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Stanislaw Juszczyk Editor in Chief 

Editor's Preface 

The double number 2004/3-4 of The New Educational Review is the fourth issue of our journal since the start of 
its foundation in 2003. In December 2004 it finishes a year of its existence in the pedagogical space of the Central 
Europe. We assumed that our journal should become an international forum of the exchange of pedagogical 
thought on post-modern educational, social as well as cultural reality not only in the Central European 
countries but all over the world. In this issue we publish texts not only from Poland, the Czech Republic and 
Slovakia but also from England. Looking at the previous numbers of our journal we can conclude that except 
both theoretical and empirical research on phenomena and processes typical of the sciences of education, 
there were published interdisciplinary issues coming from the borderline of sociology, psychology and related 
problems, and the cognitive education developing dynamically in the world. We published the texts being the 
theoretical analyses, descriptions and discussions of empirical research and also the personal reflections on 
the range of mentioned problems. 

The diversity of problems presented in the journal found its realization in introducing the subject 
sessions - the same in succeeding issues or different ones - depending on the spectrum of problems that 
the contributors were concentrated on. 

I would like to present the subject sessions that appeared since the first issue up to the last one at the end of 
2004. 

1. 2003, Vol. 1, No 1: General pedagogy, Social pedagogy, Pedeutology, Selected 
problems of the educational systems, Postmodernism in pedagogy, Educa 
tional technology. 

2. 2004, Vol. 2, No 1 (2): Pedagogical therapy, Critical reflection about education 
and teaching, Chronicle. 

3. 2004, Vol.3, No 2 (3): Psychological problems of health and illness, Social 
pedagogy, Chosen aspects of education, Reviews. 

 



Stanislaw Juszczyk 

In this issue (2004, Vol. 4, No 3-4 (4)) we have proposed the following subject sessions: University teacher 
training and related problems, Information technology in education, Social pedagogy and Pedagogical therapy. 

I would like to draw the readers' attention to the problems of university teacher training that are presented by the 
researchers from the Pedagogic Faculty of Matej Bell University in Banska Bystrica (texts prepared by: E. 
Visniovsky; E. Visniovsky, J. Hroncova, Dagmar Kovacikova; B. Kosova), the 50th anniversary of which they 
remember this year. It is very interesting to study the role of the Pedagogic Faculty in the implementation of 
university teacher training, history of this education, its content, priorities and perspectives. 

The second important problem concerns the introducing of the information technology to the university 
teaching and learning that will have a significant influence on the all-didactic process, including the traditional 
one. It means that the university has to change its status from a regional (local) to a global one, from a pre-
industrial organization to a "post-modern" one. Therefore, on the one hand we have to restructure our university 
for technological change and on the other hand, we should rethink its new social role and functions in the 
society based on knowledge. The texts dealing with these problems have been prepared by: V.P. Lane and J. Snaith; 
J. Kapounova, D. Kricfalusi and E. Mechlova. 

The subject sessions: Social pedagogy and Pedagogical therapy will appear in our journal more and more 
frequently. Social pedagogy is a sub-discipline in the sciences of education which develops dynamically in 
different directions, taking into account the universal problems focused on social activity, creation of "social 
forces" and diagnosis of educational environment. The specific problems are connected with different social 
contexts and they create the following fields of problems: exclusion from society due to alcoholism, drug 
addiction, poverty, homelessness, and adaptation to society, modernization of educational environments, social 
activization in the context of contemporary trends of social transformation, relation of social pedagogy with social 
work, tasks of educational sciences in the process of integration, health education, resocialization and societal 
prophylactic (e.g. prophylactic of social pathology), problems of dysfunction of a family system (e.g. 
violence in family), role of the mass media in education, analysis of directions of environmental compensation, 
cultural and social contexts of educational process, and many other problems. 

The contemporary pedagogical therapy is a very important sub-discipline in pedagogy, because it is 
interested in educational, moral and social development of children, adolescents and families. The goal of 
therapy is removal of trouble in social interactions. 



Editor's Preface 

We hope that this edition and the succeeding ones will encourage new readers from different countries to 
participate in an open international discussion. On behalf of the editors board I would like to invite the 
representatives of different pedagogical sub-disciplines and related sciences to publish their texts in The New 
Educational Review. 
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Ludovit Vishovsky 
Pedagogic faculty 
Matej Bel University 
Banska Bystrica, Slovak Republic 

50 Years of University Teacher Training in Banska Bystrica and the Pedagogic 
Faculty in Banska Bystrica 

(An Extract of the Main Paper) 

Abstract  

The study gives out a survey of the university teacher training in Banska Bystrica over the last 50 years as well 
as the role of the Pedagogic Faculty in its implementat ion.  I t  concerns the history of  education,  i ts  content ,  
priori t ies and perspectives. 

Key words: teacher training, higher pedagogical schools, pedagogical institutes, pedagogical faculties, the 
content of teacher training, the relation of theory and practice in teacher training, the selection of applicants 

The history of teacher training in Banska Bystrica following the year 1945 has been determined by historic-
societal changes realized after the World War II. Those had been preceded by the endeavor of progressive 
teachers both in Czechia and Slovakia that had urged the need for academic university teacher training from the 
beginning of the 20th century. Progressive teachers substantiated the societal justification of their requirements 
by pedagogic and educational, political, and social needs of society as well as by the right to get the same 
academic education that priests, physicians and technicians had (J. Schubert, 1966, p. 20). 

Following the year 1945 the university teacher training of all stages was definitively solved by the President's 
Decree on teacher training issued on October 27,1945 (1945 statute-book No. 32, November 1945). According to this 
law the teachers of all stages and kinds get their education through either pedagogic or other university faculties 
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(departments). Out of this brief decree subsequent norms were derived such as the lawful regulation No. 100 on the 
formation of the pedagogic faculties issued on April 9,1946, the government regulation No. 170 of the statute-book 
from August 27,1946 through which the statute of the pedagogic faculties was issued and the length of study for 
future teachers set. Then further documents were passed which gave the pedagogic faculties their establishment 
under all Czechoslovakian universities in 1946. The law No. 32 authorized the government to also establish the 
branches of the pedagogic faculties outside the seats of universities. This is how PF under CU in Prague emerged 
with its branches in Plzefi and in Ceske Budejovice, under Masaryk University in Brno and Palacky University in 
Olomouc as well as the Pedagogic Faculty under Slovak University in Bratislava with branches in Banska Bystrica 
and Kosice. The task of the pedagogic faculties was: 

a) to freely research and cultivate pedagogical sciences with their ancillary 
branches of knowledge; 

b) to educate future teachers in pedagogical sciences for all stages and kinds of 
schools except universities, and to provide for the education in various other 
necessary fields to exercise the teacher profession, and to practically train 
them for this profession; 

c) to train the leaders of school and public workers and, according to the deci 
sion of the government secretary of education, to supplement teacher train 
ing (J. Schubert, 1996, p. 24).        .... ... : 

From the historical point of view, it is important and necessary to mention these facts in order that we 
understand the Banska Bystrica establishment of a branch of the PF SU in Bratislava already before 1954, based 
on an application of the PF according to the Law No. 100/1946 statute-book and § 6 of the government regu-
lation No. 170 issued on August 27, 1946. 

The branches of the SU began their activities in the 1949/50 academic year. The branch in Banska Bystrica did 
not fully develop its activities throughout the following years (space problems, low numbers of applicants) (J. 
Schubert, 1996, p. 60). These were the reasons why neither the deputy dean was nominated nor the proposed 
internal staff of teachers was estabilished. The activity of the branch, till its termination, consisted mostly in the 
teaching in non-residential teacher training programmes. The number of the students in 1947/48 academic year 
was 442; 1948/49 - 589; 1949/50 - 427; 1950/51 - 248 1951/52 - 177 and 1952/53 - 190 (J. Schuber, 1966, 
p. 76). 

A more profound reorganization took place from the 1953 academic year on. It was linked to the restructuring 
of the whole school system according to the Law No. 31 26 from April 24,1953. Both kindergarten teachers and 
lst-5th grade teachers, who had been supposed to take their training through pedagogic faculties till 
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1950 (from 1950 also through pedagogic secondary schools), were trained through three- or four-year pedagogic 
schools from 1953 on. The 6th-8th grade teachers were trained through two-year higher pedagogic schools, and 
teachers for secondary schools through pedagogic colleges. Under these circumstances an independent 
university prep school was founded in Banska Bystrica. 

The Origin of the Higher Pedagogic School in Banska Bystrica 

The history of teacher training in Banska Bystrica dates back to the fifties of the 19th century. Here was the 
teachers' "preparandia" founded in the 1856 school year; they taught in German and Latin as well as in Slovak. 
At that time already, considerations were made to establish a college. This endeavour did not fulfill its aim due 
to the socio-political situation of Austro-Hungary. An independent pedagogic college emerged almost 100 
years later, and as we have already said, it happened in the state-wide context. 

Based on the Government regulation No. 66/53 there appeared eight higher pedagogic schools with the 
Higher Pedagogic School in Banska Bystrica among them. It was the first college type school throughout more 
than 700 year history of the city. It began its activities on September 4, 1954. The first dean of the HPS was 
Doc. RNDr. Jozef Frano, CSc, an experienced university pedagogue who had come from the Pedagogic College 
in Bratislava. The majority of the teachers had no experience of a university pedagogue; nevertheless, they 
worked fervently from the very beginning. Out of those mentioned ones, Prof. RNDr. Jaroslav Mazurek, CSc. 
still works at the Department of geography. Doc. Dr. J. Frano was the dean of the HPS from September 1954 till 
February 1957 followed by J. Alberty, in the same month, till the end of the 1958/59 school year. 

The teachers who came to work at the newly established college primarily from secondary schools got step by 
step accustomed to the work of college teachers as well as to the college ways of working. In the first year 
following the school establishment, five departments were able to work but without good conditions for the 
specialization of teachers. One teacher was available for one field of study and he taught all the disciplines of 
the given field. External teachers took part in the teaching as well (many of them gained experience in the 
branch of the PF SU in Banska Bystrica). The situation improved since 1955/56 school year when the 
number or teachers reached 30. 

The HPSs, including the HPS in Banska Bystrica, had difficult tasks. If we look 
at the study content, study plans and the system of teacher training in detail, we 
can say: ,, , .. .,       . - , . , «        , - , . . ,       ,    , . , 
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- The higher pedagogic schools did not generally shorten the time limit devoted 
to particular subjects. However, the weekly number of hours for students have 
increased up to 36 hours of obligatory lectures, seminars or drills; 

- There was a dominance of lectures over seminars and practical drills; 
- The study plans put high expectations on students as to the number of exams 

and credits; it was an overexertion of students. A number of students had 
difficulties to meet these requirements (J. Schubert, 1966, p. 88). 

The two-year training was not sufficient, many people considered it shallow because students did not 
penetrate into problems more deeply, and they were not able to grasp solid foundations of scientific thinking for 
the purpose of both their final exam and pedagogical training. There was no time to prepare students for their 
independent work. In spite of this statement we must say that tens of outstanding teachers, directors and 
various school management workers as well as civil servants grew out of many Banska Bystrica HPS graduates. 

Beginning with 1957 there was a big decrease in in the number of weekly teach 
ing hours, the nomenclature of the scientific disciplines in both residential and 
non-residential study was changed. The requirements, study content and study 
literature was better worked out. • 

Teacher Training through the Pedagogic Institute in Banska Bystrica 

The level of teacher training at pedagogic schools, which educate teachers for elementary schools and 
kindergartens, as well as at higher pedagogic schools, which educate teachers for professional secondary schools, was 
permanently checked and reevaluated. The proposals for reconstruction of teacher training were first submitted 
already in 1957. In 1958 resolutions were accepted that recommended: 

1. to prepare elementary school teachers in 4-year university training, tempo 
rarily shortened to three years, in independent schools of district character; 

2. to prepare teachers for the 6th-l 1th grades as well as teachers of general teach 
ing at professional apprentice schools in 4-5-year university training, tem 
porarily collaterally at both pedagogic colleges and university faculties; 

3. to prepare kindergarten teachers in 4-year university training, temporarily 
at 2 year independent training institutions of professional character; 

4. to give formative educators training that is required by the age of children 
they are to educate. 

Proposals for the reorganization of teacher training said that university training should be available for teachers 
of all categories. There was divergence in opinions 
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as to where to train teachers. Two experimental institutes were started - one of them in Martin. 
A new conception of teacher training was accepted and codified by the Government regulation No. 57/1959 

dated July 31,1959 on pedagogic institutes as colleges of their own kind; they were opened in the school year 
1959/60. This is how the Pedagogic Institute in Banska Bystrica came to existence within the HPS in Banska 
Bystrica on September 1, 1959. The most distinctive progress in teacher training was made in teacher training 
for lst-5th grade elementary school teachers. The pedagogical part of the training improved despite the absence 
of instructions from special pedagogy, theory and methodology of school management. The preparation of 
teachers for public educational activities and after school activity as well as for practical training was improved. 
There were, however, more problems in the preparation of teachers for the 6th-9th grades. The first and second 
year of university training was the common ground. The authors of the conception thought that the common 
ground directed to the teaching of the lst-5th grades would provide a better selection of teachers for the 6th-9th 
grades, and that, in necessity, teachers would be able to add their assignment in the lst-5th grades of elementary 
schools. The praxis, however, was different. 

Already from the beginning of the school year 1962/63, teaching plans were modified again. Teachers for 
the lst-5th grades of elementary schools could choose, beside the qualification for this area, one field which they 
could teach in the 6th-9th grades of elementary schools. The possibility to teach 1 subject in the 6th-9th grades, 
however, initiated a number of graduates to go and teach in the 6th-9th grades of elementary schools. 

The introduction of one year of regulated training was fecund as to getting practical skills on one hand; 
on the other hand, it was a heavy burden for students - training, diploma thesis writing, finalizing of studies. 

The Origin of the Pedagogic Faculty in Banska Bystrica and its Development Till 1992 

The profound changes in the development of teacher training and in their preparation in Banska Bystrica 
happened on September 1,1964 through the merger of the Pedagogic Institute in Martin and in Banska Bystrica. 
Based on the Law No. 166,1964 statute-book, pedagogic faculties were established. In Czechoslovakia 12 were 
started, 4 of them in Slovakia, out of which one in Banska Bystrica. From the original 5 departments in the 
1963/64 academic year, the Pedagogic Faculty had as many as 16. The number of teachers increased 
accordingly. From the original 
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number of 11 teachers in 1954, it increased up to 116 within 10 years. The number 
of students increased as well. Step by step the material conditions improved largely. 
The construction of a new faculty building began in the 1966 academic year and 
finished in 1976. The construction took a long time; it was handed over by the then 
government secretary of education Prof. Ing. Stefan Chochol, CSc. The positions 
of the dean were consecutively taken by Prof. PhDr. Julius Alberty, CSc - the first 
dean of the Pedagogic Faculty in Banska Bystrica (1964-1970), Prof. PhDr. Jan 
Matejcik, CSc. (1970-1983), Prof. PhDr. Ludovit Visnovsky, CSc. (1983-1990), 
Prof. PhDr. Jan Findra, DrSc. (1990-1992). ,    .-.: ; ; ;.-...,. «     >- 

The faculty worked as one of the three independent pedagogic faculties in Slovakia. It took part in teacher 
training for the lst-5th grades, teacher training for the 6th-9th grades of elementary schools and, since 1977/78 
academic year, also in teacher training for all kinds of secondary schools. The Institute of Regional Research 
was part of the faculty, so were the centres for international students in Senec and in Herl'any, too. 

Beside a modern campus, modern physical training buildings and a swimming pool, university dormitories 
and a computing centre were finished. Classrooms were finished too, furnished by the latest computing 
technology, study rooms, garages, and fitting rooms. We can say the campus was one of the progressive ones not 
only in Slovakia but in the whole of Czechoslovakia. 

The faculty developed manifold cooperation with universities in Moravia and in Czechia, especially with the 
Pedagogic Faculties in Ostrava and in Hradec Kralove as well as in Hungary mainly with the Pedagogic 
College in Eger and Estergom, in Poland especially with the Pedagogic College in Bydgoszcz, and in the Soviet 
Union in Tula. It was not just a symbolic cooperation - the scientific-research tasks were realized together, there 
were mutual publications, teacher, student as well as chorus and group exchange, sport meetings were jointly 
organized. 

The professional and scientific-pedagogic structure of the workers changed 
adequately. The ratio of the teachers that reached the CSc. and DrSc. when com 
pared to 1983 at the close of 1989 increased from 37.9% to 52.1%. The ratio of 
professors and docents (assistant professors) grew from 27.2% to 29.1%, the 
number of docents from 36 to 51, the number of qualified lecturers with the CSc. 
from 30 to 53. . • , 

In the development of teacher training at the Pedagogic Faculty changes in structure and content took place. 
The study combinations of the 1st-5th grades with one more subject for the 2nd stage elementary school was 
removed. The profile of the teacher was strengthened through enhancing those subjects which determined the 
profile of the work of the teacher for the 1st stage. A new modification of teacher training made genuine teacher 
requirements. A possibility to gain academic titles 
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was originated as well as the possibility to put in for a job of university teacher at teaching faculties and a 
possibility for further scientific and pedagogic growth, and the like. 

There were no profound changes in the conception of teacher training for the remaining types of schools. 
Until 1976, the teacher training for the schools of the 2nd cycle was realized at university faculties. 

Based on the document "On further development of Czechoslovakian educa 
tional system" from 1976 as well as on the Law on universities from 1980, there 
were important changes in teacher training at pedagogic faculties too. For the first 
time in the history of university teacher training, an integrated preparation of 
teachers for higher grades of elementary schools and for all kinds of secondary 
schools in the area of general education subjects began. The nomenclature of study 
fields was unified, professional, pedagogic, psychological and practical training of 
future teachers was gradually improwed.     o , ; 

The Pedagogic Faculty Following the Establishment of Matej Bel University 

A new history of the Pedagogic Faculty began with the establishment of Matej Bel University in Banska 
Bystrica with two faculties - the Pedagogic Faculty and the Faculty of Economics in 1992. The Pedagogic 
Faculty was divided into two faculties, the Pedagogic Faculty and the Faculty of Natural and Societal Sciences. 
The latter divided later into the Faculty of Humanities and the Faculty of Natural Sciences of MBU. 

In the first academic year of the existence of the Pedagogic Faculty of MBU the educational process was 
exercised by 10 departments with altogether 121 workers including those in all sections of the dean's office. The 
faculty was located in new premises in Radvan with no gymnasium, and without a lot of necessary equipment and 
classrooms. The teaching process was realized by 87 teachers composed of 51 % of qualified lecturers without a 
scientific degree, only 3 professors and 8 docents. The faculty worked under difficult conditions for 8 years. In 
1997 the management of Matej Bel University decided to remodel the campus of a former military high school 
for the purposes of the Pedagogic and Philological Faculties. The reconstruction lasted till 2001. It cost 66 
millions of Slovak crowns. The equipment was partly financed by the faculty's own funds. The faculty moved into 
the new premises throughout February and March 2001. 
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Since 1992 the faculty was gradually developing its own concept of development fulfilling it by acts. 
The faculty extended study fields step by step. In 1992 there were two o them -teaching for the 1st stage 

elementary school and teaching of general education subjects. In 1994 two more emerged - missionary of 
evangelical churches and educational drillmaster. Through accreditation in 2000 the faculty was granted legal 
right to perform state examinations in 9 fields of study, in 4 BA programmes and in 5 MA programmes together 
with 12 specializations. 

Following the development strategy the preparation steps were taken to open studies of evangelical theology 
in the English language as well as the international accreditation of evangelical theology programmes was 
intensified. Various courses of distant studies were opened. Actions were taken to implement the computer in 
teaching. 

In all the study fields curricula, restructuring of subjects, a deep inner reconstruction, change of methods and 
forms of working in traditional lectures, seminars, tutorials, training, excursions, and distance studies took place. 

The numbers of students has been growing in both residential and nonresiden-tial studies. Beginning in 1992 
with 815 students up to today's 3768, out of whom 977 are residential students (15 international students) and 
2776 nonresidential students. It is the highest number of students from all faculties of the University; it 
represents 27.3% of the whole number of our University students. 

While shaping the student's profile, the faculty comes out of the needs of society responding to the required 
changes in society in the area of education's democratization and humanization. 

The scientific profile of the Pedagogic Faculty MBU comes out of the teachers' and scientific workers' major 
fields. The priority in basic and applied research is given the problems of the theory of teaching of subjects, 
problems of teacher training, its modernization, problems of preschool and elementary pedagogy, social 
pedagogy, free time pedagogy, problems of social work, school pedagogy, psychology, especially social and 
pedagogical psychology, personality psychology, problems of mathematical didactics, Slovak language and 
literature, education of arts, physical education, musical education, homeland knowledge and natural science, 
evangelical theology and mission, and other fields. 

In accordance with the scholarly profile and social function of the Pedagogic 
Faculty, scientific research tasks are solved by the staff of the faculty within the 
VEGA, KEGA, SOCRATES, TEMPUS and PHARE projects as well as state-ordered 
projects; there are also university's and faculty's own projects. The executive and 
integrative role of this process belongs mainly to the competence of the depart 
ments of pedagogy and psychology. ........  
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In the area of science as well as pedagogical process, the faculty cooperates with institutions abroad - in the 
Czech Republic, Poland, Germany, Hungary, and the USA and also with countries such as England, 
Australia, Belgium, Belarus, the Netherlands, Switzerland, and China. The faculty has realized over 28 
programmes of international cooperation. It has concluded 12 separate agreements on mutual cooperation with 
faculties abroad. 

The teachers of the faculty have realized over 740 business trips to foreign countries during the last 12 
years. In recent years, the faculty has organized 25 international conferences as well as conferences with 
international participation, tens of concerts, creative workshops, expositions of arts, and other activities. 

 

The Qualification Growth of Teachers has been changed 
substantially

 

 1992 1993 1994 1995 1996 1997 1998 1999 2000 2001 2002 2003 
Professors 2 3 1 2 3 3 3 3 6 11 11 12 
Docents 9 8 10 14 18 21 26 25 27 22 23 28 
Profes. assist-
ants with CSc. 
PhD. 

31 32 28 30 28 26 23 26 27 32 32 32 

Profes. assist-
ants without 
scientific title 

38 41 13 36 41 44 44 39 37 34 32 27 

Assistants 2 3 - 1 41 2 2 3 2 1 4 3 

The faculty's editorial and publishing activity has been growing. Scientific and 
pedagogical workers publish in scientific reviewed collections within as well as 
outside the faculty. The Acta Universitatis Matthaei Belii Pedagogicka Fakulta has 
been appearing for eight years. The departments also publish their own autono 
mous scientific collections. As a result of all scientific conferences and seminars 
separate collections are published. : . ^ .         ,     i.     ,   :,      ,    .:' 

The priority of the scientific research activity is not just to perfect qualification growth of faculty's workers 
but also to strengthen its international dimension. As an example of a growing publishing activity we may note 
the year of 2000, when faculty workers produced 56 book-like publications, out of which 37 within the PF 
MBU, 19 through external publishers. 17 monographs, 21 textbooks and professional texts, and 13 collections 
were published. 

109 creative workers have been taking part in the scientific research activity. On June 30, 2004 the faculty had 
14 professors (three of them with DrSc), 28 docents in their functional posts, and 64 professional assistants with 
PhD 31 workers are on their PhD programmes. Thanks to that out faculty has reached the best coef- 
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ficient of qualification structure of all at the University. The Pedagogic Faculty already in the past, in 
accordance with the law, held the right to award academic degree PaedDr. Since 1998 it has held the right to 
exercise the rigorous examinations and to grant the title PaedDr in 3 teaching fields, and since 2000 also the title 
PhD in the field of pedagogy. 

The faculty has accredited PhD programmes in three fields - the theory of teaching of general education subjects 
- specialization: theory of teaching at the 1st stage elementary school, pedagogy, and pedagogical psychology. 

It has the right to exercise habilitations and inaugurations within the mentioned 
fields. ■'• 

The pedagogical, scientific, publishing, cultural, and sports activities are supported by the whole faculty staff with 
its leaders. The post of the dean was held by: 

1992-1993 Doc. PhDr. Robert Rozim, CSc. 
1993-1996 Doc. RNDr. Pavol Hanzel, CSc. 
1996-1999 Doc. RNDr. Pavol Hanzel, CSc. 
1999-2002 Prof. PhDr. Eudovit Visnovsky, CSc. ' 
2002-until now Prof. PhDr. Beata Kosova, CSc. 

We have briefly featured the half-hundred-year history of the university teacher training in Banska Bystrica 
from the perspective of one faculty. The file of the faculty was, however, much more complicated and 
differentiated both internally and externally. It was determined by political as well as social changes, by inner 
push of tens of fervent workers, pedagogues and other employees. 

There were several positive activities in the life of the faculty that went beyond the boundaries and dimensions 
of the faculty, city and republic. Let us mention at least some of them. 

1. The Pedagogic Faculty has been continuously and at length engaged in the 
questions of the solution of theoretical and practical preparation of teachers. 

2. The second long inspected problem in the development of teacher training at 
teaching faculties is various kinds of pedagogical training (K. L a s z 16,1986). The 
Pedagogic Faculty in Banska Bystrica, together with other faculties, has given atten 
tion to this problem. As late as until 1989 it was the bearer and coordinator of the 
scientific-research activity in this area thanks to an effective cooperation among the 
pedagogic faculties in Banska Bystrica, Ostrava, Hradec Kralove and other faculties. 
A project as well as system of pedagogical training has been worked out, including 
the initial, running, subjective, assistant training and entries, and continuous 
pedagogical training (K. L a s z 16, 1996, pp. 57-59). 

The logic continuation, succession and gradation of pedagogical training have been prepared that 
climaxed in the work of probative, faculty teachers 
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(E. Visnovsky, 1978). It included the following forms of training with their content concretization: 
- running pedagogical training 
- inspectional pedagogical training 
- experimental pedagogical assistants' training 
Extremely important was the continuous pedagogical training realized in the 1st, 3rd, and 5th grade of studies 

(K. L a s z l o ,  1996, pp. 22-26). 
3. A further aimed worked-out problem in the history of the faculty was the problems of the selection and 

training of the applicants for teaching studies, which are an important part of pedagogical-professional 
orientation of future teachers (for more details see for example: M. Kryston, 1993, p. 136). 

Pedagogic-professional orientation in teacher training includes several phases: ; 1. Pre-preparation for the 
teachers vocation at elementary and secondary schools linked mainly to the motivation to choose the 
teacher's vocation. : 
2. Selection of applicants for the teacher s vocation. 
3. Strengthening of pedagogical-professional orientation during studies at 

teaching faculties. 
- All the three phases were properly focused by the faculty (M. Kryston, 1993, p. 140). 

Special attention must be paid to the problem of feminization in the teacher's ■  
Another important indicator in the history of university teacher training at the separate Pedagogic 

Faculty in Banska Bystrica was the orientation of multiple departments to work out the didactics of single 
subjects teaching. Thus, we may speak about the "schools" of teaching of various subjects. Various such 
schools have been formulated at the faculty. For instance, the school of the didactics of history teaching - 
headed by Prof. Dr. Julius Albert, CSc, the school of the didactics of physics teaching headed by Prof. RNDr. 
Stanislav Ondrejka, DrSc. and Prof. RNDr. Pavol Ferko, CSc, the school of the didactics of geography teaching 
headed by Prof. RNDr. Jaroslav Mazurek, CSc, the school of didactics of chemistry teaching headed by 
Prof. RNDr. Otto Tomecek, CSc. and Doc. Dr. M. Klein, CSc, the school of the didactics of mathematics 
teaching headed by Prof. RNDr. Pavol Krsnak, CSc, the school of the didactics of physical education teaching 
headed by Prof. PhDr. Jaroslav Starsi, CSc, the school of the didactics of music teaching headed by Prof. 
PhDr. Eva Langsteinova, CSc, the school of the didactics of literature teaching headed by Prof. PhDr. Ivan 
Plintovic, CSc. and Prof. PhDr. Brigita Simonova, CSc, who alongside the research into literature for 
children and youth takes also a distinctive part in the development of creative drama at the PR 
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Many personalities, who have made a meaningful contribution to the development of various scientific 
disciplines, grew up at the faculty. 

For a long time already, but extraordinarily within recent years, the Pedagogic Faculty has contributed to 
solving the problems of elementary pedagogy headed by Prof. Beata Kosova, CSc, of social pedagogy headed by 
Prof. Jolana Hroncova, CSc, of pedeutology problems and the theory of formative education headed by Prof. 
PhDr. Eudovit Visnovsky, CSc, of school and social psychology headed by Prof. Vladislav Kacani, DrSc We 
could mention more faculty workers with no claim for completeness. 

An important fact is that the Pedagogic Faculty MBU inaugurated or habilitated prestigious personalities of 
Slovak, Czech or Polish psychological and pedagogical sciences. We may recall at least some o them - Prof. RNDr. 
PhDr. Marie Wagnerova, CSc. and Prof. RNDr. P. Rican, CSc. from Husite Theological Faculty, CU in Prague, Prof. 
PhDr. PaedDr. Martin 2ilinek, CSc. from the FF UK in Bratislava Prof. PhDr. Blahoslav Kraus, CSc from the 
Pedagogic College in Hradec Kralove, Prof. PhDr. Adam Stankowski, CSc. from Silesian University in Katowice, 
Poland, Prof. PhDr. Rudolf Kohoutek, CSc. from the University in Brno, Prof. PhDr. Erich Petlak, CSc from the 
PF UKF in Nitra, Prof. PhDr. Viera Zbirkova, CSc. from the UKF in Nitra, Prof. PhDr. Ladislav Machacek, 
CSc. from the TU in Trnava, Prof. PhDr. Milan Darak, CSc. from the FPandHV PU in Presov, Prof. PhDr. Viera 
Bacova, DrSc from the PU in Presov, Prof. PhDr. Miroslav Tuma, DrSc. from the FPV UMB, Doc. PhDr. 
Sandor Balasz, CSc. Professor from the Pedagogic College in Eger, from among our workers Prof. PhDr. Beata 
Kosova, CSc, Prof. PhDr. Jolana Hroncova, CSc and many others that are not mentioned here. Among the first 
in Slovakia who took inauguration or habilitation in the theory of teaching for the 1st stage elementary school at the 
faculty: Prof. PaedDr. V. Korim, CSc, Prof. PhDr. B. Simonova, CSc, Prof. RNDr. P. Krsnak, CSc, Prof. Dr. R. 
Horvath, CSc from the PU in Presov, Prof. PhDr. E. Baranova, CSc. and other docents from our own faculty as 
well as from other faculties throughout Slovakia and abroad, especially from the Czech Republic. 

Another important activity of the Pedagogic Faculty in Banska Bystrica was the orientation and preparation of 
its students for activities in the time apart from teaching. 

A significant activity of the teaching faculties in Banska Bystrica was the formation of the Union of teaching 
faculties on July 7, 1994. Its first president was Prof. Ing. Jan Kolenicka, CSc, the dean of the FHPV MBU in 
Banska Bystrica. In the post of the president took terms deans of the PF MBU Doc RNDr. Pavel Hanzel, CSc, 
Prof. PhDr. Eudovit Visnovsky, CSc. and today's dean Prof. PhDr. Beata Kosova, CSc. The members of the 
Union are all teaching faculties in Slovakia that 



50 Years of University Teacher Training in Banska Bystrica ... 25 

declared their free will to remain in its bond. The goal of the Union is to support and coordinate the activities of 
particular subjects in order to support the development of science, education and culture in the spirit of 
national, humanistic and democratic traditions. 

The Union has been distinctively undertaking the profound questions of teacher training. It promotes and 
guards the role and function of the teacher as well as the teacher's vocation in society, it takes care of the 
development of teaching educational and educative institutions so that teachers have a dignified and high-toned 
place in the of university school system of the Slovak Republic. 
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Abstract 

The study deals with the history and present time of the Department of pedagogy and social work that 
came to existence on the basis of the Department of pedagogy. Its origins go back to the fifties of the 20th 
century, and its development is closely linked to the development of university teacher training in Banska 
Bystrica, the 50th anniversary of which we remember this year. The authors aim to expound the way the 
Department took part in the important changes of teacher training in Slovakia. 

Key words: Higher pedagogic school, Pedagogic institute, Pedagogic faculty, Matej Bel University, Department of 
pedagogy and psychology, Department of pedagogy, Department of pedagogy and social work. 

The Department of Pedagogy and Social Work was founded on the keystone of The Department of Pedagogy 
whose beginnings go back to the 1950s of the twentieth century. Its development is closely connected with the 
development of university teacher training in Banska Bystrica, the 50th anniversary of which we remember 
this year, and it went through both various periods and meaningful changes. In this contribution we want to 
demonstrate how the department took part in the meaningful modifications of the teacher training in 
Slovakia. 
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1st Period: The Higher Pedagogic School in Banska Bystrica 
Both the formation of department's basis and its separation began in this period in the frame of The Higher 

Pedagogic School in Banska Bystrica. This school came to existence in October 1954 through the government 
provision No. 66/1953, and it began to work in the academic year 1954/55 in the building where The A. 
Sladkovic High School had been placed before. The school's first dean was doc. RNDr. J. Frano, CSc. At that time, 
only a sub-department existed which was part of the Department of Marxism-Leninism and Pedagogy, and it had 
just one external member, Dr. Karol Kattos; he supplied teaching of all pedagogical and psychological disciplines. 
Dr. Kattos became an internal teacher for pedagogical and psychological disciplines in the summer term of 
1955/1956. A new external worker for the history of pedagogy PhDr. Jan Mikles joined the sub-department in 
the academic year 1956/57. A year later (1957/58) he became an internal member for pedagogy and Dr Karol 
Kattos for psychology. These two workers laid foundations for the independent Department of Pedagogy and 
Psychology founded in the academic year 1958/59. PhD Jan Mikles was its first director. 

2nd Period: The Pedagogic Institute in Banska Bystrica 
The department s development continued in the frame of the Pedagogic Institute in Banska Bystrica since 1959. 

From September 1959 on, higher pedagogical institutes were erected instead of the former pedagogical 
schools; they trained teachers for the 1st to 9th grades. In this context the Higher Pedagogic School in Banska 
Bystrica disappeared, and the Pedagogic Institute in Banska Bystrica was erected instead, and again, the 
Department of Pedagogy became a sub-department of the Department of Marxism-Leninism with Jozef Hagara, 
the Institute's director. Dr Julius Krnan had the leadership guidance over the sub-department. Beside the teaching 
of pedagogic and psychological disciplines, the department began to train teachers for extra-school educational 
activities. 

An independent Department of Pedagogy and Psychology came to existence in the academic year 1960/61 
under the leadership of psychologist Jaroslav Koday. Since that time a rapid personal growth of the department 
occurred. The department involved 7 internal members: two for psychology, three for pedagogy, and two for 
theory and practice of the child and youth movement. Since March 1,1964, the department was divided into two 
departments: the Department of Pedagogy and Psychology led by Dr Julius Krnan, and the Department of 
Methodologies and Pedagogic Praxis led by Dr Jaroslav Koday. At the jubilee academic year 1964/65 (10th 
anniversary of the faculty's birth) the department had 8 internal members, 5 for psychology and three for 
pedagogy (doc. Dr Jan Mikles, Eudovit Visnovsky, and Jan Kanda). Three teachers of pedagogy had to take 
care of the teaching of 
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pedagogic disciplines in both residential and non-residential studies of the Pedagogic Institute in Banska 
Bystrica as well as part of their assignment for the Pedagogic Institute in Martin; all that was very demanding, 
and it caused a need to increase the staff for pedagogy. 

3rd Period: The emergence and existence of the Pedogogic Faculty in Banska Bystrica 
The Pedagogic Institute in Banska Bystrica ended in 1964, and the Pedagogic Faculty in Banska Bystrica 

was founded by a merger of both Pedagogic Institutes in Banska Bystrica and in Martin 
During the formation of the Pedagogic Faculty in the academic year 1964/65 no organizational changes took 

place at the Department of Pedagogy and Psychology. However, the Department of Pedagogy and Psychology 
divided into independent departments, the Department of Pedagogy and the Department of Psychology, in the 
academic year 1965/66. Doc. PhDr. Jan Mikles became director of the Department of Pedagogy and remained 
in this position till his disengagement from the function on November 14,1970. Jan Mikles became the first 
professor of the Department of Pedagogy in 1969. He was an outstanding scholar of Czechoslovak Comeniology. 
He worked out the history of Slovak schools and pedagogy, especially of pre-school pedagogy. PhDr Ladislav 
Mihalik, CSc. succeeded him in the department's leadership. He was very engaged in didactic problems. In 1974, 
at the 20th anniversary of the Pedagogic Faculty in Banska Bystrica, the Department of Pedagogy had two 
sections: 

- a section of the 1st stage of elementary schools, led by PhDr. Jan Kanda, CSc., 
with 7 internal members; s 

- a section of the 2nd stage of elementary schools, led by PhDr. Ludovit 
Visnovsky, CSc, with 7 internal members. 

The organization, function, and shape of the department underwent changes in accordance with the 
development of the university teacher training. In 1975, the organization of training for all students of teacher 
training was given to the newly shaped Department of Social-political and Pedagogic Practice led by PhDr 
Eudovit Visnovsky, CSc. The Department of Pedagogy continued to teach pedagogic disciplines in all 
teacher training forms as well as in complementary pedagogic training of drillmasters and educators. It was 
led by Dr Jan Kovacik, CSc. from 1976 on, and he remained in this position till 1980. This period was 
marked by an extensive scientific and pedagogic growth of qualifications of department's members as well 
as by the general development of the department. The department served by both teaching of pedagogical 
disciplines and providing all kinds of training as well as by preparing students for their work outside les- 
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sons. Its members performed a rich speaking activity for both parental public and teachers from the field; it 
was directed to the questions of pupil's creativity, professional orientation, evaluation and classification as 
well as problems of raising in family. 

In the academic year 1980/81, the Department of Pedagogy and Psychology appeared again (out of 
previous departments of pedagogy, psychology and the Department of Social-political Practice); it was divided 
into three relatively independent sections: 

- a section of pedagogy and pedagogic practice led by PhDr. Jan Kanda, CSc; 
- a section of psychology (whose part was the didactic technique as well) led 

by doc. PhDr. Irena Glazerova, CSc; 
- a section of the pedagogy of child and youth movement and social-political 

practice led by RSDr. Jan Brindza, CSc. 
Psychologist doc. PhDr. Jaroslav Koday, CSc. became the department leader. In 1985, a section of the 1st stage 

elementary school teaching was formed, and it was changed into an independent department in 1987. It was led 
by doc. RSDr. Jan Brindza, CSc. till the end of 1989. 

