on children’s behaviour,

parents “tease” them or criticize their misbehaviour in front of others

(0.571). According to such saturations of educational and upbringing

actions, this factor was called restrictiveness.

The second factor is constituted by the following variables: pointing to

desirable rules of behaviour through conversations parents lead with their

children referring to a story, a book, a film, a TV show, etc. (the highest

saturation on a factor: 0.673); role modelling, i.e. showing according to

your own example how children should behave (0.628); engaging children

in various situations so that they could through their own behaviour

acquire desirable values and personality features (0.620), encouraging

children to think about their behaviour themselves and choose what they

think is right (0.531), referring to facts, data and arguments when talking

about desirable behaviour (0.427), when parents want to introduce

children into rules of behaviour, they point out to the acts and actions they

should follow (0.411), etc. According to these data we could say that the

second factor is to highest extent constituted by the variables of two way

communication, or, according to Lavin’s typology, democratic relation in

upbringing can be noticed. We will call this factor pointing out.

As a significant finding, we would emphasise that parents patiently

persuading children to comply with their demands regarding behaviour

has almost the same saturations in the case of both factors (slightly higher

in the case of the first factor), indicting that pointing out can have

characteristics of both one way and two way communication – depending

on the way it is applied it can have restrictive character (in the sense of

moralizing), but it can also be used, in harmony with communicative

pedagogy, for guidance of the educated into positive direction. In
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contemporary education the method of persuasion does not imply only

one directional form of communication (from the educator to the

educated), but two directional (as well as inter directional)

communication. This also involves such educational situations in which

children are to acquire their life beliefs, values and attitudes through their

own experience.

The third factor includes: letting children be completely responsible for

their decision making (saturation 0.674), behaviour control by children

(0.658), acceptance (understanding) of attitudes, feelings and opinions of

children along with the encouragement to independent problem solving

(0.623), suggesting various ways of action by parents, with a possibility

open up for children do decide themselves what is in a given situation best

solution (0.481) and equal conversation of children and parents – children

can say what they think although it is opposite to their parents’ opinion

(0.366). This factor is characterized by children’s responsibility, self

control, respect for their needs, self decision making, freedom in

expression of thoughts and feelings; consequently, relying on

constructivistic views on education and upbringing, it is called

emancipation. This is, beyond any doubt, a two way communication.

The fourth factor is determined by the following variables: honesty of

parents in their relation with children while convincing them into the

appropriateness of an action (0.714), the remarks made by parents involve

encouragement for a child to endure in finding a solution to a problem

(0.547), equal conversation of children and parents – children can say what

they think even though it is contrary to the standpoints of their parents

(0.480), and, while advising their children on the ways they can alter their

behaviour, parents point out to possible difficulties or reactions of others

to misbehaviour (0.372). Basic characteristics are: honest, open, equal

conversation, as well as giving support to children to endure in

overcoming difficulties; in other words, the factor relies on two way

communication. It seems that this factor could be called equality in a

dialogue.

We can see that the identified factors in family upbringing classified in

such a way explicate 45,22% of variance. Individually, the first factor has

the highest percentage of participation in the variance as a whole (13,55%),

which has already been noticed according to the cluster analysis. More

restrictive character, as it has been shown by the research result, is typical

for upbringing of the children of younger age (restrictive actions are most

frequently used in the 4th grade of primary school). The second factor, i.e.
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pointing out, participates in the total variance with 12,17%, meaning that

parents rather frequently “guide” their children, pointing out to desirable

rules of behaviour in various ways (through conversation and

encouragement to think about one’s behaviour, giving their children

positive examples, introducing them into various situations, referring to

arguments, etc). The third factor, i.e. emancipation, is from the angle of

contemporary pedagogic theories most desirable and explicates 11,07% of

the total variance. Parents let their children be responsible for their own

actions, they try to understand their needs, allow them to make their own

decisions, control their own behaviour – most often when children reach a

certain level of maturity (4th grade of secondary school). The fourth factor,

equality in a dialogue, explains 8.46% of the variance. Parents at all ages

(4th and 8th primary school grade, as well as 4th secondary school grade)

mostly show honesty in their relation to their children, encouraging them

to endure in finding solutions and considering them equal addressees.

