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RESEARCH IN PEDAGOGY 
 
 

THE JOURNAL ISSUED BY THE SERBIAN ACADEMY OF EDUCATION – BELGRADE  
AND THE PRESCHOOL TEACHER TRAINING COLLEGE “MIHAILO PALOV” - VRSAC 

 

 

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 

(www.uskolavrsac.edu.rs) is the co-publisher of the journal. The college is a successor of 
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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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Instructions for Authors for publishing in Research in Pedagogy Journal 

 

Research in Pedagogy Journal is published 2 times per year by the Preschool Teacher Training 

College “Mihailo Palov”, Vrsac and the Serbian Academy for Education, Belgrade. The Journal 

considers all manuscripts on condition they are the property (copyright) of the submitting author(s) 

and that copyright will be transferred to Research in Pedagogy Journal and the Preschool teacher 

Training College “Mihailo Palov” Vrsac if the paper is accepted for publication. 

 

The Journal Research in Pedagogy gives priority to empirical and applicable research, that is, research 

that is capable of being used in real educational settings. Studies in all settings for education, i.e. 

informal, primary, secondary, higher, adult and continuing, and vocational, are regarded as of equal 

importance. All papers which appear in the Journal Research in Pedagogy have been thoroughly peer-

reviewed.  

 

Submissions 

 

Manuscript should be from 5,000 to 7,000 words long, including abstract and reference list. 

Submissions should be not more than 20 pages in length, and should be original and unpublished 

work not currently under review by another journal or publisher. Authors should also send a short CV 

(up to 5 sentences).  

 

Review Process 

 

Manuscripts are reviewed initially by the Editors and only those meeting the aims and scope of the 

journal will be sent for blind review. Each manuscript is reviewed by at least two referees. All 

manuscripts are reviewed as rapidly as possible, but the review process usually takes at least 3 

months. The Journal Research in Pedagogy has a fully e-mail based review system. All submissions 

should be made by e-mail to: vsvaskatedrasj@hemo.net 

 

Format of Manuscripts 

 

Manuscripts should be typed on in 12-point font Times New Roman, double spaced throughout. All 

text should be ragged-right. Figures and Tables should be incorporated into the adequate place in 

the manuscript text.  

 

Cover Page 

 

To facilitate blind reviewing, the cover page should not form part of the manuscript file, but it should 

be attached separately to the e-mail send to the Research in Pedagogy Journal. The cover page 

should contain the title of the article, running head (shortened title), name(s) of author(s), 

affiliation(s), and postal and e-mail addresses of corresponding author.  
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Citations in text 

 

References should follow the American Psychological Association (APA) style in alphabetical order. 

References should be cited in the text first alphabetically, then by date (e.g. Gojkov, 2010; Gojkov & 

Stojanovic, 2010; Stojanovic & Gojkov, 2011) and listed in alphabetical order in the reference section 

at the end of the manuscript. If there are three, four or five authors, all authors should be cited at 

the first mention. If the cited paper has more than five authors it should be cited like the first author 

+ et al., but list the first six authors in the reference list. Use a comma between two references by the 

same author (e.g. Gojkov, 2000, 2002). When authors are mentioned in text, i.e. not in parentheses, 

do not use ampersand (e.g. As suggested by Gojkov and Stojanovic (2003), but NOT as has been 

shown by Stojanovic & Gojkov (2004)). When a specific page, section, equation, or other division of 

the work is cited, after the author's last name(s), and the year of publication, a specific page 

reference should be included (e. g. Gojkov, 2008, p. 5).  

 

Examples of acceptable forms of references at the end of the chapter are:  

 

Journal papers  

• Author, A. A., Author, B. B., & Author, C. C. (year of publication). Title of journal article. 

Title of journal, volume number (issue number), first page-last page.  

 

Books  

• Author, A. A., Author, B. B., & Author, C. C. (year of publication). Title of the book. City/ies: 

Publisher.  

 

Edited Books  

• Author, A. A., Author, B. B., & Author, C. C. (year of publication). Title of a chapter. In A. A. 

Editor, B. B. Editor, & C. C. Editor (Eds.) [or only Ed. if one editor], Title of the book (pp. 

first page-last page). City/ies: Publisher. 

 

Electronic sources  

• Author, A. A., Author, B. B., & Author, C. C. (year of publication). Title of electronic text. 

Retrieved Month, Day, Year, from (enter full http address). 

 

Documents from conferences  

• Author, A. A., Author, B. B., & Author, C. C. (year of publication). Title of a chapter. In A. A. 

Editor, B. B. Editor, & C. C. Editor (Eds.) [or only Ed. if one editor], Title of the book (pp. 

first page-last page). City/ies: Publisher.  
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First page 

 

The name(s) of the author(s) should not appear on this page. 

The first page of the main manuscript should begin with the title of the paper (at a maximum of 30 

words) and an abstract which should not exceed 250 words. The abstract should not contain any 

undefined abbreviations or unspecified references.  

For papers reporting empirical research, state in brief: the primary objective (the research questions 

addressed or any hypothesis tested); the research design; the methods and procedures employed; 

the number of subjects; the main outcomes and results; the conclusions drawn from these data and 

results, including their implications for further research or application/practice. Please provide 3 to 5 

key words or short phrases in alphabetical order after the abstract.  

 

Figures, tables and illustrations 

 

All photographs, graphs and diagrams should be referred to as a Figure and they should be 

numbered as Figure 1, Figure 2, etc. Complete and descriptive titles of the figures should be put 

below the figure. Each table should be numbered as Table 1, Table 2, etc. Complete and descriptive 

titles of the tables should be put before the table. Tables and figures must be referred to in the text 

and numbered in order of their appearance.  
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Acknowledgements of people, grants, funds, etc. should be placed in a separate section before the 
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Appendices 

 

Supplementary material should be collected in an Appendix.  

 

Copyright 

 

After the manuscript is accepted for publication, authors will be required to sign a copyright transfer 

form. Copyright will be transferred to the Preschool Teacher Training College in Vrsac, via e-mail. A 

copyright form will be sent to you via e-mail after the chapter manuscript has been submitted.  

 

Proofs 

 

A proof will be sent to the corresponding author. 
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 Marta Dedaj 

Preschool Teacher Training College        Original scientific paper 
Sremska Mitrovica                         UDC: 37.048.2 
 
========================================================================== 

 
 

EDUCATOR AND PHYSICAL EDUCATION TEACHER IN THE  

PREVENTION OF SCHOOL VIOLENCE  
 

 
Abstract: Complex issue of school violence has been the subject of numerous 
research projects in different countries and cultures. The sample usually 
included primary school pupils of typical development. Only a small number of 
research papers focused on children with disabilities who have symptoms of 
hyperkinetic disorder. Excessive and inadequate psychmotor activity which 
occurs at an early age can become an obstacle in children’s attempt to become 
efficient members of social groups. Children need to develop social skills that 
enable them to understand their environment and be more efficient in everyday 
situations in order to function effectively in society and make friendships. School 
as a social institution has the greatest possibility to exert influence on 
upbringing and education of pupils in a planned, organized and systematic way. 
Therefore, it has the responsibility to prevent and reduce violence among the 
pupils. School violence has to be solved in a systematic, preventive way which 
insists on the joint action of all available resources. Our research provides a 
model of cooperation between educators and physical education teachers. The 
model consists of two different subprograms (educational workshops and 
complex psychomotor exercises) directed at a single general goal – the 
prevention of school violence. We can conclude that most of the features of this 
survey proved to be determinative, considering internal and external behavioral 
problems. Behavioral component is emphasized by the influence of the situation 
on behavior and learning of the missing social skills, whereas the cognitive 
component is emphasized by the attempts to change cognitive deviations and 
cognitive deficiencies in children.  
 
Key words: violence, violence prevention, children with disabilities, educator, 
physical education teacher.  

 
 
Researches and experts in the field of education in different countries have been 
interested in the problem of school violence. The World Health Organization also 
conducted the survey in thirty countries in Europe and North America (Currie et al., 2008, 
202) at the beginning of the twenty-first century. The influence of other people, as a 
continuous process that affects the socialization of individuals in all periods of his life, has 
an important place in the analysis of different determinants of human behavior.  

 
School, family and peers are the most significant factors of socialization. Pupils spend 
most of their time at school, and not only with their family members and their peers, who 
represent important persons in their lives The school environment should primarily 
stimulate children’s development and make them feel safe and secure. One of the most 
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important tasks of teachers and experts in schools is to create stimulating and safe 
environment for pupils’ development and learning. Therefore, experts in the school system 
have a great responsibility in the protection of children from violence by raising the 
consciousness about this problem and by creating a positive school climate.  
 
School represents environmental micro-system which acts as a catalyst to the forces 
responsible for violent communication that exists outside of it, but it also creates new 
roles and interactions that lead to a specific formsof violence (Popadić, 2009, 13). 
Therefore, the school ethos can represent both protective and menacing factor and 
cause behavioral problems. Children and young people who are aggressive at an early age 
and show social behavior disorders are at higher risk to become aggressive, develop 
various forms of addiction and delinquent behavior.  
 
Violence, as a social phenomenon can be observed from different points of view. 
Therefore, there are different interpretations of the phenomenon of aggression 
Universal, general theory cannot be expected, since education represents a process that 
is constantly changing and evolving. The question arises: What is it that triggers aggressive 
behavior? There are many theories of aggression, such as Bronfrenbrenner’s theory 
(ecological approach), instinctive theories, frustration theory, social learning theories and 
theories that focuse on the analysis of cognitive processes of an individual from the 
moment of exposure to particular stimuli (situation) to possible responses (aggression). 
These theories have contributed to a better understanding of agressive behavior. 
Ecosystem perspective provides a conceptual frame for the combined effects of the 
social context to the development of individual’s behavior. According to social learning 
theory, aggression represents learned way of achieving the goal of social relationships, 
the success of which will depend on the social context.  
 
Theoretical analysis have shown that the concept of violence was defined in different 
ways. These differences among the definitions are caused by different approaches of 
individual authors. However, since we deal with behavior which is unjustified and whose 
intention is to have the harm, the majority of authors consider violence to be actualized 
aggression (Popadić, 2009, 15).  
 
Violence represents the “show“ where there is always a stage for a victim and the bully, 
but for the audience, too. Participants in school violence, regardless of the fact if they are 
bullies or victims, are the holders of the roles assigned to them in the interaction in school 
environment. Intentional abuse of a child by another child or group of children may 
involve different types of behavior: verbal, social, psychological, emotional and physical. 
Violence represents multidimensional phenomenon and there are no precise boundaries 
between different types and forms of violence, i.e. they are mutually conditioned and 
intertwined. 
 
Main characteristic of a typical bully is aggressive behavior toward his peers. Bullies are 
impulsive and need to control and dominate. Characteristics such as impulsiveness and 
hyperactivity are mostly considered to be „drives“ for physical aggression and are 
responsible for antisocial behavior development (according to Essau, Conradt, 2004, 73). 
Thus, impulsiveness represents reduced ability to inhibit behavior and impulse control, 
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resulting in negative consequences both within the peer group and in school 
environment.  
 
If impulsive aggression is considered, we can conclude that emotional state of 
discomofort represents the main cause of aggression. According to the theory of surplus 
children are aggressive because they do not know to control high levels of anger. The 
perception of a situation as provoking depends on the characteristics of the source of 
provocation, whereas emotional arousal recognition depends on previous experience and 
other people behavior and assessment of the consequences of aggression depends on 
the characteristics of the potential target of aggression. According to the theory of 
deficit, aggression is caused by the lack of communication skills in the conflict which 
results with violent behavior.  
 
Aggressive behavior often occurs in mentally retarded children and is accompanied by an  
inability to control impulses. It sometimes takes the form of pan-aggression which is 
directed towards anyone who tries to get close to the child and his world. Children with 
mental disorders who show symptoms of hyperactivity/impulsiveness are more 
vulnerable part of the population and they tend to react swiftly without thinking about 
the consequences of their behavior. Thus, they intentionally or accidentally irritate the 
bully. The results or consequences of the above features are social problems, recklessness 
and disorganization. 
 
Aggressive children are often rejected by their peers because of their inadequate 
behavior, and aggression only harms them. They do not have adequate skills of social 
communication and do not understand social context. Child’s affective reactions and 
interpretations of immediate social context to some extent depend on the child’s 
cognitive maturity and temperament traits, whereas both of them are caused by 
socialization experience which teaches child to become efficient member of a social 
context. Children with developmental disorders are more likely to deviate from accepted 
social rules than their peers of typical development. Therefore, they need help in the 
development of social interaction. They often have problems in relations with their peers 
and become isolated and unpopular in the peer group because of their symptoms of 
ADHD and social skills deficits.  
 
We come to the conclusion that a child should should learn to behave in a socially 
acceptable way if we start from the premise that aggressive behavior is a form of 
inadequate response in social interaction, and think that child behaves in this way 
because it adopted this kind of reaction instead of socially adequate skills. If one wants to 
become socially competent person, he or she must adopt prosocial behavior and apecific 
skills that enable better understanding of their environment and efficient reactions in 
everyday situations.  
 
School violence represents the result of numerous factors. Therefore, it is necessary to 
define preventive actions that would result in the prevention of violence. The role of 
humanistic oriented pedagogy is to find appropriate and suitable answers to the 
problems of socially unacceptable behavior of children through prevention programs. 
School represents the place where violence among children mostly occurs, so that 
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program for the protection of children/pupils from violence, abuse and neglect 
represents the part of annual work plan of the school. It ensures planning and 
implementation of prevention activities, whereas the role of an educator in them is very 
important. 
 
This paper highlights a specific aspect of cooperation between school educators and 
physical education teachers in school violence prevention, since the educators have 
developed and enriched the content and organization of their own field of work. The 
roles of educators and physical education teachers are “to articulate the overall structure 
of pupils’ activities so that their outcomes would be progressive changes in the 
pupils’behavior“ (Havelka, 1992, 43). 
 
The development of social and communication skills in children and young people 
represent the basis of preventive measures. However, the models of non-violent 
communication cannot be acquired at the “theoretical“level, since personal experience 
of through thee group process represents the essential process. The principles of non-
violent communication can be perceived, learnt and adopted only through interaction 
with the group. Thus, they are incorporated in the repertoire of personal “skills“. 
Therefore, the parameters of non-violent communication can be considered through the 
prism of the workshop form. The aim of this form of work is to develop social skills, to 
adopt the model of non-violent communication on a personal level, so that they could be 
applied in everyday life. School represents the essential ecosystem where it is possible to 
intervene. Therefore, it is necessary for pupils to practice acquired skills in real-life 
situations, where they wolud be given support and had an opportunity to develop self-
esteem. 
 
Self-confidence strengthening is in the focus of school violence prevention program, as 
well as empathy development, non-violent conflict solving learning and anger control due 
to physical activity. Regularparticipation in physical and sports activities, provides 
opportunities to discharge negative energy and release aggression in a socially accepted 
manner, so that a person who is physically active or goes in for some sport will be less 
aggressive in other situations.  
 
This paper presents a physical education teaching method from a different angle in order 
to find new approaches and strategies to prevent school violence. Movement therapy or 
psychomotor exercise represents new approach. It is focused on development and 
improvement of pupils’ communication due to movement. Pupils first learn to recognize 
the sypmtoms of anger and the situations which provoke it, as well as the difference in 
their own reactions when they are angry, and when they are not. Movement therapy in 
children with developmental disorders influences emotional contact with a child, the 
awareness of bodily integrity, self-control development, social interaction and 
communication, self-esteem development, sensitivity and expression of emotions, 
empathy and the ability to learn and repeat, reducing aggressive behavior, concentration 
building.  
 
Even though cognitive and affective aspects are closely intertwined, there are few 
research projects that unite them in their basic assumptions. The role of emotions is to 
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alert the individual to pay attention to important aspects of the situation and direct 
cognitive processes. Therefore, in this paper we trace the idea that the change at the 
individual level can start the process of changing of entire society, “from the bottom up“.   
 
This problem should be considered form the point of view of pupils in order to improve 
activities directed at school violence prevention, since pupils represent direct participants 
of this problem and have a clearer picture of the specific forms, characteristics and 
consequences of school violence. This research paper deals with school violence 
examination among pupils of primary school age, as well as with its prevention – 
developing social skills and encouraging pupils to be physically active. Therefore, the 
research problem of this paper is to investigate if there are differences between 
experienced/perpetrated violence among children considering their individual 
characteristics (gender, age, hyperactivity/impulsiveness) and how prevention program 
through a partnership model (teacher and teacher of physical education), may contribute 
to the reduction of violence in school? The research is based on multidisciplinary 
approach, whereas cooperation between educators and physical education teachers 
would contribute both to practical solutions and further study of this phenomenon.  
 
According to research problem, its contents and their interaction, the aim and the 
objectives of the research were defined. School violence represents a widespread 
phenomenon with numerous manifestations and consequences. Therefore, it must be 
examined from different aspects. General aim of this research is to get an insight into 
primary school pupils’ perception of school violence, noticing the difference between the 
bullies and the victims, as well as to identify areas where action is needed by implementing 
prevention programs. The specific aim of the research is to examine if the implementation 
of aprevention program reduces school violence.  
 
The aim of the research is divided in hierarchal levels and analyzed through research tasks 
and special hypotheses, which would not be discussed in this paper in details. 
 
Therefore, we can state the research question in terms of a null hypothesis (H0) and 
alternative hypothesis (Ha): 
 (H0) The experimental program does not affect the appearance of distinctive features 
between the experimental and control groups in terms of reducing violence in schools. 
 (Ha) The experimental program has an impact on the appearance of distinctive features 
between the experimental and control groups in terms of reducing violence in schools. 
 
In order to test the hypothesis it is necessary to operationally define the variables. 
Definition of key concepts of research problem allows us to present the list of variables, 
as well as to clearly and accurately define them both at theoretical and operational level.  
 
                                                  Table 1           Sample of variables  

Variable Variable 
number 

Contents of variables 

Gender 1 Description of the sample by gender. Nominal scale that 
distinguishes between two groups: male (1) and female (2).  

Age  1 Description of the sample according to the class they attend: IV 
(1); V (2) VI (3); VII (4); VIII(5)  
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Hyperactivity/imp
ulsiveness 

1 Description of the sample of examinees by the level of 
hyperactivity/impulsiveness. Nominal scale taht distinguishes two 
groups: there is expressed hyperactivity/ impulsiveness (1) there is 
no expressed hyperactivity/ impulsiveness (2) 

Family 1 Variable parameters: Family (complete-incomplete). 
SFS_FS 1 do SFS_ 
FS5 

3  Variable parameters: Subjective feeling at school (Scale ranges 
from 1 to 4) 

SFS_SS1 do SFS_ 
SS7 

7 Variable parameters: Safety feeling at some places at school 
(Scale ranges from 1 to 4) 

VFS_VF1 do VFS_ 
VF22 

22 Variable parameters: Forms of violence- experienced/perpetrated 
(Scale ranges from 1 to 3) 

BCS_BC1 do BCS_ 
BC7 

7 Variable parameters: Characteristics of a bully 

VOS_VS1 do 
VOS_VS9 

9 Variable parameters: Violence occurs (Scale ranges from 1 to 3).  

AHV_AH1 do 
AHV_AH6 

6 Variable parameters: Asking for help because of experienced 
violence (Scale ranges from 1 to 3) 

HEV_HV1 do 
HEV_ HV6 

6 Variable parameters: People who tried to help because they 
experienced violence (1 to 3 estimation scale).  

RVS_RV1 do 
RVS_RV5 

5  Variable parameters: Reaction to violence (Scale ranges from 1 to 
3),  

SDQ_DQ1 do 
SDQ_DQ25 

25 Variable parameters: Pupil’s behavior – strength/difficulties (Scale 
ranges from 1 to 3).   

TOTAL NUMBER 
OF VARIABLES 

94  

Legend: 
• SFS _FS – Subjective feeling at school   
• SFS_SS –  A sense of security in some places in the school 
• VFS_VF – Forms of violence (experienced/perpetrated) 
• BCS_BC – Characteristics of a bully 
• VOS_VS -  Violence occurs 
• AHV_AH -  Asking for help because of experienced violence 
• HEV_HV1 – People who tried to help because they experienced violence  
• RVS_RV1 – Responding to violence 
• SDQ_DQ – Pupils’ behavior-strengths/difficulties  

 
Research techniques and instruments 

 
The technique of questionnaire was applied in this research paper, taking into 
consideration the specific problem of the research, objectives, goals and tasks, as well as 
the set hypotheses. Instrument - questionnaire and scaling techniques: instrument – 
assessment scale was applied. School Violence Questionnaire – SVQ 2003, by Buljan – 
Flander, Karlović, Štimac (according to: Šimić, 2004, 71) which is constructed on the basis 
of Bully/Victim Questionnaire by Dan Olweus (Olweus, 1994) was applied in the research. 
The questionnaire includes some demographic characteristics of the child, the subjective 
feeling of rejection/acceptance at school, a sense of security in some places in the school, 
the frequency of being exposed to violence, gender and age, people to whom a child 
confessed being a victim of violence and people who tried to help the victims of violence. 
Questions about the experienced or perpetrated violence consist of 11 types of 
aggressive behavior with the following answers of Liquert’s scale: 1- never, 2 – rarely or 
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sometimes, 3- almost every day. The types of aggressive behavior are expressed as 
follows: I insult others, I use vulgar language when addressing others, I threat to others, I 
punch and push others, I fight the others, I lose or destroy other people’s property, I 
extort money from others, I hurt others, I expel some children from the game or I do not 
pay attention to them, I speak ill of others, I touch others in an uncomfortable way. The 
types of violence are divided into verbal, physical, social/emotional, economic and sexual 
violence.  
 
Strength and Difficulties Questionnaire (Goodman, 1997), was applied for estimation of 
pupils’ behavior at school. It provided data on the emotional and behavioral problems of 
the pupils. The purpose of this questionnaire is to evaluate prevention program.  
 
The Questionnaire consists of 25 items divided into five scales: 

• Behavioral problems; 
• Emotional problems;  
• Problems with the peers. 
• Hyperactivity/impulsiveness; 
• Prosocial behavior; 

 
All these scales consist of 5 items. Pupils assess the presence of a certain degree of 
problems of a particular problem: False, Partially True, and Absolutely true. Each item is 
scored by 0, 1, or 2. The score depends on the fact if the answer indicates the strength or 
difficulty. Greater number of items (1, 2, 3, 4,5 ,6, 8, 9, 10, 11, 12, 13, 15, 16, 17,18, 19, 20, 21, 
22, 23, 24) measures the intensity of difficulty and it is scored in the following way: False – 
0; Partially true – 1; Absolutely True – 2. Inverse direction of assessment has four items (7, 
14, 21, 25): False – 0; partially true – 1; absolutely true – 2.  
 
Definition of the basic set and the sampling plan  
 
Primary school pupils with mild mental problems represent the sample. The research 
included the sample of 174 examinees with symptoms of hyperkinetic disorder. We have 
chosen this population because it represents the risk group.       
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Graph 1. The sample of examinees according to age and gender  

 
Table 2      Experimental group sample according to age and gender  

GENDER  IV  
GRADE 

V  
GRADE 

VI 
 GRADE 

VII  
GRADE 

VIII  
GRADE 

 
TOTAL 

 f % f % F % f % f % f % 
male 9 10 9 10 8 8,89 10 11,11 10 9 46 51,11 
female 6 6,67 11 12,22 9 10 9 10 9 10 44 48,89 
Total number of 
examinees 

15 16,67 20 22,22 17 18,89 19 21,11 19 21,11 90 100 

 
Table 3    Control group sample according to age and gender   

GENDER IV  
GRADE 

V  
GRADE 

VI  
GRADE 

VII  
GRADE 

VIII  
GRADE 

 
TOTAL 

 f % f % F % f % f % f % 
male 8 9,52 9 10,71 7 8,33 10 11,90 9 10,71 43 51,19 
female 6 7,14 10 11,90 8 9,52 9 10,71 8 9,52 41 48,81 
Total number of 
examinees 

14 16,67 19 22,62 15 17,86 19 22,62 17 20,24 84 100 

 
We consider this sample to be the representative one, even though it cannot be 
absolutely proven. General conclusion of the research should give an answer to the 
defined research problem.  
 
Research strategy and research method 

 
The purpose of the research is to define the characteristics of distribution and 
relationships among variables by sample testing. In order to test the theoretical 
hypothesis the following methods were applied: theoretical analysis (in the phase of 
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theoretical research problem), causal method – pedagogical experiment (in the search 
for cause-consequence relations), modeling method (check of the effects of prevention 
program modeling), descriptive method (in describing the results of the survey).  
 
Theoretical analysis has provided a great contribution to the study of this problem in the 
form of science-based criteria of problem modeling, representing a necessary criterion 
for empirical testing of the hypothesis.  
 
Characteristic of a pedagogical experiment is to systematically investigate the 
effectiveness of the suggested prevention program (educational workshops and 
psychomotor re-education exercises). The empirical research was conducted in the 
following stages: problem selection, the design, data gathering, and statistical analysis of 
data, analysis and interpretation of research results.  
 
The research is based on both quantitative and qualitative analysis of the data. The 
analysis was performed in three steps as follows: testing hypothesis about the similarities 
or differences, determining difference measures with the definition of characteristics and 
graphs. Multivariate procedures MANOVA and discriminant analysis were applied in the 
research. Data scaling on contingency tables was performed in order to avoid losing 
information, by finding the closest links and information on nonparametric values. 
Univariate procedures included Roy’s test, Pearson’s correlation coefficient (χ), multiple 
correlation coefficient (R). 
 
The aim of mathematical and statistical analysis is to determine the characteristics of each 
sub-sample. Homogeneity and the distance between them are in relation to derived 
characteristics, so that reliable, accurate and valid prediction could be done.  
 

Analysis and interpretation of research results  

 
Analysis of the research results and their interpretation will be carried out in order to 
point out the discriminatory effect of the independent on the dependent variable and 
their mutual relation as a broader term which defines the relationship between the 
applied variables.  
 
The significance of differences between initial and final testing of the groups was 
conducted in accordance with previously defined research draft study, on the sample of 
174 examinees, consisted of two subsamples: experimental (90) and control (84) groups. 
The analysis was done for three most discriminant characteristics on initial and final 
testing.       
 
We will show numerical and percentage frequency of analyzed characteristics in relation 
to the group in the first part of the research paper. In the second part we will analyze the 
difference between the groups (experimental and control) in initial and final testing for 
three most discriminant characteristics, i.e. the hypothesis will be either proven or 
rejected, so that the obtained results and the appropriateness of further study would be 
evaluated, as well as the directions and methodological priorities for their processing. We 
would define the characteristics of each group; the distance and homogeneity between 
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them, if there were necessary pre-conditions. Finally, the obtained results will be 
presented in graphs.  
   

Victim/Bully/Bystander and Behavior Problems  
 
Pupils perceive school with favorable psychosocial climate as a friendly environment 
where they feel accepted and wanted, and to which they have a positive attitude. 
Psychosocial climate influences school achievement, value system, social relations and 
social behavior of pupils. On the other hand, if there are no group cohesion and solidarity 
among the pupils, mutual respect between pupils and teachers, opportunity to express 
opinions and needs, pupils perceive that kind of environment as a hostile and have 
negative attitudes and resistance to school. Aggressive and antisocial behavior occurs in 
this atmosphere. Aggressive children often do not develop social skills and they tend to 
be accepted by their peers by socially unaccepted ways. Studies indicate that most pupils 
do not accept aggressive children and they feel rejected and unaccepted. (according to: 
Vasta et al., 1998, 67).  
 
Following characteristics were taken into account considering the significance of 
difference between initial (I) and final testing (F) of experimental and control groups: You 
hit or push someone out of anger (I) and I often have fits of rage/temper tantrums (F); I 
do as we learned in school – I report it to a teacher (I) and I am mostly obedient, I usually 
do what adults request me to do (F); You often beat someone (I) and I often fight with 
other children or I harass them (F); There are three modes of each assessment: false, 
partially true and absolutely true.  
 
The tables show numerical (n) and percentage frequency (%) of above mentioned 
characteristics and significant differences will be pointed out, if there are any, between 
and within the levels. Descriptive procedure will only show some characteristics of 
particular levels, whereas the significance of difference between the groups will be 
analyzed later.  

 
Table 4   Characteristics frequency in the initial and final testing  

CHARACTE-
RISTICS 

GROUPS 
 

FALSE PARTIALLY 
TRUE 

ABSOLUTELY 
TRUE 

  n % n % n % 
 Experimental group initial  13. 14.4 34. 37.8" 43. 47.8" 

VFS_VF15 Control group initial 0. .0 31. 36.9 53. 63.1* 
/FRE_PP6 Experimental group final 70. 77.8* 19. 21.1 1. 1.1 

 Control group final  28. 33.3" 34. 40.5* 22. 26.2 
 Experimental group initial 14. 15.6" 29. 32.2 47. 52.2 

RVS_RV1/ Control group initial 0. .0 7. 8.3 77. 91.7* 
FRE_PP7 Experimental group final 6. 6.7 32. 35.6" 52. 57.8" 

 Control group final 26. 31.0* 47. 56.0* 11. 13.1 
 Experimental group initial 6. 6.7 26. 28.9" 58. 64.4" 

VFS_VF16 Control group initial 0. .0 8. 9.5 76. 90.5* 
/FRE_PP8 Experimental group final 75. 83.3* 15. 16.7 0. .0 

 Control group final 34. 40.5" 31. 36.9* 19. 22.6 
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Legend: 
FRE_PP6 – I often have fits of rage/temper tantrums / VFS_VF15 – You hit or push someone out of 
anger  
FRE_PP7 – I am mostly obedient, I usually do what adults request me to do/RVS_RV1- I do as we 
learned in school – I report it to a teacher   
FRE_PP8 – I often fight with other children or I harass them VFS_VF16 – You often beat someone  
 
The data of experimental and control groups, in initial and final testing for three most 
discriminative characteristics are presented in Table 4. Considering the characteristic 
VFS_VF15 (You hit or push someone out of anger) it can be noted that absolutely true 
modality is the most frequent one in the initial testing of experimental group since it 
includes 43 examinees  (47.8%) of 90, which is significantly higher than the frequency of 
false modality (13 examinees 14.4% p=.000). Frequency of absolutely true modality in the 
control group (53 examinee 63.1%) is significantly higher than the frequency of partially 
true modality (31 examinees 36.9% p=.001), and false modality (0 examinees .0% p=.000). 
Frequency of false modality (70 examinees 77.8%) is significantly higher than the 
frequency of partially true (19 examinees 21.1% p=.000) and absolutely true modalities (1 
examinee 1.1% p=.000) in the final testing of a control group for the characteristic 
FRE_PP6 (I often have fits of rage/temper tantrums). The frequency of partially true 
modality (34 examinees 40.5%) is significantly higher than the frequency of absolutely 
true modality (22 examinees 26.2% p=.051) in the final testing of experimental group.  
 
There is the following difference between the groups: false modality is most frequent in 
the final testing of control group (77.78 %), which is significantly higher than the frequency 
of the same modality in final testing of experimental group (33.33% p=.000), and both 
experimental  (14.44% p=.000) and control groups (.00% p=.000) in initial testing.  
 
Partially true modality has the highest frequency in final testing of experimental group 
(40.48%), which is significantly higher than its frequency in final testing of control group 
(21.11% p=.006), whereas absolutely true modality has the highest frequency in final testing 
of control group (63.10%), which is significantly higher than the frequency of the same 
modality in initial testing of experimental group (47.78% p=.044). 
 
According to these results it is possible to extract the characteristics of each group in 
relation to characteristics VFS_VS15/FRE_PP6. Therefore, it can be noticed that partially 
true and absolutely true answers are more frequent in initial testing of experimental 
group, whereas absolutely true answer is more frequent in initial testing of control group. 
False characteristic is more frequent in final testing of control group, whereas partially true 
and false characteristics are more frequent in final testing of experimental group. As p = 
.000 χ2 - test, it can be stated that there is a correlation between the groups regarding to 
observed characteristics, since χ= .557 represents moderate correlation.  
 
The frequency of absolutely true modality is the highest in initial testing of experimental 
group, 47 examinees (52.2%) of 90, for RVS_RV1 characteristic (I do as we learned in 
school – I report to duty teacher), which is significantly higher than the frequency of 
partially true (29 examinees 32.2% p=.007) and false modalities (14 examinees 15.6% 
p=.000). The frequency of absolutely true modality is significantly higher in control group 
(77 examinee 91.7%), than the frequency of partially true modality (7 examinees 8.3% 
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p=.000) and false modality (0 examinee .0% p=.000).  The frequency of absolutely true 
modality (52 examinees 57.8%) is significantly higher than the frequency of partially true 
modality (32 examinees 35.6% p=.003) and false modality (6 examinees 6.7% p=.000) in 
final testing of control group for FRE_PP7 characteristic (I am mostly obedient, I usually do 
what the adults request me to do). The frequency of partially true modality (47 examinees 
56.0%) is significantly higher than the frequency of false modality (26 examinees 31.0% 
p=.001) and absolutely true modality (11 examinees 13.1% p=.000) in final testing of 
experimental group.  
 
The difference between the groups is as follows: false modality is most frequent in final 
testing of experimental group (30.95%), which is significantly higher than the frequency of 
the same modality in initial testing of experimental (15.56% p=.017) and control group 
(6.67% p=.000), whereas partially true modality is most frequent in final testing of 
experimental group (55.95%), which is significantly higher than the frequency of the same 
modality in final testing of control group (35.56% p=.008) and initial testing of experimental 
(32.22% p=.002) and control groups (8.33% p=.000). Absolutely true modality is most 
frequent in initial testing of control group (91.67%), which is significantly higher than the 
frequency of the same modality in final testing of experimental group (57.78% p=.000) and 
initial testing of experimental group (52.22% p=.000) and final testing of control group 
(13.10% p=.000). 
 
Characteristics of each group can be extracted according to the obtained results in 
relation to characteristics RVS_RV1/FRE_PP7. Therefore, it can be concluded that false 
modality is most frequent in initial testing of experimental group, whereas absolutely true 
modality is most frequent in initial testing of control group. Partially true and absolutely 
true modalities are most frequent in final testing of control group, whereas false and 
partially true modalities are more frequent in final testing of experimental group. As p = 
.000 χ2 - test, it can be stated that there is a mutual correlation between the groups in 
relation to observed characteristics, since χ= .494 represents moderate correlation.  
 

Absolutely true modality is most frequent in initial testing of experimental group, with 58 
examinees (64.4%) of 90 examinees, in relation to VFS_VF16 characteristic (You beat 
someone), which is significantly higher than the frequency of partially true modality (26 
examinees 28.9% p=.000) and false modality (6 examinees 6.7% p=.000). Absolutely true 
modality (76 examinees 90.5%) is significantly higher than partially true modality 
frequency (8 examinees 9.5% p=.000) and false modality frequency (0 examinee p=.000) 
in control group. The frequency of false modality (75 examinees 83.3%) is significantly 
higher than the frequency of partially true modality (15 examinees 16.7% p=.000) and 
absolutely true modality (0 examinee 0% p=.000) in final testing of control group in 
relation to characteristic FRE_PP8 (I often fight with other children or harass them). The 
frequency of false modality (34 examinees 40.5%) is significantly higher than the 
frequency of absolutely true modality (19 examinees 22.6% p=.14) in final testing of 
experimental group.  
 
The difference between the groups is as follows: false modality is most frequent in final 
testing of control group (83.33%), which is significantly higher than the frequency of the 
same answer in final testing of experimental group (40.48% p=.000) and initial testing of 
experimental (6.67% p=.000) and control groups (.00% p=.000), whereas partially true 
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modality is most frequent in final testing of experimental group (36.90%), which is 
significantly higher than its frequency in final testing of control group (16.67% p=.003). 
Absolutely true modality is most frequent in control group (90.48%), which is significantly 
higher than its frequency in initial testing of experimental group (64.44% p=.000), whereas 
the frequency of this modality in final testing is as follows: experimental (22.62% p=.000) 
and control groups (.00% p=.000). 
 
Characteristics of each group can be separated according to the obtained results in 
relation to characteristics VFS_VF16/FRE_PP8. Therefore, it can be concluded that 
chararacteristics partially true and absolutely true are more frequent in initial testing of 
experimental group, whereas characteristic absolutely true is more frequent in initial 
testing of control group. False characteristic is more frequent in final testing of control 
group, whereas partially true and false characteristics are more frequent in final testing of 
experimental group. As p = .000 χ2 - test, it can be stated that there is high correlation 
between the groups in relation to observed characteristics, since χ= .632 represent high 
correlation.  

 
Table 5   The significance of difference between the groups according to their characteristics in initial 
and final testing  

ANALYSIS N F P 
MANOVA 3 65.090 .000 

Discriminant analysis 3 75.874 .000 

 
MANOVA analysis with the conclusion reliability of p = .000 indicates significant 
difference between the groups for some features of the observed field. According to the 
values of Fischer’s distribution with high reliability of conclusion (p=.000) for the 
observed characteristics of discriminant analysis we can state that there is clearly defined 
boundary between the groups in terms of behavioral problems. Since p< 0,05 we can 
confirm alternative H1. (a) hypothesis: Prevention program has an influence on distinctive 
characteristics of behavioral problems between experimental and control groups at the 
initial and final testing. This means that after the implementation of violence prevention 
program in schools, external behavioral problems in experimental groups were reduced 
in comparison to control group. Therefore, there is greater possibility of adaptive 
responses to potentially conflicting social situations.  

  
Table 6   Univariate significance of difference between the characteristics of groups in initial and final 
testing 

CHARACTERISTICS χ R F P DISCRIMINATION COEFFICIENT 
FRE_PP6/ OVS_ON15 .557 .664 90.687 .000 .049 
FRE_PP8/ OVS_ON16 .632 .778 176.767 .000 .723 

FRE_PP7/ RVS_RN1 .494 .560 52.470 .000 .418 

 
With high reliability (p <.1) we can state that the following characteristics: 
FRE_PP8/VFS_VF16 (.723), FRE_PP7/RVS_RV1 (.418), FRE_PP6/ VFS_VF15 (.049) have the 
greatest contribution to discrimination between the groups. The fact that p= .000, of 
discriminant analysis proves that there is clearly defined boundary between the groups of 
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examinees, i.e. it is possible to determine the characteristics of each group in relation to 
observed features.  
 
According to the assessment of the examinees’ answers in initial and final testing, it can 
be stated that external behavioral problems in final testing of experimental group were 
significantly reduced in comparison to the problems in the initial testing. Following 
information leads us to this conclusion:   
- experimental group showed the following characteristics in initial testing: VFS-VF16 
(partially true", absolutely true"), RVS_RV1 (false"), VFS_VF15 (partially true", absolutely 
true"), whereas its characteristic in final testing were as follows: FRE_PP8 (partially true*, 
false"), FRE_PP7 (false*, partially true*), FRE_PP6 (partially true*, false"). 
- control group showed following characteristics in initial testing: VFS_VF16 (partially 
true*), RVS_RV1 (absolutely true*), VFS_VF15 (absolutely true*), whereas its 
characteristics in final testing were as follows: FRE_PP8 (false*), FRE_PP7 (partially true", 
absolutely true"), FRE_PP6 (false*). 
 
Table.7    Homogeneity of groups regarding the space between experimental and control groups in 
initial and final testing  

Groups m/n % 
experimental group-initial 69/90 76.67 

control group-initial 77/84 91.67 
experimental group-final 79/90 87.78 

control group-final 68/84 80.95 

 
Therefore, it can be concluded that 69 of 90 examinees have characteristics of 
experimental group in initial testing. Group homogeneity is high, 76.7%, which means that 
21 examinees have other characteristics, and not the characteristics of their group. 77 of 
84 examinees have characteristics of control group in initial testing. Group homogeneity 
is high, 91.7%, since 7 examinees have other characteristics. 79 of 90 examinees have 
characteristics of experimental group in final testing. Group homogeneity is high, 87.8%, 
since 11 examinees have other characteristics. 68 of 84 examinees have characteristics of 
control group in final testing. Group homogeneity is high, 80.9%, since 16 examinees have 
other characteristics.  

 
Table 8    Distance (Mahalanobis distance) between experimental and control groups in initial and 
final testing 

GROUPS I II III IV 
I .00 1.10 2.61 1.67 

II 1.10 .00 3.24 2.68 
III 2.61 3.24 .00 1.82 
IV 1.67 2.68 1.82 .00 

Legend: 
I-experimental group – initial testing 
II-control group - initial testing 
III-experimental group - final testing 
IV-control group - final testing 
 



 
Dedaj:  EDUCATOR AND PHYSICAL EDUCATION TEACHER IN THE PREVENTION OF SCHOOL VIOLENCE 

___________________________________________________________________________________________________ 

 
25 

By calculating Mahalanobis distance between the groups of examinees we obtain 
another indicator of similarity or difference. The results in Table 8 indicate that the 
minimum distance is between experimental and control groups in final testing (1.10), and 
maximum distance is between experimental group in final testing and control group in 
initial testing (3.24). The differences indicate that the pupils in experimental group made 
more progress in reducing external behavioral problems compared to pupils in control 
group. We cannot say that control group did not make any progress, but it is not so 
significant. This means that the experimental group shows the greatest differences 
between initial and final testing.   

