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Editor’s Preface

Polish Pedagogy in the Face of Contemporary Theories 
of Education and Training

Today the field of education resembles a chaotic multitude of ideas, theories and 
philosophies forcing their way into the limelight in order to compel educationalists 
to conduct research and to migrate among consecutive narrations and discourses 
that are the territorial identity of epistemological, ontological and anthropological 
premises. A peculiar sort of “epidemic,” or inflation of pedagogic theories and their 
fragmentation has caused some to lose the ability to distinguish between them and 
build oppositions that are key to a dualistically perceived world, (…) oppositions 
which, viewed from one side, always point to a real value, while from the other, 
establish a set of non-values or oppositional values through confrontation. How can 
one in a situation of such excessively dispersed values estimate what is beautiful, and 
what is ugly; what is true and false, what is good and bad? … When too many values 
attack us simultaneously without a reference point in reality, as they only remind us 
of genuine erstwhile dilemmas; their system cannot be fixed as a whole, and simply 
vanishes before the eye (W.J. Burszta, 1999, p. 97). 

The pluralism of educational and training theories has after all become obvious 
and normal for the generation of education professionals of the turn of the 21st 
century, while at the same time, it has been neither easily nor well-received. Not 
all have been convinced that this situation of fracture, the radical dissociation of 
Polish humanities from universalist humanities and the ideologically-degenerate 
socialist pedagogy will become a long-lasting achievement of the oncoming times 
of sociopolitical transformation. Some had the hope that in spite of everything not 
much would change in the field of education science, that the authorities would 
not let this particular area of impact out of their sphere of influence. For education 
legitimizes human attitudes, informs people about a defined world of values, serves 

Bogusław Śliwerski
Member of the International 
Editorial Bard
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8 Bogusław Śliwerski

statist indoctrination and socio-political moulding with the use of the compulsory 
education system’s structures and processes. With the political breakthrough of 
the early 1990s, Polish pedagogy has become a system oriented around the values 
of pluralism and democracy and an open society, around differences, multiplicity 
and foreignness, around the respect of individual freedom and socialization. Two 
trends may be distinguished in the the discursive struggle over the shape of Polish 
pedagogy:

•  the first, characterized by “epistemological certainty,” aims to close its peda-
gogical identity within the borders of a universalist pedagogy that has been 
binding until now, rejecting and excluding any alternatives to socialist (posi-
tivistic, instrumental) direction and trends. 

•  the second, characterized by “epistemological uncertainty,” based on the 
 creation of an open pedagogy, a pedagogy without walls, without inhibitions, 
conscious of its interdisciplinary nature and internal differentiation, and most 
importantly – multidirectional or multiparadigmatic (M. Szulakiewicz, 
2004). 

Our knowledge of the degree of differentiation within the education field, and 
awareness of different currents and trends in it, is significanly greater than under 
the prior political system. How ucannily aptly did Joanna Rutkowiak characterize 
this situation when she wrote in the mid-1990s that: The educationalist directed by 
the ideas of one pedagogy does not require any roadmap, as he has before him 
a predetermined path unto which he must submit, so to speak. The educationalist of 
two paths is in a more complex situation; his problem leads him to make a decision 
within the framework of a dichotomy, since he interprets the functioning concepts of 
education precisely in the form of contradicting possibilities. On the other hand he 
breaks from others that do not accept the dualist structure, and in this sense does not 
focus on gaining knowledge of the entire issue. As a result the roadmap is minimally 
useful for him as well (J. Rutkowiak, 1995, p. 13).

In the Polish literature of the second half of the 1990s publications appeared 
which are an unusually important synthesis of the theory of education and training, 
pedagogical theories and their classification, and presentation methods and con-
tent. The authors have become creators of “pedagogical metaknowledge,” mirror-
ing disparate axiological, psychological and sociological orientations (cf. L.G. 
Gutek, 2003; S. Sztobryn, B. Śliwerski, 2003; S. Kunowski, 2000; Z. Kwieciński, 
L. Witkowski, 1990; Z. Kwieciński, 1991-4; M. Nowak, 1999; J. Rutkowiak, 1996; 
W. Korzeniowski, 2002; Z. Kwieciński, L. Witkowski, 1993; Z. Kwieciński, 
B. Śliwerski, 2003; L. Witkowski, 2000; S. Wołoszyn, 1998). The educationalist 
in a world of such different lines of thinking about education more often takes the 
approach of a traveller on a journey with a suitable pluralistic roadmap of the world 
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9Polish Pedagogy in the Face of Contemporary Theories…

of pedagogic thought and theories. It is necessary for him because he will surely 
experience the contradiction between the abundance of created ideas, approaches 
and orientations and the impossibility of using them in practice. The educational-
ist makes a choice between different territories of knowledge, between those that 
can fulfill the role of “home” and those, where he is “at home.” Thanks to such 
a journey he can become aware of how far he is from his own “home,” from his 
own pedagogy, in the moment when he crosses into foreign territory (E. Rewers, 
1995, p. 45). Does he give up his current views, opinions, values; does he verify or 
modify them? To what degree does he open himself to difference, and to what 
extent will he seek similarities in what is foreign, and differences in that what is 
close to him? 

It is just this type of synthesis of knowledge about education that leads him into 
a decentralized and chaotic reality. In this light pedagogic theories, which are 
competitive forms of (re)presenting knowledge about education, attempt to achieve 
the status of the real, single and incontrovertible. Theory becomes a form of symbolic 
capital, the owning of which is a deciding factor in the symbolic struggle of the 
determination of the shape of the world Z. Melosik, 1996, p. 28). It is not unusual 
that there are arguments among the theorists of education about which theory is 
the best, the closest, the most effective. Behind their authorship, however, lie their 
own choices and structure of narration, which includes and excludes certain dis-
courses from being deciphered or acted upon. Journeying through a variety of 
theories we discern that the one which is a key characteristic of one is marginalized 
in another; that which in one is “macro” in another is “micro.” Entering the languages 
offered by various discourses we notice the wealth of meaning which is used to describe 
this world. This type of journey teaches us humility towards the world – it is too 
complicated and internally conflicted, distracted and decentralized, in order to be 
encompassed in one narration (Z. Melosik, T. Szkudlarek, 1998, p. 35). 

Knowledge about education cannot be gathered up and given a common, all-
encompassing label, as (…) every theory can in some way describe the world. The 
social world is not ontologically monolithic; it is diverse, complicated, internally con-
flicted; it is dynamic, constantly open, unstopping in its continual becoming (Z. Mel-
osik, 1995, p. 20). Contemporary pedagogy increasingly seeks the answer to the 
question of how to construct knowledge of contemporary currents and trends in 
pedagogy. Has a pedagogic theory that is new on the market of ideas become a 
pretext to the relativisation of our own practical experiences? Among teachers and 
educators are also those who have the awareness of what kind of knowledge is 
necessary or usefeul for them at a given time. Depending on whether they are 
reflective practitioners or researchers seeking an answer to academic questions, they 
crave knowledge from the axionormative, psychological or ideological perspectives. 
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10 Bogusław Śliwerski

Those who seek solutions without a prior definition of the basis of their substantia-
tions, use the thus understood metapedagogy in order to travel through the world 
of different ideas and their theoretical justifications, make the best choice for them-
selves and “consume” it in their own educational practice.

Knowledge of contemporary currents and trends in pedagogy cannot guarantee 
us peace nor a haven from doubt via the learning about new or rediscovery of “old” 
theories. It may be that they are packaged differently, languagewise or graphically, 
after all (…) every theory is related to another world, to a specified historical moment 
and to its specific understanding. (…) The world is made of many simultaneous 
parallel and conflicting, dispersed realities. A human can live several “lives.” Therefore 
after a moment of thought according to one convention, one may be able to think of 
the world using another, bracketing the result of one’s previous intellectual thought. 
If we accept this, then we will not be prone to oppose the (modern in its essence) 
existence of such realities and theories which do not grow out of our personal biog-
raphy and experience (Z. Melosik, 1996, p. 35). 

We may examine each pedagogic theory as a source of knowledge whose char-
acteristics and message may seem simple, easy and friendly to us, and which can 
awaken the most diverse associations, sense of satisfaction and spiritual closeness 
with our feelings and life experience. Thanks to this one can supervise one’s own 
pedagogic consciousness, analyze one’s own rationality, consider what knowledge 
is necessary. According to Karl Popper: We are too easily enthusiastic about theories 
which indirectly or directly appeal to our morality and we are not critical enough 
with regard to them; we do not intellectually mature to them and we become their 
victims, while full of good will and sacrifice (K. Popper, 1991, p. 9). 

Reaching for a kind of philosophy, ideology or theory of education, education-
alists become armed “rulers,” with a portion of power and in the driver’s seat in 
relationship with their students. The task of discernment, classification and com-
parison of the variety of theories awaits them, in order for them to see the par-
ticular interplay of various planes and hints of ideas, thoughts or values, which 
until this time had completely escaped them, as they were closed within a system 
with different assumptions. Every educationalist should know, understand and 
compare the cognitive perspectives which describe the essence of education differ-
ently, explain their occurrence and define their role as an educationalist. It is not 
enough to reach for just any theory, for one must also be able to use it in a way that 
not only satisfies us but foremost those who are influenced by this theoretical 
choice, namely students. For while one theory may communicate something to us, 
and the second the same, they are still not the same. 

Contemporary pedagogy is just one of the fields which allow us to take part in 
a truth-seeking process, the end of which has not been established. At the same 
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11Polish Pedagogy in the Face of Contemporary Theories…

time it has so many forms, currents and trends that from one perspective, it appears 
dangerous, doubtful or disturbing because is broaches a taboo untouched until 
now. On the other hand, it is balanced by a well-established tradition of philo-
sophical, psychological and sociological theories with a distinct axiological 
foundation. And due to all of this, does it not represent a world of illusions, a world 
of wishful thinking that ultimately leads us into a dead-end situation?
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Independence in School Education and Scienific Work

Abstract

The paper discusses the importance of independence of thinking and acting, so 
in the school education as in the scientific work. In broader understanding inde-
pendence means such an attitude of the intellect, emotions and will that makes one 
willingly undertake different tasks-problems and realize-solve them in a respon-
sible way. Thus independence means the steady disposition to intellectual and 
practical activity in schools, universities and in the research work. When this 
activity is emotionally positive, it may create the basis for the development (in the 
process of school-university education) of scientific, social and moral convictions 
and attitudes, necessary not only for understanding the universe and for changing 
it, but also for the development of wisdom, which may be understood as harmony 
between to have and to be, among material needs and moral values.

Key words: independence of a pupil, of a teacher, of a professor, initiative, innovation, 
problem of learning, problem of teaching, attitude, intellect, material needs, moral 
values, wisdom.

Introduction

In the most popular lexicographic publications in Poland, such as the six-volume 
PWN New General Encyclopaedia and Small Dictionary of the Polish Language, there 
is no entry of “independence”. It is not known if it is oversight or conscious resigna-
tion. In the dictionary there is only an entry “independent” in the sense of “not 
dependent on anybody,” “not needing anybody’s help,” “not subject to anybody’s 
influence or control”. What is significant, the entry does not appear in J. Ekiel’s 
(1965) or W. Szewczuk’s (1979) dictionaries. Moreover, it does not appear in G. de 

Wincenty Okoń
Poland
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16 Wincenty Okoń

Landsheer’s Dictionnaire de l’evaluation et de la recherche en education (1979) or in 
W. Böhm’s Wörterbuch der Pädagogik (2000). Whereas, in the latter there is an entry 
Selbsttätigkeit, not identical with independence, but similar to it. It means “acting 
on one’s own accord and towards one’s own goal; it may be either spontaneous or 
provoked by a teacher”. Böhm advises to apply it where teaching and the level of 
a pupil’s development allow to do it. According to him, it makes one consider dif-
ferent possibilities of solving a problem, hence intellectual activity.

Therefore, both the dictionary of the Polish language and Böhm’s pedagogical 
dictionary treat idependence as a certain kind of activity. Its activity-oriented 
character might have appealed to T. Tomaszewski who, as the only one of Polish 
psychologists, devoted more attention to this question. In the article “On the Ques-
tions of the Psychology of Independence” he claims that there are no psychological 
papers on that topic, and there is no entry of “independence” in dictionaries. He 
considers “independence of man’s thoughts and activity of different factors” as one 
of the fundamental aspects of man’s independence. They are social factors, espe-
cially help and pressure on the part of other people, and physiological factors, 
which determine man’s “independent” activity. According to him, the second 
aspect of man’s independence is “agitation of thinking and activity,” manifesting 
itself the most conspicuously in changeable conditions (T. Tomaszewski, 1958, 
1970).

Pedagogical aspects of man’s independence

Omission of the question of independence in the thinking about education, as 
well as the first attempts at seeking its place in the domain of education, are worth 
considering. It would seem that it is the educator, observing children from the first 
years of their lives, who notices all their difficulties and deficiencies in their devel-
opment as well as their persistent desire to decide on the way of their own behav-
iour, at least in minor matters. Despite gradual entering the life of their own home, 
school, society, and culture, they reveal their whole helplessness, they persistently 
strive to gradually decide about their own steps in life, which is proved in the early 
occurrence of the expression of a child’s will: “I myself ”. It is adults, parents or 
teachers, that inhibit a child’s developmental trend, imposing all systems of com-
mands and prohibitions, awards and punishments, positive and negative patterns 
of behaviour. They do this at home or at school, supposedly in order to protect the 
child from behaviour considered as reprehensible by adults. They do not notice the 
influence of such constraints on the child’s mind, emotions, or will, which in 
consequence leads to his/her failure at school and in life only too often. Why? 
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17Independence in School Education and Scienific Work

Because a child can change in some respect, he/she may learn something more 
easily when he/she wants it him/herself. However, when he/she does not want it 
too much, pedagogues and parents condition his/her behaviour on marks in 
conduct, daily tests, exams, promotion from grade to grade, and different difficul-
ties in shifting from school to school. The question of the actual worth of this 
system, which is so unbearable for children, pupils, and students, will never be 
answered negatively by any pedagogue because they might come into conflict with 
the education authorities. 

In the 60s, when not only the situation of the child but also, and perhaps first of 
all, the political situation of our country was ready for change also in pedagogy, 
I published the dissertation “The Problem of the Independence of Thinking and 
Acting.” In it I postulated to comprehend the then forced principle of the teacher’s 
leading role as the principle of pupils’ independence of thinking and acting 
(W. Okoń, 1957, 1999), while I made it clear that the teacher properly fulfils his/her 
leading role only when he/she “guarantees the maximal participation of initiative 
as well as awareness and activeness of pupils themselves in the educational process 
(W. Okoń, 1999, p. 9).” 

I referred to the idea of the significance of independence in the education of 
children and the youth in my speech on the occasion of calling into existence of 
the international journal The New Educational Review in 2003. In it I expressed 
hope that the new journal will be oriented towards such changes in the world that 
make pedagogues and philosophers reevaluate the previous patterns of education, 
defend humanistic values in school education, among others from the control of 
technology over man, overcome barriers among people resulting from their 
nationality, beliefs, social status, or physical condition. Emphasizing the impor-
tance of independence, innovation and teachers’ individual responsibility, I ap-
pealed that an essential task of the educational sciences of the 21st century should 
be seeking the framework of pedagogy that would be conducive to accustoming 
pupils to being able to want and learn of their own accord from the earliest years 
of education, and thus to overcome obstacles in learning, and do tasks that they 
set themselves (W. Okoń, 2004, p. 5).1)

This assumption refers to the notion of independence of thinking as a way of 
enriching man’s knowledge and experience through solving practical and theo-
retical problems (questions). Independence here proves to be indispensable in each 

1) The statement was published, among others, as Address to the Members of the Interna-
tional Scientific Council and the Authors of Papers Published in “The New Educational Review”, 
2004, Vol. 2, No 1, p. 5–6; “Gazeta Uniwersytecka”, Silesian University. Katowice 2004, no 4.
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consecutive step of the process, thus in: a). discovery and posing of a problem, b). 
its solution, and c). solution verification.

Discovery of a problem is not always a pupil’s task. Sometimes the teacher for-
mulates it, and sometimes it can be found in a textbook. Then it depends mainly 
on a teacher if it becomes a pupil’s problem, as well. Discovery of a problem is a 
creative act, requiring a big intellectual effort, interest, some experience, and some 
courage in the selection of a problem as the best of the suggested possibilities. 
Problem solution is a process activating intellectual operations in search for argu-
ments in favour of the choice of one solution and not another one. Solution veri-
fication depends on the kind of a problem: it can be carried out in the most lucid 
way in learning of nature subjects, and it assumes peculiar characteristics in tech-
nical subjects.

The characteristic feature of problem learning is a subject’s intellectual and 
emotional involvement in all the stages and a pupil’s increasing self-confidence as 
he/she succeeds in solving consecutive problem tasks. The behaviour of this kind 
is convincingly discussed in the literature on this question, in Poland there are, 
among others, a few of my books, the books by J. Galant (1987), B. Komorowski 
(1968), H. Komorowska (1978), Cz. Kupisiewicz (1960), H. Kwiatkowska (1981), 
T. Lewowicki (1975), D. Nakonieczna (1980), S. Palka (1977), J. Walczyna (1978), 
and Z. Zaczyński (1990). The works of our psychologists, mainly J. Kozielecki’s 
(1969) and Z. Pietrasiński’s (1983), were great support for those actions.2 

In my papers, such as the dissertation called “The Problem of the Independence 
of Thinking and Acting” (1957) or books such as At the Roots of Problem Learning 
(1964), Problem Teaching in the Contemporary School (1975) or Introduction to 
General Didactics (1987)3) I concentrated on the theoretical foundations and 
experience in the realization of the assumptions of the concept of the independence 
of thinking and acting in our school. The rare occurrence that the three books were 
translated into several languages and popularized among teachers not only in 
European countries proves that the idea of independence in pupils’ thinking and 

2) First of all, books by J. Kozielecki Solving Problems (1969) and Z. Pietrasiński Attacking 
Problems (1983).

3) The three books, namely At the Roots of Problem Learning (1964), Problem Teaching in the 
Contemporary School (1975), and Introduction to General Didactics (1987), have been published 
a few times in Poland, and they have been translated into Bulgarian, Czech, Russian, and 
Romanian. Apart from that, my book Teaching and Development of Thinking has been published 
in Japanese (Tokyo 1971, Meijitosho). The idea of the pupils’ independence of thinking has been 
also reflected in the special issue of “International Review of Education,” edited by me, called 
Ways of Increasing Children’s Participation in Class (Hamburg 1969, UNESCO Institute of 
Education).
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acting, starting at the lowest levels of education, was well-thought-of, and it was 
considered worth applying in general school practice. I assume that if it had been 
ingrained in our country, our schools would have attained as high international 
evaluations as the schools in Japan or Israel or several other countries. Mainly 
because Polish children’s thinking and acting would have become more independ-
ent, more open and courageous, and more responsible.

Perhaps in the future the history of education will find the answer to the ques-
tion: Why did the Polish education not follow the way shown by our pedagogy? 
Probably it is not because our quite numerous authors did not present its assump-
tions in the way that was not clear enough, as some of them extraordinarily clearly 
showed it from the theoretical point of view and they based the theory on the data 
coming from experience in our country and abroad.4) There might be a preliminary 
assumption that independence itself was a significant obstacle, as it was propagated 
in conditions unfavourable for the idea of independence, when all the state policy 
and also the school was not conducive to it. The resistance came mainly from the 
department of education, which was alert to any deviation from political correct-
ness, and from some pedagogues. Perhaps time will show other reasons, especially 
ones connected with those unfavourable for independence.

Nowadays, in Poland there are conditions making it possible to actually remodel 
the school and all the education system. It would be by all means desirable to 
consider obeying the principle of independence as one of the most important tasks, 
both in the process of school education and in the education of teachers or in 
higher education and science.

Broader Sense of Independence

The notion of independence will require further work on its understanding as 
well as on its application to different fields, first of all at schools of different types, 
in extraschool education and in higher education, as well as in kindergarten.

In the previous suggestions, independence is understood as a peculiar kind of 
activity, as an intentional act, as certain aspects of human activity, or as a possibil-
ity of becoming independent of somebody. Those definitions render neither the 
content nor the meaning of man’s independence at successive stages of man’s life. 
Treating it as independence in pupils’ thinking and acting, to some extent we limit 
its scope only to thinking and acting and only to pupils and school. As a matter of 

4) Examples can be found, among others, in my book called Ten Alternative Schools. Warsaw 
1997, Wydawnictwa Szkolne i Pedagogiczne.
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fact, even in this scope independence has tremendous significance, however the 
scope requires extending mainly by such factors that give the notion of independ-
ence a special character.

Not devoid of some anxiety, I suggest a more general definition of independence. 
Man’s independence is such an attitude of the intellect, emotions and will that 
makes man willingly undertake different tasks and realize them in a responsible 
way. There appears the term attitude. How to define it? According to The New 
Pedagogical Dictionary (2001) an attitude is a relatively steady disposition shown 
in behaviour, whose feature is a positive or negative emotional relation to an object, 
people or situations (K. Obuchowski, 1983, pp. 58–61). That definition, referring 
to K. Obuchowski’s definition, indicates one important feature of independence, 
namely that it is a steady disposition to positive behaviour towards some object. 
Let us add, after S. Mika (1972), that the disposition, based on convictions, is 
a structure consisting of elements resulting from getting familiarized with a given 
object, an emotional attitude towards it and motivation to some behaviour towards 
it. However, the definition formulated like that is more complete, as it takes into 
account such crucial aspects of man’s personality as the intellect, emotions, and 
will, and it also mentions undertaking tasks of a practical character. 

How can its acceptance be justified taking into consideration school education? 
Mainly by the fact that it gives a relatively complete insight into young man’s 
behaviour that may be determined as independent. Dealing with the processes of 
school education especially, we may add that it is connected with the concern for 
the activation of such behaviour of a pupil that would influence the formation of 
his/her quality as a pupil-man.

Seeking those solutions in the issues of intellectual development, it will be 
necessary to approach the solution of the questions : how to deal with a pupil to 
make him/her want to strive for knowledge of his/her own accord,5) first in the field 
that already starts to interest him/her, how to expand the scope of his/her interest, 
whether or not to award a pupil’s success in his/her voluntary search for knowledge 
and sharing with others? And if he/she does not start yet then what to do for 
him/her to willingly strive for knowledge and to be able to do that?

The intellect is a valuable cognitive structure. It consists of vast knowledge of 
the world and oneself as a subject, efficient functioning of intelligence, correct 
solving of difficult questions, and predicting of the course of events. Observing the 
way from an individual’s contact with the world and from information to knowl-
edge is a psychologist’s and a pedagogue’s important task. Fortunately, nowadays 

5) Good examples of such striving for knowledge can be found in a book by D. Klus-Stańska 
Construction of Knowledge at School. Olsztyn 2000, Warmińsko-Mazurski University Press.
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the task is treated with committment, which raises hope that our children will 
strive for knowledge more and more willingly. At the same time, there is hope that 
the knowledge is not only information that is required by the school to be memo-
rized because of tests anxiously expected by pupils, but that it is information 
acquired independently and approved by the pupil. Such knowledge is already 
a foundation of the intellect. It does not only broaden the pupil’s mental horizons, 
but also it is helpful in solving life’s practical tasks. 

The intellect is quite often identified with wisdom, but wrongly, as the intellect 
is only building material for wisdom. The latter is the feature of man’s personality 
that consists in the intellect’s characteristic orientation according to the system of 
universal values. Man’s wisdom is revealed both in the choice of values and in the 
use of the intellect in order to realize them in everyday life. And it is the school 
together with a pupil’s home that create the best chance in the life of a young 
person to form a personality equipped with the intellect and permeated with 
wisdom. Advanced in years I regret that I am unable to deal with the empirical 
verification of the hypotheses. What remains to me is to express hope that people 
younger than me and my peers will conduct such research. 

Talking about wisdom we enter the domain of values and emotions that deter-
mine our attitude towards them. That sphere of school education is relatively little 
investigated. Yet, it should be studied as pupils’ achievements and, not less impor-
tant, their behaviour and moral attitudes depend on the defficiency of pupils’ 
emotional life. The behaviour and moral attitudes may be desirable from the point 
of view of the objectives of education and undesirable ones, which are revealed 
nowadays in a stronger and stronger way and, what is more, starting from the 
lowest levels of the school. However, what results from the research of H. Kwiat-
kowska (1990), W.P. Zaczyński, and B. Komorowski (1973) is that moral attitudes, 
being the main component of pupils’ independence, may be formed during lessons 
of Polish and other subjects. Moreover, also higher emotions may be formed 
there.

The success of work on children’s and the youth’s will training depends on both 
the school from its lowests levels and home. In the past, psychology focused on the 
issue, however, such research has been done extremely rarely lately. Yet, it is even 
more necessary than in the past as electronic technology has taken posession of 
pupils’ awareness to such an extent that their school education suffers from it. 
Apart from the school and family, Cub Scouts and Scouts organizations or other 
youth organizations may achieve good results in that matter. 

Encouraging to undertake research into the problems of making pupils work on 
themselves, their own intellect, their own emotions and their willingness to act, 
allow me to quote Adam Mickiewicz’s distich:
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Wisdom
Others will make you rich through study and money
You must obtain wisdom from yourself through your own work.6) 

Independence in dealing with science 

It would be a truism to claim that independence is necessary in dealin with 
science, however, observing the development of science one encounters events that 
do not confirm the patency. As far as pedagogical sciences are concerned, a lot of 
matters come to mind that might illustrate the contradiction. What is strange is 
that such matters are not openly discussed, let alone written about. Perhaps, there 
is a principle of “not talking about what is happening in science,” but the principle 
is dangerous both for the school and science, as it solidifies a situation that is 
harmful to science. Confronting the status quo in the educational sciences with, 
for example, other humanities, what may be stated is a distinctive lack of the inter-
est in the question of independence in dealing with pedagogy as well as a lack of 
interest in ethical issues among educationalists. Whereas, psychologists can boast 
of not only publishing a collective paper called Ethical Dilemmas of Psychology 
edited by J. Brzeziński and M. Toeplitz-Winiewska (2000), where there are articles 
by such eminent professors as A. Brzezińska, J. Brzeziński, W. Łukaszewski, S. Mika, 
W. Poznaniak, H. Sęk, and J. Strelau, but also several minor papers on the ethical 
problems of psychology.7) The problems are also dealt with by sociologists and 
philosophers. It was a sociologist, P. Sztompka (2002), who wrote that moral rules 
“have the least conventional character, expressing some imperatives of collective 
life common for people as people.” Let the article by A.Grzegorczyk (2001) called 
“Ethical Problems and Obligations of a Scientific Worker” be an example of 
a philosopher’s standpoint in this matter. A valuable result of cooperation of many 
representatives of social sciences is a set of rules Good Habits in Science, compiled 
by the Committee of Ethics at the Polish Academy of Sciences.8)

6) My teacher, Janina Kubalakówna, wrote that distich in my album in 1929.
7) Among others, J. Brzeziński devoted two chapters of his textbook Methodology of Psycho-

logical Studies (1996) to the ethical problems of psychology. 
8) In the preparation of the publication of the Committee of Ethics at the Polish Academy of 

Sciences called Good Habits in Science, 2nd edition, Warsaw 1996, a numerous group of special-
ists were asked for their opinions twice, i.e., before the first and the second editions. The pub-
lication has a motto by Kazimierz Twardowski: “Those who enlist under the banner of science 
have to renounce everything that could push them off the way laid out by the banner.”
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One might say that morality is not equivalent to independence. It is true, but 
there is a strong connection between them. This is the question of emotions, moral-
ity, and ethics that is an important component of a scientific worker’s independence.
The second, equally important, element is the issue of his/her knowledge, intellect, 
and wisdom. The third significant component is the problem of will and acting. 
Therefore, it can be said that the independence of a research worker and member 
of the teaching staff is such an attitude of his/her intellect, morality, and will that 
creates his/her reliable and responsible attitude to his/her own scientific tasks 
and tasks fulfilled by other people directly or indirectly connected with science 
and him/her.

According to the recommendations of the Committee of Science, that a worker 
as a creator “acknowledges the results of scientific creativity as a creator’s personal 
good, but at the same time as the common good.” Thus, he/she endeavours to 
ensure “that recognition for scientific achievements is granted to whom it is really 
due.” Those two directives clearly formulate the principle of independence in sci-
entific work. One who misuses someone else’s texts is not only dependent but 
he/she also commits offence which may be prosecuted. Hence, the Committee of 
Science rightly assumes that a research worker should be characterized by cognitive 
passion and willingness to enrich scientific achievements and “his/her reward 
should be learning the truth and recognition by the scientific community.”9) 

Those statements sound smooth, but in retrospect there are numerous violations 
of the rules in educational sciences. Some statements by the Committee of Science 
prove that it does not only refer to those sciences. For instance: “a research worker 
does not multiply scientific publications solely for simulated enrichment of his/her 
achievements,” or “a research worker refrains from boastful publicity. He/she uses 
the press, radio, and television to disseminate scientific achievements including 
his/her own ones, but not to popularize him/herself.” 

A research worker is obliged not only to pay attention to a high scientific level 
of his/her own papers, but also other people’s ones, when he/she is a scientific 
supervisor, expert, or reviewer. There are such cases like lowering the requirements 
towards doctoral or postdoctoral theses, but also such reprehensible acts as influ-
encing other reviewers in order to obtain favourable opinions in spite of noticed 
deficiencies in a thesis. At the same time, “a research worker’s obligation is select-
ing and protecting outstandingly talented students and encouraging them to 
undertake scientific research.”

9) Those quotation and the following ones come from the above-mentioned publication by 
the Committee of Ethics called Good Habits in Science. 
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The above-mentioned postulates refer not only to the cognitive aspect, but they 
also have a distinctive emotional character. The demands concerning honesty and 
reliability in research work refer to knowledge as well as fairness in the evaluation 
of someone else’s achievements, the intellect as well as morality. Here are some 
recommendations by the Committee of Science. “A research worker treats his/her 
co-workers fairly.” “A research worker treats a student with kindness and due atten-
tion.” “A research worker does not accept any reward or other profits for his/her 
teaching activity from students.”

The Committee formulated relatively fewer postulates referring to the sphere 
of will and decision making. I consider two of them as the most important. 
“According to his/her interest and capacity, a research worker should use his/her 
knowledge, intellect, and prestige in practical activity for the social good.” 
“A research worker in a public post should not betray the ethical norms accepted 
in the world of science.”