During the 1980s, department members were taking part in the scientific-research activities as researchers 
and coordinators of state and field tasks, especially in the area of education theory, free-time pedagogy, 
pedeutology, and pedagogic practice. The elaboration of the concept of pedagogic practice and training 
schools was their special contribution. The department members played a significant role in the activity of the 
Slovak Pedagogic Society under the Slovak Academy of Science, where they worked in its key positions. 
Prof. PhDr. L. Visnovsky, CSc. was its president. The department was an important centre of pedagogic 
thinking and acting in central Slovakia as well as an organizational centre of the work of pedagogues, and also 
an organizer of numerous conferences, with the international conference on children and youth peace education 
(1986) as the most important. A special place was occupied by the series of Comeniology seminars for teachers' 
public, directors and students, organized throughout 1987-1992. 

Changes that occurred following the year 1989 marked the department's 
activity, too. The department was again divided into two independent depart 
ments: the Department of Psychology, and the Department pf Pedagogy 
enhanced by the members of the section of pedagogy of child and youth move 
ment and social-political practice. Prof. PhDr L. Visnovsky, CSc. became the 
department's leader, who asked for disengagement from this position as early 
as in 1990, and PhDr. Dagmar Kovacikova, CSc. became a new department 
leader, who held the post until 1995. :: ■ ...... ~ 
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In years 1990-1992 Prof. PhDr Jan Mikles, CSc. was part of the department; due to his long-lasting scientific 
work he became a high-toned, highly erudite scholar in pedagogic historiography and Comeniology. 

Following the social and political changes of the year 1989, the department accepted new requirements for 
training of teachers and educators. The innovation of teaching plans and of the content of all pedagogic disciplines 
was focused together with a new concept of pedagogy as a study discipline. The department continued to teach 
pedagogic disciplines on the common basis for the teaching of general education disciplines; it also guaranteed the 
study of pedagogy as well as the complementary study of both formative education and of drillmasters, and 
beginning with the academic year 1991/92, the bachelor study of formative education as well. 

4th Period: The emergence of Matej Bel University in Banska Bystrica 
Following the emergence of Matej Bel University (1992), the Department of Pedagogy was organized to 

become part of the Pedagogic Faculty of MBU as the beginning of its new history. It was transformed into a 
dynamically developing department in the area of pedagogy, scientific research and its members' qualification 
growth. Beaming in mind social changes and a new situation in our school system, its activity aimed at 
solving the problems of scientific development of particular pedagogic disciplines as well as at their 
transformation into the teaching process. An acute lack of adequate study literature was solved through writing 
texts on the theory of education, the general didactics, the theory of extra-school formative education, 
general pedagogy as well as the leadership in education and formative education, the pedagogic 
methodology, and social work and social pedagogy. 

The department provided for the teaching of pedagogical disciplines as the common basis for the teaching 
of general education disciplines for grades 5 to 12, complementary pedagogic studies for drillmasters and 
formative education as well as master degree teachers' studies in pedagogy. As a result of both the acceptance of 
new trends in pedagogy and social order, the department introduced a programme of complementary studies 
for university graduates of non-teaching study areas, the bachelor studies of formative education, etopedy 
(pedagogy for emotionally disordered - translator's note), social work as well as master programme in 
pedagogy of free time. Beginning in academic year 1994/95, master studies of social pedagogy were 
introduced, first linked to bachelor studies of formative education, and later to bachelor studies of social 
work. 

Prof. PhDr. Eudovit Visnovsky, CSc. headed the Department of Pedagogy from August 1995 on, and in 
1996, when he became vice-dean and later dean of the Faculty, the department was then led by doc. PhD 
Jolana Hroncova, CSc. She held 
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the position till January 2002 when she became vice-dean of the Faculty. The department progressively 
realized new study programmes, and in 1996 the bachelor studies of etopedy were opened. 

Both scientific and publishing activities of the department were focused on the problems of newly opened 
fields of study. As the result of an intensive scientific activity of the department members, various monographs 
and study texts from the area of social work, social pedagogy, the history of social work as well as school 
pedagogy, theory of formative education, theory of extra-school formative education, diagnostics, andragogy and 
other areas were written. 

During the academic year 1998/99, the Department of Pedagogy changed its name into the Department of 
Pedagogy and Social Work with two sections: a section of pedagogy led by PaedDr. Maria Koutekova, CSc. 
and a section of social work led by MA Tatiana Matulayova who joined the department in 1997. Among the first 
members of the section there were PhDr. Anna 2ilova (1997) and Peter Jusko(1998). 

The department trains teachers in the area of pedagogy in combination with other subjects (physical 
education, music, psychology, Slovak language and literature, and other subjects). It provides for pedagogical 
education on the common basis for all study field's of the 2nd and 3rd stage for both residential and non-residential 
students in our own Faculty, and also in the Faculty of Natural Sciences, and it also guarantees teacher training 
of all areas in all Faculties. It provides for the preparation in the area of formative education, pedagogy of free 
time, and in the area of social pedagogy which existed, together with the area of social work, already at the 
beginning of the development of social schools system in Banska Bystrica. There is an enormous number of 
people who wish to study social work, social pedagogy and formative education every year. 

The department offered additional study fields as well - master studies of ethical education, bachelor studies for 
drillmasters, and complementary pedagogic studies for drillmasters, educators, graduates as well as students of 
non-teaching programmes of technical and economic areas. 

As to the scientific research activity, the department members concentrate on pedeutological problems, 
problems of the raising in a family, marriage and parenthood education, problems of socio-pathological 
phenomena, questions of school history, extra-school as well as integrated education, and other up-to-date 
problems of school, extra-school and social pedagogy. 

In the area of international contacts, the department has a close cooperation with the Pedagogic Faculty of 
Hradec Kralove University, with Pedagogic Faculties in Opole, Bydgoszcz, Eger and Ostrava, as well as with 
several more ones. There was a period of several years of non-contractual cooperation in the area of the 
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education of social workers with Cleveland State University, Cleveland, USA. Among other activities of the 
department we can find a narrow cooperation with training as well, especially in the area of social services 
through volunteers - students of social work (Dr. Gregorova and Dr. Vavrincikova). It also takes part in 
numerous grants for the Anti-drug Fund in order to realize a project of primary drug addiction prevention for 
students of social work, and other fields (Dr. Jusko, Dr. Emmerova and team). It actively cooperates with the 
Centre of Counselling-Psychological Services, as well as in the area of the tertiary drug addiction prevention. 
The cooperation with training is fostered by other department members, too, for instance Prof. PhDr. E. 
Visnovsky, CSc, Doc. PhDr. A. 2ilova, PhD, Doc. PaedDr. K. Laszlo, CSc, PaedDr. A. Hudecova, CSc, 
PaedDr. M. Krystofi, CSc, PaedDr. V. Belkova, PhDr. V. Kovacova, CSc, and others. 

The improvement of staff qualifications belongs to one of the priorities of the department. Recently, the 
qualification structure of the department staff has changed profoundly; the scientific, publication and 
research activity of the department members has increased. Till August 2004, the Department of Pedagogy and 
Social Work was composed of the following staff with their main disciplines: 

2 professors: 
- Prof. PhDr. Eudovit Visnovsky, CSc. (the department leader) - main-focused: 

theory of formative education, theory of raising in family, methodology of 
pedagogy. 

- Prof. PhDr. Jolana Hroncova, CSc. (vice-dean and leader of the section of 
social work) - sociology of formative education, philosophy of formative 
education, social pedagogy, 

'    - Doc. PaedDr. Karol Laszlo, CSc. (deputy department leader) - general didac 
tics, management of formative education and training, 

- Doc. PaedDr. Maria Koutekova, CSc. (Gondova) (leader of the section of 
pedagogy) - theory of extra-school formative education, pedagogy of free 
time, theory of raising in family, . 

- Doc. PhDr. Dagmar Kovacikova, CSc. - history of pedagogy, comparative 
and general pedagogy, history of social work, 

- Doc. PaedDr. Anna Hudecova, CSc. - general didactics, pre-school pedagogy, 
didactics of pedagogy, social pedagogy, 

- Doc. PhDr. Anna 2ilova, PhD. - politics of employment, methods of social 
work, 

4 lecturers with an academic scientific degree CSc. and PhD.: 
- PaedDr. Miroslav Krystofi, CSc. (departments secretary) - theory of formative 

education, theory of extra-school formative education, pedagogy adults, 
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- PhDr. Eva Turanska, CSc. - history of pedagogy, general pedagogy, 
- PhDr. Viera Kovacova, CSc. (part-time) - general pedagogy, integrated 

formative education, 
- PaedDr. Vlasta Belkova, PhD. - special pedagogy, alternative family raising, 
5 lecturers without an academic scientific degree (all of them on their PhD 

programmes): 
- PhDr. Alzbeta Gregorova - sociology of formative education, social worker's 

ethics, 
- PaedDr. Peter Jusko - social politics, politics of employment, 
- MA Livia Nemcova - theory of raising in family, theory of formative educa 

tion, 
- PhDr. Lenka Vavrincikova - social pathology, 
- PaedDr. Patricia Zolyomiova - theory of raising in family, theory of formative 

education,  • . . 
1 scientific worker: 
- PhDr. Ingrid Emmerova - sociology and sociology of formative education, 
1 internal PhD candidate 
- PhDr. Martin Sebian. 
The department has 18 members altogether. 
If compared with the situation 12 years ago, when MBU came to existence, the qualification of the staff has 

improved by 1 professor (J. Hroncova) and 5 docents (K. Laszlo, M. Koutekova, D. Kovacikova, A. Hudecova, A. 
Zilova). Academic scientific degrees CSc. and PhD. were awarded to PaedDr. M. Kryston, CSc, PhDr. A. Zilova, 
PhD. and PaedDr. V. Belkova, PhD. 

External staff in made up by: JUDr. Jana Dubovcova, JUDr. Jarmila JanoSova, JUDr. Maria Kovacikova, 
MUDr. Peter Bielik, PhD., JUDr. Jana Diskanova, Ing. Maria Filipova, Mgr. Jolana Sirakova, Doc. PhDr. Emilia 
Kratochvilova, CSc, Prof. PhDr. PaedDr. Martin 2ilinek, CSc, Prof. PhDr. PaedDr. Jan Perhacs, CSc. In 
previous years there were also Prof. MUDr. Svetozar Dluholucky, CSc, Doc. MUDr. Stanislav Kunda, CSc, Prof. 
PhDr. Blahoslav Kraus, CSc. and others. 

The most important personalities of the department have been: Prof. PhDr. 
Jan Mikles, CSc, Doc. PhDr. Jan Halaj, CSc, and Doc. PhDr. Ladislav Mihalik, 
CSc; now Prof. PhDr. Ludovit Visnovsky, CSc. and Prof. PhDr. Jolana Hron 
cova, CSc. ; 

Prof. PhDr. Jan Mikles, CSc an important representative of Czechoslovak Come-nilogy as well as of the history 
of Slovak school systems, left behind extensive scientific work, in which it is difficult to find the dividing line 
of particular areas of his scientific as well as translator's activity because they are mutually intertwined and 
complemented. Based on heuristic research, he pictured important person- 
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alities of Slovak philosophy and pedagogy, of the history of pre-school formative education, of regional schools 
as well as of teacher training with special regard to Comeniological questions. 

Doc. PhDr. Jan Halaj, CSc, from the end of the 1960s on, took a special interest in the problems of ecological 
formative education and its realization in elementary and secondary schools as well as in universities. He can be 
considered pioneer of this kind of formative education within the whole Czechoslovak Republic. He was 
member of a working group of the Secretariat of Czechoslovak committee for cooperation with UNESCO in 
Prague, for which he worked out materials for its report on the situation of formative education towards 
environmental care in Czechoslovakia. The result of his systematic work in the area of ecological formative 
education was a monograph called Formative Education towards Protection of the Nature (Vychova k 
ochraneprirody) published in 1980. With regard to the authors position to the regime, the preparation for this book 
publication took a very long time, however, it was the first book of this kind ever published in Czechslovakia, and 
it even gained appraisal as the most beautiful book of the year (Turanska, 2004). 

Doc. PhDr. Ladislav Mihdlik, CSc. throughout his research and publications took a long-standing interest in 
didactic questions of the 1st stage elementary school. As a result of his scientific activity there appeared 
publications of nationwide importance An Effort towards a Higher Quality of Knowledge (Usilie za vyssiu 
kvalitu vedomosti, 1959) and An Analysis of a Teaching Hour (Analyza vyucovacej hodiny, 1988). 

Prof. PhDr. Ludovit Visnovsky, CSc, in the 1980s, held the post of the president of the Slovak Pedagogic 
Society under the Slovak Academy of Science and of the Faculty's Dean (again in 1999-2002). One of his merits 
is that he vigorously supported qualification growth of the department staff; he did the same for staff 
members of different departments of the Pedagogic Faculty in Banska Bystrica as well as for other Faculties in 
Slovakia. Also important is his publication activity in the area of the theory of formative education and of 
school and extra-school pedagogy. From among his publications we can mention - The Theory of Formative 
Education (Teoria vychovy, published in 1993, 1998, 2002), The Methodology of Diploma Theses (Metodika 
diplomovej prdce, 1994), Basics of School Pedagogy (Zdklady skolskej pedagogiky, 2001, together with V. Kacani 
and team.), A Class Teacher (Triedny ucitel, 2000). 

Prof. PhDr. Jolana Hroncovd, CSc. in her scientific and publication activity takes a special interest in social 
pedagogy and in the questions of social-pathological phenomena of children and youth paying special 
attention to social settings. She is a scientific editor of the Acta Universitatis Matthaei Belii as well as of 
various scientific collections. The most important publications of Prof. Hroncova are -.The 
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Sociology of Formative Education (Sociologia vychovy, 1996), Social Pedagogy and Social 
Work(Socidlnapedagogikaasocidlna prdca,Hr oncova, J. and team, 2000, 2001), Social Pathology 
(Socidlna patologia, Hroncova, J. and team, 2004). 

Recently, a number of the department members focused their scientific research and publication activity on the 
questions of social pedagogy and social work; they worked out a monograph of nationwide importance. Social 
pedagogy and social work (Socidlnapedagogika asocidlneprdca, J. Hroncova - A. Hudecova -T. 
Matulayova, 2000) became a basic textbook for both secondary schools and universities. In a monograph 
called The Basic Questions of the History of Social Work (Zdkladne otdzky dejin socidlne] prdce, D. Kovacikova, 
2000), which is the first of its kind in Slovakia, methodological aspects, attributes and a conception of the history 
of social work are worked out. Theoretical questions of social work as a scientific discipline were published in 
Chapters from the Theory of Social Work (Kapitoly z tedrie socidlnej prdce, A. Zilova, 2000). From the point of 
view of both school and extra-school practice, there are important publications called The Theory and Practice 
in Teacher Training (Teoria a prax vo vzdeldvani ucitel'ov, K. Laszlo, 1996), A General Theory of Pedagogic 
Diagnostics (Vseobecnd teoria pedagogickej diagnostiky, M. Koutekova, 1997), General Didactics (Vseobecnd 
didaktika, K. Laszlo, 1997) A Class Teacher (Triedny ucitel', E. Visnovsky, 2000), The Basics of School 
Pedagogy (Zdklady skolskej pedagogiky, E. Visnovsky - L. Kacani and t earn, 2001), Dyslexia and Dysgraphia- 
Remedy Possibilities (Dyslexia anddysgrafia - moinosti ndpravy, V. Belkova - D. Kmet'ova, 2002), The 
Education of Children and Youth in their Free Time (Edukdcia deti a mlddeze vo volhom case, M. Kryston, 
2003), An Introduction into Andragogy and the Psychology of Adults (Uvod do andragogiky apsychologie 
dospelych, M. Kryston, G. Sabolova, 2003), Basics of the Pedagogy for Social and Mission Workers 
(Zdklady pedagogiky pre socidlnych a misijnych pracovnikov. D. Kovacikova, V. Kovacova, E. 
Turanska, V. Belkova, 2004), Social Pathology (Socidlna patologia, J. Hroncova, and team, 
2004), Motivation in an Educational Environment (Motivdcia v edukacnom prostredi, K. Laszlo, 2004) and 
others. 

In September 2004, the Department of Pedagogy and Social Work split into two independent departments: 
the Department of Pedagogy (led by Doc. K. Laszlo, CSc.) and the Department of Social Work (led by Doc. A. 
Hudecova, CSc.) 

Troughout the whole 50-year history of university teacher training, the Department of Pedagogy took an 
important part in the elaborating of various pedeuto-logically oriented questions. These were mainly the 
following problems: 

The relation between theoretical and practical teacher training; 
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Questions of practical teacher training, problems of goals, content and forms of particular pedagogic training 
including the work of the drill-teachers, faculties and drill-schools; 
Problems of motivation, choice as well as training of candidates for teacher Problems of teacher training for 
extra-school activities, the elaboration of the theory and methods of these activities. 

The department members paid attention to the questions of content, methods and forms of teacher training 
with special regard to their pedeutological element. 

In the 1990s, the leading position was gradually taken by questions of formative education outside the teaching 
process, pedagogy of free time, social pedagogy and social work, special pedagogy as well as further current 
problems in accordance with the needs of development of particular fields of study and graduates' profiles, 
being now either worked on or taken part in by the department. It concerns the following areas: 

Teaching of academic subjects (common basis); 
Teaching of academic subjects -pedagogy;     
Teaching of professional and practical subjects; 
Pedagogy - BA, MA and PhD studies; 
Social pedagogy - master studies; 
Pedagogy of free time - master studies. 
The department members are co- guarantors of habilitations as well as inaugurations in the area of pedagogy. 

There are also rigorous examinations in this area to get the PaedDr. and PhDr. degrees. 
While providing for all the mentioned activities, the department closely cooperates with the departments 

within University as well as with faculties in the Slovak Republic and abroad. The results of the cooperation 
especially with the faculties in the Czech Republic (Hradec Kralove, Praha, Brno, Olomouc, Ostrava), in Poland 
(Bydgoszcz, Opole, Katowice), Hungary (Estergom, Eger), Russia (Moscow, Tula) have been published in 
numerous scientific collections and presented during joint international conferences and seminars, while 
realizing mutual scientific research projects. They guarantee further development of both departments - the 
Department of Pedagogy and The Department of Social Work. 
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The Perspectives of University Teacher Training - Bases, Paradigms, and 
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Abstract 

The study deals with basic foundations for todays understanding of the teacher profession and the 
preparation for it. It analyses the social and personal implications of the globalization process for a human 
being that are mirrored in new requirements for the role of formative education, role of school, understanding 
of a child. The worldwide crisis of the teacher profession requires aimed steps towards the strengthening of a 
teacher's status in society as well as profound reforms of teacher training. Postmodern plurality influences the 
existence of various ahead-pushed models of teacher training worldwide. 

Key words: Social implications of globalization, education in the 21st century, anthropological understanding of 
science and pedagogy, function of the school, crisis of the teacher profession, models of teacher training. 

'■ Answering the question: "Where do you go formative education, school, and teacher profession?" can be 
quite difficult. There scarcely exists another area of social life where both multifactor and multi-paradigm 
influences of human acting meet so naturally and intensively as they do in the case of human education and the 
profession linked to it. It is impossible to characterize all of them; we can only point to those provoking ones 
that challenge us to think and to act. 

Thoughts on the future of the teacher profession and preparation come out from various resources that 
influence its development. One group is made up by the influences of social development and life praxis in both 
global and our local setting, present situation, trends, international interventions. Social development influ- 
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ences value orientation and everyday behaviour of people, which is also mirrored in the changes of a child, 
school, and the teacher profession as well as in the demands on them. A second group is made, up by the 
scientific-theoretical resources, by a changing paradigm of science, a development of prevailing philosophical 
views, theories that concern education, postmodern thinking, and empirical research; all that finds its 
expression in a new way of looking at a human being, at the meaning of his life and education, and thus also in 
the theories of education as well as in the models of teacher training. 

The Development of Worldwide Society and Education 

It is since about the 1970s of the 20th century that there have been processes in all areas of human society which 
go out of the control of national states, and they spontaneously lead to an integration of organizations on a 
higher level; they are now called globalization. The International Monetary Fund is defined as "global growing 
economic interdependence of countries being a result of a growing number and kinds of trans-border 
exchange of goods and services, international money flow and ... spreading technologies." (M e z f i c k y, 2003, 
p. 10). At first it was mainly a bunch of economic activities that mobilized unprecedented growth of economy of 
the then developing countries (e.g. South Korea, Taiwan) that joined the liberal market. The conditions for life 
quality improvement were created, which can be proved by the growth of world s consumption (according to Mezf 
icky, starting with US$ 12 billion in 1975 up to US$ 24 billion in 1998). That enhanced human potential and 
broad interpersonal communication not only through communication means but also through political, 
cultural, scientific entities, which include international educational organizations. 

Since one of the basic features of globalization is a profound change of technology, which means intertwined 
economy and the priority of information exchange and processing, the new economy requires chiefly 
intellectual production that causes extraordinary growth of the importance of human resources. The factor of 
readiness and accessibility proved to be of key importance during the long-time observation of eight ingoing 
factors that decide about prosperity and competitive ability. (H e 1 u s, 2001b, p. 26). That is why many 
countries have significantly invested in education. At present in the OECD countries, 20% of population went 
through university training and another approx. 50% passed secondary school training (OECD, 1997, p. 38). 
For the sake of comparison, in Slovakia according to the 2001 census, out of the adult population, 7.9% have 
university training and 49% secondary training, but only 25.2% the entire one. The increase of the impor- 
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tance of education is a great positive challenge; however, it can also be a big danger for the transforming 
countries joining these processes belatedly. Economic context, that marks a human being "capital" too, holds a 
reductionist character in its relation to education. Man is oriented towards professional success and 
career, competitive self-promotion, specialization, information skills, but also towards consumption, which 
according to Helus (2001, p. 28) means that man comes out of it limited to a certain fragmentariness, and 
therefore it is impossible to subordinate education to man if it is to be anthropologically balanced. Education 
becomes a commodity similar to any other commodity. The pressure to increase the number of educated 
population necessarily leads to the lowering of criteria of its quality, which unfortunately concerns teacher 
training as well. In our country, contrary to the developed countries of the EU, the reductionist tendencies 
are also supported by the lack of financial means as well as by long-lasting absence of the subjects that point 
to a personal and spiritual cultivation of a human; that concerns all school stages including teacher training. An 
exemplary expression of such reductionism is the incomprehension of the role of education by some academic 
officials or representatives of the decisive sphere, who support the idea of shortening university teacher 
training to the bachelor level (first degree). 

All new international challenges, activities, programmes and memoranda concerning education of any 
age group come out of the understanding of the future as both learning society and economy based on 
knowledge (knowledge society). On the one hand, being under the influence of globalization of education, those 
lead to its internationalization and unification of requirements or basic principles aiming at mobility and 
international use of graduates (for instance, the Bologna Declaration, ECTS). On the other hand, many of these 
documents prevent the said reductionism by explaining what all learning and knowledge is. In fact, it does not 
mean any understanding of narrowed knowledge. It first of all means permanent learning that continues over 
the life span, which presuposes being able, at any age, to join education opened up from various resources and 
in various forms that help to find a pattern of success for everyone since they are oriented towards the user. 
(Memorandum ...). The anthropological orientation towards the development of the whole personality as of 
primary importance is underlined by the well-known 4 pillars of formation and education for the 21st century 
defined by the international committee of UNECSO: learning to cognize, learning to act, learning to live 
together, and learning to be (Delors, 1997); these do not favour fragmental knowledge of a certain kind but 
complex human skills and values that are a guarantee of active self-development as well as of positive social 
activities. 
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Social and Personal Consequences of Globalization for Education 

Uncontrolled processes of globalization initiate antagonistic consequences. In 
spite of economic growth, the inequality in wealth distribution is increasing; 20% 
of the world's richest population consumes 86% while the poorest 20% only 1% 
(M e z f i cky, 2003, p. 16). An effort to get maximum profits leads to ever more 
ruthless ways of leadership (S k a 1 k o v a, 2000, p. 14); an unprecedented influence 
is acquired by rich investors. An endeavour to most effectively use the resources 
leads to irresponsibility of anonymous multinational corporations for local eco 
logical and social consequences, to transferring of production towards cheap 
labour in economic peripheries where disintegration of natural communities with 
no respect to national interests occurs. All that leads to immense growth of social 
tension, escalation of hate, fundamentalist ways of defense. And these processes 
are carried on in three incommensurable contexts - in the post-colonial context 
with the most drastic features, in the post-communist context where the cleavages 
have not yet fully appeared but are to be expected, therefore it is necessary to be 
prepared to face them, and in the so-called post-modern context.  

Evidently, the consequences of globalization are the most serious ones; they cause the changes of personality, 
declared as a crisis of present day man; they are directly linked to the formative education tasks. The shortened 
process from an invention to its mass expansion, let's call it a transformation of time and space in our life, leads 
to orientation to consumption; the spreading of communication means leads to supersaturation also by 
damaging information, to non-committal games during which it is possible even to kill, to a vast medial 
manipulation of human subject in the area of fashion, advertisement, and even to increased indifference of 
human consciousness to anti-human military actions and to influencing the subliminal levels of human psyche. It 
also makes possible the expansion of unified urban and industrial culture, mainly American, which leads to 
aesthetic insensitivity as well as to stolidity of higher feelings. These processes, in the form of 8 deadly sins of 
human behaviour, are pertinently analyzed by ethologist Konrad Lorenz (1990) who, together with other authors, 
states that ever growing mass numbers of people are drawn into conformity and doctrines, and thanks to their 
feelings of emptiness and helplessness against the mighty ones they become indifferent and extrinsically controlled. 
The process of globalization liquidates human identity reducing man to his efficient and consumerist function; a 
fast time flow as well as a throwaway seduction substitute, pondering over one's own meaning of life, reflection of 
one's own thoughts and acts, a conscious projection of future life. "An individual directed from the outside ... is 
dependent on what is outside him and what profoundly shapes him. A possibility of his own autonomous choice 
... 
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is considerably limited" (M u c h a, 2003, p. 121). Man alienates not only from the world, which is alien to him, 
but also from his own human nature, which consists in valuable self-realization and in developing coexistence 
with others. Is this process really profound mutation of human nature and death of a subject that we must only 
accommodate to, or is there any other option? 

There are both pessimistic and optimistic scenarios of the future. For those optimistic ones, the experts 
call for an international control of globalization processes together with a new human ethical code conditioned 
by a changed formative education to be realized for masses of people through training that by quality brings 
forth authentic, creative, free, responsible, and integrated personalities, who consciously control their life and 
development, not just for themselves but for the benefit of other people and the whole world. To say it after 
Jacque Delors: "...to modify humanity so that people are able to get control over their own development. It must 
permit all people, without exception, to take their destiny into their own hands so that they can contribute to 
the progress of the society they live in. At the same time, it should be based on responsible participation of all 
individuals and communities." (S k a 1 k o v a, 2000, p. 21). Education has never before in history been given 
such a high responsibility for the future of human society. As a result, the main task of humanities is changed, 
and therefore of all those connected with teaching. Unlike positivism and rationalism, it does not primarily 
mean explanation of to what extent human worlds view corresponds with objective facts; it rather means 
that man by his actions, which are determined by sharing with others, builds a different world and himself as 
its part. 

If this responsibility of education is illusory or exaggerated, there remains a fact that to mobilize a break in 
thinking and so to limit negative connotations of those in our country still undisclosed and therefore 
unconscious, is a duty of teachers' teachers. Who else if not the intellectual elite in faculties for teachers and in 
institutions of their further education has to start the chain of really substantial changes? Even though we have 
done a lot, it is still more in theory than in our own practice. Each of us, whatever subject of teacher training it 
concerns, should realize in it a. re-evaluation of priorities from the point of view of human needs in the 21s* 
century. Whether we will teach and require precise words of definitions as our priority, or deep 
understanding of their essence and coherence, precise knowledge of schemas and formulas or their logical 
deduction and argumentation, recitation of Latin names of plants and bones or a really shown engaged attitude 
to nature and health, precise determination of all teaching methods or an ability to apply them according to 
educational, social and emotional needs of a specific group or individual. In other words, whether we will 
continue strictly and exactly in the spirit of anthropologically understood science, and thus of logic that 
shapes 
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a subject, a human being, whether a child or a future teacher. To clarify it using an example of the anthropological 
change of pedagogy, and therefore of all didactics: pedagogy is no longer denned as a science of education in the 
sense of a teacher's activity, but as a science of a human being in a situation of education (Kucerova, 1990, p. 8) - 
it means a science of a changing child under the influence of a changing teacher. 

Changes in understanding the School and Child 

We will be made to acknowledge these changes also by gradually changing the understanding of the function 
of the school. The legislations of various EU countries want the school to be not only an educational and 
formative institution, but to have a broader meaning as service to the child. It means that school, unlike its 
former transmissive model, "takes over the role of an interactive and integrative institution in the formation and 
education of children and youth" (W a 11 e r o v a, 2001b, p. 13). Vasutova (2001, pp. 33-34) formulated 4 broad 
functions of the present school that correspond with the 4 pillars of the education for the 21st century. The 
broadly understood qualification function, which coheres with the pillar to learn to cognize, involves a narrower 
cognitive function because it qualifies pupils for further study, a methodical-coordinative function because it 
is realized in the sense of providing methodology for lifelong learning, a technological one because it is to 
mediate the adoption of teaching and working techniques, and a professionalization function because it 
qualifies pupils for the performance of the profession. The socialization function coheres with the pillar to learn 
to live together, and it provides for both secondary socialization and protection of the child against harmful 
influences and violence through creating an environment of trust and safety. The integrative function fulfills the 
pillar to act through the training of pupils for an active personal and public life. The personalization function 
coheres with the pillar to learn to be; it represents a support of pupil's individuality including compensations of 
their inadequacies, providing for equal chances in education chances, and a leadership to self-shaping. 
Emphasized is the already mentioned model of a learning school whose basic condition is a certain rate of 
school's autonomy enabling one to create school's and pupils' own development programme based on continual 
inner evaluation and the following innovations. Thus understood function of school is a basis of school reforms in 
the EU countries as well as in the countries undergoing transformation, e.g. in the Czech Republic, and it also 
is a basis for newly verbalized requirements for teacher s professionalism. 



The Perspectives of University Teacher Training - Bases, Paradigms, and ... 45 

It is clear that a change of viewing the school is closely linked to the changes of understanding the 
childhood and the child characterized as a turning to child (for more details see the paper of Prof. Helus). It is 
necessary to emphasize that the orientation of education towards potentials of each individuality as well as 
towards activities that realize those potentials prevails in order that education becomes what it can be. 
Potentials become recent events also when the teacher recognizes them and gives them developing care. If he 
fails there appears a situation that can be characterized as a "psychical analogy to physical amputations" (Helus, 
1991), which can be later only scarcely compensated. Unlike the depersonalized understanding of teaching as 
passing on the same objective facts in a maximal separation from the "noise" of the surrounding world, the 
research of resent years has proved that the better linkage is reached with what is necessary to teach to what the 
pupils already know and what they see important and meaningful on the background of interpersonal 
encounters, discussions, finding the coherences while not endangering self-understanding, the more positive 
attitudes, good performance we find, and thus education approaches motivated self-learning faster (Helus, 
2001, p. 37). 

The Situation of the Teacher Profession and its Readiness for 
Changes . 

Since the meeting of the international conference on education ICE - UNESCO held in 1975, people have 
talked about the changing role of a teacher (Kasacova, 2002, p. 28), however, especially in the 1990s they began 
to excessively emphasize the teacher's decisive role for the edification of a learning society based on knowledge, 
and they express their assumptions that the meaning of this role will grow throughout the 21st century (Delors, 
1997). 

In the context of the previous considerations, is the family of teachers ready for this grandiose task? The 
answer now is "no" both under worldwide and especially under Slovak conditions. Various authors 
(Hargreaves, Walterova, Helus, Kasacova, Rosa) concur that following a certain period of profes-
sional autonomy of the second part of the 20th century, when regular under-grad-uate training was introduced 
and the teacher's statute was made better, there began a period of de-professionalism in the 1970s or, in other 
words, of a crisis of the teacher profession. The so-called period of neo-professionalism, which means 
seeking a new professional identity of the teacher and realization of steps to increase its status, is typical of the 
developed countries since the 1990s. The European commission published four basic comparative reports on the 
situation of the teacher 
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profession in 2001 (all are available at www.eurydice.org), which show that the signs of the neo-professionalism 
period in transforming countries, exemplarily in Slovakia, have not yet significantly appeared. 

One of the important conferences of OECD on educational reforms called The School of Tomorrow, held in 
Holland in 2000, worked out six possible scenarios of the development of present day schools. One of them, called 
an exodus of teachers, presumes teachers to become a weak part of the educational system to such an extent that 
the collapse would happen because of them. Therefore, what is the reason for the crisis of the teacher 
profession? The external expressions are the following: 

• Aging of teacher staff- half of the Europe's teachers is over 40 years of age and 
more than one fifth of them over 50; in Slovakia according to the data from 
2000 9% of teachers are over 40 years of age, 23.2% over 50, and 8.7% at the 
retirement age; 

• Feminization of the vocation - currently in the OECD countries, the ratio of 
women in elementary schools averages 60-70%, and it shows a continual 
growth, for the primary stage it is 80%, in Slovakia even 91%; 

• Lack of qualified teachers is manifested almost everywhere including the USA 
with the exception of Germany, the Netherlands and the Flemish part of 
Belgium. In Slovakia, the problem is dealt with in a unique way; the Ministry 
of Education has prepared an ordinance stating that a teacher can teach with 
out qualification 50% of the engagement; that favours the idea that they do not 
need university teacher training which endangers teachers' qualification; 

• Low salary appraisal - in comparison with professions that require university 
training, in Slovakia the maximum - minimum salary ratio compared to the 
GDP per capita (which really pictures the buying power in the country) in 
2001 ranged from 53 to 78%, which is together with Hungary and Lithuania 
the worse situation in all EU states (Eurydice, 2003c); 

• Profession's unattractiveness and unconcern for it, which merges in ever lower 
interest in teacher training, graduates do not start their jobs at schools, there 
is an escalation of leaving the profession especially among those of younger 
age categories; 

• No possibility of career growth (this is especially true for Slovakia, not for the 
whole Europe), the prevailing majority of teachers spend their whole career 
in the same post, because there are no career posts that would distinguish 
teachers also according to the quality of their work (often spending the whole 
career in the same school); 

• High requirements on the profession caused by a rapid expansion of knowl 
edge, science and technology development, the demands of the public and 
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parents, changes of child population and so on, while there are no sustaining provisions or privileges in the 
area of social or health benefits. It is necessary to emphasize that the mentioned features are in a relation to the 
internal signs of the crisis, which are more significant because they influence the teacher's personality, and 
they deepen the crisis from the inside and prevent any change. These are for instance: 

• resignation, helplessness, even burn-out, which is founded, for example, in 
the fact that the extreme growth of new information being taught in a way of 
passing on of contents, makes the curriculum too heavy making the speed of 

; teaching stressing, it does not give all pupils a chance to master the requirements, it does not give teachers 
a chance to feel satisfied through their work and, at the same time, the teacher is asked to continually 
learn; teachers are also stressed because they have an extra job in their free time; 

• desperation and fears, because up to now no proclaimed changes have been 
realized out of the four worked out concepts of the transformation of the 
school system, teachers do not believe in change for better future because 
many various bureaucratic regulations, together with habitual styles, lay down 
manifold obstacles to innovations, and after all they apply routine and indif 
ference, and later they themselves make the work of innovative teachers dif 
ficult; 

• routine procedures and teachers unprepared for the individualization of 
education cause helplessness when dealing with new specific educational and 

: formation problems with pupils; these situations are constantly more frequent because the democratization 
of the school brings increased heterogeneity of pupils (social, multicultural, according to their talent or 
disability), which is perceived by teachers as their professional failure; 

• teachers enjoying some kind of formal authority find it difficult to cope with 
the fact that already small schoolchildren surpass them in information-com 
munication technologies getting from them a lot of information that does not 
correspond with the out-of-date textbook knowledge; this makes it boring for 
the pupils to be at school, it means teachers are not inwardly able to accept 
change (their own in the first place) as a necessary part of their profession, 
which is the condition of a learning school; 

• teachers feel uncertain, they do not know what to expect, for example, in the 
context of various non-conceptual and antagonistic actions of the Ministry of 
Education of the Slovak Republic made at the last minute, with the transfer under the towns and cities 
where especially in villages they are under the leadership of the uninitiated (there are several places 
in Slovakia, where a school is led by a mayor who has not accomplished elementary education), 
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with the loss of social security (207 schools were closed over the vacation) and soon; 
• teachers experience the low prestige of their profession painfully which, 

however, they themselves actively create (by e.g. routine procedures, or their 
returning home at 1 p.m. evokes in parents an opinion about a low strenuous- 
ness of their vocation). It is supported by experimentally retrieved reality 
under the conditions of Eastern Slovakia (Biigelova, T. -Banasova, J.: 
2003, pp. 209-210), that teachers themselves, like pupils and parents, under 
estimate the prestige of their profession or that teachers with less than three 
years of experience love their job most (Banasova, 2004, p. 217). It is probably 
caused by the fact that in spite of the awareness of the negative connotations 
they feel indifference and low interest in teachers' problems among the public, 
whether from the side of the ruling representation or their own schoolmasters. 
As a result there are demoralized teachers not able to defend their rights in 
the interest of the child. 

It is very complicated to answer the question how to lead teaching out of the wide-ranging crisis. The 
scenarios of the school development presume gradual acceptance of regulations that improves the profession's 
attractiveness, providing the crisis would not deepen, however, the deepening of the crisis and profession's 
disintegration can also give an impulse for radical changes, innovations and emergency acts. It is possible under 
the condition that all the involved parties will get together given sufficient leeway from the side of politics and 
culture. Both the International Conference on Education ICE - UNESCO and the European Commission 
accepted basic documents for a change of status, quality, appraisal, and prestige of the teacher professions. 
Based on them, various original EU countries have begun to realize manifold concrete actions to support teachers 
beginning with salary rise, increased investments in the school system up to the development of anti-stress 
programmes for teachers. A great importance is being ascribed to the provisions for further professional growth 
of teachers including the forms of under-graduate and postr-graduate continual teacher training. 