So, having analysed communication in family upbringing according to

children’s responses, we can conclude the following: the first factor is

characterised by one way communication, while the second, the third and

the fourth are characterised by two way communication. In spite of the

fact that, considering individual factors, the first one has the greatest

extent of participation in the variance as a whole (13,55%), the second,

third and fourth factors together have 31,66% share in the variance and it

can be concluded that two way communication is significantly represented

in family upbringing. At the same time, it should be noticed that there are

differences between ages – one way communication prevails in the 4th

grade of primary school, both one way and two way communication are

used in the 8th grade of primary school, while two way communication is

used to greater extent in the 4th grade of secondary school.

Characteristics of communication in family upbringing – parents’

responses

Our intention was to support or challenge the findings referring to

communication in family upbringing acquired through children (pupils’)

responses according to the analysis of their parents’ responses. Factors

analysis of the variables from the instrument SPR 1 was used to identify six

factors whose latent roots have value higher than one; after the rotation

undertaken according to “varimax” rotation, the following values were

established:

Factor Total % variance cumulative %
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1 2.311 11.557 11.557
2 2.123 10.617 22.174
3 2.051 10.257 32.431
4 1.881 9.403 41.834
5 1.750 8.751 50.585
6 1.427 7.134 57.719

The total extracted variance for the six identified factors is 22,543 or 57,72%

out of the maximally possible variance whose value is 20,00 (100%).

The saturations higher than 0,50 were analysed resulting in the matrix of

rotated components, according to which the following factors could be

identified:

Educational

actions

F a c t o r

s

1 2 3 4 5 6

1 0.755
2 0.643
3
4
5
6 0.700
7 0.616 0.511
8 0.558
9 0.752
10 0.600
11 0.744
12 0.539
13 0.608
14 0.808
15 0.739
16 0.800
17 0.651
18 0.721
19 0.626
20 0.719

The first factor includes the following variables: acceptance

(understanding) of standpoints, feelings and opinions of children and

encouragement to independent problem solving (highest saturation

0.744); children themselves controlling their own behaviour (0.739);

parents suggesting various ways of action, with a possibility open up for

children to make up their mind what is the best in a given situation (0.539).

According to this, the factor is characterized by self control,

understanding of their needs by parents and independent decision

making. Therefore it could be defined emancipation.
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The second factor is determined according to the following variables:

honesty of parents in their relation with children while convincing them

into the appropriateness of an action (0.721), the remarks made by parents

involve encouragement for a child to endure in finding a solution to a

problem (0.651), conversation of children and parents on equal grounds –

children can say what they think even though it is contrary to the

standpoints of their parents (0.626). Basic characteristics are: honest,

open, equal conversation, as well as giving support to children to endure

in overcoming difficulties; in other words, the factor relies on two way

communication. It seems that this factor could be called equality in a

dialogue.

In the case of the third factor the following factors have the highest level

of saturation: parents patiently convincing their children to follow their

demands when behaviour is in question (0.752); parents as role models,

showing their children how they should behave according to their own

example (0.700); strict demands of parents that children should follow

their example (0.616); parents punishing children if they do not respect

their demands (0.558). It is easily noticed that this factor involves actions

permeated by imposing of a role model by parents and it was called so.

The fourth factor consists of the following variables: pointing to desirable

rules of behaviour through conversation parents lead with their children

referring to a story, a book, a film, a TV show, etc. (factor saturation:

0.755); when parents want their children to get familiar with the rules of

desirable behaviour, they refer to deeds and actions that should be

followed (0.643). According to these data it could be said that pointing out

is typical for the fourth factor.