A research worker’s independence is a decisive factor in all spheres of his/her 
prersonality. In research work it consists in making choices : first of the master, 
then the field of research, problems, objectives and methods of investigation, ways 
of preparation of research results, their presentation, use, and dissemination. In 
the emotional sphere it is the choice of values, ways of respecting them in work, 
arguments for and against, and ways of their dissemination. In the volicional-
practical sphere, independence is the selection of material-technical ways of 
investigation conducting, selection of co-workers and ensuring appropriate 
organizational-practical conditions for investigations. All the actions require not 
only high competence, but first of all the sense of responsibility, hard work, and 
great kindness towards the people on whom the success of the work depends. 

Because the outlined directions of research require more detailed elaboration, 
it would be necessary to prepare appropriate scenarios of acting in all the three 
scopes. As an example of such elaboration for the emotional sphere it may be 
postulated that pedagogical ethic should be prepared.

To finish, I would like to state that the problem of independence in the education 
of Polish young people is still fresh and of current interest. Independence in the 
life of each person and the life of whole nations is a special value without which 
individuals and nations lose the guarantee of their existence. I believe that the 
awareness of the truth entitles me to resconstruct everything that was said about 
independence several years ago and, at the same time, to extend the statement and 
also outline the horizons for further scientific research. 
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The Subject of Philosophy, the Subject of Pedagogy, 
the Pedagogues’ Subject

Abstract

Whoever reflects upon the development and reasoning of pedagogical thoughts 
and actions faces the problematic subject. ‘The’ subject seems to figure as the basis 
of it all. Whilst all other key terms and categories are constantly open to negotia-
tion, the ‘subject’ presents itself as self-evident rather than as an entity to be argued 
at length. Yet, some questions remain unanswered. Why is this the case? Further-
more, what kind of subject do we refer to?

In this article the central issues concerning ‘The Subject and Pedagogy’1) as well 
as first findings of this ongoing research by the author are being discussed. The 
main focus is not on the results. What is of crucial importance with regard to the 
following text are the allusions to the apories which accompany any paradigm of 
the subject. This holds true of every single stage: the subject of philosophy, the 
subject of pedagogy and the pedagogues’ subject.

Key words: Subject, Philosophy, Pedagogy, Maturity, Autonomy, Pedagogical Para-
dox

Ulrich Binder
Switzerland

1) The working-title is: The Subject of Pedagogy – The Pedagogy of the Subject. In this chiasm 
lies already the main thesis of my explorationary study, namely the one, according to which 
a certain understanding of the subject of pedagogy (the subject of pedagogy) exists, and accord-
ing to which pedagogy is centered around the subject: understands and justifies itself via the 
paradigm of the subject (the pedagogy of the subject). A few short remarks about my research 
methods: for my Post-Doc-thesis I intend to ‘spell out’ the views on the subject as understood 
by the German-speaking pedagogy over a period of the last 35 years. First of all, I want to trace 
back the references regarding the different theorists’ understanding of the subject and analyse 
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Introduction

In a 1986 article, Marian Heitger voiced his concern about the danger of current 
Pedagogy losing its subject – written against a background of postmodern attempts 
at deconstructing the subject. Dieter Lenzen on the other hand discussed the 
crisis of the subject and the inaptitude of pedagogical subject thinking in 1994. 
Heitger and Lenzen merely figure as examples for the following: The Subject of 
Pedagogy is a subject matter. This has not only been the case recently, in the context 
of long, usually philosophical, debates in the current of Poststructuralism. Peda-
gogical German ‘classics’ (such as Schleiermacher, Herbart, also Humboldt, and 
later Petzelt, Nohl et al.), to whom many refer back, clearly tackle the problematic 
subject. In Pedagogy, however, ‘the subject’ is not always explicitly dealt with. Yet, 
signatures of this ‘subject’ can be traced: maturity, autonomy, self-assertion in many 
forms, identity, emancipation, comprehensiveness and others – all of which can be 
understood as aspirations towards successful subjectivity. They are in such high 
demand with regard to communication among pedagogues that they require the 
declaration: ‘subject’ is the basic category of Pedagogy throughout the German-
speaking cultures. On the whole, it would seem that the axiom ‘subject’ has become 
so much part of Pedagogy that it hardly requires to be identified, specified, analysed 
or probed.

1. The Subject of Philosophy

At first glance the «subject» as part of pedagogical discussions may appear to be 
established de facto as a self-evident entity, which ought not to be challenged, but 
it is equally well known that this does not apply to other discourses. Therefore, 
room shall be given to this statement first, by surveying both the current state of 

them. Then there emerges an additional field of analysis, so as to complement and enrich – this 
is the assumption – the former: the field of ‘practical pedagogy’, ‘the view by the professionals’. 
I juxtapose the practitioners’ positions with the complexity of the academic figures regarding 
‘subject’ reasoning, so as to establish, which among them find their way into (and are received 
by) the practical pedagogy, and which not, since practical pedagogy develops/needs to develop 
its ‘own’ view of the subject – in order to enable itself to act upon it. In conclusion: I enter the 
territory of the academic-pedagogical subject, in order to highlight the sources of references, in 
particular concerning the philosophical-theoretical kind (in the broadest sense), thereafter the 
specific kinds of references as accommodated by the pedagogy, and then I include the practical-
pedagogical discourse, in order to draw a comprehensive picture of the subject of pedagogy – the 
pedagogy of the subject.
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affairs and the consequences of these discussions. The opposing groups, which 
form through «the argument about the subject», and their manifold effects are 
being treated. Moreover, an interdisciplinary approach as a way forward through 
the problems of the subject is suggested. In addition, the peculiar difficulties, which 
arise, because the researching subject is in turn subjected to its own involvement 
in the subject research, are also an issue.

One can observe a cyclic inflation of the subject matter, yet strangely enough 
the ‘argument about the subject’ seems somewhat deflated at the same time. When 
contemplating ‘the subject’, one treads on a treacherous ground of irritation. The 
alleged disappearance of the subject and its dissolution into a transsubjective, 
cultural sign system on one hand … is confronted by the fact of its stubbornly 
asserted existence on the other hand (Hagenbüchle, 1998, p.2). Anything from the 
declared omnipotence/-presence of the subject to its allegedly negligible nature or 
at least its contingent fragility regarding the (in)ability of cognition and actions are 
within the scope of the subject matter. Or to put it mildly: Research (not even 
necessarily results) tends to position itself either on the side of ‘the absolutely 
autonomous subject, which cannot bear any heteronomies, or on the side of the 
strictly heteronomous determinism, where there is no room for any free actions 
by the subjects …’ (Deines, 2003, p. 64). ‘Subject’ therefore prompts either partisan-
ship or resistance, and overall the positions in discussions are well established – as 
they have always been. Mostly, the discussions center around the ‘pros and cons’, 
followed by an exclusive ‘either or’, or by a weak ‘the golden mean’, rarely by an ‘it 
depends’, and hardly by a ‘neither nor’ or by an ‘as well as’ respectively. The rigid 
partisanships in the argument about ‘the subject’, which might include polemic, 
hard and occasionally denouncing facets within their arguments, reveal the inher-
ent meaning of the subject matter in question. The comprehensive research, which 
highlights the many aspects of ‘the subject’, confirms its significance. What is at 
stake here is nothing less than the human beings wondering about themselves. The 
modern view of subjectivity embraces the epoch-making human self-image, which 
ought to be the epitome of humanity and freedom. Thus, the whole culture of the 
Occident appears to be focussed onto the paradigm of the subject, therefore ‘the 
project of modernism’ at large is based upon the reasoning on the subject.

Even so, there is no evidence of a theoretically clarified ‘subject’. The opposing 
parties of the argument have just continued to work without further consideration 
of the unresolved matter, let alone an agreement about it. Given the nature of the 
‘subject problem’ it is, however, hard to imagine that a definite consensus could 
ever be reached, since it is both theoretically and practically far too indefinable and 
provisional, ambiguous and vague. Furthermore, its imprecise use in receptions of 
all kinds makes it clear that such debates cannot be truly concluded. Problems arise 
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because ‘the subject’ as the bone of contention lacks a clear ‘definition’. What one 
refers to, once ‘the subject’ is either invented or abandoned, is vague, not least of 
all due to the practised division of labour in the sciences. Given its broad range of 
meanings, ‘the subject’ is of interest to many scientific disciplines such as Philoso-
phy, Psychology, Historical Research, Pedagogy, Sociology, Research into Religions, 
Theology, Literature, Semiotics, Political Science, Law, Neurobiology and others, 
and within each field ‘the signifier subject’ carries differing meanings. All the sci-
entific disciplines, which have ‘the subject’ for an object of research, have exclusively 
defined their respective object territories (Zima, 2001, p. 1). Therefore the thesis 
is being advocated that ‘the problem of the subject can only be substantially com-
prehended in an interdisciplinary context where Philosophy, Sociology, Semiotics, 
Psychology and Literature join forces’ (ibid., p. 3). The crucial point revealed here: 
the interdisciplinary approach does not ‘mediate’ an emphasis on the radically 
heterogeneous ‘subject’, the way it presents itself in various contexts, in order to 
discuss the open and inconclusive nature of the subject thereby. ‘Subject’ is not 
seen as a positively empty space, which can be ‘filled’ in different ways with a 
specific content according to the specialist context. Instead such an interdiscipli-
nary approach seeks to ‘level’ the ‘ambiguity of a notion’, whose profound meaning 
‘increased immensely’ (ibid., IX).

The interdisciplinary approach to the problem of the subject plus the different 
investigation methods which go with it are, at any rate, only the tip of the iceberg, 
when considering the problem of the subject. In other words, this does not auto-
matically guarantee any answers to the basic questions about human self-image 
and understanding. Whilst the question about the subject should embrace a 
meaningful, socio-cultural framework of a certain epoch/context and the actions 
within it, the ‘problem situation’ cannot be reduced to such an analytical frame-
work. The topic is more complex. The question regarding ‘the changing self-image 
of human beings and their attempts at reassuring themselves in changed circum-
stances anew, is a process, which cannot in principle be concluded’ (Hagenbüchle, 
1998, p. 9). Against such a background of understanding, the fixed dualistic posi-
tions, which the research into the subject tends to provoke, make wonder. Instead 
of integrating the discussions about the subject and its ‘polemic polarity’ as ‘blend-
ing’ position with negation, as a reciprocal connection, which formulates – recip-
rocally(!) – indispensable moments of both a changed and changing 
self-description’ (Ricken, 1999, p. 21), the research into the subject remains too 
often in rigid blocks of partisanship. Something it can almost not avoid doing, since 
the classical avenues of research into the problem of the subject are paved with 
basic assumptions. It is difficult to escape them with the help of conventional 
subject-object-structures. Therefore the question about ‘the subject’, if taken as a 
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classic object of research, is not actually treated as a truly open question. When 
dealing with the problem of the subject, the fact tends to get ignored – not least of 
all within an interdisciplinary approach – that the hermeneutic-critical perspective 
as generally advocated (refer to Hagenbüchle, 1998, especially to 9f.) is strangely 
accompanied by an inherent ‘existential circle’, which causes very different difficul-
ties. ‘Whoever delves into the problem, is inextricably confronted by one’s own 
self-image of one’s own life, without an escape route via any scientific meta-reflec-
tion. The ‘argument about the subject’ demands self-involvement and thereby 
prevents the oberserving overview from a distance’ (Ricken, 1999, p. 23)2). It is this 
constituting self-reference which various parties suppress with regard to the basic 
definition of the subject. This prompts the problem that the subject, which inves-
tigates the subject, is not seen in a context of experience moulded by a certain 
epoch, and therefore creates a similar concept of subject accordingly. The conse-
quences are manifold, including the typical idea of the ‘subject’ as a universal and 
ahistorical entity.

About the Conflict Structure of “the Subject”

‘Subject’ is a comparatively young ‘self-interpretation of human beings ladden 
with implications and complications alike’ (Ricken, 1999, p. 28). What is meant by 
‘subject’, the one so fraught with a conflict structure that triggers the above men-
tioned polarity in any discussions? When not questioned and challenged, the title 
of the subject corresponds with a completely changed understanding of human 
beings. Whilst human beings have (still) been part of a system ruled by destiny in 
the traditional metaphysical line of thinking, they are now supposed to rise above 
it, and to go even further by actually (re)arranging the world itself. What is 
expressed herewith is that human beings do not want to see themselves (any longer) 
or indeed ought not to comprehend themselves in relation to ‘a great authority of 
a hereafter from without’, but should instead seek their ‘standing’ within themselves. 
To assume their own existence, to go beyond it, thus enabling the human beings 
to grasp and define their self, is roughly the underlying structure of reasoning 
about the subject – according to the Age of Enlightenment. Implied in the philo-

2) In this respect, the narcisstically hurt, defiant assertions of the subject against postmodern 
decentralisations (‘since what must not be, cannot be’) just as the fashionable-cynical denials of 
the subject (which in turn remain caught in a dichtonomy, when juxtaposing the classic-mod-
ern position of necessity with the declaration of impossibility) are less ‘objective’ prototypes 
than they sometimes pretend to be.
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sophical tradition are three constituting characteristics: self-consciousness (as 
awareness of and relationship with oneself), freedom (as determining for oneself, 
living by one’s own rules, shaping and creating one’s own life, acting on one’s own 
accord, and as realising one’s full potential), and dignity (as self-assertion and 
self-esteem). What appears so plausible and worthwhile at first glance, reveals its 
ambivalence when following the train of thoughts below. (At least) prerequisite for 
self-realization is a certain unfamiliarity with the self (if not also a permanent 
consequence of it). In other words, all the idealistic descriptions of subject are 
related to a conflict structure with a two-, sometimes even threefold polarity, 
according to what we are ‘faced with’: I – the other(s), soul – body, reason – sen-
suality, intellect – nature etc.3) Right from the beginning there is an inherent 
bipolarity: between the subject as ‘the basis’ and as ‘the subjected’. This could even 
demonstrate on its own that such reasoning about the subject demands quite 
naturally for an emphasis – for ‘taking sides’. This would help to clarify the matter 
at least slightly. Thus one could assume that autonomy is hard to gain from amongst 
heteronomies and sacrifice, but can be ultimately reached or ought to be reached 
without contradictions. Or one could reason that ‘the other (the human being; 
death; god)’ is the essentially defining dimension of human existence.4) Or one 
could indeed advocate that a balance between the two needs to be found, for 
instance with regard to an inter-personal, socially reciprocal balancing act of 
identity.

The big questions seem to constitute the conflict structure of the ‘subject’. Whilst 
empirically and for everyday use ‘freedom’ is a familiar problem and thus one tries 
to handle it accordingly, it is difficult to grasp ‘freedom’ in its theoretical dimension 
of the subject, ‘more difficult than the lack of freedom in animals or the absolute 
freedom of God’ (Schulz, 1979, p. 19). Freedom can be described as it is put into 
practice, but its nature, the way it has, no doubt, be defined by the ‘subject’ in 
modern times – the human subjectivity … is determined by freedom due to the 
ego’ (ibid.) – remains deeply ambivalent. Either the absolute is sought after through 
transcending and crossing over, i.e. leaving the world behind, or else ‘the subject’ 

3) Bernhard Wadenfels (1986, pp. 115) recalls ‘a strong subject’s’ constituting ‘moments of 
becoming’ – active authorship, self-confident ownership, autonomous legislation, which could 
be thought stable – only by exclusion of their opposing moments – passivity, unfamiliarity, 
otherness, heteronomy. Johanna Hopfner (1999, p. 15) also advocates the thesis that many 
theories of authorities regarding the subject are valued thanks to the will for such validation.

4) Emmanuel Lèvinas, for example, understands ‘subiectum’ as a subject subjected by others. 
With this, he distances himself from the egological approaches, from the ‘I think’ origin of all 
appraisal (compare, for instance, with Otto Speck and Jörg Zirfas for pedagogy, who absorb 
such thoughts (differently).
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is meant to be understandable thanks to and from within the world. ‘Freedom’ thus 
acquires a double meaning, as it implies on one hand freedom ‘from and beyond’ 
the world, and on the other hand freedom ‘because of and through’ the world.

The conflict structure of ‘the paradoxical subject’ is not the only dichtonomy, 
the human beings’ ‘other side’, as has been highlighted, is another. All concepts of 
the subject, runs the argument, are flawed with the particularity, the contingency, 
the chance, the dream, the finiteness, and other unavoidable shadows clouding the 
sovereignty of the intellect. Any kind of subject creation thus needs to confront the 
natural contingency. The work of the subject upon itself turns negative in many 
theories (refer to the earlier writing by Lacan; refer also particularly to Freud): by 
way of reducing self-deceptions, of integrating the contingent finiteness, the self-
revelation of the subject comes to the fore. The crux is that the subject often grows 
ultimately stronger through these processes, and thereby aspires to the self-trans-
parent subject in turn (even though different from other theories). In the shape of 
this cycle, which is obviously hard to escape, the ‘classic’ dilemma of the subject 
knocks on the door all over again.

This sketch outlines the potential for conflict, which finally sparks off the debates. 
It is recognisable in principle that ‘the subject’, which is positioned in-between 
being unequivocal, ambiguous, changing meanings, and meaning nothing, proves 
to be such a problematic enterprise.

The Subject of the German-Speaking Academic Pedagogy

As mentioned above, ‘the subject’ interests many scientific disciplines because 
of its inherently programmatic and multidimensional meaning – ‘the subject’ as 
the modern paradigm with regard to both the theoretical and practical self-knowl-
edge of the human beings. This holds particularly true of pedagogy for a number 
of reasons. When one recalls the basic concepts within pedagogy over the last 
decades, then one distinct characteristic emerges: the human being as ‘a subject’, 
entangled closely with the idea of education, is distinguished by the principle of 
able self-determination and by unity in diversity – as ‘coherence’. Wolfgang Klafki 
(1994, p. 19), for instance, demonstrates, via reference to the ‘classic’ theories of 
education, that learning ought to be understood as ‘enabling sensible self-determi-
nation’, which requires or includes ‘emancipation from determination by others’. 
This implies a view of ‘the subject’ as capable of autonomy. This autonomy is 
realised through education. Pedagogy does not just imagine a subject (such as ‘the’ 
Philosophy does with a subject of reasoning and acting), write Adalbert and Britta 
Rang (1985, p. 30), ‘it also believes to be both competent and responsible for it.’ 
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Whilst philosophy tends to discuss an ideal state of the ‘being’ dimension, pedagogy 
is faced with the problem of the ‘becoming’ dimension. Yet how, for example, 
‘become autonomous’ – notably brought about by heteronomy, if this requires 
autonomy as a condition? ‘How is it possible … that an only potentially reasonable 
being becomes a truly sensible being, who defines itself as an intelligent being, if 
one does not want to presuppose the act, which contradicts the reasoning condi-
tions of the ‘subject’ concept regarding reason and freedom?’ (Winkler, 1989, p. 
119). Several questions arise here with regard to inherent paradox, antinomy and 
apories. ‘The basic problem of any pedagogy … is its theory of the subject …’ 
(Oelkers, 1991, p. 12).

Whoever wants to develop and to explain pedagogical reasoning and acting, 
faces the problem of the subject – not least of all given the tradition of pedagogy. 
That the subject is a distinctive feature of pedagogical discourse, shall be recalled 
by the following reference. Human beings became ‘anthropologised’ in modern 
philosophy. The guiding principle influencing a human being’s course of life lies 
no longer in a given order, rather it is to be found within himself/herself as sign 
posts hinting at the direction of shaping his/her life. The human being as an end 
in itself. With the (seeming) abandonment of (pre)supposed systems the so far 
common ends-means-relations in pedagogy is left behind almost entirely. As 
a result, the possibilities to deduce anything from a meta-level onto the human 
beings were missing, and education served as an answer to a pre-existing peda-
gogical problem. Modern-classic pedagogical reasoning became anchored in the 
human beings themselves. This is nothing else but the intention of the pedagogi-
cally orientated enlightenment of the human beings regarding themselves. Michael 
Winkler, too, argues that ‘a common understanding’ of pedagogy views subjectiv-
ity as a criterion for pedagogical reasoning and acting. Ever since philosophy took 
up the idea of educating mankind, ‘the problems of pedagogy have been reflected 
in the philosophical semantics and only through these they have become thinkable 
at all as pedagogical ones’ (Winkler, 1989, p. 118). Michael Winkler’s quotation has 
an important attachment: ‘… pedagogy reassures itself only with the help of the 
‘subject’ concept, which the bourgeois philosophy has developed’ (ibid., p. 120).

This contains an essential thought, namely that pedagogy tries to justify itself 
with reference to the concept of subject. The idea of subject makes education 
appear necessary for the following important reasons. The alleged certainty inher-
ent in the reasoning about the subject guides pedagogy, which thus knows what 
needs to be done. Dualistic concepts of the subject therefore reassure pedagogy 
within itself, and at the same time they signal to the sphere without, the world is 
to be viewed – and ruled – as what we construct it. Through education the status 
of a subject ought to be attained. Subjectivity lies in circumstances created by the 
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self, and pedagogy sees itself as necessary in letting the human beings become 
educated under the given circumstances to the subject itself. Once more, with the 
help of pedagogy the human being ought to become a human being, but that is 
possible only because s/he has already been a human being from the start. – Hence 
pedagogy takes on the role of the midwife. Classic-modern-oriented pedagogy 
views itself as the authority, says Marian Heitger, which, contrary to the philosophy 
inquiring into the value, needs to be the one to effect this value (refer also to Nohl, 
Petzelt et al. on this). I repeat, whilst philosophy tends to explore the ideal state of 
the ‘being’ dimension, pedagogy is faced with the problem of the ‘becoming’ 
dimension. This might seem like a trivial insight, which becomes more intriguing, 
when one realises what exactly happens within a thus imagined dimension of 
‘becoming’. In a classic-pedagogical manner it deals with the transition from a ‘not 
yet’ into ‘but then’ (refer to Ricken, who discusses this in detail, 1999). This would 
not pose a further problem, if it were not for such major definitions as maturity 
(grown out of former immaturity – and this is not meant in a legal sense), autonomy 
(out of earlier heteronomy – and is the latter, once the pedagogical aim of autonomy 
is reached, just gone with the wind, out of the lives of the autonomous people?) or 
identity (out of former non-identity or an insufficient one …?). Finally the human 
being ought to be compact.

With the help of this outlined thinking inclined towards differences, among 
other things, pedagogy establishes itself on the basis of the ‘enlightenment’ subject 
as an indispensable necessity. It thus legitimizes its existence. The legitimacy is, 
however, most paradoxical. ‘The cult production of paradox’, which Dieter Lenzen 
discusses, and which is constantly part of Jürgen Oelker’s works, is what shows 
pedagogy, which is based on a reasoning about the subject, to be necessary. – Ped-
agogy can be explained only paradoxically – at best – within a subject orientation. 
Pedagogical reasoning based on the classic ‘subject’ concept produces antinomies 
at first, which subsequently need to be worked on by pedagogy.

The Pedagogical Practitioners’ Subject

How does the pedagogical practice cope with all this? First analyses give the 
following picture: the classic-modern paradigm of the subject is presented just as 
unquestioned and unchallenged as the basis of pedagogical action in the peda-
gogical journals for professionals. Academic «insights» about «the subject» get 
courageously received at times, without discussing them in depth, let alone chal-
lenge them. That is, the signatures of «the subject», autonomy, maturity, emancipa-
tion, identity, wholeness etc. are made the idealised basis of it all, without defining 
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them specifically, just as within the academic-pedagogical field.5) The multiple 
dilemmas of determination by the self versus the other, of freedom versus conform-
ity, of personalisation versus socialisation hang in the room unaddressed.

When ‘negotiating’ all this, practitioners often rely on models of gradual devel-
opment towards ‘the autonomous subject’. In a dichotomous manner ‘the person-
ality’ (‘the subject’), the environment and the social (‘the world’) are distinguished 
in a clear-cut way. Via the classic ‘structure levels of the human image’ (Piaget, 
Kohlberg et al.) it is emphasized on the one hand that the human being is a self-
effective actor every step of the way – really the subject of the classic-enlightened 
forming – and on the other hand such models suggest a development towards a 
higher level, in other words, becoming truly human, as a logical result. The basis 
often consists of a theory of knowledge (= Erkenntnistheorie), which radicalizes 
‘the subjectivity’: the constructivism. This school of reasoning is largely based on 
that strong subject. It does test the systems of orientation for their usefulness in 
the context of communicating and interacting with other human beings/the world. 
Yet, the subject is finally, once again, ‘the author of the world’, the centre, which 
deduces the world from itself self-transparently and thereafter self-confidently and 
self-consciously.

A somewhat different apory regarding the practitioners’ ‘subject’ reasoning 
becomes apparent in the emphasis on the subject’s capacity to act. ‘The competence 
to act’ as an expression of ‘the autonomous subject’ comes to the fore in the prac-
tice. In the practice, this seems to be the common tenor, pedagogy can indeed have 
an influence, since the human being can be guided towards independent and 
responsible action via the passing on of knowledge and skills. Yet again, ‘the strong 
subject’ is the basis and the aim respectively. This becomes clear, when for example 
‘autonomy’ and ‘identity’ accumulate in the might of action within the individual: 
‘plans of action are not imposed upon the indivdual in a deterministic manner … 
by norms of the society or by expectations regarding roles, rather it can autono-
mously choose … between different plans’ (Tillmann, 1980, p. 959). What is behind 
all this: in ‘classic’ socialisation ‘there is no room for an unmistakable ‘I’ … the 
identity and the individuality of the subject get lost’ (ibid., p. 957).

In the practical pedagogy the action-theoretical idea of the subject (= handlung-
stheoretischer Begriff) is usually thought to be able to overcome the criticised 
sociologistic reductions. Thereby, the classic polarity of the ‘I and the world’ is 
re-established, and whereby especially ‘the acting subject’ appears to be presiding 
over the world. Here the one-sided rationality of the ‘autonomy’ concept asserts 

5) Refer to Käte Meyer-Drawe (2000; i.O. 1990), who sheds some light on the problematic 
‘autonomy’, and to Markus Rieger-Ladich (2002) regarding ‘maturity’.
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itself. The determinations by others, which threaten this autonomy and which need 
to be averted, are the result of configurations of the social existence, against which 
the subject needs to prevail in the end. The strenuous emphasis of autonomy in 
this context can perceive ‘outside’ only ever as a threat. In pedagogy this view 
(social versus individual) has long been noticeable as a commonly used polarity. 
Education in its social function is regarded as reproduction, reduced to integration 
into the status quo, whilst education in its individual function is defined – latently 
exaggerated – as ‘bringing forth the bringing forth of the self ’. In other words, the 
social side becomes the necessary and the individual the disturbing consequence 
(typical for instance Herwig Blankertz) (Ricken, 1999, p. 330).

What remains, is the dichtonomous determination by the self versus by the 
other. And strangely enough, pedagogy sides with the self-determination, which 
it wants to achieve via determination by the other. Thus, the pedagogical paradox 
traps the pedagogical practitioners’ side of the argument, too. This is one facet, 
which shows itself, after yet sparse analysis of the reasoning about the subject 
within the pedagogical practice.

Pedagogical practitioners classically presuppose the self-determined ‘becoming 
of the self ’ by the individual. This reasoning appears internalised on their banners. 
Besides this, however, an intriguing dimension opens up, which I am going to 
pursue further in the context of my research. There are also approaches, which 
place, instead of the pedagogical attempt to encourage ‘the becoming of self’ (in 
the sense of identical ‘subject of unity’), ‘the becoming of other/different’ at the 
centre of their interest. They do not teleologically presuppose the final subject, but 
instead emphasize a permanent change in the human being. ‘A subject in process, 
in progress’ perhaps? One, where pedagogical beginnings might be found, which 
might be both more modest and pragmatic, possibly also more effective? And more 
honest?

Translation by
Marianne Junger, MA, CH-Bern
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Inquiries into Responsibilities of Teachers

Abstract 

Despite a lot of works on teaching and teacher education, little attention has 
been paid to the search for the essence, contents and conditions of the category of 
“responsibility” as presented by the contemporary philosophers. In this paper a 
variety of theoretical references to the approaches and traditions dealing with the 
widely seen field of responsibility in the philosophy is presented, and consequently 
an attempt to translate them into the problems of pedagogical responsibility, which 
amounts to resolving doubts inherent in the area defined by the question about 
relationships between the teacher’s responsibility and the social function s/he 
performs, is undertaken. 

The problems dealt with in my paper may constitute an important contribution 
to the development of our knowledge about the teacher’s profession. The obtained 
analytical results of the research prove the existence of the need for the educational 
sciences to solve a lot of significant problems. In order to deal with them the answer 
to the question “What teacher does the modern school need?” must be found. In 
connection with this the answers to the following questions should be given: What 
conditions teacher’s responsibility? Who does the teacher feel answerable to and 
how is (or will be) his responsibility evaluated? What or/and who is the teacher 
responsible for? Does the fact that the teacher’s work is monitored and assessed by 
the units of educational authorities mean that the teacher is answerable only to 
them? Do teachers focus only on carrying out orders and achieving their own goals 
and the goals of the “insiders” in the system? How do teachers perceive the con-
temporary world and its future? What tasks is the contemporary teacher assigned 
in the light of the demands of the changing world?

Key words: pedeutology, teacher’s profession, teacher in modern school, responsi-
bilities of teacher and their kinds.

Joanna M. Michalak
Poland
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To be responsible for something means to be answerable for it. We have respon-
sibilities not merely as individuals, but as members of organizations, in our case 
– teachers as members of schools. And this raises the question of how far teachers 
are responsible for the actions of their schools. Do they bear responsibilities 
peculiar to them? In what sense might teachers have responsibilities different from 
those of any other member of society? 

In this paper a variety of theoretical references to the approaches and traditions 
dealing with the widely seen field of responsibility in philosophy is presented, and 
consequently I undertake an attempt to translate them into the problems of respon-
sibilities of teachers, which amounts to resolving doubts inherent in the area 
defined by the question about relationships between the responsibilities of teachers 
and the social functions they perform. The presented considerations are based on 
the assumption that knowing the notion of responsibility and understanding its 
essence not only guarantees the increase in the human being’s knowledge about 
the world, but also can determine the ability to behave suitably in certain situations. 
Undoubtedly, even the best understanding of the notion of responsibility is not the 
responsibility itself, but achieving the proper understanding of it constitutes con-
ditio sine qua non of exercising it.