Looking at the reforms of teacher training realized after 1970 according to the report of the European 
Commission (2003a) and according to the World Congress of Teachers in Santiago de Chile (2001), we observe 
that: 

• with the exception of 8 countries of all today's countries of the EU, which have 
strengthened academic orientation of training putting it to universities, all 
other countries have turned to the strengthening of the professional character 
of the training by introducing a new model of the training following a discus 
sion on the professionality of a teacher, by introducing a parallel model of 
a final qualification phase of the training (E u r y d i c e, 2003a, p. 14); 
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• there is clear orientation to a certain uniformization of the training or of 
the teacher's status by creating professional standards in competence catego 
ries according to the goals of education and functions of the school (E u r y - 
dice, 2003, p. 14), together with the possibilities to check them even though 
there already appears their criticism (P r u c h a, 2002, p. 411); 

• scientific workplaces and universities take part in the development of the 
training models and they link them to a permanent research and quality 
evaluation (Rosa, 2003,p. 228); 

• study programmes are general and they give possibility for alternative ways 
to get the qualification, they are under constant reflection, active research of 
students and teachers, with the evaluation of the outcomes of subjects, train 
ing and the whole study on the basis of students' portfolio, and the like; 

• it is required from teacher training institutions to be learning schools as 
well as student-oriented schools with all it implies (Kosova 2000, 2001, 
2002); 

• and what is the envy of others in comparison with us, the reforms of teacher 
training have become part of political programmes and priorities of govern 
ments (Rosa, 2003, p. 228). 

Theoretical Resources for Changes of Teacher Training 

The situation of both the teacher and the one who wants to reform teacher training is hardened by the fact 
that philosophical, pedagogical, psychological, or didactic theories do not give clear answers because they are 
under the influence of postmodernism, which is a philosophical-sociological explanation of globalization as a 
social process. Postmodernism is characterized by resistance against totalitarian, unifying ways of thinking about 
anything, preferring ambivalence, ambiguous-ness; it means a possibility to ascribe both positive and negative 
evaluation to the same phenomenon, or to put it to two or more logically antagonistic categories (Petrusek, 
2003, p. 98). Postmodernism is a reflection of the situation of reality and, at the same time, it is a reflection 
of human spirit allowing both versions of human attitude to reality - an attitude parasitically egoistic, 
demobilized, free of finality despotism, which experiences transient joys of live, till the relation of the 
highest responsibility for all, distinctively mobilized and involved up to being harassed by goals and deadlines. 
The situation is more complicated for education because the guarantee of a positive future is only the human 
being with his/her engaged ethical acting but not under dictates of any moral norms but acting out of deeply 
experienced pro-social conviction. 
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Post-modernism has a lot of faces and is difficult to define due to its ambiguity. Let us focus on one basic 
aspect of the problem. It is understood as a "phase of history in which radical plurality, the basic situation of 
society, becomes to be a respected reality" (Welsch, 1994, p. 13), and the post-modern thinking as a 
theoretical "grasp of the situation of a radical plurality" (ibid., p. 12). To recognize the diversification of 
social reality then means to also recognize the diversification of education reality as its part; that 
profoundly changes the perspective to evaluate teacher activity as well as pedagogy, and other sciences on 
teaching. Kascak (2003) speaks about three levels or areas of pluralization: pluralization of educational 
theories (conceptions), educators, and education addressees. 

Postmodern plurality disturbs pedagogy and teaching sciences most of all. These were typical by their 
inclination to unity, unambiguity, and they always were "teacher-centric". Most of their normative 
recommendations, expectations were directed towards the activity of the teacher, thus implicitly simplifying 
the educational reality. They urged the teacher to be an ambassador of the higher power of education with a 
self-acting authority. "Stating the plurality of educational reality that causes that the teacher has this reality 
no longer under such power the traditional pedagogy assigned to him, is in fact striking into the very core of 
pedagogical thinking. .."(Kascak, 2003, p. 244), as it reduces the acting radius of the teacher. It is a 
challenge for teacher faculties not to deepen the crisis of the teacher profession through teacher training by 
strengthening of this mythical position and the following disappointment, but rather to develop those skills 
which can help them change what they can change in education, and - first of all - to change themselves in 
order that they can make it. 

In both pedagogy and teaching sciences, in accordance with the spirit of postmodernism, one generally 
recognizes educational orientation absent; there are more equally recognized theories of education. A teacher 
has two possibilities: either to utilize one concept or to mingle and be a part of anything undefined, without a 
concept. While in the original EU countries typically a whole school or a pedagogic faculty shares one 
concept, in the transforming countries what is typical is that the candidate of teaching experiences 
hybridizing of the concepts (without explanation) throughout the whole studies, and at each department. The 
result is confusion in theory, which can appear in practice, especially when there is no coherent axis in both 
general and subject didactics as well as their requirements for teachers praxis. It is a big challenge for us as well; 
we should cooperate within our institutions when working on the matters of concept, but on the other hand, we 
should not hold students in the prison of one educational philosophy without explanation and an appropriate 
relation to others. 
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The plurality of educators and environments is obvious. The teacher himself acts plurally both intentionally 
and unintentionally through a hidden curriculum, in which he reproduces all pressures and influences he 
himself is overpowered by. The media have overtaken various socialization functions that used to be ascribed to 
family or school; they act plurally in a go-ahead manner. The youth with its subcultures becomes an 
important educational power not only for itself but also for the adult population, it means for teachers as well, 
e.g. in information technologies, in fashion, in lifestyle, in exalting the cult of youth, and the like. If we take 
into account the activity of churches, free time educational, interest, political and other institutions, then 
competition for the teacher has never been as high so far, and his leverage is therefore endangered. 

The plurality of educational addressees is probably most understandable. It comes out of the principle of 
recognition of uniqueness and personhood in learning and cognition supported not only by humanistic and 
personality-oriented conceptions but also by constructivism, especially by latest empirical neurobiologist research 
on autonomy and self-control of neuronal system of each individual (autopoietic systems). Neurobiologists 
Maturana and Varela empirically proved in 1991 (according to Ka s c ak, 2002a) that all stimulations in an 
organism transform into the same electric impulses; what meaning they will become is dependent on the 
structure of each individual. That is why organisms do not exchange information but rather stimulate to 
information construction. A self-organizing system is therefore in a certain sense operationally closed and 
cannot be fully controlled, basically self-forming with a decisive role of the reflection, as well as of self-reflection. 
Teaching is therefore possible due to a context, which however is limited by social settings, it means by 
constructions prevailing in individuals of the same society. It is dependent on them what new knowledge an 
individual understands, what meanings they ascribe to them, and how they contextualize them. Reality 
knowledge is thus determined by one's own experience through interaction with others. We therefore are not 
only unique individuals but we also live in different worlds. That should be taken into account by everyone 
who is privileged to rate others. In this world a myth of frontal teaching effectivity falls, and a bigger importance 
than traditional pedagogical tools is given to both making suitable learning environment accessible and social 
partners. 

What results from the mentioned pluralism of education addressees, which is quite broadly recognized, is 
that at present those educational theories are preferred which recognize this plurality considering it to be its 
starting point. We even hear about a distinctive shift in the philosophy of education (Kubickova, 2000, 
p. 5) influencing also prevailing models of teacher training. Numerous authors (Wal terova  2002,  Svec  
2002b,  Nezvalova 2002,  Spi lkova 2003,  
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Lukasova-Kantorkova 2003 a i) are of the opinion that pragmatic behav-iouristic orientation oriented to 
solve practical life situations and conflicts in the sense of a teacher being a good employee as well as the 
normativist models, especially the orientation of academic scientist rationalism oriented to educate the teacher 
as an academic scholar, are on the decline. Those promoting ones (even in all continents - for more details 
see Walterova 2002, Lukasova-Kantorkova 2003) are: the cognitivistic, constructional orientation 
emphasizing learning cognitive algorithms, techniques, and strategies based on reflection in the model of training 
of the teacher as a reflective professional, the professionalistic and humanistic orientation of the teacher model 
as a fully functional personality oriented on facilitation of the teaching candidate on the way to self-
realization, to becoming a teacher, and to discovering one's own teaching style as well as the orientation of 
social re-constructivism that asks for a teacher that is an active agent of social change in the teacher-innovator 
model which is a source of school renewal in practice. 

It is to assume that these three models will be, and they already are, the source of changes of our teacher 
training. In the Czech environment, models oriented this way, are fervently discussed, in fact there is one of these 
models called the reflective professional thoroughly worked out for the conditions of the elementary stage by 
Lukasova-Kantorkova (2003) from the Pedagogic Faculty, University of Olomouc. In Slovakia, individual models 
are sporadically dealt with by ardent individuals. The elaboration of the model of the reflective professional for 
the conditions of the realization of all kinds of pedagogical and teaching training on the primary level at PF 
MBU by 20 teachers led by authors Douskova and Porubsky (2004) are considered most important. It seems it 
is high time in Slovakia to initiate cooperation in making our philosophies of education as well as the following 
models of teacher training. Paradoxically, the originators of today s human crisis are highly educated people who 
were trained to such a way of thinking and values which caused their view that the dominance of man over 
nature and other people is their natural right (Ku b i c k o v a, 2000, p. 3-4). Here the most important source can 
be one more attitude, up to now insufficiently worked out but more and more often appearing in both pedagogy 
and philosophy as a reaction to the plurality of postmodernism, which struggles for a "unity" of another level, 
understanding multi-fariousness in a complex and seeking the complex in multifariousness, called holism (P a 
1 o u s, 1996). 

Time and again we raise a question what in fact the meaning of education is, and we get the answer that it 
is learning or an art to be, to be a human being (Kucerova 1990, Svec 2002a, P e l i k a n  2002, 
Lukasova-Kantorkova 2003 and others). To be self-conscious, to be a human being means 



The Perspectives of University Teacher Training - Bases, Paradigms, and ... 53 

continual disclosure and realization of one's own meaning of life. A human needs a meaning for their life, and 
that is why they surpass themselves. It is right that self-transcendence that brings spiritual stability, delight, 
sense of happiness. Continual self-surpassing gives a chance to develop and fulfill one's own potentials, 
enables to reach man's progress in becoming what man can potentially become. It is a self-realization, 
answering one's own higher and higher needs, a creation of one's own identity. To be self-conscious also 
means to affirm one's own existence through deeds, to affirm we were here by leaving anything here, it means 
to be important for somebody else who will acknowledge our existence. A real self-realization thus represents 
not only answering our needs but also those of others. 

If human life there is mutual sharing of the same world and its meaning is in a humanly valuable self-
realization, then education is a formation of mutual meaning which is to help other human being to be and, with 
the understanding of their uniqueness, to open them for the world, people and themselves in order that they can 
freely and responsibly continually create their own identity, and personality. 
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Experience of Student Teachers as a Source of their Pedagogical Knowledge 

Abstract 

The article outlines the transformation of educational experience of student teachers in solving 
educational situations into their pedagogical knowledge, using self-reflection. Self-reflection is not understood 
here only as a turn to the past (to what a student was doing) but mainly to the future. So it does not concern 
introspection, but active anticipation of new educational situations by a student and his/her practical behaviour. 
The author tried to determine basic moments of the process of transforming educational experience into 
knowledge: attempts of a student to act actively in an educational situation, feed-back from students (how 
their attention was attracted during microteaching), but also from observing colleagues, self-reflection, students 
searching for the dynamism of his/her behaviour (contrasts between what he/she already knows and what 
he/she still does not know, what he/she still lacks to manage the situation, which can lead to understanding this 
situation), the repetition of student attempts to act in another educational situation, the higher level of 
student self-reflection with the utilization of feedback. 

Key words: experiential learning, educational experience, pedagogical knowledge, self-reflection, educational 
situation, student teacher. 

1. Background and Starting Points 

In recent professional literature dealing with the education of teachers the importance of experience of 
student teachers for forming their pedagogical expe- 
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rience is repeatedly emphasized. But the mechanisms of the process of their transformation into pedagogical 
knowledge are much less studied, even though the importance of self-reflection in this process is especially 
stressed. Nevertheless, the role of self-reflection in the process of the transformation of pedagogical 
experience into knowledge is still waiting for deeper clarification. 

This study only attempts to outline some problems of transforming pedagogical experience into knowledge. 
The term experience means the personal expression of the activity of a student in an educational situation. 
The term knowledge is understood more widely than in the present professional literature because, in our 
opinion, the term includes not only the theoretical but also practical dimension of pedagogical knowledge, i.e. 
its application in the action of a student teacher, i.e. skills as well. By the term pedagogical knowledge we, 
therefore, mean understanding educational situations (on the basis of acquired experience) and the readiness of a 
student teacher to act adequately in these situations. 

Self-reflection plays an important role in the process of transforming student experience into pedagogical 
knowledge. In professional books a lot of self-reflection techniques and methods are depicted (e.g. summarizing 
works by L a B o s - key, 1994, Loughran, 1996, etc.). 

However, plenty of self-reflection techniques can impede deeper (self Reflection, i.e. realizing what was done 
by an individual when he/she was doing something and uncovering the relations between him/her and pupils, 
for example. 

During self-reflection a student can find in his mind not only himself, but also these relations. At the same 
time he/she also anticipates the way of solving similar situations. "I am looking at myself - yes, it is me, but 
what I am looking at is changing, it is not me who is looking. This view reversed to ourselves also belongs to us, 
but our own existence has a more original approach to itself. Our own original existence must be created, 
must be made. A human being is and is to be, at the same time. The fact that he/she exists must be his/her 
performance, he/she must explicitly take it over. What does "take over" mean? It means that we are not 
indifferent to our own existence, that in our presence we anticipate, we plan something what we are not yet. 
Planning is our present time. And such was our past time. It is not so that we exist and then we do something, in 
that doing (acting) there is our whole existence. We are here because of something, we not only are and nothing 
else, we are for something. What for? For ourselves, for our existence, for our life. In this way our life is related 
to itself, but not so that it is looking at itself, but that it acts" (P a t o ć k a, 1995, p. 69). 

In examining pedagogical knowledge we were inspired by psychological approaches to learning and 
cognition, especially by the theories of J. Piaget, by some conclusions of shape psychologists and by J. Jiranek 
(quotation according to 
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Vyskocilova, 2001, 2002). On the basis of analysis of philosophical and especially psychological theories of 
cognition we find out that e.g. the relations between the teacher and pupils that really exist are uncovered 
(revealed) by the activity of an individual. In the beginning it has a form of material activity and it is 
gradually changed into thinking activity " in connection with the development of the ability of abstraction, i.e. 
the ability to take up attitudes to the world which are more and more socially motivated" (Vy skocilova, 
2002). 

On the basis of the above-mentioned starting points an interdisciplinary one-semester course Learning 
and Teaching was designed. It included the following key topics: 

• Components of pedagogical communication, the teacher, teaching material, 
pupils. Establishing contact with pupils, pedagogical communication, interac 
tion, response of pupils. 

• Verbal and non-verbal components in pedagogical communication. 
• Cognitive development and pupil learning (Piaget's theory). Learning as an 

increase in recognizing a pupil. 
• Sorts of learning, social learning, rational (meaningful) learning, situated 

learning. Learning from a text and from a pictorial material. 
• Styles of pupil learning. Self-regulation of learning. 

; • Stenberg's conception of the so-called successful intelligence: analytical, practical, and creative 
intelligence. Gardner's model of multiple intelligence and the possibilities of its application in teaching 
practice. 

• Curriculum in modern school, norms, pupil competence, framework educa 
tion programmes, flexibility of curriculum. 

• Subject matter, its parts. Pupil's conception of subject matter. Selection, 
upgrading and structuring of subject matter. 

• Methods and forms of teaching. Modern media in teaching. 
• Development of activity, independence and creativity of students. 
• Self-evaluation and evaluation of pupils. 
Students of the teaching profession took this course in accordance with the model shown in Fig. 1. It 

means that the educational basis of this course was student experiential teaching. The course took place at the 
faculty/college (where the students got laboratory of experience) and at the faculty school (where there was 
space for forming field experience of students). During the course the students kept a diary (Journal Writing) 
where they recorded their reflections. We assumed that keeping a journal could increase the level of reflection 
of student experience (Bain, Ballantyne, Packer, Mills, 1999). Student reflections were discussed 
in seminar groups at the faculty. It was in fact not only a certain form of confronting, but also sharing student 
experience. The discussion also contained 
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deducing student pre-concepts. We assumed that in follow-up courses and during students' teaching training at 
schools these pre-concepts would be transformed into concepts (Fig. 2). 

We were interested in the fact how the students, in turn, evaluated the contribution of the course for forming 
their pedagogical experience and knowledge, - also in comparison with traditional courses of pedagogy and 
psychology. Therefore, a qualitative probe was prepared. 

2. Qualitative Probe into Student Opinions on Forming Pedagogical Experience and 
Knowledge 

The following basic questions were attempted to be answered by means of the qualitative probe: 
1. How do the students assess the contribution of experiential teaching for 

acquiring pedagogical knowledge on the basis of their self-reflections from 
teaching according to the given model? 

2. What key "moments" can be differentiated in the process of transforming 
experience into pedagogical knowledge? 

The answer to the first question was looked for through the group discussion with four students of the 
master's study programme Teaching Profession of General Education Subjects for Primary Schools, who 
selected the research activity voluntarily. The group of students used to meet the author of this article once every 
two weeks when there were group discussions relating to the analysis of their experience with the above-
described model of experiential teaching. 

In order to obtain the answer to the second question, we chose student monitoring of the process of 
transforming experience into pedagogical knowledge. 

3. Results of the Research Probe 

3.1. Student View of Forming Experience from Solving Educational Situations 
The experience of a student teacher is formed by solving educational situations that are brought from outside 

(e.g. by a teacher educator) or it originates unintentionally during students' practical activity, in their 
communication with pupils in class. In group discussion the students talked about the contribution of their 
experience to forming pedagogical knowledge. The students had passed the 
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described course Learning and Teaching but also had studied psychological and pedagogical subjects (social 
psychology, theory and methodology of education, curriculum and instruction of various subjects) and 
practical teaching at faculty schools. 

In the following selected examples of group discussion the students' statements are marked with given 
names, and the author's questions or commentaries are marked with "researcher". 

Researcher: What is important for a student teacher to understand classroom situations? 
Paul: I think that classroom experience is, in a way, indivisible because even if you have been given a lot 
of pieces of information and ideas, as long as you do not find yourself in the situation you do not know 
what to do in the situation, ... one s own experience should be the most important, from that the 
development of knowledge can continue. 
Monika: It seems to me that it is very helpful if you can compare various solutions to the same 
situation. 
John: In concrete practice it is necessary to know the class... Monika: I think, as we talked earlier, that 
children have an aversion to school, so I think that it is necessary to enter into the spirit of these children, 
to find out how they look at the surrounding world, and that they have different problems from those 
we used to have. And here it is possible to find methods that can motivate them. 
Researcher: We mentioned the importance of our own experience in teaching, in solving classroom situations. 
Is it enough to accumulate this experience or is it necessary to work with the experience, to use it? Dana, 
Paul: To work. 
Researcher: I work with the experience, I name it in my mind. John: Certainly. I can face a problem, I solve 
it somehow, then I should begin to wonder if I have solved it properly, and I should also find some 
literature. ..simply I should verify my activity and think it over again, to find out if it is possible to do it 
differently. 
Paul: Experience is a bigger motivation factor than when you read about it. 
When you read it, you are not often concerned, when you experience it, you 
will probably be curious if you could have acted differently. 
John: Through the analysis one can get further implications of this acting for 
thefuture. ; . 

In discussions, students derive benefit from their educational experience gradually obtained in practical 
teaching, micro-teaching, and in the course of their 
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teaching training. They realize that it is not enough to accumulate this experience only, but that is necessary to 
reflect and generalize it consciously. It is possible to state that the success in solving classroom situations is not 
directly dependent on the quantity of classroom experience, but more on the fact how the student or the teacher 
can use it in these teaching situations (cf S t e r n b e r g, 1999, p. 234). It turns out that the development of the 
experience and knowledge is considerably influenced by what response a student teacher (later a teacher) 
can raise with his/her pupils and how he/she can read the response and react to it. 

Theoretical reflection of students' teaching experience enables to understand better, to generalize and to 
deepen this experience. The pedagogical theory, presented by university teachers and in the literature, does 
not address students too much. However, students feel the need of "theory" for their teaching activity: 

Researcher: What relation can you feel between pedagogical and psychological pieces of knowledge 
acquired at the faculty/college and your experience with solving educational situations? 
Dana: The theory of pedagogy and psychology should be reduced considerably, one should try to teach and 
only then he/she could learn (using his/her experience) how he/she could have done it better. I mean one 
cannot learn psychology of a child, developmental psychology.. .and then apply it. Monika: The problem 
lies in the fact that theoretical problems are not connected with action/activity, e.g., in a concrete situation I 
do not (cannot) use what I have learnt, but if one started practising with no theory, immediately he/she 
would not avoid many mistakes .. .theory and practice should go hand in hand. 
Paul:.. .it would be good if the theoretical teaching really remained inside us, if even the notions could settle 
inside us. Researcher: Paul, and why do they not remain? 
Paul: Because we learnt them for an examination and then after half a year we threw them out of our heads 
and we had other problems. Monika: It is because it is not connected with a concrete situation. Paul: ... 
exactly, exactly. 
John: Micro-teaching was appreciated here, as well as the possibility of solving situations from various 
angles and on the basis of this experience the theory will remain in students more deeply. 
Researcher: Is it possible to say that you can arrive at some observations by yourself, through the experience 
that is reflected and perhaps also discussed in a group? John: Of course, then it can be still deeper... 
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3.2. Key "Moments" in the Process of Transforming Experience into Pedagogical Knowledge 
It is obvious that pedagogical knowledge is not formed by simple application (transfer) of theoretical 

knowledge obtained from lectures, teaching texts, and literature, from the discussion how to teach, to 
teaching practice. It is a more complicated journey of students that can have a lot of crossroads and returns. 
Let us look from this point of view at the development of knowledge leading to the level of skill - "to 
motivate pupils" - from the point of view of Monika who tried to monitor this development using self-
reflection. 

During monitoring, Monika used recommended self-reflection stimulating questions (Q1-Q5): 

Ql: What does the given skill consist in, in my opinion? What does it look 
like? 
How does it manifest itself? 
Q2: In which psychological and educational subjects have I learnt anything 
about the given skill? What have I learnt? 
Q3: When and how did I try out the given skill in practice, when and how 
did I use it? 
Q4: How did I find out to what extent I was successful in the implementation 
of a given skill? 
Q5: What should I know in advance to succeed in mastering the given skill 
still better? 

In her self-monitoring that was recorded in a written form, Monika concentrated on two key periods in the 
third year of teaching training: in autumn (November 1998), in spring (March 1999, written records were 
finished immediately after the training in April 1999): 

Ql (November 1998): I made my own idea of the skill not sooner than during my parallel training. 
Until that time it was only a notion for me. Today I think that the problem in question is to motivate 
pupils to learn. The aim should be to arouse curiosity and attention. 
Ql (April 1999): My present idea about the skill how to motivate pupils is approximately as follows: 
the problem is to arouse pupils' curiosity to take an active part in an activity, to entice them into 
participating in a following activity. 
Q2 (November 1998): In pedagogical psychology and in the theory of instruction there are a lot of 
words, but too few concrete examples. I had to look for them in literature by myself (Portal). 
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Q3 (November 1998): I tried out the skill already while giving private complementary instruction and 
later also in teaching training. At the beginning I did not pay much attention to it. After reading the book 
by K. Patersonova 
- Ready, steady, we start learning -1 found out how important it is and I began to prepare more for the 
initial phase of a lesson - by motivation (problem-based questions, objects, pictures, songs). 
Q3 (April 1999): I tried out the skill again during my continuous practice (teaching). I was more 
successful in motivating pupils in geography than in French and younger pupils were easier to motivate. 
Q4 (November 1998): The absence of motivation caused fatigue, pupils' lack of interest, good motivation 
by co-operation. 
Q5 (March 1998): I would need to know pupils better (their interests, problems) to achieve more 
effective motivation. I would also need to extend the 
"bank" of ideas. 
Q5 (April 1999): I'd like to learn more about the pros and cons of positive and negative motivation and 
which of them to use for specific situations. 

Monika claims that with the majority of monitored skills she recognized the degree of quality of their 
realization from the reactions of pupils (class). The pupils' response to Monikas activity in class probably affected 
(as reflected feedback) the development of the monitored pedagogical skills. 

Monika also tried to divide the process of forming pedagogical skills into several periods or stages: 
1. at first I had to realize that it is a teacher's skill, some skills being regarded as 

a natural part of a teachers personality (e.g. abilities to organize), 
2. realization occurred simultaneously with theoretical information either in 

pedagogical or psychological disciplines, 
3. then came independent training and everything appeared to be otherwise. 

What seemed to be easy at first sight, was much more difficult in class, and 
what seemed to be complicated, was in fact quite natural, 

4. after the first experience, it was again necessary to complete theoretical 
knowledge, 

5. further training brought new experience and new themes for self-reflec 
tion. 

Training supported by self-reflection represents, according to Monika, an important factor in the 
development of her teaching skills: "Today it seems to me that training is really badly needed for the 
development of skills, but it is necessary to have time for self-reflection. Without it one cannot improve or 
correct one's shortcomings". 
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Monika profited from experience she had acquired during her practical teaching (pedagogical training) at 
faculty schools. Theoretical knowledge about motivation, which she head learnt during lectures and seminars, 
was not very helpful in forming knowledge (skills) how to motivate pupils to learn. She had to reach the 
knowledge by means of her experience during her practical teaching. This experience, although reflected by 
Monika, lacked feedback from her colleagues and educators. It is possible to assume that, e.g., a reflective 
dialogue in a team can influence the development of pedagogical experience and knowledge in a positive way (T i 
11 e m a, 1997). In the process of transition from experience to knowledge Monika was helped by the study of 
professional literature on learning and teaching. This knowledge was, however, "processed" by Monika using 
her reflected experience. 

4. Discussion on Results 

On the basis of the results obtained by the probe and also from our partial knowledge (we do not 
mention them here - they were published in, e.g., Ś ve c, 2000, Svec and coll., 2002, Svec, Musil, 2000) 
obtained through discussion with students and observing their practical activities, we will try to 
demonstrate some problems of the transformation of experience into pedagogical knowledge. 

The results show that pedagogical knowledge - at the level of understanding and active action in educational 
situations - cannot be learnt by student teachers from pedagogy and psychology textbooks or lectures or 
academic discussion. The main source of students' pedagogical knowledge is their authentic experience, 
supported by self-reflection. Reflection is not a mere turning to the past (to what a student was doing), but 
mainly to the future. It is not introspection, but turning to the external world, practical activity of a student. 
Thus, if a student faces an educational situation, the most important thing for him/her is not to analyse it and 
think about it, but to act in it (to take action). 

Learning how to authentically act in educational situations is based on students attempts to interfere actively 
in the course of events within a given situation. It is really a road from experience to knowledge. It is a 
student's search for contrasts between what is easy and what is not yet easy for him/her. In the contrasts the student 
searches for dynamics of his/her acting (conduct) which lies in balancing what he/she knows and what is new to 
him/her in a given situation. It is also a source of hypotheses of students (how to overcome this sort of 
"unfamiliarity") and also a source of creating his/her pre-concepts that are verified by further attempts. 

These student's attempts to act in various educational situations should be made public. It means that the 
student's attempts should be performed in the presence 
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of his/her colleagues and a teacher educator who can react to his/her acting in a helpful way (they 
encourage him/her to further attempts, appreciate his/her progress in the methods of acting, etc.)- A 
student's attempts to repeat his/her acting in an educational situation are not a mere reproduction of previous 
attempts. They are not the same repetitions, but a certain advance, a change in quality of a student's acting. 

In the process of transforming pedagogical experience into knowledge it is possible to trace its basic 
"moments": the attempts of a student to act actively in an educational situation, making this acting public, 
feedback from colleagues and educators, searching for dynamics of acting (contrasts between known and 
unknown situations - with the aim of solving a situation), repeating the attempts, originating pre-concepts and 
concepts, finishing the "regeneration" of experience into knowledge. 

The road of a student from his/her experience to pedagogical knowledge is not a single act, it is not possible 
to complete it in one course (e.g. in the described course Teaching and Instructing), because it is based on the 
maturation of students personality, which requires some time. However, it seems that the student s road from 
his/her experience does not finish when knowledge is formed. It is important that the student is equipped with 
creative acting in various educational situations, and that he/she is in good condition to enter into these 
situations. As a matter of fact, it is a psychosomatic condition because the student together with his/her full 
personality is participating in solving situations. 

A psychosomatic condition is "a certain kind of maturity, preparedness, readiness, and sometimes also 
need, desire to make one's appearance (to perform) in public, to act, to behave, to live directly, immediately, 
spontaneously, creatively and effectively, freely and responsibly. In feedback in a very good quality." (Vy s k o ć i 1, 
2000, p. 7) 

A psychosomatic condition refers not only to thinking and other human psychic processes, but also to the 
human body. The condition of a student teacher and a teacher constantly develops, according to E. 
Vyskocilova, "it looks for itself repeatedly from the awareness of possibilities and limitations of one's own 
personality". (Vy s k o ć i I o v a, 2002). 

In the conclusion it is necessary to add that pedagogical knowledge always 
originates from the experience of student teachers. However, it is important to 
know how effectively the process of transformation of experience into knowledge 
occurs and what conditions are created for this transformation (at the faculty/col 
lege, at the faculty training school). It means that a student should start to work 
on his/her condition as soon as he/she begins his/her study in the teacher study 
programme. . . .  . ,.,. ......., .      .... ,       ..... .,,„;, 
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Future Perspectives on School Leadership and Globalisation 

Abstract 

The paper presents three possible 'futures' and 6 scenarios for schools that are elaborated in the OECD 
report published as a book entitled What Schools for the Future? in 2001 and its sequel in 2003 Networks of 
Innovation. Towards New Models for Managing Schools and Systems. These different visions are compared and 
archetypes of the types of leaders that each of them might require are proposed. The implications for 
developing such managers to meet the demands of varying future scenarios are then considered. Finally, the 
question to what extent these visions are globally relevant is explored and whether globalisation of 
educational policy and practice itself is a desirable future. 

Key words: school, school leadership, globalisation, educational policy 

Introduction 

In November 2001 at a conference in the Netherlands and in a subsequent publication entitled What 
Schools for the Future? (OECD, 2001) educators from across the richer countries of the world generated 
several 'visions' and "scenarios" of schools of the future. Two years later in a sequel publication Networks of 
Innovation, Towards New Models for Managing Schools and Systems (OECD, 2003) they reorganised the 
scenarios and stressed the need for global co-operation in education through the creation of networks. 
These publications were broad in scope but did not fully explore the relevance of their visions of future 
schooling: 
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• for the type of leadership that would be required for their school scenarios 
• to education systems beyond the OECD. 
At a time when globalisation appears to be spreading educational policies and development approaches 

from wealthy to impoverished education systems, it is useful to consider the implications of this trend in more 
detail.. 

This article: 
• outlines these OECD visions and proposes associated archetypes of managers 

not made explicit in the original publication 
• considers whether they represent truly global trends in education beyond the 

OECD countries 
• questions whether globalisation of'futures' from the rich countries is desirable 

Scenarios of Schooling and Archetypes of School Leadership 

The OECD scenarios were formulated by the OECD s Centre for Educational Research and Innovation 
(CERI) and were developed in the framework of the programme "Schooling for Tomorrow". They offer a 
window for understanding how schooling might develop in the years to come. Those scenarios are neither 
purely empirical (predictions) nor normative (visions). They suggest several pathways to the future. Their 
purpose is to stimulate thinking about strategic choices rather than prescriptions to follow. They provoke us 
to ask how feasible and how desirable each of them might be. They must be tested against actual trends and 
realities in each country. Their purpose is to promote dialogue about change between different stakeholders, to 
consider what might be done to bring the probable and desirable as close as possible, making the more 
desirable futures more likely. The scenarios have been constructed with a time horizon about 15 to 20 years, 
long enough for significant change to occur beyond immediate political imperatives, but not so far ahead as 
to become only vague visions. (OECD, 2001, p. 77-78). They relate to organised public primary and 
secondary education and do not include adult education. 

Six scenarios are grouped under three visions: 
• The "status quo extrapolated" vision - a continuation of current trends but with 

the danger of an exodus of teachers from the profession as a result of the 
inability of the state to attract teachers 

• The "re-schooling" vision - more fundamental reform of schools in line with 
research on effective schools and with organisational theory 

• The "de-schooling" vision - drastic change in schools resulting from the appli 
cation of ICT and strengthening of already existing market tendencies in 



Future Perspectives on School Leadership and Globalisation 73 

which conventional schools would be replaced by other institutions or firms 
providing education. 

These three contrasting futures will be influenced by national policies and obviously have big implications 
for the roles and development of educational managers. Figure 1 summarises the six OECD scenarios for 
schools and places next to each scenario the authors proposed archetypal label for the leaders of each type 
of school. The archetypes of leaders are proposed for discussion and analysis by management researchers 
and developers. 

Figure 1: Scenarios and proposed leaders archetypes for schools of the future The "status quo extrapolated" 

vision 
Scenarios Archetypes of Leaders 

Scenario 1: Robust Bureaucratic School System 
(Performance management/Performance related 
pay) 

"Functionary and Performance Manager" 

Scenario 2: Teacher Exodus - the 'Meltdown' 
Scenario (Crisis of Supply) 

"Crisis Manager" 

The "re-schooling" vision 
 

Scenarios Archetypes of Leaders 
Scenario 3: Schools as Core 
Social Centres (Social capital 
and renewal) 

"Moral and Community Leader" 

Scenario 4: Schools as Focused Learning 
Organisations (Team collaboration/Adaptation 
to changing environment.) 

"Leader of Teacher and Organisational Learning" 

The "de-schooling" vision 
 

Scenarios Archetypes of Leaders 
Scenario 5: Learner Network and the 
Network Society (Virtual Schooling) 

"Web-master and Network Co-ordinator" 

Scenario 6: Extending the 
Market Model 
(Competition/Diversity) 

"The Entrepreneurial Manager" 

(OECD, 2003) 
In the status quo extended vision, the functionary type of leader is well known. Essentially faithful 

implementation of orders is the main task. Beyond that and more challenging is the performance manager 
who must manage teachers' per- 
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formance in order to meet pre-specified national 'standards' and to match performance to available financial 
rewards. The 'meltdown scenario requires 'crisis managers' who rescue dying institutions or, in the worst case, 
become unemployed! This scenario does not seem to be realistic, but was developed in order to call 
attention to the fact that in many countries teacher recruitment is becoming a severe problem and the 
number of those who quit the job is growing. Preventing such a scenario can be seen as a goal for educational 
policy of any sort whether global or local. 

In the re-schooling vision the moral, community and learning organisation leader archetypes 
considerably broaden the role of educational managers, linking it to the transformation not only of their own 
schools but also of the people within them and the communities around them. These archetypes are still 
more in the minds of scholars and writers on school effectiveness and improvement than achieved in 
reality. They are more desirable than feasible given the current contexts in many countries both rich and poorer. 

The de-schooling vision archetypes are perhaps furthest from what is either desirable or feasible. The 
web-master and network co-ordinator archetype arises from virtual schooling and e-learning. Both are 
spreading, currently more in higher education than in schools, but their limitations are becoming more 
evident as students are deprived of face-to-face interaction with teachers and peers. Entrepreneurial 
management requires greater independence and creativity in judging the 'market' for educational services and 
outwitting others in the race to attract the best students. This model of managing private schools is familiar 
in many countries, including Poland. In the developing or transition countries especially, even in under-
funded state schools, the entrepreneurial' search for extra-budget funding is a constant concern for head 
teachers. But in this scenario we are not necessarily talking about schools any more. Schools would be replaced 
by a variety of educational institutions operating in the market place. 

Thinking beyond the labels to the implications of how each archetype would have to perform and be 
trained and developed is an interesting exercise. 

Preparing Future School Leaders 

The English language makes distinctions between the terms leader, manager and administrator. 
The future of both schooling and how schools are led is clearly a matter for educational administration in 

general. This includes the decisions taken at national and local level by politicians, bureaucrats and 
administrators. In systems where 
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Figure 2: Definitions 

Educational Administration Policy formulation and implementation, leadership and 
management at all levels 

Educational Leadership 
Policy formulation and organisational transfor-
mation 

Educational Management 
Executive function of policy implementation 

(Adapted from Bolam, R. 1999) 

control remains largely at the centre, school directors will manage rather than lead, in terms of the above 
definitions. In the more decentralised systems that give greater autonomy in policy-making to individual 
schools, then leadership is the more appropriate term. Of course, the line between management and 
leadership can never be precisely drawn as the degree of pro-activity of school directors will vary within the 
constraints of the framework of control set by the state. The Swedish researcher Berg refers to this as the 
distinction between 'steering of'the school (by the external authorities) and steering in the school (the initiative 
of the school leaders and staff to steer themselves by exploiting their scope of action within the framework 
established by the state). 

It follows that the developers of educational management such as university departments or other 
institutions have to determine first, whether they are developing leaders (makers of policy) or managers 
(implementers of other peoples' policies) or, indeed, whether they should prepare administrators who are 
equipped both to lead and manage. Secondly, they need to decide on the degree of pro-activity they should 
encourage in those they train or develop. Clearly the 'Functionary and Performance Manager' archetype needs 
far less initiative, creativity and personal courage than does the 'Entrepreneurial Manager'. 

A third implication for management (or leadership) development is to decide which of the scenarios will 
prevail and therefore what knowledge, skills and attitudes should be emphasised in a development 
programme. It is obvious that an entirely different programme would be needed to develop the 'Webmaster' 
role than that of the 'Moral and Community Leader' or the 'Leader of Teacher and Organisational 
Learning'. 

There is no shortage of prescriptions for school leadership in the academic literature in the English 
language. Indeed there is a bewildering array of'adjectives' to describe school leadership, some of which are 
summarised in Figure 3. They are grouped according to which of the archetypes they most correspond to. 
There is no room to elaborate the meanings and sources of all these concepts, but one must ask whether such 
an out-pouring of terminology advances or obstructs understanding, especially for practitioners who are too 
busy to spend much of their time 
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in academic deliberation! What seems clear is that in general, politicians who are encouraging the global trend 
towards 'new public management' would favour the functionary and performance manager and 
entrepreneurial archetypes. This sets them at odds with academics who generally favour the moral and 
community and leader of learning images of educational leadership. 