When the fifth factor is in question, the following variables have the

highest level of saturation: when they disapprove with their children’s

behaviour, parents “tease: them” or comment their misbehaviour in front

of others (0.800); parents pointing to the ways of acting without

possibility for children to express their own attitudes, opinions and

feelings (0.600); strict demands of parents imposing their example to

children (0.511). According to the stated saturations of upbringing actions,

it is considered that this factor could be called restrictiveness.

The sixth factor is characterised by the following actions: parents put their

children into various situations so that they could acquire desirable values

and personality features through their own experience and behaviour

(saturation 0.808); and, parents advise children on the ways they could
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improve their behaviour, pointing to possible difficulties, duet to potential

reactions of others to such actions, etc (0.608). This factor was called

situational influence.

According to what has been stated above, six factors explicating 57,7% of

the total variance are identified when parents’ responses are in question.

Considering each individual factor, the first, second, fourth and sixth

involve upbringing actions characterised by two way communication

(together they explain 38,71% of the variance); the third and the fifth factor

are permeated by the factors featured as one way communication

(together explaining 19,01% of the total variance).

Reaching a general conclusion on the characteristics of communication in

family upbringing according to the responses of pupils, i.e. children and

their parents, we could say that two way communication is twice as much

present as one way communication. In other words, both are present, but

two way communication significantly more.

Characteristics of communication in school education and upbringing –

pupils’ responses

Having analysed the upbringing actions in family setting, the adding up of

the variables form the instrument SPU 2 (Evaluation scale of upbringing

and educational actions in school) filled by pupils was carried out in order

to establish the extent of the presence of one way, i.e. two way

communication in school upbringing and education. We could thus with

greater certainty judge the change in the general pedagogical paradigm

already noticed in family upbringing. We could get a piece of information

showing what is today’s pedagogical style like, i.e. what is our pedagogical

reality like, having in mind that the social context has significantly

changed. It has already been confirmed that the pedagogical style of our

families has become different from the so called civic style that used to

dominate before or in the period immediately after the SecondWorld War.

According to the t test statistical significance of differences of arithmetic

middles of newly formed variables (one way and two way communication)

at the level 0,000 for the appropriate number of degree of freedom (df =

618) was established. Furthermore, the correlation between the variables

“one way communication” and “two way communication” is 0,364 at the

significance level 0,000. The established correlation points to the fact that

in the school setting as well, both one way and two way communication

actions occur, i.e. their combination. The data are in accordance with
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already gathered data on current actions in school upbringing and

education.

Then factor analysis was carried out in order to identify smaller number of

components, i.e. factors. First of all, 20 factors were extracted from the

matrix of variable inter correlation according to the method of principal

components. In the next step, according to the latent factor roots whose

value was higher than one, the first four factors are identified. They were

then rotated according to the “varimax” rotation and the following values

were found:

Factor Total % variance cumulative %

1 3.332 16.660 16.660
2 2.546 12.731 29.391
3 2.326 11.630 41.021
4 1.836 9.181 50.202

The total extracted variance for the four identified factors is 10,040 or

50,20% out of the maximally possible variance whose value is 20,00 (100%).

Those saturations whose value was higher than 0,350 were considered

significant. Using this criterion the matrix of rotated components was

established, according to which the following factors could be identified:

Educational F a c t o r s

actions 1 2 3 4

1 0.677
2 0.559
3 0.731
4 0.578
5 0.573 0.326
6 0.419 0.602
7 0.415 0.739
8 0.621 0.468
9 0.436 0.590
10 0.583
11 0.568
12 0.420 0.435
13 0.631
14 0.560
15 0.655
16 0.730
17 0.515 0.414
18 0.440 0.414
19 0.697
20 0.760
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The first factor is mostly constituted by the following variables: when

teachers want to introduce the rules of behaviour, they point to the acts

and actions that should be followed (0.677); while advising children on the

ways they could modify their behaviour, teachers point to possible

difficulties or other people’s reactions to their misbehaviour (0.631);

pointing out to the rules of desirable behaviour through a conversation of

a teacher and pupils on a story, book, film, TV show, etc (0.578); referring

to facts, data and arguments when talking about desirable behaviour

(0.573); putting children into various situations so that they could acquire

desirable values and personality features through experience and their

own behaviour (0.560); encouraging pupils to think about their behaviour

and choose themselves what they think is right (0.559); remarks of

teachers are permeated by incites encouraging pupils to be persistent in

finding a solution to a problem (0.515), etc. It is considered that according

to these indicators this factor could be called pointing out.