1. The positive dimension of responsibility – from duty and 
obligation to the concept of prospective responsibility

In order to fully understand the notion of responsibility, initially one must reflect 
on the way of understanding of the essence of the phenomenon of responsibility, 
thus it must be looked at comprehensively, which means that it is important that 
it should not be defined by means of judging a single deed, but also by means of 
referring it to the individual’s attitude towards responsibility. To expand this 
approach two kinds of responsibility must be distinguished: retrospective one and 
prospective one.

Traditional understanding of responsibility is connected with the so-called 
restrictive (Filek 1996) or retrospective responsibility (Duff 1990; Williams 1993; 
Zimmerman 1988; Jonas 1979), which is referred to the relationship between an 
action and its results, with special attention paid to the results of this action, and 
it is defined as a causative relationship between human being’s activities and the 
events caused by them. In other words, retrospective responsibility refers to what 
an individual does, omits or fails to do, in discharging his/her prospective respon-
sibilities. This understanding of responsibility is objective, because mainly the 
results of one’s actions are assessed, most obviously an individual is responsible for 
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those results s/he brings about intentionally, and most frequently it appears when 
a person suffers the negative consequences of his/her deeds. Such responsibility is 
often (but not always) legal or moral and it is partly determined by the individual’s 
prospective responsibility. 

 In the contemporary philosophical considerations one can more and more often 
encounter the stance according to which the present place of duty and norm which 
justify a human being’s conduct becomes occupied by the notion of responsibility, 
which concentrates on positive experiencing it, which consists in taking responsi-
bility for the good that depends on people. Responsibility understood in such a 
way is viewed in the context of the task, which is given to a human being and a 
human being’s response to it. Prospective responsibility is that an individual has 
before the event, it is up to an individual to attend to or to take care of. This 
approach towards the responsibility indicates that it can be specified as a value 
embedded in certain attitudes and types of behaviour which are of interest to us, 
teachers, as a value whose fuller, extended meaning they can seek. In this context, 
responsibility is described in the positive dimension and it is connected with tak-
ing responsibility for what a human being was burdened with. Thus, it is charac-
teristic that it is seen in its active dimension – it is not focused only on the past but 
also looks into the future. The active aspect of the responsibility shows that this 
category is directly connected with undertaking tasks the results of which are 
welcomed. Contemporary attempts to define the essence of responsibility clearly 
aim at the interpretation shown above: as a task which an individual should fulfill 
(Levinas 1969, 1985; Casey 1971; Jonas 1979; Lukas 1993; Filek 1996).

Thus, this dual understanding of the category of responsibility shows that on the 
one hand, it can be seen as a social phenomenon (somebody bears responsibility 
for somebody or something), and on the other hand, as a psychological category 
(to feel responsible). The former way of describing responsibility is objective, 
because in this case responsibility is analyzed as a relation between a person’s 
actions and their effects, with special attention paid to its results. Thus, it is defined 
as a causative relationship between an individual’s deeds and the occurrences 
caused by them and it is these occurrences that are the main object of evaluation. 
The latter way of describing responsibility is rather subjective, since responsibility 
reflects a person’s attitude, which belongs to his/her set of skills. This approach to 
the category of responsibility shows that it can be defined as a value inherent in an 
individual’s attitudes and actions. In this context the responsibility can be viewed 
in its positive, prospective dimension and it is connected with taking on respon-
sibility, which means that it is not only a static phenomenon, but it is a kind of a 
task the result of which is important for a person’s life. The picture produced by 
both ways of looking at responsibility can often be similar, however, it is not a rule. 
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This dual dimension of responsibility shows us, that, on the one hand, in order to 
talk about it we need to have some formulated norms, a kind of a code (e.g. a 
teacher’s professional code); on the other hand, responsibility is connected with an 
attitude, it is personal in character and can be treated as an ontological character-
istic of a human being. In everyday language the formal aspect of responsibility is 
prevalent (bearing responsibility for somebody or something), which often leads 
to the loss of its personal dimension. It is worth making the point that retrospective 
and prospective responsibilities flow from a conception of our moral duties and 
relationships, or are ascribed by a legal system. However, as R.A. Duff (1990) rightly 
stresses, only responsible agents, those with the capacities necessary for accepting 
and discharging responsibilities, can be held prospectively or retrospectively 
responsible, because only a moral agents can have moral responsibilities, only 
moral agent can be held prospectively or retrospectively responsible. 

2. Responsibilities of teachers 

In the next part of this I will attempt to answer the following questions: What 
are the conditions of the teacher’s responsibility? When and how is the teacher 
responsible? Who or what is the teacher answerable to and how is (or will be) his 
responsibility evaluated? (What types of teacher’s responsibility can be distin-
guished?) What is the ultimate source of teacher’s duties? Who gives the teacher 
the power which helps fulfill these duties? The analysis of the notion of the teacher’s 
responsibility needs taking a wide context into consideration, both legal and 
moral. 

2.1. The conditions of the teacher’s responsibility
The conditions of the teacher’s responsibility describe the factors that decide 

both about bearing and taking responsibility. Taking into account the philosophi-
cal context of the phenomenon of responsibility, the one saying that the responsi-
bility for a human deed always assumes soundness of mind (imputabilitas) while 
doing it and its sensibility is worth highlighting. The teacher who is the author of 
his/her own actions (performs deeds which are independent of the outside world, 
causatively conditioned in him/herself) may be viewed as a responsible creature 
in a formal, ontological sense (being actively responsible). The strength of a rela-
tionship between, on the one hand, his/her freedom of action, psychological 
freedom and the feeling of it, and on the other hand the actions whose content, 
direction and level correspond to values decide about the intensity of the teacher’s 
responsibility (Michalak 2003).
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The level of the teacher’s awareness, his/her feeling of psychological freedom, 
possibility to make a choice are the factors deciding about the teacher’s causative 
power. It is worth reminding that Hans Jonas (1979) introduces the notion of the 
causative power in order to describe the action that has an influence on the world, 
is controlled by the doer and the effects of which should be predictable to some 
extent. The author treats the causative power as the first and the most general 
condition of responsibility.

While discussing the issue of the conditioning of the teacher’s responsibility, 
special attention should be paid to the suggestion of Z. Kwieciński (1998, pp. 81–85), 
who considers moral maturity, wisdom, kindness and the drive towards success 
(professional, financial and prestigious) to be one of the most important factors 
deciding about the level of responsibility. Moral maturity stems from the possessed 
ability to use consequently the previously internalized moral principles and is defined 
by the author as the readiness to make agreements with other people and follow 
them, as well as the focus on permanent principles and conscience, as the factors 
determining the directions of social behaviour, building up respect and trust. 

In the context of the considerations presented so far, one can say that the phe-
nomenon of the teacher’s responsibility is especially constituted by:

•  the teacher’s cognitive power manifested in the sense of being responsible, in 
certain moral intuition revealing itself when one is internally convinced of the 
necessity to take responsibility, for instance, for the pupil (its sources can be 
found in a specific understanding of responsibility – as a response) and in 
being objectively responsible for the duties connected with the performed 
function of the teacher. The strength of the cognitive power is determined by: 
the awareness of duties and obligations, teacher’s consciousness of his/her 
deeds and their effects, readiness to bear the consequences of one’s actions; 
the teacher’s sense of psychological freedom; possibility of choice; strength of 
the emotional bond between the teacher and the pupil;

•  responsible actions – embracing the sense and the goal, predicting the means 
and forecasting the effects;

•  moral maturity;
•  wisdom (prudence and judiciousness while making moral choices or taking 

decisions).

2.2. The kinds of teacher’s responsibility
The analysis of the notion of the teacher’s responsibility requires taking a broad 

context into account, both legal and moral, in order to examine it deeply. Therefore 
I suggest that for the purpose of our further considerations we should distinguish 
more problematic areas connected with the answers to the following questions:
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•  When and how is the teacher responsible?
•  Who (or what) is the teacher answerable to?
•  What is the ultimate source of the teacher’s duties?
•  Who gives the teacher the power allowing for the fulfillment of these duties?
In these areas there are hidden factors deciding about the possibility of distin-

guishing various kinds of the teacher’s responsibility.

2.2.1. Legal responsibility
Among various kinds of the teacher’s responsibility, the “legal responsibility” 

seems to be the strictest one concerning the basic transgressions occurring during 
the fulfillment of the duties entrusted to the teacher. Within the legal responsibil-
ity one can distinguish an employee’s responsibility, as well as civil, disciplinary 
and penal responsibilities. The legal significance of responsibility is connected with 
negative consequences of the conduct not in keeping with the legal requirements 
and bans. Every body which is constituted in order to adjudicate about the teach-
er’s legal responsibility takes into account the following elements which comprise 
a full picture of one’s conduct and allow for its legal evaluation (usually the lack of 
any of them results in inability to ascribe any responsibility):

1.  the behaviour of the teacher bearing responsibility which may consist in 
active or passive behaviour (i.e. action or desistance);

2.  illegality – understood as inconsistency of the teacher’s behaviour with the 
model of the right conduct in a certain situation. In other words, a teacher 
does something s/he was prohibited from doing (illegal action) or does not 
do something s/he was obliged to do (illegal desistance);

3.  causative relationship between the illegal behaviour and the illegal effect 
described by lawyers as the principle of an adequate causative relationship.

2.2.2. Moral responsibility
Within the general meaning of moral responsibility there is a different scope of 

the same category, i.e. a scope of this for what and to whom we should be respon-
sible in the social practice. The basis for the analyses conducted over the teacher’s 
moral responsibility is the distinction, according to which we can distinguish 
various evaluators of responsibility and ascribe various kinds of moral responsibil-
ity to them (Michalak 2003): 

•  personal responsibility in which it is the subjective “I” (autoconsciousness) who 
is the evaluator. It is the responsibility for one’s own identity, development, for 
“who and what one is” in relation to “who and what one could be” and “who 
and what one should be”; 
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•  social responsibility in which it is “the other human being” and “the society” 
who are the evaluators. Therefore within the social responsibility one can 
distinguish two categories depending on two of their aspects – the alloccentric 
and the sociocentric one. In the allocentric aspect the responsibility concerns 
“the other” in the direct, interpersonal contact. While the sociocentric aspect 
of the social responsibility concerns the responsibility for people constituting 
some groups, social macrostructures (nation, society);

•  historical responsibility in which history is an evaluator. It goes beyond per-
sonal actions, it is responsibility for personal and social deeds, it is a conse-
quence of taking part in the shaping of history, therefore it is responsibility 
for the present, future, and perhaps past of a human being.

•  global responsibility in which “Earth – the people’s planet” is the evaluator.

Personal responsibility
Personal responsibility means answering to “myself ” for the content of indi-

vidual identity, for “me as a product of self-creation” (Sartre 1957). It is worth 
stressing that self-consciousness as an evaluator of responsibility may seem of 
little importance and basically metaphysical. However, it can be very harsh on a 
human being who lacks the feeling of self-fulfillment. An individual who chooses 
“oneself ” in a variety of possibilities offered by reality is responsible for self-crea-
tion. Thus, the teacher is responsible for him/herself, for his/her broadly-under-
stood development, for the behaviour towards him/herself and others, for his/her 
attitude towards values and fulfilling them, for the way in which s/he constitutes 
him/herself morally, for the consciousness of the goals and means of his/her actions 
which are at his/her disposal. Being a responsible teacher is inseparably connected 
with reflecting on oneself, with undertaking actions leading to personal and profes-
sional improvement. Generally speaking one can say that the teacher is first and 
foremost responsible for his/her own causative power. Among many powers that 
are at the teacher’s disposal and which decide about responsibility, there is, for 
instance, knowledge. The teacher is responsible not only for his/her deed, but also 
for what he has not done, for example, for not gaining available knowledge, the 
obtaining of which implies the obligation to gain it.

The teacher who cannot or does not want to take responsibility for him/herself 
cannot be responsible for others. In the light of philosophical considerations being 
towards oneself and being towards others are not the same “I am primarily respon-
sible for myself, and then for the fellow human being,” stresses Filek (1996, pp. 
82-83). It must be noticed that the teacher who tries to ascribe the responsibility 
for his/her own decisions and actions and for the principles preached by him/her-

review_2(6).indb   49review_2(6).indb   49 6/12/2005   5:58:36 PM6/12/2005   5:58:36 PM



50 Joanna M. Michalak

self to some vague “groups of people bearing responsibility”, deprives him/herself 
of the possibility of having authentic educational impact.

Social responsibility
Allocentric aspect - the answerability “towards oneself ” is directly connected 

with bearing responsibility for one’s own choices related with the world of “others”. 
With reference to educators one can talk about their responsibility for the children 
and youth entrusted them. This responsibility has a character different from the 
responsibility for a single deed. It is something permanent, something that demands 
constant activity and at the same time something that cannot be omitted or avoided. 
With reference to educators one can talk about their responsibility for the children 
and youth entrusted them. This responsibility has a character of a task ahead of 
them and it not necessarily must be connected with any transgression and suffer-
ing its consequences, it demands constant activity, according to the above-men-
tioned positive dimension of responsibility. The concern about the good of a pupil 
and respect for his/her personal dignity may be treated as a reference point for 
taking decisions by the teacher. They become especially important in the situations 
involving support for the pupil in his/her development, in his/her “becoming”, in 
awaking his/her readiness and ability to take responsibility for him/herself. Being 
a responsible teacher is connected with creating situations in which a pupil can 
learn to be responsible.

The relationship in which a teacher is responsible for a pupil requires giving an 
answer to the question: What can decide about the quality of relationships between 
a teacher and a pupil which stem from the concern about the good of the pupil and 
belong to the area of the responsibility for “the other”? Responsibility can also have 
roots in love understood as a real form of a bond with the other person. As men-
tioned in Buber’s opinion (1962) love is the responsibility of I for You and only on 
this basis one can educate, support or help somebody. This thesis, in the light of 
“swanning”, i.e. pretended love, which we encounter every day, discloses the basic 
doubt concerning the possibility of its realization in reality: Does pedagogical love 
exist in the relationships between a teacher and his/her pupils? “Perhaps,” it is about 
some kind of protective love, and not a demanding one; or maybe only about 
talking about one’s love for others (declaring it) – rather about emotions than about 
an engaged action. Maybe there are few teachers authentically loving their pupils, 
i.e. being concerned about their development and future, since there is little true, 
not instrumental love among young people (attitude of giving “oneself to others” 
and not mainly taking). The features of the teacher such as kindness, helpfulness, 
and understanding decide about the character of the relationships with pupils, 
which constitute “the horizon of the teacher’s self-creation”. It is worth demanding 
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the existence of such personal features among educators, if we cannot talk about 
the love towards their pupils.

Sociocentric aspect of responsibility - while attempting to define the teacher’s 
responsibility one should also pay attention to the fact that this responsibility is 
extended onto the social structures in which they work, social groups, institutions, 
organizations and associations. It is a relationship that requires the subject to 
generalize his/her attitude towards other people and does not mean the identifica-
tion with persons, but rather with the systems of values motivating social actions. 
“Being responsible also means being aware of what is expected from the individual 
by the group, what helps its development. It also means the acceptance of the 
“common thinking” spirit as the main factor of actions. Therefore the support for 
the social responsibility of the school which is an institution having both external 
obligations towards the state and society, as well as internal obligations towards 
pupils, teachers and parents, can be found in dialoguing responsibility. One should 
think then: What requirements towards arise teachers?

In the context of sociocentric aspect of teacher professional responsibility it is 
worth stressing that for some years the social services in the western world have 
been heavily influenced by systems of accountability which is associated with 
a sense of compliance and conformity to the agendas set by other people, often 
government. It relates to the culture of measured prescribed outcomes and stand-
ards. Such a culture runs the risk of creating a culture of blame when outcomes are 
not achieved, and a fear of failure. In such an environments there is more attention 
paid by teachers to “doing things right” rather than “doing the right things”. 
A culture of accountability does not rely on building teams of educators who col-
lectively operate in the best interest of the students and of wider society. 

The philosophical understanding of responsibility remains suspended between 
the community and individual approaches towards it. The majority of teachers tend 
to be interested in their work only in the micro-dimension – for example, in the 
classroom – and to a much lesser extent in the consequences of their behaviour for 
the school or local community or even greater social groups. However, the coop-
eration of teachers with each other is very important, since if a few teachers educate 
a child, this is their joint task and only together can they perform it well. Teachers 
must attend to collective, or shared, responsibilities; the responsibilities of schools 
or teachers’ groups; the responsibilities teachers have as members of schools as 
organizations. Teachers should decide together about the curriculum and ways of 
monitoring and evaluating pupils, but first of all they should talk to each other 
openly and learn from each other. Without cooperation it is hard to create a good 
school, even if in the staff there are a lot of excellent educators. Teachers should 
discover why they are dependent on each other and make sure that this interde-
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pendence will be able to develop and manifest itself in the form of personal 
responsibility to children, schools and communities for the tasks both undertaken 
and fulfilled. The teacher’s professional development takes the fastest pace when 
the teacher works in the team openly talking about their work (McLaughlin, 2002). 
Good educational materials, methodological advisers, courses, conferences and 
workshops are extremely important, but the exchange of experiences with teach-
ers-colleagues seems to be much more crucial. To conclude, in reviewing the ways 
in which teachers can consider their roles and responsibilities there are many 
reasons for promoting “a culture of responsibility” within schools and moving away 
from “a culture of accountability”.

Historical responsibility
The above-mentioned social responsibility is directly connected with the his-

torical responsibility. The ontological meaning of responsibility for history seems 
difficult to deny. The historical responsibility places a human being in a certain 
continuum of human destiny. It is to a different degree present in the awareness of 
the teachers who in their thoughts on education are far from its global and pro-
spective character (Massa 1997). However, a specific situation of the contemporary 
civilization, the changing shape of the world, economic and social transformations 
call for serious and significant changes in thinking about reality, in its explanation, 
in people’s attitudes which have a great influence on the future of the societies and 
the world. The changes we are witnessing make the historical responsibility of 
a human being even more obvious.

In our civilization of technocracy and consumer productivity, the material 
results of human activity in the world reveal the threats both for the Earth and 
man, who becomes the object of interaction with the reality created by nobody else 
than him/herself. A human being, as Fromm (1979) puts it, no longer experiences 
him/herself as the centre of the world, as the doer of his/her own deeds, but his/her 
actions and their effects begin to take control over him/her. Pedagogical reflections 
on that subject unveil the existence of a dangerous discrepancy between modern 
man and the world of the civilization he created.

The comparative analysis of the international educational reports edited by 
Xavier Perez de Cuellar: Notre Diversitè Crèatice (1998), Jacques Delors: Learning: 
The Treasure Within (1996), Frederico Mayor: Un monde nouveau (1999) and the 
UE report: Accomplishing Europe through education and training. Report by study 
group on education and training (1977) allows for the statement that their authors 
take into consideration new dimensions of education, i.e. education for pluralism, 
for representational democracy, for tolerance and respect for others, for equality, 
for negotiations and coexistence, for and through culture, and education for global 
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responsibility. The latter type consists mainly of ecological education and creating 
a ‘peace culture’. Global responsibility means co-responsibility for the destiny of 
the world because of the axiological reasons, one’s own choices and actions, despite 
the limited cognition, especially of the future events.

The messages that are comprised in the contemporary educational reports reflect 
the international community’s concern with the shape and future of education. The 
range of problems described by the authors reveals new areas of the teacher’s 
responsibility, a new horizon of the teacher’s moral responsibility emerges. It is 
global responsibility being part of the historical one. Treating the future in unpre-
dictable categories changes the perspective from which we look at education. The 
reconstruction of the existing order is no longer the central goal of education, 
preparation for the encounter with the unknown becomes it. The greater and 
greater complexity of the world surrounding us, the prospect of globalization and 
a planetary citizenship in connection with insecurity make the teacher’s responsi-
bility gain a new, deeper dimension.

2.3. The scope of the teacher’s responsibility
One general question about the teacher’s retrospective moral responsibility 

concerns its scope: what is the teacher responsible for? An answer to this question 
depends mostly on an account of the scope of the teacher’s prospective responsi-
bilities. The teacher is obviously responsible for the directly intended results of 
his/her actions. The teacher makes him/herself responsible for them by directing 
his/her action towards bringing them about. The teacher is also responsible for at 
least many events which he/she is certain will ensue from his/her actions. Concep-
tions of prospective and retrospective responsibility help to determine the descrip-
tions of the teacher’s actions or omissions. It is worth stressing that in the social 
practice the awareness of the tasks of particular human occupations basically has 
a formal meaning, so it consists in fulfilling certain external tasks, while educational 
responsibility is exceptional in character. In addition to the formal aspect of 
responsibility (bearing responsibility for somebody or something), which is 
uniquely popular in everyday language, the personal meaning of the notion 
deserves special attention (teacher’s moral responsibility in its personal, social and 
historical dimensions). This personal meaning reveals the scope of the professional 
teacher’s responsibility for specific spheres. 

The considerations in this article has so far concentrated on the types of the 
teacher’s responsibility and its content and they make it possible to pose the fol-
lowing thesis: the teacher him/herself decides about the scope of the responsibility 
taken daily and nobody can relieve him/her of the burden of constant defining its 
dimension in specific situations. In other words, the general meaning of the teach-
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er’s responsibility comprises a scope of that for which the teacher is responsible in 
his/her educational practice. In this practice we very often encounter on the one 
hand pedagogism or megapedagogism, i.e. the expectation that solving all the 
problems and crises bothering the world, freeing from all oppression, dependence 
and domination depend on education, on the school and on pedagogy. On the 
other hand, we observe the escape from the categories of any broader responsibil-
ity, surpassing the contents of the school subject curriculum or of the academic 
subdiscipline, or we observe the psychological reductionism, offering temporary, 
short-term assistance that improves the disposition through participating in 
workshops and individual or group meetings (Michalak 2003).

It is worth reminding that the notion of responsibility has its roots in the field 
of the law, where primarily this person is “responsible” who acts “in place of ” 
somebody and at the same time “on behalf of ” him/her. Taking responsibility for 
somebody means putting oneself in the position of somebody and pleading his/her 
cause. The Latin word “pro” comprises in its meaning this moment of substituting, 
being “in place of ” somebody and the moment of interceding “on behalf of ” 
somebody, acting “for the good of ” somebody (Filek 1996, p. 55). The essence of 
responsibility understood in such a way is substitutability. However, D. Bonhoeffer 
(1966) warns against changing responsibility into “an abstract god”, against abso-
lutizing it. Responsibility is not absolute or limitless. The limit of my responsibility 
is where the responsibility of the other is. The action becomes really responsible 
when one remembers about this limit. On the other hand, responsibility – within 
limits – comprises, in Bonhoeffer’s opinion (1966), all reality. Since the world is 
the area of specific responsibility given to us. In this context we can state that the 
limits of the teacher’s responsibility indicating its scope mark the boundaries of 
the world in which the teacher is present and the limits of identification with that 
for what I feel responsible (the feeling of community with the object of responsibil-
ity). They are not prescribed, they mainly depend on the teacher’s individual atti-
tude, so the teacher determines the scope of his/her retrospective responsibilities, 
at the same time the teacher determines the scope of his/her prospective respon-
sibilities; where the teacher’s moral responsibility is at stake, that must be a moral 
determination.

Conclusions
My considerations were an attempt to overcome the ambiguity of the concept 

of responsibility. The critical analysis of the publications belonging to the most 
representative of the contemporary philosophical thoughts on the category of 
responsibility forms a basis for the considerations about the essence of responsibil-
ity. Responsibility which is thought of as a significant characteristic of a society, as 
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the factor shaping the society, is at the same time felt to be a burden, as one of these 
‘unfortunate gifts’ such as freedom, love, sense of dignity and sensitivity of con-
science. These are the sources of being afraid of responsibility, the wish to run away 
from it.

Based on the conducted analyses, I come to a conclusion that there exists a 
possibility of experiencing and understanding responsibility differently to the 
everyday way of doing it, responsibility can be seen as an entirely positive experi-
ence. This stress put on the prospective responsibility may be significant for 
undertaking empirical research. Rooting responsibility in guilt, which is typical of 
everyday understanding of the problem, is an error, because responsibility does 
not result from guilt, but just the opposite – guilt from responsibility.

In the course of my considerations I was guided by the premise that the under-
standing of the essence of responsibility not only gives hope to increase the 
knowledge about the areas of human activity, but also decides about the ability to 
behave properly, because every change of the concept usually involves the change 
in its understanding, which in turn involves the change in our knowledge and as 
a result a change in our behaviour. The look from the philosophical perspective at 
understanding responsibility by teachers not only allows for its deeper understand-
ing, but also can serve teachers themselves for clearer realization of both assump-
tions and results of the concepts accepted by them.

Teachers’ prospective and retrospective responsibilities, as individuals, are often 
defined party by his/her role within school. Such responsibilities are defined initially 
by the school itself, it the light of its purposes and values. However, there is room 
for controversy (often moral one) about what the teacher’s role – responsibilities 
ought to be, and about when and whether they may be overridden by moral respon-
sibilities which transcend the teacher’s role. In so far as the teacher has responsi-
bilities within school, s/he shares responsibility with other teachers for what the 
school does. But is that responsibility limited to the part which teacher plays directly, 
or could and should play, in the school’s actions? Or can the teacher be held respon-
sible for the actions of other teachers in the school even though the teacher does 
not him/herself have authority or control over them? Answers to such questions 
depend on getting clear about what it is to be a member of a teacher group, and 
about what it is to be responsible. 
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Teacher profession age particularities

Abstract

This contribution is addressed to the group of female teachers at the age of over 
46. We compared this group with younger female teachers and we examined which 
attributes are typical of this age category. We tried to compare and analyze anam-
nestic data, motivation, and some personality characteristics of older female 
teachers.

Key words: ontogenesis, older maturity, change of psychical and physical functions, 
anamnestic data, motivation to teacher education, contentedness around the profes-
sion, fears at practice commencement, innovation tendencies, fluctuation, personal-
ity characteristics.

Introductory notes

Teacher profession is a subject of a lot of research in the area of psychology, 
pedagogy, sociology as well as of other scientific disciplines. The research findings 
also concern some specific areas of this profession, such as for example feminiza-
tion of schools, but also the questions of the biodromal development of both female 
and male teachers and their age particularities as to their teacher profession. In our 
contribution we paid attention to female teachers in the period of their professional 
career stabilization and finalization. Our goal was to approach ontogenetic specif-
ics of this period and to compare some teacher profession aspects from the view-
point of female teachers’ age. 

Soňa Kariková
Slovak Republic
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Ontogenetic basis 

Within ontogenetic psychology the time span around 45th year of life is an 
important developmental turning point because it is the time of professional sta-
bilization, changes are rare and they usually concern a related field. As to the 
periodization of human psyche, it is a time of older maturity, which continues to 
60 years of age. According to V. Příhoda (1967) 45th year of life is an important 
developmental landmark. According to the said author, the work effectivity and 
work pace sink. Characteristic changes for the life span 45–60 years of age accord-
ing to V. Příhoda are (those we consider to be linked to teacher profession): there 
appears gradual moderation of mental and motoric activity, the ability to remem-
ber lowers, new knowledge acquisition and motivation to get it gradually fail, 
working activity becomes a routine.

On the other hand, E. Erikson (according to A. Atkinsonová and others, 1995) 
denotes the period from 45 to 60 years of age as the most productive. People over 
40 are usually are at the tpeak of their career. According to this author, the period 
over 50 years of age (from 20 to 29 years of experience) is a period of professional 
stabilization. At the same time, he points to the fact that this period is often marked 
as a “middle age crisis”. This happens when a person understands s/he has not 
reached the goals s/he set for his/her life. 

M. Vágnerová (2000, p. 411) describes some changes that are related to this 
period in various areas:

1. The process of ageing commences; it merges in the decrease of basic sensual 
functions – seeing and hearing. Physical strength and motion coordination fall, 
reaction speed and readiness decrease. If we put this knowledge into the context 
with the one of the requirements for teacher personality that D. Fontana (1997) 
denotes as an ability “to be ready“, i.e. to take in what is happening in class, under 
certain circumstances there can occur a decreased quality of professional perform-
ance in this area.

2. Various health difficulties appear more frequently, some are of chronic 
character. A specific feature of female ageing (women make up the majority of 
school workers) is the menopause. Besides physical changes (higher sweating out 
and warmth blasts that can be a hindrance even during regular activities) the 
menopause is marked by mental changes. Those involve fear and anxiety, tearful-
ness, querulousness, excitability, lower concentration, memory worsening, higher 
tiredness, sleeping disorders, light depression and so on. Especially the changes in 
merrtality can negatively influence the quality of teacher performanc.

3. This developmental period (over 50th years of age in particular) is also reflected 
in attitudes to profession. There can appear either an emphasized attitude to profes-
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sion (excessive working endeavour), or a mature attitude to profession (edification, 
limitation of ambitions, acceptance of the reached level) or there can also appear the 
burn-out syndrome (lost self-confidence in one’s own abilities and sense of work). 
Further specifics linked to working activities of this period can be expressed in:

•  Lower need of stimulation and learning, while older workers prefer a routine 
activity and stereotype, they show decreased willingness to learn new things 
and methods.

•  Older employees display larger loyalty to their working place, there they spend 
the majority of life and are more identified with it. That is why they want to 
get on better with their colleagues, since peace and serenity are of greater 
subjective importance than other values.

•  The need of self-realization is revealed in a tendency to pass their experience 
to younger colleagues as well as in an emphasis on reaffirmation of their own 
value while exalting reliability, stable performance and experience.

•  The need of an open future is important; that is connected with the question 
about how long will I be able to work, when should I retire and what are my 
alternatives.

If we put together these matters with teacher profession, we should look for 
answers to numerous questions: How does the diminished stimulation for learning 
and embracing new knowledge influence teacher profession? To what extent will 
working performance change, but also how will the attitude to pupils be affected 
as a result of physical and mental changes of this period. How many older teachers 
show the symptoms of increased stress, tiredness and the burn-out syndrome? 
What is the present attitude to the profession among older teachers? Which per-
sonality characteristics are typical of older teachers?

Some of those questions are answered in professional literature, some answers 
will be then a subject of further research projects; from among numerous uplifted 
areas we have focused on those mentioned in the project goals. 