Figure 3: Adjectives for Educational Leadership 

Functionary or Performance Manager Archetype 
• Micropolitical/Transactional 
• Administrative/Strategic/Accountable 
Moral and Community Archetype 
• Reflective/Democratic/Communicative 
• Leader as Boundary-spanner 
Leader of Learning Archetype 
• Curriculum/Instructional/Pedagogic 
• Empowering/Facilitative/Educative 
• Leader as Teacher/Coach/Learner/Leader of Teacher Learning 
• Critical/Emancipatory 
• Authentic/Creative/Invitational 
• Diffused/Dispersed/Distributed/Low density 
Entrepreneurial Manager of Diversity Archetype 
• Entrepreneurial/Transformational/Charismatic/Visionary 
Inquiry-minded/Evidence-informed (Across all Archetypes): 
• Situational/Contingent 

The fact that the largest group of adjectives can be associated with Senge's formulation of the learning 
organisation (Senge, 1990) shows its strong appeal and its widespread adoption from the business world by 
educational scholars. 

The globalisation of educational policy and practice 

One must not take for granted the benefits of globalisation to countries in transition. However, some of 
the benefits are now taken for granted. For example, the writer is sitting in Poland in front of her flat screen, 
Microsoft-programmed PC manufactured in Japan as she writes this article. She works in a university that has 
been subjected to rigorous accreditation procedures in order to align it with EU standards as Poland acceded 
to the multinational organisation. The range of consumer choice in economic and educational markets has 
greatly increased for those who have the initiative and purchasing power to make decisions about their lives. 
Above all, your writer is now free to raise any questions that she wishes about 
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educational policy and practice in her country and elsewhere. Thus, globalisation itself offers the opportunity 
to question its nature and desirability. 

Bottery (1999) distinguishes five forms of globalisation associated with multi-nationalism and 
internationalism that have emerged in the post-sputnik age that created widespread global consciousness: 

• Political - trans-national government and non-governmental organisations 
adopting a whole-world perspective. 

• Economic - multi-national companies, financial markets and the global 
standardisation of values and measures of economic success. 

• Managerial - convergence of the business and public sector 'codes' such as 
quality, competence, empowerment, target setting and the emergence of 
a global picture of management practice led by US and Japanese models 

• Cultural - the most rapid and observable aspect involving both standardisa 
tion (McDonaldisation) and increased diversity 'a chaos of cultural relativity' 

• Environmental - trans-national effects on the eco-system such as Chernobyl 
or global warming. 

The first four of these aspects of globalisation can be related to educational management in varying 
degrees and the OECD visions can be speculatively linked to some of them. 

Without doubt there is a political imperative to remould educational policy that has spread from OECD 
countries promoting 'new public management' - the imposition of business, market and accountability 
models of school management on to national education systems. In the OECD this trend confirms the 
attraction of the "status quo" futures, combining bureaucratic accountability and performance management 
with the current crisis of teacher recruitment as the teaching profession loses its attractiveness. With currently 
high unemployment in transition countries, including Poland, the meltdown scenario is not presently 
imminent. However, application of competition in an increasingly private quasi-market of schools is 
encouraging schools to diversify to meet the varying needs of different stakeholders. With the exception 
of'meltdown and virtual schooling, these trends have spread well beyond the OECD and are particularly 
represented in national educational policy-making in the former Soviet sphere of influence. The economic 
imperative to raise the standards of schooling in order to compete successfully in the global economy are part 
of the rhetoric of politicians and educational planners in most countries. They assume that improving Maths 
and Language scores by students on national and international standardised tests leads to better economic 
productivity and success in international trade. This justification of the increasingly global 'standards movement' 
is highly questionable given the multitude of factors that trap many nations in poverty within the global 
economic system. 
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The professionalisation of educational management is progressing everywhere. In the poorer countries it is 
supported by multinational development aid from the international banks and the EU and invariably, practices 
from the business world are incorporated into development programmes, even in highly centralised and 
bureaucratic systems where market forces have not yet penetrated. The new discourse of 'quality', 
'accountability', 'diversity' and 'stakeholder power' dominates the rhetoric if not the practice even in the 
poorest of countries. This raises the question of cultural imperialism - the tendency of the wealthy countries 
that are fuelling the engine of globalisation to impose totally inappropriate expectations and models of 
educational leadership on countries where cultures and conditions are not ready for them. This danger relates 
also to Bottery's category of cultural globalisation. The appeal of 'new public management' to educators in 
diverse countries and situations seems to have the same seduction as McDonalds hamburgers. Arguably, it 
could prove just as damaging to cultural norms and national needs as the fast food product has been to local 
gastronomy! 

What would seem more desirable for many countries in transition are the "re-schooling" scenarios which at 
least recognise the unique settings in which schooling occurs and offer moral leadership for both schools as 
institutions and as key catalysts for development of the communities that they serve. Unfortunately, the failure 
of the OECD countries to realise these models offers little hope that countries struggling to maintain even the 
most basic educational services can successfully strive for such ideals. Equally, the "de-schooling" 
scenarios have little application in the world beyond the OECD. Many countries commit themselves to 
computerising their schools while not having the proper resources. This is another example of the 
inappropriate consequences of policies and expectations spread through the power and influence of global 
media and development projects. 

The global spread of educational policy and practice from the rich countries is undoubtedly a major trend. 
Nevertheless, in the same way as global consumer capitalism is questioned, one has to question whether it is 
desirable for countries seeking their way out of poverty, corruption, civil unrest and other manifestations of 
under-development. Globalisation of education should not be considered as inevitable or desirable. One 
must consider which policies and visions are being globally distributed and whether these are appropriate for 
the nations and cultures concerned. To think globally but to act locally has never been more necessary for 
educational policy makers. 
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Teachers' and Student Teachers' Opinions of the Reforms in the 
Education System 

Abstract 

The paper contains a report on the empirical inquiry which reveals how teachers and future teachers regard 
the educational transformations in Poland resulting from the implemented reform and what implications 
this may have in the field of education. 

In the context of attitudes towards the implementation of reforms in the education system, the author has 
raised a basic question of fundamental importance, whether teachers' professional preparation and degree of 
reflection, their attitude towards the reality of the situation and the motivation they show allow them to 
safely observe the course of events in the contemporary educational process. The author presents such issues 
and he outlines a fundamental question: how do teachers perceive their own professional role and can they 
identify at all the tasks they should fulfill within the changing social, political and economic reality? The text 
also contains a reference to a peculiar educational myth, according to which the educational reforms were 
somehow forced on Poland by the European Union. 

The author presents the attitude towards the education reforms being introduced, as observed from the 
perspective of the professional environment, which fundamentally polarises teaching circles. He concludes 
that - still for some time - the emotions accompanying these transformations will be the greater, the 
more changes are noted by teachers in the current state of educational materials. 

;; education, school system, education system, education system reform, 
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This inquiry was undertaken to answer the question of how teachers and future teachers regard the 
transformations of this country's education system generated by the reform legislation, and what implications 
this may have in the field of education. Below are presented the most general findings of the research carried 
out in the years 2001 and 2002. The basis of these empirical findings was a survey of 1468 teachers and future 
teachers, being a representative sample of the general teaching community in the Silesian Voivodeship as 
regards all the major socio-demographic factors.1 

The introduction of educational reforms is undoubtedly a difficult task, since it clearly breaches the status quo 
as far as teachers are concerned, and this is bound to be accompanied by some resistance, criticism and in many 
cases actions staged by them. The reformers appear to have forgotten that for this difficult undertaking to succeed 
it is absolutely essential that those who implement it truly believe in it. As Prof. Lena Kolarska-Bobińska points 
out, it is only if the proposed solutions are accepted, or at the very least tolerated, that they can result in a 
constructive basis arising for change. So, in that case, what is the attitude of teachers, and of those studying or 
training to be teachers, towards the reforms in the education system? This attitude is presented below (Table 1). 
. 

Table 1: Attitudes towards Reforms in the Education System 
 

Simple comparison for qualitative variables 
                                                     

Respondents Question 
Teachers Students 

How would you describe your attitude towards 
the reforms currently being introduced in the 
Polish education system? 
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Positive 264 36.5 18.2 265 36.5 18.3 
Negative 281 38.9 19.4 268 36.9 18.5 
Indifferent 132 18.2 9.1 154 21.2 10.6 
Other 46 6.4 3.2 39 5.4 2.7 
TOTAL RESPONSES PER GROUP 723 100.0 49.9 726 100.0 50.1 
TOTAL RESPONSES 1449 

1 The exact analysis of the results and the consideration of all significant statistical interrela 
tions within the scope of the issues examined were possible due to the application at the final 
stage of research of the STATBAZ 2.0 computer programme. , 
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It appears that the respondents may be divided into two almost numerically identical groups: those who 
approve of the reforms, and those who disapprove. To these must be added those who are indifferent towards 
the reforms (a group about 10% smaller than the first two) and those who emphasise their own point of view 
in this matter, falling outside the categories predicted by the survey. 36.5% of both students and teachers 
express their approval of the reforms, while 38.9% of the teachers and 36.9% of the students show their 
disapproval 18.2% of the teachers profess indifference, as do 21.2% of the students. Among the "other" 
responses (6.4% of the teachers and 5.4% of the students), the most commonly given were those 
emphasising more complex attitudes to the restructuring of education, e.g. "It is difficult to talk about 
approval or disapproval, since the rank and file teachers had no influence on the reforms", "Attitudes towards 
the reforms are irrelevant, teachers should simply implement them as part of their duties as employees", "I'm 
basically for (taking into account the need for reforms), and against (if we look at the way they're being 
implemented)". 

Graph 1: Attitudes towards Reforms in the Education System 

How would you describe your attitude towards the reforms currently being introduced in the Polish 
education system? 

  

 

Positive Negative Indifferent Other 
 

 Teachers D Students 

During the classes on comparative pedagogy conducted by the author, the professionally active teachers 
(supplementing their qualifications) often expressed a conviction that the educational reforms were somehow 
forced on Poland by the European Union (EU) in connection with the plans for integration. Such a view is of 
course thoroughly untrue, as can easily be seen in the enormously varied educational systems of the EU 
member states. In individual countries, not only do different types of school function with different 
organisational aims, but they also form systems, which are often as diverse as the cultures and history of 
those various countries. One common factor, however, is the way in which the intended targets are 
achieved with regard to the functioning of the educational system. In 

300 
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this sense, the reforms currently being implemented in Poland can be considered to be a result of the 
circumstances of Poland's process of accession into the EU. Could, however, the causative force of the 
education system reforms - as our respondents believe - prove great enough to influence Poland's entry into 
the EU (Table 2)? 

Table  2:  The Educat ion Reforms and Poland's Integration with the 
European Union 

 

Simple comparison for qualitative variables 
Respondents Question TEACHERS STUDENTS 

Do you think the education reforms will: 
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Simplify Poland's entry into the EU 284 38.5 19.2 360 48.7 24.4 
Hinder Poland's entry into the EU 25 3.4 1.7 18 2.4 1.2 
Have no influence on Poland's entry into the EU 353 47.8 23.9 251 34.0 17.0 
Difficult to say 76 10.3 5.2 110 14.9 7.4 
TOTAL RESPONSES PER GROUP 738 100.0 50.0 739 100.0 50.0 
TOTAL RESPONSES 1477 

Nearly half of the students (48.7%) believe so, as do 38.5% of the teachers. The belief that the education 
reforms will have no influence on Poland's integration with the European Union is shared by every second 
teacher (47.8%) and a third of the students (34.0%). Only 3.4% of the teachers and 2.4% of the students expressed 
the opinion that they would make Polish attempts at integration more difficult. 10.3% of the teachers and 
14.9% of the students found the question difficult to answer. 

A correlational analysis (Correlation Table 1) among those who believe in the helpful character of the 
reforms in the education system as far as Poland's EU aspirations are concerned, indicates a dominance of 
students (55.9%) over teachers (44.1%). Among those expressing the opposite point of view (a group fifteen 
times smaller in number), teachers formed the majority - 58.1% as opposed to 41.9% of the students. The 
education reforms' lack of influence on Poland's entry into the EU seemed obvious to a greater number of 
teachers (58.4%) than students (41.6%). Of those for whom "Difficult to say" was the preferred answer, 59.1% were 
students and 40.9% teachers. Taking into consideration the Czuprow and Pearson 
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factors used, it should be mentioned that the variables under investigation showed little dependency. This is a 
result of the socio-professional status of the respondents not differentiating their attitude towards the questions 
subject theme. 

Graph 2: The Education Reforms and Poland's Integration with the 
European Union 

 

i Simplify Poland's entry into the EU 
I Have no influence on Poland's entry into the EU 

■ Hinder Poland's entry into the EU □ 

Difficult to say 

In the context of attitudes towards the implementation of reforms in the education system, one basic question is 
of fundamental importance: do teachers' professional preparation and degree of reflection, attitude towards the 
reality of the situation and the motivation they show allow them to safely observe the course of events in the 
contemporary educational process? It is for this reason that the question of teachers' perception of their own 
professional role is paramount, as is that of whether they can identify the tasks they face within the changing 
socio-political reality. 

The attitude towards the education reforms being introduced, as observed from 
the perspective of the professional environment, is undoubtedly something which 
fundamentally polarises teaching circles. The more changes noted by teachers in 
the current state of educational materials, the greater the emotions accompanying 
these transformations. .   : 

Correlation table 1: Respondents' Opinions on the Education Reforms 
 

Comparison between: ■ : : - > s          . METRIC - CURRENT 
STATUS - COLUMNS; • Will reforms simplify EU entry? - lines. 

Do you think the education reforms will: TEACHERS STUDENTS TOTAL 
    

19.2 24.4 43.6 Simplify Poland's entry into the EU 
38.5 48.7  

 44.1 55.9  
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                          Comparison between:                         ; . 
METRIC - CURRENT STATUS - COLUMNS; • Will 
reforms simplify EU entry? - lines. 

 

Do you think the education reforms will:     |     TEACHERS 
IliiWWw-WIIB 

STUDENTS     )TOTAL 

1.7 
3.4 

 1.2 
2.4 

 2.9 Hinder Poland's entry into the EU 

58.1  41.9   
 353  251  604     
Will have no influence on Poland's entry into 23.9  17.0  40.9 
theEU 47.8  34.0   
 58.4 

76 
 41.6   

5.1  7.5  12.6 
10.3  14.9   

Difficult to say 

40.9  59.1   
 739   1477 
Total.  50.0  50.0   
 100.0  100.0   
      

The education reforms are now reality, or rather are becoming reality. Many teachers, though, still wonder 
about the justification behind this process, as well as about the intention of those behind the idea. This is 
mainly true of the significant group of teachers (38.9%) who view the reforms unfavourably. In the light of 
this, it is interesting to note who is perceived as having the greatest influence in the implementation of the 
reforms in our country's education system (Table 3). 

Three quarters of the respondents (75.6% of the teachers and 73.2% of the students) stated that the reforms 
were introduced at the wishes of the education authorities. The second most numerous group among those 
questioned was of the opinion that the reforms came about as a result of pressure from the European Union 
(27.6% of the teachers and 34.5% of the students). This result confirms the assertion made earlier that a 
significant number of people believed this to be the case. There were few who were of the opinion that the 
reforms came about due to the expectations of teachers - 3.4% of the teachers and 2.6% among the students. 
Even less numerous were the respondents (1.3% of the teachers and 0.8% of the students) indicating parents 
as responsible for these reforms, and not a single 
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Table 3: Instigators of the Reforms in the Education System  

Simple comparison for qualitative variables 
Respondents Question TEACHERS STUDENTS 
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From the initiative of the 
education authorities 

562 75.6 67.7 37.8 33.5 544 73.2 64.2 36.6 32.4 

As a result of EU pressure 205 27.6 24.7 13.8 12.2 256 34.5 30.2 17.2 15.3 
At the request of teachers 25 3.4 3.0 1.7 1.5 19 2.6 2.2 1.3 1.1 
As a result of parents' 
expectations 

10 1.3 1.2 0.7 0.6 6 0.8 0.7 0.4 0.3 

At the request of pupils 0 0.0 0.0 0.0 0.0 0 0.0 0.0 0.0 0.0 
Difficult to say 28 3.8 3.4 1.9 1.7 23 3.1 2.7 1.5 1.4 
TOTAL RESPONSES PER GROUP 830 — 100.0 — 49.5 848 — 100.0 — 50.5 
TOTAL RESPONSES 1678 

respondent saw any influence coming from the pupils. "Difficult to say" was the chosen response of 3.8% of 
the teachers and 2.7% of the students. 

The data presented in Table 4 demonstrate the belief among teachers, and also, interestingly enough, 
teachers-to-be, that the reforms are of a typically external character, beyond the scope of their personal 
influence. This is attested by the first two answer categories, while the remainder has a textual content which 
does not exclude the possibility of teacher influence. The first two options were, however, chosen by over 90% 
of those questioned in both groups, which is in itself confirmation that the reforms are regarded as something 
inflicted on them, on which they have no influence. 

An important concern regarding the very basis of the reforms in the education system can be found in the 
question whether or not they have affected the standard of education in Polish schools (Table 4). The largest 
group of respondents (42.6% of the teachers and 42.5% of the students) disagreed with this thesis. A full 
quarter of the teachers (25.4%) as well as 18.9% of the students considered that the reforms had lowered the 
standard of teaching in Polish schools. Only 15.9% of the teachers and 19.7% of the students were convinced 
that the reforms had exerted a positive influence on the standard of education. 16.1% of the teachers and 
18.9% of the students had no opinion to express in this matter. 
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Graph 3: Instigators of the Reforms in the Education System 

Do you think the reforms to Poland's education system were implemented: 
  

S From the initiative of the education authorities 
 ̂As a result of EU pressure 
□ At the request of teachers 
■ As a result of parents' expectations 
S At the request of pupils 
0 Difficult to say 

Tabela 4: Influence of the Education Reforms on the Standard of Education 
 

Simple comparison for qualitative variables 
Respondents Question TEACHERS STUDENTS 

Do you think the education reforms have: 
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Raised the standard of education 117 15.9 8.0 143 19.7 9.8 
Had no influence on the standard of education 313 42.6 21.4 308 42.5 21.1 
Lowered the standard of education 187 25.4 12.8 137 18.9 9.4 
Difficult to say 118 16.1 8.1 137 18.9 9.4 
TOTAL RESPONSES PER GROUP 735 100.0 50.3 725 100.0 49.7 
TOTAL RESPONSES 1460 

 Students
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A correlation table for the contingencies of the two variables demonstrates certain characteristic 
positions in the data (Correlation Table 2). Among those respondents who believed that the reforms had 
resulted in a rise in the standard of teaching, students were in the majority - 55.9% as opposed to 44.1% of 
teachers. Within the respondents expressing the opposite point of view, the proportions are reversed - 57.7% of 
the teachers and only 42.3% of the students. Those who saw no influence on the effectiveness of education 
were equally represented among both groups - 21.4% of the teachers and 21.1% of the students. 53.7% of those 
with no opinion as regards the question under analysis were the teachers, and 46.3% the students. 
 

Graph 4: Influence of the Education Reforms on the Standard of Education 

Do you think the education reforms have: 
  

 

Teachers Students 

fi Raised the standard of education 
E3 Had no influence on the standard of education 

■ Lowered the standard of education 
S3 Difficult to say 

Although the dependence is of negligible strength, the breakdown of data should be regarded as characteristic 
- if someone considers the education system reforms to have had a positive effect on the standard of teaching, 
then they are more likely to be a student than a teacher. And conversely, it may be assumed that someone 
who sees the reforms as a factor lowering the standard of teaching in Polish schools is more likely to be a 
teacher than a student. I consider that the survey into the attitudes of present and future teachers towards the 
education system reforms fits into the current field of pedeutological consideration, based on the belief that 
the future of Polish education is to a large degree dependent on the quality and morale of the teaching staff (The 
OECD report of 1995 on education in Poland, p.5). 

The survey which was carried out is, to me, a confirmation of the conviction that present and future 
teachers, members of the most humanistic of all the intellectual professions, should contribute new, 
important values to the achievements of their country. This will be impossible if the horizons of their 
comprehension do 
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Correlation Table 2: Changes as a Result of the Reforms to the 
Education System 

 

Comparison between: • METRIC - CURRENT STATUS - COLUMNS;            
• Influence of reforms on standard of education.                               

Do you think the education reforms have: TEACHERS STUDENTS TOTAL 
117 143 260
8.0 -xs 17.8 

15.9 19.7  

Raised the standard of education      

45.0 55.0  
313 308  621 

21.4 21.1 42.5 
42.6 42.5  

Had no influence on the standard of education 

50.4 

187 

12.8

49.6 
137 
9.4

_________
32-1        : 
22.2 

25.4 18.9  

Lowered the standard of education 

57.7 42.3  
118 137 233 

8.1 9.4 17.5 
16.1 18.9  

Difficult to say 

46.3 53.7  
  

50.3 49.7  

100.0 100.0  
Statistical value of X' = 11.704 (p<0.01)   ■  

not reach beyond the present reality and towards new goals. The reforms in the education system not only 
provide teachers with this possibility, but also constitute a fundamental opportunity for other actors on the 
educational stage. 

Total 
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Theoretical Basics of Music Perception 

Abstract 

The theory of music perception based on pedagogic praxis emerges as the most general system of 
knowledge of methods, forms, and means of pedagogic activity. Under the development of music perception 
we understand a purposeful creation, formation, and perfection of human musical abilities that make it 
possible to perceive music consciously, to accept it as an aesthetic object, and to find an artistic portrayal of a 
certain reality in it. 

Key words: music perception, musical artefact, pedagogic interpretation. 

The conditions of the development of music perception 

The reception of a musical piece in the pedagogic praxis is described by the term perception. As a special 
part of music education its development began at the beginning of the 20th century. This development was 
made possible by the accessibility of musical art through audio-technical means. 

In spite of the fact that music is accessible everywhere, the education of the music listener in a 
complicated process that involves elements of psychological, aesthetic, and sociological character. Since music 
perception is becoming a prevailing music activity nowadays, it is timely to deal with these problems. 

We must understand music as a spiritual result of all forms of its existence. Music perception in our system of 
school musical education is understood as one of its musical activities, which is linked to listening to music. 
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The theory of music perception emerges based on its relation to pedagogic praxis as a system of pieces of 
knowledge of methods, forms, and means of pedagogic activity. 

The development of music perception is facilitated by purposeful creation, formation, and perfection of 
musical abilities that make it possible to perceive music consciously. These abilities are developed 
continually in cooperation with vocal-intonation activities, instrumental and music-motoric activities. 

The intentional perception of musical artefact is ensured through pedagogic interpretation (Langsteinova, 
E. 1995) 

While making pedagogic interpretation, we have to keep in mind: 
- The principles of the music-artistic reflection, 
- the principles and characteristics of music perception as potential abilities of 

human organism, 
- the methods and means that provide for the development of this skill (P e r - 

everzev, L.B., 1971). 
The goal of improving the quality of music perception is to allow an individual through music art to 

specifically cognize the world, life, various realities in a way that is not available through other cognitive 
possibilities. Aesthetic interaction, which arises here, is always linked to emotional experience and is non-
repeatable as well as irreplaceable by any other didactic interaction (P e t r, J., 1977). 

The Structure of Music Perception 

The process of music perception is psychologically and pedagogically complicated. In order to make it 
comprehensible we have decided to use fabricated model structures.1 These are in harmony with the ideal 
reflection of reality. We may include in this system various structures of specifically organized sounds 
called a music composition as well, and we will call them musical information. 

Music information is not limited to a mirror reflection of sound phenomena of reality, but it is grounded 
on the transmission of information about varied aspects of the mutual relationship of man and society, man 
and reality. The transmission of such a kind of musical information is possible only when its sender has a 
special ability of coding, and when a recipient is able to decode the given musical information. 

1 The fabricated models provide a solution of particular tasks more clearly because they help to look into the given problems as a 
whole and, if necessary, to also see its single elements. 
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Psycho-physiological grounds of special abilities to code and decode musical information are inherited. 
The selection and processing of musical information occurs in each individual spontaneously. We speak 
about the spontaneous, unaffected relationship when it arises through a direct contact with a work of art 
without a mediation influence. :; 

The System of Decoding of Musical Material 

The percipient perceives music through decoding of musical information. 
We know little about the decoding of musical artefact except the fact that it is both an entry and a way out 

for it. 
An entry is the hearing organ through which musical information goes in. A way out can be identified as an 

outcome of perception, and it appears as a spontaneous expression of emotions, through the emergence of 
certain orientations, change of reactions, goals, and kinds of activities that can be observed either directly or 
can be classified through testing. 

According to functional operation we distinguish a section of information processing and sections of 
information preservation called sections of memory. 

Music perception as a process is realized in a system of decoding of musical artefact though subsystems of 
syntax, semantics, and pragmatics (M i c h a 1 k o v a, D., Strenacikova, M., 1995). 

In the first subsystem, the musical artefact is divided through a hearing organ into channels that make up a 
single structure of perception. The auricular channel provides for perception of sonically colour components, 
the auricular-vocal channel provides for the perception of sonic pitch components, and the auricular motoric 
channel provides for the perception of rhythmic components in a musical artefact. 

In the mutual processing section, there is unification of elementary structures into bigger entities relevant 
to the notions motif, movement, or also music form. The cognition of these complicated structures is ensured 
by the capacity of permanent memory. We may say that the formal organization of a given musical artefact in 
the subsystem of syntax is denned by music analysis. Music analysis represents the most discussed method of 
basic importance, which leads to a synthesis of the syntactic structure of music perception (Hurnik, I., 
1972). The creation of the syntactic structure of perception is based on repeating of certain arrangement of 
elements in the flow of a musical artefact. Through particular types of memory autocorrelation is set. If a 
recipient has information in their memory about either identical or similar arrangement of elements of those 
already perceived musical artefacts, autocorrelation occurs faster. 
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In the next phase of music perception, the musical artefact goes through its meaning interpretation. This 
phase is called the subsystem of semantics. The percipient expresses the meaning of music language to 
perceive it as picturing of certain outer and inner parts of reality, of certain phenomena, situations, ideas, and 

the like.- 
The bigger capacity of the foregoing semantic information is mastered by the recipient, the deeper, more 

continual and more differentiated their perception is. The percipient continues apperception. 
In the system of pragmatism there occurs evaluation of the relation between a deep artefact and the 

reaction of recipients that is linked to the perception of a given artefact and is in a direct interaction with 
their emotional reactions. 

Based on the data of syntactic and semantic structures, to which values are assigned, the recipient 
evaluates the musical artefact in an aesthetic, ethical, and cognitive sense either positively, or negatively, 
or neutrally (Michalova, E. 2001). 

The recipient's orientation is shaped on the basis of the results of musical artefact evaluation. Generally 
it informs about various emotional experiences, psychic conditions, willful endeavour, motives, and other 
facts of the recipient's personality. 

In relation to the character and intensity of orientations, for instance, the retroaction between the orientation 
section and the hearing organ can either increase or decrease the hearing organs sensitivity. 

Under the immediate influence of various orientations related to music perception, miscellaneous 
structures of the recipients reactions arise. The section of reaction is connected through the retroaction 
with auricular-vocal and auricular-motoric channels. It is proved by the fact that singing in unison with 
heard melody, gesticulation and rhythmic motion can to a great extent make it easier to perceive the 
melody pitch move as well as the rhythmic structure of a piece of music 

Musical information is recorded in sections of information keeping, or to put it differently, in memory 
sections. We differentiate between a transient memory and a permanent memory. The transient memory 
keeps musical information in its finest details; however, it does not perceive them globally. The permanent 
memory keeps holistic features of a musical artefact; however, it does not keep their details. 

Every section of information procession and memory section is mutually connected by retroaction. For 
example, when a musical artefact is familiar to a recipient, or its structure is similar to the one with which he 
has got acquainted, the spheres of retroaction begin activation of individual sections towards a higher 
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performance. If a musical artefact is complicated or completely unknown, the retroaction between the 
memory section and the section of information processing will show a contrary effect going down even to 
absolute deactivation of a hearing activity. 

Pedagogic Aspect of Music Perception 

The quantity of musical information, daily come across by the recipient, requires preparation for it. In such a 
case we speak about a mediated attitude to music. Such an attitude can be reached also through the mediation of 
systematic and organized music education (H e r d e n, J., 1992). 

An intentional perception of a piece of music is secured through pedagogic interpretation (B u r 1 a s, L, 
1998). Under this term we understand a process in which the teacher creates a model of perception and 
emotional experience of a given musical artefact. This model is not a finite one but it is an alternative solution 
of a given receptive situation. It finally helps the recipient to create an algorithm that provides their easier and 
more successful acceptance of a similar piece of music. Pedagogic interpretation enables the pedagogue 
to provide unity of the emotional and the rational, and it leads the recipient to intentional perception of a 
musical artefact. 

Conclusion 

The ground of the solution of music perception problems is to enhance the development of cognition in 
the given area that concerns music perception as well as to especially clarify: 

- the meaning of development of learning the basic knowledge of music; 
- the ways of perception activation; 
- the content and forms of mutual relations of all musical activities and their 

role in the development of music perception. 
In the researched area, it is necessary to contribute to the development of music theory, and also, to clarify 

possibilities of utilizing knowledge in regular music education. 
Based on the proposed model images and empirical knowledge about possible ways of music perception 

development we have set apart, classified, and systematized according to the rule of succession and 
appropriateness, a complex of tasks 
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applicable in the pedagogical praxis through which we have featured their usefulness in the educational 
process.2 

Music perception as a creative activity presumes an engaged relation of the recipient who is controlled by 
a system of motivation representing the basic attitude to music, characterized also by the importance of musical 
leverage. 

Through the analysis of music-hearing process we have come to a conviction that the condition of an 
effective musical development of an individual is the complexness of the pedagogic influence, which 
provides for the development of aesthetic interests, attitudes, needs, and habits. 

In conclusion it is necessary to say that the system of endogen processes is conditioned by a certain 
system of endogen influences. That is why this process must be actively entered by well prepared pedagogues 
already in the lowest grades of elementary school. 
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Distance Learning, E-learning and Blended Learning Principles, Problems and Potential 

Abstract 

New distance learning technologies are not necessarily better for learning than old methods. 
Consequently, choice of learning method should be related to course content and students' needs. In 
this context, a hybrid distance learning model is imperative. 

This paper is based on the authors' personal and practical teaching experience with distance learning 
over 30 years, i.e. since 1972. The authors use their knowledge of distance learning and distance 
learning technologies - combined with their considerable experience of education in different types of 
higher education institutions - to analyse and reflect on the current vogue of distance learning and e-
learning. 

Using an argumentative research approach, the authors draw upon data collected from their 
personal experiences of distance learning in the UK. In addition, the paper surveys current 
literature and distance learning activities outside the UK, in particular in the USA. 

Key words: Blended Learning, E-Education, E-Learning, Distance Learning, Issues, Potential, 
Problems, Strategic Planning 
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1. Introduction 

Distance learning (DL) combined with emerging computer technologies have together promised 
much to education. In practice, however, the reality has often fallen short of the expectation 
(Valentine, 2002). This paper examines the promises, problems and future possibilities of modern 
DL. This analysis covers many areas and takes a number of perspectives in order to address, 
indirectly, the overarching question "Is distance learning a university imperative?" 

The paper is not concerned with DL technology used simply for traditional on-campus-based 
students, but rather with the more difficult problem associated with remote-students on DL courses 
that are off-campus based. In this analysis it is essential to focus less on the technology of delivery 
and more on educational requirements of students and courses. 

The paper uses a number of theories to analyse DL in order (i) to learn from current and past 
events in computing and education and (ii) to identify methods for moving DL forward successfully. 

2. Research Method 

This paper, using an argumentative research approach (Galliers, 1992), presents an overview of 
distance learning (DL) from various perspectives, i.e. from teacher and student perspectives, a 
management perspective, and an organisational and university perspective. The paper, based on the 
authors' personal experiences of DL and distance education (DE) in the UK, also draws upon 
experience and data from outside the UK. The paper surveys the current literature and combines this 
evidence with the practical knowledge of the authors. 

The authors' knowledge of DL and DL technologies is based upon:- 
• Some 20 years of distance teaching as course tutor with Open University - see 

section 3.1 below- on both undergraduate and postgraduate courses between 
1971 and 1991 

• Using the Blackboard virtual learning environment (VME). 'Bb' is described 
in section 5.4 ..       ...........  

• Recent distance teaching of a doctorate student based in Canada with the 
teacher, research supervisor, based in the UK in a London university (D e 1 - 
corde, 2002) 

• Using in their teaching numerous DL technologies - such as pre-recorded 
videos and audio-cassettes, multi-media technologies, video-conferencing, 
and telephone-conferencing - repeated over many years. 
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The authors also draw upon their extensive knowledge of UK educational institutions and 
organisations having taught in schools of architecture and medicine (Lane, 1991); universities across 
England; and further education colleges (i.e. tertiary non-degree education). 

3. Distance Learning - a Brief History 

Distance learning has been utilised for over a hundred years. One of the earliest forms was through 
'correspondence' courses in Europe where the learning materials were distributed not through 
electronic media but through paper sent by mail. These courses, which were common in the UK until 
the 1950s and later, were used for professional education in accountancy, law and engineering - even 
today, in 2004, these same professions use the same paper-based DL methods, where appropriate, for 
professional 'continuing' education. For example, a Diploma in Notarial Practice is offered through 
the Institute of Continuing Education at Cambridge University, England; and an MSc and 
Postgraduate Diploma in Sport and Exercise Medicine are offered at Bath University, England. 

Table 1: Distance Learning Generations  
Generation of Details.
1.1900 to 1950s Mono medium, i.e. paper based
2.1950 to 1970s Supplementing stage 1 with a multi-media approach, i.e. 

mixing paper DL materials with audio cassettes and 
broadcast TV - culminating with the creation of the 
UK' O U i it3.1970 to 1980s The use of computing was added to the 2nd generation 

4.1990s and later More recently new multimedia technologies were added 

As technology advanced - through radio, audio-tapes, TV and video-taped lessons - new forms 
of DL were devised. This represented the 2nd generation of DL, as shown in table 1. During this 
period the UK's Open University, OU-UK, was established for non-campus degree students. 
Therefore, OU-UK was one of the first DL-universities in the world. One of the authors of this paper 
was employed as a part-time tutor for OU-UK for many years starting from its first year of 
operation. 

The use of computers to aid DL was the next major technological change; and the later 
development of communications technologies - resulting in the use of ICT (information and 
communication technologies). These technologies combined with the Internet to provide a perfect 
technological platform on which to exploit 
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Feature Comment
Interaction: The importance of interaction (i) tutor-to-student and 

(ii) student-to-student was (a) recognised and (b) 
addressed from the time of OU's conception in 1971. 

The success of OU is based upon (i) clearly identifying student needs and prob 
lems; (ii) providing more than e-learning, e.g. providing effective local support 
through personal tutors; (iii) recognising from OU's earliest days that the isolation 
of distance students must be addressed, e.g. by using a tutors personal telephone 
as the mode for urgent tutor-student communication and/or providing the facility 
for regular face-to-face meetings between a tutor and his/her cohort of student- 
tutees; and (iv) offering conventional units for well recognised academic topics 
that were taught using a choice of multimedia resources, including books, unit 
guides, audio and video-tapes, radio and TV programmes, telephone and video 
conferencing ,      ;     - . . - . -   ■ ■ -       :    . ;     ,        - . . . . . ;  

Table 3: Open University - Its DL Organisation  
Feature Comment 

Centralised: • A centralised HQ campus 100 km north of London. • 
At HQ - containing main UL computing facilities - the 
administration is based for preparing courses. 

Producing 
Course 
Materials: 

• Course teams at HQ campus work to prepare DL 
courses. • For each course, there is an academic chair 
person, other academics, media specialists, an 
administrator, other specialists such as TV staff and 
graphic designers • There is a significant lead-time of 
some 2 or 3 years for a course preparation. 

Distribute
d 
Organisati
on: 

• There are 13 regional centres throughout the UK 
which administer local tutoring sessions (between 
personal-tutors and small groups of students) at local 
study centres • There are some 200 to 300 local study 
centres (not owned by OU - often belonging to other 
colleges) • There is a large number (an 'army') of part-
ti l t t

The above illustrates that from OU's creation: 
• OU used a 'hybrid' DL model - see section 6. The importance of this related 

to e-learning has only very recently been recognised with the current research 
and emphasis on 'blended learning' (B e r s i n, 2004; V i 11 a n t i, 2003). 

• OU recognised the 'isolation that DL students can experience; and it 
addressed this isolation through a number of mechanisms, including (i) 
personal-tutor-to-student interaction through (a) use of the tutor's personal 
telephone, (b) regular face-to-face meetings of tutors and students and (c) 
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assessment of students' assignments by personal-tutors; (ii) student-to-student interaction by 
encouraging the creation of 'self-help' study groups of students (Hentea, 2003). 

The DL model of OU has been outlined because it is a model that can be usefully considered by 
traditional universities that are now in their early days of DL. Another feature of OU that is 
significant is the organisational division and separation of (i) the preparation of DL materials and 
courses from (ii) the operation, tutoring and administration of the actual DL courses. 

4. Promises and Problems of Distance Learning 

Internet-based DL can be global in nature as demonstrated by OU-UK, the 'African virtual-
university', the 'UK e-University' (UKe-U), and the 'Worldwide Universities Network' (Barratt, 2001; 
Bentley, 2003; OU, 2003; Shaffer, 2000). From these examples and the efforts of researchers it is known 
that DL has many potential benefits, but unfortunately it also can experience problems. 

4.1. Promises and Benefits 
The potential benefits relate to (i) cost savings, (ii) widening access and (iii) operations across 

greater distances. 
Financial: Professor Valentine of the University of Oklahoma says "Many of the promises of DL are 

financial in nature" (Valentine, 2002). Gottschalk of the University of Idaho takes a broader view 
proposing that "The American education system is challenged with providing increased educational 
opportunities without increased budgets" (Gottschalk, 2002). This situation, described in the 
USA, is common in many parts of the world. It is, therefore, not surprising that many universities 
view DL as a way to save money. 