1 2 3 4

3.3

1.82

1.1

 
Graph 2 Grouping by proximity 

 
Legend: (1) experimental and (2) control groups in initial; (3) experimental and (4) control group in 
final testing  
 
The dendrogram shows that experimental and control groups are the closest at final 
testing with the distance of 1.10, whereas the greatest difference is between initial and 
final testing of experimental group, with the distance of 3.30. 
 
Derived characteristics of groups in relation to observed characteristics of experimental 
and control groups at the initial and final testing can be graphically presented by star 
chart. Graph 3 shows that it is possible to observe the difference in most observed 
characteristics according to the subsample distance from the coordinate system centre. 
Control group shows significant deviation in final testing with the distance of 1.49,it is 
followed by experimental group with the distance of 1.31 in final testing (high), control 
group with the distance of 1.28 (high) and experimental with the distance of .63 
(moderate). Significant deviation between the groups can be observed in following 
characteristics: Child often fights with other children or harasses them, with the distance 
of 1.65 which is higher; child often has fits of rage, with the distance of 1.40 (high); Child is 
mostly obedient, does what the adults requests him to do, with the distance of 1.21 
(high).  
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Graph 3   Group characteristics in relation to observed characteristics in initial and final testing  

 
Legend: (EK-1) experimental and (EK-2) control group in initial testing; (EK-3) experimental and (EK-4) 
control group in final. The child usually fights with other children or bullies them (pt63), the child is 
usually obedient and does what adults request him to do (pt62), and the child often has fits of rage 
(pt61).  
 
Victim/bully/bystander and problems with peers  

 
Peers are very important for social environment in which the child develops. Children 
acquire social skills in relationships with their peers, they learn to help and cooperate and 
form self-perception. Research studies suggest that children who are not accepted and 
who are rejected by their peers have less developed social skills in comparison to popular 
children and show problems in socialization, such as aggression, loneliness and shyness. 
Children who are accepted by their peers and who are popular have more opportunity to 
make friends since they are liked by most children (Katz and McClellan, 1999. 70). 
Therefore, the development and maintenance of close and mutual relationships, i.e. 
friendships in childhood is important for social competency development. This 
emphasizes the need to provide children with skills appropriate to their age which would 
help them to be accepted by their peers and make friends. 
 
We have observed the significance of difference between initial (I) and final testing (F) of 
experimental and control group exploring whether the implementation of violence 
prevention program in schools reduced peer problems, considering the following 
characteristics: You exclude other children from the game or you do not pay attention to 
them (I) and I would rather play alone (F);You were excluded from the game or other 
children did not pay attention to you (I) and I am mostly liked by my friends (F); Someone 
threatened to do something harmful to you (I) and Other children tease me or harass me 
(F). Each assessment has three modes: false, partially true and absolutely true. 
 
The tables show numerical (n) and percentage (5) representation of afore-mentioned 
characteristics, whereas the attention will be paid to significant differences, if there are 
any.  Descriptive procedure will show only some characteristics of particular levels, 
whereas the significance of difference between the groups will be analyzed later.  
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Table 9 Characteristic frequencies in initial and final testing     

CHARACTERISTICS GROUPS 
 

FALSE PARTIALLY TRUE ABSOLUTELY TRUE 

  n % n % n % 
 experimental initial 11. 12.2 13. 14.4 66. 73.3" 

VFS_VF20  control initial 0. .0 0. .0 84. 100.0* 
/FRE_PV16   experimental final 41. 45.6* 26. 28.9" 23. 25.6 

 control final 32. 38.1" 28. 33.3* 24. 28.6 
 experimental initial 22. 24.4* 24. 26.7 44. 48.9 
 control initial 0 .0 15 17.9 69 82.1* 

VFS_VF9  experimental final 36. 40.0* 28. 31.1" 26. 28.9 
/FRE_PV18   control final 31. 36.9" 31. 36.9* 22. 26.2 

 experimental initial 18. 20.0 28. 31.1* 44. 48.9" 
VFS_VF3/  control initial 0. .0 13. 15.5 71. 84.5* 
FRE_PV19   experimental final 64. 71.1* 26. 28.9" 0. .0 

 control final 29. 34.5" 24. 28.6 31. 36.9 

Legend: 
FRE_PV16 – I would rather play alone/ VFS_VF20 – You exclude others from the game or you do not 
pay attention to them  
FRE_PV18 – I am mostly liked by my friends / VFS_VF9 – You were excluded from the game or they 
did not pay attention to you 
FRE_PV19 – Other children tease or harass me / VFS_VF3 – Someone threatened to do something 
harmful to you 
 
Peer violence occurs in a complex social context, where all members of a particular group 
have the role of victim/bully or bystander. There are three conceptual models that explain 
the contribution of the quality of peer relationships that influence on psychosocial 
adaptation (by Ladd et al., 1997, 1185). According to the first model, friendship, 
acceptance and peer bullying are perceived as separate phenomena that independently 
contribute to specific social experience of a child. According to the second model three 
indicators are functionally intertwined, so that two or more of them can contribute to the 
same outcomes. The third model assumes that friendship, acceptance and peer bullying 
represent relational systems which are mutually dependant, whereas the effect of a 
system depends on child’s experience in the other system.  
 
Table 9 shows the data about initial and final testing of experimental and control groups 
for three most discriminant characteristics. Absolutely true modality is most frequent in 
initial testing of experimental group, with 66 examinees (73.3%) of 90 examinees, in 
relation to characteristic VFS_VF20 (You exclude others from the game or you do not pay 
attention to them), which is significantly higher than the frequency of partially true 
modality (13 examinees 14.4% p=.000) and false modality (11 examinees 12.2% p=.000), 
which is higher than the frequency of false modality (0 examinee .0% p=.000) and partially 
true modality (0 examinee .0% p=.000) in control group. The frequency of false modality 
(41 examinees 45.6%) in final testing of experimental group in relation to characteristic 
FRE_PV16 (I would rather play alone) is significantly higher than the frequency of partially 
true modality (26 examinees 28.9% p=.022) and absolutely true modality (23 examinees 
25.6% p=.006). The frequency of false modality (32 examinees 38.1%) in control group is 
higher than the frequency of partially true modality (28 examinees 33.3%) and absolutely 
true modality (24 examinees 28.6%). 
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The difference between the groups of examinees is as follows: false modality is most 
frequent in final testing of control group (45.56%), which is significantly higher than its 
frequency in initial testing of experimental (12.22% p=.000) and control groups (.00% 
p=.000), whereas partially true modality is most frequent in final testing of experimental 
group (33.33%), which is significantly higher than its frequency in initial testing of 
experimental (14.44% p=.004) and control groups (.00% p=.000). Absolutely true modality is 
most frequent in control group (100.00%), which is significantly higher than its frequency 
in initial testing of experimental group (73.33% p=.000) and final testing of experimental 
(25.56% p=.000) and control groups (28.57% p=.000). 
 
According to these results it is possible to extract the characteristics of each group in 
relation to the characteristics VFS_VF20/FRE_PV16. Therefore, it follows that absolutely 
true *, answer was more frequent in initial testing of experimental group, absolutely true * 
answer was more frequent in initial testing of control group, whereas false* and partially 
true" answers were more frequent in final testing of control group, and partially true*, 
and false" answers were more frequent in final testing of experimental group. As p = .000 
χ2 - test, it can be said that there is a correlation between the groups in relation to these 
characteristics, since χ= .534 represents moderate correlation.  
 
For the characteristic VFS_VF9 (You were excluded from the game or they did not pay 
attention to you) absolutely true modality is most frequent in initial testing of 
experimental group, with 44 examinees  (48.9%) of 90, which is significantly higher than 
the frequency of partially true (24 examinees 26.7% p=.002) and false modalities (22 
examinees 24.4% p=.001). The frequency of absolutely true modality (69 examinees 82.1%), 
is significantly higher than the frequency of partially true (15 examinees 17.9% p=.000) and 
false modalities (0 examinees .0% p=.000) in control group. 
 
For the characteristic FRE_PV18 (I am mostly liked by my friends, the frequency of false 
modality (36 examinees 40.0%) is higher than the frequency of partially true (28 
examinees 31.1%) and absolutely true modalities (26 examinees 28.9%) in final testing of 
experimental group. The frequency of false modality (31 examinees 40.0%) is higher than 
the frequency of partially true (31 examinees 36.9%) and absolutely true modalities (22 
examinees 26.2% p=.003) in control group testing. 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group (40.00%), which is significantly higher than its frequency in 
initial testing of experimental (24.44% p=.027) and control groups (.00% p=.000), whereas 
partially true modality is most frequent in final testing of experimental group (36.90%), 
which is significantly higher than its frequency in initial testing of control group (17.86% 
p=.006). Absolutely true modality is most frequent in initial testing of control group 
(82.14%), which is significantly higher than its frequency in initial testing of experimental 
group (48.89% p=.000) and final testing of experimental  (28.89% p=.000) and control 
groups (26.19% p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to VFS_ON9/ FRE_PV18 characteristic. Therefore, it can be said that absolutely 
true", is more frequent in initial testing of experimental group, whereas absolutely true 
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modality is more frequent in initial testing of control group, false* and partially true" 
modalities are more frequent in final testing of control group, whereas partially true* and 
false" modalities are more frequent in final testing of experimental group. Since p = .000 
χ2 – test and χ= .422 represents moderate correlation, it can be said that there is 
correlation between the groups in relation to observed characteristics.  
 
Partially true modality, 44 examinees (48.9%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic VFS_VF3 (Someone threatened to do something 
harmful to you), which is significantly higher than the frequencies of partially true (28 
examinees 31.1% p=.016) and false modalities (18 examinees 20.0% p=.000).  The frequency 
of absolutely true modality (71 examinees 84.5%) is significantly higher in control group 
testing than the frequencies of partially true (13 examinees 15.5% p=.000) and false 
modalities (0 examinees .0% p=.000). False modality is more frequent in final testing of 
experimental group (64 examinees 71.1%) than the frequencies of partially true (26 
examinees 28.9% p=.000) and absolutely true modalities (0 examinees .0% p=.000) for 
FRE_PV19 characteristic (Other children tease or harass me).The frequency of absolutely 
true modality (31 examinees 36.9%), in control group testing is higher than the frequencies 
of partially true (24 examinees 28.6%) and false modalities (29 examinees 34.5%). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group  (71.11%), which is significantly higher than its frequency in 
final testing of experimental group (34.52% p=.000),  and initial testing of experimental 
(20.00% p=.000)  and control group (.00% p=.000), whereas partially true modality is most 
frequent in initial testing of experimental group (31.11%), which is significantly higher than 
its frequency in initial testing of control group (15.48% p=.016) and final testing of 
experimental (28.90% p=.000) and control groups (28.60%). Absolutely true modality is 
most frequent in initial testing of control group (84.52%), which is significantly higher than 
its frequency in initial testing of experimental group (48.89% p=.000) and final testing of 
experimental (.00% p=.000) and control groups (36.90% p=.000). 

      
The characteristics of each group can be extracted according to the obtained results in 
relation to VFS_VF3/ FRE_PV19 characteristic. Therefore, it can be said that partially true" 
and absolutely true" answers are more frequent in initial testing of experimental group, 
whereas absolutely true modality is more frequent in initial testing of control group, false* 
and partially true" modalities are more frequent in final testing of control group, whereas 
false" modality is more frequent in final testing of experimental group. Since p = .000 χ2 – 
test and χ= .555 represents moderate correlation, it can be said that there is a correlation 
between the groups in relation to observed characteristics.  

      
Table 10   Significance of difference between the group characteristics in initial and final testing   

ANALYSIS N F P 
MANOVA 3 42.084 .000 

disciriminant  analysis 3 48.013 .000 

 
MANOVA analysis with the conclusion reliability of p = .000 indicates significant 
difference between the groups for some features of the observed field. According to the 
values of Fischer’s distribution with high reliability of conclusion (p=.000) for the 
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observed characteristics of discriminant analysis we can state that there is clearly defined 
boundary between the groups in terms of problems with peers. Since p< 0,05 we can 
confirm alternative. H2 (a) hypothesis: Prevention program has an influence on distinctive 
characteristics of problems with peers, between experimental and control groups at the 
initial and final testing. This means that after the implementation of violence prevention 
program in schools, problems with peers in experimental group were reduced in relation 
to control group. Therefore, there is greater possibility of adaptive responses to 
potentially conflicting social situations.  
 
Table 11 Univariate significance of difference between the characteristics of groups in initial and final 
testing 

CHARACTERISTICS χ R F P DISCRIMINATION COEFFICIENT 
FRE_PV16/ OVS_ON20 .534 .628 74.877 .000 .414 
FRE_PV18/ OVS_ON9 .422 .464 31.475 .000 .181 
FRE_PV19/ OVS_ON3 .555 .659 88.364 .000 .818 

 
With high reliability  (p <.1) we can state that the following characteristics: 
FRE_PV19/VFS_VF3 (.818), FRE_PV16/VFS_VF20 (.414),  FRE_PV18/VFS_VF9  (.181) have the 
greatest contribution to discrimination between the groups. The fact that  p= .000, of 
discriminant analysis proves that there is clearly defined boundary between the groups of 
examinees, i.e. it is possible to determine the characteristics of each group in relation to 
observed features.  
 
According to the assessment of the examinees’ answers in initial and final testing, it can 
be stated that problems with peers in final testing of experimental group were significantly 
reduced in comparison to the problems in the initial testing. Following information leads 
us to this conclusion:   
-experimental group showed following characteristics in initial testing: VFS-VF3 ( partially 
true", absolutely true"), VFS_VF20 (absolutely true"), VFS_VF9 (absolutely true"), whereas 
its characteristics in final testing were as follows: FRE_PV19 (false"), FRE_PV16  (partially 
true* false*,), FRE_PV18  (partially true*, false"). 
- control group showed following characteristics in initial testing: VFS_VF3  (absolutely 
true*), VFS_VF20 (absolutely true*), VFS_VF9 (absolutely true*), whereas its 
characteristics in final testing were as follows: FRE_PV19 (false*, partially true",), 
FRE_PV16 (false*, partially true"), FRE_PV18  (false*, partially true"). 
 
Table 12     Homogeneity of groups regarding the space between experimental and control groups in 
initial and final testing  

Groups m/n % 
experimental group-initial 66/90 73.33 

control group-initial 73/84 86.90 
experimental group-final 71/90 78.89 

control group-final 62/84 73.81 

 
Therefore, it can be concluded that 66 of 90 examinees have characteristics of 
experimental group in initial testing. Group homogeneity is high, 73.3%, which means that 
24 examinees have other characteristics, and not the characteristics of their group. 73 of 
84 examinees have characteristics of control group in initial testing. Group homogeneity 
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is high, 86.9%, since 11 examinees have other characteristics. 71 of 90 examinees have 
characteristics of experimental group in final testing. Group homogeneity is high, 78.9%, 
since 19 examinees have other characteristics. 62 of 84 examinees have characteristics of 
control group in final testing. Group homogeneity is high, 73.8%, since 22 examinees have 
other characteristics. 

 
Table 13 Distance (Mahalanobis distance) between experimental and control groups in initial and 
final testing 

GROUPS I II  III IV 
                          I .00 1.11 1.73 1.28 

II 1.11 .00 2.73 2.25 
III 1.73 2.73 .00 1.34 
IV 1.28 2.25 1.34 .00 

Legend: 
I-experimental group - initial testing 
II-control group – initial testing 
III-experimental group – final testing 
IV-control group - final testing 
 
By calculating Mahalanobis distance between the groups of examinees we obtain 
another indicator of similarity or difference. The results in Table 13 indicate that the 
minimum distance is between experimental and control groups in initial testing (1.11), and 
maximum distance is between experimental group in final testing and control group in 
initial testing (2.73). The differences indicate that the pupils in experimental group made 
more progress in reducing problems with peers compared to pupils in control group. We 
cannot say that control group did not make any progress, but it is not so significant. This 
means that the experimental group shows significant differences between initial and final 
testing.   

     

1 2 3 4

2.46

1.34

1.11

 
Graph 4  Grouping by proximity 

 
Legend: (1) experimental and (2) control groups in initial;  (3) experimental and (4) control group in 
final testing  
  
The dendrogram shows that experimental and control groups are the closest at final 
testing with the distance of 1.11, whereas the greatest difference is between initial and 
final testing of experimental group, with the distance of  2.46. 
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Derived characteristics of groups in relation to observed characteristics of experimental 
and control groups at the initial and final testing can be graphically presented by star 
chart. Graph 5 shows that it is possible to observe the difference in most observed 
characteristics according to the subsample distance from the coordinate system centre. 
Experimental group shows significant deviation in final testing with the distance of 1.47 
(higher), it is followed by control group with the distance of 1.46 in final testing (higher), 
control group with the distance of 1.27(higher). Significant deviation between the groups 
can be observed in following characteristics: Other children of the tease or harass him, 
with the distance of 2.17 (higher);Child is mostly lonely, tends to play alone, with the 
distance of 2.08 (higher), Other children mostly love him, with the distance of 1.53 
(higher).  

   

 
Graph 5   Group characteristics in relation to observed characteristics in initial and final testing  

 
Legend: (EK-1)  experimental and (EK-2) control group in initial testing; (EK-3) experimental and  (EK-
4) control group in final. Other children tease or harass him (pt 71),Child is mostly lonely, tends to 
play alone (pt73), Other children mostly love him (pt74).  
 
Victim/bully/bystander and emotional symptoms  

 

With the primary emotions, which occur very early after birth, during the second half of 
the second year of life children become aware of their emotional behavior related to 
primary emotions and learn emotional complex emotional processes, which are a 
prerequisite for development. Children's understanding of emotions plays an important 
role in dealing with their feelings and interpersonal relationships with others and it is 
associated with children's expression of emotions, pro-social skills and pro-social and 
aggressive behavior. Thus, children's understanding of emotions is associated with social 
competence and positive relationships with friends as important determinants of 
psychosocial adjustment (Lennon and Eisenberg, 1987., Garner et al., 1994., Hughes and 
Dunn, 2000.; by: Brajša-Žganec, 2003, 18). 
 
Studies have confirmed that children more easily identify some primary emotions, 
whereas some primary emotions are not easily identified. Fear is the emotions that is 
often confused with other negative emotions and it is rarely recognized. Also, studies 
have shown that a child will better understand and recognize emotions if he or she gets 
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as much information about the emotion (MacDonald et al., 1996., Barth and Bastiani, 
1997.,  by: Brajša-Žganec, 2003, 19).  
 
Children at a young age understand emotions depending on the cognitive assessment in 
social interactions, whereas the ability to identify emotional expressions and situations 
and understand their own and others' emotions increases as they become older. At 
preschool age children usually recognize a wide range of their own and others' emotional 
states, and show understanding of a number of typical emotional expressions, as well as  
the ability to predict emotional reactions (LaFreniere, 2000., Oatley and Jenkins, 2000., 
by: Brajša-Žganec, 2003, 19).   
 
Child’s reaction in a particular situation depends on his perception of the situation, 
inherited temperament characteristics and actions and behaviors of the child's immediate 
environment models.  Research studies confirm that children with hyperkinetic disorders 
show less ability to understand emotions (Hughes et al., 1998., by: Brajša-Žganec, 
200320). Children show their feelings and learn to recognize and control emotions in 
interaction with their environment from the moment of birth.. Positive emotions, such as 
happiness, surprise, and negative emotions: anger, sadness and fear, are considered to 
be basic emotions, and they can be identified very early in childhood. 
 
We have observed the significance of difference between initial (I) and final testing (F) of 
experimental and control group exploring adaptive responses to potentially conflicting 
situations and internal behavior problems, considering the following characteristics: 
Subjective feeling at school(I) and I often feel sad, depressed  and tearful (F); Sense of 
security in some places in the school (I) and I 'm nervous or reserved in new situations, I 
easily lose confidence (F); Reaction to violence: I do nothing (I), I’ve got many fears, I am 
easily frightened (F). Each assessment has three modes: false, partially true and absolutely 
true. 
 
The tables show numerical (n) and percentage (5) representation of afore-mentioned 
characteristics, whereas the attention will be paid to significant differences, if there are 
any. Descriptive procedure will show only some characteristics of particular levels, 
whereas the significance of difference between the groups will be analyzed later.  
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Table 14  Characteristic frequencies in initial and final testing     

CHARACTERISTICS GROUPS 
 

FALSE PARTIALLY TRUE ABSOLUTELY TRUE 

  n % n % n % 
 experimental initial 54 60.0* 3 3.3 33 36.6 

SFS/  control initial 20 23.8* 29 34.52 35 41.7 
FRE_ES3 experimental final 72. 80.0* 17. 18.9 1. 1.1 

 control final 30. 35.7 30. 35.7* 24. 28.6* 
 experimental initial 27. 30.0 13. 14.4 50. 55.6" 

SFS_SS3/  control initial 6. 7.1 11. 13.1 67. 79.8* 
FRE_ES4 experimental final 71. 78.9* 17. 18.9 2. 2.2 

 control final 27. 32.1 40. 47.6* 17. 20.2* 
 experimental initial 0. .0 0. .0 16. 17.8* 

VOS_VS1 control initial 0. .0 0. .0 0. .0 
/FRE_ES5 experimental final 71. 78.9* 16. 17.8 3. 3.3 

 control final 17. 20.2 47. 56.0* 20. 23.8* 

Legend: 
FRE_ES3 - I often feel sad, depressed  and tearful / SFS – Subjective feeling at school  
FRE_ES4 - I 'm nervous or reserved in new situations, I easily lose confidence / SFS_SS3 - The feeling 
of security on the way to / from school  
FRE_ES5 - I’ve got many fears, I am easily frightened / VOS_VS1 Reaction to violence: I do nothing 
 
Children learn how to interact with others in relationships with peers, which has influence 
on their behavior later in life. Since the rejection by peers can contribute to the 
development of emotional symptoms and inappropriate behavior, it is necessary to 
identify children who have difficulties in establishing and maintaining relationships with 
peers at an early age. Relationships with peers greatly contribute to the social and 
cognitive development and affect the functioning at an older age. Children who are 
rejected are unable to establish and maintain relationships with peers at school age are at 
increased risk of leaving school (Hartup and Moore 1990, 16). 
 
Table 9 shows the data about initial and final testing of experimental and control groups 
for three most discriminant characteristics. False modality is most frequent in initial 
testing of experimental group, with 54 examinees (60.00%) of 90 examinees, in relation to 
characteristic SFS (Subjective feeling at school), which is significantly higher than the 
frequency of partially true modality (3 examinees 3.3% p=.000) and absolutely true 
modality (33 examinees 36.6% p=.000).   
 
The frequency of false modality (20 examinees 23.8%) in control group is significantly 
higher than the frequency of absolutely true (35 examinees 41.7% p=.015) and  partially 
true modalities (29 examinees 34.5%). The frequency of false modality (72 examinees 
80.0%) in final testing of experimental group in relation to characteristic FRE_ES3 (I often 
feel sad, depressed  and tearful) is significantly higher than the frequency of partially true 
modality (17 examinees 18.9% p=.022) and absolutely true modality (1 examinee 1.1% 
p=.00o). The frequency of false modality (30 examinees 35.7%) in control group is higher 
than the frequency of absolutely true modality (24 examinees 28.6%). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of experimental group  (80.00%), which is significantly higher than its 
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frequency in initial testing of control group (60.00% p=.000), and final testing of control 
group (23.80% p=.000),  whereas partially true modality is most frequent in final testing of 
control group (35.71%), which is significantly higher than its frequency in final testing of 
experimental group (18.89% p=.013). Absolutely true modality is most frequent in final 
testing of control group (41.70%), which is significantly higher than its frequency in initial 
testing of experimental group (36.6% p=.000) and final testing of control group (1.11% 
p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to SFS and FRE_ES3 characteristic. Therefore, it can be said that false "answer is 
more frequent in initial testing of experimental group, whereas absolutely true modality is 
more frequent in initial testing of control group. False* modality is more frequent in final 
testing of experimental group, whereas  partially true* and false" modalities are more 
frequent in final testing of control group. Since p = .000 χ2 – test and χ= .423 represents 
moderate correlation, it can be said that there is a correlation between the groups in 
relation to observed characteristics.  
 
Partially true modality, 50 examinees (55.6%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic SFS_SS 3 (The feeling of security on the way to / 
from school), which is significantly higher than the frequencies of false  (27 examinees 
30.0% p=.001) and partially true modalities (13 examinees 14.4% p=.000).  The frequency of 
absolutely true modality (67 examinees 79.8%) is significantly higher in control group 
testing than the frequencies of partially true (11 examinees 13.1% p=.000) and false 
modalities (6 examinees .71% p=.000). False modality is more frequent in final testing of 
control group (71 examinees 78.9%) than the frequencies of partially true (17 examinees 
18.9% p=.000) and absolutely true modalities (2 examinees 2.2% p=.000) for FRE_ES4 
characteristic (I am nervous or reserved in new situations, I easily lose confidence).The 
frequency of partially true modality (40 examinees 47.6%), in final testing of experimental 
group is significantly higher than the frequencies of false (27 examinees 32.1% p=.042) and 
absolutely true modalities (17 examinees 20.2% p=.000). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group  (78.89%), which is significantly higher than its frequency in 
final testing of experimental group (32.14% p=.000), and initial testing of experimental 
(30.00% p=.000)  and control groups (7.14% p=.000), whereas partially true modality is 
most frequent in final testing of experimental group (47.62%), which is significantly higher 
than its frequency in final testing of control group (15.48% p=.016) and initial testing of 
experimental (14.44% p=.000) and control groups (13.10% p=.000). Absolutely true 
modality is most frequent in initial testing of control group (79.76%), which is significantly 
higher than its frequency in initial testing of experimental group (55.56% p=.000) and final 
testing of experimental (20.24% p=.000) and control groups (2.22% p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to SFS_SS3/ FRE_ES4 characteristic. Therefore, it can be said that absolutely true" 
answer is more frequent in initial testing of experimental group, whereas absolutely true 
modality is more frequent in initial testing of control group, false* modality is more 
frequent in final testing of control group, whereas partially true* and false" modalities are 
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more frequent in final testing of experimental group. Since p = .000 χ2 – test and χ= .576 
represents moderate correlation, it can be said that there is a correlation between the 
groups in relation to observed SFS_SS3/FRE_ES4 characteristic.   
 
Absolutely true modality, 16 examinees (17.80%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic VOS_VS 1 (Reaction to violence: I do nothing), 
whereas the same modality is not represented in initial testing of control group 0 
examinees .0% p=.000). False modality is more frequent in final testing of control group (71 
examinees 78.9%) than the frequencies of partially true (16 examinees 17.8% p=.000) and 
absolutely true modalities (3 examinees 3.3% p=.000). for FRE_ES5 characteristic (I have a 
lot of fears, I am easily frightened). The frequency of partially true modality (40 examinees 
47.6%), in final testing of experimental group is significantly higher than the frequencies of 
absolutely true (20 examinees 23.8% p=.000) and false modalities (17 examinees 20.2% 
p=.000). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group  (78.89%), which is significantly higher than its frequency in 
final testing of experimental group (20.24% p=.000), and initial testing of experimental (.0% 
p=.000)  and control groups (.0% p=.000), whereas partially true modality is most frequent 
in final testing of experimental group (55.95%), which is significantly higher than its 
frequency in final testing of control group (17.78% p=.016) and initial testing of 
experimental (.0% p=.000) and control groups (0.00% p=.000). Absolutely true modality is 
most frequent in final testing of experimental group (23.81%), which is significantly higher 
than its frequency in initial testing of experimental group (55.56% p=.000) and final testing 
of experimental (16.80% p=.008) and control groups (.0% p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to VOS_VS1 /FRE_ES5 characteristic. Therefore, it can be said that false" answer is 
more frequent in initial testing of experimental group, whereas absolutely true modality is 
more frequent in initial testing of control group, false* modality is more frequent in final 
testing of control group, whereas partially true* and absolutely true" modalities are more 
frequent in final testing of experimental group. Since p = .000 χ2 – test and χ= .727 
represents moderate correlation, it can be said that there is a correlation between the 
groups in relation to observed  VOS_VS1/FRE_ES5characteristic.  
 
Table 15   Significance of difference between the group characteristics in initial and final testing   

ANALYSIS N F P 
MANOVA 3 98.038 .000 

discriminant analysis 3 145.229 .000 

 
MANOVA analysis with the conclusion reliability of p = .000 indicates significant 
differences between the groups for some features of the observed field. According to the 
values of Fischer’s distribution with high reliability of conclusion (p=.000) for the 
observed characteristics of discriminant analysis we can state that there is clearly defined 
boundary between the groups in terms of emotional symptoms. Since p< 0,05 we can 
confirm alternative. H3 (a) hypothesis: Prevention program has an influence on distinctive 
characteristics of emotional symptoms, between experimental and control groups at the 
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initial and final testing. This means that after the implementation of violence prevention 
program in schools, internal behavioral problems in experimental group were reduced in 
relation to control group. Therefore, there is greater possibility of adaptive responses to 
potentially conflicting social situations.  
 
Numerous studies indicate that if a child has developed emotional regulatory strategies, it 
will be able to overcome personal distress, and thus improve the quality of social 
interaction. The results indicate that children’s structural style of overcoming negative 
emotions is positively correlated with their social status, whereas aggression is negatively 
correlated to social status (Eisenberg, 1997., Denham, 1998., Saarni, 1999., by: Eisenberg 
et al., 2001, 1115). 

 
Table 16   Univariate significance of difference between the characteristics of groups in initial and 
final testing 

CHARACTERISTICS χ R F P DISCRIMINATION COEFFICIENT 
FRE_ES3/ SOŠ .423 .434 26.272 .000 .188 

FRE_ES4/ OSŠ_SŠ3 .576 .633 75.860 .000 .123 
FRE_ES5/ VOS_VS1 .727 .882 397.641 .000 2.884 

 
With high reliability  (p <.1) we can state that the following characteristics: FRE_ES5/ 
VOS_VS1 (2.884), FRE_ES3/ SFS (.188), FRE_ES4/ OSS_SS3 (.123)have the greatest 
contribution to discrimination between the groups.  
 
In accordance with the applied methodology, the logical path was to determine the 
characteristics and homogeneity of each group of examinees and the distance between 
them. The fact that  p= .000, of discriminant analysis proves that there is clearly defined 
boundary between the groups of examinees, i.e. it is possible to determine the 
characteristics of each group in relation to observed features.  
 
According to the assessment of the examinees’ answers in initial and final testing, it can 
be stated that internal behavioral problems in final testing of experimental group were 
significantly reduced in comparison to the behavior in the initial testing. Following 
information leads us to this conclusion:   
-experimental group showed following characteristics in initial testing:  (VOS_VS1 absolutely 
true", ), SFS (false"), SFS_SS3 (absolutely true"), whereas its characteristics in final testing 
were as follows: FRE_ES5 (partially true*, absolutely true", false"), FRE_ES4 (partially 
true* absolutely true",), FRE_ES4  (partially true*, false"). 
- control group showed following characteristics in initial testing: DVS_VS (false) SFS 
(partially true”, absolutely true*), SFS_SS3 (absolutely true*), whereas its characteristics in 
final testing were as follows: FRE_ES5 (false*, partially true",), FRE_ES3 (false), FRE_ES4 
(false*)  
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Table 17    Homogeneity of groups regarding the space between experimental and control groups in 
initial and final testing 

Groups  m/n % 
experimental group-initial 61/90 67.78 

control group-initial 83/84 98.81 
experimental group-final 87/90 96.67 

control group-final 74/84 88.10 

 
Therefore, it can be concluded that 61 of 90 examinees have characteristics of 
experimental group in initial testing. Group homogeneity is high, 67.8%, which means that 
29 examinees have other characteristics, and not the characteristics of their group. 83 of 
84 examinees have characteristics of control group in initial testing. Group homogeneity 
is high, 98.8%, since 1 examinee have other characteristics. 87 of 90 examinees have 
characteristics of experimental group in final testing. Group homogeneity is high, 96.7%, 
since 3 examinees have other characteristics. 74 of 84 examinees have characteristics of 
control group in final testing. Group homogeneity is high, 88.1%, since 10 examinees have 
other characteristics. 
 
Table 18 Distance (Mahalanobis distance) between experimental and control groups in initial and 
final testing 

GROUPS  I II III IV 
I .00 1.41 3.01 3.40 

II 1.41 .00 4.23 4.41 
III 3.01 4.23 .00 1.21 
IV 3.40 4.41 1.21 .00 

Legend: 
I - experimental group - initial testing 
II - control group - initial testing 
III - experimental group - final testing 
IV - control group - final testing 
  
By calculating Mahalanobis distance between the groups of examinees we obtain 
another indicator of similarity or difference. The results in Table 18 indicate that the 
minimum distance is between experimental and control groups in final testing (1.21), and 
maximum distance is between experimental group in final testing and control group in 
initial testing (4.41). The differences indicate that the pupils in experimental group made 
more progress in reducing internal behavioral problems compared to pupils in control 
group. We cannot say that control group did not make any progress, but it is not so 
significant. This means that the experimental group shows significant differences 
between initial and final testing.   
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1 2 3 4

5.4

1.41
1.21

 
Graph 6  Grouping by proximity 

 
Legend: (1) experimental and (2) control groups in initial testing;  (3) experimental and (4) control 
group in final testing  

 
The dendrogram shows that control group in  final testing and experimental group in final 
testing are the closest, with the distance of 1.21, whereas the greatest difference is 
between initial and final testing of experimental group, with the distance of  5.40 
 
Derived characteristics of groups in relation to observed characteristics of experimental 
and control groups at the initial and final testing can be graphically presented by star 
chart. Graph 7 shows that it is possible to observe the difference in most observed 
characteristics according to the subsample distance from the coordinate system centre. 
Experimental group shows significant deviation in final testing with the distance of 1.40 
(higher), it is followed by control group with the distance of 1.26 in final testing (higher), 
control group with the distance of 1.23(higher) and experimental group with the distance 
of .97. Significant deviation between the groups can be observed in following 
characteristics: Child has a lot of fears, it is easily frightened, with the distance of 1.70 
which is higher, Child is nervous or feels insecure in new situations with the distance of 
1.21 (high), Child often feels unhappy, depressed or tearful, with the distance of .83 
(moderate).  

 
Graph 7  Group characteristics in relation to observed characteristics in initial and final testing 

 
Legend: (EK-1)  experimental and (EK-2) control group in initial testing; (EK-3) experimental and  (EK-
4) control group in final. Child has a lot of fears, easily gets frightened (pt 58),Child is nervous or feels 
insecure in new situations (pt59), Child often feels unhappy, depressed or tearful (pt60).  
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Victim / bully / bystander and hyperactivity / impulsivity  

 
Hyperkinetic disorder in children is more and more present in everyday life. Basic features 
of hyperkinetic disorders are attention deficit, impulsivity, hyperactivity, difficulties in 
obeying by the rules and guidelines and excessive variability in their responses to the 
situation. All of these symptoms are related to a larger issue of poor regulation and  
behavior inhibition. 
 
Children who have symptoms of hyperactivity willingly make contact with other children, 
but they often do not know how to recognize subtle social cues. They misinterpret the 
intentions of their peers and unintentionally make mistakes in interpersonal relationships. 
In hypothetical social situations they know how to recognize the appropriate social 
reaction, but they do not apply this knowledge in everyday situations. This inability to 
adjust to the group in combination with impulsiveness, which other children usually equal 
with aggression, results in the rejection of hyperactive children by their peers. 
 
White et al. (2000, 693) show the results of extensive research. They found out that 
cognitive impulsivity based on the process of thinking (acting without thinking) is 
important predictor of violent behavior. Based on research results Dodge (1980, 165) 
indicated that the characteristics of the person who is the source of provocation will 
affect if a situation will be seen as provoking or not. If the intentions are perceived as 
aggressive, then they are more likely to cause aggressive behavior, than if the intentions 
of "provocateurs" are perceived as non-aggressive. 

 
We have observed the significance of difference between initial (I) and final testing (F) of 
experimental and control group exploring if the symptoms of hyperactivity/impulsiveness 
were reduced considering the following characteristics: I immediately join the bullies, I 
am restless (I) I am restless, hyperactive, I do not stay long in one place (F); You lose 
other people’s  things – I cannot keep my attention (I) and I have problems with 
concentration, I cannot keep my attention (F), You threaten others without thinking 
about the consequences (I) and I can stop and think before I do something (F). Each 
assessment has three modes: false, partially true and absolutely true. 
 
The tables show numerical (n) and percentage (5) representation of afore-mentioned 
characteristics, whereas the attention will be paid to significant differences, if there are 
any. Descriptive procedure will show only some characteristics of particular levels, 
whereas the significance of difference between the groups will be analyzed later.  
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Table 19  Characteristic frequencies in initial and final testing     

CHARACTERISTICS GROUPS 
 

FALSE PARTIALLY TRUE ABSOLUTELY TRUE 

  n % n % n % 
 experimental initial 23. 25.6* 35. 38.9 32. 35.6 

RVS_RN5/  control initial 3. 3.6 26. 31.0 55. 65.5* 
FRE_HI11   experimental final 70. 77.8* 20. 22.2 0. .0 

 control final 40. 47.6" 31. 36.9* 13. 15.5 
 experimental initial 4. 4.4 16. 17.8 70. 77.8" 

OVS_ON17/  control initial 0. .0 0. .0 84. 100.0* 
FRE_HI13   experimental final 64. 71.1* 19. 21.1" 7. 7.8 

 control final 35. 41.7" 33. 39.3* 16. 19.0 
 experimental initial 48. 53.3 33. 36.7* 9. 10.0* 

OVS_ON14 control initial 73. 86.9* 11. 13.1 0. .0 
/FRE_HI14   experimental final 11. 12.2 30. 33.3* 49. 54.4* 

 control final 36. 42.9* 27. 32.1" 21. 25.0" 

Legend: 
FRE_HI11 -  I am restless, hyperactive, I do not stay long in one place  / RVS_RV5- I immediately join 
the bullies, I am restless  
FRE_HI13 -  I have problems with concentration, I cannot keep my attention/ VFS_VF17 – You lose or 
destroy someone else’s things  
FRE_HI14 -  I can stop and think before I do something/ VFS_VF14 – You threaten others without 
thinking about the consequences  
 
Table 19 shows the data about initial and final testings of experimental and control 
groups for three most discriminative characteristics. Absolutely true modality is most 
frequent in initial testing of experimental group, with 32 examinees (35.60%) of 90 
examinees, in relation to characteristic RVS_RV5 (I immediately join the bullies), which is 
significantly higher than the frequency of partially true modality (35 examinees 38.90% 
p=.011) and false modality (23 examinees 25.60% p=.000).  The frequency of absolutely 
true modality (55 examinees 68.50%) in control group is significantly higher than the 
frequency of partially true (26 examinees 31.00% p=.00) and  false modalities (3 examinees 
3.60% p=.000). The frequency of false modality (70 examinees 77.8%) in final testing of 
control group in relation to characteristic FRE_HI11 (I am restless, hyperactive, I do not stay 
long in one place) is significantly higher than the frequency of partially true modality (20 
examinees 22.2% p=.000) and absolutely true modality (0 examinee .0% p=.000). The 
frequency of false modality (40 examinees 47.6%) in control group is higher than the 
frequency of partially  true modality (13 examinees 15.5% p=.000). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group  (77.78%), which is significantly higher than its frequency in 
final testing of experimental group (47.62% p=.000), and initial testing of experimental 
(14.44% p=.000) and control groups ((.00% p=.000).  Partially true modality is most 
frequent in final testing of experimental group (36.90%), which is significantly higher than 
its frequency in final testing of control  group (22.22% p=.035). Absolutely true modality is 
most frequent in initial testing of control group (65.50% p=.000), whereas its frequency in 
final testing of both groups were as follows: experimental group (15.48% p=.000) and 
control group ((.00% p=.000). 
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The characteristics of each group can be extracted according to the obtained results in 
relation to RVS_RV5/FRE_HI11characteristics. Therefore, it can be said that partially true* 
and absolutely true" answers is more frequent in initial testing of experimental group, 
whereas absolutely true" modality is more frequent in initial testing of control group. 
False* modality is more frequent in final testing of control group, whereas  partially true* 
and false" modalities are more frequent in final testing of experimental group. Since p = 
.000 χ2 – test and χ= .423 represents moderate correlation, it can be said that there is a 
correlation between the groups in relation to observed characteristics.  
 