The project goal, research sample description, and research 
methods used

In the previous part we mentioned the theoretical basis and specifics of older 
maturity from the ontogenetic psychology point of view. The research goal was to 
find out which factors linked to the selection and implementation of teacher 
profession as well as to some personality characteristics are typical of the older 
maturity period, i.e. for the age period of female teachers over 46, and where they 
differ from those younger ones.
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We were specifically comparing the following areas:
•  anamnesis,
•  motivation to choose teacher profession,
•  problems that teachers faced when they began working,
•  the demands of the profession,
•  opinions about innovative trends and willingness for further education,
•  fluctuation tendencies and satisfaction with the profession,
•  personal characteristics of teachers.
We compared these data in three age groups of active female teachers. The 

research sample was made up by 99 teachers working at 1st stage elementary 
school divided into three subgroups according to the age criteria: the 1st subgroup 
was made up by teachers under 30 (n – 27), the 2nd subgroup was made up by 
teachers between 31–45 (n – 36) and teachers over 46 (n – 36) made up the 3rd 
subgroup. The average age of all the teachers was 38 (it ranged from 22 to 61), with 
an average period of 14 years of experience (it ranged from 8 months to 39 years). 
90% of the eachers were married, 33% of them worked in rural environment 
and 67% worked in city schools. 44% of the teachers originally came from coun-
tryside and only for 15% of them at least one of their parents was a teacher. For 
68% of the teachers, teacher studies were their primary option.

Research methods were selected with respect to the research goal. The first 
research method was a questionnaire of our own design that consisted of several 
parts; we used a rating scale of 5 levels, the selection of answers and association of 
their importance in closed questions as well as respondents’ free answers. The first 
part of the questionnaire was aimed at getting anamnestic data, the second part of 
the questionnaire explored concrete motives that were decisive for them to choose 
the teacher profession. The third part of the questionnaire examined the fears that 
accompanied teachers when commencing their career, the fourth part of the 
questionnaire probed the respondents’ attitudes and views on particular areas of 
the profession – satisfaction with the profession, its difficulty and attitudes to 
innovation tendencies. The fifth part of the questionnaire was to find fluctuation 
tendencies. The second research method was the Personality inventory KUD 
designed by E. Kudličková, which is developed to find out bipolarly outlined 
personality characteristics.

Statistical importance of the differences of particular factors was examined by 
means of H-test, designed by Kruskal and Wallis.
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 The research results and their interpretation

The obtained results are shown according to the comparison of the oldest teach-
ers and their younger colleagues. We especially present the results and differences 
that proved to be statistically important, or those we considered interesting and 
typical of this group of teachers. In the tables we show the most preferred values 
in a given area while the tables are expanded by the data that proved to be statisti-
cally important among the oldest teachers and their younger colleagues even 
though their range was not broad.

1. Anamnestic data
The average age of the oldest teacher group was 49.7 with 25.3 years of experi-

ence. 80% of them were married, 11% of them were divorced, 6% of them were 
single and 1 respondent was widowed. 85% of the teachers now work in a city 
and 15% of them in the country, while 44% of them come from the countryside. 
For 77% of the teachers the teaching study was their primary option, which rep-
resented a higher percentage when compared to other subgroups. 

In our research sample, we noted a statistically important trend that shows 
a dependant proportion between the age of the teachers and their working in city 
schools so that means that younger teachers start teaching in rural schools more 
frequently.

 We have also found out that the primary option to study teaching was more 
frequently represented among the oldest teachers when compared with their 
younger colleagues.

2. Motives to study teaching
Joy to work with children was considered the most important motive to study 

teaching among all the teacher groups. Among the oldest teachers, however, the 
average value of this motive is the lowest one. A similar trend was noted in other 
motives as well (work meaning, work variability and diversity, possibility to lead 
and educate someone). We explain these findings by the fact that long-range 
contact with children can, to some extent, influence also “ideals” that the oldest 
teachers had at the time of their career commencement. Out of these motives, the 
one which concerns working with people appears to be a statistically important 
one. This motive was the least important for the oldest teachers at the time of their 
profession choice decision. 

The motive that ranged as the 13th was the one influenced by parents’ wish that 
the respondents became teachers. That parents’ wish was statistically more respected 
by the oldest teachers than in the case of their younger colleagues.
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Table 1: Motives to study teaching

 Motives UC 1st group 2nd group 3rd group
  N 99 n – 27 n - 36 n – 36
 1. Working with children  1.3  1.14  1.13 1.57
 2. Meaningful work 1.38  1.14 1.3 1.63 
 3. Working with people 1.56  1.56  1.36 1.6 *
13. Parents’ wish 3.92 3.9  4.47   3.32 **

3. Career commencement
The oldest teachers started their work with fear about whether they would be 

able to explain curriculum to pupils in an appropriate way (younger teachers feared 
work with “problematic pupils”). Another two areas of fears ranged as the second 
– whether I would be able to attract pupils’ attention throughout the whole lesson 
and whether I would be able to keep pupils’ discipline during lessons. Worry about 
communication with parents ranged as the third. They feared little whether their 
salary will be sufficient for them. 

In comparison with their younger colleagues, the oldest teachers statistically 
importantly worried about time management during lessons, while the youngest 
teachers expressed little anxiety of this kind. We explain these findings by the fact 
that during the quantitative analysis of the answers the youngest teachers proved 
to be relatively well prepared in the area of didactics of particular subjects. At their 
career commencement the oldest teachers statistically more importantly worried 
about time management during lessons than about implementation of administra-
tive acts. It could be partly caused by teachers’ obligatory evaluations and charac-
teristics of pupils written before 1989 that sometimes used to be politically 
motivated as well.

Table 2: Fears at practice commencement

 Fears UC 1st group 2nd group 3rd group
  N 99 n – 27 n – 36 n – 36
 1. Pupil attention 1.92 2.03 1.75 2
 2. Communication with parents 2.04 2.11 2 2.02
 3. Problem pupils 2.05 1.88 2.11 2.12
 9. Time management 2.53 2.96 2.5 2.17 **
10. Administrative tasks 2.84 3.04 3.05 2.4 *
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4. The demands of the profession
As to the demands of the teacher profession, the oldest teachers assume that they 

employ professional knowledge more often in comparison with their younger 
colleagues; they perceive their profession as a creative one, which requires perma-
nent professional education. 

The oldest teachers, when compared with their younger colleagues, evaluate the 
teacher profession to be demanding and difficult having a negative influence upon 
their health condition. Medical leave was the longest for the oldest teachers (9.2 days) 
in the examined school year, and this number exceeds the Slovak-wide average. 
However, during a more detailed analysis we have found out that even though it was 
so, this fact was partly distorted (standard deviation – 30.7), since one respondent 
was on a long-term medical leave (180 days) as a result of her spine operation.

Had we not included these statistics into average calculation, the length of 
medical leave would have been 3.2 days for the oldest teachers, which is the lowest 
average of all the examined subgroups. Complementary oldest teachers’ answers as 
to the length of their medical leave were interesting, e.g. “I was sick only this year”, 
“I normally do not miss…” It seems that this question is sensitive for them; it can 
possibly be linked to a possibility of working at school after reaching their retire-
ment age.

Table 3: The demands of the profession

 
The demands

of the profession UC 1.sk 2.sk 3.sk

  N 99 n – 27 n – 36 n – 36
1. Professional knowledge 4.93 4.92 4.88 4.97
2. Creative work 4.86 4.81 4.83 4.9
3. Dominant approach 4.23 4.07 4.33 4.25
4. Workload 4.2 3.85 4.33 4.33 **
7. Impact on health 3.48 2.85 3.6 3.83 *

5. Innovation trends
It is exactly the application of innovation trends and willingness to continue 

self-education that is described in scholarly literature as little accepted in this age 
category. Within our research sample, however, we have noted an opposite trend 
since the oldest teachers expressed the highest readiness to partake in professional 
activities. This, paradoxically, does not correspond with their expressing no need 
to change anything in their up-to-now style of work. The oldest teachers perceive 
school leadership most positively as well as its willingness to support new thoughts 
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and trends. They would not be against the presence of parents during lessons (that 
can be done by their higher routine and self-confidence at work); however, they 
would mind being on first name terms with pupils.

Table 4: Innovation tendencies

 Innovation tendencies UC 1st group 2nd group 3rd group
  N 99 n – 27 n – 36 n – 36
1. Support of leadership 4.37 4.29 4.38 4.41
2. Professional trainings 4.34 4.25 4.36 4.37
3. Parents at lessons 3.74 3.25 3.86 3.97 *
4. The need of innovation 3.71 3.88 3.83 3.45
5. Oral evaluation 2.96 3.33 2.72 2.91
6. Being on first name terms 2.31 2.63 2.19 2.17

6. Fluctuation tendencies and profession-contentedness 
For the oldest teachers the most important reason to change profession was their 

salary; in comparison with their younger colleagues it should be Sk 1000 more. They 
also care about the social status and respect of the teacher profession, better self-
realization, a possibility for their promotion as well as working hours. The oldest 
teachers perceive much more sensitively the atmosphere at school as well as the load 
of the profession. These two reasons were statistically more important for them than 
they were for their younger colleagues. Almost 50% of the oldest teachers com-
plained about excessive psychical pressure and noisy school environment. 

Despite these results, almost 79% of the oldest teachers would like to continue 
in their profession and in the same school they have been working, 16% of them 
would change the teacher profession if any other advantageous occupation is avail-
able, and 4.5% of them think about their leaving school anyway. Not one from this 
group of teachers would like to work in a managing position. They said their salary 
should be on average Sk 7 228 higer which represents the highest required sum 
from among all the three subgroups. 39% of the oldest teachers are forced to take 
extra jobs to make more money! In answer to an open question as to what satisfies 
them in their profession most, the oldest teachers positively assess that they can 
work with children having an opportunity to take part in their personality forma-
tion and that their work is multifarious and various, and there also were positive 
answers that concerned working hours.
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7. Personality characteristics
From the point of view of the rated personality characteristics, the oldest teach-

ers demonstrated lower values in almost all the examined dimensions than their 
younger colleagues did. 

Activity/passivity – within this personality dimension we state that the average 
score oscillates in all the subgroups within the boundary of 5–6 points. Analizing 
at the differences of average values, the oldest teachers seem to be the least active.

Stability/lability – within this personality dimension we again state that the 
average score oscillates in all the subgroups within the boundary of 5–6 points. 
However, the average values in particular subgroups of teachers show statistically 
important differences. While the 2nd subgroup teachers reach the highest average 
score in the sense of stability, the oldest teachers reach the lowest score. This means 
that the oldest teachers (in comparison with their younger colleagues) appear to 
be less steady, less serene and more impulsive. Dominance/submission– in this 
personality dimension we state that the average score oscillates in all the subgroups 
within the boundary of 3–4 points in comparison with the population norm, and 
these values point to the tendencies of submissive reacting in social situations in 
all the teachers that made up our research sample!

Rationality/sensuality – in this personality dimension we state as well that the 
average score oscillates within the boundary of 5–6 points. The values of particular 
subgroups, however, signify certain differences, especially in the direction of a 
higher rationality of the oldest teachers. This means that when they evaluate certain 
situations, there prevails their tendency towards higher objectivity, reflectivity, and 
rationality. This difference has not proved statistically important.

Extra/introversion – in this personality dimension we state as well that the 
average score oscillates in all the subgroups within the boundary of 5–6 points. 
The average values, however, indicate that the youngest teachers seem to be the 
most cooperative, sociable, open and outgoing, while the oldest teachers seem to 
be more closed and reserved. This difference proved to be statistically important. 

Table 5: Personality characteristics

 Characteristics UC 1st group 2nd group 3rd group
  N 99 n – 27 n – 36 n – 36

1. Activity/passivity 20.4 20.3 21.5 19.2
2. Stability/lability 20.3 20.5 22.1 18.2 **
3. Dominance/submission 12.3 11.8 12.8 12.2
4. Rationality/sensuality 20.8 20.3 20.7 21.2
5. Extra/introversion 20.6 22.5 20.6 19 *
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Conclusion 
Based on both research findings and the theoretical basis we state that the oldest 

teachers show certain differences in our examined aspects of the profession as well 
as in personality dimensions, which proved to be statistically important. We are 
aware of the existence of other indicators and areas which we would like to exam-
ine closer in future – for instance the problems of leaving for retirement, of life 
balancing, of identity question, values, meaning of life, actual personal and health 
needs and so on. The problems of older teachers appear to be relevant, because 
according to J. Průcha’s statement (2002, p. 83) the share of teachers over 50 years 
of age in the OECD countries increased by 5%, especially in elementary schools. 
We noted a similar trend during our research, because the youngest group of teach-
ers was the least stabilized one. J. Oravcová (2004, p. 78) points to some negative 
aspects of this period as well; they can be demonstrated by higher depression, 
anxiety as well as by anger and aggression towards people. Since the teacher profes-
sion is predominantly about interaction between adults and children, the theme 
of ageing teachers will certainly be the subject of our next research.
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Creative and Emotional Competence
of Contemporary Teachers

Abstract

In the article the authors present the theoretical and practical outline of creative 
and emotional competence as a main need of teachers.

The theoretical part of the article considers the latest research into creativity and 
emotional intelligence. The authors pay special attention to the importance of these 
abilities in contemporary school.

The diagnostic part concentrates on a results of the questionnaire study, led on 
the sample of 140 teachers of primary and secondary schools. 

Key words: Professional competence, creativity, emotional intelligence, open-minded 
teachers.

Introduction

 “The driving force underlying progress in the 21st 
century will be emotional intelligence

 and connected with it practical and creative
 intelligence” (cf. Cooper, Sawaf, 2000, p. 27).

Various rapid cultural social and educational changes defy teachers with new 
and advanced tasks. A lot of concepts and visions of being contemporary teachers 
appear. But the main focus is that creativity, open-mindness, and communication 
are indispensable to face social expectations and challenges of the post-industrial 
world. It seems that never before the teachers been put up to so many different 

Beata Dyrda, Irena Przybylska
Poland
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duties. The exponential increase in the pace of change makes creative, innovative 
thinking ever more relevant to the needs of students, teachers, industry and soci-
ety. Creativity is arguably central to design and technology but unfortunately this 
is not always apparent in teachers’ attitude or practice.

The abundance of pedeutological theories emphasise the crucial role of creativ-
ity and intelligent stress management. In education the mentioned factors are 
treated not only as potentials but also as necessity and priority in teachers’ educa-
tion. It implies modifications in the curriculum of teacher training. 

What do we know about competence?

Professional degrees are only the starting point on the way towards professional 
competence. A teacher should be in a process of continuous professional develop-
ment in order to provide a quality education for students. Creativity and emotional 
intelligence are important as teaching is considered to be a highly complex activity, 
which in addition takes place in ever-changing circumstances. Teachers should be 
aware that “changes are constant” and therefore should improve their practice.

The term “competence” is differently defined in the literature of this subject. In 
our article we assume that competence consists of knowledge, abilities, skills and 
professional experience (Koć-Seniuch 2000). Competence determines teachers’ 
professional activity and influences their practice. Reflection, creativity and coop-
eration comprise the competent behaviour (Koć-Seniuch, 2000). In many concepts 
special attention is paid to two cores of competence:

1.   superior – connected with personality, for example interpretation, com-
munication, creativity, emotions, morale and interpersonal skills, 

2.   minor – technological abilities: practical skills, methods, forms of work 
(Kowalczyk, 2001, Kwaśnica, 1993). 

More than ever before researchers focus on creativity and emotional intelligence, 
meant as emotional maturity in relationships between teachers an pupils. Creative, 
emotional and intellectual engagement enhances pedagogical situations, helping 
to prepare for evaluating, decision making and responsibility (Kwiatkowska, 
2003).

According to Goleman there are two levels of professional competence: thresh-
old competence such as knowledge and special skills and distinctive ones: motiva-
tion, engagement, social and emotional abilities. The first one is basic to find a job, 
the other helps to maintain it and be successful. Owing to creative communicative 
and emotional skills we work better and feel better. Research data (Goleman, 1997) 
indicate that the way we deal with our emotions and those of others differentiates 
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accomplishments. Very good workers recruit among those with high emotional 
intelligence. We make an assumption that both creativity and emotional compe-
tence significantly influence teachers’ success. 

Why is it worth being a creative teacher?

Because of many macro and micro changes, fixed schemes and methods are 
doomed to failure in nowadays schools. As they are worthless and unreliable teach-
ers are obliged to look for new ways of pedagogical performance. “…contemporary 
teachers more often appear to be not only participants but mainly creators of the 
cultural and educational environment” (Koć-Seniuch, 2003, s. 95). 

It is quite easy to pin down what is meant by creativity although it is a complex 
term. The point of the text is not to describe the concepts of creativity. Although 
it is useful to state that creativity is defined in 4 aspects (model of 4 Ps): process, 
product, person, and press (Nęcka, 2003). The label “creative” is usually reserved 
for activity or work which satisfies some criteria: perceived “newness”, originality 
and effectiveness - it must “work”. Quite often creativity is recognized as divergent 
thinking. In the text we accept creativity in its broadest meaning as a creative 
attitude which encompasses intellectual, social, and emotional features and moti-
vation (Popek, 2001). 

Creativity becomes an indispensable need and permanent constituent of being 
a teacher. Thanks to it teachers are able to overcome mental and organizational 
obstacles, enrich their personalities and relationships. Moreover, creative teachers 
fight against routine, deal with problems and are more flexible. Scientific findings 
show that a creative person has the ability to face conflicts, problems and tension 
which are very common in schools today. Not to mention the capacity to be puz-
zled (Rhodes, 1987). The teachers’ obligation is to help children to perform to the 
best of their abilities. Only a creative teacher can achieve it. 

Creativity is important for teachers and for their interactions with pupils. At the 
individual level, creativity is relevant to solving real life problems. In addition, 
a creative teacher helps to build more interactive educational situations along with 
fortifying creative thinking. With reference to Cropley’s research (1994) we can 
indicate three aspects of teachers’ behaviour that can influence creativity in the 
classroom. The first aspect is connected with the teacher as a role model - their 
behaviour can shape the pupils’ behaviour. The next is the classroom atmosphere 
which is determined by the teacher. Pro-creative atmosphere means no criticism, 
no stiff rules, no hurry. Creativity flourishes in the atmosphere of acceptance, 
security, setting up problems and challenges. It implicates a teacher who is an 
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open-minded, an active listener and ready to help. It is connected with the third 
aspect which refers to the teachers’ efforts that reward and foster pupils’ creativity 
through instructional activities. These three aspects reflect personality, intellect, 
creativity and working methods. 

Unfortunately, educators sometimes teach pupils about creative and eminent 
people, but ignore teaching that fosters creative thinking in their classrooms 
(Cropley, 1994; Sternberg, 1999). Teachers’ attitudes, beliefs, and classroom prac-
tices are deemed to be of crucial influence in the development of pupils’ creativity 
(Nęcka, 2001). Hence, only creative teachers enhance creativity: they precisely 
diagnose abilities, appreciate creative behaviour and stimulate it. 

However, what teachers know about the characteristics of creative students and 
what they do to foster students’ creativity have been found controversial (Bieluga, 
2003). Several researchers in the field of creativity (Gardner, 2002; Sternberg, 1998) 
discuss how important behaviour is associated with it. Teachers have been found 
to have insufficient knowledge about gifted pupils. 

What is emotional intelligence? 

“Emotional intelligence is a master aptitude, a capacity that profoundly affects 
all other abilities, either facilitating or interfering with them” (Goleman, 1997, 
p. 80). 

We have been used to believing that IQ is the best measure of human potential. 
In the past 15 years, however, researchers have found that this is not necessarily. 
So actually emotional intelligence might be more a important predictor of success 
(Goleman, 1997; Salovey, Sluyter, 1999). 

In order for human beings to grow, evolve and face challenges new forms of 
literacy are required to deal with different problems and situations. Today the need 
for “emotional literacy” is ever increasing, and it is one of the best investments that 
we can make for our children and ourselves. 

Emotions are an integral part of human nature. Through them we respond to 
life in many different ways, i.e. with anger, happiness, fear, love or loneliness. Emo-
tions influence our thoughts and actions, they inspire our needs, they affect our 
bodies and have an impact on our relationships (Ekman, Davidson, 1999; Obu-
chowski, 2004). That is the main reason why taking advantage of and managing 
them is crucial. 

In the early 1990s, Mayer and Salovey introduced the term “emotional intelli-
gence” in the Journal of Personality Assessment (1990). Then in 1995 the psy-
chologist Goleman started to popularize this term in his books. 
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The term encompasses the following five characteristics and abilities: 
1.  self-awareness (emotional literacy) - it is an ability to recognize, understand, 

appropriately express emotions and distinguish among them; 
2.  managing emotions- handling feelings so they are relevant to the current 

situation and you react appropriately;
3.  self-motivation- “gathering up” your feelings and directing yourself towards 

a goal, despite self-doubt and impulsiveness ;
4.  empathy- recognizing feelings in others and tuning into their verbal and 

nonverbal cues;
5.  handling relationships –managing interpersonal interaction, conflict resolu-

tion, and negotiations (Salovey, Mayer, 1990). 
Many authors (Constantine, 2001; Mayer, Salovey, 1999) presume (but not all 

agree) (Nęcka, 2003, Sternberg, 1998) that emotional intelligence includes also 
a wide range of personal and social components, such as interpersonal skills, 
stress-management, optimism, assertivity, interpersonal skill, etc. In this context 
we can compare emotional intelligence with multiple intelligence by Gardner 
(2002). 

Emerging research (Goleman, 1997, Cooper, Sawaf, 2000) suggests that a person 
with high EQ is someone who finds solutions to problems and social conflicts more 
quickly than others. Managing of emotions enables directing towards goals, espe-
cially these involving creativity (Isen, Daubman, Nowicki, 1987; Obuchowski, 
2004). Emotional intelligence motivates us to pursue our potential and purposes, 
it activates our innermost values and aspirations (Salovey, Sluyter, 1999). Therefore, 
over the past several years, EQ has become widely accepted as a symbol of success 
and fulfilment. 

Why is emotional competence important for a teacher?

It seems that emotional intelligence is a master competence for educators. To 
face the contemporary world they need to attach as much importance to teaching 
the essential skills following from emotional intelligence as schools do to more 
traditional abilities (for example IQ). It becomes possible due to abilities connected 
with EQ. 

An emotionally intelligent teacher creates an “emotionally safe” classroom where 
more learning can take place. In other words, an EQ environment can be built: an 
emotionally engaging community giving opportunities to practice. Thus, it allows 
pupils to grow as individuals while sustaining a close relationship with one 
another. 
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Emotional literacy can support personal growth of the teacher and pupils. It can 
prevent from burn-out. An teacher who understands the importance of emotions 
can put a better foundation for happy and integrated lives of children. We must 
not forget that parents play the most important role in developing emotional intel-
ligence, none the less the teacher has a capacity to stimulate it in the classroom. 

It appears that emotionally intelligent teachers can be more aware of themselves, 
especially their competence and the interpersonal situation they work in. They can 
more easily recognize emotions, hence needs, problems and pupils’ expectations. 
We assume that emotional intelligence enhances teachers’ abilities, skills and 
effectiveness. The teacher can be recognized as more friendly and sincere. 

How do the teachers perceive gifted pupils?

To check how teachers tend to define gifted pupils the authors questioned 140 
working teachers of primary and secondary schools. Below the results of the short 
survey are presented. The teachers were questioned about their perception of gifted 
pupils. In the survey, the test of unfinished sentences was used. Respondents were 
to answer the question: Who is, according to you, a gifted pupil? Describe their 
features in short. 

Having analysed the gathered data, we present the most interesting results, 
below in the scheme. 

Scheme 1.

A – quick learner
B – have extensive knowledge
C – not troublesome
D – intelligent & logical thinker
E – communicative
F – friendly, cooperative
G – creative, ingenious
H – "rich in words"
I – well-read
J – self-reliant

Features of gifted pupils in teachers’ opinion
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It seems that although the knowledge about abilities is in progress, teachers still 
pay more attention to conventional notions of intelligence, mainly IQ, and they 
consider it to be the main factor of achievements. We have teachers tend to focus 
chiefly on students’ academic characteristics as indicators of abilities. In the reported 
results the teachers have been found to undervalue creativity and abilities connected 
with emotional intelligence. What is significant is that the majority of responses 
displayed that creative and emotionally intelligent behaviours tends to be unappeal-
ing to teachers, thus, they presume a gifted child to be mainly intelligent in the tra-
ditional way. The image of a gifted pupil is dominated by such features as: good 
memory, extensive but theoretical knowledge, hard work, logical thinking and rea-
soning. Yet, in the characteristics the respondents rarely asserted traits of creativity 
and emotional wisdom, e.g. imagination, original solutions, invention, wide interests, 
open-mindedness, empathy, communicative skills, emotional regulation, and moti-
vation. This claim is very important as in our opinion the views on gifted pupils must 
be if not changed, then for sure expanded by creative and emotional aspects. 

 What are our suggestions for teachers’ education?

Gaining competence is not easy, it requires time, initiative, creativity and self-
motivation. Professional growth consists of variety of activities in which teachers 
are engaged for achieving professional competence. Competence seems to depend 
on individual work experiences, abilities, skills and knowledge. Both professional 
training and experience contribute to professional development. Through reflec-
tion, real growth and excellence are possible. 

In theoretical studies essential attention is paid to training and stimulating dif-
ferent kinds of competence indispensable for good teachers. It seems that these 
foundations are only in theory. Asserted conclusions display that teachers’ compe-
tence is limited. On one hand, the surveyed teachers omitted important pupils’ 
abilities, on the other, they didn’t point them out as crucial for being a teacher, 
either. If they do not indicate creativity and emotional abilities what about stimu-
lating them?

Competence increases effectiveness and professional self–approval. Lack of 
them make us act less reflectively and flexibly. Therefore in teachers’ education we 
should attach special importance to personality and competence, such as creativity 
and emotional understanding in order to train wise, sensitive, innovative and 
capable teachers. 

It is enough to familiarize teachers-to-be with knowledge about creativity and 
emotional intelligence. In our opinion creativity and the training of creative prob-
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lem solving should be the core curriculum in teachers’ education together with 
stimulating emotional intelligence.

Summary

Theory has already integrated human abilities, it is high time to apply the theory 
to practice. It is plausible only thanks to open-minded teachers. Open-minded in 
the most complex meaning: intellect, emotions and motivation must be involved 
in the educational process. 

To sum up, the authors suggest the necessity to pay special attention to the 
personality of candidates for teachers and developing it, mainly by training (e.g., 
stress reduction, emotional, interpersonal competence, positive thinking). 

Scheme 2 reflects the authors’ assumptions presented in the article. In the scheme 
we tried to present the possible application of the theory about teachers’ compe-
tence to educational practice. Moreover, we attempted to highlight the link between 
abilities, competence and professional growth. 

Scheme 2: Teacher competence in professional development

aptitude knowledge skills

REFLECTION
EFFICACY

TEACHER
PUPIL

 

Professional
COMPETENCE

PROFESSIONAL
DEVELOPMENT
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It turns out that developing creative and emotional competence becomes the 
major task and challenge in teachers’ education. If the 21st century is the century 
of competent people, teachers must be first of all the competent reflective profes-
sionals. 
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Beyond the Model of a Teacher

Motto:
Don’t become an English teacher, unless you have to
[Booth 1988, 266]

Abstract

The post-structuralist theory of literature brings a new concept of reading. 
A reader is not only a receiver who should decipher a linguistic code, but s/he 
becomes the subject of plural operations of reading: understanding, associations, 
evaluation, feelings and emotions. And the most important thing: reading can 
transform a reader’s mind and his/her sensibilities.

This broad concept of reading gives the teacher of literature fantastic possibili-
ties. The territory of literature is the esthetic and moral space, where a pupil can 
compare his/her experience with other better or worse subject. In the first chapter 
I try to show that the compulsion of reading books at school is arbitrary and makes 
the system of the policy of education invisible. 

I claim that a teacher (not the reading list) is the model of value of literature. 
S/He has no choice - texts in the classroom have my face and my voice and I have 
to personally confirm their advantage to life. In the next chapters (“Situations of 
Readings”, “Awakenings”, “Jealousy and Reading”, “Inducing to Infidelity”) I show 
how the teacher can produce “the event of reading”, using emotions of intimate 
reading. Every strategy that I describe - strategy of situational teaching - has the 
same question: whether a given narrative will work for good or ill in the life of 
other readers, after the last page has been turned. Will this fiction help form 
a character who is hypersensitive, properly sensitive, or insensitive; intellectually 
pretentious, thoughtful, or shallow; rash, bold, or timid; bigoted or tolerant? 

The answering to the questions means to win the battle of myself.

Krystyna Koziołek
Poland
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Key words: teacher, reading community, institutions of literature, freedom of reading, 
ethics of teaching.

Who am I, or who do I become the moment I am in the classroom and I ask the 
students to note down, memorize, and think about some words. The words like 
those written about four hundred years ago by the father whose three-year-old 
daughter had passed away:

If only, Orszula, my delight,
You had not died, or had not been!
[Jan Kochanowski, Tren XIII, translated by Adam Czerniawski]

Then, who am I? I am a literature teacher. And now what do the words (the 
words which never carry the same meaning in the class) “teacher” and “literature” 
mean?

To be a Polish teacher combines the passion for the subject and discord originat-
ing from the low social position of a teacher in Poland: a poor salary and big stress. 
Self-affirmation often becomes a method of self-defense. When I come to school, 
I put on the shield of the role I play. I can influence others. I am aware of various 
speech techniques and I know how to apply them. Though I am still young, I have 
already learned so much. I stand in front of a group of people looking at me, and 
thinking of me. I touch their feelings. At times, I help them make life-decision. 
I am invincible. I can see it in the mute faces of my students and in the texts. The 
situation changes once I let the students and the texts speak. 

I do not recall the moment when, as a literature teacher, I got frightened of the 
subject I teach. It may have been the moment I was reading Job’s Complaint: “Curse 
the day that I was born, the night that said “A man-child is begot” [3.3]

Yet each literature teacher must stick to the designated reading list containing 
serious stories which are testimonies to extremely painful, evil and traumatic 
experiences. We demand that students be familiar with those stories. Their knowl-
edge of the stories is marked and certified. I am the person who decides because 
I may (or may not) acknowledge the importance of those works of literature with 
the power of my voice. Besides, the students will associate the works they read at 
school with our commentary, and will usually joke about it rather than praise it.

Nonetheless, can one teach fear, alienation, if the awareness of each human 
existence has to pass over?

What are we left with? At least let us keep our eyes open. Mouths shut and eyes 
open – the emblems of mute sensation. However, one cannot be silent as teaching 
is about the exchange of words. 
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To be a teacher who teaches and interprets requires discipline as well as freedom. 
Freedom of speech and the rules of conversation must be guarded by a “discourse 
guardian”, someone who acts like an Internet Moderator who has the right and 
power to kick the rule-breakers out of the chat room. Today school is the only 
territory where we can practice and simulate conflicts and symbolic violence, 
which, although, simulated can scale dignity, respect, knowledge, shame, fear and 
success of the participants of discourse. 