The second factor consists of the following variables: pupils alone are

responsible for their decision making (the highest saturation 0.760);

conversation between teachers and pupils in which pupils are treated as

equals – they can say what they think even if it is contrary to the

standpoint of a teacher (0.697); control of behaviour by pupils (0.655);

acceptance (understanding) of attitudes, feelings and opinions of pupils

and encouraging them to solve problems on their own (0.568); suggesting

various ways of taking action by teachers, with a possibility open up for

pupils to decide themselves what is in a certain situation the best (0.435),

etc. According to this, this factor is characterised by the self responsibility

of pupils, self control, understanding of their needs, independent decision

making, freedom to express one’s thoughts and feelings; consequently,

relying on constructivistic views on upbringing and education, the factor is

called emancipation.

It can be noticed that the third factor is constituted by the formulations in

which criticism, “teasing”, comments of misbehaviour in front of others,

punishment, not allowing expression of one’s attitudes, feelings and

opinions prevail. The highest levels of saturation refer to the following:

teacher’s lecturing when drawing pupils’ attention to desirable behaviour

(0.731); when they have remarks on pupil’s behaviour, teachers “tease”

them or comment their misbehaviour in front of others (0.730);

punishment by teachers if pupils do not respect their demands (0.621);

teachers pointing out to the ways of conduct without a possibility for

pupils to express their own standpoints, opinions and feelings (0.583);

strict demands of teachers for pupils to follow their example (0.415). The
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characteristics of the factor are easily noticeable – it is called

restrictiveness.

In the case of the fourth factor, highest saturations are typical for the

following variables: strict demands of teachers imposed on children to

follow their example (0.739), as a role model, the teachers show pupils

how they should behave (0.602), teachers patiently convince pupils to

conform to their behaviour requests and expectations (0.590),

punishment by teachers if pupils do not comply with their request (0.468).

It is easily noticed that this factor is comprised of the actions directed to

role model imposition by teachers.

When the first and the second factor are in question, upbringing, i.e.

educational actions are mostly characterized by two way communication

and their total participation in the total variance is 29,39%; what is typical

for the third and the fourth factor is restrictiveness and imposition of

rules, i.e. one way communication and their total participation in the

variance is 20,81%. In other words, according to these results we could say

that in the relation a teacher – a pupil, two way communication is more

present than one way communication in the schools in Serbia, which is

contrary to our hypothesis.

Characteristics of communication in school education and upbringing –

teachers’ responses

Our intention was to support or challenge the findings referring to

communication in school upbringing and education acquired through

pupils’ responses according to the analysis of their teachers’ responses.

Factors analysis of the variables from the instrument SPN 1 was used to

identify five factors whose latent roots have value higher than one; after

the rotation undertaken according to “varimax” rotation, the following

values were established:

Factor Total variance % cumulative %

1 2.638 13.190 13.190
2 1.984 9.920 23.111
3 1.843 9.214 32.325
4 1.838 9.189 41.514
5 1.708 8.538 50.052

The total extracted variance for these five identified factors is 10,011 or

50,05% out of the maximally possible variance whose value is 20,00 (100%).