Absolutely true modality, 70 examinees (77.8%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic VFS_VF17 (You lose someone else’s things – I 
cannot keep my attention), which is significantly higher than the frequencies of partially 
true (16 examinees 17.8% p=.000) and false modalities (4 examinees 4.4% p=.000),  which 
is also significantly higher than the frequency of false (0 examinees .0% p=.000) and 
partially true (0 examinees .0% p=.000) modalities in control group testing. False modality 
is more frequent in final testing of control group (64 examinees 71.1%) than the 
frequencies of partially true(19 examinees 21.1% p=.000) and absolutely true modalities (7 
examinees 7.8% p=.000) for FRE_HI11 characteristic (I  have problems with  concentration, I 
cannot keep my attention)).The frequency of false modality (35 examinees 41.7%), in final 
testing of experimental group is significantly higher than the frequency of absolutely true 
modality (16 examinees 19.0% p=.002). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group  (71.11%), which is significantly higher than its frequency in 
final testing of experimental group (41.67% p=.000), and initial testing of experimental 
(4.44% p=.000)  and control groups (.00% p=.000), whereas partially true modality is most 
frequent in final testing of experimental group (39.29%), which is significantly higher than 
its frequency in final testing of control group (21.11 p=.010) and initial testing of 
experimental (14.44% p=.000) and control groups (13.10% p=.000). Absolutely true modality 
is most frequent in initial testing of control group (79.76%), which is significantly higher 
than its frequency in initial testing of experimental group (77.78% p=.000) and final testing 
of experimental (19.05% p=.000) and control groups (7.78% p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to RVS_RV5/ FRE_HI11 characteristic. Therefore, it can be said that absolutely 
true" answer is more frequent in initial testing of experimental group, whereas absolutely 
true modality is more frequent in initial testing of control group, false* and partially true* 
modalities are more frequent in final testing of control group, whereas partially true* and 
false" modalities are more frequent in final testing of experimental group. Since p = .000 
χ2 – test and χ= .636 represents moderate correlation, it can be said that there is a 
correlation between the groups in relation to observed RVS_RV5/ FRE_HI11 characteristic.  
 

False modality, 16 examinees 48 examinees (53.3%) of 90, is most frequent in initial testing 
of experimental group, for the characteristic VFS_VF14 1 (You threaten others without 
thinking about the consequences), which is significantly higher than the frequencies of 
partially true modality (33 examinees 36.7% p=.026) and absolutely true modality (9 
examinees 10.0% p=.000). False modality is more frequent in final testing of control group 
(73 examinees 86.9%) than the frequencies of partially true (11 examinees 13.1% p=.000) 
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and  absolutely true modalities (0 examinees 0% p=.000). Absolutely true modality  for 
FRE_ES5 characteristic (I have a lot of fears, I am easily frightened). The frequency of 
partially true modality (40 examinees 47.6%), in final testing of experimental group is 
significantly higher than the frequencies of absolutely true (20 examinees 23.8% p=.000) 
and false modalities (17 examinees 20.2% p=.000). The frequency of absolutely true 
modality (49 examinees 54.4%) is significantly higher than the frequencies of partially 
true(30 examinees 33.3% p=.005) and false modalities (11 examinees 12.2% p=.000) for the 
FRE_HI14 characteristic (I can stop and think before I do something). The frequency of 
false modality  (36 examinees 42.9%), is significantly higher than the frequencies of 
absolutely true (21 examinees 25.0% p=.016) and partially true (27  examinees 32,10% 
p=.000) modalities in control group testing.  
 
The difference between the groups is as follows: false modality has the highest frequency 
in initial testing of control group  (86.89%), which is significantly higher than its frequency 
in initial testing of experimental group (53.27% p=.000), and final testing of experimental 
(12.20% p=.000)  and control groups (42.90% p=.000). Partially true modality is most 
frequent in initial  testing of experimental group (36.70%), which is significantly higher 
than its frequency in initial testing of control group (13.10% p=.028) and final testing of 
experimental (33.30% p=.000) and control groups (32.10%). Absolutely true modality is 
most frequent in final testing of experimental group (54.40%), which is significantly higher 
than its frequency in final testing of experimental group (25.00% p=.000) and initial testing 
of experimental (10.00% p=.000) and control groups (.00% p=.000).      
 
The characteristics of each group can be extracted according to the obtained results in 
relation to VFS_VF14 /FRE_HI14 characteristic. Therefore, it can be said that false" and 
partially true* answers are more frequent in initial testing of experimental group, whereas 
partially true* and absolutely true modalities are more frequent in initial testing of control 
group, partially true* and absolutely true modalities are more frequent in final testing of 
control group, whereas false" and partially true* and modalities are more frequent in final 
testing of experimental group. Since p = .000 χ2 – test and χ= .697 represents moderate 
correlation, it can be said that there is a correlation between the groups in relation to 
observed VFS_VF14 /FRE_HI14 characteristic.  

        
Table  20   Significance of difference between the group characteristics in initial and final testing   

ANALYSIS N F P 
MANOVA 3 94.860 .000 

discriminant analysis 3 160.576 .000 

 
MANOVA analysis with the conclusion reliability of p = .000 indicates significant 
differences between the groups for some features of the observed field. According to the 
values of Fischer’s distribution with high reliability of conclusion (p=.000) for the 
observed characteristics of discriminant analysis we can state that there is clearly defined 
boundary between the groups in terms of emotional symptoms. Since p< 0,05 we can 
confirm alternative H4.(a) hypothesis: Prevention program has an influence on distinctive 
characteristics of hyperactivity/impulsiveness, between experimental and control groups at 
the initial and final testing. This means that after the implementation of violence 
prevention program in schools, the symptoms of hyperactivity/impulsiveness in 
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experimental group were reduced in comparison to control group. Therefore, there is 
greater possibility of adaptive responses to potentially conflicting social situations.  
  
Table 21  Univariate significance of difference between the characteristics of groups in initial and final 
testing 

CHARACTERISTIC χ R F P DISCRIMINATION COEFFICIENT 
FRE_HI11/ RVS_RN5  .591 .716 119.540 .000 .066 

FRE_HI13/ OVS_ON17  .636 .787 183.936 .000 .537 
FRE_HI14/ OVS_ON14  .697 .882 398.886 .000 2.402 

 
With high reliability  (p <.1) we can state that the following characteristics FRE_HI14/ 
OVS_ON14 (2.402), FRE_HI13/ OVS_ON17 (.537), FRE_HI11/ RVS_RN5 (.066).: have the 
greatest contribution to discrimination between the groups. The fact that p= .000, of 
discriminant analysis proves that there is clearly defined boundary between the groups of 
examinees, i.e. it is possible to determine the characteristics of each group in relation to 
observed features.  
 
According to the assessment of the examinees’ answers in initial and final testing, it can 
be stated that the symptoms of hyperactivity/impulsiveness in final testing of experimental 
group were significantly reduced in comparison to the initial testing. Following 
information leads  us to this conclusion: 
-experimental group showed following characteristics in initial testing: RVS_RV5 (false"), 
VFS_VF17 (absolutely true", partially true"), VFS_VF14 (absolutely true"), whereas its 
characteristics in final testing were as follows: FRE_HI14 (false*, partially true", absolutely 
true"), FRE_HI13   (partially true*, false"), FRE_HI11   (partially true*, false"). 
- control group showed following characteristics in initial testing: RVS_RV5 (false*), 
VFS_VF17 (absolutely true*),  VFS_VF14 (absolutely true*),whereas its characteristics in 
final testing were as follows: FRE_HI14 (partially true*), FRE_HI13 (absolutely true*),  
FRE_HI11 ( false*, partially true"). 
  
Table 22    Homogeneity of groups regarding the space between experimental and control groups in 
initial and final testing 

Groups  m/n % 
experimental group-initial 67/90 74.44 

control group-initial 83/84 98.81 
experimental group-final 89/90 98.89 

control group-final 72/84 85.71 

 
Therefore, it can be concluded that 67 of 90 examinees have characteristics of 
experimental group in initial testing. Group homogeneity is high, 74.4%, which means that 
23 examinees have other characteristics, and not the characteristics of their group. 83 of 
84 examinees have characteristics of control group in initial testing. Group homogeneity 
is high, 98.8%, since 1 examinee have other characteristics. 89 of 90 examinees have 
characteristics of experimental group in final testing. Group homogeneity is high, 98.9%, 
since 3 examinees have other characteristics. 72 of 84 examinees have characteristics of 
control group in final testing. Group homogeneity is high, 85.7%, since 12 examinees have 
other characteristics. 
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Table 23  Distance (Mahalanobis distance) between experimental and control groups in initial and 
final testing 

 

GROUPS I II III IV 
I .00 1.26 3.54 3.21 

II 1.26 .00 4.78 4.44 
III 3.54 4.78 .00 .81 
IV 3.21 4.44 .81 .00 

Legend: 
I - experimental group - initial testing 
II - control group - initial testing 
III - experimental group - final testing 
IV - control group - final testing 
 
By calculating Mahalanobis distance between the groups of examinees we obtain 
another indicator of similarity or difference. The results in Table 23 indicate that the 
minimum distance is between experimental and control groups in final testing (.81), and 
maximum distance is between experimental group in final testing and control group in 
initial testing (4.78). The differences indicate that the pupils in experimental group made 
more progress in reducing the symptoms of hyperactivity/impulsiveness compared to 
pupils in control group. This means that the experimental group shows significant 
differences between initial and final testing.   
 

1 2 3 4

6.1

1.26
0.81

 
Graph 8  Grouping by proximity 

 
Legend: (1) experimental and (2) control groups in initial testing;  (3) experimental and (4) control 
group in final testing  
 
The dendrogram  shows that control group in  final testing and experimental group in 
final testing are the closest, with the distance of .81, whereas the greatest difference is 
between initial and final testing of experimental group, with the distance of  6.10. 
 
Derived characteristics of groups in relation to observed characteristics of experimental 
and control groups at the initial and final testing can be graphically presented by star 
chart. Graph 9 shows that it is possible to observe the difference in most observed 
characteristics according to the subsample distance from the coordinate system centre. 
Experimental group shows significant deviation in final testing with the distance of 1.49 
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(high), it is followed by control group with the distance of 1.48 in final testing (higher), 
control group with the distance of 1.11 (high) and experimental group with the distance of 
.58 (moderate). Significant deviation between the groups can be observed in following 
characteristics: Child thinks before it does something, with the distance of 1.58 (high); 
Child is distracted, easily loses concentration, with the distance of 1.40 (high); Child is 
restless, excessively active, with the distance of 1.28 (high).   

 

 
Graph 9   Group characteristics in relation to observed characteristics in initial and final testing 

 
Legend: (EK-1)  experimental and (EK-2) control group in initial testing; (EK-3) experimental and  (EK-
4) control group in final. Child thinks before it  does something(pt69), Child is easily distracted, loses 
concentration (pt68), Child is restless, excessively active (pt66).  
 

Victim/bully/bystander and pro-social behavior  

 
Pro-social behavior is one of the important factors of a favorable climate for learning and 
advancement. For healthy social interaction of pupils and the development of prosocial 
behavior it is important that children and young people develop a sense of belonging to 
the school and the class, and thus aggressive behavior will be less present. 
 
Emotional competence is the most important ability for successfully interaction with 
peers. Therefore, personal efficiency in social interactions which involves emotional 
exchange is very important for the outcome of prosocial behavior. Emotion recognition is 
very important for social interaction and successful social functioning, primarily because 
of the role of this information in the modification of social behavior. Children who 
respond to the needs of other children express more positive emotions and react mostly 
prosocial than antisocial(Denham, 1986., Philippot and Feldman, 1990.,  Hubbard and 
Coie, 1994., according: Vicari et al., 2000, 839). By helping each other, pupils have the 
opportunity to create a more positive and tolerant relationship with peers and greater 
social support, getting more opportunity to present their own experience.  
 
Therefore, we can conclude that the cooperation, support and empathy, as components 
of social skills, should be encouraged and implemented in educational process in order to 
enable pupils to achieve the goals in collaboration with others in everyday life. Skills that 
are developed in relationships with peers enable peaceful conflict resolution, cooperation 
and other prosocial behaviors. 
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We have chosen specific emotional competencies that proved to be relevant in a number 
of studies (Denham, in 1998., Saarni, in 1999., according to: the same, 842): You hurt 
someone (I) I take care of other people’s feelings (F); I do nothing and I am just a 
bystander, it’s not my concern (I) and I help others when they are hurt, if they are worried 
or sick (F), I defend the victim (I) and I often volunteer to help others (F). It is important 
to emphasize that by specifying these emotional competencies we do not want to reduce 
the concept of social competence only to them. The importance of these individual 
attributes is considered in relation to their contribution to the establishment of 
appropriate social status among peers which represents the most important 
developmental task of an observed group. 
 
The tables show numerical (n) and percentage (5) representation of afore-mentioned 
characteristics, whereas the attention will be paid to significant differences, if there are 
any. Descriptive procedure will show only some characteristics of particular levels, 
whereas the significance of difference between the groups will be analyzed later.  
 
Table 24  Characteristic frequencies in initial and final testing     
    

CHARACTERISTICS GROUP 
 

FALSE PARTIALLY TRUE ABSOLUTELY TRUE 

  n % n % n % 
 experimental initial 3. 3.3* 13. 14.4* 74. 82.2 

OVS_ON19 control initial 0. .0 0. .0 84. 100.0* 
/FRE_PS21   experimental final 4. 4.4 21. 23.3 65. 72.2* 

 control final 44. 52.4* 21. 25.0 19. 22.6 
 experimental initial 60. 66.7* 29. 32.2" 1. 1.1 

RVS_RN3/ control initial 40. 47.6" 23. 27.4 21. 25.0" 
FRE_PS23   experimental final 5. 5.6 14. 15.6 71. 78.9* 

 control final 39. 46.4 33. 39.3* 12. 14.3 
 experimental initial 55. 61.1 20. 22.2* 15. 16.7* 

RVS_RN2/ control initial 74. 88.1* 10. 11.9 0. .0 
FRE_PS25   experimental final 2. 2.2 31. 34.4 57. 63.3" 

 control final 36. 42.9* 32. 38.1 16. 19.0 

Legend: 
FRE_PS21 - I take care of other people’s feelings / VFS_VF19 – You hurt someone 
FRE_PS23 -  I help others when they are hurt, if they are worried or sick and RVS_RV3 - I do nothing 
and I am jFRE a bystander, it’s not my concern   
FRE_PS25  - I often volunteer to help others / RVS_RV2 - I defend the victim 
 

Table 24 shows the data about initial and final testing of experimental and control groups 
for three most discriminant characteristics. Absolutely true modality is most frequent in 
initial testing of experimental group, with 74 examinees (82.2%) of 90 examinees, in 
relation to characteristic VFS_VF19 (You hurt someone), which is significantly higher than 
the frequency of partially true modality (13 examinees 14.4% p=.000) and false modality (3 
examinees 3.3% p=.000), which is significantly higher than the frequency of false (0 
examinees .0% p=.000) and partially true modalities (0 examinees .0% p=.000) in control 
group testing. The frequency of absolutely true modality (19 examinees 22.6%) in final 
testing of control group is significantly higher than the frequency of partially true modality 
(21 examinees 25.0% p=.000) and false modality (44 examinees 52.4% p=.000) for FRE_PS21 
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characteristic (I take care of other people’s feelings). The frequency of false modality (65 
examinees 72.2%) in final testing of experimental group is significantly higher than the 
frequency of partially true (21 examinees 23.3% p=.027) and absolutely true modalities (4 
examinees 4.4% p=.001). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in initial testing of experimental group  (82.20%), which is significantly higher than its 
frequency in final testing of experimental (72.2% p=.000)  and control groups (22.6% 
p=.000),whereas partially true modality is most frequent in final testing of experimental 
group (14.4%), which is significantly lower than its frequency in final testing of control 
group (25.0%) and initial testing of experimental (23.3%) and control groups (.00% p=.000). 
Absolutely true modality is most frequent in initial testing of control group (100.00%), 
which is significantly higher than its frequency in initial testing of experimental group 
(82.2% p=.000) and final testing of experimental and (72.2% p=.000) control groups (22.62% 
p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to VFS_VF19/FRE_PS21 characteristics. Therefore, it can be said that absolutely 
true", answer is more frequent in initial testing of experimental group, whereas absolutely 
true modality is more frequent in initial testing of control group. False* modality is more 
frequent in final testing of control group, whereas  absolutely true" and partially true* 

modalities are more frequent in final testing of experimental group. Since p = .000 χ2 – 
test and χ= .566 represents moderate correlation, it can be said that there is a correlation 
between the groups in relation to observed characteristics.  
 
False modality, 60 examinees (66.7%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic RVS_RC3 (I do nothing, I am jFRE a bystander, it 
is not my concern), which is significantly higher than the frequencies of partially true  (29 
examinees 32.2% p=.001) and absolutely true modalities (1 examinee 1.1% p=.000). The 
frequency of false modality (40 examinees 47.6%) in control group testing is significantly 
higher than the frequencies of partially true (23 examinees 27.4% p=.007) and absolutely 
true modalities (21 examinees 25.0% p=.003).Absolutely true modality is more frequent in 
final testing of control group (71 examinees 78.9%) than the frequencies of partially true 
(14 examinees 15.6% p=.000) and false modalities (5 examinees 5.6% p=.000) for FRE_ES4 
characteristic (I am nervous or reserved in new situations, I easily lose confidence).The 
frequency of false modality (39 examinees 46.4%), in final testing of experimental group is 
significantly higher than the frequency of absolutely true modality (12 examinees 14.3% 
p=.000). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in experimental group  testing (66.67%), which is significantly higher than its frequency in 
initial testing of control group (47.62% p=.012) and final testing of experimental (46.43% 
p=.008) and control groups (5.56% p=.000), whereas partially true modality is most 
frequent in final testing of experimental group (39.29%), which is significantly higher than 
its frequency in final testing of control group (15.56% p=.001). Absolutely true modality is 
most frequent in final testing of control group (78.89%), which is significantly higher than 
its frequency in initial testing of control group (25.00% p=.000) and final (14.29% p=.000)  
and initial testing(1.11% p=.000) of experimental group.  
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The characteristics of each group can be extracted according to the obtained results in 
relation to RVS_RV19/FRE_PS23 characteristics. Therefore, it can be said that false* and 
partially true" answers are more frequent in initial testing of experimental group, whereas 
false* and absolutely true modalities is more frequent in initial testing of control group. 
Absolutely true * modality is more frequent in final testing of experimental group, whereas  
false*and partially true* modalities are more frequent in final testing of control group. 
Since p = .000 χ2 – test and χ= .566 represents moderate correlation, it can be said that 
there is a correlation between the groups in relation to observed characteristics. 
 
False modality, 55 examinees (61.1%) of 90, is more frequent in initial testing of 
experimental group, for the characteristic RVS_RC2 (I defend the victim), which is 
significantly higher than the frequencies of partially true modality. (15 examinees 16.7% 
p=.017) The frequency of false modality (75 examinees 88.1%) in control group testing is 
significantly higher than the frequencies of partially true (10 examinees 11.9% p=.007) and 
absolutely true modalities (0 examinee .0% p=.000).Absolutely true modality is more 
frequent in final testing of experimental group (57 examinees 63.3%) than the frequencies 
of partially true (31 examinees 34.4% p=.000) and false modalities (2 examinees 2.2% 
p=.000) for FRE_PS25 characteristic (I often volunteer to help others).The frequency of 
false modality (36 examinees 42.9%), in final testing of control group is significantly higher 
than the frequency of absolutely true modality (16 examinees 19.0% p=.001). 
 
The difference between the groups is as follows: false modality has the highest frequency 
in final testing of control group (42.86%), which is significantly higher than its frequency in 
initial testing of control group (88.10% p=.000) and final (2.22% p=.000) and initial testing 
(61.1% p=.000) of experimental group, whereas partially true modality is most frequent in 
final testing of control group (38.10%), and absolutely true modality is most frequent in 
final testing of experimental group (63.3%), which is significantly higher than its frequency 
in initial testing of experimental group (16.7% p=.000) and final testing of control group 
(19.05% p=.000). 
 
The characteristics of each group can be extracted according to the obtained results in 
relation to RVS_RV2/ FRE_PS25 characteristic. Therefore, it can be said that false" answer 
is more frequent in initial testing of experimental group, whereas false modality is more 
frequent in initial testing of control group, absolutely true", modality is more frequent in 
final testing of experimental group, whereas false* modality is more frequent in final 
testing of experimental group. Since p = .000 χ2 – test and χ= .446  represents moderate 
correlation, it can be said that there is a correlation between the groups in relation to 
observed  characteristic.  

      
Table 25   Significance of difference between the group characteristics in initial and final testing   

ANALYSIS N F P 
MANOVA 3 60.551 .000 

discriminant analysis 3 63.387 .000 

 
MANOVA analysis with the conclusion reliability of p = .000 indicates significant 
differences between the groups for some features of the observed field. According to the 
values of Fischer’s distribution with high reliability of conclusion (p=.000) for the 
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observed characteristics of discriminant analysis we can state that there is clearly defined 
boundary between the groups in terms of emotional symptoms. Since p< 0,05 we can 
confirm alternative. H3 (a) hypothesis: Prevention program has an influence on distinctive 
characteristics of pro-social behavior, between experimental and control groups at the 
initial and final testing. This means that after the implementation of violence prevention 
program in schools caused prosocial behavior of examinees of experimental group. 
 
Table 26  Univariate significance of difference between the characteristics of groups in initial and 
final testing  

CHARACTERISTICS χ R F P DISCRIMINATION COEFFICIENT 
VFS_VF19/FRE_PS21 .566 .668 92.501 .000 .649 
RVS_RV3/ FRE_PS23 .556 .663 90.117 .000 .539 
RVS_RV2/ FRE_PS25   .446 .497 37.775 .000 .142 

 
With high reliability (p <.1) we can state that the following characteristics: 
OVS_ON19/FRE_PS21 (.649), RVS_RN3/ FRE_PS23 (.539),  RVS_RN2/ FRE_PS25 (.142). have 
the greatest contribution to discrimination between the groups. The fact that  p= .000, of 
discriminant analysis proves that there is clearly defined boundary between the groups of 
examinees, i.e. it is possible to determine the characteristics of each group in relation to 
observed features 
            
According to the assessment of the examinees’ answers in initial and final testing, it can 
be stated that prosocial behavior was more present in final testing of experimental group 
than in the initial testing. Following information leads  us to this conclusion:   
- experimental group showed following characteristics in initial testing:  VFS_VF19 
(absolutely true"), RVS_RV3 (false*, partially true"), RVS_RV2 (false"), whereas its 
characteristics in final testing were as follows: FRE_PS21 (partially true", absolutely true"), 
FRE_PS23 (absolutely true*), FRE_PS25 (absolutely true*). 
- control group showed following characteristics in initial testing: VFS_VF19 (absolutely 
true*),  RVS_RV3 (false"), RVS_RV2 (false*), whereas its characteristics in final testing 
were as follows: FRE_PS21 (false*, partially true*), FRE_PS23 (false*, partially true), 
FRE_PS25 (false"). 
   
Table 27     Homogeneity of groups regarding the space between experimental and control groups in 
initial and final testing 

Groups  m/n   % 
experimental group-initial 77/90 85.56 

control group-initial 62/84 73.81 
experimental group-final 71/90 78.89 

control group-final 65/84 77.38 

 
Therefore, it can be concluded that 77 of 90 examinees have characteristics of 
experimental group in initial testing. Group homogeneity is high, 85.6%, which means that 
13 examinees have other characteristics, and not the characteristics of their group. 62 of 
84 examinees have characteristics of control group in initial testing. Group homogeneity 
is high, 73.8%, since 22 examinees have other characteristics. 71 of 90 examinees have 
characteristics of experimental group in final testing. Group homogeneity is high, 78.9%, 
since 19 examinees have other characteristics. 65 of 84 examinees have characteristics of 
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control group in final testing. Group homogeneity is high, 77.4 %, since 19 examinees have 
other characteristics. 
 
Table 28 Distance (Mahalanobis distance) between experimental and control groups in initial and 
final testing 

GRUPE I II III IV 
I .00 .94 2.38 2.11 

II .94 .00 1.85 2.50 
III 2.38 1.85 .00 2.42 
IV 2.11 2.50 2.42 .00 

Legend: 
I-experimental group - initial testing 
II-control group - initial testing 
III-experimental group - final testing 
IV-control group - final testing 
 
By calculating Mahalanobis distance between the groups of examinees we obtain 
another indicator of similarity or difference. The results in Table 28 indicate that the 
minimum distance is between experimental and control groups in initial testing (.94), and 
maximum distance is between experimental group in final testing and control group in 
initial testing (2.50). The differences indicate that the pupils in experimental group made 
more progress in pro-social behavior compared to pupils in control group. We cannot say 
that control group did not make any progress, but it is not so significant. This means that 
the experimental group shows significant differences between initial and final testing.   
 

1 2 3 4

2.57
2.42

0.94

 
Graph 10  Grouping by proximity 

 
Legend: (1) experimental and (2) control groups in initial testing;  (3) experimental and (4) control 
group in final testing  
 
The dendrogram  shows that control group in final testing and experimental group in final 
testing are the closest, with the distance of 0.94, whereas the greatest difference is 
between initial and final testing of experimental group, with the distance of  2.57. 
 
Derived characteristics of groups in relation to observed characteristics of experimental 
and control groups at the initial and final testing can be graphically presented by star 
chart. Graph 11 shows that it is possible to observe the difference in most observed 
characteristics according to the subsample distance from the coordinate system centre. 
Experimental group shows significant deviation in final testing with the distance of 1.44 
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(high), it is followed by control group with the distance of 1.42 in final testing (high), 
experimental group with the distance of 1.02 (high) and control group with the distance 
of .93 (moderate). Significant deviation between the groups can be observed in following 
characteristics: Child readily shares with other children, with the distance of 2.07 which is 
higher, Child is willing to help if someone is injured, with the distance of 2.00 (high), and 
Child often volunteers to help others, with the distance of 1.52 (high).  

 
 

Graph 11   Group characteristics in initial and final testing 
 
Legend: (EK-1)  experimental and (EK-2) control group in initial testing; (EK-3) experimental and  (EK-
4) control group in final. Child readily shares with other children (pt77), Child is willing to help if 
someone is injured (pt78), and Child often volunteers to help others (pt80). 
 
Final conclusions and pedagogical implications 

 
The study of violence is particularly challenging to theoretical and empirical researches 
conducted by scientists from various sciences and disciplines. However, review of the 
results of a number of previous research studies emphasizes the need to develop 
appropriate multidisciplinary and interdisciplinary approaches concerning the problem 
area: prevention of school violence. The study of violence among elementary school 
pupils with disabilities, as a very important social area, is caused by educator’s significant 
role in it. The lack of similar studies, have led to a lack of scientific basis for deeper 
analysis and establishing of closer links between research factors, as well as the reliability 
of the conclusions. 
 
In an effort to come up with an answer to the question whether the prevention program 
has an influence on reducing school violence we have distinguished  five different parts: 
Behavioral problems, Hyperactivity/impulsivity, Problems with peers, Emotional 
symptoms, Prosocial behavior and we have come to the following conclusion: the 
alternative hypothesis that encompasses the entire investigated area (Ha) Experimental 
program has an impact on the appearance of distinctive features between the experimental 
and control groups in terms of reducing school violence,  can be accepted. We may 
conclude that most of the observed features proved to be determinative, since they 
significantly differentiate the experimental and control groups in terms of reducing 
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internalized and externalized behavioral problems, and therefore there is a greater 
possibility of adaptive responses to potentially conflicting social situations. 
 
Our results are consistent with the results of similar studies, it was found that most of 
hyperactive/impulsive children who behave aggressively have not developed social skills 
and try to be accepted by their peers in a socially unaccepted ways. Studies indicate that 
most students do not accept aggressive children, and they feel rejected and unaccepted 
in the group (according to: Vasta et al., 1998, 67). 
 
Moffitt (1993, 732) has observed children with disabilities for decades, trying to link the 
impact of low intelligence with behavior problems and aggression. She found out that 
lower intelligence can lead to aggression and behavioral disorders due to poor 
development of self-control, inability to delay gratification, underdeveloped skills of 
conflict resolution and the inability to develop pro-social relationships. A review of 
previous research (Žužul, 1989., Moffitt, 1993.,  Bojanin, 1997.,  Rube and Reddy, 2005., 
according to: Mitrović et al., 2008, 40), showed that hyperactivity/impulsivity represents 
one of the characteristics of bullies, which is confirmed by this study, too.  We conclude 
that children and young people with behavioral disorders such as hyperactive/impulsive 
behavior often have problems in interpersonal relationships of varying intensity. 
 
Since the results of our study showed that educational workshops represent effective 
form of work for children with disabilities - every school should write a curriculum of 
educational workshop, explain its purpose, goals and tasks to be implemented, what 
children and young people in education can learn and what would be its benefits to them. 
It has been shown that besides pedagogical and sociological significance, play, which 
represents a major activity within the educational workshops, has a preventive and 
intervention role. Also, special classes of physical education, perceived as a structured 
physical activity in the re-education of psychomotor exercises, incorporated into the 
school curriculum, can be crucial in the influence of school on violence prevention. 
 
Our study primarily provides a model of cooperation between educators and physical 
education teachers, consisting of two substantially different subprograms (educational 
workshops and complex of psychomotor exercises) directed towards a single goal – 
school violence prevention. Comprehensive preventive action is based on survey results 
from different scientific fields - the results of theoretical and empirical research on the 
importance of violence prevention programs in schools.  
 
We believe that the results of this study can serve as a valid basis for setting new 
hypotheses that could, with greater precision, represent guidelines for further researches 
oriented towards the same goal. Our research has raised new research problems - one of 
the most important is the model of school violence prevention, based on the principles of 
inclusive education. 
 
The school may intervene, by acting on a number of factors of violent behavior - on pupil, 
his family, peers, the media. The school is "the only agent of socialization by the wider 
community to approach a young person early enough to influence in an efficient way, 
massive enough to be really preventive, long enough to be effective and, most 
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importantly, mediated enough by the work of experts (teachers) to be subjected to 
intervention " (Hrnčić, 2001, 231).  
 
In order to successfully prevent and reduce violence, schools should not only be a center 
of learning and knowledge, but also a center of cultural and sports activities – place of 
entertainment for children and young people. It is necessary to make a bridge between 
the school and the pupils' parents, to increase care for children and their education and 
learning. Therefore, it is necessary to connect the various individuals and groups within 
and outside the school in a so-called "educational network", where everyone is aware of 
their unique characteristics, and every person plans his activities in order to ensure 
conditions for better life and preventive action. 
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THE ROLE OF SUMATIVE EVALUATION OF FINE ARTS  
IN DEVELOPING ART APRECIATION 

 
 

Abstract: The evaluation of fine arts is an extremely complex activity, in which 
the processes of communication and interaction create a multidimensional 
system of didactic procedures and communications serving as a means for the 
achievement of aims and tasks in fine arts. The innovative approach to 
summative evaluation in the process of teaching fine arts was experimentally 
tested, and it produced good results. The development of all factors defining 
art appreciation was statistically more significant in the experimental group 
than in the control group. Innovative approach to summative evaluation of 
visual art proved to be exemplary also in the light of developing art 
appreciation.  
 
Key words: art education, art appreciation, evaluation of fine arts, experimental 
research, primary school. 

 

 

INTRODUCTION 

 
The evaluation of fine arts is an extremely complex activity in which various and 
demanding teacher and pupil activities, as well as other factors of teaching are combined 
through educational aims, contents and procedures. The communication and interaction 
processes in the evaluation phase of teaching fine arts form a multidimensional system of 
didactic methods and communication which are used for the implementation of aims and 
tasks in the teaching fine arts. 
 
Present findings show that the pupils are developing their abilities of aesthetic evaluation 
gradually by a permanent willful observation of their own or their peers' art products, by 
actively contemplating individual original or well reproduced works of art and by the 
observation of aesthetic components of useful objects. Although it is difficult to 
supervise and evaluate all the components of fine art culture, which is complex and 
multilayered, some aims of contemporary teaching of fine arts are directed towards the 
training of appreciation of fine arts, creating an appropriate attitude towards artistic 
phenomena, useful objects and environmental art problems. Beside the question how, 
what with and in what way to supervise and evaluate these components, the question of 
the role of gender in teaching fine arts is being studied. 
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ART APPRECIATION AND ART EDUCATION 
 

"In the process of fine arts we develop students' creative skills for the practical artwork 
and skills of observation and critical judgment and evaluation of artworks, which includes 
the development of ability to evaluate artworks and aesthetic phenomena in the 
environment."  
 
(Duh and Herzog, 2012, p. 18). It means that in art education, we need to develop not only 
students’ artistic and creative abilities but also their perceptive and receptive abilities. 
This relates to the perception and reception of the artistic aspect in artwork. Perceptive 
sensibilities need to be trained. This does not relate to fast reactions of the eye but active 
and deliberate perception and processing of the seen. “Visual taste is judgment and as 
such a human ability that can be trained just as any other," says Seyler (2004, p. 230). We 
chose the term art appreciation abilities to denote all perceptive and receptive abilities of 
students and the complex phenomena that occur in observing and perceiving artwork. 
“In contemporary art education, artistic expression and art appreciation hold an equally 
important role. While our institutional art education facilitates free artistic expression 
with all age groups, less attention is paid to art appreciation”. (Duh, 2010, p. 148). 
Professionals across the globe have been pointing out the need for systematic teaching 
of art appreciation for a while, especially with older students whose artistic expression is 
already passing over to the critical phase. Karlavaris establishes that there are two 
theories relating to art appreciation as a special ability: (1) the first sees the appreciative 
ability as a specific talent that is either present in students or not; (2) the second theory 
sees the appreciative ability as part of a broader spectrum of abilities and characteristics, 
such as perception, imagination, wealth of associations, memory, emotions, general 
evaluation etc. (Karlavaris and Kraguljac, 1970). 
 
The nature of appreciative abilities is important for both the art educator as well as for 
designers of art education programmes. If the appreciative ability is a specific talent, the 
school programme should be designed so as to enable the best possible discovery and 
development of this talent with students who have it. If art appreciation is however part 
of general abilities inherent to all children to a different extent, school programmes 
should enable the development of art appreciation with all students on the basis of 
artistic content. Our existent art education programmes and syllabi for primary schools 
provide enough opportunities for planned development of appreciative abilities, while 
we see the possibility of additional stimulation for the development of appreciative 
abilities in an appropriately implemented phase of initial motivation in the evaluation 
phase.  
 
In primary school, we avoid intellectual evaluation that is based on individual aesthetic 
principles and rules that the pupils are only just getting to know. The process of art 
appreciation is developed by gradual inclusion of conscious and rational components 
without omitting emotional and spontaneous components. Thus the process of an 
artwork’s reception, which is a component of appreciative abilities, has a creative 
character (Duh, 2004). In developing art appreciation, we are not trying to direct pupils 
towards remembering different data about the work of art. The goal is for pupils to 
recognise complex connections by using a few exemplary works with the individual 
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components being so tightly interrelated that the pupils are able to recognise them 
quickly (Schütz, 2002). 
 
In schools, we insist on the perception of artwork but do not negate the important 
component of appreciation, such as for example affectivity. In this way, when dealing 
with artwork, pupils reach into their own range of mental capacity. “In intuitive thinking, 
which results as the continuation of thinking bound to direct observation, children aged 
six to eleven find it easier to perform abstract mental operations without direct 
observance." (Uhlig, 2005, p. 63). Many believe that perception of artwork is sensible 
only if it is appropriately explained. In conveying artwork “there is the fundamental 
question of interaction of independent perception on the one hand and the provided 
explanation on the other.” (Barth, 2000, p. 7). We believe that a premature explanation 
of artwork wastes the research capacity provided by the work of art. Research is reduced 
to the activity of the provided knowledge about the work of art and is at the most limited 
to searching for conformity between the heard and the seen. In this case, the instructing 
and the processing of knowledge determine the action. Instead of generating a situation 
that would help pupils to discover and observe and which would establish a certain 
relation to the work of art, appreciation is guided by what had been said. We are thus 
dealing with speech fixation of our approach to the painting or the “victory of speech 
over sight” (Didi-Huberman, 1990, p. 24). Hoshi (2008, p 7) also says “that when viewers 
experience artworks free from any additional information on them, their minds are set 
toward various fecund horizons beyond the typical interpretation. They sometimes find 
‘hope’ in works generally interpreted as ‘painful’ and vice versa.” It was also revealed that 
the textual information on art pieces can lead a viewer’s mind to a certain direction. Text 
data such as titles, the names of the artists or explanations of subjects can be very 
influential for the reception of artworks. In order for pupils to be able to enjoy art forms, 
they first need to notice them. It is therefore of fundamental importance for pupils to 
obtain the technique of viewing aesthetic objects with regard to their directly visible 
qualities. Art appreciation takes place over different phases that different authors 
describe in different ways. In developing appreciation, Pagany (1993) determines four 
phases, (1) perception of artwork with all senses, (2) releasing of emotions, (3) 
transforming images into speech and (4) activity. Karlavaris (1991) states eight phases to 
the same process: (1) intentional attention and horizon of expectations, (2) intertwining 
of observation and intellectual and emotional processes, (3) the first evaluation, (4) 
global and synthetic experience, (5) analytical and critical evaluation of individual layers 
of artwork, (7) value synthesis and (8) end of reception The Canadian curriculum 
(Saskatchewan Education) states seven phases of the viewing process: (1) Preparation – 
establishing a climate for viewing, (2) First Impressions – spontaneous reactions to a 
work,(3) Description – taking inventory, (4) Analysis – figuring out what the artist has 
done to achieve certain effects, (5) Interpretation – trying to figure out what the work is 
about, (6) Background Information – finding as much information as you can about the 
artist and the work and (7) Informed Judgment – culminating and reflective activity. Art 
appreciation needs to be corroborated through dialogues which starts with a teacher or 
navigator asking about what is happening or what is painted in the painting. “When the 
viewer replies, they further ask why the viewer thinks so. The viewer keeps looking at the 
work, while speaking or listening to other people's comments,” says Hinocontinuing: “As 
the dialogue proceeds, comments become more and more individualized, reflecting each 
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viewer's environment, cultural background, personal experiences, and lifestyle.”(Hino et 
all. 2008, p 6). 
 

INCENTIVES FOR DEVELOPING ART APPRECIATION 

 

In order to develop art appreciation, viewing of artwork needs to surpass observation 
and quick reactions. It needs to become an experience of meaning. “Appreciation must 
be interaction between the viewer and the art object. Interaction is personal and will vary 
from student to student, an atmosphere of trust and respect should be established.” 
(Duh, 2010, p.151).Students should be encouraged to express their personal opinions, 
knowing that their unique perspective will enhance other students' viewing experiences. 
Different students respond in different ways to the same art work. “The opinions of 
children differ due to personal perspectives and associations. While expressing their 
opinions, their perception will enhance experiences of other children. Children can react 
on the emotional level, the associative level and the formal intellectual level. These three 
types of reactions vary and differ, as they depend on the observer and the artwork” (Duh, 
Zupančič, 2011, p. 49). For example, one viewer might have an immediate emotional 
response to a work, while another might have an intellectual response. One art work 
might demand an immediate emotional response so that most viewers will respond this 
way initially, while another work might demand that most viewers make immediate 
associations with images in the work.” (Saskatchewan Education). In contemporary art 
education practice, students should be met with artwork reproductions chosen in 
accordance with the principle of quality in the initial phase of each art education class. 
Regardless of the chosen technique of viewing artwork, the teacher should direct 
individual phases so as to make art perception increasingly subtle and differentiated and 
to evoke increasingly subtle emotional reactions. In primary school, the perception of the 
complex art form in all its subtle details is a task that requires a lot of training and 
experiences, while such a manner enables the enjoyment of each individual in the 
author's artistic message thus guaranteeing an adequate experience of the artwork. 
(Karlavaris, and Kraguljac, 1970). Developing the ability of such perception is probably the 
most important phase in developing appreciation and undoubtedly carries the most 
importance with higher grade primary school pupils. In order to achieve such clear 
perception, we need to distinguish the main elements composing the work of art; we 
need to be aware of the multilayered nature of artwork. We believe that artwork can be 
perceived and analysed according to its individual elements, while we need to keep in 
mind the comprehensive nature of the artwork. The pupils’ attention has to be directed 
towards concrete elements and structures of the work of art. Individual layers of artwork 
are easier to bring closer to pupils, other more difficult, with some this happens sooner 
and with others later and definitively not at the same time. In doing so, we need to 
consider the age of the pupils and their experience with fine art. Such concept in 
educational work will undoubtedly facilitate the development of art appreciation. 
 

SHORT PRESENTATION OF INNOVATIVE APPROACH TO SUMMATIVE  

EVALUATION IN THE PROCESS OF TEACHING FINE ARTS 
 

In our research we have experimentally tested the innovativeness of the approach to 
summative evaluation in the process of teaching fine arts. This can be clearly seen in all 



Duh: THE ROLE OF SUMATIVE EVALUATION OF FINE ARTS IN DEVELOPING ART APRECIATION 

___________________________________________________________________________________________________ 

 
60 

aspects of the planning stage, according to both methodical, organization and content 
characteristics, according to didactic communication and to the characteristics of 
activities, role and relationships between the teachers and pupils. 
 
Regarding methodological and organization characteristics of summative evaluation in 
the process of teaching fine arts, we have introduced most of the novelties into the 
current school practice mainly from those two aspects. This would not have been 
possible without a well prepared content base of educational work at the evaluation 
stage of the teaching of fine arts. The combination of general methods, which are mainly 
based on cognitive and educational processes, with specific methods, correlating the 
general ones with the pupils' abilities at fine arts, is a novelty in the evaluation phase. The 
phases in teaching fine arts follow the same pattern as in the process of creativity 
(learning-preparation; play- incubation; creating-illumination; work-realization; evaluation-
verification). Dynamic changing of individual teaching methods in summative evaluation 
during the process of teaching fine arts stimulates pupils to visualize evaluation criteria 
and to discuss the criteria, compare them with the exhibited works of art and physically 
move the works to the place of exhibition in a new way, according to particular artistic 
characteristics. In this way all their senses are included in the evaluation phase of fine arts 
instruction and the pupils have activated the visual (V), auditory (A) and kinesthetic (K) 
perception system, since they have sensed the contents in the evaluation phase visually, 
auditorily and physically. Specific methods of fine arts instruction which refer to the 
particularities of artistic aesthetic field, the specificity of artistic creativity, to the respect 
of individual differences and the complexity of the art phenomenon, present an 
appropriate basis for the development of didactic communication. Besides creating a 
suitable emotional climate when exhibiting children's works of art, the didactic 
communication stimulates teachers and pupils to evaluate artistic work actively according 
to the set criteria. 
 