My very first teaching day at school made me realize how much the literature 
methodology taught at university differs from reality of literature classes at school. 
Why read it at all? Twenty five pairs of eyes and one mouth keep asking me that. 
Even before I got to think about it, the individuality of the text was destroyed, and 
the literature put face on, and we became suspect’s outcasts, or in the best case – a 
scenario, accepted with a distance. What is more, literature – the subject matter of 
our commentary – is not our ally. I am not only appealing to the readers’ rational-
ity itself. I try to appeal to their emotions like anger, joy, and laughter. 

The non-defined function of emotions in teaching literature seemed to be finally 
defined thanks to adapting structural reading methods to reading at school. The 
leading test theories at Polish philology faculties in the 70s and 80s which formal-
ized reading procedures (formalism, structuralism), were unbelievably effective 
for scientification and objectification of educational procedures in literature at 
school.

Holding the emotionality of a text down as well as rationalizing its impact on 
the reader originate not only from the methodology of literature studies, but also 
from the utilitarian and rational concept of education, which was to create a citizen 
who would consciously and responsibly fulfill their democratic duties and exercise 
their democratic rights. According to Martha Nussbaum, emotions are discounted 
from public life. 

This has a long tradition and is based on rejection for the sake of irrational-
ism.

The emotions picture human life as something needy and incomplete, something 
that has hostages to fortune. Ties to children, parents, loved ones, fellow citizens, 
country, one’s body and health – these are the material on which emotions work; 
and these ties, given the power of chance to disrupt them, make human life a vul-
nerable business, in which complete control is neither possible nor, given the value 
of these attachments for the person who has them, even desirable. But according to 
the ant emotion philosophers, that picture of the world is in fact false (Nussbaum 
1995, 57).

On the contrary, I can see that common reading is something more than 
a simple ingredient in a recipe to provide educational survival at school.
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Literature is not purely an object of analysis. It is about reading experience based 
on the fact that readers are living creatures capable of combining the act of reading 
with their extra literary lives. Nevertheless, the experience of reading or the acci-
dent of interpretation, even not defined by teaching methodology, takes place on 
the school or university premises. This follows its own pragmatic schedule where 
such phenomena are redundant. Then the paradox of the institution noticed by 
Jacques Derrida appears:

The paradox in the instituting moment of an institution is that it continues some-
thing, is true to the memory of a past, to a heritage, to something we receive from the 
path of the assessors of the culture and so on, but if an institution is to be an institu-
tion it must break with the past and at the same time keep the memory of the past 
and inaugurate something absolutely new. […]

I was fighting, I was opposing the rigid definition of programs, disciplines, the 
borders between disciplines, the fact that in my country philosophy was taught only 
at the university or in the last grade of the high school, so we founded another institu-
tion in 1975, a movement called the Group for the Research of the Teaching of Phi-
losophy [GREPH, Groupe de recherche sur l’enseignement philosophique] which 
opposed the dominant institution, which tried to convince our colleagues and our 
presidents that philosophy should be taught earlier than in this last grade of the high 
school, that is, earlier than at [a student’s] sixteen or seventeen years, that there 
should be philosophy across the borders - not only in philosophy proper, but in all 
fields such as law, medicine, so on and so forth. To some extent this struggle was a 
failure but I am still convinced that it was right, ‘a good war’, so to speak. But at the 
same time I was emphasizing the necessity of a discipline, that is, of something spe-
cifically philosophical that shouldn’t dissolve philosophy in order to… that we need at 
the same time the interdisciplinary, crossing the borders, establishing new themes, 
new problems, new ways or new approaches to new problems but while teaching the 
history of philosophy, the techniques, the rigor of the profession, what one calls dis-
cipline. I think we shouldn’t choose between the two (Derrida 1994).

Being a teacher means being constantly torn apart by individual ethics and 
applying coercive measures. Can you combine the two without being called 
a hypocrite? Derrida claims that the “either… or” way of thinking is false. There is 
no school without duty, compulsion, or marks. We can only speak of the basic 
hierarchy, which to our understanding would express the need to teach literature 
in the first place as an ethical duty, and the second place – fulfilling our professional 
duties.

A teacher is a hostage of a promise made (not necessarily openly) by an educa-
tional institution that the student will be provided with the amount of information 
necessary to achieve success in exams. But if just for a moment we forget about the 
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assurance and even make someone question it, and then allow them to read for 
pleasure in private, it seems that we are running into chaos in our interpretation. 
Only to a certain extent though, till we realize that our freedom of reading is always 
measured by the freedom of the text. The meeting of the two kinds of freedom does 
not generate chaos, but may teach us to take the responsibility for the text, for its 
“otherness”.

Such a phenomenon occurs within the confines of literature and school. We are 
part of the two powers and discourses which we are governed by, but we are 
somehow responsible for them, especially when they attempt to dominate one 
another.

The opposition of the “bad” (compulsory reading at school) and the “good” 
(reading because you want to), is naïve. To eliminate this contradiction I manifest 
my involvement in the text and I try to avoid sticking to the teaching procedures 
and commentaries. A teacher should not hide away from what the text “does” to 
students in class. This would not generate a conflict between the language of the 
text itself and the language of the explanation, but something that can be called “a 
fusion of languages”. Both languages would not fight with each other but they 
would by united. This is how a commentary becomes tied to a text through passion, 
not through compulsory reading and teaching.

To enhance this bond, I must, at least for a moment, stop being superior to the 
text and wake the students up. My behaviour is not usually noticed, not related to 
educational goals. It is incidental, but not accidental, and it may turn out to be the 
only significant value in teaching. I try to avoid making the educational system an 
object of contestation. Weakening the ties of teaching, making them more friendly, 
comes about thanks to undisturbed contemplation of text forms, reading and 
chatting which becomes the most important event. What is happening in this 
particular case goes beyond the basic duties of school as an institution. Such “let-
ting the lesson take its path” or” let-go” enhances opinions from single students, 
usually those lacking confidence and full of fear, purely concerned about the 
effectiveness of the statements they make. A strange (if we consider the lesson 
schedule and the exams ahead) statement is welcome to the conversation in the 
name of curiosity and open discussion. The statement is not in danger, but it is not 
guarded either. Its significance and careful listening are in the hands of those who 
are participating in the “let-go”. Now only a free ethical obligation can serve such 
a guarantee, I accept it, caring for the meaningfulness of the text and every com-
ment made, but I am left disarmed only to be taken care of by others, those who 
let me take part in the discussion. The “other” (text, reader, student, and teacher) 
may be revealed only when the ties have weakened. This is when we may discover 
that our object to be educated appears as an individual subject.
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Due to the fact that great literary works are so suggestive and seductive, I have 
to reach beyond my opinions and habits and take part in a simulation, literary 
fiction. The fiction and illusion protect me from the cruelty of the events described, 
but make me think about them, confront them with my emotions and thoughts. 
I cannot imagine reading “Crime and Punishment”, “Heart of Darkness” or watch-
ing “Natural Born Killers” without conscious or unconscious evaluating of the 
actions and opinions expressed. These works are meant to trigger such evaluation; 
one cannot avoid it.

Let us make it clear, reading literature does not create a homogenic unity of the 
literature tradition of a given culture. The national reading list was the way to help 
preserve national identity. In the free democratic world of cultural and ethnic 
diversity, the reading community has a different function. The fact that we read the 
same books does not make us similar, or model us within the limits of the same 
tradition. The role of school, which is to develop educational standards, must give 
way to making people think, create, and opening their imagination for alterna-
tives.

The definition of a teacher is at the same time the definition of a student. There 
is no such thing as a responsible teacher if we do not take for granted that a student 
is not simply an object of education. Through a conversation with me and the text, 
students become members of the reading community. Certainly, they are not fully 
competent, but still they are not “empty container for knowledge” or tabula rasa. 
Having a conversation that follows some reading may, I guess, serve as a tool for 
discovering what is hidden inside. We are waiting for something that no one else 
may discover in the future. Our task is to put our students on “standby” and 
enable them to see themselves in the scope of texts. Finally, we – teachers – need 
students not only to pay our bills, but first and foremost, to have someone to tell 
our stories to. Mark Edmundson remembering his philosophy teacher brilliantly 
remarked:

Good teachers have motivations, but I suspect that loneliness is often one of them. 
You need a small group, a circle, to talk to; unable to find it in the larger world, you try 
to create it in the smaller sphere of a classroom. Lears, who seemed at times a little 
lost in his life, a brilliant orphan, did something like that with us.[…] The only crime 
was standing pat, not thinking, refusing to ask and answer the questions, refusing to 
put one’s own beliefs up on the rack and twist and tear them a little (Edmundson 2003, 
266).

 I do believe that the subject we teach: literature with its richness, variety, depth, 
and emotions, influences our personality and the world around us. Despite all 
doubts, there is one thing extremely important for the process of teaching young 
people: they have to be able to understand the symbolic language of literature. If I 
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were to indicate the etching model closest to me, I would point to Wayne Booth 
and his humorous The English Teacher’s Decalogue. This is was he says:

Commandment one: I am the Lord, thy Logos. I dwell with you whenever there is 
among you a true meeting of minds through symbolic expression.

 2. Thou shalt not construct abstract tables of commandments about how to bring 
about the meeting of minds through language.

 3. Thou shalt not make unto thee any graven concepts, thinking that it is the 
power of man to utter any of my truths once and for all, or that it is comely in 
my sight for any of my servants to try.

 4. Yet neither shalt thou worship the golden calf of thine own notion of what 
kinds of symbolic exchange are performed in my name.

 5. Honor thy mental father and mothers, that thy thoughts may belong in the 
rhetorical community which the Lord thy God grivet thee and through which 
he create thee and will create thy posterity – if any.

 6. Thou shalt not kill other minds by turning them into straw men, in order to 
gain easy victories. Because between head-pieces full of straw, there can be no 
meeting of minds.

 7. Thou shalt not commit adultery!
 8. Thou shalt not steal ideas either by plagiary or by taking what thou mistakenly 

calmest thine ideas and turning them into thy property.
 9. Thou shalt not lie, whether to thy colleagues or thy students. 
10. Thou shalt not covet thy neighbor’s mental achievements, because thy mind is 

his mind and his composings can, without coveting, become thy composing.
Go forth and labor in love, which are the meetings of minds… (Booth 1988, 

94–100).
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Profiles of Gifted Students in Turkey

Abstract 

The purpose of this study is to determine the profiles and characteristics of the 
students at the six science-art centers in Turkey and to find out shortcomings of 
the current student identification system. In this research a case study approach 
was used, and data gathered with the help of  a developed questionnaire.   This 
questionnaire was delivered to 304 students who are educated at the Science-Art 
Centers in the cities of Bayburt, Bursa, İzmir, Sinop, Tekirdağ and Trabzon and 
258 questionnaires returned. 

The data clarified that 36% of the sample’s mothers and 55% of their fathers were 
graduated from the universities. In addition, present gifted student-identification 
system is mostly concentrated on determining the students at upper class of soci-
ety. 

Key words: gifted children/students, gifted student identification system of Turkey, 
high-special level classrooms, science and art centers, survey method. 

1. Introduction

Individuals’ education in a community should be the most important factor. In 
parallel to this viewpoint, the community should not avoid  financial support to 
develop solutions on the educational issues concerning small or larges part of society. 
For example, a large amount of money is given for individuals who have low intel-
ligence. However, thinking of this expense as a waste of money or time is not accept-
able in modern societies. Likewise, in gifted children’ education process, special 
education and opportunities should be provided for them for the purpose of using 
their potentials in effective ways and thus, they can adapt into the community more 

Gökdere, M., Çepni, S.
Turkey 
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easily (Renzulli, 1985). If these individuals cannot be identified and educated accord-
ingly, for the time being they probably become dangerous people for the community 
and the majority of them would also have physiological problems. All communities 
approximately have 2–3% of gifted students (Marland, 1972).

Giftedness is a complex of intelligence, aptitudes, talents, expertise, motivation 
and creativity that lead an individual to productive performance in areas or disci-
plines. To understand gifted children it is essential to realize that, although they 
are children with the same basic needs as other children, they are very different 
(Renzulli, 1999). Gifted and talented children are often more advanced in basic 
skills than their peers. They are able to learn much more rapidly than children of 
average abilities (Feldhussen, 1986). They are adroit in dealing with complex 
concepts and abstract materials and they are advanced in verbal abilities and think-
ing skills. For example, a gifted 2-year-old child  prefers and plays appropriately 
with toys designed for 6 years–olds and he/she speaks very early using a sophisti-
cated vocabulary (Roedell, Jackson and Robinson, 1980).

These children need to be educated in different programmes with different 
strategies. The purposes in giving different education to these children are mostly 
to make their psychological development healthier and to use their potential for 
the benefit of society. It is believed that if a community is able to give effective 
education to their gifted students, these students are able to give impetus to the 
development of society in the areas of art and science.  

Unfortunately, many teachers and families do not knowingly deal with the issues 
or problems of gifted children in Turkey (Akarsu, 1993). They do not realize or 
know how to handle them. Although studies related to gifted children have been 
started in many countries since 1920 (Jordan, 1962), in our country it is rather new 
(Akarsu, 1993). This partly achieved in the art (Enç, 2005) however, in the science 
little has been done on this issue up to now. 

Gifted Children (G/C)’s  Education in the Turkish Context; Turkish studies on 
G/C’s education are not quit advanced yet. However, some kinds of insignificant 
studies have been made progress. For example, high-special level classes were 
opened in the 1960’s. Nevertheless, inequitable applications have been encountered 
in the G/C identification system and it had to be got rid of. In the 1980’s, these 
kinds of attempts were started again and some projects were developed with the 
help of the previous projects. However, the most important development about 
G/Cs education is talent development centers which were established under the 
name of “Science and Art Centers” (SACs) in five cities by 1993. Now, there are ten 
SACs which function and accept G/C in Turkey under the auspices of the Ministry 
of National Education (MNE). There are also seven ones which do not accept 
children yet. However, most of these centers are either new or still in the establish-
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ment phase. Thus, it has been found out that there are many problems concerning 
children and/or teacher selection and programme implementation processes in 
these centers (Gökdere, Küçük & Çepni, 2003; Gökdere & Küçük, 2003). Within 
those problems, it is believed that the Gifted/Talented (G/T) selection method is 
the most important issue because teachers have essential roles in all phases of the 
learning process and they are the most influential. Nevertheless, SACs have been 
newly opened and some of them are still in the establishment phases, it is not an 
unexpected result for these centers to have some problems in the teaching area. 
Here, there is a point that needs to be thoroughly examined: how should we select 
the G/T more appropriately for the task? Furthermore, how can we gain their ideal 
characteristics and educate them for a profession? Doubtlessly, it would be helpful 
to find out those problems and solve them in a way which can provide some criti-
cal implications for the G/E literature.

The selection from the start to the work of the Turkish G/T includes a sequence 
summarized and presented below (Gökdere & Küçük, 2003):

1.  Local education administrations (LEA) where SACs are situated announce 
that teachers with some characteristics are required for SACs. Therefore, they 
send an official letter to all school administrations.

2.  Teachers who are willing to work at these centers apply to LEA.
3.  Those whose applications have been accepted are taken into a seminar work 

organized by the Ministry of National Education (MNE). Then, sample teach-
ers are divided according to their subject areas and each group is expected 
to finish a project work. When these project works are finished teachers are 
considered as successful and then hired for the job.

4.  The required correspondence is done about these teachers with related 
institutions and they are in charge of SACs.

5.  These centers have an independent school status so that there is no mecha-
nism to inspect these schools and teachers at work.

It is accepted that G/E includes a student-centered approach, however teachers’ 
roles in this education are too important to be neglected. Especially, selection of 
the most appropriate ones among a lot of candidates is difficult and a detailed 
method is required to examine whether or not a candidate is suitable for the job. 
In the Turkish context, as mentioned above announcement for candidacy is limited 
to ones who work mostly in city centers. However, selection announcement of 
G/T candidates should be made in a manner that all teachers who want to have 
a job in the schools are notified and thus they should not be limited, as stressed by 
Renzulli (1985). 

High level of intellect and giftedness is not a concept related to class, race or 
nationality concepts. However, children who come from a high level of social and 
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economical environment can be considered as better than those who come from 
poor environment  (Csikszentmihaly, Rathunde & Whalen, 1993). As explained 
before, education of gifted children trend in Turkey is a new. Because of inadequacy 
of training institutions and quantity of staff (Akarsu, 1993), only a small part of 
gifted children have had the chance to benefit from these training services. Know-
ing the characteristics of the children at these centers is important for defining the 
current system’s inadequacies from the student identification point of view.

2. Purpose

The purpose of this study is to determine the profiles and characteristics of the 
students at the six science-art centers in Turkey and to find out shortcomings of 
the current student identification system.

3. Method

In this research a case study approach was used (Bassey, 1999), and data were 
gathered with the help of a survey method.   We prepared a profile questionnaire 
form. In the development process of this questionnaire, the literature related to 
gifted students’ characteristics was reviewed (Renzulli, 1999; Winner, 1996; Win-
ner, 2000; Enç, 2005). After this survey had been prepared experts criticized its 
form and three questions were eliminated and a total of twenty questions (One of 
them Open-Ended Question) constituted its final form. Data were collected in 
summer 2004. The questionnaire was group administered in each SAC by the 
authors. This questionnaire was delivered to 304 students who are educated at the 
Science-Art Centers in the cities of Bayburt, Bursa, İzmir, Sinop, Tekirdağ and 
Trabzon and 258 questionnaires returned. These centers were randomly selected. 

4. Findings 

In this part of the study the gathered data for each question of the survey are 
presented in tables. Some explanations to the data taken into consideration are 
under the tables.

The sample included 126 female and 132 male students. According to the tal-
ented areas, there are 120 of the students in the cognitive, 70 in music, 59 in art, 4 
in theatre and 5 in physical area. While 256 of them live with their parents, only 2 
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of the students’ parents are divorced. All of these students continue currently their 
regular grades in which they officially should be. Furthermore, 31 of the students 
have sisters/brothers who are university students. 

Table 1 shows the occupation groups of the sample’s parents

Table 1: Parents’ Occupations

Members Official Worker Free 
Profession Farmer Retired Un

employment
Mother 74 3 13 0 23 145
Father 149 18 74 5 11 1

While 149 of the students’ fathers are officials, 145 of the students’ mothers  are 
housewives.

Table 2 shows sister/brother numbers of the sample and which children of their 
parents.

Table 2: Sister/Brother Numbers and  Their Position in the Family.

Cases 1 2 3 4 5 Not a sister or brother

Sister/brother numbers 129 67 22 6 6 27

Position in the family 113 105 27 6 7

Table 2 shows that 218 (113+105) of the students are the first or second child of 
their parents. 

Table 3. Students’ Activities out of the Classroom

1. Students’ 
activities out of 
course hours

Student 
numbers

2. Kinds of 
book they read

Student 
numbers

3. Kinds of tv 
programs they 
watch

Student 
numbers

Read Books 52 Adventure 92 Child Programmes 52

Use Computer 16 Story 51 Knowledge 
Competition 70

Do Physical 
Exercises 84 Poem 1 Sport Activities 11

Listen to Music 34 Science fiction 15 Documentary 
Programmes 39

Play Chess 8 Novel 67 Comedy 29
Play Games 28 Essay 1 Music 13
No  Activities 36 Others 8 Cinema 24

Tv Series 16
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Table 3 indicates that gifted students mostly join some kinds of sport activities 
(84 students), read adventure books (92 students) and watch generally knowledge 
competition kinds of programmes on TV (70 students) out of their school time.

These students receive help with different family members; 79 of them from 
fathers, 37 of them from mothers, 47 of them from sisters and brothers. However 
95 of the students do not receive help from any of the family members. 165 of the 
students have not gone to any special education institutions and only 37 of them 
take special courses. More than half of the students of the sample stated that they 
have a habit of studying regular lessons and 140 students clarified that their 
studying environment is quite good. In addition, 219 of the students’academic 
average is between 4.5 and 5.0.

Table 4: Student Parents’ Training Levels

Training 
position

Not any 
school 

graduate

Primary 
school 

graduate

Upper 
primary 
school 

graduate

High school 
graduate

University 
school 

graduate

Father 0 25 17 74 142
Mother 4 74 29 58 93

As seen from Table 4, 141 of the gifted students’ fathers and 93 of their mothers 
are university graduates.

Findings Related to  the  Open-Ended Question
One open-ended question was also asked to the sample in order to clarify their 

aims to join these centers.

What is your aim to join the Science-Art Centre?
The main aims are developing talents by learning new things (82),  have a good 

job in future (10),  developing projects (30), spending their leasure time effectively 
(20), looking for differences (12), becoming scientists (17), becoming artists (21) 
at their gifted areas. The other students gave no reason.

Table 5 shows that students join these centers with their self-willingness (178) 
as the first,  influence of their family (112) as the second, influence of their teach-
ers (101) as the third, environmental factors (159) as the fourth and other factors 
(246) as the fifth factors.
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Table 5. Gifted Students’ Reasons to be A candidate for Science-Art Centres

Factors/Priority 1. degree 2. degree 3. degree 4. degree 5. degree

Teacher 58 67 101 27 5

Environment 5 25 63 159 6

Family 17 112 74 54 1

Self-willingness 178 47 20 11 1

Other 0 3 2 7 246

5. Conclusion

From the findings, it can be said that the number of male and female students 
at these centers are approximately the same (male 126-female,132). In the past, only 
gifted students in art areas were supported in Turkey (Enç, 2005). However, this 
study showed that currently 46.5% of the students of science-art centers are gifted 
in intellectual areas, and, 51.5 of them are gifted in art areas. This should be viewed 
as a positive change. The present identification system determines talented students 
mostly in cities. Thus, other talented students, especially living in towns and vil-
lages are ignored.

The findings showed that 96.5% of the sample stay with their parents and 97% 
of their parents live together. Winner (2000) stressed that this factor is very effec-
tive to be aware of the students’ talents. 

It was concluded that all the gifted students continue their ordinary school 
programmes in Turkey. However, to enhance these students’ talents and increase 
their potentials, mostly acceleration and enrichment programmes are implemented 
(Gallagher, 1998). One of these applications is to promote students to a grade that 
is more appropriate to their intellectual levels. However, these kinds of methods 
are not implemented systemically in Turkey.

While 55% of the sample’s fathers are officials, nearly 55% of the sample’s moth-
ers are housewives. It is concluded that environmental factors and family qualities 
are important in  the determination of talented students. In addition, some other 
studies support our findings (Marland, 1972; Tannenbaum, 1986; Winner, 2000). 
It is interesting that 55% of the student’s fathers and 36% of the students’ mothers 
are university graduates, while 16% of the population in Turkey is university 
graduates (OECD, 1995). It would be concluded that parents’ training level is an 
important factor to be aware of their children’s talents. 
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While 35% of the students do not receive any help from their family members, 
65% of them accept some amount of help from their family members. Most of the 
students regularly study lessons, have a good learning environment, and have 
a high social-economical opportunity and they also have high average academic 
scores at their schools. 

The sample usually prefer to read adventure books. It is thought that this is because 
of the curiosity in their nature. Students have different hobbies out of class time, so 
it is concluded that gifted students enjoy differences (Tannenbaum, 1986). 

Sample’s preferences show that willingness is the first factor to join science-art 
centers. Thus, it may be claimed that they are motivated and ready for an advanced 
level of training. While the sample are willing to come to these centers, they do not 
know exactly what these science-art centers’ aims are.    

6. Implications

Students may have talents in more than one area (Ford, 1998), so, the current 
systems or models for giftedness in Turkey should be re-arranged. In order to find 
out and solve the problems gifted students face in developed countries, some kinds 
of projects were implemented (Winner, 1996). These kinds of studies should also 
be conducted in Turkey. There are support-groups established to help gifted chil-
dren and it has been stressed that these kinds of groups have an enormous effect 
on gifted children (McMahon, 1996). It is necessary to establish these kinds of 
groups to help Turkish gifted students.

Gifted students are placed in grades according to their intelligence levels. In 
some countries they promote upwards (Gallagher, 1998). This kind of promotion 
should also be implemented in Turkey. 

The present gifted student identification system of Turkey is based on just 
determination of the students who usually live in city centers. However, gifted 
students can also be found in towns or villages. For this reason, this identification 
system should be expanded all over the country. 

From the data it was concluded that in Turkey mostly gifted students from high 
social-economic levels are determined. However, a system is required to determine 
all gifted children regardless of their socio-economic level. Teachers and parents 
should be informed about the characters and special needs of gifted students and 
they should be aware of the aims of the science-art centers.
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Youth Sociology and Educational Sciences
in Slovak Republic: Short Reflection of Symbiosis

There were several important personalities active in the period between World 
War I and World War II, and in the post-World War II period who pointed to the 
issues of health of children and the youth, analyzed the issues of education, or the 
way of living of the youth in Slovakia (cf. Sociológia mládeže ‘69). One of them was 
professor Alojz Chura (cf. Chura A., 1970, Sexualita mládeže), a doctor–paediatri-
cian, the author of a multi-volume research publication Slovensko bez dorastu 
(Slovakia without juniors) (1937–1939). He was famous for his slogan “medicine 
without sociology is just a torso”. The second personality of this kind was 
professor Juraj Čečetka, a pedagogue-sociologist (cf. Čečetka J., 1965, Medziľudské 
vzťahy a rovesnícke skupiny; idem 1965, Sociológia v pedagogike).

The real sociology of the youth as “institutionalized activity” is connected only 
with the 1960s, when the process of institutionalization of sociology in Slovakia 
(in the years 1964–1969) was completed. In this period, Sociological Institute of 
SAS, Slovak Sociological Society at SAS, the Department of Sociology at the Faculty 
of Arts of the Commenius University in Bratislava, the scholarly journal “Socioló-
gia – Slovak Sociological Review”, were all established. Within this framework, 
research on the youth was developing, conferences were held, and the first socio-
logical findings on the youth were published.

In the area of issues regarding the sociology of the youth and pedagogical sciences 
(Ondrej Baláž, Vladislav Kačáni, Ondrej Pavlík, Ernest Sýkora), this lack of official 
support was even stronger in the case of pedagogical,  psychological (J. Koščo, 
A. Jurovsky) and legal sciences (L. Schubert). Our mutual relationship can be charac-
terized as supportive or even friendly; this was resulting from the fact that the nature 
of these sciences was ideologically less affected, from the age difference, but also from 
the fact that our older colleagues, who had more real-life experience, understood 
better the risks we were taking without our fully being aware of the danger.

Ladislav Macháček
Slovak Republic
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It is necessary to mention that the renaissance of sociology reintroduced the 
issue of interdisciplinary co-operation also in the research of the youth. Basically, 
there were two issues involved. 

On one hand, there were fears from not quite clearly defined “pan-sociologism”. 
Practically, there was a concern not to explain all the life expressions of the youth 
as determined solely by social factors. Pedagogues accepted the fact that the soci-
ology of the youth only overlaps with the pedagogical sociology, that it is not tied 
only to education, but also to the life of the youth in its full breadth. 

On the other hand, there were positive expectations from publishing new 
empirical findings of sociological research. It is necessary to admit that the opinions 
and attitudes of pupils, students, citizens, representatives of various professions 
acting in the area of education of the young generation had a remarkable, liberat-
ing influence on the rigid, dogmatic understanding of social reality, but also the 
understanding of interdisciplinary co-operation.

The Slovak Sociological Society – a scientific society of Slovak sociologists 
(a member of the International Sociological Assotiation in Madrid) has been play-
ing – all the time since its establishment – an important role especially for the 
reason that the institutional structure of research units was undersized. Besides 
one department of sociology (UK-University of Commenius in Bratislava) and one 
institute of sociology (Institute for Sociology SAS in Bratislava), practically this 
always concerned small sub-departments of sociology or even individual sociolo-
gists working in non-sociological research units. The sociological association was 
bringing together all individuals and small groups, and they were allowed to use 
its name (logo) for their activities. This was a very important point also for the 
section of Youth Sociology (Suchý Juraj,  2003, p. 40; Ondrejkovič Peter, 1998, 
p. 386; Machaček Ladislav, 1996; idem 2002, (chapters: From the Sociology of the 
Youth); idem 2004, p. 40).

After 1989, there were important changes occurring to research programmes of 
the base scientific-research sociological work places. It turned out that the concept 
of the civil society, the citizenship and the citizen was inventive and progressive. It 
established itself in sociology as one of the strategic research projects important 
for understanding the citizen modernization of Slovakia, for explaining the troubles 
of the development of the Slovak society after the year, and for explaining the role 
of non-party subjects of the citizen society in its democratic development after 
1993. For youth sociology, it was especially a problem how to incorporate the issues 
of the youth into a broader, socially relevant sociological concept. For the socio-
logical research of the youth in the years 1964-1989, it was the context of a social 
structure. It expressed the idea that the youth reproduces the social structure in 
terms of the given social system, and that it is perceived as a specific social-demo-
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graphic group, and it includes an exhaustive age set of young people aged from 15 
to 26. 

The concept of the civil society was drawing attention of the researchers of the 
youth only to that part of the young generation which was able to present itself as 
its attractive component part having a form of various social, charitable, aggressive 
ecological or anti-globalist citizens’ movements and initiatives. That was also the 
reason for more intensive attention paid to the issue of citizens’ associations of the 
youth, to the most varied forms of the citizens’ participation of the youth, to the 
issue of its formal and non-formal education towards European citizenship.

Institutions for the youth research in Slovakia

Research Centres
The most extensive and continual empirical research on children and the youth 

is done regularly by the Department of Youth Analysis and Research at the Institute 
of Information and Prognosis of the Ministry of Education of the Slovak Republic 
in Bratislava (PhDr. M. Bieliková: www.uips.sk ). 

Small groups of experts holding a chair of pedagogy at the pedagogy and 
 philosophy faculties of some Slovak universities, as for example in Nitra (prof.
P. Ondrejkovic), Banská Bystrica (prof.J. Hroncová), Prešov (prof.A. Tokárová), 
Trnava (Cerys – Centre for European and Regional Youth Studies www.ucm.sk/
cerys ) also study various problem areas of the youth. 

Youth and Society – Journal for Slovak State Youth Policy and Youth Research
In 1995, the efforts to found a journal devoted to youth problems in Slovakia were 

brought to a successful fruition. On the initiative of the Department of Youth Care 
of the Slovak Ministry of Education a new journal dealing with questions of state 
policy and youth research appeared. It was called Youth and Society and it continued 
with the work of the yearly journal Sociology of Youth 69 and 70, the information 
bulletin Theory, methodology and praxis of youth movement (1971–85) and the 
bulletin Youth and Society (1990–94). It received a new graphic layout (in 1995) and 
it changed its profile in accordance with the requirements set for periodicals: Youth 
and Society, Slovak Journal for State Policy and Youth Research.