Widening Access: The flexibility of DL has led some universities to strive for increased student 
numbers through DL courses. In the UK, increased student population over the last decade has 
been achieved through increasing student numbers on existing traditional on-campus courses, 
without corresponding increase in financial resources. Consequently, many UK universities are 
claiming that they are under-funded. In developing countries, where there is a greater shortage of 
physical buildings, there is no opportunity for increasing student numbers through traditional on-
campus degree courses. Therefore, DL courses have been used in China, Brazil, Argentina and Africa 
(B o 11 a g, 2001). In China there has been a move from elite education to 'mass education and in this 
context traditional universities cannot meet the demand (B o 11 a g, 2001). 
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4.2. Problems of Distance Learning 
Like many hyped ICT innovations, DL has struggled to live up to expectations (Fielding, 2003; 

Ghanzanf ar, 2001; S a m u e 1 s, 2004). Many problems have been identified that impede the 
successful implementation of DL, including (i) inadequate funding, (ii) inappropriate DL 
technology, (iii) poor course design and (iv) attitudes of tutors (H e n t e a, 2003). Laurillard warns 
of the enemies' of DL, namely (i) greed, i.e. a focus on saving money, (ii) thoughtlessness, i.e. a dis-
regard for the special needs of distant learners, and (iii) the design of unfit or poor quality DL 
technologies (M a r o 1 d, 2003). In the USA two major problems that have been identified in several 
research studies (C a r r, 2001; H e n t e a, 2003) are (i) staff motivation which is discussed below, 
and (ii) the management of change (Lane, 1991; Lane, 2002). 

Hidden Costs and Inadequate Funding: Funding is often too low and may not provide funds for 
(i) start-up, (ii) maintenance, (iii) staff funding to (a) develop DL materials and (b) deliver DL 
courses. It is relatively easy to under-estimate the costs for (i) development of new DL 
coursematerial, or (ii) conversion of an existing campus'course into DL form. 

Cost Savings: It is often not understood that DL, per se, does not save money. A study in 
California found that only in large courses were cost savings possible, i.e. courses of 500 students or 
more (D i b i a s e, 2000) With smaller groups it is normally more cost effective to teach in a 
traditional on-campus setting, perhaps using new ICT to improve the quality of the teaching. 

Inappropriate DL Technology: The best DL depends upon creative well-informed teachers who can 
help to create quality DL materials. It is often assumed, incorrectly, that new technologies will 
automatically improve teaching. In general, the latest technologies do not lead, by themselves, to 
improved or effective teaching. 

Attitudes of Teaching Staff: As with all teaching, staff can affect the quality of the teaching and 
learning. Some academics have a negative attitude to DL. In the USA it has been suggested that this 
might reveal itself through a lack of empathy with DL in general, or even with DL students (B e r 
ge, 2002). There are many causes of these symptoms, such as academic staff feeling that DL will (i) 
change their role in education, (ii) cause them to lose ownership of their teaching material, (iii) 
result in their replacement by less-skilled staff, or (iv) require them to do additional work in producing 
quality DL materials and that this will reduce their available time for other tasks, such as research. 

Students: It is important to select students that will benefit from a DL approach. It is equally 
important not to select students that are less suitable for this mode of education. In general the DL 
approach suits students that are mature and are highly motivated, prefer the freedom of organising 
their own schedules and enjoy work- 
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ing independently. DL is less suitable for younger students straight from secondary 
school 

5. Understanding the Strengths and Weaknesses of DL by using Theories and Principles from 
It-based Related Projects 

In this section a number of business and computing principles will be considered to identify specific 
ideas that might be used to advantage in the DL area. The related topics that will be considered are (i) e-
commerce and e-business, (ii) traditional computing, (iii) 'if possible, purchase software, don't build', 
and (iv) the implementation of e-universities. 

5.1. E-Commerce 
Topics from e-commerce that might be usefully employed in DL are (i) supply chain management 

and (ii) ^localisation (Snaith, 2003). There is a strong emphasis in e-commerce to search for 
opportunities to re-engineer and to reorganise (i.e. in the context of supply chain management and to 
seek new partnerships not only locally but globally, i.e. 'glocalisation'). New partnerships allow a 
virtual organisation - here a virtual university (VU) - to offer a greater range of services, i.e. courses. 
Good examples of this are the Worldwide Universities Network (WUN) and UK e-University (UKe-U) 
which are discussed below. Glocalisation highlights the importance of remembering and not ignoring 
the value of local students when one is seeking to develop wider 'global' student interests, i.e. local is 
as important as global. 

In addition, e-commerce theory encourages division and complementary diversification, which in 
this case highlights the advantage of splitting a degree course into a number of certificate programs 
(Robinson, 2002). 

5.2. Traditional Computing - Strategic and Tactical Planning of DL 
Traditional computing is a source that is rich in theories that are relevant to any ICT innovation. 

Three theories that are relevant to DL all relate to the strategic and tactical planning of IT projects, 
namely (i) Porters theory of competitive advantage (Porter, 1985); (ii) the recommendations from 
the Harvard Business School regarding organisations that are successful because (a) they 
undertake some projects which are both innovative and therefore contain some risk, and (b) they do 
this with a balanced portfolio of projects; and finally (iii) theory relating to the evolution of an 
organisations IT experience (Lane, 1999). 
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If an institution has a serious intention of exploiting DL technology, then it is imperative that the 
institution has DL in its strategic plan. Porter points to the competitive advantage that 
organisations can lever from new technologies. However, all technologies that contain potential 
competitive advantage have a downside of risk or failure (Nolan, 1979; Lane, 1991). The 
Harvard Business School argues that successful organisations should be prepared to experiment' 
with new technologies, but emphasises the need for a 'balanced portfolio', i.e. in the case of DL this 
means a sensible mix of the new DL technologies alongside traditional learning and traditional DL 
methods. 

Nolans theory relating to 'the evolution of an organisations IT experience' can be wisely used 
when one attempts to copy the experience from another organisation, e.g. from OU-UK. Nolans 
theory specifies the evolutionary stages through which every organisation must pass - they are (i) 
experimentation or initiation, (ii) expansion with enthusiasm but with little control, (iii) controlled 
stage, and finally (iv) the mature organisation. Moore has suggested that Nolans theory can be 
applied to DL (M o o r e, 1994; B e r g e, 2002). The Nolan/Moore theory suggests that one must not 
simply copy successful DL practices in one organisation or academic faculty to another, because the 
stages of evolution between the donor and the host might be different - this difference between 
organisations might be sufficient to cause failure of the DL transfer. 

The above three theories might be regarded as common-sense, but it is amazing how often they are 
ignored and result in failure. Another recurring theme in failures of IT projects and DL projects is 
the absence of'change management' procedures (Be rge, 2002; Lane, 1999). 

5.3. E-Universities 
It is always possible to learn from other practitioners, in this case from other organisations that 

have already created virtual universities (VUs). For example experience from Australia (Shaffer, 
2000) indicates that (i) the amount of teacher s time in a DL environment can be quite similar to 
that used in a traditional on campus teaching environment, and (ii) DL appears not to be the cash 
generator that many claimed. 

Experience from California demonstrates the opportunities for VUs to reach students across the 
world. The California VU claims to be the largest VU in the world with more than 1/2 million 
students from 128 countries. The African VU, with its Kenyan HQ, aims to provide high quality 
academic resources to nations in sub-Saharan Africa. The African VU uses courses from universities 
in Australia and the USA. 

The Worldwide Universities Network, WUN, formed by universities from the 
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UK and the USA has recently agreed to design modules to teach English to non-English students (B e n 
11 e y, 2003). This work was funded by the UK e-University, 'UK e-U'. Universities within WUN will (i) 
develop the English programmes and then (ii) teach these courses. When the students have 
completed the English courses they will transfer back to UK e-U to start their undergraduate or 
postgraduate studies, e.g. in business, computer science, IT, health, and environmental 
sciences. 

Table 4: UK e-U - Technology & Pilot Programmes  
Feature Comment

Platform: In 2001, Sun Microsystems was awarded the contract to 
develop the e-U's technology platform 

First Course: Cambridge University & OU's Post Graduate 
Certificate in "Learning in the connected economy" - 
b i 1 h 2003Later Courses: These will be provided by partner members i.e. 
universities of Southampton, Ulster and King's London 

5.4. UK E-University 
The UK e-U is a new virtual university. 
• It is a joint venture between the private sector and higher educational estab 

lishments. 
. It is supported by the UK government - it received £62 million. 
• It was launched on 15th February 2000 by the Secretary of State for Education, 

David Blunkett. 
• It plans to concentrate resources from a number of partners on a significant 

scale. 
The aims of UK e-U are (i) to deliver UK undergraduate and postgraduate degree courses on-line to 

students worldwide, (ii) to develop novel means of DL which exploit new ICT, and (iii) to provide an 
interactive learning environment. After its first year of operating DL courses, UK e-U has failed to 
recruit sufficient students and is losing money (Samuels, 2004). 

5.5. If Possible, purchase Software - don't Build r 
In the computing industry, it has been recognised for a considerable time that there are many 

advantages of purchasing software, software that is already built, tested and established, rather than 
building new software. Therefore if a university can purchase software to create a virtual learning 
environment (VLE) then this might be better than the university building its own VLE. 

Blackboard (Bb) is a leading example of enterprise software for e-education, i.e. 
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a virtual learning environment (VLE). In 1997 two consultants in education in the USA - M. Pittinsky 
and M. Chasen - recognised the high demand for an easy to use, comprehensive but affordable on-
line VLE platform. Soon after that, they joined with a venture at Cornell University and Bb Inc was 
created. Bb delivers the promise of (i) on-line teaching and learning, (ii) course and cohort 
communities, and (iii) integration of Web-based student services with back-office systems 
(Blackboard, 2003). 

Table 5: An Outline of the Virtual Learning Environment, Blackboard  
Blackboard: • Bb is a Virtual Learning Environment (VLE)
An Enabler: • Bb allows students and tutors (i) to share learning 

resources, and (ii) to communicate and collaborate 
electronically. Additionally, (iii) students' progress can 
b l dDescription: • Bb software runs over the Internet • Bb allows 
students and staff to have flexible access since it can be 
used (i) from on and off-campus (ii) at any time of the 
d i ht

Bb was purchased and successfully implemented in January 2002 in the authors' university. 
However, even with a commercially produced platform, the host institution must implement the 
software within an appropriately resourced centre. In the authors' institution, there is a full-time e-
learning support officer who (i) sets-up new accounts for staff and students, (ii) provides a site 
template for staff, and (iii) gives general advice to staff as required. In addition, there is the 
University's large Learning Resource Centre whose many staff provide Bb support to students. 

5.6. Summary 
Conclusions from the above include: 
• The academic areas for VU degrees are typically business, health, education 

and environment. 
• Virtual universities are not automatic profit makers, some are losing money. 
Nevertheless, it is wise to remember that education in the past has not been 

about making money. Its mission is to educate. 

6. Making Improvements to current DL Services 

From earlier parts of this paper, it is evident that improvements are essential if new VUs and DL 
are to flourish and grow (Hentea, 2003). These improvements include (i) addressing student 
isolation, (ii) using a hybrid DL model, i.e. blended 
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learning, (iii) obtaining synergy from the co-operation of academic and non-academic experts, and 
(iv) addressing other factors that affect student performance on DL courses. 

Addressing Isolation: DL is not simply about providing DL materials over the Internet. The 
benefits of regular face-to-face tutor-student and student-student meetings are understood and 
documented in several reports (M a r o 1 d, 2003; Holmes, 2001). Recently, these types of 
meetings have been shown to be successful in several universities in the USA that offer DL courses 
(H e n t e a, 2003). These meetings are essentially the same as those methods that were employed in 
OU-UK in the 1970s - see section 3.1 above. 

A Hybrid DL Model: A simple DL through which DL materials are disseminated across the Internet 
is insufficient. A hybrid DL model (i.e. blended learning) similar to that pioneered in OU-UK in the 
1970s is essential. Recently, successful use of a hybrid DL model by American universities of Florida, 
Penn State and West Lafayette has been reported (H e n t e a, 2003). A hybrid DL model must (i) address 
the problems of student isolation through face-to-face meetings combined with other appropriate 
ways and (ii) be tailored to meet the specific requirements and stages of DL evolution of the host VU. 
It appears that a hybrid DL model is a prerequisite for success and for quality DL. 

Co-operation of staff: Quality DL technology and materials require co-operation between (i) 
academic staff and (ii) all the specialist non-academic DL personnel. This is imperative because DL 
materials are not produced by converting traditional materials into e-format. Co-operation is 
essential in the creation of quality DL facilities and materials for use with (i) on and off-campus 
access by students on traditional courses and (ii) DL courses presented off-campus to remote 
students. Co-operation of this nature is expensive in terms of time and money. 

Student factors: Research indicates that assessment of personal characteristics of potential students 
increases success rates of students and reduces student dropout rates. Each student should be 
assessed in order to identify personal characteristics that are (i) in favour of and (ii) against DL 
study. Better selection results in higher achievements. Another problem that DL students face 
relates to the limitations of DL materials and the corresponding need to locate additional sources 
of new information. This can be explored in face-to-face tutor-student cohort meetings (Hentea, 
2003). Finally, DL students need to feel part of a community, and this problem is reduced when a 
hybrid DL model (e.g. blended learning) is used. 
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7. Conclusions 

Virtual Universities: The DL paradigm is established and many universities are exploring DL in its 
different forms. In its basic form, it will be used to supplement on-campus traditional teaching. In the 
wider case of DL in VUs, some believe that we are in the midst of a shake-up and shake-out period 
which may result in some VUs disappearing, producing a relatively small number of global DL 
universities. Therefore, is it now too late for new VUs to enter the market? In e-commerce, there have 
always been early movers' in addition to 'watchers' and 'late entrants' (S n a i t h, 2003). To date, in VU 
activities, only the early movers have acted. There is plenty of time and opportunity for the late-
entrants'. 

Making Improvements: Researchers in the USA have identified a number of problems related to 
DL, including (i) the motivation of staff and (ii) the perennial problem of change management (H e n 
t e a, 2003; Lane, 1999). For successful DL implementation, these problems must be addressed. 
There are other issues and a number of recommendations have been presented in this paper related to 
these issues. 

DL Implementation: An evaluation of DL based on e-commerce models indicates that there are 
advantages in universities establishing new partnerships with other universities or private businesses - 
like those created in WNU, the African VU and UK e-U. New partnerships should be evaluated 
within a 'glocalisation' context. Using models from traditional computing draws attention to (i) the 
competitive advantage (offensive or defensive) that might be achieved from new DL technologies, (ii) 
the need for successful universities to be responsive to new technologies but to exploit new DL 
technologies in a 'balanced' way vis-a-vis old teaching methods; and (iii) to recognise that new 
ideas cannot be copied from another university or organisation and immediately introduced into a 
new organisation, because of different stages of DL evolution between the donor university and the 
host university. 

Costs and Risk: The e-universities, and UK e-U in particular, highlight that DL can be both 
expensive and risky. At the present time there is no VU that has discovered anything that gives them 
significant competitive advantage - unless it is in the DL technology itself (Porter, 1985). 

Education and Costs: There are unresolved issues, not least that posed by Professor Shih, i.e. 
"Is it politic for society to approve virtual university degrees?" (S h i h, 2003). Another question 
concerns DL and education, namely "Is DL an adequate conduit for education?" Perhaps this can 
be addressed indirectly by considering the question "Does DL reduce costs?" Some researchers 
suggest that the claims for DL to improve access through remote learning and hence reducing 
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costs, are simply methods of legitimising and concealing the reality that in many parts of the world 
there are 'reduced resources for education (Gottschalk, 2002) i.e., there is an intention to increase 
student numbers without the corresponding increase in financial resources. 

DL and Education: Finally, new DL technologies are not better, or worse, for learning than old 
methods - they are simply different. The choice of learning method for a specific course should be 
based on the needs of the students and the course content; and not selected because of its technological 
novelty. It must be remembered that DL is not fundamentally about reducing costs (although DL may 
result in cost savings). DL is there for educational purposes. The mission of universities is education. 
For both on-campus traditional students and the new VU remote students, DL and DL technologies 
have the potential to improve the quality of education. 
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Abstract 

In the paper we want to summarise results of our research and pedagogical efforts in an 
integration of Information and Communication Technology in Education at the University of 
Ostrava. 
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1. Introduction 

In the past ten years, Information and Communication Technology (ICT) have brought considerable 
changes - both positive and negative - to the conditions in which we live. They offer previously 
unheard-of possibilities in all areas of the life of society; one example would be the boom in mobile 
telephone use. One important area where these technologies have come into their own is education. 
ICT are changing paradigms of education. Both the role and the environment of the teacher 
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and the learner are changing, and so are the mutual relationships between the basic elements of the 
educational process. Nowadays, this type of education tends to be called ICT-enhanced learning or, 
more commonly, e-learning. As yet, however, there is no integrated theory of the use of ICT in 
education. 

2. Present Level of Knowledge and Research Activity 

There is a range of different conceptions of e-learning. Nowadays the term is almost always used 
to refer to computer-based learning in which the computer is an educational tool and not the goal of 
the educational process. 

Let us now briefly list the most common educational possibilities offered by computers. Firstly, 
computer-based training is education utilising study materials, which can be used by individual 
students working with computers. The material for study is stored on a diskette, or (more usually 
nowadays) on CD-ROM. 

Another type of education is that of computer-based experiments, which are particularly widely 
used in scientific education. The most commonly used term for this type of education is computer-
based laboratory. Special hardware and software are installed in a computer, which is also fitted with 
sensors. The software allows measurements to be taken rapidly and the resulting data can be 
presented by specific ways to be used later by the student. The student evaluates the data on the basis 
of various criteria, expresses the values in graphic form and draws his/her own conclusions - this 
process of course requires high-quality instructions for individual experiments. 

The development of the Internet has brought a boom in web-based training, in which students 
access study materials online using a web browser. This development has given rise to the term 
online learning, which involves not just the Internet but also other related technologies. For example, 
currently remote laboratories are used to allow students to handle experimental apparatus via the 
net and their computers, virtual laboratory with open remote database of objects that can be used 
for experimental activities (annotations, instructions, graphs, photographs, and videos). 

E-learning was a product of the development of the Internet, and the term has been used since 
around 1999. The phrase, however, has not yet become a fixed item of Czech terminology, in 
which various parallel words have common currency; for example, the Czech term translated as 
"electronic education" is seen by some authors as covering a wider range than e-learning, while 
others see the two terms as identical. In e-learning the emphasis is on the root "learning", not on the 
prefix "e" (electronic). Many different conceptions of e-learning exist both in the 
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Czech Republic and abroad, most of which understand the term in its narrower  sense. 
The three main ways in which the term e-learning is conceived are the pedagogical, technological 

and network approaches. It is our opinion that the best definition of e-learning is given by a 
combination of all the three rather than any individual conception. 

The pedagogical approach: E-learning is a process of education which uses multimedia 
technologies, the Internet and other electronic media in order to improve the quality of education. 
Multimedia technologies allow for the use of images, sounds and text to enrich the content studied, 
and the Internet provides easier access to study materials and services and allows for the exchange of 
information and cooperation within the educational community. 

The technological approach: E-learning is a spectrum of applications and processes like web-based 
training (WBT), computer-based training (CBT), virtual classrooms and digital  cooperation. It  
includes the transmission of course content via electronic media such as the Internet, intranet, 
satellite broadcasting, interactive TV programmes and educational  CD-ROMs, often supported by 
a teacher. 

The network approach: E-learning relies on the use of computer networks for the transfer of skills 
and knowledge. This conception of e-learning is too narrow (e.g. it does not include the use of media 
such as CD-ROM). 

According to the pedagogical approach, e-learning is an educational process; however the countless 
publications advancing this view do not specify the role played by e-learning in the educational 
process. 

3. Process of Education 

Let us focus on the process of education. The definition of this process in the Czech Dictionary of 
Education is particularly apt for modern conditions, and we will freely cite from this dictionary. 

Process of Education - synonyms include Educational Process, Education Process, Pedagogical 
Process, Didactic Process etc. The term is a key one in Czech educational theory, but has not been 
sufficiently defined. Two different conceptions of the term can be identified: 

- The process of education in the sense of teaching in the classroom includes the activities of 
learning by the students and teachingby the teachers. Research has contributed much to the 
understanding of the process: see Pedagogical Communication, Teaching Style, School Climate, 
Class Climate etc. There is, 
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however, insufficient understanding of how the educational content is actually represented in 
teaching, the occurrence of hidden curricula, etc. 

- In a wider sense, not limited merely to classroom teaching, processes of 
:       education are any activities which take place in an educational environment 

and include controlled learningby students who are exposed (via the educator, 
a printed text, machines and technical equipment) to didactic information 
(i.e. systematic educational content). Knowledge of the profile of the process 
of education in modern schools is currently insufficient in the Czech educa- 

■        t i o n a l t h e o r y       
With regard to e-learning, the first conception of the education process listed above corresponds 

to blended learning, which emphasises the need to combine traditional learning and e-learning in 
order to attain the best possible solutions to educational problems both in pedagogical and economic 
terms, i.e. balancing both of these considerations. The second, more general conception of the process 
covers a full range of issues involved. If we now return to e-learning, it is clear from what has been 
stated above that the educational process of e-learning is structured in a highly complex way. It is 
above all a pedagogical issue, and only then a technical one. Most current authors now agree that the 
most promising form of e-learning is WBT (web-based training). 

The results of research are presented in many books by the Czech and foreign authors, i.e. 
Prucha,}. Modernipedagogika, Brdićka, B. Role Internetu ve vzdeldvdni, Bertrand, Y. Soudobe teorie 
vzdeldvdni, Nielsen, }. Web.design etc. 

Many conferences, both in the Czech Republic and abroad, pay considerable attention to 
education supported by ICT and to e-learning. Among them in the Czech Republic in recent years 
there have been BELCOM (which is held annually at the Prague Technical University), RUFIS (host 
institutions alternate) and ICTE (Information and Communication Technology in Education, held by 
the University of Ostrava). Particularly stimulating conferences dealing with current issues around e-
learning have included Online Educa Berlin and ICTE in Spain / Oregon (USA). These conferences 
usually present the results of research focusing on a single technological, pedagogical or 
psychological phenomenon. As has already been mentioned, as yet no (even partially) integrated 
theory of ICT in education has been developed within the field of educational theory, and it is the 
challenge for us to focus on research in this field. 

Due to wide-ranging changes in educational paradigms, however, new research requires a 
multidisciplinary approach, which can be achieved only by a team consisting of researchers from a 
wide range of specialisations, working with other research institutions and enjoying good contacts 
with the target users of the research results. This requirement has been mentioned in many 
discussions both 
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at the national and International level. It is only by using such an interdisciplinary approach that a 
consistent pedagogical theory dealing with ICT in education can be developed. Such a theory would 
allow for easier access to education and would guarantee high quality at a reasonable cost. 

4. Current Trends in Integration of ICT into Education at the University of Ostrava 

Research activities 
The research and development project Information and Communication Technology in the Training of 

Science and Technology Teachers aims at preparing a conception of integration of ICT in future 
teachers' education. The conception has been developed in the following courses of study and 
research has been carried out into: 

- new educational methods based on ICT 
- new educational forms based on ICT including distance learning 
- designing and creating electronic educational materials 
- co-ordination of ICT with other educational tools 
- integration of ICT in particular study subjects and linking up to their cur 

ricula 
- distance courses and their possibilities in life-long-learning of teachers. 
The project of the Czech Grant Agency Theoretical concepts, sources and 

technical background of e-learning aims at summarising the theoretical concepts, analysing sources of 
the content, assessing the methodological background and searching for technical solutions aiming 
at the use of all these in e-learning. In the project we want to explore the possibilities of how to 
transfer the current courseware into an electronic version and to evaluate the efficiency of the pro-
cedure. If it is proved effective, we want to create the methodology of transformation. The researchers 
come from three Czech universities: i.e. the University of Ostrava, Charles University and the 
University of West Bohemia. All the places dealt with computer aided learning in the past and this 
tradition continues up-today and all of them are developing the subjects connected with 
educational technologies. 

The proposed project, Information and Communication Technology in Education, broadens and 
deepens the scope of research into these issues in order to include educational theory. The project 
involves researchers from three faculties of the University of Ostrava: the Faculty of Science, the 
Faculty of Education and the Medico-Social Faculty.      ,, ,   r    , , 
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topics (Heat and Temperature, Electrical Conductivity and Acid-Base Reactions). The programmes 
include three model scenarios of experiments for teachers, video sequences of the experiments, 
animations and presentations of the actual results of the experiments in graphic form. 

Within chemistry teaching, research has continued into the methodology of the application of the 
Internet in education with regard to implementing both instructive and constructive approaches. As 
part of the course in ICT in Chemistry and Chemistry Teaching, worksheets have been produced for 
selected topics (The Internet and Basic Internet Services, Basic Principles of Internet Searching, 
Electronic Discussion Groups, News and Electronic Conferences, The Internet and Chemistry 
Experiments), including links to suitable Internet resources. One of the main aims of this programme 
is the development of information literacy, i.e. the sourcing, evaluation and processing of data via 
ICT. The experience gained in the project will prove of considerable use in the creation of electronic 
study materials for distance learning in the subject Information and Communication Technology in 
Chemistry. 

Learning styles of students  
A particularly important factor in the integration of ICT into education is the learning style of 

students. Research carried out into this issue has drawn on previous research, which examined students' 
style of learning from texts and from a computer educational programme. The main aims of this 
research have been the diagnosis of the learning styles of university students (and the effect of 
variables on their performance) and the evaluation of the effect of text structure on the learning 
styles of secondary school students. This research has been carried out mainly in cooperation with 
students. A longitudinal (3-year) research project analysing university students' learning styles has 
been carried out with students (both full-time students and distance students) from the Technical 
University of Ostrava. 

Bachelor studies Information Technology in Education 
A new specialisation called Information Technology in Education was opened at the Pedagogical 

Faculty in the academic year 2002/2003. Students can study it in distance form for a bachelor's 
degree. They are prepared for working with ICT at schools, libraries, etc., they are trained to be able 
to run computers and methodologically help their colleagues. The succeeding degree (Master) is now 
ready. Graduates can work as ICT coordinators at school, including teaching students and leading 
educational at courses of ICT for teachers and other school employees. They also get qualification in 
project and development of distance education and e-learning courses. 
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We can offer our students this new study programme with more elements of distance learning. 
Distance study needs new access when creating textbooks and materials. Study texts must be 

drawn to support self-studying. It means that texts must be well-arranged with many references 
and notification questions. Typical problems, case studies, etc. and their resolving must be displayed. 
Purposes and aims at the beginning and recapitulation at the end should be included in every 
chapter. 

The abstract and the form of any study material are determined by type of specialization. A 
mathematical or a forensic text have different forms. The syllabus of each module should be unified 
and well arranged for good orientation in texts. It means that the layout of subchapters in every 
chapter should be very similar. The texts are usually written in a text editor to be easily processed 
by any e-learning software. The software environments are similar and they are intuitive to use. In 
our courses we use Learning Management System (LMS) called Learning Space (Lotus 
Development). The principle is the following: one installed server with courses and multiple virtual 
classes with tutors. The courses are accessible for users either by Lotus Notes client or by any web 
browser (Netscape, Mozilla, Microsoft Explorer). The LMS includes feedback as tests and exams; it is 
supplemented with electronic conferences, videoconferences, e-mails, chats, etc. We have prepared 
study texts in a printed form as well, they are written according to the national methodology for 
distance learning materials. Each text or teaching aid is proved both in the respect of professional 
content and in the respect of suitability for distance learning. 

Study is very difficult for the majority of students - they need sedulity, motivation, strong will and 
interest in learning. Although students do not need to come to school, they have to prepare regularly 
and take exams in given terms. The study year is divided into two semesters as in full-time study and 
the participants take their exams in a face-to-face way. 

Students have their access accounts and they are assigned to chosen courses. The teacher sends the 
tasks and exercises to students by e-mail. Students have access to discussion server, in which they 
can express themselves to each task/exercise. Results of exercises are sent to the teacher also by e-
mail. The evaluations are to be sent back in 4-5 days. 

Presentation 
The International conference Information and Communication in Education, held annually by 

the University of Ostrava, is a forum for the presentation of the results of research from the 
previous year and also acts as a stimulus for future work and cooperation in research into the 
issues in question. 
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Series of regular seminars entitled VirtUniv (Virtual University) are now held by the universities of 
the Moravia-Silesia Region via the portal http://www.virtuniv. cz, using power point presentations. The 
seminars, which have now been running for three years, deal with issues of ICT in education, and 
the Internet portal is regularly visited by the interested parties from the Czech and Slovak Republics. 
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Abstract 

The study works out two basie level of the axiological ethic and morał education. Every society is based on a 
kind of value model. In oder to understand it one should understand its basie value, it is value paradigm. This is 
the platform for the development of the individual's moral-identity-formation process. I have concen-trated on 
those parts of this process which are significant and relevant in the context of European culture. 

Key words: European culture, values, values process, morality, ethic evolution, morał system, morał education, morał 
decision-making, morał consciousness, morał responsibiłity. 

Introduction 

A certain value model, the structure of basie values, is the focus of each culture. It is the basie vałue system of 
culture which is its basie identification formuła. One can understand a certain cultural system through 
understanding its vałue paradigm, i.e. its basie value system. This value system is always uniąue; neither culture 
can be understood through the value system of another culture. 

The basie value system of European culture is formed by the values based on knowledge, freedom and 
humanism. A logical relationship of basie values of European culture develops from rational knowledge, 
through search for freedom, towards spiritual and morał development of a human being. The values of freedom , 
practice, morality and knowledge form a logically indivisible whole and the focus 
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of the European value paradigm. Man experiences the world and on the basis of such an experience, he/she 
can change his/her own human world, the world of his/her own imagination. However, that is only one 
aspect of the main goal: to improve ones own self, one's morał improvement is the main dimension. 

1. Morał Values and Ethic Evolution 

Values, vałue valency and value-formative function are determinative criteria of every morał phenomenon, 
morał category and the whole ethic system. Such a determination follows from the essence and limits of the 
subject of ethics. Ethics is a certain type of theory of values ("Werttheorie"). Within the old Greek inter-
pretation, ethos is the subject of ethics. It defines axiological value-and-moral determination. This is the 
source of the philosophy of ethics because values are originally the subject of philosophical investigation. 

European ethic value orientations roots have grown from the ancient and Christian-Jewish tradition. Its 
initial base was formed by humanistic-moral values. Ihey form the basie project of the European ethic value 
paradigm. Humanistic morał values follow from the basie interest in life, man and social community. 
Universal and multicultural values have their special position in a wide vałue speetrum. They represent the 
basie heritage of humanistic morał culture, its natu-ral continuum and spiritual life stability. S. Kućerova gives 
the best illustration for that: "They are universal human values - the message of ancient and Jewish-Chris-tian 
religion, the message of Renaissance, reformation, enlightenment up to humanism of modern age, they are 
values of our national history, and also the values of all the nations' culture in the world" (K u ć e r o v a, 1992, 
p.83). 

The basie problem for ethics nowadays is to overcome objeetions from axiology about its theoretical or 
practical implication conseąuences, that is, to assure an ethics that makes an affirmation of life as such 
possible (M a 1 d o n a d o, 1997, p. 34). The axiology of morality and its implementation in the education 
positions of content formation and elaboration of processing viewpoints of morał education of man, must reflect 
real life situations, i.e. the reality of a given period. In such a way, its effect and educational status can be 
intensified, and it becomes accepted in a wide social speetrum. We present the ethic-axiological dimension of 
education in its relation to ethic evolution. 

The new era brings ałong changes in paradigms, refleetion of changes at the level of ethics, human morality 
and morał education. Extremely critical standpoints state that the present ethic approaches have not been able 
to solve current problems satisfactorily, that ethic theories have failed in searching for solutions of global 
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problems. This has resulted in a situation, in which a traditional ethical approach exists alongside the signs of the 
formation of a new paradigm, or there are efforts to modify the old paradigm. It is typical of them not to form a 
unified stream of effective solutions, but a mosaic of questions. Some authors called that the " anarchic pluralism 
noise". Others consider post-modernism as a "nihilistic force which erodes traditional values". Post-modern 
destruction has been directed against the metaphysical way of thinking. It is sceptical about universal 
conceptions and considers them to be meta-narration. Unifying entirety supresses differentiation. Singleness 
of events, discontinuity and numerous phenomena have appeared. Postmodernism emphasizes plurality of 
ways of life and activities. It rejects modern rationality, it makes it relative, it challenges its general validity, and its 
right for universality. Pluralism and antiuniversalism are closely connected with value relativism, which means no 
moral universum but plurality of law and value relativism. Therefore there are no value attitudes which could 
have been accepted by every moral man. The global world requires a new paradigm discipline-the ethics of 
global world-to be denned. (The postmodern standpoints). 

We are not.however, interested in the analysis of ethic conceptions of post-modernism and its conception of 
human morality. We do not build a juxtaposition of "universalism versus relativism", in the moral area. In many 
cases this is the congruence with previous ideals. Positive impulses of post-modern thinking and its 
interpretation of the human morality in the current differentiated and complex world cultivation cannot be 
radically rejected. We are mostly interested in the reflection of pluralism and differentiated reality. We focus 
our attention especially on plurality of thinking and mind, as well as ways of behaviour and ethic value 
systems. These different features are not isolated but mutually interdependent. Our ethic and axiological 
dimension of education calls for the acceptance of a communicative paradigm - the acceptance of some post-
modern starting points (known by postmodernism) such as: tolerance, solidarity, plurality, differentiation, co-
operation, and coexistence. The oppression of different features of other cultures is neither legitimate nor effective. 
There is a strong need for understanding. 

A pluralistic society is a society where there are representatives of various cultures and various value systems. 
It is possible when those representatives are able to reach certain concensus, or at least if they agree on certain 
regulations of coexistence. A free society can exist only within the existing boundaries of individual freedom 
respected by each member of such a society. The ethics of a pluralistic society is the ethics of interest and that 
of preference, as it considers all interests and preferences, of its members' equal values. 

The moral system of a pluralistic society is open to criticism. It admits that some norms, which it is based on, 
can be revised and adapted to new social concisions. 
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It is also necessary because a pluralistic society is characterised by a "permanent" change in values and it has 
been confronted with new life reality. 

We accept the standpoint that the post-modern era has shown a great sensitivity to values. The absence of 
peace in value consciousness, the shift in values, is reality. The evolution in ethics, the shift in hierarchy of values 
and the formation of value syntheses, do not mean the formation of new value structures, but a certain change in 
the preference of values. The shift in value preferences is not always connected with the decline and 
"destruction" in value perception and behaviour, but it is connected with peoples desire to live more 
authentically and freely. 

The coexistence of various values and the shifts in value structures can be considered a natural 
phenomenon, a phenomenon of human anthropogenesis. The different and specific character of the real 
world has been manifested in the anthropological and ethic dimension. The process of ethic evolution is the 
process of disappearance of old values and the origin of new values. However, with no regard to the complex 
reality of man, ethics is only a dream. The ethic vision is based on anthropology. The way to human 
authenticity is the way to creative development of human nature, one's spiritual potential and the essence of 
one's existence. 

Human factor can be influenced. "Humanitas" is a universal present in each man. This is the basis which all 
men, regardless of their race, nationality, religion, political membership, social and cultural membership, 
can agree upon. Socio-cultural peculiarities and qualities do not close "the world of their own cultural 
structures". Culture is the world of dynamic development of human values. The openness of cultures, without 
the loss of their specific identity, creates real space for the natural and free development of human 
personality. Intercultural communication is a way to preserve and not to destroy any spiritual and cultural 
identity. Different worlds exist side by side. They respect each other and their "different visions" should be 
accepted in the value of recognition. 

Social reality has been changed. Morals cannot be constructed anew, without the acceptance of their 
historical and cultural-anthropological consequences and imperative value relations in human life. Re-
interpretation of basic humanistic moral values in a new multicultural dimension is significant and up-to-date. 
New humanistic vision of moral values forms the "focus" of dynamic stability in the ethic evolution and in 
the continuity of human morality. Correct continuity and consensus in the variety of ethic value structures of 
the "tradition and modernity" can be, however, achieved on condition that the value is defined as man's relation 
to reality. Discovering such a relation means the acceptance of the valency of values and its role in human 
life. The above-mentioned relation construction of 
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a new vision of morał values represents a relevant paradigm in the current Euro-pean spiritual-cultural context. 
The principle of humanism represents one of the basie properties of the European value system and one of the 

main dimensions of the European cultural identity. At the same time, this is a value and "input" to the global value 
system, which is being formed. The total acceptance of the unity of law and responsibility is the advantage of the 
European conception of humanism and humanistic value structures. It is mans right to devełop freely together 
with morał responsibility (S k i n n e r, 1971, p. 36-41). Within the European conception, free and developed 
individualities form the background of human development. This right includes also the acceptance of 
obligation and responsibility in its relation to an indhddual, society, optimum development of mankind and its 
living conditions. 

The optimal projeetion of ethic value of educational field, of the formation of an identicał personality of 
European competence should compose a value paradigm in the integrity of ethic value structures: a) of universal 
multicultural essence, b) ethic evolution, c) specific value phenomena in the modern conception of European 
dimension. This position can form a basis for ethic criteria of modern society and also develop the morał identity 
of a personality 

2. Aspects of the Morał Identity of a Personality Formation 

The ąuestion of mans identity has become the central problem of contemporary philosophy, ethics and 
pedagogy. Identity achievement is the objective of indi-vidual development. It is connected with the search 
for ones own uniąueness. Humanistic anthropological-philosophical theory defines the criterion of the 
degree of human identity achievement as the relation to universal cultural values, which fulły accept the ethic 
devełopment of human society. 

Man-homo educandus-is "the focus" of pedagogical thinking and influence. Man has the potential to 
become a subject of his/her own self with the help of education. One's subjective personał substance is the 
identity of one's humanself". It represents the category of basie anthropological essence. Within authentic 
human esdstence, the category of man's identity is connected with one's own exist-ence, self-definition, with the 
attribution of value structures, with the ąualities and features in the process of one's integrity formation. In the 
methodological conception of personality s identity, the morał value dimension, which is closely connected with the 
essence of human existence together with human freedom, is the leading phenomenon. We live through freedom in 
our existence. If a personality is to make 
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him/hersel f  exi t ,  he/she should be free to choose from different  possibi l i t ies  of  self-realisation. 
At the level of authentic personality morality, freedom has its own value interpretation. It is bound to the 

good, to the realisation of the good, to the self-realisation and one's sense-full  self-development. Freedom 
manifests itself in the moral decision-making process.  Freedom of decision-making is the essence of  human 
existence. It makes man moral and realize the moral good freely. This is the value characteristics of freedom, i ts  
prediction of moral deeds,  behaviour and personalitys activity. 