Innovativeness in the organizational sense is shown in the manner of presenting 
children's work of art and above all in the permanent presence of evaluation criteria. The 
criteria are presented very clearly during the whole process of teaching fine arts, which 
results in a new quality of our school practice. The presence of those criteria influences 
favorably the process of artistically creative work, and teachers' as well as pupils' activity 
in formative evaluation and in summative evaluation during the final phase of the 
process. The transparency of the exhibited works of art and the evaluation criteria 
ensures pupils equal conditions for active participation in this particular phase of the 
process of fine arts instruction. 
 
Innovativeness, as far as the content is concerned in the evaluation phase of fine arts 
instruction, is shown in the choice and presentation of the evaluation criteria which have 
been universally conceptualized, independently of the field, technique, problem, motif 
and task at fine arts and which included the essential layers of the children's work, being 
terminologically clarified to pupils. The basic scheme of criteria, prepared by teachers for 
each didactic unit in the process of teaching fine arts, consists of 4 criteria: the criterion, 
deriving directly from the presented problem; the criterion, deriving from the task of fine 
arts including other aspects of art phenomenon; the criterion deriving from the factors of 
artistic creativity; the criterion deriving from the command and creative application of 
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artistic technique. The quality of evaluation criteria stimulated a cooperative, fair and 
sincere didactic communication. Verbal messages were in agreement with or adjusted to 
non-verbal behavior. Specific teaching methods lead to sincerity, congruency and 
symmetry of didactic communication. 
 
Organization of work and clear criteria played an important role in the establishment of 
positive relationships between the teacher and the pupils, since they presented a 
qualitative framework for the content of communication. The organization of educational 
work enabled a direct contact between the pupils, the teacher, and works of fine art and 
evaluation criteria. In this way the conditions for a relaxed, emotional and social climate 
were created. This activated pupils to take the initiative in analyzing the works of fine 
arts, and helped them comment their own endeavors as well as search for the parallels in 
the works of their classmates. The evaluation at fine arts became more successful, since 
the pupils were accompanied by intellectual and also emotional experience of artistic 
phenomenon. The latter established their relation to this particular phase of learning and 
stimulated the level of their activity. We have devoted certain attention to the creation of 
emotional climate, since the result of the artistic appreciation depends on the emotional 
experience as well as on clear and transparent evaluation criteria - is the evaluation phase 
in the process of teaching fine arts attractive or will the pupils reject it, will the evaluation 
be interesting or not, pleasant or unpleasant - it all depends on emotional experience. 
 
The efficiency and success of such an innovative approach in the evaluation phase was 
tested experimentally in our research. 
 
METHODOS 

PURPOSE AND OBJECTIVES OF RESEARCH  
 

The principal goal of the research was to measure the effect of the previously described 
innovation experimentally or of the experimental model in the evaluation phase of 
teaching fine arts on artistic sensitivity of pupils from the elementary school. Besides the 
influence of the innovation we were also interested in its direction, namely whether the 
influence has a positive or a negative influence according to the control group. Likewise, 
we wanted to investigate the role of experimental model in the evaluation phase on 
developing on art appreciation. Innovative approach to summative evaluation in teaching 
fine arts presents a set or a series of activities, which are intertwined and constantly 
interdependent and also at the same time lead to one another. When planning 
experimental work, we have conceived the innovative approach on the basis of new 
findings and experience of teacher's and pupils activities, wanting to improve children's 
artistic abilities. We supervised the development of pupils' abilities from the aspect of 
artistic appreciation. 
 
RESEARCH HYPOTHESES 

 

The research hypotheses were proposed according to the development of art 
appreciation in students.  
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We anticipate that with regard to students of the control group, students of the 
experimental group will show a higher level of: 
H1: art appreciation abilities (AP 2), specifically 

H1.1: art perception 
H1.2: art reception 

 
RESEARCH METHOD AND SAMPLE 

 
The study was conducted using the method of empirical educational research with 
elements of action research as a single factor experiment with individual school classes as 
comparative groups. The comparative groups are existing 6th year classes in six chosen 
primary schools.  
 
Six primary schools were included in the experiment (three experimental and three 
control ones). Four of them are located in the town, the other two in the suburbs. In 
order to make the compared groups more equal/similar according to the stratum, we 
introduced each modality of the experimental factor in the schools proportionally 
according to the adherent stratum. There were 129 pupils (n = 129) of the sixth grade 
involved in the research, 66 (48.83%) in the experimental group and 63 (51.16%) in the 
control group. The experiment lasted 22 weeks. The innovative approach was introduced 
gradually as a novelty in the experimental work, which was well accepted by both pupils 
and teachers. The latter could test the success of the new approach simultaneously with 
the underlying theoretic origins directly in their teaching practice. In this way the 
experimentally tested innovation acquired also a personal note of teachers and pupils. 
 
The analysis of the obtained results showed that the experimental group had an 
advantageous position in the development of all factors influencing the child's artistic 
development. This confirmed the positive influence of innovative approach in the 
evaluation phase on the child's development in fine arts.  
 
PRESENTATION OF INSTRUMENTATION TEST AP-01 
 
We used a special test for the measurement of art appreciative skills. We named it the AP-
01 test and it was a part of the LV1 test (Duh, 2004). In order to measure art appreciative 
skills a use of a questionnaire is suitable since its advantage is that it leads attention of a 
test, directs him/her to individual elements of masterpiece of art and thereby enables a 
researcher to obtain specific data that can be compared to. The AP-01 test monitors art 
appreciative development of testes which is based on a choice of the best possible 
answer among several possible. Basis for the conception of the test were found in various 
researches (Karlavaris and Kraguljac, 1970; Duh, 2004) where different compounds of 
questions or the AP-01 test have already been used wholly for the monitoring of art 
appreciation several times, and have given reliable results in very similar conditions. In 
afore mentioned researches it is shown that when observing a masterpiece of art children 
tend to see the whole firstly (yet quite indefinite) and they also respond to it emotionally. 
Only afterward they start to discover individual elements about which they do not know 
how to express themselves. Only using a questionnaire which helps to understand them 
what to look at in a masterpiece of art and why to do so can direct their attention to 
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specific elements. The AP-01 test is designed in a form of a questionnaire that consists of 
eight questions and all questions apply to Paul Cezanne's masterpiece of art named The 
Blue Vase (oil painting, 52 x 63 cm, Musee d'Orsay, Paris). Questions from 1 to 4 monitor 
the development of students' perceptive skills, whereas questions from 5 to 7 refer to 
artistic expression of an image and concern students' emotions. At the same time they 
also monitor receptive skills of students. By asking these questions we tried to find out 
how students saw these images based on their emotions. The last question however 
deals with the knowledge of basic art expressions and bases of art theory. Students' 
understanding of the bases of art theory were examined by this question.  
 
In a testing process a testator provided adequate conditions that were completely the 
same for all testees. Testator warned students to look carefully at the enclosed 
reproduction before they start answering the questions. Only after this they could circle 
or write down the answers for which they thought they could be most suitable. However, 
there was no time limit, therefore students had enough time to perceive and accept the 
masterpiece of art that was presented in a reproduction.  
 

RESULTS AND INTERPRETATION 
INITIAL ART PERCEPTION AND RECEPTION 

 
We employed the AP-01 art test to establish the initial level of art perception (PERCEP 1). 
This criterion is part of the criteria variable that is used to monitor the development of art 
perception and reception abilities of students. As the study drew on the hypothesis that 
the effect of the experiment will favourably affect the development of this variable, this 
criterion was used to control the comparable groups in their initial phase. 
 
Table 1: Results of the t-test of differences between arithmetic means and the F-test of homogeneity 
of variances of measuring initial art perception (PERCEP 1) in the experimental (EG) and control (CG) 
group. 

Factor Group Arithm. 
mean 

x 

Stand. 
deviation 

s 

 
F 

 
P 

 
t 

 
P 

PERCEP 1 CG 10.175 2.594 1.205 0.274 1.244 0.216 

 EG 10.712 2.312     

 

The result of the F-test of homogeneity of variances shows that in this factor the 
assumption is justified (F = 1.205; P = 0.274). The result of the t-test of differences 
between arithmetic means shows that there are no statistically significant differences 
between the experimental and the control group in the initial phase of students’ art 
perception (t = 1.244; P = 0.216). 
 
The initial level of art reception (RECEP 1) was also established with the AP-01 art test. 
This criterion is part of the criteria variable that is used to monitor the development of art 
perception and reception abilities of students. As the study proposed the hypothesis that 
the effect of the experiment will favourably affect the development of this variable, this 
criterion had to be used to control the comparable groups in their initial phase. 
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Table 2: Results of the t-test of differences between arithmetic means and the F-test of homogeneity 
of variances of measuring initial art reception in the experimental (EG) and control (CG) group. 

Factor Group Arithm. 
mean 

x 

Stand. 
deviation 

s 

 
F 

 
P 

 
t 

 
P 

RECEP 1 CG 7.524 2.828 0.014 0.905 0.877 0.382 

 EG 7.090 2.778     

 

The result of the F-test of homogeneity of variances shows that the assumption is 
justified (F = 0.014; P = 0.905). The result of the t-test of differences between arithmetic 
means shows that there are no statistically significant differences between the 
experimental and the control group in the initial phase of students’ art reception (t = 
0.877; P = 0.382). 
 

FINAL ART PERCEPTION, RECEPTION AND ART APPRECIATION 
 
The study drew on the hypothesis (H1) that experimental innovative work in summative 
evaluation in art education could have favourable effects on art perception and art 
reception of students, as part of didactic decisions was directed towards the method of 
aesthetic communication. This method required the students to observe their own works 
of art and the work of their peers more closely. With the perception of artwork, we are 
also dealing with reception, which could have positive effects on the development of 
students' art appreciation abilities. The level of art appreciation abilities is the total result 
of measuring the level of art perception and art reception that was conducted after the 
concluded experiment by employing the AP-01 test, as we analysed individual segments 
(PERCEP 2, RECEP 2) and joint art appreciation abilities of students (AP 2)  
 
The study monitored the effects of innovative experimental work in summative 
evaluation in art education from the viewpoint of developing art perception and on this 
basis we searched for confirmation of the specific hypothesis (H1.1). 
 
Table 3: Parameters of descriptive statistics and the results of the general F-test of differences 
between arithmetic means (covariance analysis) with the F-test of homogeneity of variances 
(Leven’s F-test) of results of the level of art perception (PERCEP 2) of students of the experimental 
(EG) and the control (CG) group. 
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MIN MAX x s g1 g2 F P F P 

CG 4 13 10.556 2.077 -0.851 0.340 1.951 0.165 4.253 0.041 PERCEP 
2 EG 7 13 11.212 1.723 -0.953 0.179     

 

As evident from the table, the parameters of basic descriptive statistics show that from 
the viewpoint of the achieved level of art perception after the experiment was completed 
the experimental group has an advantage over the control group. This group namely 
shows higher values of maximum and minimum results and average. The standard 
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deviation does not show and expressive differences between the two groups with regard 
to variability. The coefficient of asymmetry and kurtosis shows that with regard to the 
level of art perception, results are distributed more to the left asymmetrically due to 
more commonly higher values (-0.953 < g1 < -0.851), however no expressive deviations 
from normal are noted (-0.179 < g2 < 0.340). 
 
The assumption on the homogeneity of variances (P > 0.15) is justified and confirms the 
existence of statistically significant differences in average results (P < 0.05) to the benefit 
of the experimental group. (F = 4.253; P = 0.041). The posed research hypothesis (H1.1) is 
confirmed on this basis, which means that according to this criterion, the students of the 
experimental group had an advantage. 
 
The study also monitored the effects of innovative experimental work in summative 
evaluation in art education from the viewpoint of developing art reception and on this 
basis we searched for confirmation of the specific hypothesis (H1.2). 
 
Table 4: Parameters of descriptive statistics and the results of the general F-test of differences 
between arithmetic means (covariance analysis) with the F-test of homogeneity of variances 
(Leven’s F-test) of results of the level of art reception (RECEP 2) of students of the experimental (EG) 
and the control (CG) group. 
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MIN MAX x s g1 g2 F P F P 

CG 1 12 7.381 2.612 -0.539 -0.293 0.486 0.487 7.864 0.006 RECEP 
2 EG 3 13 8.470 2.531 -0.228 -0.494     

 
The parameters of basic descriptive statistics show that after the experiment had been 
completed, the experimental group had an advantage over the control group also from 
the viewpoint of the achieved level of art reception. The students of the experimental 
group display higher values of maximum and minimum results and average, while 
standard deviations do not reflect major differences between the groups regarding 
variability. 
 
As evident from the coefficients of asymmetry and kurtosis, the results are distributed 
rather evenly as regards the level of art reception (-0.228 < g1 < -0.539) and there are no 
major deviations from normal (-0.293 < g2 < -0.494). 
 
The assumption on the homogeneity of variances (P > 0.15) is justified and confirms the 
existence of statistically significant differences in average results (P < 0.05) to the benefit 
of the experimental group (F = 7.864; P = 0.006). It is on this basis that the posed 
research hypothesis (H1.2) on the advantage of students of the experimental group over 
students of the control group from the viewpoint of art reception is confirmed. 
 
 



Duh: THE ROLE OF SUMATIVE EVALUATION OF FINE ARTS IN DEVELOPING ART APRECIATION 

___________________________________________________________________________________________________ 

 
66 

THE EFFECTS OF THE EXPERIMENT FROM THE VIEWPOINT OF THE FINAL  
DEVELOPMENT OF ART APPRECIATION ABILITIES 

 

The total art appreciation abilities of students (AP 2) represent the total result of 
measuring the level of art perception and art reception. The results were obtained using 
the AP-01 test after the experiment had been completed and represent a criteria variable 
to confirm the posed hypothesis (H1). 
 
Table 5: Parameters of descriptive statistics and the results of the general F-test of differences 
between arithmetic means (covariance analysis) with the F-test of homogeneity of variances 
(Leven’s F-test) of results of the level of art appreciation abilities of students of the experimental 
(EG) and the control (CG) group. 
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MIN MAX x s g1 g2 F P F P 

CG 6 24 17.380 3.658 -1.009 1.141 0.006 0.936 12.000 0.001 AP 
2 EG 11 25 19.682 3.211 -0.427 -

0.04 
    

 

In the experimental group, the results were distributed rather symmetrically (g1 = -0.427) 
and normally (g2 = 0.040), while the distribution of results in the control group shows a 
tendency toward left asymmetry (g1 = 1.009) and increased kurtosis (g2 = 1.141) but within 
lower maximum and minimum values and with a lower average than in the experimental 
group. These characteristics are clearly evident from the diagram (Figure 1). 
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Figure 1: Frequency distribution of results of the final level of art appreciation abilities of students of 

the experimental (EG) and control (CG) group. 
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As shown by standard deviations, variability is similar in both groups and the assumption 
on the homogeneity of variances is thus justified (F = 0.006; P = 0.936). There is however 
a statistically significant difference between adjusted arithmetic means (F=12.000; 
P=0.001), as the students of the experimental group showed a higher level of art 
appreciation abilities, which justified our hypothesis (H1). It is on this basis that we find 
the innovative method of evaluation in art education to have had a positive effect on the 
students’ total level of art perception and reception, i.e. on art appreciation abilities, as 
this criteria represented an advantage for students of the experimental group over the 
students from the control group.  
 

CONCLUSION 

 

Innovative work in the phase of summative evaluation in art education was also based on 
the method of aesthetic communication, which motivated students to comment on their 
own works of art and the work of their peers, of course by considering specific relevant 
art criteria. With regard to initial criteria, active and interpersonal communication in the 
evaluation phase required a more intensive observation of their own artwork among 
students and the acceptance of different solutions chosen by their peers, which affected 
the general increase of art appreciation abilities in students who were included in the 
innovative evaluation methods, i.e. in students of the experimental group.  
 
The results of measuring art appreciation abilities of students of the experimental group, 
which represent the total result of measuring the level or art perception and art 
reception, do not indicate a major leap with regard to the control group but the 
difference is nevertheless statistically significant. Such results were anticipated, as 
innovative work in the phase of summative evaluation in art education was not based on 
content-related measures (visiting galleries or providing additional hours of art 
evaluation) but on the didactic implementation of this phase (activating a set of 
appropriate didactic decision, didactic communication and the use of adequate forms and 
methods of work). 
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AND EARLY TWENTIETH CENTURY 
 
 

Abstract: In the late nineteenth century and early twentieth century, Arad was 
an important cultural centre where a number of teachers who implemented the 
principles of modern pedagogy worked. Bishops John Meţianu and John Pap 
have encouraged the publication of textbooks. Teachers Joseph Moldovan, 
John Roman, Peter Vancu, Julius Julius Grofşoreanu Vuia supported the national 
character of pedagogy in their work. The printing-office of the Eparchy in Arad 
published thousands of textbooks that have been used in schools in the eparchy 
of Arad. The work of teachers in Romanian villages contributed to the 
development of national awareness despite the measures of Hungarization 
taken by the authorities.  
  
Keywords: Bishop, textbooks, teachers, schools, intellectuals, pedagogues, 
authorities, Arad, Banat.  
  

 

In the late nineteenth century and early twentieth century Arad became an important 
cultural and political centre for the Romanians in Transylvania because of the existence of 
institutions like, e.g. Orthodox Diocese or Pedagogical-theological institute where 
important and acknowledged figures worked. Intellectuals like John Meţianu, Basil 
Mangra, Roman Ciorogariu, Peter Pipos, Vasile Goldis considered that school was the 
most important factor for the preservation of national awareness. Through their work 
Arad intellectuals have contributed to development of national awareness in villages in 
Romania and they have prepared the society to act and unite in 1 December 1918. Due to 
the politics of Hungarian authorities, school received a national-religious character and 
Romanian intellectuals have taken steps that have supported the development of 
Romanian education and that school and church became ˝national institutions” for 
Romanian people.  
 
In order to support development and modernization of Romanian education bishops 
supported the publication of modern textbooks designed according to modern didactic 
and pedagogical principles. In 1877, the bishop Ioan Meţianu and the school referent 
Djordje Popa determined the conditions of a competition for writing textbooks. The 
competition was open to all teachers and priests to apply and the textbooks written by 
those who won the contest will be published and used in schools in the territory of 
Eparchy of Arad. In the second half of the nineteenth century and early twentieth century 
the field of education in Romania was thriving. Modern pedagogical principles were 
brought to Arad by Peter Pipos, an acknowledged Transylvanian pedagogue who studied 
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in the Empire, where he adopted the most progressive pedagogic ideas of Rein and 
adjusted them to the needs and requirements of the Romanian society; his work 
supported the national character of pedagogy. At the end of the nineteenth century Arad 
was recognized as an important educational centre with a vivid activity of teachers - 
authors of textbooks. Those most important among these scholars were the following: 
Ioan Tuducescu from Lipova, Petru Vanku from Mederat, Ioan Roman and Romulus 
Roman from Seitin, Iuliu Grofşoreanu from Galsa or Josif Moldovan from Arad. These 
intellectuals were the authors of major textbooks that were used in the villages of the 
diocese of Arad until the end of Austro-Hungarian monarchy.  
 
According to the decision made by the synod in April 1890 a committee was formed to 
censor ˝elementary textbooks.˝1 The committee consisted of institute professors Trajan 
Putnik, Trajan Contea, Petru Pipos and teachers Petru Popovic, Nikolae Stef and Emerik 
Andreesku . Its task was to validate all books used in public schools and write reports on 
their quality.  
 
The pedagogue from Arad, Petru Pipos, is the author of a whole series of reviews of 
textbooks written by teachers and professors in the diocese of Arad. In 1905 he wrote a 
peer-review of a primer, i.e. spelling book, written by Julia Vuja, the supporter of 
modernization of pedagogy. In this review Pipos emphasized ˝the primer written by Juliu 
Vuja can be considered a fully successful way of processing and teaching methodology of 
reading and writing for primary schools.˝2 Pipos held that the most contemporary 
pedagogic and didactic ideas were used in the primer, having in mind that the author is 
well acquainted with the ideas offered by Gabel; furthermore, in the beginning the letters 
were “not written but drawn”, since this is the most appropriate way for children 
memorize them. Like Fraubel, the teacher from Arad puts emphasis on student 
movement, expressing the standpoint that a student needs to move even when he 
learns. After the presentation of the review, the Consistory approved the use of the 
primer written by Iulija Vuja. In 1897 Pipos wrote another peer-review of Iulija Vuja’s 
Illustrated primer and he stated that it is significant for learning the orthography of 
Romanian language, but that ˝the preparatory exercises are not complete and they do 
not follow the natural teaching methodology sequence˝3; he also recommended that the 
author should supplement the textbook with graphical exercises. Following comments 
made by Pipos, the textbook was improved, printed and adopted by the Consistory.  In 
regard to the textbook written by Ioan Roman Book for reading and writing Hungarian 

language, Pinos considered that it can be recommended for use in public schools. In his 
peer-review written on March 15th 1900 of the textbook of arithmetic for students in 
preparatory schools (the so called preparandia), written by Teodor Contea, Pipos 
expressed the standpoint that ˝the manual is one of the most complex textbooks ever 
written, but it seems rather difficult reading for students attending preparatory schools˝4 

                                                             

1 The National Archive – Department of Arad County Inspectorate School Fund, Iosif Moldovan ˝M 
38/38” 
2 E.O.R.A, 66 -IV 1895.  
3 Ibid 
4 Ibid. 
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Pipos considered that Contea’s textbook can be accepted as a textbook for preparatory 
schools, but it can also be recommended to teachers as “private reading”. In his letter 
dated March 9/22nd 1909 Piper wrote that the textbook Catechetical by I. Barbu and the 
textbook Catechetical preparations by P. Bizerea were ˝complex works arranged 
according to the most recent teaching methodology principles and according to the 
curriculum.” Therefore he recommended them to be used in lecturing religion in public 
schools.  
The issue of school textbooks was a present in circular letters sent by the archbishops of 
Arad to priests and teachers. In the letter Ioan Mecianu sent to all inspectors the 
textbooks for public schools for the academic 1894/95 year are listed. Among the 
textbooks used in the Eparchy of Arad there are those whose authors are teachers from 
Arad, like, for example, Biblical history and the textbook Universal History by Geoargiu 
Popa Little Primer,  Romanian Language, Hungarian history, Natural history by Joan 
Tuducescu, as well as Elements of State Constitution  and Hungarian language,  written by 
Vasile Goldis.  
 
According to the circular letter from June 1905 the bishop Ioan I. Pap asked teachers to 
use in schools not only textbooks published with the approval of the Episcopal 
committee,  but also other textbooks and he asked for a list of textbooks used in the 
schools of Arad Eparchy. There are numerous textbooks among them written by the 
authors from Arad, like, for example, Ioan Tuducesku, or the primer written by Juliju 
Grofsoreanu, approved by the Consistory in 1904, a prime and a reader by Josif 
Moldovanu, approved by the Consistory in the same year. In regard to the textbooks 
used for learning Hungarian language, these written and compiled by Ioan Roman were 
used: First Reader for Learning Hungarian language and Second reader in Hungarian 

language, manuals published by Mako and approved in 1898 by the Consistory. Among 
textbooks for learning Hungarian language there are those written by Vasile Goldis when 
he was a professor at Brasov and they were approved by the Ministry of Faith and 
Education.  
 
In the letter sent in February 22nd 1880 by the bishop Ioan Meţianu to the school inspector 
Ioan Popovich it was stated that the school referent Geoargiu Popa would print the 
second edition of his textbooks Universal History and History of Romanians and Hungarian 

written for public schools according to new school curriculum. The bishop asked school 
inspector Ioan Popovic to inform him how many copies were needed in its inspectorate, 
while the inspector is also responsible and should make sure that the textbooks are used. 
In the introduction to his textbook G. Popa defined history – he considered history was 
˝those events and facts written by our predecessors“. He also stated that ˝he calls the 
history witnessing about all countries and nations general” and also mentioned national 
history. The pedagogue from Arad also made it clear that his textbook is one of the 
textbooks in general history for public schools. In the first lessons in his textbook G. Popla 
mentioned the cultures of ancient India, China, Phoenicia and Greece as great cultures. 
Special place in the textbook belonged to the Roman Empire since the author insisted on 
the Roman emperors. Writing about Trajan, he described his conquest of Dacia and then 
referred to “the destiny of our predecessors after the death of Trajan˝. The author also 
dealt with significant figures from European history, like Ferdinand I, Karlo V, Maria 
Teresa, Josif II. Special chapter was dedicated to the social movements in the end of the 
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18th century. The author insisted on French revolution and the events which had occurred 
in the north of America, but he also mentioned “the revolution of Horia”. In the lessons 
dealing with modern history, he outlined the rule of A. I. Kuza, as well as Karol I, 
considering that his ascend to the throne was “a national holiday”.  
 
The important role of schools in the Romanian society was confirmed by the fact that at 
the end of the nineteenth century most intellectuals were also authors of textbooks, 
giving contribution to development of pedagogy in Romania in the period when 
Hungarian authorities were taking more and more measures in order to make local 
population adopt Hungarian language and culture, in the process of the so called 
Hungarization. There ware numerous textbooks in Romanian schools in the territory of 
Arad Eparchy in the beginning of 20th century, like, for example, it was the case with the 
school inspectorate in Belinac in 1905. Church history was used for classes of religion, the 
textbook written by Petru Barbua, a professor who taught in preparandia in Caransebeş. 
The textbook was approved by the Consistory of Arad, Caransebeş and Oradea in 1902, 
and it was one of the most widely used textbooks. Biblical History could also be used at 
religion classes the textbook written by Ioan Velovan, a Cransebeş priest. The textbook 
was approved by the Consistory of Karansebeş.  For students to learn the secrets of 
writing and reading primers were used written by the teachers from Arad, Josif Moldovan 
and Juliu Grofşorean. They were approved by Arad Consistory in 1904. Several textbooks 
were used in Romanian language classes and those most important among them are the 
textbook written by Ioan Tuducescu published in 1894 and approved by the consistory 
and used since 1904, or The Reader written by Ioan Popa Reteganu from Brasow, 
approved by the Ministry to be used in schools in Romania, as well as The Reader and 

grammar compiled by Eneja Hodos from Caransebes, approved by the consistories in 
Arad and Caransebeş and used in many schools in Banat. Two textbooks were used for 
teaching Hungarian written by the author from Arad, Ioan Roman, First Reader for 

Learning Hungarian language and Second reader for learning Hungarian language, published 
by Mako and approved by the Consistory of Arad in 1898. In 1904 Consistory of Arad 
approved the use of Hungarian textbook for Hungarian language teaching, written by 
Julia Grofşorean and Josif Moldovan. In geography classes in schools in Belinc 
inspectorate the textbook written by Vasile Goldis was used, printed in Braşov and 
approved by the Consistory in 1900, for use in all schools in Transylvania. Variety of books 
were used for history classes, like, for example, The History of the Fatherland and General 

World History written by Vasile Goldis, as well as those published in Brasov and those 
textbooks with the same titles whose author was Ioan Tuducescu.  For natural science 
classes a manual written by Julie Vuia Practical education in natural sciences which was 
used in schools in the territory of Arad diocese since 1904. In other schools the textbook 
written by Ioan Tuducescu was used. The textbook Elements of Physics was used for 
physics classes written by Ioan Darius from Brasov. Arad Consistory approved it, but at 
the same time it was recommended that textbook written by Josif Balan from 
Caransebeş should not be used in schools. Two textbooks were used for economics 
classes, one written by Ioan Tuducescu – Introduction to Economics and another written 
by George Maior – Practical course in economics.  There are other textbooks listed in the 
report on the textbooks used in the inspectorate of Lipova, like, for example the one 
written by Ioan Vancu Intuitive exercises, the textbook written by Ioan Tuducescu 
Arithmetic, The History of Arad County by Damaskin Medrea or Practical Course in 
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Constitution written by Julia Vuia. Apart from maps, charts, globes and other teaching 
means were used in schools.  
 
The teacher Ioan Tuducescu from Lipova was the author of numerous textbooks. In 1876 
he published a Roman history for public schools. In the introductory part of the textbook 
he addresses students and teachers in the following way: “Children, I have written this 
book for you to learn and get to know the magnificent and great origin of the Romanian 
people, to see how great and strong our predecessors were, and how small and weak we 
are today. If you, however, are able to grasp the events well, you will understand and be 
convinced that nothing else but misunderstandings had weakened the power of 
Romanian people. So, children, try and learn according to the examples of your 
predecessors and get used to live together in peace since your youngest age, a life full of 
understanding and brotherly love, since this is he only way to have sweet and happy 
future”. From the very beginning the author of the textbook underlines the Latin origin 
of Romanians and writes about the emperor Trojan he considers the greatest ruler and he 
also states that “there neither was nor will ever be an emperor so great and a hero so 
brave like Trajan used to be”.5 The textbook also contains lessons dealing with the 
Romanians on the other side of Carpathians, like, for example, Stefan the Great, Mihailo 
the Brave, who was also called the “greatest husband” of Romanian nations. The events 
which occurred in the 19th century are also mentioned, like the revolution of Tudor 
Vladimirescu and the union of the provinces, and in the lesion 29 the history of Bukovina 
is outlined. The textbook also contains statistical data referring to inhabitants of Banat, 
Crişana, Transylvania, Bukovina in order to prove that Romanians are the majority nation 
despite the measures taken by the authorities in Budapest. In the last part of the 
textbook patriotic songs are published. The publishing of the textbook written by Ioan 
Tuducesku caused discontent of the minister of faith in Budapest, who  demanded the 
textbook to be withdrawn from use. At the meeting of the Consistory of Arad, the 
request of the minister was accepted and a circular letter was sent to all school 
inspectors informing them that the textbook is withdrawn from schools, and the royal 
court in Timisoara prosecuted Tuducesku. It is also stated in the claim against him that the 
priests and teachers who used the textbook risked to be suspended, giving the example 
of the teacher Blajiu Codreanu from Sântmiclăuşul who had also been prosecuted for 
using the textbook.  
 
In 1883 Ioan Tuducescu published the textbook titled Illustrated Primer for Primary 

Schools, consisting of two parts and used in the first and the second primary school 
grades. In its first part, the primer dealt with writing small letters, and the second part 
was actually a reader.6  The primer was very successful so that its second edition was 
published, and until 1891 there were 6 editions of the same textbook which was printed in 
18,000 copies.7  
 

                                                             

5 I. Tuducescu, Istoria Românilor pentru şcoalele poporale române , Arad 1876, 7. 
6 Onisifor Ghibu Din istoria literaturii didactice româneşti, volume II, borrowed from the Annals of the 
Romanian Academy, Bucharest, 1916, p 47 
7 Ibid, p.48 
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Ioan Tuducescu wrote a Romanian language textbook for primary schools which was also 
published in several editions. In the preface of the 1881 edition it was pointed out that the 
textbook was compiled according to the principles “adopted by the Romanian 
Academy”. Tuducesku informs teachers about the “rules of Romanian orthography 
officially adopted by the Romanian academy in 1880 and 1881”; the textbook also includes 
a supplement part representing an evidence of increasingly stronger connections 
between Transylvania and Romania and the existence of links close relations between the 
intellectuals from Arad and Bucharest. Ioan Tuducescu is also the author of the textbook 
under the title History of Hungary, emphasizing in the preface that he wrote it for those 
students who could understand it and make useful conclusions according to reading. He 
underlines the importance of history “that teaches us to be eager and get familiar with 
the facts and thoughts of great people and the important events our predecessors had 
experienced and which are worth to remember.” Hungarian kings are also mentioned in 
the book, and the most significant place among them belongs to Iancu Corvin de 
Hunedoara. The author highlights the Romanian origin of the prince, listing properties of 
Corvin family in Transylvania.  
 
Textbooks written by the teachers from Arad in the late nineteenth century were used 
for several decades, and in the mentioned period several editions of these textbooks 
were published. The list of textbooks made in 1936 shows that among those used in the 
last five years in the school in Sâmbăteni there are those published in the end of the 
nineteenth century and early twentieth century. The textbooks General Agronomy for the 
fifth grade and Cattle Breeting for the seventh grade written by Iuliu Vuia were used, as 
well as an agronomy textbook written by Ioan Tuducescu.  
 
Among important textbooks authors the prominent place belonged to Iulian Vuia, who 
wrote them starting from the latest and most contemporary principles of pedagogy. He 
wrote several primers. The most significant one was the Primer for the first primary school 

grade written according to the method of live sounds introduced by I. Gabel, whose first 
edition was published in Arad in 1905 where it was well received. By 1913 the manual was 
reprinted for seven times. The consistory of Arad approved the use of the new in 
December 22nd 1906, according to the peer-review written by the pedagogue Petru Pipos. 
The primer was used in numerous schools in Transylvania and Banat. Teachers from Brad 
thought that “outstanding results” can be reached according to the use of the new 
primer. Viua was also the author of a number of readers published in the first decade of 
the twentieth century diocesan printing house in Arad.  The Reader for the fifth and sixth 

grade of primary school was published in 1912, the textbook compiled according to the 
new curriculum. In the peer-review published in the journal Romanul issued in Arad in 
September 19th 1912, importance of readers was emphasized and it was stated that they 
could be considered “gospels of confessional schools”. The author insisted on certain 
famous personalities of Romanian culture, emphasizing traditions and legends of 
Romanian people and highlighting the cultural unity of the Romanians.  
 
In his primers Juliu Vuia dedicated a lot of attention to important figures of Romanian 
culture, like, for example, Anton Pan, Mihai Eminescu, Dimitrije Bolintineanu, Vasile 
Aleksandri, George Coşbuc or Dimitrie Ţichindeal. The teacher from Babat was the author 
of grammar textbook for public schools. In 1906 the following textbooks were published 
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in Arad: Practical Course in Romanian language; Etymology, Syntax, Stylistics, Spelling and 

Literature for grades III-VI. Until 1913 the textbooks had 9 issues and the last one dating 
back in 1913 was compiled according to the requirements imposed by the new curriculum.  
 
Through his primers and readers Iuliu Vuia introduced the idea of national character of 
pedagogy in practice and supported development of practical teaching, since he was the 
author of important books on agriculture and economics. In 1904 in Brasov he published 
The Practical Natural History Teaching for Public schools which was by 1911 reprinted for 
three times. In the preface to the 1911 textbook the author starts from pedagogical ideas 
of Luben and Jung and attributes importance of knowing about resources: “being 
familiar with the products of nature is of great importance, having in mind that the better 
and more accurately we know them, the better we can use them for our own benefit”. 
His recommendation to teachers when teaching natural history contents was to start 
with the elements their students are familiar with in order to gradually get to unknown 
elements. The textbook was used in Transylvania and Banat and was approved by the 
Ministry. According to the Regulation No. 2384 of July 6 1904 the textbook was approved 
by the Consistory in Arad and in March 1906 by the Consistory of Caransebes. In 1906 The 

Practical Course in National Economy for Primary Schools was published in Arad. It was 
intended for students of fifth and sixth grade and offered knowledge in agriculture, 
horticulture, fruit growing, viticulture, as well as basic notions of beekeeping and cattle 
breeding. According to his textbooks in agronomy and economy Vuia exercised powerful 
influence on the changes in mentality of Romanian people living in villages, having in 
mind that from the very young age students had the opportunity to acquire basic 
agriculture notions which could be subsequently applied in practice. An observation can 
be made that in the late nineteenth century and early twentieth century agricultural 
schools started to develop and there was an increased number of students, children of 
wealthy farmers who attended these schools.  
 
In the late nineteenth century and early twentieth century a number of teachers from 
Arad became important teachers and pedagogues, supported by the professors who 
used to work in Preaparandia in Arad. This is the period when the teachers Josif 
Moldovan, Petru Vancu, Iuliu Grofşorean, Nicholai Stefu and Nikolae Boskaj started their 
pedagogical activity. They published many textbooks. According to the initiative of Josif 
Moldovan the teachers from Arad published A primer – first reader In 1897. This book was 
used in numerous schools and in the period of 10 years in had 7 issues, each of them in 
not less than 10000 copies.8 The textbook was acknowledged in Bucharest, as well, 
where in one review it was presented as “superior in regard to both its contents and 
graphic design, when compared to other former textbooks”.9 As a consequence of their 
success in 1897 teachers from Arad published a whole range of school textbooks for 
Romanian language teaching. However, they used to face numerous problems which 
were the consequence of the measures taken by the authorities in Budapest. The sixth 
edition of the Second reader for public school students was conditioned by deletion of 
certain patriotic poems and songs, while in the case of the textbooks for the fourth, fifth 

                                                             

8 Dan Roman, Oameni de seamă ai Aradului, EdVasile Goldiş University Press, Arad 2011, 86. 
9 Ibid, p.97  
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and sixth grade, the authorities demanded “supplementation by the contents regarding 
geography, constitution and history of Hungary.”10  In 1910 the reader for the third grade 
was banned because it did not contain the poem My Country as it had been requested by 
authorities in Budapest in 1908.  
 
At the end of the nineteenth century, due to the politics of Budapest, schools and church 
became the most important Romanian institutions in the empire. Arad became an 
important cultural and political centre where a number of professors and teachers were 
active, searching for solutions of the problems Romanian schools were facing, having in 
mind the consequences of a difficult conditions teaching in Romanian language was 
going through after the measures of hungarization introduced by the authorities. It these 
conditions the pedagogues in Arad were investing a lot of efforts in development of 
education in Romanian language and development of Romanian national awareness in 
villages in Romania. Numerous intellectuals had great influence on preservation of 
national awareness preparing Romanian society for the unification with the mother 
country.  
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Annotation: The article is dedicated to studying the question of project 
method of training and education within the system “school – higher 
educational institution” application on the material of Russian reforms 
in the sphere of education. The state and perspectives of maintenance 
and development of Russian culture potential are analyzed. This takes 
place in the context of opportunities that are revealed by application 
of the abovementioned method in the process of organizational 
structure development and steady education system content filling.  
 

Keywords: innovational matrixes, learning capability, project method, 
changes management. 

 
 
Contemporary education throughout the world unquestionably keeps on remaining one 
of the most important ways of culture’s transmission. At that, in this case we can speak 
not only about succession with respect to cultural heredity; but what is especially 
important nowadays, we can speak about the transmission of the most “actual” part of 
culture – ability to creativity. In societies of middle-scaled development such ability to 
“creative activity” is usually associated with the system modernization of the whole way 
of life – economics, social structure, politics; sphere of everyday life and occupation. For 
more “advanced” social organisms the term “innovational matrixes” is used. This term 
characterizes readiness, capability and even, maybe, skill to face unforeseen quantitative 
and qualitative changes in the system not as a situation of  “fail”  of  a smoothly running 
mechanism, but as a pretext for optimization of either the whole order of  its functioning 
or nontrivial processing of system whole single fragments. As a matter of fact, in both 
cases dynamic approach to understanding of structure and nature of social organism 
functioning, connected to the setting of the task of “changes management”, is realized. 
In its turn, “changes management” is oriented on detection of heuristic component of 
cognition as practically valuable “competence” without which contemporary specialist 
will not be fit to any (and not only to administrative) work; and contemporary education 
will not meet the needs of quality standards. In other words, taking in account Hegel’s 
words, this form of education will not be education as it is, for quality in this case is 
capability to be yourself and not something other. Indeed, as one Russian humourist 
questioned rhetorically: “What cheese of low quality is? Is it not cheese already or not 
cheese yet?” so as not corresponding to quality standard education – already not 
education or not education yet.  
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This particular problem is present in contemporary society regardless of its social-
economical “high-status position” and system of education development. Certain crisis of 
education is observed as in developed countries of Europe and America, as in former 
USSR area. Such diagnostics is usually connected with reasoning on “crisis of identity” of 
information and post information society man. To put it simpler, they refer to specific 
overcharges inherent in contemporary approaches to mastering knowledge in which 
extreme volume combines with exceeding specification, which in its turn is badly 
compatible with anthropological parameters of an average homo sapiens.  
 
On the other hand, “underupload” of information, its “spamization at the entrance” (that 
in most cases takes place in contemporary youth’s environment that is ready “to 
download without reading”) is fraught with absence of clearly stated foundations, 
“gnoselogical foundation” in a sense, without which no knowledge will withstand. And 
the skills acquired in the course of practical activity will scarcely prove to be pragmatically 
correct. 
 
In the context of the abovementioned it makes sense to consider other opportunities of 
work with specific problems that are inherent to contemporary stage of culture’s 
development and, as a consequence, existing shift in the relationships “learner – 
educator”. Such features of contemporary approach to education as its subject-subject 
interpretation, learner-centered approach and aspiration to practical orientation, from 
my point of view, must be supplemented with indicating a relatively new aspect of 
contemporary teaching interactivity (and education), which is necessity for application of 
project method as a steady process of education practice (at least, at the stage “school – 
higher educational institution”). This method appears to be one of the key elements of 
innovative matrix corresponding to the prospective tasks of modernization not only of 
educational space of the Russian Federation but also of the whole Russian society 
(Shestopal 2012:168).  
 