162



STOJANOVI : CHARACTERISTICS OF COMMUNICATION IN SCHOOL AND FAMILY UPBRINGING

__________________________________________________________________________________

The saturations higher than 0,50 were analysed resulting in the matrix of

rotated components, according to which the following factors could be

identified:

Educational F a c t o r s

actions 1 2 3 4 5

1
2 0.514
3 0.605
4 0.591
5 0.558
6 0.764
7 0.745
8 0.782
9 0.650
10 0.551
11 0.635
12 0.574
13
14 0.691
15 0.699
16 0.788
17
18
19 0.658
20 0.629

The first factor is characterised by the following actions: teachers’ control

of pupils (0.699); pupils talking with teachers on equal terms – pupils can

say what they think even though it is contrary to the standpoint of their

teachers (0.658); acceptance (understanding) of attitude, feelings and

opinions of the pupils and encouragement to independent problem

solving (0.635); pupils assuming all the responsibility for their decision

making (highest saturation – 0.629); teachers suggesting various ways of

action, with a possibility of pupils to decide on their own that is in the

given situation the best (0.574), etc. Consequently, what is typical for this

factor is self control, self responsibility of pupils, understanding of their

needs, self decision making, freedom of expression of thoughts and

feelings and it is thus called emancipation.

The second factor is mostly comprised of the following variables: putting

pupils into various situations so that they could acquire desirable values

and personality features through direct experience and behaviour (0.691);

teacher pointing to desirable behaviour in conversation about a story, a

book, a film, a TV show, etc (0.591); stating facts, data and arguments

when talking about desirable behaviour (0.558), etc. According to these

indicators, we think that this factor can be called pointing out.
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In the case of the third factor, the highest level of saturation refer to the

following upbringing actions: punishment by teachers if pupils do not obey

their demands (0.782); strict demands by teachers for pupils to follow

their examples (0.745); teachers patiently convincing their pupils to keep

to the rules and follow their requests regarding behaviour (0.650). It is

perceivable that the factor includes the actions characterised by teachers’

role model imposition and this is how it is called.

The fourth factor is constituted by the formulations out of which the

following have the highest level of saturation: when they have remarks on

pupils’ behaviour, teachers “tease” them or comment their misbehaviour

in front of others (0.788); teachers lecturing when drawing pupils’

attention to desirable behaviour (0.605); teachers pointing to the ways of

action without possibility for pupils to express their attitudes, opinions

and feelings (0.551). Having in mind these saturations when the fourth

factor is in question, it is called restrictiveness.

The fifth factor is comprised of the following upbringing, i.e. educational

actions: as role models, teachers show pupils how they should behave

(0.764); when they want to show pupils how to behave, teachers try to

encourage them to think about it and choose what they think is right

(0.514). It seems that this factor can be called subsidiarity. Subsidiarity

implies help of teachers not taking away pupils’ initiative and not making

them free from individual creative effort (Szczesny, 2001: 33).

Once again, according to the responses offered by teachers, five factors

have been identified, interpreting 50,05% of the total variance. Considering

individual factors, the first, second and fifth factor are comprised of the

actions characterised by two way communication (together interpreting

31,65% of the variance), while the third and the fourth factor involve the

actions permeated by one way communication (together interpreting

18,40% of the total variance).

The general conclusion on the characteristics of communication in school

upbringing and education, made according to the responses of pupils and

their teachers, would be that two way communication is more present

that one way communication.

Conclusion –
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It has turned out that our hypothesis was wrong. Even though present to

certain extent, one way communication is not dominant, either in family or

in school upbringing and education. Two way communication is more

represented in these settings, putting the educated into subject position

and providing conditions for their emancipation – liberation from

dependence, pressures, bans, authoritative demands of parents and

teachers. It can be concluded that both parents and teachers

acknowledge social and pedagogic reality indicating that children have to

have “free space” for their own development, and cannot be mere objects

to which the established system of values, knowledge, skills, habits, etc is

transferred. This is how we explain the greater presence of two way

communication in upbringing. The presence of one way communication

and the correlation of the actions of both types of communication is

interpreted according to the fact that parents and teachers seem to be

aware that giving freedom to children does have limits; in other words, the

boundary of the freedom of choice (of values, standpoints, attitudes,

behaviour) depends on the extent educated bear responsibility for their

own decision making, implying consequences of one’s decision. We

consider this is why there are differences between certain ages – in the 4th

grade of primary school, one way communication prevails, in the 8th grade

of primary school both one way and two way communication are present,

while in the 4th grade of secondary school, two way communication is

present to greater extent.
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