The world of values does not exist alone, without man. The man himself brings values to the material and 
spiritual world. He/she attributes in his/her own essence the elements of  human morality.  Man is  always an 
authentic personality,  He/she includes the universal and the individual. The ability of one's own self-determina-
tion, moral decision-making, identification with moral values and the achievement of moral identity form the 
base. If the universal ethic valency is to be accepted, it  should correspond with something,  i .e .  real  personal  
existence in real  l i fe.  The universal i ty  of  a human being can be revealed and achieved in  men 's  authent ic  
individual life. Value acceptance for a given personality is a basic and key realiza-t ional axiological-ethic field .  
The value process is  the process of  active search,  discovering, acceptance and identification. M. Dokulil 's  
words best i l lustrate the above-mentioned: "Values (the moral ones) are not ready-made". They are being 
formed by us during our l ife which is full  of risks and crossroads.  This is formed by our personalities, our 
efforts for fulfillment of better deeds which would become our other selves made into a character". (D o k u 1 i 1, 
1998, p. 83). 

In life theory and practice, the acknowledgement of the real moral life is being done and this value relation 
can form the context for our education process. Ethic teaching and moral education based on laws, principles and 
norms only could lead to  schemat i sm in  human re la t ions ,  to  monotonousness  of  orders -prohib i t ions-
sanct ions and would develop one 's  own spir i tual  and moral  potentials  and competencies unsatisfactorily. 
Voluntaristic imperative procedure in relation to norms can lead to obedience, but not to morality of an authentic 
personality. Laws, principles  and norms te l l  man what  must  be done,  or  should  be  done,  but  the  value directs 
man to certain activity. Therefore, we emphasize the axiological determination of moral norms, their input into 
the value formation process in order to make their potential value, the real moral value. 

The experienced level and the level of knowledge form the basis of the process of moral identi ty of a  
personality formation We can define moral experience as the remembering of l i fe lessons,  as  a synthesis of 
the sensual and the emotional in  which  the  exper ience  i s  sho wn in  i t s  emot iona l  a spec t  a s  an  exper ience  o f  
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emotions we live through. Moral experience is not a life reflection, but a physiological content of life itself. The 
experience shows the significance of the lived-through for a personality. The level of acknowledgement is in 
cognitive approaches connected with moral acknowledgement, as a content-structural starting point of moral 
awareness of a personality. 

The autonomous and morally interiorized process of a personality integrates the level of rationality and 
emotionality. Moral values cannot be felt through rational acknowledgement only, but we also "feel" them 
irrationally. They are "ideal entities" which enter empirical reality through the act of evaluation and have 
emotional dimension. This standpoint can be found in the teaching of Max Scheler, Nicolai Hartman, Franz 
Brentano, and others. If we are aiming at an integrated personality in the teaching-learning process, the two 
levels-rational and emotional-should be accepted in relation to moral values, too. 

In accordance with Erickson's theory of human development in stages and in the process of personality's 
education, we reflect the culture of its own acknowledgement, value perception, moral decision-making, self-
determination, and self-realization (E r i c s o n, 1980). Man has the right for self-determination, the right to 
show one's own needs and feelings, to convictions and values, man has also the right and obligation to take 
responsibility for ones self and behaviour. Defining one's relation to one's own self and to other people and 
finding new values of life result in the moral substance of one's self-determination. The acknowledgement 
itself has no moral value. If it remains in theory only, without any follow-up in free manifestation of one s 
standpoint, it is indifferent from the point of view of value. 

The idea and conviction cannot be achieved by abstract arguments only. It is necessary to reflect and 
emphasize those impulses, which initiate man's thinking, moral judgement, perception and evaluation. Free 
decision-making, as the basic condition of moral behaviour and activity, is a specific feature of the "application" 
of moral values. A free personality can decide in every situation on the basis of moral responsibility. But the 
increase in quality of moral judgement, behaviour and activity cannot be connected with freedom as 
arbitrariness. If freedom is denned as individual arbitrariness, without any sense of responsibility, its influence on 
moral behaviour is negative. 

Ethic teaching and moral education are not a codex of orders and prohibitions. We agree with N. Hartmann 
that ethics does not prescribe anything and cannot be obliged to and responsible for a legislator of human life. 
It cannot clasp man into a certain scheme, but it should show man's free formation of life. Ethics can tell us what 
is good, but cannot force our moral consciousness to accept it. It can only help in orienting towards its own 
contents. 
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Identity can be achieved only by means of "sorting it out" with oneself and with 
other people. It is the process of constant changes and maturation. If this process 
does not reach a sufficient depth, it will reach only shallow self-understanding or 
serious disorders. C. G. Jung emphasizes that man should reach his/her own 
nucleus. - . - ■ ■ ; : . ■ :  ■ ' . : ■ . ■  ' - ' V -  e s s , ; r ■ ■ ; , . ■ ■      .     ■  

The process of moral identity of a personality formation represents a complex developmental structure. Its 
essence and relations can be achieved only hypo-thetically, at the level of theoretical analysis of 
individual operationalizing activities. If an individual is to identify him/herself with spiritual culture in 
personal and social dimension, if he/she is to understand it and create his/her own opinion, he or she must 
know moral values, their explanation, their anthropological, onthological and socio-cultural determination, 
their roles in personal and social life. Without this activity this subject can hardly accept moral values, which 
can become an element of his/her own value-structure formation. But this process is not isolated in the moral-
identity development. It is connected with the level of experience. The value of experience cannot be 
replaced or compensated by the development of gnoseological processes in the sphere of morality only. 
From the viewpoint of onthogensis, it is valid that the earlier the developmental period, the more significant 
the experience for the moral development of a personality. 

Moral knowledge forms the content-structural part of moral consciousness of 
a personality. It is necessary to develop moral knowledge gradually in its integrity 
with cognitive processes of onthogenetic development of man's identity. It means 
that without the platform of the intellect, moral education would be blind. If, 
however, the cognitive activity is preferred and the internal process of moral self- 
formation of a personality is not developed, and the educational field to help to 
find one s own way of moral development is not opened, then the moral process 
"is stopped" and narrows itself to the level of moral acknowledgement. In practical 
educational activity, rationalistic procedures, methods of theoretical perception of 
ethic notions, moralizing and instruction prevail. In this context, we agree with 
W. Kay's standpoint that courses of moral education, which have been limited by 
the cognitive element, should be introduced as ethic but not moral education (K a y, 
1975,p. 327). :    : ~ : , - , t  :     , ■        . - ■  / • ; ■ <   . . ;  \ :  

The autonomous morally creative process of interiorization is determining from the viewpoint of moral 
dimension formation of a personality's identity. We have to start with the full sovereignty of a personality, and 
reflect the culture of his/her own acknowledgement, value perception, moral decision-making, self-determina-
tion and self-realization. These phenomena can, however, be developed only in the perspective of a lived-through 
inner experience which covers the whole life of an 
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individual. Decoding of contents expressed in moral notions, judgements sup 
ported by the experience, and their transformation into inner moral standards of 
functional auto-regulative structure is closely connected with intrinsic motiva 
tional, emotional, self-conscious, attitude-and-value states and personality's proc 
esses (Mason, 1996). • 

The extent of knowledge and self-recognition is dependent on cognitive abilities and individual experience. But 
it is decisive for moral behaviour and activity. It is because the external moral norms can vary in the way they 
are included in the inner systems of auto-regulation structure, which has a direct, i.e. practical and active, 
influence on human behaviour and activities. 

All moral contents, in an individuals consciousness, undergo a process of moral evaluation. Such a process 
integrates the acceptance of moral norms, moral judgements and moral perception, moral feelings and 
experience, moral decision-making, solution of moral conflicts, formation of conviction and moral attitudes. Moral 
stability of opinions, the principal character of any moral attitude follows from the process of a personality's self-
recognition. Moral self-recognition is the recognition of one's own self, the recognition of the fact that man is 
himself, a moral personality. The ability of self-recognition is the ability of man. This manifests the effective 
interiorization of moral phenomena and successful development of evaluational, control, regulative and 
directive processes in the moral consciousness of a personality. This is the substance of a personality's identity 
and man's moral autonomy. Let me quote R. S. Peters: "It is not enough to say that children should be taught 
how to be themselves, they should be also given advice what to do to be the kind of people they want" (Peters, 
1969, p. 12). 

We cannot comprehend the total essence of the moral autonomy of man's formation only by cognitive 
approaches. Therefore, it is necessary to develop the level of emotionality to dynamize the experiential relation 
of man to the phenomena of the internal and external world at the socio-cultural level, in human interaction, 
man's relation to behaviour and activity, and towards proclaimed ethic value structures. The function and role 
of emotions follow from the value determination and functional effectiveness of moral feelings in the evaluating 
process. 

A moral feeling can be defined as mans perceived relation to moral values, moral requirements, deeds and 
activities. Without moral feelings the emergence of evaluating judgement and evaluating opinion is hardly 
possible. They are being formed through the moral-emotive experience, which forms the framework for man's 
inner interpretation of moral phenomena, his/her attitude to them and his/her will to identify with them. On 
the basis of this emotionally experienced evaluating relation, conviction is being formed and self-recognition 
is being developed at the moral level of a personality. A certain value structure, which can 
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become a potential constant in the personal identity of an individual, is formed by the most stable and 
axiologically the most significant elements. 

Regarding morality, the value-formation process is closely connected with the free decision-making process 
of a personality. A free personality can make decisions within some moral responsibility in any situation. The 
formation of moral evaluating judgements, the development of the decision-making processes and their 
relation to responsibility form a "nucleus" at the personal level of moral development of a personality. 
From this it follows that moral decision-making processes are in relation to the immanently structured relation 
with consciousness and man's freedom. A certain life projection and corresponding possibilities of behaviour 
in practical reality of life, are manifested in mutually conditioned complementarity of those phenomena. 

Man makes his/her identity authentic and lives through the constant recognition of his/her own existence. 
He/she monitors his/her behaviour and activities in relation to his/her own moral criteria and his/her own 
value system. The ability to apply this value system by regulation, direction and control of one's deeds reflects the 
moral autonomy of a personality. Man's consciousness is functional and from the evaluation viewpoint a 
highly significant element in the moral autonomy of a personality's structure. It represents a specific 
phenomenon, a potential, which constantly enters subjective decision-making processes. The relation of 
consciousness and decision-making characterizes the moral status of man (C a 11 a h a n, 1991). 
Reductionism and no respect for consciousness result in degradation and depersonalisation of the whole 
spiritual world of man. In developed cultures, the formation of consciousness is considered to be the first 
condition of moral education. We agree with D. M. Berridge that school, and according to us even the social-
educational field, should provide formation of a "mature" personality's consciousness. Inspite of any precise 
consideration of this issue, consciousness will never be defined exactly. 

Moral decision-making processes take place under the conditions of real-life plurality. Acceptance of the fact 
that others exist in the values sphere also manifests the acceptance of every man's right for acceptance of his/her 
own world and his/her own interpretation of the world. It shows spiritual and moral culture of a personality. The 
dynamics of moral decision-making processes, the choice between value systems, their identification, but also the 
application of values, is a profoundly individual process. Man forms his/her own project "of life by values", 
he/she discovers, and accepts as values. S. Kucerova has written: "There are still questions of how the abilities 
of value perception develop, how the body of values is being formed, how we learn to differ lower and higher 
values, how we learn to decide about values, how we will protect real values and reject the evil ones" (Kucerova, 
1996, p. 64). 
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Behaviour, activity and moral deeds are the integrating stage in the moral identity of a personality 
formation. Moral status of man cannot be understood outside behaviour, because it is manifested in moral and 
practical deeds. Moral dimension of identity cannot be formed in a closed world of a personality, but only in a 
congruence with outer environment and practical life. 
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Health within the Area of Interest of Social Pedagogy 

Abstract 

The article, referring to the tradition of social pedagogy, discusses the issue of health from the perspective of 
its relations to the community. Health can be regarded as a value, which has an individual, group or social 
dimension, and it is related to the process of socializing which is marked by communal diversity. 

Key words: Social pedagogy, community, health, health education, health promotion. 

Referring to the tradition of social pedagogy, and especially to its pioneer H. Radlińska, it is worth 
emphasizing that in her deliberations she went far beyond the standard area of the student-teacher relationship 
(Th e i s s, 1984, p.3). Social pedagogy focuses principally on the problems of changing the disadvantageous 
developmental conditions, and preparing a human being for creative activity. The system of social education 
created by H.Radlińska was based on such intrinsic elements as: social work, connected with the organised 
protective activities of the state, social organisations and local government; cultural and educational work 
aimed at providing the broad mass of population with access to cultural values, art and science; and the history of 
social and educational work, revealing the sources of some definite phenomena and processes, and 
demonstrating the relationship between an individual and society and its specific conditions (R a d 1 i ń s k a, 1961). 
H. Radlińska was also interested in health care, and her experience of a doctor and a nurse influenced her later 
works within the field of empirical pedagogy, and set the framework of her social work. She emphasised the 
fact that social pedagogy must be deeply rooted in biology and medicine. She also put stress on the fact that 
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in comparison with medicinal pedagogy, social education makes use of "the research on impediments and 
distortions in the process of individual development, provides data on their social causes and the possibilities 
and methods of preventing and eliminating them" (Radlińska, 1961). Introducing the issue of health 
education into the theory of social work H. Radlińska resembled G. Piramowicz and J.Śniadecki. The 
problems of health, culture, work and educational culture interpenetrate in Radlińskas theory of social work 
thus drawing the outline of the theory of care. Introducing the issues of nurse care into the theory of 
education and the theory of social work H. Radlińska became the precursor of nurse training and higher 
education in nursing. 

Following through the development of social education in Poland and turning to its standard 
interpretations, one can notice that the discipline has always been focusing basically on the impact of the 
environment, referred to as a set of conditions in which an individual functions and the social forces rooted in 
it. The discipline deals with the theory of environmental factors determining human education and 
development, and also with the theory and practice of shaping the environment. The fundamental intention of 
social pedagogy is transforming the environment for the purpose of creating optimum developmental 
conditions for an individual (Przecławska, Theiss, 1995, p. 14). 

In the context of multidirectional social transformations social pedagogy faces new challenges posted by 
both theoretical conceptions and practical activities, which is caused by the fact that the particular social 
conditions determine the social needs and the functioning of an individual in the contemporary society. 
Social pedagogy has been brought into "confrontation" with the process of modernisation that is currently 
taking place in the world. The individual-society relationship is changing, and so is its sociological analysis 
(which in a way influences the training of social workers). Approaching the problems of the community via 
the system-based relations nowadays seems to be the primary rule of social pedagogy (Przecławska, 
Theiss, 1995; Znaniecki 1971). The necessity to view the social macrostructure through the perspective 
of a meso- and microstruc-ture arises not only on the plane of comprehensive perception of social problems, in 
the course of which a significant correlation has been observed, but also at the level of seeking possible 
solutions. The individual's dependence on the society is a multilevel process. The educational impact of the 
society on an individual is a micro-structural process because the social microstructures determine in a direct 
way the process of socializing. Whereas the very process of social development takes place in some broader 
background, beyond an individual, as it relates to the correlation between various groups, structures and social 
units (Szmatka, 1980, p. 24). 
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d The current social and educational issues (which have also their medical dimension) include the problems of 
inequality in the sphere of health condition amongst Polish population (including children and teenagers); the 
problems of environmental health needs, education and health promotion. They have become increasingly 
significant in recent years, in the context of democratic society and the preparations for joining the European 
Union. Viewing the above from an angle of social pedagogy it is worth paying attention to the necessity of 
respecting the fundamental ideas of the discipline, originating from the classical approaches of H. Radlińska, R. 
Wroczyński or A. Kamiński: the idea of social education, the idea of subjectivity, the idea of social justice 
understood as equal chances, and the idea of support. 

Regarding social pedagogy as the theory of educational activities conducted in the community (Przecławska, 
1996), it can be assumed that one of the elements of community education could be formal and informal 
education amongst various age groups, related to the needs of the particular community (which had been earlier 
specified). Community education is not only a process of providing knowledge through social activities 
(social work) but it also aims at teaching how to make choices, through presenting the world of cultural values. 
Radlińska emphasized that "education is a complex process and it takes place in three developmental stages: 
the period of growth of an individual, its growing up in society, and the stage of familiarizing an individual with 
cultural values" (Th e i s s, 1984, p. 150). 

Health can be regarded as a value, which has an individual, group or social dimension, and it is related to 
the process of socializing which is marked by communal diversity. Acquaintance with the issues of health, illness, 
therapy, prevention and compensation is certainly a cultural component of behavioural patterns. Within the 
context of the present-day health condition of Polish society, increasing the level of health awareness seems to be 
an extremely essential issue, demanding specific actions to be undertaken. 

It has to be remarked here that within the frame of reference of social pedagogy and its implicational dimension, 
which is social work, the problems of health and illness should be of particular significance to social workers. It 
results mainly from the fact that an important feature of social work is compensation, understood as "conscious 
complementation of the process of biological and social selection" (Th e i s s, 1984, p. 150). The other reason 
is a wide variety of meanings that the notion of health carries among laymen, who for instance regard it as work 
capability, the ability to be strong, absence of illness, and the like. It is worth adding here that in the "Ottawa 
Charter" one appeals for "the necessity of judging the local community as a reliable source of opinion as to its 
health and living conditions and good mental state" (Karski, Słońska, Wasilewski, 1994, p. 423). A local 
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community is however "something" heterogeneous, comprising many features characteristic of the 
communal life. It is crucial to mention that not all of them are equally constructive for the particular community. 
Hence various roles the features fulfil: they differentiate the particular community from other social groups, 
and indicate its integrity. Serving as indicators of communal autonomy, their strength is not the same, either 
(Komendera, 1982, pi26). Two kinds of approach to community, holistic and aspectual, can be regarded as 
complementary ones; that is to say, every characterization of the particular community type is a definite 
mosaic of analytical statements belonging to various concepts of a social group (Karski, Słońska, Wasilewski, 
1994). 

Referring to the level of mesostructure requires analysing the theories on the position and role of an 
individual in the functioning of certain autonomous collective subjects, such as associations and organizations, and 
describing the mechanisms underlying the phenomenon of determining behavioural patterns and views of an 
individual functioning in the local system. The Third International Conference of Health Promotion in 
Sunsvall, Sweden (1991) was devoted to the topic of "health supporting environments". The term applies to 
physical and social environmental conditions; it defines peoples living conditions, and their local community- 
home, workplace and entertainment. Four fundamental aspects of the supporting environment were 
demonstrated at the conference: social- referring to cultural heritage; political- concerning the requirements 
imposed on governments, and the issues of human rights; economic- connected with advances in technology. 

Stimulating activity in a local community is a fundamental part of social activities conducted within the 
sphere of social work. H. Radlińska claimed that the process of stimulating and changing the environment was 
based mainly on social forces- individuals, social groups, institutions, and social movements (Radlińska, 1961). 
It means that a local community should not be defined only as the traditional neighbourhood relations, but also 
as the capacity for joint action, revealed in appropriate situations. E Znianiecki attached much significance 
to intentional cooperation, regarded as "a bond determining" the existence of a social group (Znaniecki, 
1971). It should be added that in the mass society there are the so-called network communities for which 
territory does not play an important role in the process of organizing social life. The local structures create a 
certain network. Social mobility implies lack of strong identification with the living place, and human 
relations deteriorate. Mass social movements encourage activity in the community, and individuals are 
deeply engaged in the activities conducted by the institutions of global society. 

The local community within the democratic society plays a decisive role in solving multi-faceted 
problems concerning health and illness. It builds a connect- 



Health within the Area of Interest of Social Pedagogy 145 

ing link with global environment, and reflects global problems. The local environment embraces institutions, 
organizations, associations and groups, which prove highly significant for health promotion and for the process 
of organizing the local community with respect to the notion of support. It has been noticed that social changes 
lead to disintegration of local environments and numerous social groups, which is caused by the conflict of 
interests, related to achieving the social and economic status. There is a difficulty in organizing a lobby group for 
health. Except for major hazards, there are still many cases in which the problem of health has been treated 
marginally. 

Providing stimulation for local communities is nowadays not only a relevant idea, but also a method of 
creating democratic society. One emphasizes also the possibility of modernizing local communities through 
innovation introduced for the purpose of achieving improvement in the general mode of existence of the 
particular community (Radziewicz-Winnicki, 1995, p. 19). It seems that one of the possibilities of 
facilitating innovation in the local community, in the sphere of health promotion, could be "intervention" in the 
local environment. "In the terminology of advisory groups and institutions, intervention implies orientation 
towards establishing communication between individuals and social systems, and respecting the autonomy of the 
system being intervened in. Communication has its task-orientated character if the impact of a partner is 
considered to be the aim of the process of communicating" (Grossman, Skala, 1997, pp. 23-44). 

The key issue in health promotion is "setting". "The health problems of the population result from the 
relations between social environment and personal factors characterizing people in the particular group" 
(Grossman, Skala, 1997, pp. 23-44). Therefore it is not the sphere of an individual that health promotion should 
intervene in but the system in which it functions. The local community is a peculiar social structure the 
intervention in which might result in changes within the patterns of health behaviour. It is significant to form a 
coalition, i.e. an organized structure linking people, institutions, organizations that cooperate in order to 
accomplish the particular objective in the local community. Its.main aim in the field of health promotion is: 

- providing people and institutions with an opportunity to take part in new 
forms of activities (with no responsibility for undertaking them and develop 
ing them), 

- performing actions on a vast scale, parallel to winning social acceptance and 
satisfying social needs, 

- maximizing group and individual potential and forces, 
- reducing to a minimum the phenomenon of overlapping efforts, services and 

actions of various institutions, groups and organizations, 
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- encouraging talents, searching for methods and working toward solutions, 
- looking for recruits for social activities in various institutions and organiza 

tions (within the sphere of politics, business, social services, local social and 
religious groups, or amongst individual candidates), 

- providing the possibility of applying new methods in various situations, owing 
to the flexible character of the coalition (Woynarowska, 1995, pp. 4-6; 
Słoń ska, 1994, pp. 37-52). 

As it has been mentioned before, local community is diverse, especially as far as its health needs are 
concerned. In every local community there are the so-called dependant groups. These are: old people, the 
disabled, people suffering from chronic illnesses, the mentally sick, addicts, the unemployed and the like. There 
is social responsibility towards them, which takes on a form of concrete action. 

The idea ofsupport is one of the fundamental principles of social work, and one of its manifestations is 
through social support, understood as receiving help from significant close people and institutions in a form of 
emotional support, practical help, advice and information. Social support is of great importance in critical 
situations. It can help to reduce or eliminate stress, or to keep good physical and mental condition. Crisis has 
an existential dimension and is intrinsic to human life. It also acquires a subjective dimension being regarded 
as a chain of stressful experiences that the person undergoes, which disturb and "break" his or her mental 
balance. The examples might be strain, chronic stress, and positive and negative events. Crisis denotes both 
danger of failure, breakdown, and the chance for changes, development and improvement in the quality of 
life, taking into account both an individual and the closest surroundings. Lack of the system of social support 
lowers mental resistance to stress and limits the ability to cope with crisis (Bandura-Madej, 1996, pp. 15-
28). Crisis intervention is a series of complex activities conducted on the plane of psychology, medicine 
and environment. It can be applied in the situations of special threat (e.g. epidemics, a sudden loss of health, 
unemployment and the like), in which groups or individuals might find themselves. Crisis intervention centres 
serve a diagnostic and therapeutic role (Bandura-Madej, 1996, pp. 15-28). 

Social support is also defined as a sort of interaction taken by one or two parties in a problematic situation, in 
the course of which an exchange of information -either emotional or practical - takes place. One can 
distinguish various kinds of support, e.g. emotional, practical or providing information (Kawula, 1996, p. 
20). 

The notion of self-help refers to all sorts of non-professional actions taken within the particular community to 
promote, maintain and regain health. It is orientated towards disseminating a certain system of values such 
as: social solidarity and 
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mutual help; reinforcing the belief that it is possible to live in agreement with one's aspirations; acting against the 
negative environmental patterns of behaviour such as resignation and helplessness, through activity and 
developing personal skills and abilities. It is one of the forms of increasing a level of activity within the local 
community, which can be engaged in either the matters concerning the whole nation or the local ones 
(Bobiatyńska, 1994, pp. 364-375; Cylkow-ska-Nowak, 1999, pp. 54-60 Sokołowska, 1989, 
Górczycka 1995). 

The idea of subjectivity is reflected in the process of "subjectivizing" the community. It refers to the social 
activities, which promote improving individual and group supervision in the area of quality of life and social 
justice. There are three significant elements in the process of "subjectivizing" the community: micro-factors, 
mediatory structures and macro-factors (Cylkowska-Nowak, 1999, pp. 54-60). Micro-factors concern the 
personal issues such as trust in oneself, and developing self-confidence. They play a pivotal role in the communal 
actions taken for the purpose of health. The frame of reference here should be not only the activities 
conducted by social workers and health leaders, but also group activities, which have a mediatory character. It 
means that the group members by constituting a group share their knowledge and raise awareness about the 
subject matter (e.g. the self-help groups). Whereas macro-factors refer to the social activities conducted by 
people for education in the local community, and help in the sphere of widely known health problems 
(Cylkowska-Nowak, 1999, pp. 54-60; S y r e k 2000). I would like to outline C. Swift and G. Levins three-
stage model of the process of subjectivizing the community viewed from the perspective of group awareness. The 
model seems to prove useful in a discussion on implementing the idea of subjectivity into the field of social 
pedagogy and health: 

- Stage one - an individual lacks knowledge in a certain subject and considers 
the fact to be something unjust, 

- Stage two - as a result of interactions between people, a certain bond is cre 
ated between those who think and feel the same, 

- Stage three - group integration, the effect of which is engagement in carefully 
thought actions taken in order to introduce changes in the social conditions 
within local communities. (Cylkowska-Nowak, 1999, pp. 54-60) 

In the field of social work, within the frame of health care, the phenomenon of subjectivizing the community is 
both a process and a result. The subjects activity, aimed at achieving a particular objective, is defined as social 
and intentional activities, which means that the subject "experiences the effects of the activity and is aware of the 
changes it causes" (Z n a n i e c k i, 1971). The subjects activity is a fundamental factor determining the shape of 
social reality, and taking the responsibility for the changes in it, which in turn affects the actions of the subject 
itself. 
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It is extremely difficult to implement the idea of equal chances in numerous spheres of life. The reason for this is 
mainly the fact that the social changes resulting from the process of modernization affect economy, and 
consequently stratification and education of society. 

Locating health within the scope of interest of social pedagogy, which has been presented in the above 
analysis, does not describe the issue at length. It is a certain attempt to point to the pedagogic context of a non-
medical debate concerning the problems of health. 
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On the Way to Information Society -between Development and 
Exclusion 

What happened to our wisdom, 
which was replaced by knowledge. 
What happened to our knowledge, 

Which was replaced by information? 
 [Th. Eliot] 

Abstract 

The author discusses problems that hinder the formation of modern, information-based society and 
educational reform it requires. The reform in education must be oriented towards implementing a drive for life-
long education and preparing young people for living in a society based on knowledge and free-market 
economy, but also - in the world of chaos of values and axiological emptiness, where they will have to bear 
responsibility for their own complete development. Activities undertaken by European and Polish authorities 
in order to aid the educational reform are also discussed. 

Keywords: information-based society, life-long education, long-term programme of educational reform, free-market 
economy, occupational qualifications, social inequality, social insiders, social outsiders 

Changes occurring in Poland and reforms that are being carried out in almost all aspects of our life, plus 
fundamental transformations in science, technology and 
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information processing, imply new tasks in the field of education. What is taken into consideration in these 
tasks is a diagnosis of the current situation in Poland, as well as the United Nations guidelines associated with 
the integration of Poland with the European Union, and perceived chances and threats related to the glo-
balisation of the world. As for priorities in the development of Poland, there is consensus of opinions as to the 
special role of education - as a factor causing social and economic transformations, making it possible for 
students to function in information-based society. Various aspects of the reform have been discussed in the 
project of the Ministry of National Education entitled: "The Reform of the System of Education - Post-
Primary School Education", including changes in the job market, syllabus contents, and cultural 
transformations. It is suggested that young people should be prepared for living in a society based on 
knowledge and free-market economy, but also - in the world of chaos of values and axiological emptiness, 
where one will have to bear responsibility for his or her own complete development, as well as for another 
mans one. In a society based on knowledge and subjected to the process of globalisation of the world, students 
must be taught "with" and "for" the future - making allowances for opportunities and threats of the 21st century 
civilization. 

What remains an important element required for the success of the ongoing reform of the educational 
system is the range and meaning of the notion of "reform" (Pilch T., 1999,p. 118). 

The notion of "reform" has multiple meanings, and it is burdened with ideological and political 
misunderstandings. The notion of the term "educational reform" is sometimes associated with quite 
unexpected contents. For example, both modernizing of the taught contents and elimination of over-
employment in schools are called "reform" in its broad meaning. Various arguments for and against are 
submitted; various scales of needs and threats arise. The negative evaluation of the reform very often results 
from lack of information, but also from certain natural fatigue with continual considering various concepts of 
reforming the school system. One can say that there have been two basic problems in the history of Polish 
education over the last ten years: financial problems and school reform. Changes occurring in Poland do not 
eliminate these problems, but even, to a certain extent, they broaden the field of confrontation in discussion 
between people who are for and against systemic and legal solutions of the implemented reform. 

The fundamental purpose of changes in the education system, superior to any other divisions and 
antagonistic concepts, remains, among others, to prepare students for designing, performing and 
implementing information systems in many fields. This requires giving up encyclopaedic teaching in favour 
of creative 
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teaching, preparing students for self-improvement and life-long education. The means which serve this 
purpose involve, among others, projects concerning a long-term programme of education development, 
associated with the strategy of development of Poland at the beginning of the 21st century, as well as the project 
entitled "Strategy for Young People" for the years 2003 - 2012, prepared by the Ministry of National 
Education and Sports, as well as legal acts submitted by experts, Prime Minister s Office, and academic 
circles (B a n a c h Cz., 2000, pp. 394-395; P e 1 c z a r A., 2001/4, pp. 29-32; European Integration Monitor, 
2002/55). 

The most significant condition necessary for building knowledge-based society is attributing high 
significance to the idea of life-long education. It includes individual development and development of 
social features in all forms and contacts, in order to provide opportunities to all people - the adults, the 
employed and the unemployed who have to retrain or improve their qualifications. A contemporary idea of 
continuous education refers to earlier concepts, e.g. those created by UNESCO, in which continuous 
education is a set of educational processes - formal, informal and incidental ones, which, independently of 
their contents, level, and methods, make complementing peoples education possible, both in schools and outside 
schools, thanks to which adults develop their abilities, enrich their knowledge, improve their occupational 
qualifications, or learn new jobs, changing their attitudes (Okoń W., 1992). Continuous education is per-
ceived as a fundamental factor conditioning economic development and formation of knowledge-based society. 
These are assumptions of "Strategy of Development of Continuous Education before the Year 2010" of April, 
2003. Implementation of this STRATEGY is to make individual development of each citizen possible by 
making continuous education more accessible and by improving its quality. It also implies a few tasks for the 
government and self-government agendas, scientific and educational institutions, employers, and other social 
partners. Continuous education will increase competitiveness of graduates in various disciplines, improve the 
organization of work, and create conditions necessary for the development of knowledge-based society. 

When creating guidelines for continuous education, a diagnosis of current state of affairs, as well as an 
evaluation of human resources have been conducted, on the basis of the following indicators: 

- in 1998, a low level of education within Polish society: the percentage of 
secondary school graduates in the 25 to 64 year-old population of people was 
54%, while the average in OECD countries is 62%; 

- high unemployment, exceeding 18% (about 70% of the unemployed have only 
a vocational or primary education) 
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- low participation of individual citizens in continuous education (only 13% of 
   citizens, while in OECD countries, the average is 31%) 
- low expenditure of the Ministry of Finance meant for education and improve 

ment of qualifications of adults, assessed as 0.6% of total expenditures on 
education; 

 - low extent of ICT use in education - number of secondary school students divided by a number of 
computers with an access to the internet equals 26.1, whereas it reaches 14.9 percent in the European Union 
(Strategy for development of continuous education until the year 2010). 

The factors mentioned above form a situation which is unfavourable to the course and effects of changes 
occurring in the system of education and upbringing, as well as to creating the basis of information-based 
society. Among numerous definitions, one of the newest ones is worth quoting. According to the definition, 
information-based society is characterized by "intensive use of information in economic, social, cultural and 
political life; it is a society possessing rich means of communication and data processing, which are the basis of 
creating Gross Domestic Product, and of providing financial resources for most people [...]" (K r z y s z -tofek 
K., Szczepański M.S., 2002,p. 170). 

Information-based society should be oriented towards values and people, making allowance for 
priority of the "to be" category. As the result of the extremely dynamic development of the media, the 
Internet and computerization, it becomes necessary to prepare students for using various sources of informa-
tion, not only for effective searching for sources of information, but, first of all, their rational use in practice, 
as well as skills in assessment of the value of pieces of information and their sources. Therefore, education 
should facilitate achieving such a level of competence which allows effective and critical transformation of 
information into knowledge and using it (H e j n i c k a - B e z w i ń s k a T., 2000, pp. 87-89). 

A concept of information-based society and economy is one of the basic challenges of moulding new 
methodological and curriculum assumptions for the educational system in the context of European 
integration. In the process of lifelong education, it is recommended to implement a model combining 
humanistic and technological upbringing "to promote comprehensive development and prevent [...] 
transformation of homo sapiens into homo videns - a human being, who would perceive the world almost 
exclusively through images [. . .]"(Banach Cz., R a j k i e w i c z A., 2004). What is also emphasised, is the 
role of the so-called European education, which should include learning about problems related to social 
life, protection of human rights, practical democracy, issues related to European civilization and to peoples 
occupational and spatial mobility. 
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 In Europe, bringing educational systems and some curriculum-related conceptions closer to each other is 
implemented by accepting common assumptions and priorities in this field. This is particularly valid in relation 
to: equality of educational opportunities, improvement of teaching quality, European idea of upbringing, and a 
new model and status of the teacher. The fundamental goal for a country is higher and higher quality and 
accessibility of education, cultural openness, upbringing in peace connected with the preservation of people's 
own individualities, as well as awareness of interactions between integration and disintegration processes, 
opportunities and threats characteristic of the contemporary world. 

Global information-based society is a consecutive and demanding stage of development, which implies 
new opportunities and threats. As many people claim, a society that does not keep pace with development ceases 
to understand the rules of the surrounding world - its requirements, laws, and offered opportunities. Such a 
society begins to feel isolated, resign from their ambitions, and begin to live their own life. The effect involves 
social exclusion, which increases the distance between educated, competent people and those who are devoid of 
access to widely comprehended information technology, uneducated, and hence - prone to unemployment, with 
all its consequences. This causes a double frustration: that of the excluded, who feel worse and deprived of any 
hope for the future, and that of the active, who feel used by having to provide financial support to the excluded. 

According to the United Nations' Report entitled: "Poland on Its Way to Information-based Society", 
published in 2002, there are two processes which are being implemented in our country: 

- integration with the requirements of the European Union, in which we make 
up for our retardation in many fields of life when compared to the rest of 
Europe 

and 
- transformation into a global information-based society, implying our future 

place and position in the world. 
A potential threat for Poland is, according to the authors of this report, social exclusion mentioned above, 

due to the growing differences between social classes, occurring in two aspects: 
- exclusion of Polish society from the commonwealth of the most developed 

information-based societies; 
- division of society into two groups - people participating in information- 

based society, and people excluded from it, unable to keep pace with the 
o n g o i n g  p r o g r e s s .   

Continuous education is no longer a problem of will. It has become a moral imperative for people who do 
not want to be excluded from the job market, for 
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example. In information-based society, many people will have to change their jobs and workplaces to adapt to 
growing and continually changing requirements or employers, as well as to keep up a satisfactory level of 
occupational qualifications and professionalism. One should avoid becoming convinced that wider and wider 
implementation of new technologies will result in disappearance of social differences, because: "technological 
progress and transformation deepen social inequalities and economic difference between social classes, access 
to the job market, education, healthcare, culture, recreation, administration of justice and social welfare, or, access 
limited to lower-quality goods and services. This would cause alienation of individuals and groups, resulting 
from lack of financial resources, knowledge, skills, motivation and mobility [...]" (Bednarczyk H., 2002, 
pp. 29-40). 

Manuel Castells, one of the experts in the theory of information-based society, has formulated a theory of a 
divided city [...], where, apart from global economy and saturation with information, handicapped groups of 
people, a social pariah class not only in terms of information, but generally some kinds of excluded social 
classes exist and grow [...] (Gob an - K l a s  T., Sienkiewicz P., 1999, p. 48). Leaving such handicapped 
individuals and groups without appropriate support from the state, and without access to modern technologies 
(e.g. the Internet) will imply questions about those peoples chances for any improvement in their social 
position, and about prevention of social degradation and pathology. 

When analysing selected aspects and threats of the process of moulding information-based society, it should 
be emphasised that many documents related to this issue have been worked out in Poland. The most important 
ones are: a report of November 28,2000, on "Goals and Directions of Development of Information-Based 
Society in Poland", and on "State Strategy for Young People for the Years 2003-2012" mentioned at the 
beginning of this paper. An important issue discussed in these documents is social exclusion, and goals regarded 
as priorities, which are: counteracting the exclusion of young generation and equality in access to information 
(including education), which is to prevent division of society into winners and losers, or insiders and outsiders. 

In the work of the Forecasting Committee, called "Poland 2000 Plus", creating opportunities for young 
people and adults on the labour market both in Poland and in other member countries of the European Union, 
has been regarded as one of the challenges for education. Implementation of the plans is connected with 
propagating comprehensive, secondary education, while abandoning narrowly specialised vocational and 
higher education courses, as well as creating common opportunities of simultaneous specialisation in a 
number of fields. 

Continuous education becomes a fundamental factor allowing change in ones occupational qualifications 
and providing access to multimedia technologies. The 
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importance of continuous education increases due to the rising level of social educational aspirations, which 
is expressed by an increasing number of full-time and extra-mural students. "State strategy..." also emphasizes 
the importance of integration and globalisation, which create opportunities for development, but also the risk of 
not being able to keep pace with the fast rate of changes, alienation and exclusion of some social groups, 
especially in rural areas afflicted with mass and long-lasting unemployment and poverty. Deepening of these 
phenomena threatens with a social division into civilized urban areas and retarded rural areas, which may result 
in social instability. 