By and large the given method is well-known and has been applied for rather a long time 
in the system of Russian education (at school, first of all). It has obtained special 
development over the last ten years when quality indices of reports began to be 
influenced by, including, the quantity of projects prepared in collaboration of pupils and 
teachers. These projects belong to different fields: from social (for example, creating of a 
wooden construction of “Yolochka” for its setting up on New Year’s Day in a children’s 
home under the patronage) to  scientific - academic (designing  projects in the field of 
genetic engineering, programs for artificial intellect and so on.). The progress of Russian 
schoolchildren in this field is known due to their participation in international academic 
competitions in which they rather often get a place; as well as owing to introduction of 
some discoveries into national economy. 
 
Thus, project method has influenced the selection of “good quality material” for 
“entrance” into higher educational institution space. It resulted into “green light” given 
at the entrance to the winners of different All-Russian contests and academic 
competitions that have relevant reputation and acknowledged by the Ministry of 
Education and Science as a platform for realization of a really creative approach to 
knowledge and revelation of its participants’ intellectual potential. 
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It goes without saying that emphasis on the stated method will have at least some 
prospective meaning only in case if its vector is unambiguously directed the other way 

round from imitation connected with corruption tendencies in Russian society. The 
problem of “incoming knowledge” and struggle against its imitation, however, is faced in 
“western” society. Such situation exists in spite the fact that in developed countries of 
Europe 

• there is no corruption in this sector “by definition” as education there is mainly 
free of charge, 

• anti-corruption control is so strong that it makes no sense to oppose it, 

• “matura” (certificate of obtaining secondary education that is sufficient for 
entrance to higher educational institution) is so difficult to obtain that there is 
almost no competition at enrollment into upper secondary forms (vice versa, 
there is a problem of enrollment into higher educational institution!)… 

 
At the same time, in developed countries the number of those who want to continue 
education is getting less and less, according to mass media and personal observations. 
Employers’ request for house painters and plumbers, gas plumbers and cashiers in 
supermarkets, let’s suppose, in Austria is incommensurably high in comparison with 
minor demand for conservatoire professors or doctors in the field of biotechnology. 
Created by society demand today dictates conspicuous “lowering of level” in distribution 
of “prestigious” and “of no prestige” professions; and it also convincingly demonstrates 
the prospect of development of service production sphere in different directions. So, in 
Europe, for example, salaries have significantly grown in the sphere of medical and 
psychological help, but not “in general”, and principally applied to care of elderly well-off 
clients. Top-class hairdresser’s salary is characterized by relatively more stability of 
income in comparison with the position of a stockbroker or an ordinary lawyer. 
Prestigious and well-paid positions of employees of state and state officials, however, 
require significant psychological and moral “response”, which is not attractive in 
comparison with other sectors of employment. 
 
In Russia this problem is no less acute (Glagolev 2012: 10). Dramatic fall in industrial and 
agricultural production, that “swayed” the process of labor resource redistribution in 
1990-s in direction of small-scale trade (if to be precise, resale), small and medium–sized 
business prevalence, today has led to moving of qualified workforce to those spheres 
where salary is relevant to “an average” standard of life. What is meant here is creation 
of “the army” of non-departmental security service, “cubicle drones”, development of 
different services sector branches (including trade and network communications). 
Former teachers and manufacturing process technicians become salesmen of everyday 
goods; and former military pilots and engineers – taxi and shuttle bus drivers. Part of 
“human capital” of Russia did not manage to adjust itself to “new format” and 
declassified (former diplomats became truck farmers; composers – homeless people). 
Another part managed to adapt to changed conditions, “having blended” with regular 
unpredictable turn of social entity life and connected with this new requirements. At that 
services sector – with the help of domestic economy theorists “copying” far and away 
not the most successful western standards – in 1990-s  was replenished with such a 
significant sector as educating and up-bringing of growing generation. 
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Correspondingly, the generation that begins the world after the changes so fundamental 
to our motherland have taken place faces the task to “blend” with new sociocultural and 
economical reality in accordance with their own notion of required standard of life (and 
salary of course). Economical reasons become the leading ones at choosing profession. 
As a consequence, the realization of the fact that “you will have to do it all your life” 
comes, as a rule, much later than a man chooses specialty (including the profession that 
he is preparing himself while getting higher education). So here comes paradox: most 
graduates from Russian higher educational institutions (both technical and the 
humanities) are not going to work in the speciality. On the other hand, getting an 
opportunity to become, for example, a high-paid manager, they find with surprise in 2-3 
years that such work is not interesting to them at all. Moreover, having earned a little 
money (for “a parachute”, though not necessarily “a golden one”), they would like to 
employ themselves into something significant, useful for their own soul and surrounding 
them people. One of the aspects of management theory and practice, that has revealed 
its potential on the background of crisis phenomena of contemporary Russian reality, 
encloses in the fact that in minds of economy organizers prevails the idea that 
professionalism is not a necessary condition at all for efficient management. More than 
that, one can manage a process not knowing its peculiarities. 
 
It might be that one can manage. But you can’t develop process, “move” it into sought 
direction, creating “innovative changes ground” within the framework of evolutionary or 
emergent development of situation (but not its radical demolition). 
 
For organizational efforts of such level “general management” is unacceptable. 
Combination of professionalism acquired in the process of education and skills obtained 
in applied exploration of acquired knowledge (on production traineeship and so on) is 
security of obtaining required initial competence of any specialist. 
 
Thus high-quality education keeps on remaining the key to obtaining minimal skills. It’s 
quite another matter with the fact that not all the skills of this kind should be offered in 
the format of higher education. Development of the network of worthy vocational 
technical training (to speak more precisely, such network restoration on the level of 
contemporary requirements) is one of the tasks set to Russian reality. On the other hand, 
culture’s translation in its “stationary” and “innovative” dialectical unity supposes 
learner’s personality development (and in this case!) not according to the principle of 
“cog in the machine” of social production, having no other interests but exceptionally 
vital… And this means that even at this level native language (as well as a foreign one, 
depending on production priorities in this or that sphere), national and world literature, 
psychology and many other socio-humanistic disciplines will be in great demand. 
Otherwise society will get not a specialist of “operating level”, but a disposable consumer 
whose life can become not only a form of spiritual hibernation, but also a foundation for 
development of rather concrete forms of social disease (from crime level growth to the 
number of suicides growth).  
 
It means that it is possible to suppose that “high” level of education professions will be 
demanded by society. Though not bringing direct momentary effect (net profit, etc.), at 



 

Silantjeva: PROJECT METHOD IN THE SYSTEM “SCHOOL – HIGHER EDUCATIONAL INSTITUTION” 
________________________________________________________________________________________________ 

 82 

least, they amortize social disbalances, soften disproportions and smooth out 
dysfunctions of social organism’s existence. 
 
It should be emphasized that in societies of different types (as in the West, so in Russia) 
such problems appeared and were solved even earlier. For example, in the USA at the 
state level works the program of encouraging of young talented people who are ready to 
study, master new knowledge requiring systematic development of personal and 
professional qualities. We can take as an example southern American states where one 
can have increase “for mathematics studying” at nonmathematical faculties of 
universities: the charge for education is reduced by a sum of approximately 10 000 dollars 
in case if a student is going to take an exam in mathematics. The flexible system of grants 
allows taking part in the competition to obtain grants and thus partially or completely set 
oneself free from the charge. Self-maintenance during the years of education by means 
of these grants is not always sufficient. Nevertheless, an opportunity to participate in 
designing of some scientific project creates conditions for getting an independent source 
of income covering personal accommodation and board expenses. If a student doesn’t 
have a calling for scientific activity, it is not shameful for him to earn his living working at 
“of no prestige” positions of a salesman or waiter. 
 
In Russia the program of selection of talented young men from “out-of-the-way place” 
for their further education in prestigious higher educational institutions of the country 
has existed since the Soviet period. If earlier only MIFI and Moscow Physics – and- 
technology University allotted money to this program, now almost all the higher 
educational institutions are forced “to secure their rear” working with school-leavers by 
means of collaboration programs “school-higher educational institution” (by organizing 
academic competitions, sections and other forms of schoolchildren’s involving into 
educational space of their future education potential environment). Moscow State 
University today is the leader in organizing such events. The TV quiz show “Umniki & 
Umnitsy” also deserves words of praise, for its winners get an opportunity to enter 
MGIMO without taking exams. 
 
In essence, suchlike events realize the very project method that has already been 
mentioned. Initial format of different contests on local, municipal, regional, All-Russian or 
international level is the following: a schoolchild under teacher’s supervision (sometimes 
– together with parents and/ or with higher educational institution instructor) makes 
some interesting to him and of current importance research; then he submits this  
research to jurors’ consideration. 
 
It should be noted that according to the statistics it is by parents together with children 
that most part of such projects is performed (up to 90% of supervisors are teachers, 
instructors and researchers. As a rule, it is parents who 

• are aware of such competitions; 

• realize their value for further overcoming of “the filters” that are at the 
entrance to higher educational institution (under other equal conditions 
preference is given to school-leavers that have good “portfolio”, i.e. a set of 
commendations and diplomas for winning or at least participating in different 
contests and academic competitions); 
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• are able to interest the child by offered project, motivate him to take part in 
rather labour-intensive work, new for him and therefore (at least at the 
beginning) of heightened psychological complexity threshold, etc. 

 
What is remarkable is that from the organizers’ side there is no hampering parents’ 
participation, on the contrary – it is encouraged. As a juror of some of such contests I can 
confirm with confidence the absence of “programmed” winnings: existing criteria of 
selection and conscientious experts allow various parameters to be taken into account 
(from embodiment of really significant values in the project to the skills of teamwork and 
accomplishing of work). Besides live events there are remote contests (“Russkiy 
medvezhonok”). For relatively small charge to organizers (50 rubles – approximately 2 
dollars) children write a paper in which non-standard tasks on different subjects are 
collected. These tusks slightly exceed the level of initial material that is to be thoroughly 
studied according to the program. In essence it is one of the most precise and 
conscientious system of testing schoolchildren’s real knowledge. Unlike, by the way, 
State Final Certification – end-of-year exam (after 9 forms) to upper secondary forms and 
Unified State Final Exam – final examination on the course of secondary school in which 
the elements of surplus formalism and “subjectivity” at preparing tests only add to 
corruptibility picture of certain organizations that lobby introduction of this testing 
system. Scandals and “cause célèbre” connected with the abovementioned abuses 
outrage Russian public every year. However, complete overcoming of these phenomena 
in the existing situation seems to be unlikely: commercialized education is a fertile field 
for those who are fond of “catching fish in muddy water”. From this point of view the 
system of contests and academic competitions acts as educational institutions 
atmosphere “purifier” as it makes at least some teachers reconsider their psychological 
aims that are realized in the process of teaching of his or that subject. Thus, today the 
teacher is not set the task to “teach” – “to educate” will just be enough. It is so because 
to fulfill some exceptionally commercial task you don’t need to inspire and encourage a 
child that can’t grasp this or that material. Vice versa, you will need to convince him that 
without additional paid classes (even if officially paid) in no way will he master the 
wisdom of fractions multiplication or literary analysis of I.S. Turgenev’s work “Mu-Mu”. 
The statements “You are incapable”, “Not everyone needs mathematics” (it is in primary 
school!) and so on become refrains. Project method “smashes” suchlike aims. By the way, 
these aims are not always the consequence of systematic ill-intentioned influence on 
children. More often it is “just” a consequence of general unwholesome atmosphere 
existing in moral consciousness of narrow minded “new school” representatives. 
 
In the process of preparation and realization of a project every child, in accordance with 
his initial level (not all children are “ready-made” geniuses) and made efforts, “diligence”, 
he must show definite result. Here it logically makes no sense “to drag out” the solution 
of the issue demonstrating the necessity of additional “refueling of the car” that 
“otherwise won’t drive”. It is exactly vice versa – the faster and more efficient, “with full 
devotion”, the small collective of children and adults, “small research group”, will work, 
the more weighty will be the “prize” in the form work completion and its presentation at 
competitive selection. Even if a research (on history of native town, for example) in fact is 
done mainly by a teacher, and a child is merely “crammed” to represent it in the context 
of “school conference” – the result of pedagogical influence is not “null”. Mastering the 
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material, “cramming” it a schoolchild is preparing for the answers to the questions, i.e. 
examines main scientific problems that usually are even not considered during the lesson. 
The lesson is usually reduced to presentation of pages from student’s book on history on 
“interactive” board and their voicing by the teacher… 
 
Thus, project method not only “makes healthier” the commercialized atmosphere of 
school education, but also convincingly shows children the specificity of highly qualified 
labour connected with the necessity of obtaining higher education: 

• this labour requires full devotion; 

• it allows getting satisfaction to which there are no analogues among known 
pleasures of hedonistic type; 

• it accustoms to work in team (Litvak 2012:235); 

• it interconnects generations orienting on mastering of created “before you”; 

• it gives you an opportunity “to make your presence felt” making emphasis on  
achievement of new results, in which the rout of your own search, its grounds 
become a socially (and sometimes scientifically) significant phenomenon. 

 
“Club” projects of schoolchildren-school-leavers, which are popular nowadays in city 
environment as live events and in some schools of towns and rural area as remote or 
correspondence events, is the step towards development of these value guiding lines 
enabling to rise prestige of higher educational institution. Being included “beforehand” 
into problematic (higher educational institution, not “school-boyish” in type 
presentation) mastering of material, schoolchildren thus: 

• have additional sphere to meet the common spirit and definite methods of 
research activity, 

• develop ability to critical thinking (that is nearly “killed” by the testing system of 
knowledge quality control), 

• get an opportunity of prospective “business” communication, to put it simpler, 
interesting professional communication enriching them by meeting with 
bearers of high level scientific consciousness, and the above mentioned bearers 
– with “fresh insight” into well-known problems. 

 
At this stage, in essence, skills can be formed that are necessary for involving the future 
student into the system of higher education science from the first days in the educational 
space of higher educational institution. As practice shows, considered choice of higher 
educational institution and active participation in scientific projects today is one of the 
urgent tasks set to students and, logically, to administrative-pedagogical collective of 
higher educational institutions. The enrollment of learners to higher educational 
institutions somehow can be stimulated in the direction of improvement of indices “at 
entrance”, whereas the problem of motivated attitude to education is one of the most 
difficult to solve among the students of full time form of study. Taking education in 
higher educational institution as some kind of a prize won as a result of extra strenuous 
training during school years(or paid from parents purse), part of Bachelor's programme 
students doesn't consider education in higher educational institution a process requiring 
mastering of new techniques of education, not to mention new knowledge. The 
students, that got high grades at Unified State Exam at times reproach teachers with 
incompetence at hearing unknown words. The illustrative example: a linguist, Candidate 
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of Science, one of acknowledged experts in the field of the Russian language and at the 
sometime a teacher giving lessons of logic to lawyers used professional term unknown to 
one of his students. The student without even a shade of humor put to shame the 
teacher, explaining that he had obtained 98 marks at Unified State Exam in the Russian 
language (existing maximum in this system is 100 marks). That is why if he, a freshmen, 
doesn't know such term - it means it doesn't exist... 
The statistics that is in my disposition shows the following proportion of motivation of 
lawyer students of the 1t course (with advanced study of 2 foreign languages) in its 
relation to the prospect of working in the chosen profession: 
 
Figure 1. 
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Row 1 (blue color) shows the number of students having decided to work in the future in 
the chosen profession ; row 2 (red) – the number of those who are definitely not going to 
this. The green light (row 3) marks “indecisive ones” those who don't exclude for 
themselves employment according to their speciality and on the other land , don't mind 
getting another job, not connected with the profession directly (for example the position 
of a corporation's leader or his assistant). Higher educational institution that held this 
research is considered as one of prestigious; perhaps that is why the index of “indecisive 
ones” here is rather high. At different number and nationality make up of academic 
groups, percentage proportion between several sectors of preferences, as we can see, 
remains approximately the same. 
 
In a little bit different way preferences are distributed depending on a chosen profession. 
Thus, in prestigious economics higher educational institution of Moscow preferences 
distribution is the following (data from 2011/2012 academic year): 
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Figure 2. 
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Rows of preferences on the given diagram remain the same as in Fig. 1 – work in speciality 
is preferable (blue color); excluded (red); not excluded but not necessary (green). At this 
lawyers (freshmen) also get specialization in the field of political science (until advanced 
study of foreign language); nationality make-up of both researched groups: 90% - 
representatives of Northern Caucasian republics and Transcaucasia. During oral survey 
regardless of progress students expressed firm conviction in the fact that after 
graduating from higher educational institution they will work as managers in the firms 
belonging to their relatives or parents. 
 
Economists (2 course) (data about them is presented in table 2) – students of 2 elite 
groups studying economical mathematics with advanced study of one foreign language. 
At that in each there are people that have headed their own enterprise for along time and 
successfully (by 2 people) and those who have worked in specialization “economist” in a 
bank, as well. In both groups persons that have reported they are further not going to 
work speciality are also “engaged”: in first case it is an employee of sports center of the 
same higher educational institution; in the second – it computer security specialist, the 
head of the corresponding department in one of private banks of Moscow. Nationality 
make-up includes representatives of different peoples living on the territory of the 
Russian Federation (with the exception of Northern Caucasus and Transcaucasia). 
 
Comparison of the obtained information enables to suppose that, regardless of 
knowledge of a foreign language, lawyers are more “attached” to the profession and 
they are receiving and more oriented on the prospect of taking up executive positions. As 
the students explain, juridical education will help them in this case to avoid machinations 
from their own subordinates. On the contrary, economists-mathematicians are involved 
into operating process (mainly in their own immediate profession) already during the 
process of education. At that their being in demand is determined not by “technical” 
abilities in the field of accounting but the very skills of strategic and tactical planning of 
conducting financial transactions and other operations enabling to increase firm's profits, 
decrease costs and “play” in perspective economy development areas. 
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“Unofficial” surveys, analogous to ones described above, having been conducted in less 
prestigious higher educational institutions (for example in pedagogical institutes of 
Moscow and Tula) usually show the increase in number of “renunciators” to whom the 
whole interest encloses in availably of the Diploma of Higher education itself and not its 
definite specialization but, admittedly, without aspiration to taking up executive 
positions. 
 
It should be emphasized that the given absolute indices correspond to percentage ratio 
with precision to within 8-12% (selection on similar faculties of different higher 
educational institutes). At that the biggest “plus” in inventions to work in the future 
directly in specialty give freshmen-economists and journalists; if to speak about the least 
one – it is among teachers and political scientists. 
 
Thus, higher education is perceived by most part of students as “a permit to paradise” of 
high and middling paid positions. Partly such policy can work in positive way: educability 
as it is the quality, indeed, rather and mainly in demand in the dynamic working 
environment engulfed by modernization trends. However absence of professionalism in 
whatever sphere just reduces educability index emphasizing only availability of 
promptness in obeying and absence of their own initiative. For contemporary working 
environment the growth of such indices is a danger signal, for lacking initiative and 
intellectual agility blind performers are hindrance for introduction of innovation 
technological schemes. The demand’s sphere of such “diplomas” is extremely narrow. 
Here has place “order” political rather than economical: we speak not about formation of 
dynamically developing system of social production but about formation of “obedient” 
electorate. It will not be a revelation to state that in contemporary information society 
for a representative of “middle ranking” production (as it is for it that bachelors are 
supposed to be trained) science in “prudent” usage of own and someone’s initiative is 
almost the main condition of a specialist's competence. 
 
The problem of increasing of interest in acquiring knowledge, abilities and skills in the 
chosen speciality can be stimulated by creation of initiative research groups in which, at 
an adequate level, students accomplish interesting to them scientific and applied tasks 
starting from the first year of education. For example, they become familiar with 
specificity of different states legal systems in the language of a studied country. All this is 
carried out in the context of direct communication with representatives of these states, 
which enables to asses juridical and legal reality of other countries, its deference from 
Russian reality, etc. 
 
The joy given to a bachelor student by his entrance can under some conditions last up to 
the end of education in Master's degree programme and even Post-graduate studies. 
Correspondingly “at the output” one gets a specialist that is absolutely not interested in 
essential content of his profession. The object of his interest is, at best, a pecuniary 
recompense for performed work or career advancement – the motivation that make 
sense only presence of purposeful professional motivation. In certain cases (“difficult” 
and substantial diploma) out of this contingent appear employees of management 
sphere and senior executives of other economics and politics branches. I suppose that 
the situation can and must be changed at the level of the first - second years of 
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education. This opportunity won't be missed only in the case when a student gets a 
sphere of his own interest as the field of purposeful self-assertion. Project method is one 
of the ways to create such motivation. 
 
Master's degree programme in contemporary Russian interpretation is time spent on 
“perfecting” knowledge acquired in Bachelor's programme. There are more academic 
hours for independent work in this programme. Consequently, there is less of 
“schoolboysh” education to special courses of study. That is why to significant part of 
Master’s training course students that haven't learnt to work independently, Master's 
degree programme is just another “serving” of duty “to stand in a queue for diploma”. 
Management job, “by definition” fully corresponding only the level of postgraduate's 
training, is a “delicious titbit”. However, good quality education here should really be 
supplemented with parallel occupational work. Not rarely coordination of employers and 
educational structures efforts with all this going on not only is not supposed but is also 
absent in foreseeable prospect: an employer “re-trains” an employee performing the 
function of disavowal of acquired knowledge value. Obtaining of diploma postponed to 2 
additional years is psychologically perceived as a vexatious obstacle in the way of 
achieving set goals of career and material welfare. 
 
In this case project method is one of the simplest ways of connection of production and 
educational institutions. Definite part of future graduate students solves this problem by 
their active involvement at their last year into pedagogical practice and thus – after 
obtaining diploma – replenishing ranks of academic teaching staff of higher educational 
institutes themselves. Nevertheless the solution of these tasks just partly covers the 
general task of graduate students' employment oriented on getting a job according to 
acquired high qualification. 
 
I suppose that among the prospective directions for creation and realization of suchlike 
projects are various production associations that coordinate their personnel plans with 
higher educational institution organizations at purposeful level. The example is “Day of 
career” in MGIMO (U) organized by large firms the heads of which are from amongst of 
graduates of the University and therefore get their bearings well in possible 
“advantages” and “disadvantages” of future employees. However one should not count 
out one more “reproductive-educational” back up that is assignment of part of graduates 
to educational organizations of school level. The practice of no prestige today but which 
was widespread earlier in the USSR, in essence, is in rather a great demand in case if 
Russia adopts the script of development and not of stagnation with subsequent decay. 
The contribution to school education is the contribution to the future. It will be rewarded 
with the next generation. But if not to contribute or do it in “an impaired” way (and 
significant impairment is especially observed in periods of destabilization and decrease of 
secondary education general level) then the country is deprived of the future. Certain 
steps are being made in this direction. Thus, the level of teachers’ salaries in some regions 
surpasses real salaries of staff.  
 
Concealed competition of school and higher educational institution, that is peculiar to 
contemporary stage of their cooperation in the Russian Federation, reveals itself not only 
in comparison of standard of living and income in these spheres (very often – not in 
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favour of  higher educational institutions), but also in the absence of aim at collaboration. 
This peculiarity is inherent in the selfsame system of contrasting test method of 
knowledge quality control used “at the output” of school education – and content (still!) 
system of marks adopted in higher educational institution. Complete conversion of higher 
educational institutions to similar system of marks will lead to students’ full loss of ability 
to think, analyze situations and make nontrivial decisions.  This gap in the system “school 
– higher educational institution” can also be replenished by active involvement of 
teachers into collaboration with higher educational institution organizations. Projects and 
their presentation, different kinds of conferences and other means of professional 
communication in no ways are “chatter” as some unqualified “effective managers” of 
education suspect but a means of professional communication: exchange of views, 
demonstration of achievements and their critical analysis. All this composes the essential 
condition for professional development of pedagogical staff realizes innovation potential 
of  educational sphere and allows revealing of  teachers’ creative abilities. Without 
revealing and developing of the abovementioned abilities it makes no sense to speak 
about full value school education. 
 
So, on the one hand, there is involvement of higher educational institutions teachers into 
school education space and involvement of school teachers into the space of joint 
discussion and solution of professional educative and educational and pedagogic tasks - 
on the other. They both allow compensating existing “gaps”. Projects of this kind already 
exist and are realized. Among them there is collaboration of large chemical concerns 
(Uralkhim), chemistry and biology faculties of State Moscow University with Moscow 
school – Educational centre №1485. Also we reckon among such projects conducting joint 
events by teachers of this school and teachers of MGIMO University’s Philosophy Chair, 
for example, joint discussion of urgent problems of school and higher education 
coordination at MGIMO Science Days held in April of 2013.    
 
Today in Russia the question of creation of the so-called “third step” of education is 
raised as a separate entry in the reform of higher education. It is supposed to be an 
analogue to contemporary Post Graduate Study, “the output” of which will enclose in 
creation of stratum of people having obtained Doctor’s degree of “new format”. As in 
the “Education Act” for the moment in this question there are still a lot of uncertainties 
(2013: http://www.zakonrf.info/zakon-ob-obrazovanii/) then attention should be focused 
on those points on which organizational decisions are already made. In particular it is 
about “full-format” occupation of learners at this stage, i. e. it is not only about their 
mastering of relevant interactive programs (which results in obtaining the certificate of 
acquiring higher level qualification in this field), but also about the prospect (existing just 
for some of learners) to participate in scientific subject matter work getting salary for it 
and opportunity of subsequent defense of full-value scientific paper.  
 
The last of the abovementioned ones variant of scientific work organization represents 
itself nothing else than project method variation applied to the third stage of education. 
But collaboration in this field is supposed to be implemented not only with colleagues – 
staff of higher educational institution, but also with Master’s training course students 
trained in this (or similar) direction. In essence, here we speak about tutorial system. 
Tutorage is the idea that hardly makes its way in the system of Russian education; 
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however, without it the rational organization of educational process is, obviously, 
impossible. 
 
The important part of training and successful implementation of forethought innovation 
is creation of adequate interrelated programmes gathered on the modular principle. The 
“module principle” implies not “brevity” and “conciseness” of the read curriculums, 
where the speed of subjects mastering is such that students don’t manage to understand 
its essence and “the reporting form” – a credit or exam –is already to come. It is 
supposed that “constructive elements” of the course in the form of separate 
programmes, firstly, will be regularly updated; secondly, their “assemble” itself will 
depend on practical tasks set by the given educational-scientific collective.  
 
For example, while composing the plan of academic disciplines in the programme 
“Culturology”, according to this format it is supposed to organize advanced study of the 
most significant linguocultures on the regional principle (Gurevich 2008: 62). However, 
depending on the tasks set to a group of researches, such approach should be 
supplemented with advanced study of the region (and its cultural peculiarities) which is 
predominantly studied in the context of suggested by them research project. Realization 
of general purposes of this kind, undoubtedly, will be corrected in the course of concrete 
scientific designs implementation. One thing is clear – project method to a considerable 
degree reproduces the experience of rather familiar scientific work methods having 
produced a great effect already in the soviet period. Selected exceptionally for the 
reasons of scientific efficiency and psychological compatibility – regardless of their sex, 
age and “ranks”, scientific collective in its essential content not that much differs from 
“boxes”, design departments of recent past and “mickey-mouse outfits” of pre-war and 
post-war periods. It is obvious that not only positive but also negative sides of scientific 
work organization according to this principle should be taken into account together with 
the experience of the abovementioned organizations. 
 
Innovation potential of such collectives is difficult to overestimate. It will obviously not 
only increase but also decrease; that is why the type of “modular construction” described 
above should also spread to organizational forms  used at creating collectives like this. 
Flexible system of financing that guarantees a minimum for any well-reasoned research 
and maximum for one reasoned utmost convincingly – is one of the ways to support 
“modest beginners” and “to sideline” immodest “seasoned” members of scientific 
projects. Thus, the creation process of conditions for realization of scientific tasks can’t 
fail to take into account real opportunities that exist in higher educational institutions for 
realization of relevant ideas. Joint projects of chairs, interested in it bachelors, 
prospective Master’s training course students and enthusiastic post graduates are a 
serious organizational-cadre task. This task can be supervised only by experienced 
specialists in the field of scientific policy, the scientists that are able to lead, to enthrall by 
the activity they are involved in, i.e. real heads of scientific schools and trends supported 
by the opportunities of administrative and financial and organizational source. It would 
be an inexcusable naivety to consider the solution of these tasks exclusively a matter of 
“efficient management”. Only high class professionals can combine in one person ability 
and willingness to solution of so complicated and multilevel tasks. From here follows one 
more necessary requirement: existing today in main structural subdivisions of Russian 
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higher educational institutions, human resources potential of administration should 

mainly be preserved for solution of set tasks.  It is relevant to remember a Russian 
proverb: one does not change horses in midstream. That is why the idea according to 
which innovation trends can be reinforced simply by having changed staff ratio in higher 
educational institutions to the following one: 70 % of young Doctors of Science at the age 
of up to 30 years, the rest are older – is an idea extremely destructive for the whole 
system in general. Wise manager will not “suppress” young Doctors as dynamic young 
men will spare him the solution of those problems that he (owing to technical and 
psychological reasons) himself finds difficulty in coping with…. 
 
Nevertheless without the support – by means of advice or participation - of older 
generation scientists and administrators young scientists are doomed to committing 
“superfluous” mistakes and reinvent the wheel where it can easily be avoided. Lack of 
foresight while conducting cadre arrangement is one of the most “high-priced” mistakes 
among all possible. It should also be considered when taking as a guide for action 
concrete strategies of higher educational institutions development at contemporary 
stage of Russian reforms of higher education. 
 
Taking into account the experience of Western countries will help to realize prospective 
projects. But it should be reminded that the aspiration to homogenize educational area 
around the world at any price is yet another chimera which will cost a fortune to national 
educational systems. At that the solution of this problem, as it seems to me, lies aside 
from introduction of compulsory “Orthodoxy courses” in all educational institutions. 
Significantly great effect (including on the acquaintance with Orthodox culture) will 
produce, from my point of view, highly qualified people’s invitation to collaboration on 
the basis of project method. This group of people consists of specialists in their field that 
are capable of transmitting together with high professionalism also the high culture of 
thinking. Without involvement into pedagogical process (at all its stages) of persons of 
such scale one can’t even dream about full value realization of this project method. Even 
if such person will just be a visiting Professor it still makes sense to spend money on 
invitation of this person even though for a comparatively short time. I suppose, it is this 
meaning that is put into the requirement of visiting professorate’s presence by creators 
of Russian innovative projects in the field of higher education. Admittedly, one should not 
forget about the fact that Russian professors by no means should be referred to as 
“inexpensive teachers”. “Inexpensive” – because they are insiders? It is an absurd that 
can attract to collaboration not really interesting and advanced people but swindlers that 
are ready to go anywhere in chase of rich pickings. Visiting professorate’s programme, in 

the context of the abovementioned, should be implemented on parity basis:  professors 
from Russia in exchange for partners from abroad. I do not doubt that there are 
somebody and something for exchange. 
 
Research projects are the future of not only school but also of higher educational 
institution, no matter in which functioning forms they would develop (either it is a group 
of students, Master’s training course students and post graduates, performing 
developments under supervision of a concrete professor, or it is a club in which the same 
structural elements of educational field are represented). But, if truth to be told, this 
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positive script of the positive future will fully be realized only in case if targeting on really 
dynamic innovations (and not their imitation) pushes its way through educational system. 
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PARENTING STYLES AND SELF-RESPECT OF ADOLESCENTS  
 

 
Abstract: The paper is an attempt at explicating a part of relationships between 
parents and their child significant for forming child’s personality. Accent is put 
on the relationship: parent – child, i.e. the aspect of parental role, emphasizing 
the significance of upbringing actions of parents in forming certain personality 
features of the child. The starting point of the research on the correlation 
between upbringing actions of parents and the level to which their child has 
developed self-respect was the standpoint according to which dominant 
exposure to certain upbringing styles creates different conditions for 
personality development. The research considered various styles parents apply 
in their child upbringing (relying on the perception of a child), identifying which 
upbringing climate would be most or least favourable for the development of 
self-respect of future adults.  
 
Research aim was to try and offer answers to the following question: which are 
upbringing styles that develop positive self-image of children and what is the 
role of parents in this process. The paper also outlines theoretical standpoints 
on upbringing function of a family on the one hand and the empirical research 
on the relation between various form of behaviour of parents and the 
personality features of their children, on the other. The research sample 
consisted of 160 of second, third and fourth grade students attending the 
general high school “Jan Kolar” in Backi Petrovac; the type of sample was 
convenience sample.  
 
Pedagogical implications of research findings refer to giving help to parents to 
choose, as adequately as possible and at the same time as true to themselves as 
possible, the actions and procedures forming their upbringing style in order to 
raise healthy, happy and satisfied children.  
 
 

1. Introduction 
 
As bio-psychosocial unit, family has the most important role in raising a child. Its influence 
is essential for formation of child’s personality, having in mind that within family there are 
numerous factors which guide child’s development in more or less desirable direction. 
Family should be the most natural and most favourable setting where child’s growth and 
development takes place. However, contemporary insights into the dynamics of family life 
have pointed out that this is not always the case. Bad relationships within the family can 
result in child’s personality being developed in unfavourable and difficult circumstances. 
Styles of parental behaviour, permeated by the image of one’s own child, value system, 
upbringing attitudes and actions, parental expectations, etc are deeply rooted into child’s 
self-image being the grounds of his/her identity to be finally formed in adolescence. 
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Consequences of unfavourable family setting and its influence on children is what we 
have unfortunately been facing on daily basis: increasing aggression and violence rate in 
children and adolescents, various types of addition, under-age delinquency and numerous 
other forms and modalities of socially unadjusted behaviour of young people.  
 
Frequency of occurrence of a variety of problems in adolescents, followed by the 
inclination of society to blame parents for all children’s failures, even though parents are 
actually most interested in their child being developed into a healthy and successful 
personality, in spite of the fact that their own success in these efforts has been decreasing 
due to being over-burdened by existential problems and too many obligations, has 
brought the focus of scientific interests on family upbringing; in other words, parental 

upbringing styles and self-respect of adolescents have  become the field of interest in family 
upbringing, as well as the subject of interdisciplinary research approaches.  
 

2. Notional Disambiguation 

 

“Upbringing style refers to parental assessment of the upbringing actions and 
procedures leading to their upbringing aims in the best manner, not disturbing, before all, 
emotional attitude towards the child; i.e. action is a result of basic feeling of acceptance 
and love, or rejection and conditioned love.” (Pjorkovska – Petrovic, 1990). In spite of the 
fact that the period of adolescence is characterised by dominant influence of peers, when 
attitudes and behaviour of adolescents are in question, importance of parental 
influences, especially of those relations parent – child created in earliest childhood do not 
decline in this period. 
 
Depending on theoretical orientation, self-awareness is variously defined; on the other 
hand, majority of authors agree that this is a subjective phenomenon, a result of, before 
all, social interaction, significantly influencing opinions, feelings and behaviour of an 
individual. Self-awareness can bee defined as a complex of senses, thoughts, feelings, 
assessments and anticipations of a person, as both experiential object and participant in 
interaction with physical and social environment (Havelka, 1992). Self-concept, self-
perception, self-image, self-awareness are all the notions implying psychological 
construct which could be defined as “phenomenological organization of experience of an 
individual and ideals on one’s own self in all aspects of person’s life” (Coombs, 1981, as 
cited in Lackovic-Grgin, 1994).   
 
As a pioneer of research in the field, William James viewed self-respect as a result of 
relations between our intentions and the number of our successes. Our sense of self-
value and self-respect arises from our perceptions of one’s own personality in regard to 
others and in regard to each component of self (spiritual, material, social and body or 
physical self). What is significant for William James is that he was the first one to 
emphasize the importance of self-evaluation, i.e. certain determinants of self-respect. He 
considered that an individual “invests” his/her own self-respect into a limited number of 
efforts and that he/she evaluates him/herself according to high standards of competency 
only in chosen fields. These fields have central meaning for one’s own self-respect. As a 
consequence, to be best at something does not automatically result in high self-respect; 
it is rather important to be good at certain fields. These standpoints of the stated author 
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had significant influence on development and formulation of numerous other theories of 
self-respect, such as, Coppersmith’s or Rosenberg’s theory (as cited in Lackovic-Grgin, 
1994).  
 
Scientific interests in self-concept spread in the beginning of the 20th century to the fields 
of other social sciences, i.e. sociology and pedagogy. The fact that a man does not live 
isolated on a deserted island, but in a society in interaction with other people, has 
brought to the development of theories according to which relationships an individual 
has with others in his/her social environment are crucial for the establishment of self-
image. The idea permeated James’ viewpoints, due to the fact that when determining 
“social self” he explicitly positioned it within the field of relations with others.  
 
The theory of symbolic interactionism, emphasizing that behaviour of a man depends on 
the meaning he/she attributes to his/her environment, points out that meanings are 
products of social interactions. One of the theoreticians of symbolic interactionism, C. H. 
Cooley (Cooley, 1912), emphasizes that a person builds one’s own self depending on how 
other people see him/her. He introduces the notion of “social mirror”, enabling us learn 
reactions according to anticipations how other people will react to our behaviour. 
According to the stated author, what is most important for the self-concept is how a 
person imagines others judge him/her, having in mind that person’s self-respect depends 
on judgements of others.  
 
Importance of other persons for building one’s self-respect was also highlighted by 
another theoretician of symbolic interactionism – G. H. Mead (Mead, 1934). Like Cooley, 
he hold that self can be developed only in a group. What was also emphasized by Mead is 
the fact that not all the persons an individual has variety of interactions and relations with 
are equally important for self-concept; namely, only certain persons, the so called 
“significant others” are important.  
 
Numerous others studies and theories have proven the significance of interactions with 
others for development of self-respect. One of them is Sullivan’s interpersonal theory 
(Sullivan, 1953). The author highlights those “significant others” who in the period of 
childhood have influence on establishment and development of the self. At the same 
time, he gives special place to motherhood. Emotional acceptance or rejection of a child 
by his/her mother will have significant influence on development of important 
components of his/her self-system. Sullivan especially emphasises emotional component 
in self-respect development. According to him, the structure of self-concept implies what 
is created through connection and interaction of its more or less general elements or 
components.  
 
When talking about the structure of self-concept, certain authors differentiate between 
descriptive, evaluative and the component of readiness to react (Burns, 1979, as cited by 
Janjetovic, 1996); at the same time descriptive component implies self-image and 
evaluative-motivation component refers to self-respect. These elements are also referred 
to as dimensions. Their differentiation is of predominantly theoretical nature, since value 
judgments are inevitable associated with each element of self-concept. Thus elements or 
components of self-awareness can refer to contents involving both descriptive and 
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evaluative-motivational dimension. These contents refer to beliefs on having various 
individual features, the fact that we belong to small or large social groups, as well as to 
the positions and roles a person has in these groups. In view of the structure understood 
in such a way, a dilemma appears regarding differentiation or unity of self-concept 
resolved by many authors through the acceptance of the idea of its hierarchical 
organization. Shavelson et al (as cited by Janjetovic, 1996) offered theoretical and 
empirical evidence for such a hierarchical model of self-concept in adolescents. What is 
on the top of the model is rather stable general self-concept. It is created through 
integration of the so called academic and non-academic self-concept, representing lower 
stratums in the hierarchy. Academic domain is made of evaluation of one’s of 
competency in view of individual school subjects, while “non-academic” domain involves 
social, emotional and physical self-concept. Each of the mention domains is created 
through integration of specific elements, which are lower in the hierarchy and 
increasingly less stable and more situation-dependant. At the very bottom of the model 
there are evaluations of behaviour in all specific situations.  
 
According to Maslov, self-respect is at the fourth level of hierarchically organized needs 
(motives) of an individual and it consists of two components: inclination to competency 
and wish for prestige. In such a way Maslov’s standpoint has made Bezinovic empirically 
verify what are relations between the perception of personal (in)competence (by the 
author considered to be a significant dimension of self-image) and self-respect. At the 
same time he has chosen Rosenberg’s view of self-respect as global value orientation 
towards oneself. In order to undertake the research, he has examined Rosenberg’s self-
respect scale at several categories of subjects. They were students of psychology and 
pedagogy, as well as those attending foreign language learning centre. According to 
undertaken factor analysis, the author Bezinovic has expressed the opinion that the 
assumption on one-dimensionality of constructs can be accepted. In order to 
conceptually illuminate the correlation between perception of personal (in)competence 
and self-respect, Bezinovic has carried out factor analysis of students results according to 
Rosenberg’s self-respect scale and his personal scale of personal in(competence) scale. 
His idea was to establish common factors of all the statements from both scales. A 
conclusion was reached that the first factor of self-respect scale is completely related to 
one-dimensional construct of personal (in)competence perception. In other words, 
perception of personal (in)competence  explains almost the complete variance of self-
respect measured by the Rosenberg’s scale, meaning that it is significant dimension of 
self-respect. Such a finding is in favour of Maslov’s viewpoint. Besinovic emphasizes that 
it was not easy for him to agree with the statement that personal (in)competence 
perception is the only dimension of self-respect; he also wonders how is it possible for 
some people to consider themselves incompetent, while they still have their self-respect. 
It seems that they can build it according to completely different pieces of information on 
themselves (e.g. high origin, wealth, being physically attractive, etc).  
 