Youth Section by Slovak Sociological Society
In Slovakia there has never existed any centre such as the DJI in Munich, so that 

the scientific association of sociologists played an important role in self-organizing 

review_2(6).indb   101review_2(6).indb   101 6/12/2005   5:58:43 PM6/12/2005   5:58:43 PM



102 Ladislav Macháček

of individuals and small groups of researchers. Since 1965, the Youth Section of 
the Slovak Sociological Society at the Slovak Academy of Sciences has been one of 
the most active. It organises regular conferences (e.g. “Youth and Unemployment” 
in 1997) and workshops on state youth policies in Europe. After 1990 (Madrid), it 
has been cooperating with the International Sociological Association and its 
research group RC 34 Sociology of Youth. www.sociologia.sav.sk/youth

Section of sociology of education by Slovak Educational Society
Founded in 2001 the SERS (SPaedS) is the association of Slovak Educational 

Researchers. It presently has about 120 members. The SERS (SPaedS):
•  supports the development of theory and research in the field of education 
•  helps to organise research in the field of education 
•  provides contact with international societies in the field of educational 

research and related research areas. 
•  promotes and supports junior researchers 
•  facilitates communication among researchers through conferences, work-

shops, book-publications and through its informational bulletin SPRAVODAJ 
SPaedS and http://www.ucm.sk/FF/Slovensky/SPS/index.htm

Conferences

Biannually the SERS(Spaeds) facilitates direct communication and the exchange 
of information by organising conferences in the field of research in education. 

2004 Pedagogický výskum na Slovensku
Educational Research in Slovakia (Trnava)
 
2006 Rodovosť v pedagogickom výskume a praxi
Gender in educational research and practice

For further information please contact

Slovenská pedagogická spoločnosť pri SAV
Ladislav Machacek, Ph.D. Prof.

CERYS, Dept. Of Educational Sciences
Philosophical Faculty UCM in Trnava

J. Herdu squere 2 SK- 91701 Trnava
e-mail: ladislav.machacek@ucm.sk www.ucm. sk/cerys
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Social Climate in the School Classes for Gifted Children 
Compared with Regular School Classes

Abstract

In this article we examine the results of the research on social climate in the 
school classes for gifted children in comparison with regular classes of the 1st stage 
elementary school. The research sample was made up by 36 children from 3 classes 
for gifted children and 73 pupils from regular classes. The research has proved 
some dissimilarity among monitored school classes as to how they perceive social 
climate evaluated by means of the questionnaire My Class Inventory. Gifted chil-
dren have more difficulties in relationships, they are more competitive, less satis-
fied, and they feel to burdened by learning than pupils from regular classes. 

Key words: classroom, social climate, gifted children.

Theoretical analysis of the problem

The inclusion of an individual in small groups has a meaningful share in his/her 
formation and in his/her psychical development. Such a group is also a school class 
into which a child is placed at the completion of his/her six years of age. The 
pedagogical process, however, does not only complete through influencing one 
pupil, therefore it is not enough to take into account an individual only, his/her 
personality, but we must think of the relations and dependence in his/her neigh-
bourhood. 

In the previous years, when the unified school was promoted in our school 
system, gifted children were not specifically considered. In recent years, in the 
context of humanization of our schools, gifted children have got into the focus of 

Marta Flešková
Slovak Republic
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interest of the professional public, too. Specific care of gifted children is also 
emphasized by the National programme of formation and education in the Slovak 
Republic for the following 15 to 20 years- MILÉNIUM (p.73). Thanks to numerous 
psychologists (Musil, M., Dočkal, V., Laznibatová, J.) as well as teachers willing to 
take part in  those projects, there appeared the classes for gifted children at elemen-
tary schools, too; and this was an opportunity to also research their intellectual 
capacities and thinking specifics, personality characteristics, emotional and social 
characteristics. J. Laznibatová (2001, pp. 247–248) divided the most frequently 
appearing features of these children into three basic areas:

1.  General features – big energy, vitality, activity, large spectrum of interests, 
rich vocabulary, early reading, ability to use abstract notions, outstanding 
memory and attentiveness, low tire-out inclination, interest in difficult 
themes, tendency to discuss.

2.  Creative features – intellectual gamesomeness, rich fantasy, imagination, 
plenty creative ideas, flexibility and gamesomeness in thinking, originality, 
sense of esthetics, impulsivity, emotional sensitivity and vulnerability.

3.  Learning features – fast learning progress, easy learning and joy of intellectual 
activities, acuteness in observation, ability to discern details as well as to see the 
essence of a problem, good analytical-synthetic as well as creative thinking. 

The specific needs of gifted children involve primarily emotional and social areas. 
While the intellectual area of these children is highly developed, in the emotional 
area they show certain immaturity. Such disharmonic development can cause 
problems especially when they begin school attendance. J. Laznibatová (p. 265) says 
that up to 20% of these children suffer from emotional problems that diminish their 
performance and lead to personality disability to accommodate. This means that 
the adaptability for school environment worsens, so individual experiences and 
feelings in the teaching process do what negatively influences performance. 

The social area is also a problem for gifted children. The quoted author (p. 267) 
points to the existence of a positive correlation between these children’s intelligence 
and their social knowledge, however, it does not exist between their intelligence 
and their real behaviour. This means that these children know exactly how to 
behave, but in reality they are so much “their own” that they do not behave in the 
expected way. For them, what ischaracteristic is their competitiveness in social 
relations, they do not have friends at school, they tend to be close in social relation-
ships, they need equal partners for work or play, and that is why they direct their 
attention to older children or adults. 

 The research by J. Laznibatova and V. Mačišákova (2000) has proved that gifted 
children appear as individualists in a group if they do not find any mentally equal 
partners for communication. In classes for gifted children dyadic relationships 
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often arise, and friendships of three or four children appear exceptionally. There 
is no classical leader; it is rather a group of distinctive personalities, individuals 
(especially in higher grades). However, they generally say that social relations and 
the level of social adaptation are not sharply worsened. 

The said findings have lead us to our wish to prove the existence of differences 
in social climate perception in the classes for gifted children and in regular school 
classes and we realized a research probe; its results are presented in the next part 
of this article. 

Research goal. Methods. Research sample

The goal of the realized research was to find out and compare the social climate 
in the classes for gifted children and in regular elementary school classes. We began 
with the limitation of climate according to J. Mareš and J. Lašek (1990–91 p. 173), 
who described it as “a long-term phenomenon that is socially conditioned and 
typical of a given class and a given teacher for a period of several months or years”. 
The level of social climate in class expresses the level of pupils’ adaptation to school 
conditions from the point of view of the demands of the learning process as well 
as of the requirements on behaviour toward teachers and schoolmates. On the 
other hand, the notion “social atmosphere”, which is also used, is characterized by 
the quoted authors as a short-term phenomenon, which is situationally conditioned 
and unstable. 

At the same time, we use the limitation of the climate components in school 
class according to B.J. Fraser and D.L. Fisher, whose questionnaire (My Class 
Inventory) we used. The questionnaire helps evaluate social climate according to 
five variables:

1.  Contentedness in class – it determines the level of contentedness, peace of 
mind, pupils’ relationship whit their own class.

2.  Arguments in class – it determines the level of tension, arguments in class, 
and complications in the relationships among pupils.

3.  Competitiveness in class – it determines the attempts to excel, and the com-
petitive relationships among pupils.

4.  The demands of learning – it determines how pupils experience school 
demands, to what extent learning seems to be demanding. 

5.  Class cohesiveness – it determines both friendly and hostile relationships 
among pupils, their mutual solidarity.

The experiences with this questionnaire are shown by J. Mareš, J. Lašek (1991), 
H. Hrubišková, P. Machalický (1994), M. Flešková (1997). Further we used socio-
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metric questionnaire that involved 9 questions directed into 4 areas of preference 
attitudes: physical closeness, cooperation, intimacy, and entertainment. In order 
to compare the results of My Class Inventory questionnaire we employed Student’s 
t-test and we processed the results of the sociometric questionnaire into two 
sociometric indexes. The index of group cohesiveness (of serriedness) is a ratio of 
the summation of mutual choices as compared with the maximal possible number 
of choices of this type. The index of social coherence (of serriedness) is given by 
the ratio of the summation of mutual choices as compared with the summary of 
positive choices. 

 Hypotheses: 
1.  We assumed a higher level of demands, more complications in relations and 

a higher level of competitiveness in the classes for gifted children that in the 
regular ones. 

2.  We assumed a higher level of solidarity and contentedness in regular classes 
than in the classes for gifted children. 

The research sample was made up by 3rd, 4th and 5th graders of the elementary 
school in Rimavská Sobota, where there have been classes for gifted children 
together with regular classes since 1997. The research sample was made up alto-
gether by 109 pupils, out of those 36 pupils were in the classes for gifted children 
and 73 pupils in regular classes. 

The results:
The results of My Class Inventory questionnaire expressed by average values of 

points and the comparison of the statistical importance of differences between the 
classes for gifted children and regular classes are shown in Table 1. 

Table 1: Average result values the My Class Inventory test – statistical 
importance of differences

 Variables
 gifted (N=36)  regular (N=73)

t-value
 M  SD  M  SD

Contentedness 12.94 2.22 13.89 1.51 2.617*
Arguments 10.64 3.08  8.53 3.06 3.372**
Competitiveness 13.17 2.31 11.23 3.01 3.388**
Demands  7.75 2.60  6.26 1.77 3.517**
Solidarity  9.11 2.91  9.55 3.12 0.703

Legend: gifted = classes for gifted children; regular = regular classes; * p < 0.05;  ** p < 0.01
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 The results that were obtained through the comparison of answers of the pupils 
from the classes for gifted children and regular classes in My Class Inventory 
questionnaire showed highly important differences between these classes in the 
variables of arguments, competitiveness, and contentedness. 

In the classes for gifted children the level of contentedness was lower, the level 
of tensions and complications in relationships as well as the level of competitiveness 
was higher than in the regular classes. The demand to learn was also felt by the 
gifted pupils more intensively than in the regular classes. The level of solidarity 
proved to be almost equal in both examined groups. 

In order to complete the information on social relationships in the examined 
classes we calculated, on the basis of the data obtained from the sociometric 
questionnaire, the index of group cohesiveness and the index of group coherence 
that showed the serriedness and solidarity of the class. The values of indexes for 
particular school classes are shown in Table 2. 

Table 2: The values of the indexes for particular school classes 

Classes
 gifted  regular

3rd gr. 4th gr. 5th gr. 3rd gr. 4th gr. 5th gr.
Group cohesiveness 1.87 0.45 0.86 0.35 0.21 0.38
Group coherence 0.33 0.22 0.28 0.27 0.15 0.19

Legend: gifted = classes for gifted children regular = regular classes

Higher values in both calculated indexes were reached by the pupils of the classes 
for gifted children, which means that the classes for gifted children are more 
compact and undivided. 

When comparing particular classes, we found out in the classes for gifted 
children, similarly as J. Laznibatová and V. Mačišáková (2000) did, that the 
younger gifted children were (3rd grade), the more distinct attitudes of friendship 
they kept with their classmates, which was proved by more frequently repeated 
social bonds with their classmates (Table 2 – indexes of group cohesiveness and 
coherence), their school class was more compact with a smaller number of con-
flicts, and pupils were more contend (Table 3). In the regular classes it is vice versa. 
The fifth grade is more compact and there is a smaller number of conflicts among 
pupils.
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 Table 3: Average values of the results in My Class Inventory test 
for individual school classes

 Variables Contentedness Quarrels Competitiveness Demands Solidarity

G

3.E
N=10

 M 13.60  7.80 11.80 6.00 11.80
SD  2.11  2.35  3.29 1.05  2.15

4.E
N=18

 M 12.71 11.21 13.86 8.79  7.43
SD  1.73  2.72  1.29 2.49  1.95

5.D
N=12

 M 12.67 12.33 13.50 8.00  8.83
SD  2.81  2.46  1.93 3.02  2.89

R

3.D
N=18

 M 14.44  8.67 12.33 6.11  7.83
SD  1.33  2.09  1.81 1.23  2.28

4.A
N=28

 M 13.57 10.07 11.61 6.32  9.68
SD  1.73  3.18  2.90 2.11  3.36

5.A
N=27

 M 13.85  6.85  9.74 6.30 10.56
SD  1.32  2.64  3.34 1.75  2.95

Legend: G = classes for gifted children R = regular classes

Discussion 

The shown results prove the up to now known information on gifted children 
to a certain extent; according to those gifted children are distinctively individual-
istic, nonconformist, struggling for perfect performance, setting high goals for 
themselves while trying to fulfill them independently. This may explain the higher 
score of conflict and competitiveness found in the classes for gifted children. We 
accept hypothesis 1. 

In connection with the characteristics of gifted children we assumed that the 
rate of compactness would be higher than that in regular classes. Even though the 
rate of compactness in My Class Inventory questionnaire was a little higher that in 
the regular classes (BT – AM = 9.55, NT – AM = 9.11), according to the sociomet-
ric questionnaire, based on calculated indexes of group cohesiveness and group 
coherence, the classes for gifted children are more compact. In this part we do not 
accept hypothesis 2. The said contradiction in terms we link to the research tech-
niques employed. While My Class Inventory questionnaire examines school class 
social climate as a long-term, more stable phenomenon, the answers to the socio-
metric questions may mirror actual situational variables that create school class 
atmosphere changing also over the day or even over a teaching lesson. This fact 
can be explained by a smaller number of children in these classes (average number 
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of children is 12), and resulting out of it possibilities of more frequent mutual 
contact, through an unconventional shape of the class (benches arranged into U, 
which gives better eye contact with classmates), but also by the use of multifarious 
forms (group activity) and methods of teaching employed in these classes by the 
teacher. 

Within variable “contentedness” we accept hypothesis 2, we have found out that 
the pupils from the regular classes are happier with the relationships and atmos-
phere in class (the difference is statistically important) than the pupils from the 
classes for gifted children. The social atmosphere in the regular classes is obviously 
more favourable, which is also proved by further data of the examined variables 
(arguments, competitiveness) as well as the demands on learning from the part of 
the school, that are more felt by the gifted children.

 Conclusion

Our findings prove that gifted children are a specific group not only as to their 
intellectual but also social characteristics. Gifted children encounter more compli-
cations in relationships but their classes are more compact. These children, however, 
are less happy and they feel higher demands on learning than pupils from regular 
classes. Based on the present knowledge on social relations in classes for gifted 
children as well as on our findings, it results that teachers in these classes must 
develop not only gifted children’s intellectual potential but also interpersonal 
relationships in class, positive social climate, and appropriate tolerance among 
classmates, and empathy, i.e., to develop their social and emotional intelligence. 
The results of our research probe also show the need to regularly and repeatedly 
check the level of social relations in classes for gifted children. 
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Poverty and Social Exclusion 
of Romany People in Slovakia

Abstract 

Poverty, material need in Slovakia, and particularly among Romany population, 
is one of the biggest present day problems. This article deals with social exclusion 
and poverty of Romany people, its expression in selected areas of their life includ-
ing the value of labour. Theoretical analysis is illustrated by the results of regional 
and Slovak-wide research.

Key words: Romany people, social exclusion, poverty, material needs, employment, 
unemployment, education, social policy.

Romany people represent an ethnic community that, besides others, is charac-
terized by their peculiarities in social and demographic behaviour. Standing inabil-
ity to rationally use their financial means as well as widely spread alcoholism in 
prevailing part of the most backward Romany population, often living in socially 
and morally devastated environment, on the verge of human dignity, all that make 
out a human group of these people that requires a special attention of the state. 

The goal of this article is to quantitatively analyze, and illustrate selected aspects 
of poverty1) (of social exclusion) of Romany people in Slovakia by research 
results.

Anna Žilová
Slovak Republic

1) In the Slovak terminology, the term “poverty” stopped existing after 1948. Groups of 
people who, according to the criteria generally recognized in industrially developed countries, 
would be placed in the group of the poor, are marked as “socially weaker”, “low income”, “persons 
socially dependent”, “persons in material need”“.
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1. Definition of poverty

Poverty as a social phenomenon has become a social problem at a certain level 
of development of society. There is no absolute and generally recognized definition 
or limit that denotes who is considered to be poor. It is especially obvious when 
defining poverty within economically developed countries where the saturation of 
basic needs for living, such as food, clothing, home, is guaranteed. With regard to 
this fact it becomes clear that poverty, seen in this way, is always defined in relation 
to the standards of given society.

As for this article, we incline to the definition of poverty by P. Townsend (1979, 
p. 13), who understands it as a lack of means for such nourishment, such activities 
and life conditions that are usual in the society to which people belong. If people 
do not have, or are denied access to, the means of regular food, services and 
activities that are usual or generally accessible in that society, or they do not have 
means to fulfill the responsibilities they are expected to fulfill in their social roles 
and relationships thus fulfilling their role in society, we can say that they live in 
poverty. 

2. Social exclusion

Out of the quantity of poverty undesirable social contexts at society level in the 
context of social work, the most important one is social exclusion of an individual, 
a group, or the whole communities. The social (or social-psychological) dimension 
of poverty is linked to differentiated accessibility of a basic prerequisite indispen-
sable inevitable for dignified existence of individuals as well as groups in a given 
community. The level and process of social exclusion is connected with this social 
reality. In recent years a substitution of the notion “poverty” by the notion “social 
exclusion” is applied in the European political discourse, especially following the 
formation of the second programme of European Community’s combat against 
poverty from 1988, in the EC conceptions related to poverty this notion alternates 
the old poverty concept. Social exclusion tends to be considered not an outcome 
of individual failure, but an outcome of the failure of some systems that provide 
for (Mareš, 1999, p. 165):

• citizen integration (a system of a democratic and legislative character),
• social integration (a system of a social state),
• personal integration (a family and community system).
Out of the aspect of the said areas of individual integration, poverty profoundly 

concerns the following social aspects of the poor:
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• identity of the poor,
• human dignity of the poor,
• their affiliation with the social entity. 
The poverty of the poor limits their possibility to take respectable roles in 

society as well as to take part in social activities. It limits: education, free time, a 
possibility to carry out their roles through work, it limits social contacts as well as 
their possibility to take part in political decisions; it also limits their possibility to 
consume goods and services offered, it limits their access to health care, to arts, to 
their membership in interest groups, it also limits the formation of their own 
identity as well as a possibility to become value creators and to be a value for 
others. 

Subsequently it means limitation for possibilities to fulfill one’s own responsi-
bilities and to exercise one’s own rights given to an individual by his/her citizen’s 
status. The limitation of the said social activities is a result of the following facts:

1.  Limited leeway and access to:
• social activities themselves,
•  development of skills that are required by these activities (e.g. educa-

tion).
2.  The loss of motivation for an individual to take part in broader community 

activities (the goals of those activities do not say anything to the poor) while 
closing themselves into their own subculture. (Mareš, 1999, p. 166).

Poverty therefore often assumes the character of social isolation, which can lead 
on one hand to an anomic situation of these people (cf. Merton, 1977, Ondrejkovič, 
2001), which on the part of the poor results in tension arising between society 
culture goals and society values, and the impossibility to reach them in a legal way. 
In certain areas there can appear poverty concentration, and gradually also resig-
nation from the activities and values of the society mainstream. Such an environ-
ment can create insecurity about individual fate, and consequently, it can show 
attributes that might be considered deviant. Poverty does not mean that man has 
nothing or little. It is not little property; it is not a disproportion between aspira-
tions and accessible means to fulfill them. It is principally the relationship with 
other people, a social status (Sahlins, 1974, p. 37, in Mareš. 1999, p. 168).

3. Ethnic aspects of poverty

While analyzing poverty on the basis of groups of the people that are most 
endangered by this phenomenon it is possible to set apart groups from various 
view categories: according to age, family status, affiliation to a group of population, 
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and others. Out of the mentioned views we abstract away and classify as the most 
poverty endangered groups the following ones: family in a certain period of its life 
or in a concrete social situation; breadwinning woman and mother; children and 
the youth; elderly people; physically and mentally handicapped people; homeless 
people; ethnic groups.

An ethnic affiliation, and generally a race, is a meaningful feature of poverty and 
unevenness structure in the European population. Poverty among ethnic group 
members is more common than among majority population. In Slovak population, 
ethnic poverty is a domain of Romany people. Romany people generally have a 
low level of qualification as well as a reputation of unreliable workers, which 
according to the theory of a line (this theory says that employers place those 
interested in a job into a line according to the potential benefit they bring) renders 
them “unreliable”. That moves them to the secondary labour market, where they 
are exposed to a higher danger of unemployment, thus often to “shadow or black 
economics” or to the dependency on social benefits. This is supported by their large 
families, family relations and solidarity within families as well as by worse health 
condition of this ethnic group. Race, cultural and often also language dissimilarity 
of other ethnic groups isolates them in terms of both space and culture. This isola-
tion is usually given by the rejection of mutual living with ethnic minority by the 
majority part of population; that mostly happens on the basis of their different life 
style and family relation character in an ethnic group. The majority population 
partly does not understand, their dissimilarity, partly considers it immoral, and 
partly considers it unjustified. (Mareš, 1999, p. 55).

Based on either acceptance of or disagreement with the mentioned facts, the 
majority population socially expels ethnic minorities to the margin of society; it 
gives them access to the secondary labour market only (if any), which together 
with other disadvantages is a ticket to the groups of the poor. 

4. Poverty and social exclusion of Romany people in Slovakia2)

Social exclusion of an individual from a community can be most distinctively 
perceived and identified through both economic and cultural consequences. In the 
forthcoming part of this contribution we will pay attention to the economic exclu-

2) Working out this part of the article, we come out of the empirical data and their interpre-
tation provided by the World Bank, the Foundation S.P.A.C.E, INEKO, and the Institute for the 
open society called “Poverty of Romany people and social care of them in the Slovak Republic” 
published at www.worldbank.sk/data/povertyinsksk, on 17.11. 2003 as well as from other 
sources we actually point to.
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sion of Romany population; in the area of cultural exclusion we will focus on the 
aspect of education and formation.

In the quoted study called The poverty of Romany people… we find facts speak-
ing about different nature of poverty among Romany and non-Romany population 
in Slovakia. The poverty in Romany settlements is closely linked to living condi-
tions and, even more concretely, to the level of their either integration or segrega-
tion. Poverty among Romany people is closely connected with the following four 
factors: 

•  economic conditions in the region,
•  the extent and concentration of Romany population in the settlement,
•  the proportion of Romany people in a village, and 
•  the level of geographical integration or segregation of the village as well as its 

distance from the nearest town or village3)

Poverty is understood by Romany people as a new phenomenon that they did 
not know before 1989. According to the mentioned research, it was usual for 
households of segregated settlements to point to insufficiency of food as the main 
feature of their poverty. Romany people from segregated settlements in marginal-
ized regions generally linked poverty to the lack of satisfaction of basic needs while 
Romany people from more developed regions and integrated parts understood 
poverty mostly in relation to the secondary needs, such as possibility to find a job, 
quality education, and a more inclusive society.

4.1. Economic exclusion of Romany people and their strategy 
to provide for the means of living
According to P. Ondrejkovič (1999, p. 32), economically seen, under poverty we 

understand “a social phenomenon characterized by the lack of means of living at 
the level of an individual or a group.” In this sense, poverty is considered to be a 
social problem. Economic poverty of an individual or a family (a group, a com-
munity) is often closely connected with the subject’s use on the labour market. 
Already over several years, Slovakia and its inhabitants have considered problems 
the questions of unemployment and poverty as the most significant. Those families 
where nobody works, most often fall to poverty ambuscade, to escape from which 
is difficult for further generations as well.

The labour market of Slovakia has currently suffered various severe problems 
that have been contributing to the high rate of unemployment and low employ-
ment. Slovakia has a very high rate of those long-run unemployed as well as a very 

3) Worked out according to: Chudoba Rómov…, 2003, p. 13–14
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high rate of those low qualified unemployed individuals. Labour force is little 
mobile, particularly among individual districts. Unemployment in the Slovak 
Republic is characterized by the following: 

•  Alarming unemployment of young people. The unemployment rate within 
the category underl 24 years of age has dynamically grown since 1995, and in 
2001 it reached 38.4 percent with 12.5 percentage over-run. Young people’s 
unemployment in the Slovak republic is almost tree times higher in com-
parison with the European Union’s average.

•  High unemployment of low qualified people. The rate of unemployed people 
with elementary education, that reaches 42.8 percent, is four times higher in 
comparison with the European Union’s average. Current structural changes 
in the demand for labour force towards higher qualification have recently 
made these differences even more remarkable.

•  Continuing high long-term unemployment. The number of long-term 
unemployed people reached 282 800. The ratio of the long-term unemployed 
to the total number of the unemployed has not fallen under 50% since 1995 
with the exception of 1999. The parameters of long-term unemployment 
point to crystal hard core of those unemployed for more than 2 years (181 
200 in 2001). Their share in the long-term unemployment was 64.1%. The 
appearance of long-term unemployment is highest among people of a low 
level of education. Almost 70% of long-term unemployment (68.2%) repre-
sented by those unemployed with elementary education, professionally 
trained and secondary trained without a final exam (Stratégie podpory…, 
2003). 

The are about 60 thousand registered unemployed Romany people in Slovakia, 
which represents approximately 12.5% of among the total number of the unem-
ployed. (Stratégie podpory…, 2003) According to the research (Lenzová, 1998, 
pp. 80–11), in 1997 only 32.3% of the examined families involved any employed 
person with an income. The most serious problems influencing Romany high 
unemployment are defined by M. Vašečka (1999, p. 772) as follows:

•  Low qualifications of Romany people.
•  Disinterest of employers in Romany workers as a result of a lack of jobs.
•  Low working morals of some members of Romany minority.
•  Disinterest of part of Romany people to be employed within publicly useful 

working activities.
•  The lack of job opportunities typically in the districts with a high number of 

Romany people.
A special problem in our country is represented by the unemployment of the 

Romany youth. According to statistics, up to a half of school children never 
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accomplish the school attendance in the highest grade, which means that they do 
not gain sufficient literacy to either further study at a secondary school or to find 
a place at the labour market. That is one of the reasons why the rate of the long-
term unemployed young people aged 14 to 24 is represented by over 25% of the 
total number of the registered Romany applicants for jobs. (Koncepčné zámery…, 
2003) 

Romany people as unemployed young people are endangered by the loss of 
working habits or by their non-creation, by the destruction of their personality, by 
quantity of unused free time, by feelings of ineffectiveness. Following the end of 
school attendance they meet problems with employment, with their usefulness, 
with feelings of injustice, no motivation in context with their non-respected ethnic 
dissimilarity and discrimination when looking for and advocating for their place 
in society. The alumni of special schools, like mentally disabled children, find it 
very difficult to fit in life, they resign from further preparation for their profession 
and job in general, and they are often misused for criminal activities. The several-
year-long social fall down of Romany families has resulted in total poverty, and 
many times, there appears a lack of basic means of nourishment for these families, 
including children. Romany people with apprentice education also belong to the 
biggest groups of unemployed secondary school alumni and of the long-term 
unemployed. This creates existential problems of young Romany families, and it 
can lead to the emergence of socially undesirable phenomena. (Koncepcia štátnej…, 
2001, p. 28) 

In the social system of the Slovak Republic, there remains a long-run rate of 
dependence upon social help benefits. This is especially obvious among Romany 
population. The ratio of the recipients of social help benefits, together with mutu-
ally gauged people, makes long-term about 10 to 11% of Slovak residents with 
distinctive regional differences. We may speak about a tendency of a growing 
number of the recipients of social help benefits from 1995 to 2002 (1995 – 100%, 
2002 – 186.5%). The majority of recipients is made up by unemployed people; 
their share since 1995 holds an almost stable position of 90 to 92% (2002 – 
90.4%). 

Economic income of a Romany family according to the research (Lenzová, 1998, 
pp. 8–11) was in 1997 for 46.1% of families up to Sk 1200, for 42.4% ranged from 
Sk 1201 to 2 410, over Sk 2 401 for 9.9% of families. As to the structure of income, 
most of the families received family benefits (81.5%), social help benefits were 
received by 72.4% of families, in some settlements this rate was represented by 80 
to 90%. It is obvious that these families are poor or on the verge of objectively 
existing poverty, on the verge of impossibility to satisfy the basic needs for sur-
vival.
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4.1.1. Romany people’s strategy to satisfy basic needs 
and conditions for living 
The results of the research Chudoba Rómov… show that the poorest respondents 

identified the following signs of poverty: 
• insufficient nourishment,
• miserable housing conditions, and 
• poor health condition. 
Romany people from integrated and segregated communities exercise different 

strategies to get adequate nourishment. Romany people from integrated as well as 
from segregated areas prefer planning and savings in order to afford enough food 
till the end of month, notwithstanding their employment status. Those living in 
rural areas with the ownership of some land are able to produce vegetables for 
their own use during summer, and some really do it. 

In contrast, Romany people from segregated settlements are more oriented upon 
short-term strategies of survival being less able to plan ahead. General consump-
tion usually grows especially during few days after receiving the benefits of social 
help. Many Romany people from marginalized settlements as well as those from 
poorer integrated areas admitted that closely before the payday of social benefits 
their family eats just simple food (e.g. beans) over the whole week. Many of them 
also said they had to buy cheap foodstuff, if they are to have money for the whole 
month. Only very few inhabitants of segregated settlements own land which would 
give them chance to grow crops for their own consumption. 

Many Romany people use the possibility to be employed within the informal 
labour market. The most common Romany activities in this area are: collecting 
and selling scrap metal, retailing in small and part time jobs in agriculture and 
building industry. One of the most widely-spread informal economic activities of 
Romany people from the examined settlements is musicianship. Further occasional 
informal work opportunities, especially for Romany men, is help to local non-
Romany people, such as small building projects, house painting; women help clean, 
and so on.

Romany people from geographically isolated and segregated areas generally have 
fewer work opportunities within the informal sector because their communities 
are quite closed to the surrounding world; their people have limited contacts 
outside their settlement, which also hinders them from finding jobs. Many Romany 
people admitted that, in order to survive, they committed theft, including of 
potatoes, wood for heating, and building materials. 