"State strategy..." of preventing exclusion from the information-based society emphasises a special role of 
occupational activation and investing in widely comprehended education, especially with respect to the 
threatened social groups. Creating conditions for self-realization of young people and triggering their social 
activity by state and non-government organizations is also of fundamental importance. As for counteracting 
exclusion of the young generation and behavioural pathologies of young people, the Ministry of National 
Education and Sport proposes the following solutions and projects: 

1. restructuring of the system of extra-school and preventive activities and 
defining the role of schools in the upbringing and healthcare of their pupils 
and students; 

2. promoting a healthy lifestyle; 
3. supplementing the tasks of extra-school education centres, as well as cultural 

institutions (i.e. by introducing an obligation to combine cultural, educational, 
upbringing, and preventive activities to their Articles of Association); 

4. supporting cultural programmes focussed on: the culture of everyday life, 
the culture of tolerance, cooperation, empathy, [...], integration between 
generations, [...] and preparing students for participation in culture; 

5. creating conditions facilitating young people who have been in conflict with 
the law their "return" to life in society (MENiS, 2003, pp. 11-12). 

The goals of the state youth strategy, related to the development of information-based society, briefly presented 
above, result from a diagnosis made by a circle of experts appointed by the Minister of National Education and 
Sports, from a discussion held by the government administration representatives, youth organizations, and from 
the analysis of youth policies adopted by other member countries of the European Union. In my opinion, one of 
the shortcomings of these goals is lack of clear acceptance of the threats facilitating the processes of social 
divisions and social exclusion, especially with relation to the handicapped, who live in continual poverty and 
unemployment, young people from rural areas, as well as people possessing low qualifications, or limited 
possibilities of improving or changing their 
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qualifications. Professor Barbara Fatyga, a sociologist from Warsaw University Young People Research 
Centre, sceptically assesses Polish reality by claiming that "students taking advantage of free studies are most 
often derived from rich families possessing a high cultural capital. They are financed by extra-mural students. 
The less affluent students get a worse product for a lot of money." (Gazeta Wyborcza, 30-31" of August, 2003, 
pp. 12-13). She clearly emphasises that Polish education system facilitates segregation because there are more 
and more parents who cannot afford to educate their children. There is also a deepening civilisation distance 
between urban areas and rural areas. In practice, there is no system of scholarships, while the percentage of 
unemployment among 18-19-year-old people is almost three times higher than among the general population. 
The kind of studies taken up by young people is practically determined by their parents' living place and level of 
education. According to the studies conducted in years 1999/2000, over three quarters of GCE graduates from 
rural areas, coming from less educated families, take up extra-mural or evening courses of study or attend 
private graduate schools. At the same time, over fifty percent of children living in towns and cities, possessing 
high-educated parents, pass their exams for free full-time studies. The former ones usually have to work to be 
able to pay the fee, because their parents cannot afford financial support. Therefore, they have less time for 
learning and are less prepared to compete on the labour market. Those, who pass exams to free graduate 
studies in graduate schools are often better prepared, and they most often have better-educated parents. This 
situation is illustrated on the diagram below. 

The Relation between Father's Education and Place of Residence and the Type of Study taken up 

other types of studies (fee charged) 

full-time study at state graduate schools (no fees) 
4 City or town, higher education 2 
Rural area, higher education 

3 City or town, elementary education 1  
Rural area, elementary education 

Gazeta wyborcza of August 30-31,2003, p. 13 

80 20 40 60 100 
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Building of information-based society provides a chance for making up for the distance between Poland and 
the countries of Western Europe, but it also increases the risk of exclusion of many individuals and social groups, 
who have already been degraded and handicapped in terms of education and culture. Social pathologies 
spreading in Poland, corruption, devaluation of the law, development of drug-addiction, sex-business, and 
lowering of the age of sexual and alcohol abuse initiation of young people create dilemmas which the 
authorities find difficult to solve. In those dilemmas, there are no simple recipes or ready-made patterns to 
follow developed by Western Europe. In this aspect, one should declare support to the reports, documents, and 
legal acts prepared in recent years, strengthening our position in the integration with the European Union and in 
building information-based society in Poland. There is no doubt that implementation of "State Strategy for Young 
People" gives a hope for equality of educational chances, but, at the same time, it is an extremely difficult, 
responsible, and expensive task. 
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Abstract 

According to J. Nicholls' achievement goal theory in an achievement context individuals adopt two major 
goal orientations, task and ego. It is suggested that being task or ego oriented is linked to moral functioning in 
sport, and that way to educational values which are attributed to it. The purpose of this study was to examine 
the relationship between goal orientations, task and ego, and attitudes toward moral norms in sport (fair play) 
among young sportsmen practicing team sports. Participants were 111 students, both sexes, of sports schools and 
classes in Katowice agglomeration. The main findings of this study is negative effect of ego orientation and 
positive effect of task orientation on attitudes toward some of the norms, especially "respect for rules". It seems 
that for educationalists who conduct sports lessons and training it is important to develop a task orientation in 
young people. 

Key words: education through sport, goal orientations, attitudes, fair play 

In western culture there is a very long tradition of attributing great educational values to sport, especially in 
domains of social and moral education. The roots of this tradition reach the Hellenic ideal of kalos kagathos 
(beautiful and wise), which was defined by an outstanding Polish educationalist S. Woloszyn (1973) as "the 
earliest, one of the most beautiful and the most instructing examples (...) [of] the place and role of physical 
education and sports competition in education" (p. 298). Forgotten in the Middle Ages, the ideals of "educational 
sport" came to life again 
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in the Anglo-Saxon countries, where they found their expression in the conception of "muscular Christianity", 
which - as J.C. Whorton (1992) wrote - "became a kind of social gospel that affirmed the compatibility of the 
robust physical life with a life of Christian morality and service, which indeed contended that bodily strength 
build character and righteousness and usefulness for God's (and the nations) work" (p. 111). Both, Hellenic and 
Anglo-Saxon conception of relationships between sport and education became an inspiration to Pierre de 
Coubertin, who considered sport as "an incomparable pedagogical tool" (as cited in Lucas, 1976, p. 51) and 
created the notion of Olympism characterized by him as a moral attitude or "a state of mind", which reflects the 
highest moral virtues cultivated by participation in sports (Loland, 1995). 

Idealistic presumptions are not always confirmed in reality. Instead of positive, sport may have a negative 
influence on the process of education, especially in the moral domain as demonstrated for example by B.J.L. 
Bredemeier and D.L.L. Shields (1986, 1995) or J.M. Beller and S.K. Stoll (1992, 1993, 1995). Therefore, some 
authors view sport not in terms of opportunities, but of threats to the realization of educational goals - as G.B. 
Leonard radically stated "if sport builds character, it is a character good for a criminal" (as cited in: Stoll, 1999, 
p. 98). 

Actually, sport per se is neither beneficial nor devastating for the socio-moral development. It is rather the 
nature of experiences of young peoples involvement in sport that decides if it will enhance education or will be 
detrimental to it. For sport to serve education, young people must be educated while practising sport. The 
most important educational tool in sport is its moral norm system commonly known as fair play and which is, 
according to Z. Żukowska (1998), "identified with the educational role of sport, with shaping moral attitudes of 
competitors" (p. 11). One of the factors that are considered to influence an inclination of a sportsman to act 
according to these norms is his goal orientation in an achievement context. According to J. Nicholls (1989) in 
such a context individuals adopt two goal orientations, task and ego. In the first case, individuals perceive 
success mainly in self-referenced terms, they feel competent when they do their best and self-improve their 
performance, in the other one - success is defined by an individual in terms of performing better than others, 
and the sense of competence depends on demonstrating a high ability while making little effort. Both kinds of 
goal orientations are not bipolar, but rather orthogonal, so being to some extent task oriented does not exclude 
being to some extent ego oriented. From the educational point of view it is important what the "proportions" of 
both goal orientations are (also known as goal orientation profile), because it entails some consequences for 
perceived purposes of sport (being predominately task oriented is more favorable to the belief that practising 
sport serves "internal" purposes, such as developing self-esteem, 
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fostering mastery and cooperation, encouraging a physically active lifestyle, whereas being predominantly 
ego-oriented - that sport serves more "external" purposes, such as gaining social prestige, building a 
competitive spirit etc.), for experiencing positive feelings from practising sport (which is more probable for 
high task orientation), for durability of motivation to practising sport and - what is especially important from 
the perspective of purposes of education through sport - for moral functioning in sport (Roberts 2001). In the 
latter case it is noticed that because ego-oriented individuals define success in terms of normative comparisons, 
and task-oriented ones in self-referenced criteria, for the first it is especially important to view that in order to 
be successful it is worth doing whatever it takes to be superior to others, even at the sacrifice of such values as 
honesty or respect (cf. for example N i c h o 11 s 1989, Roberts 2001). As J. Nicholls (1989) wrote "a 
preoccupation with winning may well be accompanied by a lack of concern about justice and fairness. There is 
evidence to suggest that high levels of participation in competitive sports reduce prosocial impulses and 
commitment to fair play. When winning is everything, it is worth doing anything to win" (p. 133). 

The trend of research into relationships between goal orientations and moral dimension of participation in 
sport was initiated by J.L. Duda, L. Olson and T. Templin (1991) who found that "sportsmanship 
attitudes and judgments concerning the legitimacy of injurious acts vary in relation to the participants goal 
orientation (...) a low task orientation and high ego orientation corresponded to an endorsement of 
unsportsmanlike play/cheating among interscholastic athletes" (s. 84). J.G.H. Dunn i J.C. Dunn (1999) have 
shown that there is a positive relationship between task orientation and "respect for social conventions" 
(respect of an athlete for social behaviour of sport, like acknowledging the effort of the opponents after 
winning the game) and "full commitment" (tendency of an athlete to put maximum effort, not giving up after 
making mistakes etc.), and negative relationship between ego orientation and "respect for rules and officials" (the 
degree to which an athlete is inclined to adhering to rules of the game and respecting officials and their 
decisions). In another research, RN. Lemyre, G.C. Roberts i Y. Ommundsen (2000) confirmed that there is a 
negative effect of ego orientation on: "respect for social conventions", "respect for rules and officials", "respect 
for full commitment toward" and "respect and concern for the opponent". Also D. Tod i K. Hodge (2001) who 
have done research into relationships between moral reasoning and goal orientations found that competitors 
who are highly ego-oriented reveal a less mature level of moral reasoning. Taking into consideration 
outcomes of the aforementioned research it seems that being task or ego-oriented has implications for 
attitudes toward moral norms of sport and 
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personal inclinations to be guided by such norms in one's own behaviour in sport. However the present state of 
knowledge is far from complete and in Poland (according to authors knowledge) there has been no such 
research at all. The present study was undertaken to examine the relationships between goal orientations and 
attitudes toward moral norms of sport among youth practising team games in sport schools. 

Method 

Diagnostic poll method of research was adopted. Participants were 111 students (including 41 females) 
attending sports schools and sports classes in Katowice agglomeration and practising team sports 
(volleyball, basketball, soccer and handball). Age of the students ranged from 10 to 17 (mean 13.3, SD 2.41). 
The participants filled in anonymous questionnaires "Attitudes toward fair play" and "How I define success in 
sport". The first questionnaire included a series of statements evaluated on a 5-point Likert-type scale (1 = 
"strongly disagree" to 5 = "strongly agree"). It consisted of six subscales: "respect for rules" (disinterested 
keeping the rules of the game, even in critical situations), "respect for officials" (accepting their decisions, 
showing respect even if their actions are felt as unjust), "dignified accepting an outcome of the game" (accepting 
losing with dignity and winning without pride), "maintaining self-control" (controlling ones emotional 
reactions, not showing anger), "respect for team-mates" (respecting each member of the team no matter how 
much he is contributing to its success) and "respect for opponents" (observing rituals of showing respect, 
acknowledging their effort and good play, not treating them as enemies). The second questionnaire was 
designed to assess goal orientations, task and ego. It consisted of 9 items measuring task orientation and 9 items 
measuring ego orientation, following the statement "as a sportsman I have a sense of success when..." and 
evaluated on a 5-point Likert-type scale (1 = "definitely no" to 5 = "definitely yes"). Both questionnaires had 
adequate reliability with alpha coefficients higher than the limit of 0.6 (Sokołowski, Sagan 1999). Because 
of the orthogonality of goal orientations, the participants were divided into four groups, as it is usually 
applied in similar research: low ego/low task (LE/LT; n=23), low ego/high task (LE/HT; n=18), high ego/low 
task (HE/LT; n=32) and high ego/high task (HE/HT; n=37). In the analysis of the obtained data the following 
were conducted: multidimensional and unidimensional analysis of variance (MANOVA and ANOVA), 
Bonferroni test in post hoc analysis and multiple regression. All calculations were made in Sta-tistica5.0. 
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R e s u l t s        

The comparison of the mean values of six subscales of "Questionnaire of attitudes toward fair play" (dependent 
variables) across goal orientation groups (independent variables) showed statistically significant differences 
between variables, suggesting that participants goal orientations affect their attitudes toward moral norms. 
See table 1. 

It is worth mentioning that in the case of five from six subscales the highest mean (so, the most positive 
attitude) was noticed in the LE/HT group and the second highest was in the HE/HT group, which is consistent 
with the prior research findings of sport educationalists and psychologists that it is the most favourable, 
especially from the educational point of view, when a sportsman is highly task-oriented, even if he is at the 
same time highly ego-oriented. In such a case, potentially negative consequences of ego orientation on moral 
functioning may not reveal if accompanied by high task orientation (see Table 2). 

Since the aforementioned statistical analysis shows us that there are differences in attitudes toward moral 
norms, but it does not indicate in which of them they are located, ANOVA tests were carried out for each of 
them separately. Statistical differences between the means appeared within subscales: 

- "respect for rules": F(3.107) = 4.35, p = 0.0062 
- "respect for officials": F(3.107) = 3.74, p = 0.0134 
- "respect for team-mates": F(3.107) = 3.21, p = 0.0261 and 
- "dignified accepting an outcome of the game": F(3.107) = 4.06, p = 0.0089 
Differences were statistically insignificant between the means in the remaining 

subscales: "maintaining self-control": F(3.107) = 0.22, p = 0.8824 and "respect for opponents": F(3.107) = 1.68, p 
= 0.1752. In the latter case, the lack of differences between goal orientation groups may seem to be slightly 
surprising because it could be expected that differences in defining success will project on the differences between 
the ways of perceiving opponents (cf. Fraleighs conceptions "opponents as an obstacle" vs. "opponents as 
facilitator"; Fraleigh 1984), and thus on the moral attitude toward respecting them. These findings may have been 
influenced by the way of operationalisation of this norm - not only as restraining from unfriendly gestures 
toward the opponent and thrash talking or appreciating their good actions, but also trying hard and playing with 
the will to succeed, because - as C. Clifford i R.M. Feezell (1997) claims - "anything less than your best effort to 
win is just as disrespectful as trying to win by cheating or by disrupting your opponent s mental state in ways that 
have nothing to do with sport" (p. 32). Speaking about the (lack of) differences between goal orientation groups in 
reference to the norm of "respect for opponents" it should be noticed, however, that the mean value of it is one 
of 
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the lowest among all six subscales. So the attitude of participants toward such a norm could be described as 
being on the border of neutral and slightly positive, regardless of their goal orientation profile. 

In order to precisely locate the differences that have been found across goal orientation groups, post hoc 
analyses were performed. Exact data are shown in Table 3. As it can be seen in the case of "respect for rules", 
statistically significant differences exist between groups: LE/HT and HE/LT, LE/HT and HE/HT; "respect for 
officials" between groups LE/HT and HE/LT, HE/LT and HE/HT, as for "dignified accepting an outcome of the 
game"; with regard to "respect for team-mates" between groups LE/LT and LE/HT, and in groups LE/LT and 
HE/HT there was a tendency toward significance of differences. 

In order to check the relationships between goal orientation and attitudes toward moral norms in sport, multiple 
regression analyses were performed (See Table 4). It revealed that ego orientation is negatively related to, and 
task orientation positively related to "respect for rules". So - using a statistical language - intensification of ego 
orientation by 1 unit leads to a decrease of attitude to "respect for rules" by 0.23 unit (B = - 0.226, p = 0.0028), 
conversely, an increase of task orientation by 1 unit leads to an increase of the same attitude by 0.12 unit (B = 
0.122,-p = 0.0002). Similar relationships were also found by other authors (for example Dunn, Dunn 
1999, Lemyre, Roberts, Ommunds e n  2000), so it seems that being highly ego-oriented may be 
assumed as a potential threat to care for observing rules of the game, especially if it is to have unconditioned 
character, which means that rules of the game are not perceived as an annoying necessity or - as D. Corbett 
wrote (1999) - "not treated as a contingency value to be invoked in specific circumstances that will not 
jeopardise winning" (p. 168), but a voluntarily accepted obligation, choice of the fairest conditions of 
competition. If, as W.P. Fraleigh (1984) claims "the attitudes of participants toward the rules are of great 
significance to the good sports contest. The attitude that is most significant is one of complete respect" (p. 69), in 
the light of the obtained results, the more athletes are ego oriented, the least likelihood of "good competition". 
On the contrary, such a competition is more probable in the situation when it is played by athletes who are 
highly task-oriented and low ego-oriented. 

High level of task orientation was positively related also with "respect for officials" (B = 0.3395, p - 0.0002) 
and "dignified accepting an outcome of the game" (B = 0.3762, p = 0.0002). So, being task oriented seems to 
promote respectful attitudes to officials and appropriate attitude to outcomes of the game, when a 
sportsman accepts that no one is able to win all the times, when he/she accepts losing with dignity, not looking 
for excuses when he/she loses he/she is able to congratulate the winner, and when he/she wins, he/she does not 
insult those who 
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have lost and celebrates his/her victory respectfully. However, in both of the aforementioned norms, ego 
orientation was not significantly related to them - also B values are negative, p values show that the 
relationship between variables is of no significance. These findings suggest that although being task-oriented 
promotes positive attitudes toward both norms, being ego-oriented not necessarily promotes negative ones, 
especially if high ego orientation is accompanied by high task orientation, as we can see in Table 2. 

An interesting finding of this study is a positive effect of ego orientation on "respect for team-mates". One 
could speculate that such a kind of relationships between both variables results from team character of sports 
practised by students - because an individual's goals are possible to be achieved only with the help from other 
members of the team, they should respect each other to make the team integrated and thus more efficient. A 
good illustration of this necessity is what one of the members of Polish national volleyball team said after losing 
an important match (despite a series of earlier victories): "we have lost respect for each other and this was reflected 
in our play". The question of influence of a branch of sport on the relationships between goal orientations and 
"respect for team-mates" should be further examined. 

Discussion 

J. Nicholls' (1989) achievement goal theory is a promising theoretical background in research into physical 
education and sport pedagogy. One of the trends in such research concerns an influence of goal orientation on 
moral functioning in sport. In this study we have dealt with the relationships between goal orientations and 
attitudes toward moral norms in sport (fair play) of young people participating in team sports. Our findings 
confirm that attitudes toward moral norms in sport are to some extent a function of the levels of ego and task 
orientation. While the first may have some negative impact on such attitudes, especially toward "respect for rules", 
the latter promotes more positive attitudes, especially in relation to "respect for officials", "respect for rules" and 
"dignified accepting an outcome of the game". Of course goal orientations are not the only factors affecting an 
athlete's attitudes and behaviour in regard of norms of moral conduct in sport. Nevertheless, developing task 
orientation among athletes should be an important dimension of educational work of physical education teachers 
and coaches of young sportsmen. Not only because, as G. C Roberts (1984) wrote, "by emphasizing task-
involvement, coaches have the opportunity of maintaining and enhancing the motivation of all children 
engaged in the sport experience" (p. 276), but also 



168 Krzysztof Sas-Nowosielski 

because in this way they have greater possibilities to influence the attitudes and behaviour that carry on 
consequences on moral functioning in sport and thus enable achievement of purposes of education through 
sport. 
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Table 3. Post Hoc Analyses (Bonferoni test) - Detailed Comparisons 
of Pairs of Mean Values of Subscales of Fair Play Attitudes 

across Goal-orientations Groups. 
 

 Mean difference Standard error P 
Respect for rules 

LE/LT - LE/HT -0.3514 0.1965 0.4594 
LE/LT - HE/LT 0.2527 0.1707 0.8504 
LE/LT - HE/HT 0.2010 0.1650 1.0000 
LE/HT - HE/LT 0.6042 0.1840 0.0083 
LE/HT - HE/HT 0.5614 0.1787 0.0130 
HE/LT - HE/HT - 0.0428 0.1498 1.0000 

Respect for officials 

LE/LT - NE/HT -0.2217 0.1746 1.0000 
LE/LT - HE/LT 0.2220 0.1517 0.8769 
LE/LT - HE/HT -0.1691 0.1466 1.0000 
LE/HT - HE/LT 0.4438 0.1635 0.0464 
LE/HT - HE/HT 0.0526 0.1587 1.0000 
HE/LT - HE/HT -0.3911 0.1331 0.0332 

Dignified accepting an outcome of the game 

LE/LT - NE/HT -0.1467 0.1959 1.0000 
LE/LT - HE/LT 0.3689 0.1702 0.1945 
LE/LT - HE/HT -0.0875 0.1645 1.0000 
LE/HT - HE/LT 0.5156 0.1834 0.0352 
LE/HT - HE/HT 0.0592 0.1781 1.0000 
HE/LT - HE/ HT -0.4564 0.1494 0.0170 

Respect for team-mates 

LE/LT - NE/HT -0.5984 0.2108 0.0325 
LE/LT - HE/LT -0.3441 0.1831 0.2777 
LE/LT - HE/HT -0.4524 0.1779 0.0745 
LE/HT - HE/LT 0.2543 0.1973 1.0000 
LE/ HT - HE/HT 0.1460 0.1925 1.0000 
HE/LT - HE/HT -0.1083 0.1617 1.0000 

"p" values indicating statistical significance are marked with a bold type, 
"p" values indicating a tendency toward statistical significance are marked with bold italics 
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Table 4. The Score of Multiple Regression Analyses of Goal-
orientations on Fair Play Attitudes. 

 

 Reggression coefficient B ttest P 
Respect for team-mates F(2.108) = 5.3648 p = 0.0060 R2 = 0.09 

Ego 0.2187 2.8151 0.0058 
Task 0.0970 0.9099 0.3649 

Respect for officials F(2.108) = 7.6178 p = 0.0008 R2 = 0.12 

Ego -0.0616 -0.9703 0.3341 
Task 0.3395 3.9033 0.0002 

Dignified accepting an outcome of the game F(2.108) = 7.6824 p = 0.0008 R2 = 0.12 

Ego -0.0145 -0.2026 0.8398 
Task 0.3762 3.8412 0.0002 

 Respect for rules F(2 .108) = 4.7929 p = 0.0101 R2 = 0.08 

Ego -0.2258 -3.0617 0.0028 
Task 0.1222 1.2101 0.0002 

Respect for opponents F(2.108) = 0.5153 p = 0.5988 R2 = 0.01 

Ego 0.0435 0.5691 0.5705 
Task 0.0703 0.6720 0.5030 

Maintaining self-control F(2.108) = 0.0700 p = 0.9324 R2 = 0.001 

Ego 0.0291 0.3426 0.7326 
Task -0.0270 -0.2314 0.8175 

"p" values indicating statistical significance are marked with a bold type. 
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Polish Women as Managers - Factors of Professional Success. Theoretical and Diagnostic Study 

Abstract 

In the article the authors present the theoretical and practical outline of professional success of Polish 
women. 

The theoretical part of the article considers the latest research studies about being in charge. The 
authors pay special attention to social-psychological circumstances of women who are successful in 
their job. 

The diagnostic part concentrates on the results of the questionnaire study, led on the sample of 69 
female managers. 

To conclude the article, the authors intend to present favourable factors of achieving managing 
success. 

Key words: Professional success, women managers, factors of success 

Introduction 

Political and economical transformations over the last 15 years have contributed to changes in the 
labour market in Poland, which have advantaged women in several ways. Not only business 
expansion but also changes occurring across the law, education and institution have led to increased 
job opportunities for women. 
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In addition the feminist movement has opened doors for women to attain equality in many positions. 
Thus, women have more possibilities to be professionally active. Polish women have become more 
motivated to professional work and they expect job success and not only personal one. Nowadays 
more and more Polish women start work to have a career: to win prestige and become more 
independent. Although research results and psychological studies indicate women's "natural" talents 
such as communication skills, creativity, emotional intelligence (empathy, emotion recognition, 
interpersonal skills), top management positions, the best-paid jobs are dominated by men. It 
concerns even feminised professions such as education and medical care. 

Sociologists point out another threat for job success of women. They are "a token group". They are in 
the minority, which in some cases might lead to underachieve-ment, fear about social exposure and an 
inadequacy syndrome. In addition, working women are more strictly appraised by society, which still 
expects them to be mothers first of all. Nevertheless, the great majority of working women endeavour to 
combine career with parenting. 

To above - describet situation has recently inspired numerous gender studies in Poland. Parents give 
their daughters "roots" to establish families and have homes, on the other hand sons are given "wings" 
to face challenges (by J. Block). It turns out that successful women in Poland are given these "wings" 
as well. It is what inspired us in our research. We want to find out what are the psycho-sociological 
factors' that create women's "wings", leading to achievements. 

1. Theories Explaining Women's Behaviour 

In sociology and Women's Studies or Gender Studies there are a lot of theories explaining women's 
behaviour. These concepts can be divided into: 

• internal theories 
a) Sex Role Theories focus on childhood experience and its influence on adult 

behaviour. Tradition, stereotypes (about men's and women's roles), parents 
upbringing philosophy determine life patterns and professional attitude 
of women. 

b) Human Capital Theory indicates that the main aim of women's activities 
is to provide for the family, especially children. According to these theories 
young women resign from studies and afterwards job careers on purpose 
to devote their lives to their families. 

• external theories. 
a) Life History Approach - analyses the impact of events and circumstances 
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from the nearest environment on women's life. Professional decisions of women are verified by 
all experiences women encounter and their reactions to reality. 

b) Institution and Organisation Barriers, which explains inequalities between men and women 
referring to social policy of countries and social stereotypes connected with typical men's and 
women's jobs. 

2. Research Review-Working Women in Polish Society 

Some statistics and numbers are presented below to illustrate the trends of changes occurring in 
the area of women working professionally. 

In social consciousness there is a myth of three M - miłość, małżeństwo, macierzyństwo, in English 
- love, marriage and motherhood that are or should be the most important for women. Not all Polish 
women accept and act in compliance with it. The proof might be some demographic changes in our 
country: the number of family members shrinks as women get married later, become pregnant later, 
want to have one child or not to have them at all and as a result the whole society is getting older. 
Sociologists are interested in a quite widespread phenomenon of DINKS (double income, no kids), 
where the partners are orientated towards success and not having children, The following results 
support the above observation, at least to some extent. 

Women have increased their share of the labour force in Poland nowadays but one of the factors 
which still militates against women's successful participation in the paid labour market is their 
unequal responsibility for childcare and domestic commitments. The data shows that women 
shoulder disproportionate responsibility for childcare even if they are employed full-time. 95% of 
professionally working women take care of children, and household and only 47% of men help 
them (Duch-Krzystoszek, 1997). It means that women with dependent children find it 
difficult to work or just cannot afford to work as the childcare offered by the Polish state is relatively 
expensive. 

However, married women's participation in the paid labour market is rising. What are their 
motives? In 1993 there was a survey in Polish society and its results are interesting. More than 60% of 
women declared that they would not resign from their jobs even if their husbands earned the living. It 
seems that for these women a job is not only a source of income but also a challenge and self-
actualization (Duch-Krzystoszek, 1997). But still, the most important, declared job motive 
suggested by the statistics (GUS, 2001) is a financial one- Polish families simply need double income. 
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On the contrary, some sex role stereotypes are still vivid and present in peoples consciousness. 
According to further statistics from 1995,40% of the respondents (female, male) declared that the 
main activity of Polish women is housework and childcare, while men are supposed to provide for the 
family working professionally. In addition, 45% of the enquired women consider men's career as a 
priority. 

While several legislative changes have guaranteed equal rights to Polish women with relation to men, 
the latter have maintained their comparative advantage. As outlined above, Polish women still 
constitute the majority of those engaged in unpaid housework. Thus, they are far less likely to be 
employers, and those who are employees tend to earn less than their male colleagues. At the managerial 
level, Polish women are generally underrepresented in all sectors of administration, private sector, 
industry, not to mention politics. Male predominance is also visible at the highest managerial levels of 
education, which is a sector in which women occupy the most posts. The statistical data from 2001 
gathered by the National Institute of Statistics (GUS) show that 80% of working women are 
employed in typical women's professions which are less paid - it means less prestigious. Moreover, 
women in top management or high state positions earn about a quarter less than men doing the same 
job (GUS, 2001). These figures are not encouraging but they prove that a glass ceiling exists in 
Poland. The term defines an invisible barrier preventing women from taking top management 
positions. 

For a long time in Polish mentality womanhood and motherhood have been synonymous. But it 
seems no longer to bee the case as another "stereotype" has been replacing it. Polish women are expected 
to be not only mothers but "superwomen"-a super employee, super wife, super mother. The new 
stereotype might be motivating or challenging but in Polish reality (probably not only) it creates a great 
deal of obstacles. Women who want to cope with all these expectations experience a lot of stress, 
illnesses, addictions or more generally burn-out. The situations is sometimes defined as "women hell- 
emancipation entrapment" (Woj t a s i ń s k i, 2002). Are there super women in Poland? What has 
helped them to achieve success? Do they experience the glass ceiling? These are the questions that are 
intended to be answered in subsequent paragraphs. 
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3. Authors Research Project-Results1 

The presented research is a diagnostic study based on a quantity methodology. The main aim is to 
enquire about the conditions of achieving professional success by Polish women. The main research 
method is a questionnaire, which was designed ad hoc. 69 females were questioned and their answers 
created some kind of "background" for women's success in Poland. 

The representative sample was chosen taking into consideration the age and accomplishments. The 
choice was intentional to outline different areas of job success: medicine, education, law, show 
business, media, art, politics and economy. As examples of positions we can enumerate: a 
headmaster, managing director, financial manager, ward head, actor, newsreader, singer-composer, 
members of Parliament, judge, legal adviser, notary, academic teacher, scientist, and small business 
owner. 

The structure of the sample is shown in the diagrams below. 

Diagram 1. 

 

1 The data was collected from the unpublished M. A. dissertations of I. M i g d a ł: Psycho-
logiczne i socjologiczne uwarunkowania sukcesu zawodowego Polek. Katowice, 2003; B. H e p p a: 
Środowisko wychowawcze a osiąganie sukcesu zawodowego przez kobiety w Polsce. Katowice, 
2003- which were written under dr B. Dyrda's supervision. 
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Referring to the above diagrams about 35% of successful women in population are in their forties, 
and approximately 30% - in their thirties.. It tallies with the periods of human and professional 
growth proposed by psychology and profes-siology- people achieve their creative level of 
functioning and consequently are the most successful between 30 and 45(Harwas-Napierała, 
2003). 

Almost all the women (96%) are well educated. Only three of them finished their education at the 
general level- they finished secondary school. Apparently good education seems to contribute to 
women's success. Moreover, also parents' education is an important motivator for their children: it 
influences their children's educational needs and aspirations. 26% of the mothers and 20% of the 
fathers of 
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the diagnosed females gained tertiary education (master degree); 42% of the fathers and 32% of the 
mothers- secondary education. 

Furthermore, the great majority of women are married (70%). The second most numerous group are 
single women: living alone or in informal relationships. Referring to what was said in the previous 
chapter- marriage and domestic commitments do not seem to prevent those women from high-standard 
accomplishments. 

The authors found it interesting to review personal opinions on professional success and its 
definitions (what does success mean for Polish women). According to their explanations they 
designate professional success as: a job that is interesting, financially attractive, satisfactory, 
connected with a high social position, self-fulfilment, competition with men, and independence. The 
questioned women appointed themselves as thriving in their work environment and the following 
expressions support it: they manage to deal with house and work duties, they have reached a high 
professional position, broad experience and knowledge, finally they perceive their work as an 
opportunity for personal growth and professional development. 80% of the enquired females perceived 
themselves as successful women. Nevertheless, they emphasised how demanding, time and energy 
consuming has been their "way up" ( success) had been. 

The subsequent aim of the carried out sample survey was to outline, to estimate childhood 
experiences of the diagnosed women. Undoubtedly, childhood determines human life in all areas, 
professional activity seems to be remarkably influenced also by our earliest experiences. The opinions of 
women implicitly suggested that their parents had motivated their learning persistence, engagement 
and independence. They declared that the democratic attitude, reasonable discipline and support from 
their parents, had contributed to their later success. Similar conclusions can be found in the research 
results by S. Rimm (2001). 

It must be noticed that the financial situation of families where the women grew up was estimated as 
good (70%) and very good in 13% of cases. The remaining 17% of the females said that their families 
had encountered financial problems. 

The most successful women grew up in families with a sibling. Approximately 45% of the 
respondents have one sibling, 29%- two, 12.9% -more than two. What is important is that the women 
stated that their parents had paid attention to siblings relationship for example: they had 
distinguished between them, treated them equally, helped to mediate in conflicts. 

Moreover, according to the questionnaire the authors viewed personal opinion on how the females 
perceived their personality features in childhood. About 35% of the respondents characterised 
themselves as sensitive, a bit fewer (30%) as ambitious. In further positions pointed out by the women 
there were the following features: stubborn, methodical, active and independent, cunning, persistent, 
and 
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shy. Compared with the American survey by S. Rimm (2001) American women consider themselves 
as sensitive, perfect, self-critical, and shy. As can be seen, our research only to some extent 
corresponds with the American study. 

In addition, the surveyed women declared that they had had a lot of interests and hobbies as 
teenagers. The most popular were: scouting (appointed by 25%), sport activity, drama, music, 
languages and religious activity. Besides, the women underlined their house commitments: most often 
baby sitting and cleaning. 

At the final stage of our research we were seeking values which the women preferred as adults. 
Among the values that appeared most often, according to the rate given by the women, there were: 
family happiness (80%), an interesting job, respect, professional success, God, love, friendship, faith, 
being helpful and finally money (1.5%).  

Summary 

In accordance with the presented data, the surveyed females admitted that they really are women of 
success, in addition they are aware and proud of it. The analyses of family environment supported the 
thesis that family experiences are essential and they have influenced the women's private and 
professional life. Most importantly, however, our research confirms that Polish women are success-
orientated and they are able to cope with both domestic duties and demanding job responsibilities. 

It appears that better understanding of parenting and educating teenagers is needed to promote 
successful women. Taking into consideration the theoretical and empirical findings, a few pieces of 
advice for upbringing girls can be articulated. They could be an answer to the question "How can today's 
girls become tomorrows successful women?": 

• encourage your daughters to enjoy a subject even if they do not like it; 
• it is worth the effort and time to drive your daughters to extracurricular 

activities (music, art, sports, Scouts); 
• insist on quiet time alone for girls to learn to entertain themselves 
• teach being competitive, 
• avoid pressurizing them to be popular at all costs; 
• teach your daughters to value the three C s: challenge, contribution and crea 

tivity, encourage them to problem-solve and do new experiments. 
These pieces of advice have their source in American studies conducted by S. Rimm (2001) but 

according to our research and intuition they are adequate in Polish reality, as well. 
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Application of the Developmental Movement Method 
in the Therapy of a Child with Serious Developmental Deficiencies 

Abstract 

The author of the article presents the philosophical and methodological basis of the Veronica 
Sherbornes Developmental Movement Method applied to working with children displaying deep 
developmental deficiencies, including autism. In the empirical part, he presents the results of the research 
concerned with effectiveness of the method's application in the work with autistic children and ends 
with his conclusions. 

Key words: autism, developmental movement 

Introduction 

Veronica Sherbornes method is one of the most common methods as far as developmental therapy 
used in Europe and in Poland is concerned. What is fascinating about this method is the fact that people 
using this method approach the child from many various aspects respecting the child's individuality. 
Both parents and children actively taking part in the classes accept this method as a therapy form. Due to 
its advantages the developing movement method has been used for years as an independent or 
integrated part of classes conducted at schools and kindergartens. 

Sherborne based her method on the principles of expressive gymnastics (also called creative or 
artistic gymnastics) established by Rudolf Laban. Adjusting it to 
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the needs and abilities of handicapped children enabled to use this method as a therapy means. 
The review of its history and current trends will help us show in a wider perspective not only the very 
concept of developing movement therapy, but also creativity and improved communicative skills; 
which are the effects of this method. 

1. Historical Review - Rudolf La ban's Expressive Gymnastics 

R. Laban (1879-1958) was the author of one of the most original methods shaping the sense of 
movement by stimulating the inborn drive to self -expression. Music, rhythm and dance became 
the inspiring factors for this sort of activities (The New..., 1987, The Dance..., 1988, 
Gniewkowski, 1983). 

A wide range of R.Labans interests undoubtedly resulted in a high originality of expressive 
gymnastics. Not only was Laban an architect but also highly educated in such fields as musicology, 
dance and painting. All that helped him establish kinet-icgraphy (Kinetographie Laban) - dance 
recording using graphic symbols reflecting space, time and dance continuity - Principles of Dance and 
Movement Notation -England 1956 (Bogdanowicz, Kisiel, Przasnyska,  1996). Next, the 
recording was used in physical education classes as the so called "movement choirs". Laban is the author 
of the system coding choreography considering movement, gesture, mimics, pantomime, presentation 
of emotional states- the so called Laba-notation, with background music (of The New..., 1987). Laban 
was also interested in expression by acting out songs, poems and pantomime (acting out events and 
pictures with movement only) and music created during classes (closed or open movement tasks, 
dance learning, dancing game and improvisation with objects). The main principle of the gymnastics 
is the elimination of play back behaviour that limits a persons expressiveness and individuality; and to 
intensify mans emphatic and creative acts. Movement is regarded here as controlling ones own body, 
understanding and creating emphatic forms of reaction, which shapes creative and unconventional 
human behaviour. All the activities motivated by movement actions aim at improving individuality 
and self -expression (Gniewkowski, 1983). 

Free course of classes is a characteristic feature of Labans method, which requires teacher's/trainer's 
constant involvement, listening to proposals and the needs of the group. This unconventional 
approach enables the teacher to use various teaching aids while conducting classes, it also helps 
adjust to given space conditions easily. 