3. Review of important research  

 
First attempts to determine the complex nature of the relations and mutual influences of 
parents and children according to identification of the main types of parental attitudes 
towards children date back from 1930s. In one of these first attempts four types of 
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parents’ attitudes were identified: acceptance and love, public rejection, excessive 
demands and exaggerated care (Kanner, 1935, as cited in Rembowski, 1970). Other 
classifications of behaviour with children can also be found in the literature of 1930s, 
dominated by the following attitudes: acceptance and domination on one, and rejection 
and obedience, on the other hand.  
 
In 1950s more comprehensive studies were carried out. Interest was increasingly more 
oriented towards the relationship parent – child, with the emphasis on the parent. First 
attempts were made to systematize upbringing actions into broader categories – 
upbringing attitudes (social-psychological approach) and afterwards changes of 
personality caused by the application of various upbringing styles were also taken into 
account (developmental-psychological approach).  
 
According to empirical studies of parental behaviour carried out during 1940s and 1950s, 
the following five attitudes were identified: child-orientation, democratic guidance, 
indulgence, harmony of parent – child relation, lack of readiness to accept suggestions 
(Rof, 1949, as cited by Piorkovska-Petrovic, 1990). According to another classification 
there were new five types of attitudes of mothers towards preschool children: strictness, 
general relationships in the family, warm relations between mother and child, upbringing 
responsibility of parents towards children, attitudes towards aggressiveness and 
punishment.  
 
The collaborators of American Psychological laboratory of the national institute for 
mental health have given greatest contribution to development of the model of parental 
attitudes. According to Shaffer, research on parental behaviour has given proofs on the 
existence of three independent dimensions:  
- parental acceptance – rejection (dimension of warmth);  
- possessiveness – negligence (protection dimension); 
- democracy – authoritarianism.  
 
Masen identified two main dimensions of family relations – rejection and control – 
autonomy. As a dimension of parents’ behaviour, acceptance is determined by the 
following characteristics: acceptance, emotional warmth, approval, understanding, 
interest in a child, frequent use of explanations when discipline is required, physical 
punishment being rarely used. Rejection is determined according to opposite 
characteristics. The dimension of control is determined in the following way: efforts of 
parents made in order to make a child respect the rules of proper behaviour; according to 
their own actions parents blindly control children’s behaviour thus preventing the 
development of child’s individuality and autonomy.  
 
In 1965 Medinus tried to give an answer to the question is self-acceptance of adolescents 
in direct correlation with the perception of being accepted by parents (as cited by 
Lackovic-Grgin, 1994). For the purpose of the mentioned research the author used a 
questionnaire on the perception of parental guidance, consisting of ten sub-scales 
investigating parental love, acceptance, protection, rejection, demands, punishment, etc. 
The subjects were asked to use the scales to assess relations with their mother and father 
separately. According to research results significant correlation was found between self-
acceptance and parental love, protection, acceptance and rejection. Adolescents with 
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high self-acceptance perceive their parents as those who give them more love and 
intimidate, reject and punish them less. At the same time, all significant coefficients of 
correlation were higher between self-acceptance and the relation with mother. On the 
other hand, Lecroy has found that closeness with one’s father significantly correlates 
with developed self-respect of adolescents, rather than close relationships with their 
mothers. Offer et al, on the other hand, have found that the congruence mother-
adolescent is in significantly higher correlation with self-image of young people than the 
congruence father-adolescent. Wade and his collaborators have tried to verify these 
inconsistent findings according to their longitudinal research. Their results have shown 
that the contribution of the relationship with one’s mother or with one’s father to 
adolescent’s self-respect depends on the sex of adolescent; at the same time the 
correlation also varies depending on the age of subjects.  
 
Baumrind has studied parental styles starting from interrelations of functional and 
emotional aspects of the interaction parent – child. She considered emotional relation 
more important and determined it as warm (acceptance) or cold (rejection). Functional 
aspect refers to the way parents control and punish and she determined is as strong and 
weak control. Even though she determined it as an aspect of interaction, it is significantly 
determined by value system, i.e. by social relations and cultural norms in broader 
community. Starting from these premises, Baumrind defined three basic parenting styles: 
authoritarian (strong control – cold emotional relation), authoritarian-democratic (strong 
control – warm emotional relation), permissive (weak control – warm emotional 
relationship). It is interesting that she rejected the fourth possible combination (weak 
control – warm emotional relationship), i.e. she did not name it, probably considering that 
in such a case parental upbringing influence is completely absent. In spite of the fact that 
she has shown the possible way of identifying parenting styles more clearly than other 
authors, she has been criticised for not stepping beyond the frame of interaction 
relations, thus giving a static image of parenting upbringing styles, not pointing to their 
developmental feature. 
 
Significant step forward and enrichment of the research on parenting styles was achieved 
according to investigating fathers and mothers separately. Makarovic (Makarovic, as 
cited in Piorkovska-Petrovic, 1990) pointed out to four types of attitudes mothers have 
towards their children:  
1. monarchy style, with all the power in mother’s hands, and she exercises it with a lot 

of love and inclination towards a child, with the child thus naturally accepting 
mother’s leading role; 

2. democratic style of a mother, maximally stimulating independence of a child, 
considering  him/her rather important. Such a mother allows the child complete 
freedom in his/her endeavors, offering help if necessary;  

3. tyrannical type is characteristic for a mother who owns all the power, inhibiting the 
child so that he/she serves the mother to achieve her own narcissistic aims. The child 
acts solely according to mother’s wishes and moral norms. 

4. anarchistic type is a type of mother allowing her child independence, but not 
expressing interest in the child, avoiding conversation and contact with the child, 
thus allowing herself significant freedom.  
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According to Lackovic-Grgin (1982), authors have operationalized the variables of 
parental behaviour in various ways. Some of them expressed more interest in dimensions 
like, i.e.: acceptance – rejection of a child, dominancy – submissiveness, autonomy – 
control, love – hostility. On the other hands, some others were interested in the 
behaviour of parents characterized by features like: democracy, authoritativeness and 
permissiveness. The stated author points out that the most studied dimensions are 
acceptance and rejection, as an indicator of emotional attitude of parents towards the 
child, as well as the continuum autonomy – control, as an indicator of disciplined 
behaviour.  
 
Contemporary literature (according to Teodorovic, 2004) most frequently mentions three 
main types of parent – child relationship and this are: democratic, authoritarian, 

permissive, and some authors also talk about the fourth, inconsequential upbringing style. 
Democratic parenting style is characterised by high control, but adjusted to the age of the 
child, and often supported by frequent verbal communication (Baumrind, 1968, 1971, 
1990; Barber & Rollins, 1990; Makobi & Martin, 1983, as cited by Jones, 2000). 
Authoritarian parenting style is characterised by excessive control, often unadjusted to 
the age of the child and the lack of warmth towards children. Verbal messages are in the 
form of discouragement of communication and initiative. The focus is on discipline and 
demands for immediate obedience. The methods of persuasion and rewarding are less 
used. Permissive upbringing style is characterised by the low level of control and 
demands, along with general acceptance and warmth in relationships. Such an approach 
is followed by inconsistent discipline, acceptance of child’s impulses, actions and desires, 
and, as compared to other parents, less degree of monitoring of child’s behaviour. 
Authoritarian parents give explanations and reasons when imposing demands on their 
children. The set high standards in the behaviour of their children, they express high 
control and emotional attachment for children. What is typical for Inconsistency in 
upbringing is the lack of firm principles of behaviour, creating confusion and lack of self-
confidence of children.  
 
Interestedness in scientific research on human intrinsic experience of oneself and the 
world around in the fields of pedagogy and pedagogy has somehow developed in parallel 
with the introduction and development of phenomenological method. Namely, 
previously ruling behavioural orientation in psychology determined the inner, subjective 
world of an individual as unreachable “black box” so that all scientific research ended in 
extrinsic, visible and objectively measurable behaviour. Only in the 1950s and 1960s more 
significance was attributed to the necessity to respect phenomenological data in order to 
understand and anticipate human behaviour.  
 
In parallel with the development and application of phenomenological method in 
psychology and pedagogy, new concepts have been examined increasingly more 
successfully, life-content, anxiety, loneliness, etc. Within personality psychology 
interestedness has increased in regard to how a person experiences and evaluates 
him/herself; thus, the term of self-concept, i.e. self-respect, has become the centre of 
attention of numerous researchers. Scientific interest in self-concept spread in the 
beginning of the 20th century to the fields of other social sciences, i.e. sociology and 
psychology. The fact that a man does not live isolated on a deserted island, but in a 
society in interaction with other people, has brought to the development of theories 
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according to which relationships an individual has with others in his/her social 
environment are crucial for the establishment of self-image. The idea that a personality 
builds self-image according to what others think about him/her has been theoretically 
shaped by James; the most important ones among sociologists are Cooley and Mead (as 
cited by Lackovic-Grgin, 1988). Even though they differ in some of their theoretical 
assumptions, the two mentioned sociologists, Cooley and Mean, share the standpoint 
according to which significant others greatly influence the formation of individual’s self-
image. Such theoretical viewpoint has incited a whole range of theoretical research, like, 
for example, the one carried out by Burns in 1975, when he found that what a person 
thinks about him/herself is rather similar to what other people think of this person. Not all 
the people an individual gets in touch with are equally significant for his/her self-image. 
The authors Levinger and Snoek consider that the significance others have for our self-
image depends on the level of involvement between the partners in a relationship (as 
cited by Forgas, 1985). According to the model of the mentioned authors, the interaction 
between the partners can be asymmetric or symmetric, depending on the difference or 
equality of participants, their status and power. Asymmetric interaction is commonly 
established between the persons whose status and power are rather discrepant (e.g. 
parent – child interaction). As long as the child admits that parents are different in status 
and power, he or she will take a complementary position, i.e. he or she will experience 
his/her parents as significant source of influence; consequently, in his relations with the 
parent, the child will adjust his behaviour and self-evaluation accordingly.  
 
Numerous other studies and theories have also proven the importance of interactions 
with others for development of self-respect. One of them is Sullivan’s interpersonal 
theory (Sullivan, 1953). The author emphasises the “significant others” who have 
influence on the establishment and development of the self in childhood. At the same 
time, he gives special place to motherhood. Emotional acceptance or rejection of a child 
by his/her mother will have influence on the development of significant component of 
his/her self-system. Sullivan put special emphasis on emotional component in 
development of self-respect.   
 
Having in mind that the discrepancy between status and power of adults and a child 
decreases with the child’s age, which has been indicated by the finding that around the 
year of twelve the unconditional acceptance of parental authority declines (Youniss & 
Smollar, 1985), it could be expected that at adolescent age the importance of parents for 
self-evaluation of young people will also gradually decrease. However, research findings 
have shown that at adolescent age intimacy with parents increases, especially closeness 
one child’s mother (Hunter & Youniss, 1982, as cited in Lackovic-Grgin, 1986). The results 
of the stated research could lead to a conclusion that the influence of parents on child’s 
self-image does not decrease; it is rather the case that the mechanisms through which 
this influence is realized actually change.  
 
The change of mechanisms according to which influence of others on self-respect of 
adolescence occurs, has partly been caused by the growth of child’s cognitive capacity 
and, on the other hand, it is due to the increased differentiation of child’s social roles. 
Many of these social roles initiate new asymmetrical interactions, but symmetrical 
interaction become even more important. Symmetrical interactions are created between 
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the person of equal status and power, e.g. between and among peers and friends. Due to 
the increased intimacy between adolescents there is growth of the importance peer 
evaluation for self-evaluation of adolescents. Relevant literature also offers data 
according to which the evaluation of significant others is differently reflected on self-
respect of adolescents of different sexes. This made Hoelter try and validate the thesis 
according to which self-evaluation of girls depends more on the judgement of significant 
others, as compared to the self-evaluation of young boys. Hoelter has found that self-
evaluation of girls is more correlated with evaluation of their girlfriends, while the self-
assessment of boys is correlated with evaluation of their parents (as cited in Lackovic-
Grgin, 1988).  
 
Apart from those focusing on the significant others in formation of self-image, there were 
many studies undertaken with the tendency to bring in child’s self-respect in connection 
with various aspects of family relations. Such a research was conducted by Sears in 1957, 
involving six aspects of family relations: permissiveness, adjustment to family, 
responsibility orientation, dominance in father-mother relations, parental warmth and 
acceptance. It turned out that the children with higher self-respect came from smaller 
families, they were born earlier than other children in the family and relations with 
parents were warmer than in those families of children with low self-esteem. In the case 
of boys, lower dominance of the father in his relationship with child’s mother in control 
and punishment of children was correlated with more favourable self-perception 
(according to Opacic, 1995).  
 
In 1965 Rosenberg carried out a research on a large sample of 5000 adolescents. He 
investigated numerous social and family factors through this ambitious project: ranging 
from religion, class, race, to the size of the family, birth order, sex, completeness and 
incompleteness of the family, parents interestedness in the child. Results of the research 
are in favour of the standpoint that high self-respect and stable self-image is connected 
with close relations of adolescents with their fathers. Indifferent behaviour of parents 
had the worst influence on self-respect. The highest self-respect was shown by those 
subjects whose parents supported their efforts related to achievement (as cited by 
Teodorovic, 2004). In 1995 K. Piorkovska – Petrovic examined the relation between 
upbringing actions of parents and pro-social orientation of young people, aggressiveness 
and self-respect. She reached a conclusion that the more love and protection mothers 
and fathers offer to their children, they are more willing to cooperate, they are more 
emphatic and they express more self-respect and less aggression. Parental love followed 
by protection contributes to self-respect and pro-social behaviour of a child to greatest 
extent (as cited by Piorkowska-Petrovic, 1995).  
 

4. Theoretical approaches to family as grounds for the analysis of its upbringing 

influence  

4.1.Emancipatory pedagogy  

 
At this point several accents will be outlined arising out of the relevant pedagogic and 
other theories that may serve as theoretical context for the research project, as well as 
for understanding and interpretation of findings. Emancipatory pedagogy expresses most 
comprehensive positive sides of individual pedagogy, advocating for “natural” 
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development of each individual and, according to the representatives of individual 
pedagogy, this has to be the basic starting point of each pedagogy and practical 
upbringing work. It is necessary to start from an individual, his/her natural powers, 
abilities and differences and provide everybody with opportunities for appropriate 
individual development.  
 
General aspirations for human emancipation are expressed in a variety of domains; thus, 
they are also expressed in upbringing of children ranging form their earliest ago to their 
development in the period of adolescence. It is considered that a family often has 
authoritarian structure dominated by father and the children are in every way dependent. 
They have to unquestioningly obey their parents and adjust their behaviour to social 
norms transferred by their parents until maturity, when they will build “super-self”, i.e. 
consciousness, due to which they will be able to live in an adjusted way without their 
parents’ control. However, for a child to develop freely, he/she should be emancipated 
from dependence, pressures and taboos or bans he/she is exposed in such a family. It is 
also pointed to the need for a child to have his/her own space, where he/she will be able 
to build positive self-image. Due to his/her independence in behaviour, to be ensured for 
him, the child will be able to more easily develop self-control and find solutions for 
conflicts, not relying on adults. Therefore it is necessary to leave a child to him/herself and 
his peers and intervene as little as possible.  
 
The above stated standpoint has consequently been implemented into “non-repressive” 
children institution, but the expected results have not been reached. It has turned out 
that children, in order to satisfy their developmental needs, require certain shared forms, 
transferred by adults and older friends. The lack of such shared forms creates tensions, 
and free expression of aggression interferes with the work in an institution. Being let to 
themselves and passive attitude of adults are not experienced by children as liberation 
and emancipation, but rather as negligence and rejection, expressed in the question:  “Do 
we have to do what we want to today, again…?” These children have a lot of problems 
when they enter school, since they have learnt to resolve conflicts only with their peers, 
not with adults, who used to always deliberately withdraw. On the other hand, they 
express strong desire to rely on the teacher, they seek for his advice, support and being 
around, since they have missed such contacts in former periods of their lives. The stated 
experience shows that these children are not emancipated and that it is illusory to expect 
that a child, who was from the very beginning deprived from instruction and orientation, 
free from the need to adjust, develop into an autonomous personality. Emancipation is a 
gradual process and, under certain circumstances, parents have significant role to play in 
the process of emancipation – no successful development of a child can be imagined 
without the presence of adults. Understanding of the above outlined emancipation was 
criticized in socialistic countries. The so called “Robinson” pedagogy, non-repressive for 
privileged children sees its aim solely in individual emancipation, opposition to society, 
leading to elitism and deepening conflicts between social groups, and often resulting in 
decadency.  
 
Emancipation in the interpretation according to which the notions of individual and social 
are not opposed has a completely different sense. In it, social model of development, 
supposed by upbringing, becomes the means for emancipation of personality and free 
development of each member of social community – a precondition of its general 
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progress. Emancipation means nurturing of all the potentials of an individual with an aim 
to help him/her in self-realization of his/her abilities and reaching of autonomy in social 
context. The opposite term is manipulation, according to which, mechanisms are build in 
a personality to produce adequate reactions in order to conform to the existing state, 
represented as the best possible state, whose ultimate results is person’s alienation. In 
emancipatory upbringing, understood in the described way, personality is an agent of 
authentic values (individual and social), aim of upbringing, rather than its means 
according to which (in the name of something or someone) the aims alienated from the 
personality itself are realized. This can be described in relations of democratic towards 
authoritarian upbringing, the nurture of creative as opposed to rigid behaviour, respect 
for child’s personality, as opposed to its suppression; emphasis on natural advancement, 
rather than repression and exclusive aspiration to results; expression of authentic needs 
as opposed to passive adjustment to somebody else’s criteria; as well as freedom in 
reception, critical procession and application of information as an opposition to adoption 
in its final form in order to simply reproduce it.  
 
Emancipation of young people is important because of all the faster changes taking place 
in our lives,  production and thinking, bringing into question the competence of older 
generations to make the best possible decisions about everything; in other words, such a 
situation leads to their experience and in such a way their authority rapidly become out-
of-date. Upbringing and education limited to transfer and acquisition of established forms 
of behaviour, values and contents do not take into consideration that children who 
attend schools nowadays will spend the most active parts of their lives in the 21st century, 
which is today as difficult to anticipate as today’s world was impossible to be foreseen by 
the people from the beginning of our century. Therefore the nurturing of abilities 
necessary for future lives of young people should be in the first place, inevitable for 
changing the existing in the direction of more reasonable, more humane and more 
beautiful life in front of them. In emancipatory process as a whole, the self-image a young 
person builds will, depending on the way he/she experiences him/herself and his/her own 
potentials, result in his/her qualitative contribution to nature and society around him/her. 
This actually is the most significant task of emancipatory pedagogy (Grandic, 2006).  
 
4.2. Interactive – symbolical approach  

 
This approach is oriented towards teaching of inner relations and dynamics of a family as 
a small unit. Framework of this theoretical orientation is the theory of primary groups, 
which are educators of human nature, having in mind that it is within them that 
immediate interaction takes place and due to the fact that group members acquire their 
primary experience in the group. Communication in these small immediate groups is a 
precondition for creation of human nature. One of the original sources of the theory is 
the work of George Mead on symbolic interaction of individuals in a primary group, which 
appears as a basis for formation of “social self” and “individual self”. Burgess defines 
family as a unity of interactive personalities”. Hill understands it as an “arena of 
personalities who are in interaction”, where constantly conflicts of aims, needs and 
aspirations occur. Kirkpatrick points out that a family is a drama with a whole range of 
active, constantly changing roles. Namely, family is seen as a system of dynamic 
interpersonal relations, as a place where interaction of all its parts takes place, as well as 
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a process constantly leading to change of situations where interaction develops. Hill calls 
one variant of this theory “developmental theory”, having in mind that it is oriented 
towards the research on the development and growth of individuals and life cycles of a 
family, in the context of family as a social system where all parts are interconnected 
(Grandic, 2006).  
 
4.3. Systematic approach 

 
Family has for a long time been considered in literature as a sum of individual members, 
where relations between the members develop according to a linear principle cause – 
consequence. With the introduction of systematic approach in the study on phenomena, 
new grounds have been established in considering a family as a live system. As a 
consequence, a revolutionary shift has happened in theoretical and practical research on 
family. The main sense of systematic approach is consideration of the context, system in 
which each individual phenomenon is involved, as well as of those features of an 
individual dictated by one’s position within the system. In other words, family, as a unit, 
and its members as parts of this unit, can be properly observed and explained only 
according to the notions of relations that exist between the members, since family 
functions according to pre-established forms of behaviour, determining who can have 
relations, how, when and who with. The task of these behaviour patterns is to strengthen 
the family system.  
 
For a family to function well it is equally important for the boundaries between 
subsystems to be well-defined, i.e. for the rules to be precisely known in regard to who 
and in what a way participates and acts within the family system. For example, the 
boundaries of parental sub-system are clearly determined when a mother tells her older 
child: “You are not a parent to your younger brother. If he rides a bicycle on the street, 
tell me and I will prevent him.” Or, when a father tells his children: “Until I am back, your 
older sister will take care of you”. This means that the older child is in such a way included 
in the subsystem of parents.  
 
It should be born in mind that the boundaries between the subsystems have to be 
established in such a way that enable all the members to independently carry out their 
functions without greater hindrances, but to also provide contact within-the-family and 
out-of-the-family structures. It is also important to perceive the need for occasional 
alteration of these boundaries, depending on the circumstances in which a family 
functions and its developmental stage. Boundaries established once never to change are 
not good boundaries (Grandic, 2006).  
 
4.4.Psychological theoretical approach  

 
Majority of psychological theories on family have arisen out of the psycho-analytical 
theories. They consider the dynamics of family life according to linear model of causality 
through internalized object within the subconscious. Various theories have dealt with the 
importance and dynamics of family relations; they have been gradually established, 
supplementing and developing one another; as a consequence there are many 
similarities, as well as significant conceptual differences between them.  
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Modern theoreticians of psychoanalysis have paid great attention to the notion of self so 
that it is not a rare case that the approach to the issue within psychoanalysis is the very 
approach various theoretical approaches are grounded on. These are theories of great, 
complex and very significant explanatory reaches and the present paper will only outline 
some of their significant moments.  
 
Donald Winnicott’s theory of object relations seems to be rather important angle for the 
grounds of present research. He positioned the notion of self as a separated and creative 
centre of one’s own experience in the centre of his studies. The framework of Winnicott’s 
view on self does not refer to the processes within the child, but in the field of relations 
between the child and those taking care of them (Winnicott, 1965). According to this 
theory, self is an autonomous aspect of personality, developing and giving sense to 
actions in living. Self is made of parts developing during maturation process, facilitated by 
human, i.e. parental style supporting and nurturing it. Self essentially recognizes itself in 
the eyes and facial expression of one’s mother in the mirror of mother’s face. Relation 
between the child and his/her intrinsic psychological organization, according to 
Winnicott’s standpoint, becomes modified according to expectations expressed, first of 
all by child’s father and mother, as well as those who have become significant in child’s 
life. According to the opinion of his contemporaries, as an important theoretician of 
object relations, Winnicott offered certain number of poignant and original insights into 
early developmental processes, elaborating the notion of self and environmental 
conditions for its optimal development. Mother is “good enough” when she provides the 
environment supporting and facilitating development, i.e. a setting adaptable to the 
needs of child’s self which is being created while going through a number of 
developmental phases (as cited by Vukosavljevic-Gvozden, 2002).  
 
Margaret Mahler has offered the specification and personification of “averagely 
expected environment” which has become “commonly dedicated mother”, as well as the 
specification of adaptive capacities of the child itself. She has paid special attention to 
developmental movement from symbiotic matrix of child-mother to the achievement of 
autonomous and integrated experience of the self and object. The process was called 
separation – individuation, or, a bit later, psychological birth. Her insights were obtained 
according to carefully designed observations of couples consisting of a mother and her 
child, rather than through reconstructions of therapy experiences, making them unique 
and rather peculiar in the field of psychoanalysis. According to Mahler’s opinion, during 
the process of separation – individual, enabled through adequate parental care, the child 
gradually separates the image of one’s own self from the image of objects and acquires 
the so called libidinal constancy of the object, as well as the experience of one’s own 
coherency.  
 
4.5. Ronald Rohner’s theory of parental acceptance and rejection  

 
American author Rohner (Rohner, 1984) supports the standpoint according to which 
parental acceptance, i.e. rejection has essential meaning for development of child’s 
personality and his/her subsequent actions in later, adult age. Rohner has even developed 
a theory of (Parental Acceptance and Rejection Theory – PART). This is basically a theory 
of socialization, attempting to explain and anticipate the consequences parental 
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behaviour has for dimensions of parental warmth: on the one pole there is acceptance of 
the child and the opposite pole refers to rejection of a child. Parents who accept their 
children are, according to the theory, determined as those who show their love and 
feelings to children, both physically and verbally. Physically love can be shown through 
kissing, hugging, cuddling and verbally through praise, compliment, uttering nice words 
to and about the child, etc. All these and similar ways of showing love together or 
individually make the child feels loved and accepted. On the other hand, there are parents 
who reject their children, characterized by the author of the theory as those who do not 
love, do not approve or resist children, blame them for many things and express 
bitterness. In majority of cases these parents see their own child as a burden and 
experience him/her as useless and incapable. Rejection is manifested in two basic ways: in 
the form of parental hostility and aggressiveness, on the one hand and negligence and 
indifference, on the other. There are many ways how parents develop the sense of being 
rejected in a child. Aggressive parents express their hostility physically, e.g. hitting the 
child, as well as verbally, addressing them with inappropriate words and phrases, e.g. 
swearing or insulting them. Negligent or indifferent parents do not pay attention to 
child’s needs, they are completely distanced from the child, inaccessible and do care at all 
about child’s needs or attention. Such parents often forget about promises they have 
given to their children or they are simply deaf and blind when the needs significant for 
happiness and development of their children are in question. Rohner holds that both 
forms of behaviour of parents (hostility-aggressiveness and indifference-negligence can 
be treated as open expressions of rejection, since they both involve absence of parental 
touch, closeness and incite children feel unloved and rejected (as cited by Kuburic, 2001).  
According to Rohner’s Parental Acceptance-Rejection Theory, parental acceptance or 
rejection has powerful consequences for the behaviour and personality of children, as 
well as for functioning of personality of an adult who says for him/herself that he/she was 
a rejected child (Rohner, 1984, according to Kuburuc, 2001).  According to one of his 
studies aiming at establishing those dispositions of personality which can be expected as 
consequences of parental aggressiveness or negligence, regardless of culture, it was 
found that children who were rejected or emotionally hurt by their parents are inclined, 
significantly more than accepted children, to be hostile and aggressive or to have 
problems with hostility and aggressiveness control; they have poor feeling of self-respect 
and self-adequacy; they are emotionally instable, indifferent or have negative world-view. 
According to a great number of conducted studies, like, e.g. the one carried out by 
Savedra (as cited by Kuburic, 2001), self-respect of adolescents is directly related to the 
established warmth of child’s mother and father. The mentioned author confirmed, 
according to the sample of 208 adolescents from Puerto Rico, that common effects of 
high level of parental warmth in interaction with moderate control of parents (as 
opposed to extreme permissiveness or restrictive control) increase the level of self-
respect in adolescents.  
 
5. Parenting Styles  

5.1. Two-dimensional model as a basis for parenting style determination  
 

Among those models pretending to explain upbringing according to affective dimension 
and the dimension of control, represented as orthogonal axes of coordinate system, 
Shaffer’s seem to be the most influential, as well as the model offered by Baumrind 
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(Lackovic-Grgin, 2006). Sharing the main standpoint that key dimensions of parental 
behaviour can be described in the terms of emotional coldness as opposed to emotional 
warmth, as well as restrictiveness (high level of control) as opposed to permissiveness 
(low level of control), these models offer exhaustive descriptions of upbringing actions 
related to extreme points of the mentioned dimensions. Talking about affective 
dimension, a cold, rejecting parent is shown as distanced in his relation to the child, with 
low degree of responsiveness when children’s attempts to get closer to them are in 
question, they are open to the methods of punishment (including physical punishment), 
and rather rigid in communication with the child (he rarely speaks to the child and never 
explains his own actions). On the contrary, warm parent manifests accepting relation 
towards the child, maintains orientation to the child and inclination to realize upbringing 
aims according to the application of positive support. As for dimension of control, 
restrictive upbringing, as one of its extreme, is featured by inclination of parents to 
emphasize numerous rules and insist on them being consistently obeyed. Permissive 
upbringing, as a kind of antipode to high control level, is brought into relation with 
upbringing actions which support flexibility in application of rules, paying a lot of 
attention to child’s personality and situational circumstances, as well as the tendency to 
gradually reduce restriction, in parallel with child’s maturation, so that the child is 
encouraged to realize his/her own autonomy and emancipation.  
 
Combination of these extreme points of these two dimensions makes four different 
upbringing styles: warm-permissive (in Baumrind’s model known as permissive parenting 
style), cold-permissive (in revisited model of Baurind marked by the term indifferent 
parenting style), warm-restrictive (in Baumrind’s model known as authoritative parenting 
style) and cold-restrictive (in Baumrind’s model known as authoritarian parenting style) 
(Baumrind, 1971; as cited by Lackovic-Grgin, 2006; Genc, 1988a; Genc, 1988b, Kodyopeljic 
et al, 2006). These different upbringing parenting styles are in relation to the domain of 
child’s personality, i.e. the direction in which child’s personality will develop is rather 
determined by the predominance of one of the four parenting attitudes.  
 
Even though there are various theoretical and methodological procedures, as well as 
many factors which influence behaviour of parents towards their children, studies have 
shown significant stability of individual differences in parents’ behaviour during time. 
Regardless of child’s age and other research variables, the results undisputable show that 
there are two basic dimensions of behaviour of parents, and they are emotionality and 
control (according to Peterson, & Rollins, 1987). 
 
Dimension of emotionality refers to emotions a parent experiences and shows in 
interaction with his/her child. This is a bipolar dimension. On one of its extreme there is 
emotional warmth on another – emotional coldness. A great number of authors state 
emotional warmth as an aspect of family environment with greatest influence on child’s 
development (Becker, 1964; Franz, McClelland & Weinberger, 1991; Kandel, 1990; Sears, 
Maccoby & Levin, 1957; all as cited by Vander – Zanden, 1993). Emotionally warm parents 
accept their children, they offer them support, understanding, care and attention. The 
most used discipline techniques are: explanations, encouragements and praises. 
Emotionally cold parents neglect their child, they are hostile, reject the child, criticize or 
punish him/her frequently. 
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Dimension of control refers to those behaviours parents use in their interaction with 
children in order to influence the changes of child’s behaviour and their inner states. This 
dimension is also bipolar. On one of its poles there are actions ensuring firm control of 
child’s behaviour and on the other there are actions of low control. Parents, who apply 
firm control, control their child’s behaviour strictly and pay a lot of attention weather the 
child sticks to the imposed rules. Parents who exercise weak control impose small 
number of rules and monitor child’s behaviour less, i.e. give him\her a lot of freedom. 
Studies have shown that parenting styles form the both poles of the dimension of control 
can be a risk factor when child’s development is in question. Namely, too strict control of 
child’s behaviour can lead to dependence, submissive behaviour, decrease of motivation 
for achievement, as well as to suppressed hostility. On the other hand, too mild control 
can for its consequence have aggressive and inconsistent behaviour (Becker, 1964, 
according to Vander – Zanden, 1993). 
 
Starting from the fact that research results pointed to opposite effects of dimension of 
parents’ control on child’s behaviour, certain authors have made an attempt to define 
sub-dimensions of control, as well. Recent research has shown that there are two 
separate dimensions of parental control: psychological control and behavioural control 
(Barber, Olsen & Shagle, 1994; Steinberg, Lamborn, Dornbusch & Darling, 1992; Darling & 
Steinberg, 1993, all according to Vizler: Interconnectedness between the perception of 

parental behaviour and shyness and assertiveness of school children, graduation paper, 
University in Zagreb, Psychology Department, 2004). The basic difference between these 
various types within dimension of control is in the aims parents want to reach according 
to their application. Namely, through psychological control, parents try to control child’s 
psychological world, while through the implementation of behavioural control they make 
efforts to control child’s behaviour, especially undesirable forms of behaviour.  
 
Child’s development requires certain level of psychological autonomy so that the child 
could, through various social interaction, develop independence. Excessive psychological 
control disables the process of individualization and brings to the development of 
psychological dependence, doubt in one’s own identity and ideas; as a consequence, a 
fear of loss of being connected to one’s parents appears. Nevertheless, regular 
development of a child needs certain level of behaviour regulation, so that the child could 
learn that social interaction involves certain rules of behaviour and that it has particual 
structure which should be respected in order to be able to get successfully engaged and 
participate in social life. In other words, on the one hand, too strict psychological control 
of the child is a factor of risk in child’s development, on the other hand, the absence of 
behavioural control can also have negative influence on child’s development. These two 
dimensions have different influence on child’s behaviour. Studies have shown that strict 
psychological control of children correlates with numerous internalized problems in 
adolescence, while excessive behaviour control may lead to externalized problems 
(Barber, Olsen & Shagle, 1994, according to Vizler, 2004). 
 
In her book Coordinates of Parental Upbringing, Adila Pasalic – Kreso tries to outline and 
understand parenting styles according to the logics of coordinates and coordinate 
system. Following the logics of coordinate system, the authoress has made a conclusion 
that two basic elements dominate in creating family upbringing climate: parental warmth 
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and parents’ control. According to the explanations of the authoress, parental warmth 
(as opposed to coldness) refers to the degree of responsiveness and the level of love, 
affections that parents show to their children. Parents who are warm and responsive 
laugh a lot, they appreciate and encourage their children, show a lot of feelings, but they 
can at the same time be rather critical if the child behaves badly. On the other hand, cold 
parents, reserved and unresponsive, are too often ready to criticize, disrespect, punish or 
ignore their child; they rarely talk with their children, but they can otherwise appreciate 
and love them very much. Control of parents – (control as opposed to the lack of control) 
– refers to the degree of regulation and supervision of children by parents. Parents who 
are inclined to control, limit their children’s freedom, impose many demands, actively 
supervise their children’s behaviour and constantly monitor whether they respect the 
imposed rules and regulations. Parents who are not inclined to control are generally 
called permissive parents; in other words, these are parents who are less restrictive, less 
demanding and who give their children great freedom in making decisions about their 
own activities.  
 
These two dimensions – control and warmth in child’s upbringing are rather separate in 
coordinate system, as they are seem by the mentioned author, and they make four 
different types of parenthood: warm and controlling; warm and uncontrolling; cold and 
controlling; disinterested and uncontrolling. The mentioned upbringing styles illustrate 
extreme and theoretically pure types, although as such they can be rarely found in real 
world. Majority of parents belong to one of the four types of guidance, but in such a way 
that their style actually is a dominant form of their behaviour, but certainly not the 
exclusive and only one. In some families it is possible for a father to have completely 
different style from child’s mother, which can make the relations parent-child/children 
rather complicated. What is also a specific feature of parenting styles is a fact that they 
are subject to changes. Namely, there are not many families in which parenting styles 
does not change and adjust to the changes in the family itself or its developmental cycles. 
As a rule, as a child grows, parents become less controlling and more supervising 
(according to Pasalic – Kreso, 2004).  
 
In the present research parenting styles are operationalized according to the EMBU 
questionnaire for evaluation of upbringing style. Namely, parenting styles will be 
considered according to the assessment of parents by children. The questionnaire for 
evaluation of upbringing style has turned out to be appropriate for studies in culturally 
versatile settings and as such it involves the following factors: acceptance, rejection, 
over-protective attitude and inconsistence in upbringing.  
 
5.2. Classification of parenting styles  
 
Styles of parents’ behaviour are some kind of combination of the described dimensions. 
Due to the limited space, only certain acknowledged classifications will be mentioned 
here. Two most famous classifications of parental behaviour were given by Maccoby and 
Martin (1983) and Diana Baumrind (1970). Diana Baumrind (1970) states three different 
parenting styles: authoritative, authoritarian and permissive (Baumrind, 1970).  
 
In the textbook Family Pedagogy professor R. Grandic emphasizes the need, i.e. the 
necessity for workers in education to be familiar with various types of parents in order to 
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establish as good and fruitful cooperation with parents as possible. In the mentioned 
context, the author refers to the following types of parents: over-protective parents, 
strict parents, ambitions parents, excessively busy parents and democratic type of 
parents. Relevant literature also offers classification of parenting styles determined 
according to two criteria: the first is distribution of power and decision making and the 
second refers to love – warmth. The subject of numerous studies was the question why 
parents behave towards their children in the way they do, i.e. what is it that determines 
upbringing style of parents. According to Belsky (Belsky, 1984), the main groups of 
factors of parental behaviour are: individual features of parents; relations between 

parents, personal traits of a child; contextual factors.  

 

5.3. Personality traits of children as a consequence of parenting style  

 

Family should be the source of welfare for its members. However, contemporary insights 
into the dynamics of family life have pointed out this is not always the case. Bad 
relationships within the family can result in child’s personality being developed in 
unfavourable and difficult circumstances. The aim of empirical and theoretical studies 
was actually to determine the nature of correlation between behaviour of parents and 
developed personality features of their children. Generally, the way parents behave 
towards their children reflects their readiness and ability to recognize and need basic 
children’s psycho-social needs. A great number of psycho-social needs of children has 
been stated in the relevant literature, but many authors emphasize four as those most 
important, whose addressing influences other, also significant needs (Ziemska, according 
to Piorkowska-Petrovic, 1990).  
 
Emotional satisfaction of a child is a catalyst of comprehensive psycho-social 
development. Children learn to identify emotions at early age, but it takes time to 
integrate pieces of information coming from different sources. Basic child’s need is the 
one for love, affection and warmth. Affection of parents and other close persons makes 
the child feel safe and secure. In this way child’s need for security is addressed. A child 
looses the sense of security once the emotional relationship with a close person is 
interrupted or violated (Brajsa-Zganec, 2003). What children also need is the presence of 
parents in their lives, as well as their sincere interest in what the child is doing, i.e. in 
everything that is going on in child’s life. This need is often called the need for social 
relationship. When sincere and active cooperation between a parent and a child is 
established, it is of equal importance for intellectual, emotional and social life of a child. 
Apart from those already stated, Pjorkovska-Petrovic classifies within the group of basic 
needs the need for self-realization, as well as the need for respect of human dignity. 
Addressing the need for self-realization contributes to development of child’s 
independence and often of his/her creativity, as well. On the other hand, a child develops 
self-confidence and ability to objectively estimate his/her own personality, relying on the 
opinion of his/her parents, other adults and peers. A child who is often underestimated 
and criticized develops the sense of inferiority.  
 
What permeates the story of basic needs of a child is actually the fact that the failure to 
recognize and meet child’s needs, before all by parents in the beginning, while the child is 
still very young, causes frustration and reflects directly on child’s behaviour. In time, as 
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the child grows up and matures, the failure to satisfy basic needs of a child is manifested 
in child’s personality features and is often expressed in the form of socially unacceptable 
forms of behaviour.  
 
Starting from the basic dimensions of behaviour of parents, Shaffer (according to Pasalic-
Kreso, 2004) puts emphasis on the importance of parental warmth and affection and 
gives short description of children who are growing up with warm and responsive 
parents. According to him these children are curious, with developed ability to solve 
problems; they try to be good students, gradually advance at school and can increase 
their average score on intelligence tests; they are altruistic, mostly obedient; they are 
young people who do not make problems and get along with parents and peers to 
reasonable extent. Children whose parents are warm and responsive have high self-
confidence, self-respect and sense for taking responsible roles; these children are inclined 
to adopt norms, rather than be punished for complaining about moral rules. On the other 
hand, parental coldness and indolence develops anxiety in children, as well as emotional 
frustrations; these children often have serious health problems, worse marks at school; 
they are less popular among peers and, as a rule, have more problems in childhood and 
adolescence. Numerous studies have shown that persons, who had came from such 
families, where they were unloved, rejected and unaccepted, suffered from clinical 
depression in adult age (McDonald, as cited by Pasalic-Kreso, 2004). According to some 
studies, low self-respect in the period of adolescence can be the consequence of over-
protective attitude towards children and exaggerating in providing optimal conditions in 
their environment. This can lead to the appearance of conformism in young people, the 
lack of ambition and insecurity. Over-protected children are not dependent in view of 
care for themselves; they are rather insecure and ambivalent in regard to maturation and 
becoming independent. Over-protection of children has significant influence on 
development of chronic anxiety and insecurity. Parenting styles whose common 
denominator is interplay of high control and affective coldness have often initiated 
research attempts at determining their various consequences. One of the most well-
known studies dealing with the problem certainly is the one conducted by Adorno and his 
associates, which has proclaimed the mentioned combination of upbringing influences to 
be a determinant of development of authoritarian personality (Adorno et al. 1950; 
according to: Sutherland & Tanenbaum 1980). According to this study, insisting on 
complete subordination to severe parental authority results in formation of hostile 
attitude of children, which is, due to impossibility to be openly manifested, suppressed to 
be subsequently projected on the members of groups with lower social status, while 
authoritarian parent is a role-model of identification. Fear of one’s own hostile impulses 
leads to rigid organization of personality which represents constellation of nine 
characteristics: conventionalism, authoritarian submissiveness, aggressiveness, anti-
intraceptivity, positive attitude towards power, destructivity, inclination to use 
mechanisms of projection, rigidity of thinking (Adorno, as cited by Kodzopeljic, Pekic and 
Genc, 2008).  
 