According to the research (Lenzová, 1988, pp. 8–-11), the responding families 
in a bad economic situation borrow more and restrain themselves less. Up to 80% 
of them borrow money and 69.6% restrain themselves.
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Poverty and unemployment is closely linked to the value of labour. In the research 
(Rómovia v roku…, 1995), the respondents (67%) said that the problem of work 
opportunities for Romany people is one of the most urgent ones. Seen by Romany 
citizens, to have a job means to have an appropriate living standard, to live a satisfy-
ing and peaceful life, to live a life of an honest citizen, to integrate into society, to 
cope with non-Romany people. Unemployment means the opposite: to have nothing 
for the coming generation, to feel a failure in a parent role, to live in poverty, to have 
no chance in influencing one’s own future as well as one’s family future, to be on the 
margin of society, to be underrated and disapproved of by the majority, to live 
a suspicious way of life. In the values of children expressed in their stylistic works, 
the values and their preferences were the same as for their parents. For children, 
however, the meaning of work was even higher: work should be interesting, should 
be fun for them. Unemployment is understood by children as boredom, as something 
negative (surely influenced by the understanding of the unemployment of their 
parents). In the settlements where there is a high rate of unemployment of Romany 
population, children miss a pattern of work, of employment, they have no idea about 
the world of work. Some of them could not name a job that they would like to do, 
and as actual forms for making money they merrtioned: to play cards for money, to 
be a soccer player, to start a music group. (Lenzová, 1999, pp. 4–6)

4.1.2. Poverty and exclusion of Romany people in the area of education
and formation 
Exclusion from access to education we rank among main indicators of Romany 

population’s cultural exclusion in Slovakia, which is manifested in the low level of 
education of Romany people.

This factor, among others, significantly conditions the employment of Romany 
population. In the education and formation of Romany children and youth there 
appear basic problems that are ranged by M. Lukáč (2000, p. 20) in the following 
way:

•  A problem in the attitude of Romany parents to education; they often show 
disinterest in their children’s school attendance, their results at school, and 
their after-school activities. The parents also refuse to buy school materials.

•  A problem of family-school cooperation which has to do with Romany par-
ents’ attitude to education. 

•  A problem of psychological peculiarities of Romany children as well as the 
absence of social and communication skills. 

•  A problem of truancy: they do not start going to school at all, they irregularly 
attend school. Often they had bad results at school. 

•  A problem of a language barrier.
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When approaching education Romany children, must, in addition to those 
already mentioned ones, overcome more difficult obstacles than children from 
other ethnic groups, especially in the following areas:

•  Economic limitations, lack of money for appropriate clothing, for school 
materials, bad housing conditions, children helping to improve economic 
needs of family as well as helping in the household. In this context it a signifi-
cant barrier is the fact that Romany people do not see any coherence of present 
investments into education and future valorization of these investments as to 
the position on the labour market. 

•  Low education level of parents, which consequently influences their aspira-
tions in the area of education of their own children as well, and which will 
result in low education requirements in the family. 

•  Space isolation, especially among the children from the most segregated and 
isolated settlements, which usually are geographically far away or even isolated 
from school. Moreover, in segregated localities and communities, populated 
mostly by Romany people, homogenized schools gradually appear (non-
Romany parents enroll their children to other schools), which causes that 
children from these schools do not have any contact with the majority and 
there are also no positive social models. (Čačipen…, 2002, p. 545)

•  Low expectations of teachers and parents. 

Table 1: The Comparison of Educational Structure of the Majority
and Romany Population of the Slovak Republic in 2001

Population/education Majority population of SR Romany population of SR 
alumni % alumni %

Elementary education 1 084 440  25.86 40 831  76.75 
Apprentice and professional 1 252 374  29.86 6 942  13.05 
Secondary education 1 370 326  32.68 1 088   2.04 
University education 418 483   9.98 174   0.33 
No educ. or not specified 68 079   1.62 4 167   7.83 
Total 4 193 702 100 53 202 100 

Source: Census 2001

As already mentioned, the unfavorable educational structure of Romany popu-
lation is one of the important factors of its unemployment. We assume that the 
meaning of education value has been transmitted in Romany families from one 
generation to the other through upbringing and together with the overall back-
wardness of Romany children, especially in social and mental development, it 
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causes in them prerequisites for failure in the educational formative process in 
preschool and school institutions. 

Recently however, a positive trend of the development of educational structure 
of Romany population can be traced; we assume that it is an outcome of the proc-
ess of self-understanding of Romany population as to their ethnic identity as well 
as their endeavour to get control over their own social status and over the forma-
tion of new generations of Romany intellectuals.

Table 2: Educational structure development 
of Romany population is the SR in 1980 and 2001

Level of education/year 2001 1980
Absolute number/share in the 

number together number % number % 

Elementary education 40 831  76.75 92 649  81.8 
Apprentice and professional education 6 942  13.05 7 075   6.3 
Secondary education 1 088   2.04 1 173   1.0 
University education 174   0.33 191   0.2 
No education or not specified 4 167   7.83 12 093  10.7 
Total 53 202 100 113 181 100 

Source: Rajčáková, E., Divinský, B.: Analýza nezamestnanosti Rómov na Slovensku vo vzťahu 
štruktúre obyvateľstva, 1995, p. 233.

Conclusion

Social exclusion of Romany population can be perceived also in other areas, such 
as, for example, strengthened space segregation, verbal refusal of Romany people, 
and other areas of cultural exclusion. 

The results of this exclusion according to the authors of Čačipen pal o Roma are 
identified in the following areas:

•  growing poverty among Romany people,
•  reproduction of absolute poverty,
•  growing distrust towards the majority society,
•  resignation as to the morals and values of the majority society,
•  loss of respect to formal authorities,
•  growing aggressiveness, criminality.
In the context of the strategies of inclusiveness and Europe-wide combat against 

social exclusion it is possible to say that the social exclusion of Romany population 
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under the Slovak Republic conditions means general disadvantage in the following 
areas: (Čačipen…, 2002. p. 553)

a)  education, employment, housing, health care and financial sources,
b)  possibilities to get access to chief social institutions that distribute various 

life chances, to social services as well as to mobility or to social networks.
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Use of Experiential Learning in Distance Learning
and E-learning of Adults

Abstract

The evolution of theoretical learning concepts brings new stimuli to lifelong 
learning practice. One of the new theoretical bases appropriate for adult education 
is an experiential learning theory which analyses and evaluates educational projects 
and study materials for distance learning as well as e-learning educational pro-
grammes from the standpoint of potential learning effectiveness. At the same time, 
it can be a gnoseological theoretical basis of designing educational programmes 
for adults, either on a theoretical basis of distance learning, e-learning, or on the 
basis of their purposeful integration, which is becoming more and more frequent 
in andragogy. The study gives general tenets of andragogy, presents the main 
characteristics of experiential learning along with its two major developmental 
variants – Kolb’s cycle and Jarvis´ revised model of the processes of learning. It 
defines the basic features of distance learning and e-learning, and formulates 
general stimuli how to apply experiential learning within these relatively integral 
educational technologies. In conclusion, it brings about information on practical 
use of theoretical approaches to teaching pedagogical subjects within educational 
programmes at universities. 

Key words: lifelong learning, distance learning, e-learning, experiential learning, 
experiential learning cycle, reflective learning, 

Josef Malach 
Czech Republic
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Introduction

Andragogy is a subsystem of lifelong learning. It should accept the new views 
of individual learning in the course of life which underline, in particular, one’s 
greater responsibility for one’ s development in the society which creates adequate 
conditions.

The new educational technologies which are used in the processes of formal and 
non-formal learning of adults, e.g. distance learning or e-learning, after dramatic 
development connected with great expectations, have reached a new developmental 
stage in which the elements of novelty and curiosity are replaced by natural doubts 
about their capacity and effects in the development of participants in education.

One of the reasons is that technological aspects, in many cases, outweigh didac-
tic ones and spreading these technologies into new educational areas and fields 
connected with completing various objectives is done more on the basis of imitat-
ing and copying than on the basis of respecting the knowledge of a particular 
educational theory. This study deals with questions how to use a theoretical model 
of experiential learning in distance learning and e-learning for adults, and brings 
about examples of this approach to teaching pedagogical subjects, which is being 
implemented by the author of this study.

1. Concept of lifelong learning and education of adults

Lifelong learning, which is one of the major educational concepts in the 21st 
century, is to provide people with possibilities to educate themselves within their 
capacity at various stages of development. This should be done in accordance with 
their interests, duties and needs. According to Longworth (2003, p. 11) “lifelong 
learning means what the two words express: lifelong, according to J.A. Comenius, 
means “from cradle to grave”, and learning, which is one of the most frequent and 
misunderstood words, means doing things in a different way, creating an out-and-
out focus on the need and demands of the learner; giving learners the tools and 
techniques with which they can learn according to their own learning styles and 
need. It is not teaching, not training, and not even education in its narrow sense. 
It has a much wider scope. It has a social, economic, political, personal, and, of 
course, educational meaning in its widest sense”. 

The Memorandum of the European Commission on Lifelong Learning (2000) 
clearly proves that education and its outcome play a crucial part in innovations, 
economic growth and welfare, competitiveness and life quality, which will be even 
more important in the future.
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Educational systems of member countries are to respect three main principles: 
learner-centred focus, equal opportunity and high quality and significance.

The document specifies three categories of purposeful learning activities: formal 
learning (provided by educational institutions with certificates and qualifications), 
non-formal learning (held in workplaces) and informal learning (which is part of 
everyday life and does not necessarily mean intentional learning). 

In our view, it is possible to pursue learning activities within formal and non-
formal learning by means of technologies of distance learning and e-learning.

As far as the Memorandum is concerned, two key ideas out of six can be regarded 
as stimulating for this contribution since they refer to the necessity of using ICT 
in andragogy.

1.  Innovations in teaching and learning process – which means to develop 
efficient methods for lifelong learning to its full breadth and potential.

2.  Bringing education closer to home – i.e. to offer opportunities of lifelong 
learning as near to learners as possible in their towns and villages, and at the 
same to make use of the methods based on ICT. 

At its session in June 2002 the Council of Europe again dealt with lifelong learn-
ing and called for a radical reform in the field of education and professional train-
ing (Education and Professional Training 2010, 2004). It pointed out the need of 
providing every citizen with key skills which determine individual development 
and self-fulfilment along with the social and professional integration, and further 
education. It can be achieved above all in such a way that “teachers and educators 
should be supported in adapting pedagogical methods to situations which change 
their roles. And here, it is information and communication technologies which can 
play a positive role as to the development of innovative and effective pedagogical 
methods which make provision for individual needs of students” (ibid., p. 23). 
Undoubtedly, the above-mentioned distance learning and e-learning rank among 
these methods. In andragogy their application and expected impact are determined 
by respecting specific features of andragogy, which is usually codified in the form 
of tenets in andragogy. 

2. Specific features and tenets in andragogy

Jarvis, Holford and Griffin (2003) researched into current educational changes 
and found out that there were twelve characteristic trends in many didactic vari-
ables. Apart from some others, the following are mentioned:

•  from teacher-centred to student-centred
•  from theoretical to practical

review_2(6).indb   131review_2(6).indb   131 6/12/2005   5:58:46 PM6/12/2005   5:58:46 PM



132 Josef Malach 

•  from rote learning to reflective learning
•  from face-to-face to distance learning
The theory of experiential learning is considered to be progressive and effective 

in andragogy as it corresponds to characteristic features of adult participants who 
enter the learning process. As Roger says (1986), every adult individual brings in 
a wide range of experience, knowledge and emotional investment. In addition, they 
usually approach the learning process with their aims set. They also come with 
certain expectations concerning the learning process itself as well as with their 
learning abilities, which might influence the quality of the outcome they are able 
to achieve. Besides, they are influenced by the particular social environment which 
modifies their educational requirements and needs. The specific learning objectives 
and programmes should take all this into consideration. 

The tenets of andragogy express general requirements as to the efficient course 
of a didactic process, which are followed by a teaching lecturer, a learning partici-
pant in the training as well as by authors of educational programmes, texts and 
aids. They came into existence via generalizing the experience of educators of 
adults obtained in the process of adult teaching and management, or as the reflec-
tion of self-study processes. They are also based on applying the scientific knowl-
edge of many disciplines, which create the foundations of the process of andragogy. 
Muzik (1998) defined nine tenets: 1) scientific quality 2) practice orientation 
3) leisure-time orientation 4) topicality 5) didactic reduction 6) motivation and 
participation 7) segmentation of teaching process 8) individual approach 9) feed-
back and transfer.

From the perspective of this study, some of the tenets are more significant and 
so they will be covered in greater detail. 

The tenet of practice orientation requires aiming at applying the knowledge to 
participants’ practice of the project of instruction. It strongly recommends using 
practical examples to motivate participants, and in the course of teaching as well 
as in assessing participants it recommends practical applications of the studied 
theme. 

The tenet of topicality requires responding to problems which appear at work, 
and a lack of knowledge and skills of participants. According to the tenet training 
is designed with regard to future requirements of work performance. 

The tenet of didactic reduction recommends selecting the information to teach 
as to the target group (e.g. level, length of experience, age, work position, etc.). It 
also recommends focusing on major themes and leaving out less important ones, 
despite the fact that there is a danger of simplification and generalization.

The tenet of motivation and participation encourages the subjects of education 
to create a positive atmosphere in learning, e.g. via emphasizing the positive impact 
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of training on work performance (its quality, safety, efficiency, reward, etc.) and on 
the career ladder. It concentrates on using more motivating didactic methods and 
creating sufficient space for participants to take part in education. 

The tenet of segmentation of teaching process focuses on forwarding in accordance 
with stages of acquiring the content of the curriculum and recommends segment-
ing the subject matter into steps.

The tenet of individual approach highlights respecting individual differences 
between participants of the course as to their prior knowledge, motivation, edu-
cational needs, learning styles and the like. 

The tenet of feedback and transfer recommends continuous inner and outer 
feedback and participants gain knowledge and skills in the way which facilitates 
further learning and serves to a change in practice. 

3. Theoretical basis of experiential learning and its development 

Jarvis, Holford and Griffin (2003) consider this learning theory so specific that 
they detach it from behavioural, cognitive and social theories of learning. In other 
works, e.g. Bertrand (1998), experiential learning is treated as indirect educational 
strategy within the personalized learning theories.

The theory of experiential learning is the only one to have an emotional dimen-
sion, as for the above-mentioned. These days it is becoming a certain educational 
ideology which has a long history in education and is rooted in more traditions. 

The strength of this learning approach is that experience is gained by the whole 
person, and not only by their mind and body. That means their cognitive, physical, 
emotional and spiritual aspects, i.e. knowledge, skills, abilities, values, beliefs, 
emotions and feelings. 

The complexity of experience also consists in the fact that we can have direct 
experience from the outer world (primary), or mediated experience (secondary). 
And it does not matter whether it is a “real” world or “simulated” (artificial) one. 
Finally, our experience can be re-formed via our memory if we learn by recalling 
what has been stored in our memory. Thus, we can speak of several variants of 
experience (Jarvis, Holford and Griffin, 2003):

Primary experience. This is an experience by any, or all, of the sense of aspects 
of the social context within which the experience occurs. 

Secondary experience. This is a mediated experience having little or nothing to 
do with the social context within which the experience occurs, such as a video 
presentation or even a theoretical discussion.

Actual experience. This is an experience that occurs at the present time.
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Recalled experience. This is an experience of recalling memories of previous 
actual experiences.

Artificial experience. This is a created form of experience, highlighting some 
aspects of other real or actual experiences.

Every experience is in some sense “real” even though it may be indirect or 
mediated, so these terms are by no means mutually exclusive. As regards learning 
by means of distance learning or e-learning, it is very favourable that the types of 
experience can be compared or replaced. 

The nature of experiential learning is aptly expressed by the underlying tenets 
thus:

•  Experience is the foundation of, and stimulus for, learning.
•  Learners actively construct their own experience.
•  Learning is holistic.
•  Learning is socially and culturally constructed.
•  Learning is influenced by the socio-economic context within which it occurs.
These principles are considered to be typical of a progressive way of education, 

which is learner-centred aiming at the same time at the use of the prior experience 
of learners. Many authors regard using students’ experience as the core of andrag-
ogy, which is proved by a lot of historical knowledge and sources.

3.1. Kolb’s learning cycle
The discussion about the nature of experiential learning results from the similarity 

to the other contemporary theories of learning. Kolb and Fry published their learning 
experience and their experiential learning cycle became known as “Kolb’s Learning 
Cycle”. The authors state that education and development are reachable by means of 
an integrated process which is based on experience and consists of four stages.

1.  experience – something happens to you,
2.  observations/reflections - you are thinking about what has happened,
3.  conclusion – you formulate a theory, or modify or enhance the existing one 

as a result of your experience and reflection,
4.  planning – you plan some changes (or decide not to change anything) on the 

basis of your experience and thoughts aroused by the experience.
Thus, it is possible to say that we have “learned from experience”. If we do not 

follow the process, the experience (also negative) is likely to repeat with similar 
consequences. This process can be seen as a cycle because after the stage of plan-
ning, there might be another experience.

Kolb and Fry state that the process of learning can start in any place of the cycle. 
It does not always have to be started up by some experience. What is essential is 
that the integration only occurs when recalled experience is within reach.
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The above learning model has three key points:
1.  It sees education as a cyclic process with integrated stages which go one after 

another in a logical order, and every cycle leads to other new cycles. The 
implementing of one cycle creates data for another cycle: every end is a new 
beginning. This process could be better regarded as a spiral than a cycle. 

2.  Education is set into the context of everyday life and experience. It is not 
thought to be carried out only in explicit and formal educational or training 
events.

3.  After this model, we can differentiate individuals according to the stages of 
the cycle they prefer while learning. These preferences are quite constant and 
reliable, but they can be changed with some effort in the course of time. 
While Kolb and Fry call these preferences “styles of education”, another suit-
able term might be learning styles.

As learners prefer one phase of Kolb’s cycle, they can be divided into four groups, 
which are in fact identical with specific learning styles (Rogers, 1986, Longworth, 
2003, p. 24).

•  activists, who like to learn by doing and favour active participation in the 
learning process,

•  reflectors, who like to learn by watching others and to think about things 
before they act,

•  theorists, who want to understand the theory and have a clear grasp of what 
it means before they act,

Figure 1: An experiential learning cycle (by Kolb, 1984)

Experience
concrete

Formulation of
abstract concepts
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•  pragmatists, who want practical tips and techniques from someone with 
experience before acting.

Educational programmes along with their tools – learning texts, programmes, 
aids – should respect differences in learning styles, e.g. by accepting learning 
activities in each step of the learning cycle when learners themselves select them, 
or it is obligatory for everybody. 

3.2. Jarvis’ revised model of the processes of learning
Jarvis revised the original model of experiential learning shown above since, in 

his view, Kolb and Fry do not distinguish enough between lifelong experience of 
an individual and episodic experience during formal and non-formal learning 
(Jarvis, Holford and Griffin, 2003). He created an interesting model of the processes 
of learning, which is very useful and elaborate. 

The diagram illustrates how individuals enter a situation and construct their 
experience, so that all learning has a phenomenological basis. We may see that:

Social situation
2

An episodic
experience

3

Memorize
7

Person changed
and more

experience

10

Evaluation
9

Practice
5

Experiment
6

Thought/
reflection

8

Person/biography/
experience

1

Person unchanged
4

Figure 2: A revised model of the processes of learning (by Jarvis in Jarvis, 
Holford and Griffin, 2003)
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•  Individuals are in part their own biographies. This lifelong experience is dif-
ferent from past experiences.

•  Individuals enter situations and these may either be self-chosen or provided 
for them by a teacher. The situations can be formal, non-formal and informal 
and are what is experienced in the first instance.

•  Individuals as whole persons experience the situation.
•  Experiences occur internally and are constructs.
•  The experience individuals have may be either primary or secondary, either 

actual or recalled, either real or artificial.
•  Learning is actually an internal process – one is cognitive and physical, but 

also emotional.
As a result of their constructed experience, individuals may or may not learn. 

Jarvis suggests a number of routes through this complex diagram indicating differ-
ent types of learning. The easiest way to demonstrate these routes is by examining 
Figure 3, and then describing each type of learning. 

By means of this model Jarvis describes potential didactic trajectories of learn-
ing techniques, many of which need not lead to the change of the person, i.e. they 
do not reach learning objectives (e.g. boxes 1→2→3→4), because learners assume 
that the world is not changing and therefore successful responses can be repeated 
effectively. Thus, the person is not learning at all.

If the learner follows the process 1→2→3→8→4 or 1→2→3→8→10, this learning 
can be called incidental self-learning (in fact, it is informal learning).

Processes 1→2→3→7→4 (non-intentional learning), 1→2→3→5→7→10 (skills 
learning), or 1→2→3→7→10 (memorization) refer all to non-reflective learning.

The last three responses to experience are called reflective learning. Contempla-
tive learning, or contemplation is the learning that follows the trajectories 1→2→

Figure 3 A typology of learning (by Jarvis, 1995)

Category of response to experience Type of learning/non-learning
Non-learning Presumption

Non-learning or incidental self-learning Non-consideration
Rejection 

Non reflective learning
Preconscious learning
Skills learning
Memorization

Reflective learning
Contemplation
Reflective cognitive learning
Action learning
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3→8→9→7→10 (it brings in social experience) or 1→3→8→9→7→10 (individual 
experience). Contemplation is a way of thinking about experience and conclusions 
regardless of broader social reality.

The process via 1→2→3→5→6→8→9→7→10 can be called reflective cognitive learn-
ing, which is carried out in accordance with the theory to be tried in practice.

The process via 1→2→3→8→6→5→9→7→10 can be called action learning, which 
in responding to unique situations produces new skills and knowledge. Action 
learning is the final form of learning mentioned here. It involves not only learning 
a skill but also learning the concepts that underpin practice, so that the emphasis 
on practice has been dropped. This form of learning involves attitudes, emotions 
and so on. 

In reflective learning, there may be internal loops within the processes involving 
boxes 5, 6, 8 and 9. This need not be a single loop, but can occur many times in the 
processes of learning. These three forms of learning are not always innovative and 
may involve retention of the status quo. 

According to Jarvis, Holford a Griffin (2003) all forms of experiential learning 
can be behavioural, action-based, cognitive or social. All of these can also occur 
simultaneously, since experience itself has many dimensions. In other words, 
experiential learning is a much more comprehensive theory of learning and, not 
surprisingly, it has become something of a new orthodoxy. 

The authors point out that when we are learning new subjects, we are usually 
taught the theory first, but theory is provided through secondary experience. 
Information is always transmitted to us through mediated experiences and, when, 
as a result of primary experiences, develops our own theories in practice.

The theory of experiential learning can be used in four cases: 1) in everyday life, 
2) in didactic classroom learning, 3) in learner-centred classroom learning, 4) in 
training in workplaces.

As the study suggests, we look into the two situations of “school instruction”. 
In (didactic), i.e. teacher-centred education, “teachers sometimes ignore their 

students´ previous experiences and assume almost that they are empty vessels to 
be filled with information. It is worth recalling that the classroom context is the 
primary experiences and the information being provided is only secondary, but 
the learners also learn experientially and incidentally from the primary experiences 
as well as from the secondary ones. These incidental learning experiences can be 
cognitive, emotional, attitudinal, and so on. Most teachers plan only that the sec-
ondary experiences that they provide should be learnt. Since the secondary 
experiences are mediated, it is essential that learners assume a critical attitude to 
what they are taught“ (Jarvis, Holford a Griffin, 2003, p. 66). 

Student centred classroom learning can take a few forms:
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•  all endeavour to use students’ past, or recalled experiences, 
•  and provide primary and/or artificial experiences from which they may 

continue to learn.
For instance, in many forms of problem-based learning, the teacher selects an 

actual problem from “real life“ and presents it in the artificial context of the class-
room to be solved by the class. 

In role play, the teacher or facilitator provides an actual primary experience in 
the artificial context of the classroom which relates to the type of experience that 
the role players may have in “real life“.

In conclusion, we will mention two important deductions which are of signifi-
cance for our further thoughts on using this theoretical basis in distance learning 
and e-learning. 

1.  Although experiential learning in all its forms has become a new orthodoxy, 
there are many situations when we have to learn from secondary or mediated 
experience. In these cases, we have to recognize that we are learning from 
other people’s experiences and interpretations. These must be assessed criti-
cally before we accept them. But without learning from secondary experi-
ences, the knowledge of the world would be greatly impoverished. 

2.  Human learning occurs when individuals, as whole persons (cognitive, 
physical, emotional and spiritual) are consciously aware of a situation and 
respond, or try to respond, meaningfully to what they experience and then 
seek to reproduce or transform it to integrate the outcomes into their own 
biographies. In this instance, biography is the totality of our experience, 
which is an integrated combination of cognitive, emotive and physical, and 
learning is the process through which individuals grow and develop.

4. Use of theory of experiential learning in distance learning
and e-learning 

Distance learning as quite a coherent technology of andragogy, and e-learning 
as a widely understood complex of ICT applications in processes of preparation, 
implementation and assessment of education or self-education, are successfully 
blended in the general sense as means/tools helping to attain objectives of educa-
tional programmes for adult participants. Either system came into existence rela-
tively on its own, and as such can keep on working. The reason why we pay 
attention to their tenets and characteristics is that both of them represent learner-
centred education, which was above implemented into significant signposts of 
changes in the processes of education. 
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4.1. Tenets and theories of distance learning
If we sum up the views of Zlamalova (2001), and Jochmann and Bockova (1995), 

we can formulate basic principles of distance learning. They are: a) individualiza-
tion and flexibility, b) independence of study (educator and learner are remote 
from each other), c) multimediality, d) support for learners and specific organiza-
tion of studies, e) openness. However openness is not a necessary feature of distance 
learning. And vice versa, open learning does not have to be distance learning. As 
to the collocations of open learning and distance learning, thus “open learning” 
according to Jarvis, Holford and Griffin (2003) means accessibility, flexibility and 
learner control over content and structure. The authors recommend accepting 
three organizing principles of distance education with regard to the works of Peters 
(1993), Moore (1993), and Holmberg (1995). 

1.  Peters´ account of the division of labour involved in delivering distance 
education, reflecting an “industrial“ model.´

2.   Moore’s concept of independent learning and the autonomy of learners.
3.  Holmberg’s concept of guided didactic conversation.
At the same time, distance education in practice is connected with a high qual-

ity organizing system, educational communication between a tutor and a learner, 
and teaching materials which help to fulfil educational needs of students. Provid-
ers of distance education, whose roots can be traced back to the older technology 
of correspondence learning, after many years’ experience have come to the conclu-
sion that the principle of removing the teacher from the learner cannot be made 
absolute, so they incorporate some elements of face-to-face instruction into the 
system, so-called tutorials or residential schools, which is mainly of motivating 
and social significance. E.g. in the education system of Open University this covers 
only about 5% of the study time. Tutors or facilitators are not usually considered 
to be the basic elements of the distance learning system. Zlamalova (2001) places 
among them learners, educational institution, informations, and teaching materi-
als and communication means (see Figure 4).

In connection with the concept of distance education as student-centred educa-
tion, requirements on the higher quality of information and teaching materials are 
rising. Ignoring the category of information materials and other types of distance 
learning guides, we only look into teaching materials. 

These are learning supports, study texts (readers, digests), audio-cassettes, 
video-cassettes, CD ROMs, references to other learning materials on web pages. 
This division is based on types of carriers of study information, which will get 
irrelevant in the future. Learning supports can be effectively placed on web pages 
and learners are given a licence by educational providers. Nevertheless for many 
reasons, printed learning supports still enjoy great popularity (possibility of glos-
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sary, response to given tasks, text accessibility, not sufficient size of the computer 
monitor – hardware producers are trying to solve the problem at the moment). 

The theory of distance learning gradually formulates requirements on learning 
supports (Prucha, Mika, 1999, Jarvis, Holford, Griffin, 2003, Bednarikova, 2001). We 
give the overview from which we can see that theoretically at least, they accept the 
need to reflect real practice and integrate learning to learners’ prior experience. 

Requirements on a learning support (distance text):
1.  They should be above all “self-instructional”, i.e. provide learners with abso-

lutely everything (motivation in particular), so that they can reach the goals 
set by the study programme (course, module). They should arouse interest 
and “draw” them into the problem.

2.  They should be structured in such a way that they motivate and enable learn-
ers to study continuously and consistently, but they should also be adequately 
rich in content, clearly organized, attractive etc.

3.  They should use text segmentation (dosing the content), well-organized 
graphic layout, using pictures, schemata, graphs, pictograms, various symbols 
and further visual elements.

4.  The authors should clearly formulate the learning objectives of the text and 
give reasons for their approach to processing.

Figure 4 System of distance learning

Learners Educational
institution 

Information
and teaching

materials  

Communication
means 
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5.  The texts should contain challenges to contemplate, to change views of vari-
ous things, to acquire new experience, to express their own opinion, to resolve 
problems, thus to integrate the study content (rather at a theoretical level in 
many cases) to practical needs of learners.

6.  The texts should be rich in examples showing the practical use of the 
knowledge and proving particular statements.

7.  At the end of each chapter there should be a summary and required 
reading.

8.  During the text or at the end, there are usually given tutor’s marked assign-
ments. 

Items 5 and 6 might refer to applying the theory of experiential learning in the 
system of distance education.

 4.2. Nature and function of e-learning
The essence of e-learning is to create a virtual learning environment by using 

various means of ICT. It is evident that e-learning, together with all the other 
functions it involves, will be major characteristics of the learning or information 
society (Jarvis, Holford, Griffin, 2003). E-learning includes a wide range of applica-
tions and processes such as WBT (Web Based Training), CBT (Computer Based 
Training), designing virtual classes or digital collaboration. It comprises delivery 
and transmission of the course content via the Internet or Intranet, satellite broad-
casting, interactive TV programmes and educational CD ROM (Kveton, 2003).

E-learning can be used within a common learning process as its effective part. 
It can take many forms, e.g. using computers for controlling and evaluating 
experiments, learning skills with the help of a computer (e.g. writing on the com-
puter), learning to become completely computer literate, learning a foreign lan-
guage in a computer lab, computer-aided testing in instruction, etc.

On the other hand, e-learning can be a subsystem of distance learning. The 
development of ICT gradually enables us to design coherent learning management 
systems (LMS) at universities and in andragogy. These systems create such a learn-
ing environment for participants who register them, make courses accessible, 
provide them with study instructions, offer contacts with tutors and the other 
students create debate clubs, give self-tests, and fulfil further organizational, 
didactic and communicative functions. 