As it has already been pointed out, parenting style and the way parents behave towards 
their children depends on their attitudes. In other words, attitudes influence on 
behaviour of parents and this has further influence on child’s behaviour. Their attitudes 
can be positive with positive influence on personality development, or negative with 
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negative influence on the development of personality as a whole. Since there are 
differences in positive styles, negative styles also very and they are different in the case 
of each person, each family. 
 
In her book Small Child – Great Riddle, Dr Hadzi-Antonovic offers the classification of 
attitudes with negative influence on development of child’s personality. They are as 
follows:  

1. inconsistent attitude of parents – causes insecure behaviour of a child;  
2. over-permissive attitude – forms a spoilt child, who is essentially rather 

insecure;  
3. excessively strict attitude – the child also becomes insecure, fears of various 

things, development of his initiative and independence is restrained;  
4. over-protective attitude – intimidated, insecure and revolted child; 
5. cold and disinterested attitude – reflects in the lack of love by parents, and the 

child is aggressive and feels destructive need;  
6. attitude of parents who are too busy – generally very similar to the above 

stated.  
 

6.Self-respect and adolescence  
 

Even though the model of William James which has already been mentioned several 
times placed within the above illustrated models of self-respect, his definition of the 
notion cannot be omitted. It is based on common sense thinking which can be 
transformed into an equation indicating that self-respect is a function of relations 
between pretensions and aspiration of an individual and his/her current achievement; i.e. 
a function of their agreement or disagreement. The process of comparison takes place in 
any situation of evaluation of any activity, feature, crharacteristic. All these experiences 
and estimations are integrated into the general system of self-respect. The equation 
certainly cannot unambiguously and clearly describe the dynamic processes permeating 
the appearance of self-respect. The words of M. Rosenberg describe the dynamic process 
better: “Self-respect is surely not discrepancy in itself, it is rather a feeling an individual 
associates with this discrepancy (Wells and Marvel, according to Opacic, 1995). The 
importance of the definition lies in the fact that all subsequent models and 
determinations of self-respect in some of their aspects are actually based on this 
definition. Almost identical understanding of such a relation between self-respect and 
person’s success is advocated by Erich From (according to Maricevic, 2001), emphasizing 
that not only advancement in practical view, but also preservation of self-esteem 
depends on person’s success.  
 
The model of self-respect offered by B. Janakov is characterised, before all, by simplicity 
and economic feature and is an introduction into the issue of self-respect. The 
component of the system of self-concept can generally be classified within two groups: 
descriptive – representative and emotional – value; these two groups of self-concept 
manifestation are in constant interaction. Significant emotional-value phenomena are the 
following: self-evaluations, self-respect, self-appreciation, self-relation, self-acceptance 
and self-esteem. Further analysis indicates that self-respect is a feature, i.e. a product of 
certain processes within self-concept. These are products of self-evaluation and 
emotional experiences, as well as integrations of these experiences and self-estimations. 
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In such a way it can be seen that self-respect is relatively stable product of certain 
dynamic processes of self-concept, which certainly does not mean that it is finite and 
unchangeable.  
 
Self-respect is a product of evaluative-affective process of self-conceptualization. 
Theoretical considerations treat the processes leading to self-respect as a stable 
personality feature differently. Certain authors emphasize the importance of evaluative 
and others of affective processes. Prevailing opinion is that there is no justification for 
such separation, neither theoretical nor empirical. The very process of evaluation, as well 
as its products, involve both emotional and cognitive component, as well as connative, 
this being another reason for them not to be separated or certain components to be 
stressed. Self-respect is a complex hierarchically organized system of judgements a 
person has about him/herself. Higher levels (judgements of broader scope and at higher 
levels of hierarchy) are created through the integration of specific and independent 
narrower judgements of lower level of hierarchy according principles of immediate 
psychological significance of features and characteristics which were the subject of 
evaluation. Such a determination leaves space for a conclusion that this is also a relatively 
stable system, since psychological importance of evaluated features and made judgments 
in the complete psychological field of an individual is in time changing (Janakov, 1987).  
 
The model offered by G. Opacic shows self-respect as self-evaluative system functioning 
in a way all natural system function; i.e. it is based on biological laws (Opacic, 1995). As 
self-evaluative system, self-respect has evaluative component of self-understanding, i.e. 
self-concept, which is directly connected with the fact that any judgement we make 
about ourselves has a feature of a value (Bandura, as cited by Maricevic, 2001). Self-
evaluative system serves for “processing” of information a man receives all his/her life. 
According to these pieces of information self-respect, i.e. self-image is formed. These 
pieces of information are not “used” by a man in their “raw” form, but he processes 
them according to his cognitive system. The final result of this data processing is a 
construction of classification schema used for structuring of future information. The basic 
principles of functioning of self-respect as self-evaluative system, according to this model, 
are the following: extrinsic harmony – harmonization with the outer world is incited by 
the information on success or failure in different activities. A person will be better 
adjusted if his/her self-image is more adjusted to reality; intrinsic harmony based on the 
processes of assimilation, accommodation. The established model of functioning of self-
evaluative system explains empirical findings well and essentially it is a process, rather 
than content model, so that it is not opposed to other models dealing with elements of 
self-evaluative system. The assumptions on functioning of the model are deduced 
through the principles according to which all natural systems work; in other words, the 
model is based on biological laws.  
 
7. Development of self-respect 

 

Contemporary view on development of self-respect puts emphasis on the fact that it is 
not inborn, but, on the contrary, that it is acquired and developed through life. Cognitive 
and affective processes are significant for its development, like, e.g. important real or 
imagined interactions with significant others. Apart from this, modern authors emphasize 
that in any subsequent stadium of its development, self-respect is qualitatively different 
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from the previous, i.e. lower stadium. It is also pointed out that learning mechanisms of S-
R type do not enable explanation of acquisition and development of self-respect, but that 
the mechanisms of identification and social learning are those that should be used to 
more successfully shed light on self-respect development, i.e. learning as a complex 
process of differentiation and assimilation, as understood by Piaget (Lackovic-Grgin, 
1994).  
 
According to some authors, self-respect development takes place with child’s growth 
according to general principles of development. One of them is the principle of 
differentiation and integration. These two directions of self-respect development are not 
conflicting, they are rather dynamically unique in the sense that in the beginning there is 
differentiation of the self-concept facets in parallel with the process of their integration 
into the higher level of global self-evaluation.  
 
The increase of differentiation of self-concept facets is in the function of aging, while the 
decrease of connectedness between them which is related to learning of social roles 
which also become richer are more differentiated with growth. The standpoint is 
supported by the fact that adolescents, for example, know better than younger school 
children to explain what are they like as sons and daughters in the sense of students, 
friends, sportsmen, etc. Due to the growth of cognitive abilities, young people become all 
the more successful, among other things, in integrating characteristics of behaviour into 
abstractions about themselves, separated from concrete roles, as it has been pointed out 
by Rosenberg (Rosenberg, 1979).  
 
Development of self-respect, as well as development of thinking in general, proceeds 
according on the principle form concrete towards abstract. There is a whole range of 
papers confirming that with age, self-concept changes. Self-descriptions of younger 
research subjects contain concrete (physical attributes), while at later ages, abstract 
(psychological) attributes appear. One of such studies undertaken by Livesley and 
Bromely (as cited by Lackovic-Grgin, 1994) has shown that in verbal self-descriptions of 
children the tendency of children increases to describe themselves in psychological 
terms. Seven-year olds describe themselves in terms of concrete, objective, perceivable 
information, like, for example, age, gender, physical appearance and strength. Their 
belongings (things and animals) can also be parts of these descriptions. At the year of 9 
such descriptions involve descriptions of activities (in the sense “I am what I do”). 
According to Rosenberg, even at older age, i.e. at the age of 9 and 10, these self-
descriptions are still saturated by the terms denoting extrinsic, public characteristics of 
behaviour. After than such behaviouristic descriptions start to disappear, while the terms 
of beliefs, motives, interpersonal characteristics are appearing. In adolescence, more 
emphasized “self-insight”, so that self-concept becomes increasingly more abstract 
(Rosenberg, 1979).  
 
According to all the above said, it can be concluded that self-respect development goes in 
two directions, from concrete to abstract and in the direction of all the more increased 
differentiation of certain domains; in parallel, there is the process of greater integration 
of elements of self-concept. Elements contributing to these processes are as follows: 
anatomic and physiological maturation, body sensations, memory supported by verbal 
notions, frustrations during evaluation of environment and many others. Apart from 
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those mentioned, the main influences are of those people from the environment – 
generalized others. These are people significant for the child, people the child learns 
from, whose assessments the child applies on him/herself, to later internalize hem. 
People around the child are in a way his/her “social mirror” (Opacic, 1995).  
 
At this point it would be important to turn to the characteristics of the period of 
adolescence, as well, but due to the limited space, they will be mentioned only from the 
angle of identity formation, having in mind the view of Erick Erickson, according to whom 
the development of cognitive abilities in the adolescent period enables the adolescent to 
become aware of his/her features, desires and aims. The very task to integrate all these 
aspects into a coherent whole results in identity crisis, reinforced by a variety of demands 
imposed on young people by society, like, for example, the demand to finish school, get 
employed, find a life partner, etc. Such demands, generally socially accepted, are often 
not in accordance with what a young man in a given period finds as priorities in his/her 
life, so that he/she is often in a situation to reconsider and redefine his/her own identity.  
 
Sovernigo has pointed out that self-images can be rather versatile: very negative, mostly 
negative with positive and negative balancing within the self-image, mostly positive and 
finally, very positive self-image (Sovernigo, 1982). Having the main characteristics in mind, 
three types of images can be determined, sometimes unambiguously expressed, and 
sometimes mixed in concrete persons. These are: negative self-image, hyper-valorised 
self-image and real self-image (Kalebic-Maglica, 2007). According to this, the following 
pedagogic task can be established: to help adolescents “cure themselves” from both 
negative and unreal self-perceptions, having in mind that in order to reveal one’s true 
identity, and this search is typical for the age of adolescence, one has to acquire real self-
image.  
 

8.Research methodology  
 

Having the significance of self-respect for the whole life of a child in mind, we could say 
that one of the key aims of upbringing is the very encouragement and development of 
child’s self-respect. In other words, research subjects refers to and dives into 
fundamental aims of family upbringing, raising of healthy and happy children, content 
with themselves and their lives; more direct aim refers to consideration of the influence 
of parenting style on the developed level of self-respect of adolescents. Parenting styles 
will be considered through perception of their children – adolescents.  
 
To what an extent is the role of parenting style important for the formation of child’s self-
image? Can a parenting style of upbringing be identified which is in high correlation with 
positive self-image, i.e. high level of child’s self-respect? Is and to what an extent harmony 
of parents’ upbringing actions significant for raising a child who believes in him/herself 
and his/her abilities? These are the questions we will try to find answers through the 
present research. More concretely, the subject of the research is: Does and to what an 
extent parenting style influence the developed level of self-respect of adolescents?  
 
Main research aim is to find out whether there is significant correlation between 
parenting styles and the developed level of self-respect of their children. Research aim 
formulated in such a way requires consideration and establishment of the nature of 
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relations and correlations between the independent variable (parenting style) and 
dependent variable (developed self-respect of adolescence). According to the obtained 
results, we will make an attempt to answer the question regarding the nature of inter-
connectedness between the stated independent and dependent variable, as well as 
whether certain parenting style is a significant predictor of self-respect of adolescents.  
 
Starting from the above, the research tasks would be the following:  

1. to establish whether there is a correlation between emotional warmth and 
accepting parenting style and the developed level of self-respect in adolescents;  

2. to establish whether there is a correlation and what is its nature of connection 
between cold and rejecting parenting style and the developed level of self-
respect in adolescents; 

3. to establish if there is a correlation, and if there is what is the nature of 
correlation between over-protective parenting style and the developed level of 
self-respect in adolescents; 

4. to establish whether there is statistically significant correlation between a 
favoured child in a family and the developed level of self-respect in adolescents; 

5. to establish if certain of the examined parenting styles is a significant predictor 
of self-respect in adolescents.  

 
Dependant variable refers to the developed level of self-respect of adolescents and 
independent variable refers the upbringing styles of parents, viewed through the 
perception of their children – adolescents.  
 
General research hypothesis is: There is a correlation between the characteristics of 
parenting styles and the developed level of self-respect of adolescents. The following 
individual, i.e. particular hypotheses were derived according to the general hypothesis:  

 H1  supposes that there is a correlation between emotional warmth and 
accepting parenting style and the developed level of self-respect in adolescents; 

 H2  supposes that there is a correlation between cold and rejecting parenting 
style and the developed level of self-respect in adolescents; 

 H3 supposes that there is statistically significant correlation between over-
protective parenting style and the developed level of self-respect in 
adolescents; 

 H4 assumes that there is statistically significant correlation between a parents 
favouring a child in regard to his/her siblings in a family and the developed level 
of self-respect in adolescents; 

 H5 assumes that certain parenting styles are significant predictors of self-
respect in adolescents.  

 
The research has started from the assumption that the picture of parenting styles will be 
much more objective and real, and thus more relevant, if it is obtained according to 
children’s perception. This is the reason why the sample consisted of the students of 
general high school “Jan Kolar” from Backi Petrovac. The choice of secondary instead of 
primary school was made due to the nature of instruments used in the research. Namely, 
having consulted the adequate literature in the research field, it has been found out that 
the application of Rosenberg’s self-respect scale at the samples of younger population 
had resulted in lower reliability coefficients. Apart from this, EMBU questionnaire was 
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also used in the research in order to assess parenting style, consisting of 72 items, i.e. 
statements subjects were supposed to response to, using the Likert scale. It was 
estimated that it is more realistic to expect older adolescents to be able to fulfil such a 
task.  
 
The research was conducted in the period February – June 2009. The survey was carried 
out in groups of about 30 students, organized in classes with the presence of the school 
pedagogue during one school lesson. The survey organized in such a way provided us 
with a possibility to ask the subject further more detailed questions and offer additional 
information how to fill in the questionnaire. The sample included 180 second, third and 
fourth grade students enrolled at the general high school “Jan Kolar” from Backi 
Petrovac, but due to dropouts and inadequately or incompletely filled questionnaires, the 
final sample boiled down to 160. It was a convenience sample.  
 
The method applied in the paper is descriptive and its function in a pedagogic research is 
to, apart from the description of pedagogic phenomena, encompass its interpretation, 
evaluation and conclusions. Two questionnaires were used: Rosenberg’s self-respect 
questionnaire and EMBU questionnaire for parenting style evaluation, compiled by the 
Swedish researcher, Peris. The choice of Rosenberg’s self-respect scale was chosen due 
to, before all, its brevity and good internal consistence, making the scale appropriate for 
both practical and scientific purposes. EMBU scale was used as an instrument to assess 
parental behaviour by their children. The scale was construed by Perris. It consists of 15 
sub-scales: insult, deprivation, punishment, embarrassment, rejection, over-protection, 
interference, emotional warmth, tolerance and guidance, causing the sense of guilt, 
encouragement, favouring of a subject, negligence of a subject.  
 
In accordance with the research problem and aims, the items of the scale were subjected 
to main components analysis. According to Kaiser-Guttman criterion, 17 significant main 
components were identified, while Cattell’s scree criterion suggested that the optimal 
factor solution is with 3 – 4 main components. Along with the Promax oblique rotation, 
applied because of the assumption that there is correlation between latent dimensions, 
solutions with 3 – 4 main components were tested. The solution with 3 main components 
was chosen as the most interpretable, together explaining around 43% of variance of the 
system of variables, when parenting style of fathers is in question. The first promax factor 
clusters the items referring to harsh, cold and aggressive upbringing style of fathers; as a 
consequence, the factor was called cold and aggressive parenting style of fathers in the 
research. The second promax factor has clustered the items referring to warm, nurturing 
style of fathers, which is how it is actually called in the research. The third promax factor 
involves the items describing fathers who are inclined to set high and unrealistic 
demands, who are authoritarian and whose decisions and decisive in raising of their 
children. This factor is called authoritarian parenting style of fathers.  
 
The items of the scale referring to parenting styles of mothers have also been subjected 
to main components analysis. According to Kaiser-Guttman criterion, 22 significant main 
components were identified, while Cattell’s scree criterion suggested that the optimal 
factor solution is with 3 – 5 main components. The solution with 4 main components was 
chosen as the most interpretable, with components together explaining around 38% of 
variance of the system of variables, when parenting style of fathers is in question. The 
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first promax factor involves the items referring to warm and nurturing style of mothers. 
These mothers clearly show their children that they love them, respect their opinion and 
that they will always be there for their problems, giving them support and comfort; as a 
consequence, the factor was called warm and nurturing style of mothers in the research. 
The second promax factor has clustered the items describing a mother who imposes too 
high demands on her child, especially when school success is in question, inclined to 
compare her child with others, not showing affection and attention. This factor is called 
cold and ambitions mother. The third promax factor involves the items describing 
mothers who do not treat all their children equally. The factor is called a mother who 
does not threat her children equally. The fourth factor is defined by the items referring to 
over-protecting style of mothers, and thus it is called an over-protective mother. 
 
The data collected according to the research have been processed by the statistical 
package SPSS. The following statistical procedures were carried out during data 
processing: descriptive statistic indicators of variables (frequencies and percentages); 
arithmetic means and standard deviations of subjects’ responses to the items in the scale 
of self-respect and parenting styles; two main components analyses were undertaken, 
reducing the initial groups of variables and examining the latent structure of the space of 
measuring of the scale or parenting styles, for mothers and fathers individually. Factors 
scores were calculated at the extracted Promax dimensions; Pierson’s correlation 
coefficient of total scores was applied at the scale of self-respect and the extracted factor 
scores at sub-dimensions of parenting styles of fathers and mothers. The relations 
between the level of self-respect of children and upbringing styles of their parents were 
established according to multiple regression analysis. Criterion variable was self-respect 
while the group of predictors was made of factor scores at sub-dimensions of parenting 
styles.  
 

9.Research results  

9.1. Average scores at self-respect scale  

 
The average scores of the subjects were verified according to arithmetic means at sum 
scores for each statement, as well as for total score. It can be seen according to the 
obtained data that the subjects have on the average reached the greatest agreement in 
regard to the following statements: I am able to work and carry out tasks, I feel I am as able 

as other people, I think I am at least as worth and valuable as other people; on the other 
hand, they reach the least agreement in the case of the statement: In time I become more 

aware that I worth very little. Out of possible 50 points, which is the maximal self-respect, 
the subjects have on the average about 33 points, which means that the have average 
level of self-respect.  
 
Table 1 Minimal, maximal and average scores of the subjects in regard to questionnaire items and the 
sum score  

 Min Max  
Arithmetic 

means  
Standard 
deviation  

Generally speaking, I am satisfied with myself  1,00 5,00 3,7453 ,77685 
I would like to have higher self-esteem.  1,00 5,00 3,2438 1,02022 
I feel I do not have a lot of features I could be 
proud of.  

1,00 5,00 2,4750 1,06369 
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Sometimes I feel completely useless.  1,00 5,00 2,8509 1,17373 
I am able to work and carry out tasks.  1,00 5,00 4,0932 ,83517 
From time to time I have a feeling that I am 
not worth anything.  

1,00 5,00 2,4410 1,17710 

I feel I am as able as other people.  1,00 5,00 4,0497 ,85001 
I feel I have a lot of valuable features.  1,00 5,00 3,8625 ,90065 
In time I become aware I worth very little.  1,00 5,00 1,9438 ,87772 

I think I worth at least as much as other 
people.  

1,00 5,00 4,1615 ,80546 

Sum  13,00 44,00 32,8481 5,59820 

 

Average scores at the scale of evaluation of parenting style of fathers  
 

Table 2 Minimal, maximal and average scores of the subjects in regard to questionnaire items and the 
sum score  

 Min Мax 
Arithmetic 

means 
Standard 
deviation 

1а. It was hard to me to please my parents: my mother 
expected from me one things and father expected 
something completely different.                       

1,00 4,00 1,6176 ,81092 

2а. My parents had disputes about what I am allowed 
to do and what I am not allowed to do.  

1,00 4,00 1,6620 ,75486 

3а. My mother’s decisions regarding what I can and 
cannot do and how I should behave were decisive.  

1,00 4,00 2,2647 ,99419 

3b. My father’s decisions regarding what I can and 
cannot do and how I should behave were decisive.  

1,00 4,00 2,3400 ,98167 

4а. It has happened that my parents failed to fulfil the 
promise they had made to me.  

1,00 4,00 2,0294 ,77210 

5а. I had a feeling that my parents did not actually 
know what they wanted from me.  

1,00 4,00 1,6154 ,89604 

6а. It could happen that I did not know how my 
parents would react to what I had done. 

1,00 4,00 2,5455 ,84456 

7а. It happened that because of their own problems 
my parents were angry with me and showed 
impatience.  

1,00 4,00 2,1618 ,89126 

8а. When they were in a good mood, my parents 
allowed me do what I otherwise was not allowed to 
do.  

1,00 4,00 1,7826 ,87228 

1. I felt my parents had interfered with everything I 
was doing. 

1,00 4,00 2,1000 ,83666 

2. My parents have been showing they love me 
through their words and actions.  

1,00 4,00 3,3768 ,80625 

3. My parents spoilt me more than my siblings.  1,00 4,00 1,4118 ,93418 
4. My parents refused to talk with me for a long time 
when I had done something foolish.  

1,00 4,00 1,3239 ,62734 

5. My parents could punish me, even for petty things.  1,00 4,00 1,6232 ,76891 
6. My parents tried to influence me and make me 
become somebody acknowledged and important.  

1,00 4,00 2,3662 1,14940 

7. I think that at least one of my parents wanted me to 
be different.  

1,00 4,00 1,7463 ,89347 

8. My parents provided me with opportunities which 1,00 3,00 1,3881 ,62656 
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were not available to my siblings.  
9. When I did something foolish, I could always fix it if I 
asked my parents for forgiveness.  

1,00 4,00 2,3857 ,92145 

10. My parents wanted to decide what I should wear 
and how I should look.  

1,00 4,00 1,4058 ,71371 

11. I felt that my parents loved my siblings more. 1,00 4,00 1,4030 ,73977 
12. My parents’ behaviour towards me was not as just 
as it was towards my siblings.  

1,00 4,00 1,4030 ,69761 

13. It could happen that my parents forbid me 
something that was allowed to other children, out of 
fear that something bad could happen to me.  

1,00 4,00 2,3913 ,84396 

14. It was not a rare case that they beat, physically 
punish or criticize me in front of others.  

1,00 3,00 1,3889 ,57053 

15. My parents cared about what I was doing in the 
evening.  

1,00 4,00 2,8235 ,96105 

16. When times were bad for me, I felt my parents 
tried to calm and encourage me. 

1,00 4,00 3,1690 ,91004 

17. My parents physically punished me more than I 
deserved.  

1,00 4,00 1,2394 ,59677 

18. My parents were angry with me when I would not 
help in the household as I had been told.  

1,00 4,00 2,3662 ,83220 

19. My parents would be sad or they would in some 
other way show that I had behaved badly, so that I had 
a sense of quilt in these occasions.  

1,00 4,00 2,1408 ,76150 

20. I felt it difficult to get closer to my parents.  1,00 4,00 1,5775 ,87279 
21. It could happen that my parents talk to others 
about what I had done or said, so that I felt 
embarrassed.  

1,00 4,00 1,7971 ,86738 

22. I felt that my parents love me more than my 
siblings.  

1,00 3,00 1,3134 ,55620 

23. My parents showed their desire for me to have 
good marks.  

1,00 4,00 3,4583 ,76798 

24. I felt my parents’ support when I faced difficulties.  1,00 4,00 3,2778 ,89162 
25. I was a black sheep or a scapegoat in my family.  1,00 4,00 1,2794 ,61923 
26. It could happen that my parents wished I was like 
somebody else.  

1,00 4,00 1,5286 ,81154 

27. My parents criticized my friends I used to meet 
frequently.  

1,00 4,00 1,5352 ,69346 

28. I felt my parents thought I was guilty for their 
misfortune.  

1,00 4,00 1,3333 ,71207 

29. My parents tried to “pump” me be better.  1,00 4,00 1,5286 ,82920 
30. My parents showed they loved me.  1,00 4,00 3,4932 ,83539 
31. I think my parents have respected my opinion.  1,00 4,00 3,1408 ,86678 
32. I felt my parents gladly spent time with me. 1,00 4,00 3,2192 ,88579 
33. I think my parents were evil and cold towards me.  1,00 3,00 1,1972 ,49626 
34. My parents used to say “You will be sorry if you do 
this or that.” 

1,00 4,00 1,7465 ,80566 

35. When I got back home, I had to say where I had 
been and what I had done.  

1,00 4,00 2,2254 ,95912 

36. I think my parents made a lot of efforts so that I 
could live interesting life and learn as much as 
possible.  

1,00 4,00 3,0278 ,94901 
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37. My parents praised me.  1,00 4,00 3,0714 ,83962 
38. It could happen that I felt guilty since I had not 
behaved like my parents wanted me to.  

1,00 4,00 2,3143 ,77165 

39. I think my parents imposed high demands on me in 
regard to school marks or sport achievements.  

1,00 4,00 2,2319 1,08662 

40. I could ask for my parents comfort and support 
when I was sad.  

1,00 4,00 3,0857 ,98897 

41. It could happen that my parents punished me in 
spite of the fact that I had not done anything wrong.  

1,00 4,00 1,4366 ,71179 

42. My parents allowed me do what other children, i.e. 
my friends were allowed to do.  

1,00 4,00 2,8194 ,84464 

43. My parents used to tell me that they did not 
approve the way I behaved at home. 

1,00 4,00 1,7887 ,86049 

44. My parents used to criticise me in front of my 
friends and they knew to say how lazy or useless I was.  

1,00 4,00 1,4714 ,73665 

45. When something bad happened, I was always the 
one who was blamed, rather than my siblings. 

1,00 4,00 1,5373 ,74525 

46. My parents were harsh to me.  1,00 4,00 1,4167 ,68690 
47. My parents punished me severely, even for trifles.  1,00 3,00 1,1549 ,46745 
48. It could happen that my parents beat me without 
reason.  

1,00 3,00 1,0833 ,32501 

49. Sometimes I wanted my parents care less about 
what I was doing.  

1,00 4,00 2,2143 ,84943 

50. May parents used to get involved in my interests 
and hobbies.  

1,00 4,00 2,4930 ,95429 

51. My parents used to beat me.  1,00 3,00 1,5352 ,55629 
52. I was allowed to go where I wanted and my 
parents did not worry too much about that.  

1,00 4,00 1,9028 ,85843 

53. My parents set clear boundaries in regard to what I 
was and was not allowed to do and they consistently 
stick to their standpoint.  

1,00 4,00 2,6286 ,98056 

54. My parents treated me in such a way that I felt 
embarrassed.  

1,00 4,00 1,4444 ,80297 

55. My parents allowed my siblings to do things I was 
forbidden to do.  

1,00 4,00 1,3529 ,64100 

56. I think that my parents’ concern that something 
bad could happen to me was excessive.  

1,00 4,00 2,4167 ,96049 

57. I think that my relation with my parents was warm 
and tender.  

1,00 4,00 3,0411 ,90429 

58. My parents respected when my opinion was 
different from theirs.  

1,00 4,00 2,7465 ,93684 

59. It happened that my parents were unpleasant 
grouchy with me, not telling me why.  

1,00 4,00 1,7887 ,82662 

60. It could happen that my parents sent me to bad 
without having supper.  

1,00 3,00 1,1233 ,43923 

61. I felt my parents were proud of my success.  1,00 4,00 3,0423 ,88538 
62. I was my parents’ favourite child.  1,00 4,00 2,1972 1,06395 
63. My parents defended me while blaming my 
siblings, even though I was the one to blame.  

1,00 4,00 1,2353 ,60143 

64. My parents hugged and cuddled with me.  1,00 4,00 2,9861 ,98572 
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Average scores at the scale of evaluation of parenting style of mothers  
 
Table 3 Minimal, maximal and average scores of the subjects in regard to questionnaire items and 
the sum score 

 Min Мax 
Arithmetic 

means 
Standard 
deviation 

1а. It was hard to me to please my parents: my mother 
expected from me one things and father expected 
something completely different.                       

1,00 4,00 1,5562 ,74181 

2а. My parents had disputes about what I am allowed 
to do and what I am not allowed to do.  

1,00 4,00 1,7170 ,81234 

3а. My mother’s decisions regarding what I can and 
cannot do and how I should behave were decisive.  

1,00 4,00 2,2375 1,01242 

3b. My father’s decisions regarding what I can and 
cannot do and how I should behave were decisive.  

1,00 4,00 2,2676 1,05128 

4а. It has happened that my parents failed to fulfil the 
promise they had made to me.  

1,00 4,00 1,9250 ,75694 

5а. I had a feeling that my parents did not actually 
know what they wanted from me.  

1,00 4,00 1,5849 ,88805 

6а. It could happen that I did not know how my 
parents would react to what I had done. 

1,00 4,00 2,4437 ,79104 

7а. It happened that because of their own problems 
my parents were angry with me and showed 
impatience.  

1,00 4,00 2,2625 ,92136 

8а. When they were in a good mood, my parents 
allowed me do what I otherwise was not allowed to 
do.  

1,00 4,00 1,8813 ,89282 

1. I felt my parents had interfered with everything I do. 1,00 4,00 2,0875 ,84219 
2. My parents have been showing they love me 
through their words and actions.  

1,00 4,00 3,4717 ,72750 

3. My parents spoilt me more than my siblings.  1,00 4,00 1,4706 ,90364 
4. My parents refused to talk with me for a long time 
when I had done something foolish.  

1,00 3,00 1,2453 ,49958 

5. My parents could punish me, even for petty things.  1,00 4,00 1,4430 ,67242 
6. My parents tried to influence me and make me 
become somebody acknowledged and important.  

1,00 4,00 2,3544 1,11775 

7. I think that at least one of my parents wanted me to 
be different.  

1,00 4,00 1,7911 ,93109 

8. My parents provided me with opportunities which 
were not available to my siblings.  

1,00 4,00 1,4013 ,69301 

9. When I did something foolish, I could always fix it if I 
asked my parents for forgiveness.  

1,00 4,00 2,4051 ,93780 

10. My parents wanted to decide what I should wear 
and how I should look.  

1,00 4,00 1,4938 ,76064 

11. I felt that my parents loved my siblings more. 1,00 4,00 1,3816 ,69942 
12. My parents’ behaviour towards me was not as just 
as it was towards my siblings.  

1,00 4,00 1,3624 ,64948 

13. It could happen that my parents forbid me 
something that was allowed to other children, out of 
fear that something bad could happen to me.  

1,00 4,00 2,3291 ,89188 

14. It was not a rare case that they beat, physically 
punish or criticize me in front of others.  

1,00 4,00 1,3875 ,61417 
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15. My parents care about what I was doing in the 
evening.  

1,00 4,00 2,7484 ,94110 

16. When times were bad for me, I felt my parents 
tried to calm and encourage me. 

1,00 4,00 3,1132 ,92764 

17. My parents physically punished me more than I 
deserved.  

1,00 4,00 1,1937 ,56632 

18. My parents were angry with me when I would not 
help in the household as I had been told.  

1,00 4,00 2,4340 ,90378 

19. My parents would be sad or they would in some 
other way show that I had behaved badly, so that I had 
a sense of quilt in these occasions.  

1,00 4,00 2,2264 ,75410 

20. I felt it difficult to get closer to my parents.  1,00 4,00 1,4403 ,80812 
21. It could happen that my parents talk to others 
about what I had done or said, so that I felt 
embarrassed.  

1,00 4,00 1,8868 ,90694 

22. I felt that my parents love me more than my 
siblings.  

1,00 4,00 1,2848 ,55830 

23. My parents showed their desire for me to have 
good marks.  

1,00 4,00 3,4375 ,74974 

24. I felt my parents’ support when I faced difficulties.  1,00 4,00 3,3437 ,89756 
25. I was a black sheep or a scapegoat in my family.  1,00 4,00 1,3376 ,71211 
26. It could happen that my parents wished I was like 
somebody else.  

1,00 4,00 1,4969 ,84848 

27. My parents criticized my friends I used to meet 
frequently.  

1,00 4,00 1,5660 ,75915 

28. I felt my parents thought I was guilty for their 
misfortune.  

1,00 4,00 1,2625 ,65864 

29. My parents tried to “pump” me be better.  1,00 4,00 1,5570 ,86322 
30. My parents showed they loved me.  1,00 4,00 3,5776 ,74699 
31. I think my parents have respected my opinion.  1,00 4,00 3,1761 ,79980 
32. I felt my parents gladly spent time with me. 1,00 4,00 3,3000 ,83025 
33. I think my parents were evil and cold towards me.  1,00 4,00 1,1875 ,46497 
34. My parents used to say “You will be sorry if you do 
this or that.” 

1,00 4,00 1,7125 ,77206 

35. When I got back home, I had to say where I had 
been and what I had done.  

1,00 4,00 2,2438 ,90246 

36. I think my parents made a lot of efforts so that I 
could live interesting life and learn as much as 
possible.  

1,00 4,00 2,9874 ,96119 

37. My parents praised me.  1,00 4,00 3,0190 ,80975 
38. It could happen that I felt guilty since I had not 
behaved like my parents wanted me to.  

1,00 4,00 2,3567 ,81660 

39. I think my parents imposed high demands on me in 
regard to school marks or sport achievements.  

1,00 4,00 2,0437 1,03612 

40. I could ask for my parents comfort and support 
when I was sad.  

1,00 4,00 2,9875 1,08151 

41. It could happen that my parents punished me in 
spite of the fact that I had not done anything wrong.  

1,00 4,00 1,3861 ,66510 

42. My parents allowed me do what other children, i.e. 
my friends were allowed to do.  

1,00 4,00 2,7975 ,86518 

43. My parents used to tell me that they did not 
approve the way I behaved at home. 

1,00 4,00 1,6478 ,77246 
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44. My parents used to criticise me in front of my 
friends and they knew to say how lazy or useless I was.  

1,00 4,00 1,4710 ,82422 

45. When something bad happened, I was always the 
one who was blamed, rather than my siblings. 

1,00 4,00 1,5526 ,77022 

46. My parents were harsh to me.  1,00 4,00 1,3899 ,59440 
47. My parents punished me severely, even for trifles.  1,00 4,00 1,1572 ,45749 
48. It could happen that my parents beat me without 
reason.  

1,00 3,00 1,0687 ,29930 

49. Sometimes I wanted my parents care less about 
what I was doing.  

1,00 4,00 2,3625 ,88657 

50. May parents used to get involved in my interests 
and hobbies.  

1,00 4,00 2,3000 ,96348 

51. My parents used to beat me.  1,00 4,00 1,4688 ,62366 
52. I was allowed to go where I wanted and my 
parents did not worry too much about that.  

1,00 4,00 2,0566 ,93623 

53. My parents set clear boundaries in regard to what I 
was and was not allowed to do and they consistently 
stick to their standpoint.  

1,00 4,00 2,4177 ,95913 

54. My parents treated me in such a way that I felt 
embarrassed.  

1,00 4,00 1,3585 ,68698 

55. My parents allowed my siblings to do things I was 
forbidden to do.  

1,00 3,00 1,3224 ,60464 

56. I think that my parents’ concern that something 
bad could happen to me was excessive.  

1,00 4,00 2,2625 ,97444 

57. I think that my relation with my parents was warm 
and tender.  

1,00 4,00 3,1062 ,90141 

58. My parents respected when my opinion was 
different from theirs.  

1,00 4,00 2,8050 ,85298 

59. It happened that my parents were unpleasant and 
grouchy with me, not telling me why.  

1,00 4,00 1,6625 ,78418 

60. It could happen that my parents sent me to bad 
without having supper.  

1,00 3,00 1,0949 ,35311 

61. I felt my parents were proud of my success.  1,00 4,00 3,1950 ,83801 
62. I was my parents’ favourite child.  1,00 4,00 2,2323 1,13858 
63. My parents defended me while blaming my 
siblings, even though I was the one to blame.  

1,00 4,00 1,2303 ,56931 

64. My parents hugged and cuddled with me.  1,00 4,00 2,9565 ,93105 

 
9.2. Analysis of the latent space of the scale of parenting styles of fathers  

 
In accordance with the research problem and aims, the items of the scale were subjected 
to main components analysis. According to Kaiser-Guttman criterion, 17 significant main 
components were identified, while Cattell’s scree criterion suggested that the optimal 
factor solution is with 3 – 4 main components. Along with the Promax oblique rotation, 
applied because of the assumption that there is correlation between latent dimensions, 
solutions with 3 – 4 main components were tested. The solution with 3 main components 
was chosen as the most interpretable, together explaining around 43% of variance of the 
system of variables, when parenting style of fathers is in question. 
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Table 4 Characteristic roots and the percentage of the explained variance  

Pre-rotations  Rotated solution  Factors  
  Characteristic root  Variance percentage  Cumulative percentage  Characteristic root  
1 15,077 20,653 20,653 13,191 

2 9,755 13,363 34,015 11,047 

3 6,599 9,040 43,056 8,837 
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Table 5 An extract from the matrix of first factor structure  

  1 

17. My parents physically punished me more than I deserved. ,781 

25. I was a black sheep or a scapegoat in my family.  ,783 

26. It could happen that my parents wished I was like somebody else.  ,713 

27. My parents criticized my friends I used to meet frequently.  ,735 

28. I felt my parents thought I was guilty for their misfortune.  ,762 

33. I think my parents were evil and cold towards me.  ,797 

34. My parents used to say “You will be sorry if you do this or that.” ,689 

37. My parents praised me.  -,542 
40. I could ask for my parents comfort and support when I was sad.  -,420 

41. It could happen that my parents punished me in spite of the fact that I had not done 
anything wrong.  

,554 

44. My parents used to criticise me in front of my friends and they knew to say how lazy or 
useless I was. 

,483 

46. My parents were harsh to me.  ,741 

47. My parents punished me severely, even for trifles.  ,839 

49. Sometimes I wanted my parents care less about what I was doing. ,722 

54. My parents treated me in such a way that I felt embarrassed.  ,823 

57. I think that my relation with my parents was warm and tender.  -,398 
61. I felt my parents were proud of my success.  -,369 
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The first promax factor clusters around the items referring to harsh, cold and aggressive 
parenting styles of fathers these fathers are inclined to verbal and physical punishment of 
their children. The factor is characterized by the following items: My parents treated me 
in such a way that I felt embarrassed. My parents punished me severely, even for trifles. 
My parents punished me physically more than I deserved. My parents were harsh to me, 
etc. The factor is called cold and aggressive parenting style of fathers.  

 
Table 6 An extract from the matrix of the second factor structure  

 2 
1а. It was hard to me to please my parents: my mother expected from me one things and 
father expected something completely different.                       

-,353 

2а. My parents had disputes about what I am allowed to do and what I am not allowed to 
do.  

-,504 

4а. It has happened that my parents failed to fulfil the promise they had made to me.  -,332 
5а. I had a feeling that my parents did not actually know what they wanted from me.  -,728 
2. My parents have been showing they love me through their words and actions.  ,865 

4. My parents refused to talk with me for a long time when I had done something foolish.  -,452 
9. When I did something foolish, I could always fix it if I asked my parents for forgiveness.  ,532 
13. It could happen that my parents forbid me something that was allowed to other 
children, out of fear that something bad could happen to me.  

,233 

16. When times were bad for me, I felt my parents tried to calm and encourage me.  ,815 

20. I felt it difficult to get closer to my parents.  -,595 

23. My parents showed their desire for me to have good marks.  ,689 
24. I felt my parents’ support when I faced difficulties.  ,807 

30. My parents showed they loved me.  ,780 

31. I think my parents have respected my opinion.  ,827 

32. I felt my parents gladly spent time with me. ,692 
36. I think my parents made a lot of efforts so that I could live interesting life and learn as 
much as possible.  

,674 

40. I could ask for my parents comfort and support when I was sad.  ,787 

52. I was allowed to go where I wanted and my parents did not worry too much about 
that.  

-,543 

53. My parents set clear boundaries in regard to what I was and was not allowed to do and 
they consistently stick to their standpoint.  

,445 

57. I think that my relation with my parents was warm and tender.  ,713 

58. My parents respected when my opinion was different from theirs.  ,651 

61. I felt my parents were proud of my success.  ,653 
64. My parents hugged and cuddled with me.  ,584 

 
The second promax factor includes all the items illustrating a warm, nurturing parental 
style of fathers. These are the fathers whose parents know they are loved and supported. 
The factor is characterized by the statements like, e.g. My parents have shown they love 
me through their words and actions. I felt supported by my parents when I faced 
difficulties. I think that my parents respected my opinion. I could ask my parents for 
comfort and support when I was sad. I think that my relation with my parents was warm 
and tender, etc. The factor was called a warm, nurturing parental style of fathers.  
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Table 7 An extract from the matrix of the third factor structure 
 

 3 
3b. My father’s decisions regarding what I can and cannot do and how I should behave 

were decisive.  
,600 

4а. It has happened that my parents failed to fulfil the promise they had made to me.  ,479 
5а. I had a feeling that my parents did not actually know what they wanted from me.  ,349 
6а. It could happen that I did not know how my parents would react to what I had done. ,457 
7а. It happened that because of their own problems my parents were angry with me and 
showed impatience.  

,566 

1. I felt my parents interfere with everything I was doing.   ,439 
4. My parents refused to talk with me for a long time when I had done something foolish.  ,378 
5. My parents could punish me, even for petty things.  ,769 

13. It could happen that my parents forbid me something that was allowed to other 
children, out of fear that something bad could happen to me. 

,542 

32. I felt my parents spent time with me gladly.  -,437 
39. I think my parents imposed high demands on me in regard to school marks or sport 

achievements.  
,696 

41. It could happen that my parents punished me in spite of the fact that I had not done 

anything wrong.  
,631 

43. My parents used to tell me that they did not approve the way I behaved at home. ,545 
44. My parents used to criticise me in front of my friends and they knew to say how lazy or 
useless I was.  

,542 

59. It happened that my parents were unpleasant and grouchy with me, not telling me 

why. 
,765 

  
The third promax factor clusters around the items referring to fathers who are inclined to 
set high and unrealistic demands for their children, who are authoritarian and whose 
decisions are decisive and final in their children upbringing. These fathers do not explain 
their actions to children and do not give them clear instructions how to behave; they 
sanction negative behaviour instead, without proper explanation. They are ready to 
ignore their children. The factor is called authoritarian parental style of fathers. 

 

9.3. Analysis of the latent space of the scale of parenting styles of mothers  

 

These items of the scale were also subjected to main components analysis. According to 
Kaiser-Guttman criterion, 22 significant main components were identified, while Cattell’s 
scree criterion suggested that the optimal factor solution is with 3 – 5 main components. 
The solution with 4 main components was chosen as the most interpretable, together 
explaining around 38% of variance of the system of variables, when parenting style of 
fathers is in question. 
 
Table 8 Characteristic roots and the percentage of the explained variance 

Pre-rotations  Rotated solution  Factor  
  Characteristic root  Variance percentage  Cumulative percentage  Characteristic root  
1 14,955 20,486 20,486 12,605 
2 5,881 8,056 28,542 9,334 
3 3,557 4,873 33,415 8,196 
4 3,114 4,266 37,681 5,975 
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Graph 2 Scree diagram  
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Table 9 Extract from the first factor matrix structure  

 1 
4а. It has happened that my parents failed to fulfil the promise they had made to me.  -,388 
5а. I had a feeling that my parents did not actually know what they wanted from me.  -,455 
7а. It happened that because of their own problems my parents were angry with me and 
showed impatience.  

-,435 

1. I felt my parents had interfered with everything I do. -,376 
2. My parents have been showing they love me through their words and actions.  ,715 

7. I think that at least one of my parents wanted me to be different. -,399 
11. I felt that my parents loved my siblings more. -,420 
12. My parents’ behaviour towards me was not as just as it was towards my siblings.  -,409 
16. When times were bad for me, I felt my parents tried to calm and encourage me. ,813 

20. I felt it difficult to get closer to my parents. -,560 
24. I felt my parents’ support when I faced certain difficulties.  ,837 

24. I felt my parents’ support when I faced difficulties.  -,673 
25. I was a black sheep or a scapegoat in my family.  -,489 
26. It could happen that my parents wished I was like somebody else.  -,423 
27. My parents criticized my friends I used to meet frequently.  -,557 
28. I felt my parents thought I was guilty for their misfortune.  ,709 

31. I think my parents have respected my opinion.  ,732 

32. I felt my parents gladly spent time with me. ,668 

36. I think my parents made a lot of efforts so that I could live interesting life and learn as 
much as possible.  

,597 

37. My parents praised me.  ,641 
40. I could ask for my parents comfort and support when I was sad.  ,771 

41. It could happen that my parents punished me in spite of the fact that I had not done 
anything wrong.  

-,322 

44. My parents used to criticise me in front of my friends and they knew to say how lazy or 
useless I was. 

-,554 

57. I think that my relation with my parents was warm and tender.  ,774 
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58. My parents respected when my opinion was different from theirs.  ,594 

61. I felt my parents were proud of my success.  ,664 

64. My parents hugged and cuddled with me. ,639 

 
The first Promax factor involves the items illustrating warm and nurturing parenting style 
of mothers. These mothers clearly show their children that they love them, that they 
respect their opinion, that they will always be there for them and their problems, offering 
support and comfort. The factor is characterised by the statements like, e.g.: When things 
were bad for me I felt my parents were trying to calm and encourage me. I think that my 
relation with my parents was warm and tender. I could always ask my parents for help 
and comfort when I was feeling sad. My parents showed their loved me through what 
they said and did, etc. The factor is called warm, nurturing parenting style of mothers.  
 
Table 10 Extract from the second factor matrix structure 

 2 
1а. It was hard to me to please my parents: my mother expected from me one things and 

father expected something completely different.                       
,527 

2а. My parents had disputes about what I am allowed to do and what I am not allowed to 

do.  
,535 

6а. It could happen that I did not know how my parents would react to what I had done. ,463 

8а. When they were in a good mood, my parents allowed me do what I otherwise was not 
allowed to do.  

,509 

7. I think that at least one of my parents wanted me to be different.  ,593 

14. It was not a rare case that they beat, physically punish or criticize me in front of others. ,429 
19. My parents would be sad or they would in some other way show that I had behaved 
badly, so that I had a sense of quilt in these occasions.  

,435 

20. I felt it difficult to get closer to my parents.  ,558 
21. It could happen that my parents talk to others about what I had done or said, so that I 
felt embarrassed.  

,528 

22. I felt that my parents love me more than my siblings.  ,473 
26. It could happen that my parents wished I was like somebody else. ,644 

28. I felt my parents thought I was guilty for their misfortune.  ,510 
29. My parents tried to “pump” me be better.  ,646 

30. My parents showed they loved me.  -,408 
31. I think my parents have respected my opinion.  -,399 
33. I think my parents were evil and cold towards me.  ,411 
39. I think my parents imposed high demands on me in regard to school marks or sport 

achievements.  
,633 

40. I could ask for my parents comfort and support when I was sad.  -,390 
44. My parents used to criticise me in front of my friends and they knew to say how lazy or 
useless I was.  

,484 

54. My parents treated me in such a way that I felt embarrassed. ,668 

57. I think that my relation with my parents was warm and tender.  -,402 
59. It happened that my parents were unpleasant and grouchy with me, not telling me 
why.  

,413 

 
The second promax factor clusters arount items referring to an ambitious mother, who 
sets high demands upot her child, especially when school success is in question, who is 
inclined to compare her child to other children, who is cold and does not show devotion 
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and attention. The factor is characterized by the statements like, for example: My parents 
tried to “pump” me be the best. It happened that my parents wished I was like somebody 
else. My parents treated me in such a way that I felt embaressed. I think that my parents 
imposed high demands on me in regard to school marks and sport achievements, etc. The 
factor was called cold, ambitious mother.  
 

Table 11 Extract from the third factor matrix structure 

  3 
8. My parents provided me with opportunities which were not available to my siblings.  -,434 
9. When I did something foolish, I could always fix it if I asked my parents for forgiveness.  -,326 
11. I felt that my parents loved my siblings more. ,665 

12. My parents’ behaviour towards me was not as just as it was towards my siblings.  ,649 

16. When times were bad for me, I felt my parents tried to calm and encourage me. -,428 
17. My parents physically punished me more than I deserved.  ,693 

25. I was a black sheep or a scapegoat in my family.  ,490 

41. It could happen that my parents punished me in spite of the fact that I had not done 

anything wrong.  
,665 

45. When something bad happened, I was always the one who was blamed, rather than 

my siblings. 
,694 

46. My parents were harsh to me.  ,519 
47. My parents punished me severely, even for trifles.  ,551 

48. It could happen that my parents beat me without reason.  ,611 

55. My parents allowed my siblings to do things I was forbidden to do. ,745 

60. It could happen that my parents sent me to bad without having supper.  ,519 

 
The third Promax factor includes the items illustrating a mother who does not treat all 
her children equally, or at least her children see her as such. Her child feels like a “black 
sheep” in a family or a “scapegoat” who should be punished even if he or she does not 
deserve punishment, i.e. when others are to blame. It is characterized by the following 
statements: I felt my parents loved my siblings more. More parents treated me unequally 
as compared to my signings. My parents punished me more than I deserved. When 
something bad happened, I was always the one who was blamed, rather than my siblings. 
The factor was called a mother who makes differences between her children.  
 

Table 12 Extract from the third factor matrix structure 

  4 
1. I felt my parents had interfered with everything I was doing.  ,495 

5. My parents could punish me, even for petty things.  ,497 
10. My parents wanted to decide what I should wear and how I 
should look like.  

,380 

13. It could happen that my parents forbid me something that was 
allowed to other children, out of fear that something bad could 
happen to me.  

,565 

15. My parents cared about what I was doing in the evening.  1,00 4,00 2,8235 ,96105 
23. My parents showed their desire for me to have good marks. ,414 

35. When I got back home, I had to say where I had been and what I 
had done. 

,582 
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49. Sometimes I wanted my parents care less about what I was 

doing.  
,574 

50. May parents used to get involved in my interests and hobbies.  ,437 

51. My parents used to beat me.  ,373 

52. I was allowed to go where I wanted and my parents did not 
worry too much about that.  

-
,462 

53. My parents set clear boundaries in regard to what I was and was 
not allowed to do and they consistently stick to their standpoint.  ,556 

56. I think that my parents’ concern that something bad could 
happen to me was excessive.  

,609 

 
Fourth factor is defined by the items related to over-protective parenting style of a 
mother. These mothers interfere with all aspects of their children’s lives; they have a 
need to over-control their life and movements mostly out of fear that something bad 
could happen to them. She experiences the fear as excessive and burdening. The factor is 
characterised by the items, like, for example: My parents cared about what I was doing in 
the evening. There were occasions when I wished my parents cared less about what I was 
doing. It seemed to me that my parents interfered with everything I do. I think that the 
care of my parents is excessive, etc. The factor is called over-protective mother.  
 
9.4. Correlation between self-respect and parenting styles  

 
The correlation between self-respect and parenting styles was verified according to 
Pearson’s coefficient of linear correlation of total score at the scale of self-respect and 
the extracted scores of the factors of parenting styles of mothers and fathers. Multiple 
regression analysis was also carried out in which criterion variable was self-respect, while 
the group of predictors were the factors of parenting styles.  
 
Table 13 Pearsons’s correlation coefficient  

   
SUM SCORE AT SELF-
RESPECT SCALE  

Cold and aggressive parenting 
style of fathers  

Pearson’s correlation 
coefficient  

-,032 

  Level of significance  ,884 
Warm and nurturing parenting 
style of fathers  

Pearson’s correlation  
coefficient 

,648(**) 

  Significance level  ,001 
Authoritarian parenting style of 
fathers 

Pearson’s correlation  
coefficient 

-,182 

  Significance level  ,406 

Warm, nurturing parenting style 
of a mother  

Pearson’s correlation  
coefficient 

,461(**) 

  Significance level  ,000 
Cold, ambitious mother  Pearson’s correlation  

coefficient 
-,453(**) 

  Significance level  ,000 

A mother who makes a difference Pearson’s correlation  -,064 
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between her children  coefficient 
  Significance level  ,512 
Over-protective mother  Pearson’s correlation  

coefficient 
,018 

  Significance level  ,856 

** Correlations significant at the level of 0.01  
  * Correlations significant at the level of 0.05  
 
The obtained results show that self-respect of children is significantly statistically 
correlated with warm, nurturing parenting styles of mothers and fathers. The correlation 
is positive. Nurturing style of fathers shows slightly greater intensity of correlation that 
the nurturing style of mothers. Statistically significant correlation, but negative one, was 
found between self-respect and cold, ambitious parenting style of child’s mother. The 
correlation is of moderate intensity. Such a finding indicates that the warmer and more 
nurturing parenting style fathers express, the self-respect of children will be higher; 
furthermore, the colder and more ambitions parenting style mothers express, the lower 
self-respect children have.  
 
Multiple regression analysis  

Criterion variable is a sum score at the self-respect scale.  
 
Table 14 Multiple correlation coefficient  

Мodel R R² Corrected R² Std. deviation 

1 ,918(а) ,842 ,742 3,47383 

 

Table 15 Evaluation of regression model relevance   

Model    Sum of 
quadrates  

number of 
freedom degrees  

Average 
quadrate  

F P-level of 
significance  

1 Regression  709,784 7 101,398 8,403 ,001(а) 
  Residual  132,742 11 12,067     
  Total  842,526 18       
 
Regression model is statistically relevant at the level of p=0,001. Coefficient of multiple 
correlation is P=0,918, while the group of predictors explains around 84% of the variability 
of the system of variables. According to such results, it could be said that there is rather 
high level of correlation between the criteria and the predictor set of variables.  
 
9.5. Partial contributions of predictors  
 

  Beta  Т p-level of significance  
Constant    10,429 ,000 
cold and aggressive parenting style of fathers  -1,306 -1,919 ,081 
warm, nurturing parenting style of fathers  1,417 2,430 ,033 

authoritarian parenting style of fathers  -1,143 -3,351 ,006 

warm, nurturing parenting style of mothers. ,668 1,008 ,335 

cold, ambitious mothers  -,971 -2,371 ,037 

mothers who make difference between their children  -1,104 -3,963 ,002 

over-protective mothers  ,489 1,307 ,218 
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Only warm, nurturing parenting style of fathers has a significant positive beta coefficient, 
while authoritarian parenting style of fathers, cold and ambitious style of mothers, as well 
as mothers who make differences between their children (unjust) have statistically 
significant negative coefficient. Such a result means that the warmer, more nurturing, as 
well as the less authoritarian fathers are towards their children, they are inclined to have 
more developed self-esteem; in the case of mothers it is decisive for them to have less 
expressed ambition and to be as just as possible towards all their children and to treat 
them equally.  
 
10. Concluding considerations and pedagogical implications  

 
It is beyond dispute that family is a primary and most important social group where 
children are born and raised, where they acquire their habits and develop their personal 
potentials. Parents, as agents of primary socialization, through their attitudes, ways of 
thinking, and before all, according to their behaviour, build their own parenting style. 
Upbringing style of parents, as a complex dimension explicated in the theoretical part of 
the paper, is rather significant form the formation of child’s self-image, as well as for the 
formation of child’s personality as a whole. The stand of theory is that the conditions 
encouraging development and acceptance by parents can enable children develop 
positive self-image and self-attitude (Oljaca, 2001).  
 
The research was conducted in order to get a clearer picture on how parenting styles 
influence self-respect of children.  
 
The findings are in favour of the standpoint that self-respect of adolescents is statistically 
significanly correlated with warm, nurturing parenting styles of both parents. Warm, 
accepting parenting style defined in the reserch in factor extracting as a warm, nurturing 
style refers to those parents whose children know and feel that they are loved and that 
they can rely on their parents and expect their support. These are the parents who show 
their children through their words and actions their own uncoditioned, unselfish love. 
This parenting style implies such a behaviour, where parents repsect their children’s 
opinion to great extent where relations between children and parents are warm and 
tender.  
 
In regard to fathers who apply this parenting style, their children perceive that they can 
rely on their fathers in any moment, asking for comfort and support when needed. The 
statements defining warm, nurturing parenting style of fathers are as follows: My parents 
have shown they love me through their words and actions. I felt supported by my parents 
when I faced difficulties. My parents have always shown that they loved me. I think that 
my parents respected my opinion. I could ask my parents for comfort and support when I 
was sad. I think that my relation with my parents was warm and tender.  
 
As for mothers, the claims identified by the research as those most relevant in defining a 
warm and nurturing parenting style are the following: My parents showed they loved me 
through what they said and did. When things were bad for me I felt my parents were 
trying to calm and encourage me. I felt my parents’ support. My parents showed they 
loved me. They respected my opinion. I felt that they spend time with me gladly. I could 
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always ask my parents for help and comfort when I was feeling sad. I think that my 
relation with my parents was warm and tender. My parents respected the fact that I 
sometimes have an opinion different from theirs. I could feel that my parents are proud 
of my success. My parents hugged me and cuddled with me.  
 
Research findings are in favour of the standpoint that self-respect of adolescents is 
statistically significantly correlated with warm, nurturing parenting styles of both parents; 
as a consequence, the first research hypothesis has been confirmed.  
 
Research findings have also shown that warm, nurturing parenting style of fathers has 
higher intensity of correlation with self-respect of adolescents than the same parenting 
style of mothers. These results are in accordance with findings of other studies. For 
example, such is the study of Lecroy who has found that closeness with one’s father 
significantly correlates with developed self-respect of adolescents, rather than close 
relationships with their mothers. Similar is Rosenberg’s research conducted in 1965, 
showing that self-respect and stable self-image is correlated with close relations of 
adolescents with their fathers.  
 
As for the studies carried out in our region, affective dimension of parenting style of 
fathers has turned out to be a significant predictor of self-respect of adolescents in the 
study conducted in 2008 by Grubor, Mitic, Zotovic and Petrovic. According to the 
research undertaken by Matijevic in 2004, the sense of higher incompetence and lower 
self-respect was expressed by the adolescents who at affective dimension perceived their 
fathers as cold.  
 
On the other hand, there are also former research findings implying dominant effects of 
emotional warmth and acceptance in child’s relations with his/her mother (Todorovic, 
2004). The same is with the research conducted by Medinus in 1965. It is in favour of the 
standpoint that there is a significant correlation between self-acceptance and parental 
love, protection and acceptance. According to the stated research, the adolescents with 
high level of self-acceptance perceive their parents as those who give them more love 
and intimidate, punish or reject them less. Furthermore, all significant coefficients of 
correlation were higher between self-acceptance of adolescents ant their relation with 
their mothers.  
 
It seems that in our research outlined in the present paper the fact that the results have 
identified warm and nurturing parenting style of fathers as the one which is most 
important can be a consequence of all the more emphasized participation of fathers in 
upbringing and raising of children. Namely, the changed role of a woman in modern 
society, initiated and supported by their emancipation, has actually in a way influenced 
and led to more intensive involvement of fathers in upbringing of their children. The data 
of numerous studies have shown the regularity that greater physical presence and 
emotional involvement of fathers is significantly interrelated with functionality of family, 
as well as with development of children (Mitic, 2005; Mitic at al, 2006; Zotovic et al, 2007).  
Starting from the above stated, pedagogical implications can refer to, before all, increase 
of the competence of parents. Special attention of pedagogues should be paid to 
sensibilisation and involvement of fathers in variety of seminars, workshops, lectures, 
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schools of parenthood and similar forms of cooperation with kindergartens and schools. 
Contents of these meetings with parents should be designed in such a way to increase 
competencies of parents and emphasize the importance of their role in their children’s 
upbringing.  
 
Second research hypothesis was the assumption that there is correlation between 
rejecting parenting style and the developed level of self-respect of their children. The 
category of rejecting parenting styles involves: 

1. Cold and aggressive parenting style  
2. Authoritarian parenting style.  

 
Cold and aggressive parenting style of fathers is characterized by the following items: My 
parents physically punished me more than I deserved. I was a black sheep or a scapegoat 
in my family. It could happen that my parents wished I was like somebody else. My 
parents criticized my friends I used to meet frequently. I felt my parents thought I was 
guilty for their misfortune. I think my parents were evil and cold towards me. My parents 
were harsh to me. My parents punished me severely, even for trifles.  Sometimes I 
wanted my parents care less about what I was doing. My parents treated me in such a 
way that I felt embarrassed. My parents used to beat me. It could happen that my 
parents punished me in spite of the fact that I had not done anything wrong. My parents 
used to criticise me in front of my friends and they knew to say how lazy or useless I was. 
The stated items illustrate a harsh, cold and aggressive parenting style of fathers. Fathers 
perceived by adolescents in such a way are inclined to verbal and physical punishment of 
their children.  
 
Authoritarian parenting style of fathers is characterised by the following items. My 
father’s decisions regarding what I can and cannot do and how I should behave were 
decisive. My parents could punish me, even for petty things. I think my parents imposed 
high demands on me in regard to school marks or sport achievements. It could happen 
that my parents punished me in spite of the fact that I had not done anything wrong. It 
happened that my parents were unpleasant and grouchy with me, not telling me why. 
The stated items feature fathers who are inclined to impose high and unrealistic demands 
on their children. These fathers are authoritarian and their decisions are decisive in their 
children’s upbringing. However, in the case of fathers expressing authoritarian parenting 
style, there is not explanation of their decisions and actions towards children; children are 
deprived from clear instruction and guidance who and in what way they should behave. 
What is also characteristic for such fathers is that they only sanction undesirable forms of 
behaviour, without clearly explaining why, so that children remain confused and insecure 
in regard to their proper behaviour.  
 
The two described parenting styles identified in the case of fathers are rather similar in 
regard to emotionality dimension. Namely, both styles are characterized by coldness; as a 
consequence, they are classified under rejecting parenting style in the research. As for 
the dimension of control, the two types are alike in that they imply firm control of child’s 
behaviour. On the other hand, the differences between the two stated parenting styles 
are different in regard to punishment, having in mind that the fathers characterized by 
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cold and aggressive parenting style are inclined to physical punishment, experienced by 
their children as harsh and unfair in comparison to manifested forms of their behaviour.  
What was identified as a rejecting parenting style of mothers in the research is called cold 
and ambitious mother. Items characterising such a style are the following: I happened 
that my parents wished I was like somebody else. My parents tried to “pump” me be the 
best. It happened that my parents wished I was like somebody else. My parents treated 
me in such a way that I felt embarrassed. I think that my parents imposed high demands 
on me in regard to school marks and sport achievements. A conclusion can be made 
according to these items that children experience such mothers as cold and ambitious 
inclined to set high demands, based primarily on their own ambition, rather than realistic 
abilities and potentials of their child. Such mothers usually compare their children with 
others, not respecting authenticity of their personalities. As for emotional dimension, 
these mothers are cold and do not express affection and attention.  
 
The research has also found statistically significant negative correlation between all the 
described rejecting parenting styles of fathers and mothers and the level of self-respect 
of their children. Furthermore, the correlation is most highly expressed between the cold 
and ambitious style of mothers and self-respect of their children. In other word, the more 
expressed cold and ambitious upbringing style mothers have, the lower self-esteem their 
children express.  
 
Such a research finding is in accordance with the assumptions of the theory of object 
relations, whose review was given in the theoretical part of the paper. Namely, according 
to Winnicott, the relation between the child and his/her intrinsic psychological 
organization, according to Winnicott’s standpoint, becomes modified according to 
expectations expressed, first of all by child’s father and mother, as well as those who 
have become significant in child’s life during his/her maturation. In addition, if we have in 
mind the basic principles permeating emancipatory pedagogy and pedagogy in general, 
research findings are not in the least surprising. Namely, in emancipatory upbringing, a 
personality as an agent of authentic values is the aim of upbringing, rather than its means 
used to reach predetermined aims, alienated from personality itself. The principle is 
actually reflected in the relations between democratic as opposed to authoritarian 
upbringing, nurturing of creativity as opposed to rigid behaviour, respect for child’s 
personality as opposed to its suppression. In child’s upbringing and formation of one’s 
own parenting style accent should be put on natural child’s advancement, rather than 
passive adjustment to somebody else’s criteria.  
 
Third research hypothesis referred to the assumption that there is a correlation between 
over-protective parenting style and the level of developed self-respect of children. 
According to factor analysis in the part of the paper dealing with statistics, over-
protective parenting style was identified only in the case of mothers. This parenting style 
is characterised by the items: My parents cared about what I was doing in the evening. 
There were occasions when I wished my parents cared less about what I was doing. It 
seemed to me that my parents interfered with everything I do. I think that the care of my 
parents is excessive. In other words, mothers who have over-protective parenting style 
often interfere in all aspects of their child’s life. The have over-emphasized need to 
absolutely control lives and movements of their children, mostly out of fear that 
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something negative might happen to them. However, warm and tender attitude in their 
relation with children is also characteristic for them. Even though the child experiences 
mother’s care and fear as excessive and burdening, from emotional point of view, the 
child feels mother’s inclination, affection and love.  
 
The mentioned emotional aspect of the overprotective parenting style of mothers might 
be the very reason why the third hypothesis has not been confirmed in the research. 
Namely, the research has not found statistically significant correlation between over-
protective parenting style and self-respect of children. Nevertheless, according to our 
standpoint, if this upbringing style was brought into correlation with some other aspects, 
i.e. components of child’s personality development, like, for example, independence or 
ability of children to resolve conflict or some other life situations on their own, it might be 
that the results would be different.  
 
Fourth research hypothesis referred to the assumption that there is a correlation 
between parents favouring one child and developed self-respect. Factor analysis of the 
parenting style in question identified it only in the case of mothers. Statements 
characteristic for this parenting style are the following: I felt my parents loved my siblings 
more. My parents treated me unequally as compared to my signings. My parents 
punished me physically more than I deserved. When something bad happened, I was 
always the one who was blamed, rather than my siblings. My parents used to allow my 
siblings do things I was not allowed to do.  
 
As it can be seen according to the above, such mothers do treat their children equally, or 
at least their children see them as such. Her child feels like a “black sheep” in a family or a 
“scapegoat” who should be punished even if he or she does not deserve punishment, i.e. 
when others are to blame. 
 
Significant negative beta coefficient was found for the relation between self-respect of 
adolescents and the parenting style of mothers who make differences between their 
children. The finding has confirmed the fourth research hypothesis. Accordingly, a 
conclusion can be made that adolescents who experience their mothers as those who do 
not treat children equally have lower level of self-esteem.  
Consequences of this parenting style of mothers can be versatile. Children who 
experience their mothers as unjust or unfair can have poorly expressed sense of 
attachment, as well as diminished ability to create community and to ask for help when 
needed. Children who have such a relationship with their mothers have lower self-
respect, which might result in them being subjected to influences beyond the family, 
most frequently harmful and negative ones, especially in the period of adolescence, when 
the influence of parents decreases in favour of the influence of peers and friends. 
Systematic approach in pedagogy views such families as dysfunctional.  
 
Statistic processing of partial contribution of parenting styles as predictors has confirmed 
the fifth hypothesis of the research, according to which certain parenting styles are 
significant predictors of self-respect in adolescents.  
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Only warm and nurturing style of fathers has a significant beta coefficient, while 
authoritarian parenting style of fathers, cold and ambitious style of mothers, as well as 
unjust mothers all have statistically significant, but negative beta coefficient.  
 
High self-respect is an important condition and indicator of successful functioning of an 
individual, unlike low self-respect related to various social and emotional problems. Self-
image of young people influences their school achievement, educational aspirations, 
social relations and acceptance of different social roles. Self-image can also be a factor of 
risk, influencing social functioning, as well as behavioural problems in the period of 
adolescence, contributing to the appearance of various mental problems (Marsh, Parada 
and Ayotte, 2004, as cited by Joksimovic and Janjetovic, 2008); on the other hand, it can 
also be protecting factor, preventing the appearance of psychological problems and 
contributing to general well-being of an individual (McCullough, Huebner and Laughlin, 
2000, as cited by Joksimovic and Janjetovic, 2008). 
 
Findings of numerous studies have shown that a positive self-image is very important for 
mental health and appropriate development in the period of adolescence, having in mind 
that it is, before all, a protective factor when the appearance of potential behavioural 
problems is in question (Ybrandt, 2008, according to Joksimovic and Janjetovic, 2008). 
 
Nowadays, when we have witnessed more emphasized presence of unacceptable forms 
of behaviour of adolescents, as well as increased aggressiveness of young people, 
preventive pedagogic action can be essential. Preventive pedagogical influence could be 
directed to both parents and children, especially preschool children who are at this age 
most receptive for guided upbringing influence.  
 
Apart from family, as the first setting where a child develops his/her self-esteem, 
preschool institution also has a significant role to play, having in mind that it is the first 
form of institutionalized upbringing where a child acquires all his/her early social 
experiences and develops a variety of skills. Starting from this observation, we consider 
that the role of kindergarten teacher is also rather important in provision of support to a 
preschool child to grow up as a happy and self-aware being. It is possible to reach this aim 
according to application of a variety of contents in kindergarten, like, for example the 
project Encouragement of self-respect through cooperative communication – introduced by 
Iboja Gera and Ljubica Dotlic, the project Healthy Growing up – group of authors or the 
project Fair conduct – professional associates in preschool institution Radosno detinjstvo, 
etc. We consider that application of these and similar programs can have for its aim 
development of positive feeling about one’s own value in the form of high self-esteem of 
children. Having in mind that families differ in view of beliefs, priorities and the ways they 
arrange family life, it is necessary to understand different parenting styles for 
communication between kindergarten and family to be as efficient as possible.  
 
Educational seminars, trainings, workshops and lectures organized in order to increase 
competencies of parents seem to be rather important for modern parents, overburdened 
by existential problems and increased absence from home. Professional associates and 
pedagogues have significant roles to play in these efforts.  
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Having the research findings in mind, special attention of pedagogues should be paid to 
sensibilisation and involvement of fathers in various forms of cooperation, whose aim 
would be, among other things, to emphasize the importance of their roles in their 
children upbringing.  
 
Finally, since the research has found that parenting styles are important predictor in 
formation of self-respect of children, we think it is rather important to organize education 
for future parents. When young people plan family and prepare themselves for such an 
important role, i.e. the role of parents, insights pedagogic science has come to can be of 
great importance for them. Research findings, transformed into contents, supported by 
examples from practice, formed in workshops requiring active involvement of 
participants can have both practical and preventive significance. Namely, it is possible to 
educate young people in such a way and offer them explanations of possible 
consequences of their behaviour and inform them, before all, about most adequate 
actions and ways of upbringing so that they could reach their ultimate goal – to raise a 
healthy and happy child.  
 
 

References: 

 
1. Baumrind, D. (1970): Socialization and instrumental competence in young children. Young 

Children, 26 (2), 104 – 119. 
2. Belsky, J. (1984): The determinants of parenting: A process model. Child development, 55, 83 – 

96. 
3. Bogojević, S. (2002): Stilovi vaspitanja. Banja Luka: Filozofski fakultet. 
4. Brajša-Žganec, A. (2003): Djete i obitelj: emocionalni i socijalni razvoj. Jastrebarsko: Naklada 

Slap. 
5. Vander – Zanden, J.W. (1993): Human development (5th ed.). New York: McGraw – Hill. 
6. Vizler, J. (2004): Povezanost percepcije roditeljskog ponašanja i sramežljivosti i asertivnosti 

školske djece. Diplomski rad Sveučilišta u Zagrebu, odseka za psihologiju. 
7. Winnicott, D.W. (1960b): The theory of the parent/infant relationship. In The maturational 

process and the facilitating environment. New York: International Universities Press. 
8. Winnicott, D.W. (1980): Dijete, obitelj i vanjski svijet. Zagreb: Naprijed. 
9. Vukosavljević-Gvozden, T. (2002): Empatija i slika o sebi. Beograd: Institut za psihologiju. 
10. Vukotić, B. (2007): Značaj porodičnih odnosa u razvoju dečje samostalnosti. Diplomski rad, 

odsek za pedagogiju Novi Sad: Filozofski fakultet. 
11. Gajer-Pjacun, Đ. (1985): Psihološki poremećaji djece i omladine. Zagreb: Zavod grada Zagreba za 

socijalni rad. 
12. Galbo, J.J. (1984): Adolescents Perceptions of Significants Adults: A Review of the Literature, 

Adolescence, 19. 
13. Gera, I. i Lj. Dotlić (1996): Priručnik za podsticanje dečjeg samopoštovanja. Novi Sad: Izdavačko 

preduzeće Matice srpske. 
14. Gojkov, G. I V. Paser (1993): Pedagoški stil porodice u vaspitanju, Pedagoška stvarnost 1-2 (23-

27). 
15. Gojkov, G., R. Krulj i M. Kundačina (2002): Leksikon pedagoške metodologije. Vršac: Viša škola 

za obrazovanje vaspitača. 
16. Grandić, R. (1998): Porodica i vaspitno-obrazovni status dece, Zbornik katedre za pedagogiju, 

sveska 13. Novi Sad: Filozofski fakultet. 
17. Grandić, R. (2006): Prilozi porodičnoj pedagogiji. Novi Sad: Savez pedagoških društava 

Vojvodine. 



 

Zorić-Panić: PARENTING STYLES AND SELF-RESPECT OF ADOLESCENTS 

___________________________________________________________________________________________________ 

 140 

18. Grandić, R. I S. Čarnojević (1996): Problemi porodičnog vaspitanja i njihov uticaj na vaspitanje 
dece, Pedagoška stvarnost 7-8 (373-385). 

19. Janakov, B. (1987): Psihologija samosvesti. Beograd: Istraživačko-izdavački centar SSO Srbije. 
20. Janjetović, D. (1996): Polne razlike u osloncima generalnog koncepta o sebi adolescenata. 

Beograd: Institut za pedagoška istraživanja. 
21. Janković, J. (2004): Pristupanje obitelji. Zagreb: Alinea. 
22. Janković, J. (2002): Sukob ili suradnja. Zagreb: Alinea. 
23. Joksimović, S. i D. Janjetović (2008): Pojam o sebi i vrednosne orjentacije adolescenata. 

Beograd: Zbornik Instituta za pedagoška istraživanja. 
24. Kalebić-Maglica, B. (2007): Uloga izražavanja emocija i suočavanja sa stresom vezanim uz školu 

u percepciji raspoloženja i tjelesnih simptoma adolescenata. Psihologijske teme 16 (1). 
25. Kapor- Stanulović, N. (1982): Razvoj ličnosti roditelja kroz roditeljstvo, Zbornik 15 Instituta za 

pedagoška istraživanja (173-176). Beograd: Institut za pedagoška istraživanja i Prosveta. 
26. Kapor- Stanulović, N. (1985): Psihologija roditeljstva. Beograd: Nolit. 
27. Keresteš, G. (1999): Agresivno i prosocijalno ponašanje školske djece u kontekstu ratnih 

zbivanja: provjera posredujućeg uticaja roditeljskog ponašanja, Doktorska disertacija, Zagreb: 
Filozofski fakultet, Odsjek za psihologiju. 

28. Cooley, C.H. (1912): Human nature and the Social Order. New York:  Scribners. 
29. Kodžopeljić, J., J. Pekić i A. Genc (2008): Relacije između vaspitnih stavova roditelja i 

autoritarnosti dece. Psihologija, Novi Sad:  Filozofski fakultet. 
30. Košiček, M. (1986): Antiroditelji. Beograd: ZZIUNS. 
31. Lacković Grgin, K. (1982): roditeljski stil rukovođenja i socijalno ponašanje učenika. Beograd: 

Zbornik Instituta za pedagoška istraživanja. 
32. Lacković Grgin, K. (2006): Psihologija adolescencije. Jastrebarsko: Naklada Slap. 
33. Lacković-Grgin, K. (1988): Doprinos značajnih drugih samovrednovanju adolescenata različite 

dobi i spola. Zadar: Filozofski fakultet. 
34. Lacković-Grgin, K. (1994): Samopoimanje mladih. Jastrebarsko: Naklada Slap. 
35. Lacković-Grgin, K.(1986): Neke karakteristike interakcije adolescenata sa njima značajnim 

odraslima. Zadar: Filozofski fakultet, V Dani psihologije Zbornik radova. 
36. Makarenko, A.S. (1949): Porodično vaspitanje. Beograd: Sindikat prosvetnih radnika Jugoslavije. 
37. Maccoby, E.E. & Martin, J.A. (1983): Socialization in the context of the family: Parent –– child 

interaction. In P. Mussen (Series ed.) & E.M. Hertherington (Ed.), Handbook of Child psychology 
(4th ed): Vol. 4. Socialization, personality and social development ( pp.1 – 101). New York: Wiley. 

38. Marićević, L. (2001): Samopoštovanje i autoritarnost. Beograd: Beogradska otvorena škola. 
39. Mahler, M. (1966): Notes on the development of basic moods: the depressive affect. In R. 

Loewenstein, I., Newman, M.Schur, A. Solnit (Eds.) Psychoanalysis-a general psychology: essays 
in honor of Heinz Hartmann. New York: International Universities Press., strana:161. 

40. Mahler, M. Pine, F. Bergman, A. (1975): The psychological birth of the human infant: symbiosis 
and individuation. New York: Basic Books. 

41. Mead, G.H. (1934): Mind, self and society. Chicago: University of Chicago Press. 
42. Milivojević, Z. (2008): Mala knjiga za velike roditelje. Novi sad: Psihopolis. 
43. Ninčević, M. (2009): Izgradnja adolescentskog identiteta u današnje vreme. Zadar: Odgojne 

znanosti, Vol.11  br.1, Nadbiskupsko sjeminište Zmajević. 
44. Oljača, M. (2001): Self koncept i razvoj. Novi Sad:  Filozofski fakultet, Odsek za pedagogiju. 
45. Opačić, G. (1993a): Porodične varijable i koncept o sebi kod adolescenata. Beograd: Magistarska 

teza. 
46. Opačić, G. (1993b): Interakcija roditelj-dete u adolescenciji: razvojno kognitivistički pristup, 

Zbornik Instituta za pedagoška istraživanja, br.25 (42-56). Beograd: Institut za pedagoška 
istraživanja. 

47. Opačić, G. (1995): Ličnost u socijalnom ogledalu. Beograd: Institut za pedagoška istraživanja. 
48. Pašalić Kreso,  A. (2004): Koordinate obiteljskog odgoja. Sarajevo: Jež. 
49. Pentli, E. (2008): Roditeljska moć – veština saradnje sa detetom. Novi Sad: Psihopolis. 



 

Zorić-Panić: PARENTING STYLES AND SELF-RESPECT OF ADOLESCENTS 

___________________________________________________________________________________________________ 

 141 

50. Peterson, G.W. & Rollins, B.C. (1987): Parent – child socialization. In M.B. Sussman & S.U. 
Steinmetz (Eds.), Handbook of marriage and the family (pp. 471 – 507). New York: Plenum. 

51. Pjorkovska-Petrović, K. (1990): Dete u nepotpunoj porodici. Beograd: Institut za pedagoška 
istraživanja. 

52. Pjorkovska-Petrović, K. (1995): Uloga porodice u razvoju prosocijalne orijentacije mladih. 
Zbornik instituta za pedagoška istraživanja, br.27. 

53. Rogers, C. R. (1986): Kako postati ličnost. Beograd: Nolit. 
54. Rosenberg, M. (1979): Conceiving the self.  New York: Basic Books, New York. 
55. Rohner, R. (2004): The Parental Acceptance-Rejection Syndrom, Universal Correlates of 

Perceived rejection. American Psychologist, November, Vol. 59, No. 8, 830-840. 
56. Rudan, V. (2004): Normalan adolescentni razvoj, Mediks 10 (52), 36-39. 
57. Stefanović-Stanojević, T.(2005):  Emocionalni razvoj ličnosti. Niš: Prosveta. 
58. Sullivan, H.S. (1953): The interpersonal theory of psychiatry. New York: W.W. Northon Co. 
59. Todorović, J. (2004): Vaspitni stilovi roditelja i samopoštovanje adolescenata. Niš:  Prosveta. 
60. Tomas, G. (2003): Umeće roditeljstva. Beograd: Kreativni  
61. Forgas, J.P. (1985): Interpersonal behaviour. New York: Pergamon Press. 
62. Fulgosi, A. (1981): Psihologija ličnosti: teorije i istraživanja. Zagreb: Školska knjiga. 
63. Havelka, N. (1992): Socijalna percepcija. Beograd: Zavod za udžbenike i nastavna sredstva. 
64. Harter, S. (1986): Processes Underlying the Construction, Maintenance and Enhancement of 

the Self-Concept in Children, u: Suls, J. and Greenwald,A.G. (Eds): Psychological Perspective on 
the Self, London, Lawrence Erlbaum Assoc. Publ. 137-181. 

65. Hadži-Antonović, O. (1999): Malo dete, velika zagonetka. Beograd: Book & Marso. 
 
 
 
Biographical note  

 

Mina Panić was born in 1977 in Novi Sad. She graduated from the Philosophical Faculty in 
Novi Sad, at pedagogy department in 2001, where she also got her master degree in 
pedagogical sciences in 2001. She has gained her professional experience as a school 
pedagogue in Primary School “Milos Crnjanski” in Novi Sad and in the Primary school 
“Veljko Vlahovic” in Sangaj. She has worked as a preschool pedagogue in the preschool 
institution “Radosno detinjstvo” in Novi sad for the last seven years. She has participated 
in a project “University for the Third Age” in Workers’ University Radivoj Cirpanov in Novi 
Sad. She has also cooperated with the team of professional associates in PI “Radosno 
detinjstvo”. She is an author and a presenter of a cycle of workshops for professional 
improvement of pedagogic workers. She has written a number of professional papers 
which she has presented at international conferences.  
 


	korice_EN2.pdf
	unutrasnje_EN2.pdf
	268028167eng.pdf
	Prve strane na engleskom + 1.pdf
	DedajM - engl +2.pdf
	DuhM - engl +3.pdf
	PanteaM - eng  +4.pdf
	Silantjeva - engl 5.pdf
	Zoric-Panic - engl 6.pdf