Considering further possibilities to apply the theory of experiential learning to 
distance learning and e-learning, we think of one of the above key theses of this 
theory which emphasized that every experience is in some sense “real” even though 
it may be indirect or mediated, so these terms are by no means mutually exclusive. 
As regards learning by means of distance learning or e-learning, it is very favour-
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able that the types of experience can be compared or replaced. Therefore, we do 
not regard as essential to distinguish the form of presentation of management and 
content information for learners (text, electronic or face-to-face), but we consider 
essential to what extent, if any, teaching texts or supports make use of learners’ 
prior experience, or they make them gain new experiences. 

4.3. Stimuli to apply the theory of experiential learning to distance 
learning and e-learning 

4.3.1. Kolb’s Learning Cycle and distance learning and e-Learning
There are two basic possibilities of using that cycle while designing e-learning 

educational programmes (apart from other things, applicable also in distance 
learning).

1.  to use ICT to support individual stages of the learning cycle when learners 
can make a relatively independent decision, or

2.  to create the whole educational programme whose stages are connected to 
each other to some extent leading the learner.

The first method could have the following variants and forms:
•  1st step – presentation of particular stimuli of the cycle such as video-

sequences, animations, browsing (i.e. secondary experience or artificial 
experience),

•  2nd step – asking specific questions which would stimulate observing the 
situation and certain conditions, or offering some opportunities to look into 
the phenomenon in a slow or fast way, from another angle (front, back, lateral, 
internal) or another aspect (e.g. social, medical, ethical, economic, technical, 
legal etc.),

•  3rd step – offering specific theoretical constructs (principles, models, formu-
lae, equations), which could explain the observed phenomenon bringing the 
experience,

•  4th step – offering possibilities to simulate testing the outcome, generalizing 
or theoretical conclusions under various circumstances. Each solution should 
contain feedback as well as recommendation to return to some of the previous 
steps of the experiential learning cycle, if necessary.

We assume that it is possible to draw particular ways of applying the above 
examples to various subjects, themes or content.

The second method can be a holistic educational programme which is designed 
in accordance with the four stages of the experiential learning cycle. The obligatory 
order for the learner is as follows:

•  Particular situations, phenomena or ways of conduct are presented,
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•  Various views of the chosen phenomenon are offered (analyses according to 
the pre-stated criteria),

•  Relevant theoretical conclusions are drawn in the form of generalization, laws, 
mathematical or logical formulae,

•  Ways of applying theoretical conclusions to solving practical assignments or 
ways of testing their validity are shown. 

Considering the previous knowledge about education of adults along with 
the current potential of ICT, we can expect these educational effects to be 
achieved:

•  Some theories which are sometimes underestimated by adult learners are 
highlighted in solving practical tasks,

•  Adult learners adopt methods which are suitable not only for formal and 
non-formal learning, but also for informal learning (they will learn how to 
make the most of their work and life experience, which has an impact on 
decision-making processes and work with information),

•  Instruction will correspond more to the needs of adult participants.

4.3.2. Reflective learning in distance learning and e-learning
As far as the use of experiential learning in e-learning and distance learning is 

concerned, the above-mentioned (chapter 3.2) processes give reasons for potential 
unplanned, undesirable or insufficient results of learners. They are caused by omit-
ting or developing insufficiently some of the steps of the described process. Apart 
from this, they also show the episodic experience of the learner however well 
mediated by means of ICT presentation (e.g. the Internet) does not have to or even 
cannot lead to the expected outcome. We try not to underestimate the importance 
of incidental learning, however more can be expected from experiential learning 
theory used in e-learning and distance learning. 

All the three types of reflective learning offer a basis for designing e-learning 
educational programmes and learning supports for distance learning. They offer 
gnoseologically reasoned methods in andragogy in connection with the planned 
learning outcome.

To illustrate this, we will give one example of reflective learning called reflective 
cognitive learning, which can be seen as the passage through elements 1→2→3→5→
6→8→9→7→10. Graphically, this type of learning can be clarified in Picture 5

Two-way arrows show a possibility to make loops which might be repeated if 
necessary (elements 5. 6., 8., and 9.).

We will try to explain the above diagram verbally:
1.  The learning process is entered by a person with particular personal experi-

ence (or none at all) in the specific area of knowledge or skills.
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2.  The person gains information/persuasion on the relevance (usefulness, need) 
of a certain knowledge or skill basis.

3.  He or she is given situations, or is led into them (or his or her memories of 
such situations are recalled), in which he or she is episodically persuaded of 
the importance of some knowledge or a skill (e.g. the way the knowledge 
helped in a specific situation).

4.  The learner is asked to act, to start solving a problem. It can be solved by 
means of an attempt-error method, rational analysis, insight, or using prior 
experience. However, the solution does not have to be found or be satisfac-
tory. 

5.  The learner is asked to search for a certain theory and try to verify its use 
under certain (individual) circumstances (e.g. management theory of leading 
people in a particular organization).

6.  The individual is asked to register effects of their attempts and find factors 
(external and internal conditions) which influence applying the theory to 
practice. 

7.  The individual should evaluate the best solution.
8.  The best solution should be repeated a few times to become fixed.
9.  The individual gets changed and acquired some new experience (knowledge, 

skills) by learning in the given area.

Figure 5 Diagram of reflective cognitive learning

2. Social situation 5. Practice

1. Person /biography/ 
experience 

3. An episodic 
experience

6. Experiment

8. Thought/ 
reflection 

9. Evaluation

7. Memorize

10. Person changed 
and more experienced
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We assume that learning according to this scheme will be used more in the 
face-to-face form of learning when both a teacher and students are present.

The author of this study has many years’ experience as a tutor in distance educa-
tion at Open University in the Czech Republic, which shows, however, that some 
quite coherent sequences from the selected type of reflective learning can be found 
in tasks for students in teaching supports, in tutor marked assignments, or in tasks 
for team exercises within the so-called Residential School. We will show you 
gradual possibilities of applying the theory of experiential learning to real educa-
tional practice via an example of the instruction of pedagogical and andragogical 
subjects at university.

5. Examples of experiential learning application in distance
learning and e-learning in the instruction of pedagogical subjects
at universities

Owing to the limited length of the study, this chapter only focuses on some 
examples of possibilities to use the questioned learning theory in distance learning 
courses of pedagogy, general didactics, and the theory of personality social devel-
opment within the combined study form educating teachers. The combined form 
means that the study programme is done via face-to-face teaching and self-study, 
which is controlled by all the tools of distance education.

We will use the above model and the verbal description of reflective cognitive 
learning to give examples of assigning continuous tasks to be solved within a teach-
ing support or as a tutor marked assignment.

1.  The students of this programme can (but do not have to) work as teachers. 
There is a big age span among them and they left secondary schools in differ-
ent years. These are the main parameters of the target group.

2.  Examples of good or bad practice are given in the texts. Extracts from annual 
reports of the Czech School Inspection (analysed according to strong and weak 
points of school or instruction) are of great help, as well as those from inspec-
tion reports in particular schools. They contain both didactic and ethical 
problems (bullying, violence). Also, newspaper articles, though given in 
a journalistic way, have proved very useful because they appeal to teachers and 
educators a lot. Some situations are presented by means of video recording. 

3.  A teacher trainee is asked to recall how the discussed problem was being 
solved when he or she went to school (primary experience), how his or her 
teacher solved it (primary experience), or how the problem was solved by 
somebody else (secondary experience).
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4.  Students are invited to find a solution to a specific pedagogical situation (to 
take a didactic or educational measure). They might not be satisfied with the 
solution under current circumstances. We can offer them some evaluating 
criteria for this. 

5.  Students are asked to look up data for theoretically grounded or practically 
proved solution in literature or electronic information sources.

6.  If it is possible, students are asked to use the proved solution in practice and 
follow its efficiency in particular educational conditions, in their own teach-
ing process. They should change the way of solving unless it is proved fea-
sible. 

7.  Within provided or empirically proved criteria, the students will evaluate the 
solution as well as their approach to solving the given problem (self-evalua-
tion). 

8.  In practice students repeatedly use the successful solution to fix a certain 
programmed behaviour in standard situations (e.g. response to pupils’ mis-
takes, asking questions, rapport with pupils, reaction to violence, solving 
conflicts among pupils etc.), and are made to evaluate the stability and sus-
tainability of the accepted solution.

9.  The individual gains their own experience, adopts new knowledge and skills. 
They also gain secondary experience from colleagues while discussing solu-
tions to partial tasks and TMAs. 

In conclusion, we give three examples illustrating the application of the theory 
of experiential learning in university distance education of pedagogical subjects.

A. Subject: School pedagogy
TMA: Current problems of teaching profession
Select a school or several teachers, and by means of a questionnaire or a directed 

interview do research into their views of the teaching profession in the current 
situation in the Czech Republic. Try to find out motivating and de-motivating 
factors for work in the teaching profession. 

Suggest particular system measures: how to keep young people in schools, to 
raise the ratio of men, in particular, in basic schools, to enhance social prestige of 
the teaching profession.

B. Subject: General didactics
Continuous task in the text of the teaching support:
1. Prepare a didactic test based on the knowledge of typology of test items. It 

should contain at least 15 questions from your field which help you to find out in 
the course or at the end of the instruction whether pupils have understood the 
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content and adopted it sufficiently. To eliminate stereotype in formulating the items 
make three items at least out of the given amount as:

•  typical closed items
•  closed situational items, interpreting
•  matching items
•  ordering
•  fill-in
Allocate the items various significance. Allocate learners the time to complete 

the test.
2. Give the test to your pupils at the earliest opportunity. 
Discuss in your study group or along with the colleagues who teach the same 

subject as follows: 
•  whether your items appear valid in terms of educational objectives of the 

subject,
•  whether you found out greater differences in the point gain of pupils, which 

could refer to greater difficulty of particular type of test items,
•  how many questions you would select to test knowledge at the end of teaching 

a thematic whole,
•  how you would specify the transfer of points score in the test into a grade.

C. Subject: Theory of education (Theory of personality-social development)
TMA: Upbringing in our family
Attempt at self-reflection on educational impact 

In the theoretical part 
a)  Briefly describe key concepts of the theory and methodology of family 

education.
b)  Analyze a selected work on family education. How high is the frequency of 

interest of pedagogy in problems of family education? What does family 
education look like in the mass media?

In the practical part
a)  Analyze your educational objectives with regard to your children
b)  Do you have an educational plan? How do you design it? Do you get your 

children involved in the plan?
c)  Are the educational roles of parents, grandparents, siblings and children 

themselves defined and specified in your family? 
d)  Name methods you use in upbringing and say how successful they are.
e)  Define results of your educational work in your family.

review_2(6).indb   148review_2(6).indb   148 6/12/2005   5:58:50 PM6/12/2005   5:58:50 PM



149Use of Experiential Learning in Distance Learning…

In conclusion
a)  Summarize strengths and weaknesses of bringing up children in your fam-

ily.
b)  Suggest two or three measures to improve education in your family.

Conclusion

The theory of experiential learning is becoming a domineering theoretical basis 
for effective education of adults, which can be done in the system of distance 
learning using some elements of e-learning as well. It helps to design teaching 
supports as key means of distance learning, or complete educational programmes 
for WBT or CBT, which is facilitated by elaborating the proved models of several 
types of reflective learning. The study has chosen the type of reflective cognitive 
learning, which was transferred to the shape of feasible sequence of regulating and 
self-regulating steps, which might be used in andragogy. The example of peda-
gogical subjects teaching in the study programme for teachers shows partial and 
quite wide possibilities of the application of experiential learning in real educational 
conditions at universities. This approach enables many principles of andragogy to 
be completed in practical education for adults. 
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The Role of Audio-Visual Media in Education

Abstract

The theoretical questions of the design and methodology of utilizing of audio-
visual messages, which are drawn up for instruction constantly acquire major 
importance in the context of development of the multimedia systems. There is 
a question whether the possibilities of the instruction are described and investi-
gated sufficiently in practice. This paper would like to indicate the well-arranged 
basic methodological roles of the use of audio-visual messages in instruction. 

Keywords: audio-visual media, audio-visual communication, audio-visual didactic 
message, presentative-expositional role, constructivist-opened role, design and pro-
duction of videos, Web-mediated communication

Introduction

Children’s perception of the world, their experiences, values and attitudes have 
become increasingly determined by he technical communication means at present. 
This paper focuses on discussing the “audio-visual media-mediated communica-
tion” as a term that refers to the communication between different participants 
separated in space and/or time, mediated by all the interconnected audiovisual 
media. Media systems such as computer, (HD)TV, videophone, film, video, cyber-
space etc. include a broad variety of technical systems that enable people to com-
municate by means of dynamic visual and sound information with other people. 
In the context of analysing of the didactic roles of videos and suitable structuring 
of expression elements of “audio-visual didactic messages” (Mašek, 2002), it is 
important to take a note of their unusual character in the present time: that even 
though these audio-visual communication objects have been used in the instruc-

Jan Mašek
Czech Republic
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tion for a long time, the generally accepted theoretical principles of making audio-
visual programmes have not been formulated yet, and the majority of the literature 
results from empirical-descriptive investigations (Eraut, 1994). 

From the point of view of the basic approaches to the instruction – a trial-
behavioural and constructivist paradigm of structure instruction – the methodol-
ogy of using audio-visual didactic messages has two basic levels in present-day 
technical conditions; on one hand – the presentative role of a message is usually 
used, on the other hand – the audiovisual communication object can perform the 
less customary function of the constructivist stimulus to the active solution of the 
complex tasks and problems by the student. Furthermore in the context of con-
structivist usage of audio-visual media we can also discriminate instructional 
project activities stimulating learner’s analysis; design and production of video 
clips or films. 

Classical presentative-expositional role 

In the classic conception of instructional utilisation Mašek (2002) describes an 
“audio-visual didactic message“ (movie, video-programme, audiovisual sequence) 
as a communication object which:

•  can arrange instructional information only with the so-called “long-distance“ 
sense, which goads intellectual operations, but with a stout tendency to sup-
press one’s own activity of the recipient,

•  has a relatively high capacity of the transmission of information, compared 
with other sorts of information aids,

•  does not give a possibility of repetition of external operations depending on 
the recipient’s requirements, 

•  it does not give a possibility to “manipulate“ with a property so that it would 
be interchangeable with the didactically significant qualities.

From the point of view of the theoretical analysis and pedagogical research of 
the specialities of this type of communication process made by the author of this 
paper (Mašek, 1998), it is possible to structure the following representative dimen-
sions and requirements for the design of the audiovisual didactic message: 
•  support of intellectual operations; communication depends on a recipient’s 

concentration and its stimulation; 
•  objectivity of illustrated subject matter; well tested progression of “objective 

instruction“ is recommended in praxis; 
•  language dimension; e.g.e, there is a probability in praxis that the types of 

shots specified by their own signification function have to be considered as 
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basic elements of didactic audiovisual communication with a second rate (but 
not insignificant) function with “camera“ or “cutting“ shots;

•  suitable volume and extent of the communication theme; from the viewpoint 
of the possibilities of audio-visual communication, e.g., among the themes 
belong the actions and phenomena, which are not so telling, invisible, 
unrepeatable, too fast or slow to observe or these actions which are not safe 
enough and which are not possible to demonstrate in the instruction etc.;

•  quality of the expression elements; for example, it is possible to presuppose 
that for didactically effective use of the abundant expression elements of 
visual information what is accepted is, e.g., applying superiority of figurative 
composition of image information emphasizing the informative role of indi-
vidual figures, arranging of image elements and figures “in image frame“ 
largely in accordance with aesthetics-composition rules, harmonizing colour 
implementation etc.;

•  relation between visual and audio elements; it is very important to complete 
and to amplify the individual effects of both elements, in accordance with 
their specified expression possibilities, including an increment of didactic 
effect with its famous audio-visual information and presentation, with an 
adequate verb accompaniment; 

•  conformity between the aims of information and the instruction process; from 
the point of view of school praxis, conformity of the quality between the aims 
of the audio-visual information which are usually “encoded“ by the creator 
and the aims of instruction defined by the teacher is very important;

•  level of the activation of the student – it is the main problem; for the com-
munication between the recipient and the classic1) audio-visual programme, 
the superiority of “the one-way flow“ of information from a projection system 
to an addressee is characteristic. 

In the classical presentative use of an audio-visual message the addressee does 
not have the possibility to strike, so the instruction is missing the feedback, which 
is the basis of a dialogue and an important premise to the successful teaching and 
thinking. In practice, this limited communication is improved, e.g., by the affecting 
of the teacher – with his/her “live“ entrance to the projection, including the affect-
ing before the projection and after it, the study of the complementary didactic 
material – by means of printed documents and so on. In practice, there can be also 
used a form of “fictitious“ communication with a spectator asking “activating“ 
questions, but without investigation of the real reaction of the recipient etc. 

1) The author of the essay is not covering up interactive video systems. In these apparatuses 
a first-rate dialogue with the spectator is possible.
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The constructivist-open role of audio-visual media

Audio-visual message as a stimulus of the solution of complex work and problems. 
For the educational process it is very important to include audiovisual messages 
with “concealed“ and complex structured problems, which are evoking but also 
solving the problem (Mašek et al, 2004). These types of information mean didacti-
cally important stimulation to student’s own intellectual operations. In these 
operations, the student is “constructing“ his/her own structure of know-how. Facts 
“inserted“ in the video-programme are “concealed“ in an authentic action line of 
the story on purpose. The solver has to find these facts, to exercise his/her own 
formulation of the work and problems and consecutively to solve everything. The 
educational impact of these sorts of videos has been validated especially by 
a special research team at Vanderbilt University by means of the well-known 
experiment “Jasper” in the nineties. These programmes are characterized in lit-
erature (The Cognition and Technology Group at Vanderbilt, 1997), that 

•  they have a narrative conception with a realistic interpretation of the story, 
•  the presented problems are characterized by great complexity (e.g. they require 

14 steps to solve) – thus, endurance and trust in one’s own abilities are sup-
ported, 

•  the stimulation to one’s own formulation of assigning the work and problems 
is done by means of "open" and non-answered ends of the stories; the pre-
sented theme includes conceptions and subject matter of more educational 
subjects and study lines,

•  the projection of analogical programmes with the same substance of a solution 
is taking place which means the support of the transfer of seeking the princi-
ples of solution in practice,

•  solvers of the work could repeat the projection of the programme or its 
parts.

 The experiment initiated by Vanderbilt’s “Cognition and Technology Group“ 
was very interesting and successful. The influence of so-drafted instruction pro-
grammes for science education improvement, especially for math and physics, has 
been explored in 9 world states, including the famous programme “The Adventures 
of Jasper Woodburry“, which gained a worldwide success thanks to its adventurous 
theme and practical complexity of aims. 

Production of videos within instructional projects. Children’s media activities 
based on their own production of audio-visual products, such as websites sequences 
or classical videos, are very engaging and generative. The latest multimedia tech-
nology could stimulate a wide range of learner’s activities, especially as a topic of 
instructional project activities at present. The second aspect is that learner’s design 
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of audio-visual message might be also included in a required kind of literacy to be 
cognizant of (mass)media communication. School production could be extremely 
time-consuming and often expensive, but the process of active designing and 
production could be seen as offering a more valuable learning experience than the 
passive consumption of a finished video or film. 

Student’s production of complex videos is also often used as an opportunity to 
stimulate their understanding of culture, citizenship and identity issues. As an 
example we can describe the interesting “VideoCulture“ research project that 
provides a case study of the potential outcomes and limiting factors of using media 
production with secondary school students in Germany, Hungary, the Czech 
Republic, England and the USA (Niesyto and Buckingham, 2001). Students’ aware-
ness of the fact that their films were viewed by students in other countries was seen 
as an important element of success of the projects and was part of real experience 
of multicultural education – to be able to understand and accept a different culture. 
The young people were found to be often highly innovative and modern producers 
of the videos, but they were less active as audiences. The young people proved to 
learn very much from the production of their own materials and were critical and 
often dismissive reviewers of each other’s audio-visual work.

Conclusion

All the above-described roles, features and examples of audio-visual media-
mediated communication could be developed to a valuable supplement of existing 
instructional approaches in an attempt to develop a maximal (inclusive, participa-
tive, values-led) model of education and youth’s development information acquisi-
tion. It is important to note the meaning and the possibilities of audio-visual 
communication in the context of Web-mediated communication. The role of 
audio-visual communication increases more and more there, but is very change-
able and dependent on using technical systems plus different economic potential 
of schools and households. A great advantage of computer nets (including Internet) 
is (Mašek, 2001):

•  a possibility to communicate, to introduce one’s own communicates and to 
get audio-visual information in global scale,

•  elimination of the informative “incommunicativeness” of the class – but with 
the weakened role of the teacher (parent), 

•  reduction of the traditional and satellite TV in the role of the main informative 
source – this situation begins with the interactive Internet (Hackbarth, 
1997), 
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•  awareness of the possibility to solve “closeness“ local relations and overcoming 
the influence of some social and regional special interest group and organiza-
tion (Roblyer and Burnette, 1996),

•  application of time synchronous sort of audio-visual communication (Mašek, 
2001), e.g., a classic dialogue with (video)telephone, videoconference. The 
communicator is forced to spontaneous reactions, because the interaction is 
more direct and it uncovers human personality.

It can appear that this technical audio-visual communication can lead to instruc-
tional aims and to acquire a human merit, but it could be very superficial con-
templation. In comparison with the “face to face“ communication, this way of 
information has many disadvantages, which cannot be underestimated in the 
educational process (Mašek, 2001):
•  it takes only a limited and determined quality of the communication contents. 

It can be the cause of low standard of distorted perception of human prob-
lems,

•  the time dependent communication without the possibility of interaction and 
feedback conceals the danger of overloading by the content. The teacher has 
to take the main position here and s/he has to introduce the communication 
theme during the whole process,

•  it can lead to overestimation of the “audio-visual (virtual) experience“ of the 
student because of the comfort and simplicity of “consumption“ of informa-
tion in school practice. Richard Louv (1991) interviewed students about their 
relation to nature. He found out that although the young people are interested 
in the ecological theme, they are not interested in the direct understanding of 
nature.

It is important to note that the purpose of this article is not the accurate 
delimitation of the role of audio-visual communication in the science educa-
tional process – this is very difficult and closely connected with the methodology 
of the instruction of the particular theme. For school practice, the balance of the 
mentioned possibilities of audio-visual communication can be certainly recom-
mended. Similarly, excessive and inadequate use of this kind of communication 
may lead to weakening or suppressing of educational effects. 
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Somme Remarks Concerning
 The New Educational Review

In my Message addressed to the Members of the International Editorial Board of 
the New Educational Review (The New Educational Review, 2004, vol. 2) I had the 
opportunity to express my opinion on the meaning and goals of this international 
periodical.

Firs of all I mentioned that the new journal will be focused on those changes in 
the world which make philosophers and pedagogues re-evaluate existing educa-
tional patterns, protect humanistic values in school/university education, e.g. 
against technology overwhelming man, and overcome barriers between people 
due to their nationality, social status or physical condition.

The first four volumes of The New Educational Review prove beyond doubt that 
both Editor in Chief, Professor S. Juszczyk, and the International Editorial Board 
rightly understand their tasks. In their Directions for Contributors (in each vol-
ume) they remind these main tasks as: synthesis of theoretical and empirical 
research in the science and learning, as well as attempts to reflect the variety of 
future currents in these fields.

I am not in a position to analyse and evaluate the content of all volumes. Nev-
ertheless my general opinion about the scientific level of the articles, written mostly 
by contributors from 3 universities: Czech, Slovak and Polish is positive. They 
broaden and deepen our knowledge about education, present similarities and dif-
ferences in understanding educational problems and in functioning of the school/
university systems, mainly in the three countries. They present also the ways of 
exploiting international original literature about learning and education. Unfortu-
nately, in this domain there occur differences among articles. Many of them rep-
resent real dialogue whit international literature, in some I could not see anything. 
Probably it is caused by a lack of sufficient contact with western pedagogy for many 

Wincenty Okoń
Poland
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years. After all the three countries joining the European Union this situation will 
soon be changed.

As a very good example of such changes I would like to mention some articles.

Volume 1:
S. Juszczyk, The chosen pedagogical, sociological and psychological aspects of a distance 
education.
Z. Melosik, University and the changes of contemporary culture.

Volume 2:
M. Golema, The place of anthropology in the philosophy of education.
V. Vrbik, Communicative approach to teaching programming.

Volume 3:
J. Trempała, Deregulation of life course and adolescents’ life goals.
P. Ondrejkovič, Tasks of educational sciences in the process of integration.

Volume 4:
V.P. Lane, J. Snaith, Distance learning, e-learning and blended learning. Problems 
and potential.
J. Błeszyński, Application of the development movement method in the therapy of 
a child.

Both the chosen articles und total content of all numbers the periodical prove 
beyond doubt that The New Educational Review may be considered as a scientific 
journal in the phase of dynamic development. It is necessary to help it, first of all 
by attracting more recognized contributors from other universities and other 
countries, as well as by further emphasising of its international character.

Warszawa, 4.02.2005
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Sociálna patológia a jej prevencia
(Social Pathology and its Prevention)

a book review

Hroncová J. a i.: 1. ed. Banská Bystrica: Pedagogická fakulta Univerzity 
Mateja Bela, 2004. p. 220.

The Pedagogic Faculty MBU in Banská Bystrica printed another publication that 
will be welcomed especially by university students on programmes of social peda-
gogy, social work and free time pedagogy. It will find its place in the libraries of 
those workers who deal with penitentiary and post-penitentiary care. It will 
undoubtedly address civil service workers who are involved in children and youth 
care. 

The authors under by Prof. PhDr. Jolana Hroncová, CSc., an experienced writer 
and scientific pedagogical worker of the Department of pedagogy at the PF MBU 
in Banská Bystrica, in twelve further structured chapters examine the most frequent 
reasons of deviant behaviour in Slovakia.

Besides the introductory chapter dedicated to the characteristics and classifica-
tion of social pathology, the authors analyze the reasons for and possibilities of 
prevention of socially non-accepted behaviour in relatively closed chapters.

The second chapter called Delinquency and Criminality as a Social Problem 
describes both characteristics of basic problems and basic reasons for criminality 
as stated in “The strategy of criminality prevention in Slovakia” and in “The tasks 
of criminality prevention for the Ministry of Labour, social affairs and family”. 
Special attention is paid to the relation of the Romany minority and criminality. 
As to its content, the chapter is a methodological basis for all the following chapters. 
J. Hroncová, P. Jusko and M. Šebian are the authors of this chapter.

Authors I. Emmerová and L. Vavrinčíková analyze Drug Addiction as a Social-
Pathological Phenomenon in a chronological order throughout the third chapter; 

Karol László
Slovak Republic
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the factors of drug addiction as well as its prevention. They have made up a basis 
for understanding particular pathological phenomena as well as their occurrence 
context.

In the forth chapter, J. Hroncová pays attention to pathological gambling. It is 
worthwhile since she deals with an important social problem lacking elaboration 
in many similar publications. 

In the fifth chapter, P. Jusko characterizes cult addiction as a phenomenon 
perceived from the educational perspective, from value orientation and moral 
formation. He pays particular attention to destructive cults and sects that “produce” 
dependent individuals. He deals both with the type of destructive power of cults 
and sects and with the mechanisms by which they endanger young people 
groups. 

In the chapter called Other Pathological Addictions I. Emmerová deals with 
non-material addictions such as workaholism, computers and the Internet, non-
adequate work with mobile phones, sex addiction, pathological shopping, bulimia 
and anorexia. Attention is paid not only to addictions but also to risks that come 
out of combinations of these addictions.

In the seventh chapter, J. Hroncová analyzes the problem of suicide. Like other 
authors (cf. for example the work by P. Ondrejkovič, Social pathology, 2000) she 
considers suicide, it means intentional self-killing, to be a social pathological 
problem. Perceptively and with appropriate foreknowledge she characterizes the 
problem from the sociological, medical, and psychological point of view. The 
author’s concept of prevention is worth attention, too. She takes into particular 
consideration the formation in family, school and in after school time with special 
emphasis on suicide prevention.

A. Hudecová deals with victimization throughout the eighth chapter. She 
understands victimization as both pathological behaviour and addiction. She pays 
a special attention to the victimization that is based on group relationship malfunc-
tion. She logically points to family environment influences where spiritual empti-
ness and the moral value level become the basis of anti-social behaviour being 
“spawn” for a future aggressor. 

Prostitution and other Sexual Deviations are dealt with by I. Emmerová in the 
ninth chapter. Besides the historical aspects of prostitution she characterizes 
prostitution as one of the oldest social phenomena that breaks the norms of social 
behaviour. The author analyzes the kinds of and reasons for prostitution. She 
sensitively points to not always relevant but most often claimed economical nature 
of prostitution. 

The author of the tenth chapter called Maltreatment, Abuse and Neglect of 
Children – the CAN Syndrome is A. Hudecová. Following the introductory char-
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acteristics of the problem, she continues to examine the basic forms of the CAN 
syndrome such as physical and psychical maltreatment, child neglect, and sexual 
child abuse. She also pays attention to the Romany population which often emerges 
from dysfunctional families; in those we often encounter the factors and depend-
ing signs of the CAN syndrome. The author points to the impact of neglected 
formation and education, and especially of emotional neglect, for child personal-
ity development. 

In the eleventh chapter called Endangered Subculture of Today’s Youth P. Jusko 
payss attention to the values, norms and symbols that characterize and influence 
youth’s behaviour. Besides the characteristics of the subculture as a notion, he 
examines types and functions of subcultures and he also gives characteristics of 
some youth subcultures, such as skinheads, graffitists, anarchists, hip hop, hackers, 
and hippies. Throughout the chapter the reader receives brief but accurate subcul-
ture characteristics as well as typical signs of the said subculture’s life style.

In the last chapter called The Coordinator of Drug and other Social Pathological 
Phenomena, I. Emmerová examines active prevention of social pathological phe-
nomena. She pays attention to coordinators of prevention, who fulfill exactly 
specified tasks in the area of social pathology prevention at basic and secondary 
schools. This chapter is enhanced by the outcomes of the research that was imple-
mented to test the circumstances motivating elementary school teachers to perform 
the function of drug and other social pathological phenomena prevention in the 
schools of Banská Bystrica region. 

The publication’s closing part is made up by Slovak and English résumé as well 
as brief characteristics of the publication authors.

I appreciate the authors’ effort to compose particular chapters so that they give 
them an opportunity not only to solve a current social pathological problem, but 
also to find ways of its prevention. At the close of each chapter there are drill 
questions that help particularly university students to understand current prob-
lems. I also positively evaluate the footnotes with literature sources that help stu-
dents quickly find additional sources. This professional work is written in a language 
that is understandable for broader public as well.
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