The methodology of artistic gymnastics is based on possibilities taking into account stages of 
human development and socialization phases from egocentricity 



Application of the Developmental Movement Method in the Therapy... 187 

to openness to environment, from full individuality to creative socialization; but not to conformity. 
According to human development phases, the author has distinguished 16 stages following one 
another. At each stage the participant does certain exercises exemplified by the following six ones: 

1. the sense of space around one's body- exercises related to exploring and improv 
ing one's own body movements (parts of the body, speed and openness), 

2. the feeling of one's own body space in the surrounding environment-space 
awareness of one's own body construction and awareness of reference system 
in space (in accordance with developmental stages from the horizontal level- 
the surface to the vertical level- movement at some height), 

3. awareness of activity and speed of particular body parts - the feeling of body 
(ability to make movements with different strengths, speed and flexibility), 

4. improving movement fluidity - exercising locomotion movements in the form 
of a game (conducting the movements, working out movement patterns), 

5. co-operating with a partner, and next with a group (working out movement 
patterns together paying special attention to the direction and speed of 
areaction), 

6. using one's own body as a tool (especially gestures - referred to by the authors 
as utilitarian ones) in various circumstances (Gniewkowski, Wlaźniak, 
1991). 

To order the conducted classes and to avoid potential chaos a special schema of classes has been 
established whose objective is to support participants while making decisions. Also, the schema is 
to ensure the safety feeling, which will increase participants' creativity. The pattern of classes 
proposed by Gniewkowki and Wlaźniak (1991) may serve as an instance of the above mentioned 
schema: 1. orientational- ordering exercises, 2. warming up game, 3. feeling the space, 4. fluidity of 
stiff and loose body movements, 5. sense of space, 6. feeling of one's own body, 7. feeling of one's own 
body, 8. working with a partner, 9. feeling of one's own body, 10. working with a partner, 11. working with 
a partner, 12. sense of time, 13. finishing. 

1.1. The Influence of Laban's Artistic Gymnastics Principles on Shaping a Developing Movement 
Method. 

The principles of expressive gymnastics were used by Sherborne to create a developing movement 
method. One of the essential principles of this method is a psycho-physiological approach. Not only 
does it allow shaping abilities and skills, but also thanks to partial perception of various stimuli it allows 
the patient to go through developmental stages, which is especially important when we deal with 
disordered, handicapped and disharmonious development. 
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Using natural movement expression is another factor that contributes to the popularity of the 
developing movement method. Natural movement expression allows interactions with other people 
during a developmental process. A lack of an ordered course of action during the therapy lets the 
person discover individual psycho-physical pre-dispositions importantly shaping human emotional, 
intellectual and volitional development. Personal experience of various human movement aspects let 
the participant realize that they have different body parts and the ability to use them (direction, force, 
speed). Sherborne (1993) distinguishes three main aspects of human body movement concerning the 
awareness of body parts, their position, and the way of moving them (energy flow, space, time, or 
feature). Such a presentation of a human body allows defining the changes taking place in a persons 
development, from physical development to shaping of one's personality. The involvement of people 
taking part in a group therapy influences creating proper behaviour in them. 

In accordance with method principles, special attention is paid to the psycho-physical 
development of an individual, communication, creativity; to modifying behaviour by participating 
in games and plays (Przasnyska, 1989). Games and plays are the primary form of shaping contacts 
with a child as far as the method is concerned (Okoń, 1987). Activities organized this way allow in an 
easy way, due to a physical contact, to establish a relationship with another person, to keep it and to 
evoke the child's own invention. A very important role is played by the trainer understood here as a 
guide, a supportive person whose task is to do exercises together with the person undergoing the 
therapy in the developing movement method. This person should be the closest one, the one that 
may guarantee the sense of safety, stabilization (most often it is the mother). Contrary to expressive 
gymnastics, Sherborne s method is most of all focused on the tasks supporting the individual 
development, on the activities for people who show specific needs both developmental and 
educational. 

The generality of the method is also worth stressing as one that gives a possibility to use it in many 
various aspects thanks to which it may be used in many different forms as a method supporting 
development taking into consideration the needs related to specific disorders and ages. 

2. Developing Movement Method 

The therapy system is based on movement, space exploration, and next on the striving to change 
the surrounding space. The striving is understood as a creative way of acting in a process of making 
interactions with the surroundings. 
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Due to a multiple level approach while shaping ones own body awareness it is possible to use this 
method during physical education classes. Supporting the development and functioning of a child at 
a kindergarten and early age may be enlarged by the therapy elements for children with micro- 
disorders. 

2.1. The method history 
The method established by Sherborne is undoubtedly the effect of experience she gained while co-

operating with Laban. Using her teaching experience while working with normally functioning 
people and with the handicapped who had various disorders (both partial and connection disabilities) 
she adjusted the expressive exercises to their abilities. Its simplicity made it possible to use the method in 
many different conditions (e.g. in water), and modify the method itself (its modifications use music, 
light). Both universality and popularity contribute to the high place of the method that helps child's 
development by playing, which is the most natural activity form for the child. 

Sherborne (1922-1990) was a physical education teacher, dance instructor and physiotherapist. 
Meeting Laban influenced her further development and teaching activities. She turned down Laban's 
proposal of co-working with him as his assistant. She conducted courses at Withymead Rehabilitation 
Centre in Exeter using the knowledge she had got at many courses, practice with Laban; and her own 
experience she had gained working with handicapped children. After analyzing the issues related to 
rehabilitation of mentally handicapped children she channeled her interests into intensification of their 
development based on movement. Thanks to her empathy and good contacts with handicapped people 
she managed to use her experience during therapy with children at different levels of disorder. She also 
succeeded in involving children's guardians in active participation in classes. Sherborne's activities 
made Bristol become an informal centre of Developing Movement Method, which after its creator s 
death was transformed into Sherborne Fundation U.K. The Sherborne Centre - the international 
institution whose aims are to organize training and to propagate the developing movement method. 

2.1.1. Polish experience 
The co-operation between the Polish Ministry of Education and British Council made if possible to 

organize in our country the training conducted by Sherborne and her working partners - Hill, 
Leonard (Bogdanowie z, Kisiel, Prza-s n y s k a, 1996). According to the method creator, the 
method is to support the development of children with intellectual, partial, developmental and 
emotional disorders. The training was aimed at all teachers working with handicapped children (at 
special schools), physical education teachers, therapists, and students of 
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psychology and pedagogy. After educating our local staff - Bogdanowicz, Kisiel, Przasnyska and 
Wilkolazka, the first publications in Polish promoting this method among teachers were written e.g. in a 
magazine Schoiasticus. In 1992 the first book devoted to the method was published by the above 
mentioned authors. Co-operation with the Polish Speech Disorders Foundation in Lublin resulted in 
making the first instructive film consisting of three parts. The film is widely used while training 
therapists wishing to work according to this method. The films showing Sherbone at work were made 
available in British Council in Warsaw (recently they have been handed to one of scientific 
institutions). 

M. Przasnyska, the director of the kindergarten for mentally handicapped children was the first 
to introduce the developing movement method, which influenced other Warsaw's kindergartens (Z 
g o n d e k, 1998). 

Polish therapists were able to present their achievements at the international conference in 
Belgium in 1992 (Bogdanowicz, 1993). The Bogdanowicz's achievements concerning the 
effectiveness of using the developing movement method and the scale of behaviour observation 
were presented there (Bogdanowicz, M. and L u b i a n i e c, E.). Kisiel and Wilkolazka presented 
their own workshops preparing for the usage of the developing movement method, including its usage 
during interpersonal training. The next stage was to translate the book by Sherborne titled 
'Developmental Movement for Children (1993). 

2.2. The method principles 
The principles of the developing movement method are based on natural child's needs. The 

principles are related to the shaping of abilities connected with movement which help a child to 
explore and discover the surroundings better by gaining individual experience based on shaping 
new skills both physical and mental. This is often referred to as playing around. The key principle 
of the therapy is child's getting the awareness of their own body in parallel with movement 
improvement. 

By gaining more and more information about one's own body, its usage; of course the way of 
passing this knowledge must reflect the child's perception abilities and needs, social skills exploration 
skills are shaped, which leads to the sense of space and acting within it. This allows to transform the 
child's passive, limited to exploring the closest reality, participation in the therapy into conscious 
shaping of space and modifying it according to one's own needs. The final intention is making a 
child be able to enter into social relationships. These activities result in involving material and non- 
material environment in enabling the child to share space with others and to establish a close contact 
with them. It is preparation for full participation in interpersonal relationships, participation in life 
that happens 
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through exchange, conversations and taking part in social life. The awareness of ones own existence in 
space and ability to make interpersonal contacts without the sense of danger, uncertainty makes this 
process possible. Its objective is creation of one's own identity in the surrounding space without 
adversing behaviour leading to withdrawal. Other peoples activities in space shape the self-learning 
about the reality around and make, and keep social relations with other people. The abilities gained 
this way may be helpful as far as non-verbal communication forms such as body language, mimics, 
gestures, behaviour are concerned. Another important thing is recognizing communicative behaviour 
and a proper reaction to it. The developing movement method is therefore the method thanks to which 
we may analyze the space around us, and the relations appearing in this space between the material 
world and people. The method shows the child's "me" place and possibilities of various interactions. 
The end proper of the therapy is shaping creative activities showing creative usage of the possessed 
skills and abilities and knowledge while making decisions of everyday life. 

Not only children do take part in the therapy, but also their guardians who due to participating in 
classes, often describe their children as "different". Being active during the therapy, the guardians may 
observe their children in difficult situations, at play and action. Following the changed personal 
relationships, they are able to read the messages sent by the child, they learn the way of sending the 
message, they have the possibility to react to them by anticipation, elimination or reducing difficult 
behaviour not accepted socially. However, to achieve the targets, it is essential to establish the area of the 
therapy accepted by the guardian, which will let them conduct the therapy. The rules of activities are 
included in this area. 

According to the principles of special pedagogy, there are the following main rules (S ę k o w s k a, 
1998) which may be used in correctional activities: individuality rule- exercises must be adjusted to the 
type and level of the child's disorder; objective rule- activities must be structured in accordance with the 
main objective and related to its detailed sub-objectives; universality rule- to compensate the 
deficiencies in therapy actions treated holistically; kindness rule- including the empathy element 
allowing a sympathetic approach towards the child and activities taken during the correctional work; 
pedagogical optimism rule-the belief that the therapy actions are right, that they serve the target ,and 
that there is an objective evaluation of activities efficiency. 

Based on their own practical experience Bogdanowicz, Kisiel, Przasnyska (1996) have create 
instructions concerning the developing movement method work focusedon: 

a) the child's voluntary participation, freedom of decision making, making contact (first of all 
keeping an eye contact), classes ought to be nice, under- 
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standing the child's needs and feelings; the child should learn the dominated positions in 
exercises, classes should ensure the sense of safety, support and close contact, 

b) the teacher- following the child's rights, recommending the stimulation of 
creative activities, excluding criticizing the child, praising the child for the 
effort made not for the effect; avoiding competition while making exercises, 
shaping social behaviour and patience, 

c) the organization of classes- gradualness of difficulty level; beginning exercises 
from the floor level, from activity to child's activity; dynamic exercises fol 
lowing relaxation ones, ending "calm down" exercises, 

d) creation of features - creating empathy and understanding of the other 
person. 

2.3 The Work Methodology 
Thanks to its universality and unconventional forms the developing movement method might be 

used as: 
a. the element of physical education classes, or during the therapy process, 
b. the individual therapy or group therapy, 
c. the therapy of a disorders in terms of a singular type or multi type etiology 

and course. 
The activities should be based on the introductory diagnosis that will allow the therapist to set the 

detailed target of activities as well as to plan the exercises reflecting the child's needs and abilities. 
What is important is the room, its size and equipment where the classes are to be held. While planning 
the classes all different aspects influencing the therapy ought to be taken into consideration. They are 
as follows: time (adjusted to the child's age and needs, at least once a week), age (it is acceptable that 
both infants and adults may participate in classes), guardians (parents are the best, siblings or other 
people co-operating during the therapy), family's understanding and acceptance. It is believed that 
for the most optimal effects the group should include at least 3 children with their guardians and one 
or two people conducting the classes. 

Some institutions, such as e.g kindergartens and schools require documentation for instance a 
registration book in which the presence and organizational information (contacts, progress evaluation, 
class objective and schedule) are recorded; class plans (the session view considering individual therapy 
and activities). The therapy diagnostic recommendations are the basis for further classes. 

According to the general methodology of pedagogical activities, a class plan should include the 
following items: 

- the therapy subject, ! . ;         ^: 
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- the objective, 
- the room and necessary tools, 
- the class course: 

 
1. the introductory part (organizational part leading to the activities 

proper), 
2. the main part (planning the run of activities of different intensity), 
3. the final part (sum up, and above all relaxation). 

During the second part the therapy programme is realized. The programme is based on the 
individual approach to each child's needs. Thus, the group rhythm and perception conditioned by the 
age, the disorder type and the guardians' experience are taken into account in this therapy formula. 
During the conducted classes special intensifying exercises are organized. They range from self -
exploration to socialization, from static to dynamic exercises, from controlled to spontaneous ones 
shaping participants' individual expression. Following from one exercise to another should take into 
account immediate needs understood as group's preferences (S h e r b o r n e, 1993, Bogdanowie 
z, Kisiel, Przasnyska, 1996, Zabłocki, 1998). 

Basic Exercise Sets 

1. Exercises Leading to one's own Body Exploration 
Their aim is to create the feeling of one's own body movements and controlling them. Based on 

the floor, the place that gives the child the sense of safety, it is possible to self-experience the 
feeling; to analyze experience and as if by the way to learn and memorize the names of body parts. 
These exercises may be classified as static ones going on to the dynamic ones; from the horizontal 
level (the optimal feeling of the floor the child is lying on) to the vertical level; from singular 
experience, mono-sensual experience to sophisticated and varied experience; individual exercises 
which at further stages require the guardians' involvement. 

a) feeling the floor (lying on the back and stomach, rolling over, placing hands 
along the body, sliding and crawling on stomach and moving while lying on 
the back, sitting down, turning around, falling over, pulling oneself, and 
stretching), 

b) feeling hands and legs (pulling up, pushing, marching, normal running on 
loose and stiff legs); feet (toes, foot soles , heel); hands (elbows, palms, 
fingers), 

c) sitting in a circle and mimic games, 
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2. Exercises Creating the Sense of Safety and Self Confidence 
This is a group of exercises whose aim is to provide relaxation after a session of 

intensive exercises. This group first of all creates the feeling of acceptance and safety while 
undertaking various activities. These exercises are mainly used as: mid-breaks, moments of self-
calming down, the ability to create self-control, and as leading to work with a partner. 

a) calming down exercises - feeling (the stomach, back, buttocks, whole 
body), 

b) pair exercises (house-bridge), 
c) group exercises (tunnel under which one must crawl or move on the stom 

ach). 

3. Exercises Supporting Making Contact with the Guardian/Partner and with 
the Group. 

This group of exercises uses previously gained self-exploration and reaction skills. The ability of 
being passive while undertaking activities to activating, and from passiveness to creative activities are 
dealt with at this stage. At each therapy stage these exercises shape the expression of emotions in a 
socialized manner. This stage is enjoyed by children as it allows them, in a partner relationship, to take 
part in games and in physical exercises: 

a) exercises "in" (sitting: pushing; standing: keeping somebody else on ones 
own back, rocking, leading 'the blind', lying: pulling the lags and hands, rock 
ing, keeping balance with bent and stretched legs; crawling: riding some 
body's back, transporting on the back), 

b) against (ungluing: the lying one, the sitting one with leaning on; unpacking 
a package), 

c) together (sitting: standing up leaning against the partner's back or facing each 
other, rocking, stretching), 

d) in a group (in threes: rocking while sitting and holding each other s hands 
and legs, jumping), 

e) creative (dance, pantomime , psychodrama). 
The most optimal course of action is to enable children to go through all the stages, especially the 

ones devoted to the individual therapy influence. 

2.4. Usage of the Developing Movement Method. 
Due to its individual approach, the developing movement method allows the participants to go 

through all the developmental stages. This method was used by Sherborne while working with a 
mentally handicapped child. Later on it was adjusted to other disorders. In the method monograph by 
Bogdanowicz (1992) its 
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usage was presented in the case of mentally handicapped children, autistic children, children suffering 
from cerebral palsy, children with emotional and behavioural disorders, deaf and blind children. Also, 
children staying in caring institutions (children's homes and such like) were dealt with. This method has 
been successfully used during psychological and pedagogical therapy and speech disorders such as 
stammering (Bogdanowiez, 1990), or selective muteness (Sherborne).The method is also used 
during early kindergarten and early school education as a means of shaping proper social relations 
and as a means of stimulating the child's development. Thanks to organized courses, the method is also 
used in health care centres, educational institutions, and more importantly, in centres of early inter-
vention and development support. Its elements have been used while working with adolescents and adults 
in the case of e.g. autism. 

2.5. Review of Publications Describing the Developing Movement Method used in Therapy. 
Bogdanowicz (1993) in her description of meeting the Sherborne followers in Dworp in 1992 

presents a wide range of opportunities of the method used while working with normally developed 
children as well as with children suffering from many developmental deficiencies. 

Most frequently we find the information concerning the possibility to adapt the method to kindergarten 
work where this therapy is not only enjoyed by children, but also gives them safety, relaxation, an 
outlet for tension (Breda, 1998, Kaja, 1995). These classes are especially important as far as inhibited 
and psycho-move-able overactive children are concerned. Parents' involvement is also regarded as one of 
the method's advantages, parents participate actively, they are not just passive observers. This is 
emphasized by the method naturalness, exercise simplicity (Sobolewska, 1994), and the 
opportunity to 'make up for' the childhood (Orzechowska-Mikulska, 1998). Most of the 
presented reviews have a special methodological value, as they include, very often in the form of a 
class plan, the description of conducted classes and idas how to model them (Czarnecka,  1994;  
Orzechowska-Mikulska,  1998, Krupa,  1998,  Sobolewska, 1994). J. Kroczak (1989) 
presented very interesting results of her classes conducted over the period of 4 years. She drew 
attention to the improved mutual relations between parents and children. As for the children, the 
activities in which they had participated unblocked them emotionally and made them more self-
confident. Publications by Aleksiak and Całus (1995) seem very interesting, too. They tried to analyze 
the influence of the developing movement method and good start method on the improvement of 
reading and writing skills of 6 year olds. 
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M. Śliż (1994) showed an example of class plans for working with the mentally handicapped child. 
She used Sherborne's instructions translated into Polish. The method used during the therapy of 
children with cerebral palsy was described in great detail (Derulska, Pielak, 1998). When that 
was the case, the method needed adjusting to the child's physical abilities e.g. movement 
limitations and increased muscle stiffness. In the case of these children the method resulted in 
shaping the body posture, feeling the body and in proper reaction to stress. Kuś (1994) distinguishes 
the following methods advantages: children's acceptance of the therapy, adjusting the therapy to 
children's needs and possibilities, helping parents with upbringing difficulties, which means stress 
elimination and increased sense of safety. 

Krawiec and Chudoba (1994) described the Sherborne's method usage while working with 
children suffering from hearing disorders. The authors measured the efficiency of the conducted classes. 
The therapy description and conclusions have proved that the method may be used for people with 
hearing problems stressing the fact that linguistic and communicative competence must be worked 
on. Another thing to be stressed is the co-operation between parents and children who opened to a 
wider contact with environment, which led to non-verbal communication improvement and shaping 
the breathing system due to breathing exercises. Children participated in classes willingly, gained the 
feeling of safety and thanks to voluntary participation trustfully made contacts and took part in inspired 
games and plays. The developing movement method has also been used while working with the 
children suffering from emotional disorders staying in small children's homes (L u b i a n i e c, 1992) 
and in children's homes (P a r z y b o k, 1992). In both cases, classes based on the voluntary participation 
rule, the child's creativity rule and gradualness of difficulty level have resulted in child's " calm down 
" effect, learning one's own value, relaxation and above all in positive relationship with the 
surroundings. 

Finally, what is worth mentioning is the parents' experience who have become their own children's 
therapists. Mothers very often stressed that their participation in exercises taught them to better 
understand their own child and to find time for playing with the child (Orzechowska-Mikulska, 
1998) as well as how to get rid of the negative approach towards making a physical contact. 
Jatowczyc (1998) pays attention to using movement and physical contact as a means to rediscover 
the relation parent- child and to learn relaxation techniques. 
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3. Research on the Usage of the Development Movement Method while working with an Autistic Child 

It has been assumed that the therapy, especially the pedagogical one, concerns people with 
developmental and social disabilities. Due to its universality and multi-channeled actions the development 
movement method lets support general human development. Sherbornes method usage (1997) during 
her work with mentally handicapped children resulted in peoples associating this method only with 
special pedagogy and its aims, namely caring, supporting, rehabilitating, and undertaking revalidating 
actions. I presented this problem in a separate article in which I also considered the division of 
pedagogical therapies (Błeszyński, 2002). 

Conducting the therapy reveals its various possibilities and limitations when the subject of the 
therapy is not only the child with different developmental deficiencies and disorders. Using the 
development movement method in relation to the autistic child initially was considered to be a kind 
of experiment (the main purpose was to overcome these children's social inhibitions); then the 
method joined alternative methods supporting children's development, first at National Autism 
Society in Słupsk (Błeszyński, 1997) and in Torun in 2000. The choice of this therapy while working 
with children was justified by its universality, the possibility to modify classes and also by its 
influence on the spheres mostly disturbed by autism, namely emotional, social and cognitive. The fact 
that the method is easy to adapt and does not require a big technical background has also contributed to 
the methods popularity among therapists. Another advantage is the guardians involvement 
(presumably the child's parents), which enables some elements of the method to be used in a family. 
The whole family's participation, not only mothers' but also siblings' and fathers' might be treated as a 
success. 

Thanks to the established contacts with Bogdanowicz (1992, 2000) and Wil-kołaska with Kisiel 
some actions have been taken to use the method in a wider perspective while working with autistic 
people, at the beginning in group classes. Next, a division -according to a given dys-function- has been 
made into individual therapies specifically oriented ones and the ones resulting from intensifying the 
actions of conducted classes. Nevertheless, the main objective has always been the same, namely, to 
support people with autism as far as their emotional, social and communicative development is 
concerned. To achieve this, the methodology and special pedagogy rules put forward by Sękowska 
(1998) have been selected to estabilish the basis. There are the following key rules: individuality rule- 
exercises must be adjusted to the type and level of the child's disorder; objective rule-activities must 
be structured in accordance with the main objective and related to its detailed sub-objectives; 
universality rule- to compensate the deficiencies in 
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therapy actions treated holistically; kindness rule- including the empathy element allowing a 
sympathetic approach towards the child and activities taken during the correctional work; pedagogical 
optimism rule-the belief that the therapy actions are right, that they serve the target ,and that there is 
an objective evaluation of activities efficiency. 

The classes were conducted by the article author and the therapists with the 2nd degree qualifications 
allowing them to lead the developing movement method therapy. The classes took place on an agreed 
weekday and were attended by children and adolescents diagnosed as autistic, or with autistic features. 
The therapy participants are grouped according to the types and level of autistic disabilities. Every six 
weeks an analysis of the therapy efficiency is organized. The analysis is based on a survey filled by the 
child's parent and therapist, and on the observation made by competent judges and other people 
involved in the process of support of the participating children's development. The currently 
presented research is part of wider research devoted to the therapy influence on the functioning of 
people with autism. 

The aim of the research was to analyze the influence of the developing movement method on the 
development of autistic people. The research items referred to the following aspects: 

1. Is there an influence on autistic people and how is it oriented? 
2. Does the autistic person's age influence the effects of the therapy? 
3. Is the participation period a model of the achieved effects factor? 
To answer the above mentioned questions, a pedagogical experiment including both a pre-test and 

post-test was carried out in two therapy centres (Brzeziński, 2000). The Bogdanowicz's observation 
scale of parents' and children's behaviour was used as a technique out of which the scale for children 
was essential. Only the material concerning the participants in the therapy between 2001 and 2003 
was used for this presentation, providing they had taken part in classes at least once a week, one 
meeting was 45 minutes long. 

36 cases of people with autism aged from 3 to 16 who did not have any other developmental 
disabilities and participated in most classes were analyzed. Despite the restricted criteria concerning the 
group choice, the influence of other therapies and activities improving people with autism had to be 
taken into account. To minimize the phenomenon of the so-called 'pilling up' the other activities, 
groups from Słupsk and Toruń were accepted into the research. The research was conducted for 2 
years and in its initial phase, as it had already been stated, there was a description of changes 
occurring during the work with an individual autistic child. The gathered material is to be used in 
order to evaluate the method's influence on the functioning of the people with disorders of an autistic 
character. 
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The average age of the participants in research 1 was 7.6 and in research 2, 9.4. The sex division was 
characteristic of this research group: 4 girls and 32 boys, which is in accordance with epidemiology of 
autism: 4 boys against 1 girl. Thanks to the co-operation with therapists, it was possible to make a 
comparative analysis of the research material. It turned out there were no discrepancies concerning 
the participants' development in the reports made by the therapists, parents and competent judges. 
The gathered data was made average, which made it possible to compare the obtained results. 

In all the cases of the examined people there was development in the analyzed functions (sub-
scales). It may mean the influence on their development.1 

Table 1: Pre-test and Post-test Research, General Research with Sub-scale 
division.  

Under-
scale 

h

Cognitive 
developme

t

Emotional 
developme

t

Social 
developme

Movement 
developme

t

General 
developme

tDifference 1.26 1.14 1.39 1.16 1.25 
Diagram 1: Pre-test and Post-test Research-general Research with Sub-scale Division. 

 
□ Series 1    ^ Series 2 

Legend: 1,2,3,4 - research order, 5- average general development 

While analyzing the developing movement method influence on the functioning of people with 
autism, it maybe stated that in all sub-scales there has been progress in development (the negative 
results are the consequences of differentiating the 

1 The differences concerning the general average variable as well as the age groups result from metric 
division made according to the proper age principle that is a changeable variable during a detailed analysis. 
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results obtained before joining the therapy from the obtained post-test results). The biggest results are 
visible in the scales of social and cognitive development. 

The division of variables according to sex was neglected as very few girls (4) participated in the 
research. However, the influence of age on the experiment effects was analyzed in 2 aspects, 
namely, the child's age at the moment of joining the therapy as well as the conducting time of the 
therapy. 

There were two age categories: 8 year olds and more. At such an age children with autism most 
frequently have a contact with a group of peers either in the so-called '0' grade or in the first grade 
of primary school. 

Table 2: Pre-test and Post-test Research in an Age Group up to 8 
. with Sub-scale Division.  

Under-
scale 

h

Cognitive 
developme

t

Emotional 
developme

t

Social 
developme

t

Movement 
developme

t

General 
developme

tDifference 1.56 1.05 1.35 1.14 1.28 
Diagram 2: Pre-test and Post-test Research in an Age group up to 8 with Sub-scale 

Division. 

 
□ Series 1    ^ Series 2 

Legend: 1,2,3,4 - research order, 5 - average general development 

Analysis based on table 3 allows us to state that in the child with autism development has taken place, 
especially as far as the scales of cognitive and social development are concerned. The research points 
out that there has been development in cognitive and emotional scales, which may prove a 
disharmonious but global influence on the functioning of children with autism. 

After analyzing the people aged over 8 the obtained results are considerably lower than the ones 
obtained in the case of both general research and the age group under 8. In the research the greatest 
increase was observed in such sub-scale func- 
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tions as movement and social ones, whereas, the lowest increase concerned the scales of cognitive 
and emotional development. 

Table 3: Pre-test and Post-test Research in an Age group over 8 with Sub-scale Division.  
Under-
scale 

h

Cognitive 
developme

t

Emotional 
developme

t

Social 
developme

t

Movement 
developme

t

General 
developme

tDifference 0.30 0.20 0.80 0.99 0.57 
Diagram 3. Pre-test and post-test research in an age group over 8 with sub-scale division.  

 
 Series 1  Series 2 

Legend: 1,2,3,4 - research order, 5 - average general development 

The analysis of the obtained therapy results in longitudinal comparison was made. Within a 2 year 
long therapy period all the results obtained in all the sub-scales were compared. 

Table 4. Longitudinal research comparing the abilities development in given 
scales.  

Under-
scale 

h

Cognitive 
developm

t

Emotiona
l 

d l

Social 
developm

Movemen
t 

d l

General 
developm

t

Differen
ce

I 2.47 2.45 2.24 2.29 2.41 0
II 3.03 / - 3.11/- 3.08 / - 3.02/- 3.11 -0.7
III 3.24/- 3.22/- 3.43 / - 3.34/- 3.31 -0.2
IV 3.63 / - 3.51/- 3.81 / - 3.77/- 3.68 -0.37 



 

- Series 1 -S— Series 2 -A- Series 3 —*— Series 4 

The comparison presents the amplitude of the changes occurring in a longitudinal scheme. We 
observe the greatest changes during the 1st 6 months of working with the autistic child. They 
concern social development and others at a similar level. During the next 6 months there is the 
smallest development of functions in particular sub-scales, and also there is the biggest one of social 
development. After the further 6 months we observe the increase of abilities in given sub-scales, 
the biggest difference concerns movement, cognitive and social sub-scales. 

The results of the presented research prove that the Developing Movement Method therapy of 
autistic people is efficient and gives the best effects as far as the development of social and cognitive 
functions is concerned. Consequently, the method is useful and should be advised especially 
during work with young autistic children and children with autistic features (atypical autism in 
terms of time and intensified level of autistic disorders). An additional advantage of the method is 
the possibility of modifying and adjusting it to participants' current needs and developmental 
abilities. 

The high results obtained during the therapy in terms of social functions development may prove 
that children with autism may undertake social interactions, initially there is an intensification of 
direct contacts with the closest family members (the mother) and next there is an extension of the 
contacts with more people. Children may also watch the behaviour of their peers taking part in the 
therapy. Therefore, the therapy group should not be homogeneous in terms of autism. The group 
should also be open to other peoples participation in the classes, both siblings and properly 
selected children with various disorders. A proper selection of given cases in the group is also a 
huge support, the division may be of a multi-factor character e.g. psycho-movement reactions, 
intensification of perception disorders, openness to stimuli. 
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Surprisingly low results were obtained in the function of emotional development that should be 
supported by the direct contact during the therapy classes. However, taking into consideration the 
disorder character as well as heterogeneity of intensity, and appearance of developmental disorders the 
development of this function is an individual matter. 

The research showed the problem of choosing the proper research techniques. As the author of the 
scale of behaviour observation for children and parents participating in the developing movement 
method classes noticed, this technique is a proposal to conduct research that may concern people with 
numerous developmental disorders and disabilities. Thus, special scales in the case of autism have 
been created. My wider research on which I base the scale of Autistic Behaviour Evaluation refers to 
specific disorders and allows stating more precisely the appearing developmental tendencies that will be 
presented by the author in the publication being prepared. Nonetheless, based on the general 
development research, it may be stated that this method is usable while working with an autistic 
child. However, it must be stressed that the method must be properly adjusted to the person with 
specific autistic disorders, and that the therapist must set precisely the objectives to be achieved. 

Another observation to which I would like to draw attention in this article is a longitudinal effects 
pattern of work with autistic people. The developing movement method is first of all oriented on 
general development, which principally should bring about a harmonious effect of the therapy. In the 
case of autism the evolving of people with autism development is noticeable, which may be related to the 
theory of Bettelheim who showed autism of a developmental character: according to Paiget's theory, he 
distinguished critical moments as far as autism development was concerned. A very frequently 
observed example of a breakthrough in development is the age of 4 when an autistic child reveals 
increased perception abilities and increased abilities to learn social functioning. We may also refer to the 
Baron-Cohens (1997) mind theory where autism in early childhood appears in 3 categories: 

1. playing with programming, pretending, 
2. co-sharing of attention, 
3. interest in society and social playing (B ł e s z y ń s k i, Bobkiewicz, 1997; 

Pisula, 2000). 
According to Baron-Cohens assumptions concerning children with autism, disorders in the above 

categories may be observable already at the age of 9-19 months. These disorders are diagnostic ones, 
which is proved by the research done after the child turns 30 months old. The Sherbornes method usage 
allows supporting the most disordered functions at the earliest stages of the child's development. 
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Owing to the individual approach as well as the possibilities of modifying the conducted classes, it 
is possible to introduce the elements of standard activities with imitation elements (e.g. classes 
'against'), and also with co-sharing of attention (e.g. classes 'with'), and with interest in other people's 
actions (e.g. classes 'together'). The experience while working with autistic people points out to the fact 
that thanks to a proper experiment choice there is a possibility to work on emotion expression and face 
mimicry, which seems to be the basis of emphatic behaviour and nonverbal communication. 

Bearing in mind the above-mentioned research results, we may conduct the therapy taking into 
account the following factors: 

• The child's age- the younger the child is, the more effective the therapy is, 
• Developing Movement Method is the most effective at its first usage period, 

which may prove to be essential as far as initiating and keeping the social 
relationships with the surroundings is concerned, 

• According to the needs and possibilities Developing Movement Method may 
be the beginning of, the supportive therapy introduction. Also, it may intro 
duce a modification of family behaviour (Gałkowski, P i s u l a ,  Rola, 
Sekułowicz) which very often reveals serious dysfunctions, 

• It is essential to adjust the therapy to individual possibilities of a person with 
autism, and to plan classes oriented towards coming into social interactions- 
often from an individual therapy to widening the social area, 

• Family's involvement, which means modifying and improving the environ 
ment taking care of an autistic person resulting in creative social functions. 

• Using Developing Movement Method for supporting other therapies con 
ducted with an autistic child, especially as integration classes. 

In further research to show a deeper criterion of the undertaken analyses, the period of autistic 
disorders appearance maybe considered as a factor determining the development of people with 
autism, which is mentioned by Jaklewicz (2002). Also, in the next "analyses of the results obtained by 
the scale of autistic behaviour evaluation will be enumerated, which will enable a more precise 
analysis of the development, and will enable to categorize functions. I am of the opinion that at the 
present stage it would be advisable, from the point of the practical method usage, to correlate the 
obtained results with other therapies e.g. the good start method, sensory integration, the Knill's 
method. Consequently, that may be the beginning of the therapy actions. 

To sum up the presented material, the developing movement method may be an efficient 
supportive programme for autistic people and for people with autistic features. Personally, being both 
a practitioner and a theoretician, I find it difficult to accept the point of view that in the case of autism 
we may distinguish one most 
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efficient therapy method for people with deep autistic deficiencies as it is suggested by behavioural 
modification (Gorzelińska, 2003). Based on Sherbornes method, we may observe and learn co-
operation at different levels- age level, environment level, special level, etc. Thanks to the ability to 
observe and co-operate, not only is it possible to 'discover' the world of a person with autism, but also to 
follow it and learn its identity. 

Making a deepened longitudinal analysis using the evaluation scale of behaviour 
by Bogdanowicz and the scale of autistic behaviour evaluation by Błeszyński in the 
case of autistic children allows concluding that the developing movement method 
influences these children's development in all the tested spheres. The differences 
in the results obtained by the children concerned first of all social development. 
Changes may appear mainly in the social development to the extent regarding 
autistic behaviour in the communicative sphere as one of its components. Therefore, 
we dare to conclude that the therapy has most improved emotional and cognitive 
spheres stressing the fact that in the social sphere children's improved interpersonal 
contacts have been observed (to a smaller degree as far as verbal communication 
is concerned), which is reflected in reduced autistic behaviour. -..  • 

After one year long therapy using the developing movement method, it has been shown that the 
greatest effects in children with autism development are achieved during the first therapy part. While 
prolonging the therapy time, the results stabilize at a certain level- constancy. The further therapy 
results depend on introducing additional, frequently methodologically questionable, elements based on 
e.g. the good start method, music-therapy. Thus, this therapy is particularly advisable for children with 
autism at the first stage of undertaking therapy actions, which may result in these children's proper 
making and keeping social contacts, and in a proper reaction to outside stimuli. 

Undoubtedly, other actions conducted parallelly with the work with the autistic child also have 
influenced the obtained results. However, the research analysis from several research centres allows 
presenting the work effects in the most objective way. The other influencing factor is the therapy 
participant s age. Although it is different from the results obtained by Jaklewicz'(2002) directly, it may be 
stated that the time of the first symptoms appearance was the one that determined the therapy 
participants' general development. More noticeable and longer lasting effects (despite absenteeism 
caused by illness) have been observed in the case of kindergarten children with intensified disorders 
as far as the social contacts are concerned. Nonetheless, all people willingly participated in the 
organized classes on the condition that the group had been properly organized. Sometimes it had been 
necessary to organize the group individually for the child with oversensitive hearing, the psycho-
moveably overactive child, and the child with aggressive 
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behaviour that might have been dangerous to other participants. The correlation of the first 
symptoms' appearance and the early intervention in the case of the developing movement method 
becomes the factor supporting the development, which may be regarded as a prevention form against 
the factors causing developmental disorders. 

Autism, being a very special disorder of development and social functions, requires a different 
objective and diagnostic-forecast analysis (Błeszyński 2002). In the discussed cases, the 
developing movement method usage has caused development of all the spheres even referred to as 
statistical. In the case of autism, despite the long therapy period (in most cases about 2 years) there 
have been considerable changes in emotional, cognitive and social (non-verbal) development; in verbal 
communication and physical development the changes have not been that significant. The 
research on verbal communication (Błeszyński, 1997) shows that autistic children go through 
speech development individually with frequent incidents (holding, regression, or speech 
underdevelopment). Specific speech disorders such as echolalic speech, perseveration, pronoun errors 
influence the way a message is perceived. Physical development was in accordance with the age norm, 
the tested children sometimes even showed considerably higher development according to the scale of 
big motion.2 Consequently, within the research there was no important increase of this sphere, as it 
happened to the children from other groups. 

Another effect is withdrawing from autistic behaviour-mannerisms, necessity of keeping 
unchangeableness of situational pattern, low empathy level, limited ability to copy, limited interest and 
homogeneous reaction to stimuli. 

The method's efficiency in shaping a creative way to express one's own feelings and thoughts during 
social contacts might be considered an additional effect. In the case of research regarding children 
with autism (most of them suffer from different levels of mental underdevelopment) the main 
objective was to make and keep contact; whereas in the case of children with slight mental 
underdevelopment the objective was to establish creative social relations. Also, autistic children 
achieved poorer results in given scales, and especially in the social development scale, which differed 
from mentally underdeveloped children. 

In her article Tarasiewicz focused on the influence of the Sherbornes method on handicapped 
children's parents, which is undoubtedly one of the essential aspects of the therapy holistic 
approach. Also, due to introducing parents into the therapy, the method supports the person with 
autism functioning within the closest environment- one's own family, which has the greatest 
influence on creating 

In Denver, research 2 
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wider relations. It should be also stated that the method prevents the so-called "parents' burning 
out" syndrome (Pisu 1 a, 1994, 2000, Sekułowicz, 2002) that really has a very negative impact on 
the family as well as on guardians. 

What is important is the fact that during the developing movement method therapy all these 
categories are dealt with while working with the child, as the therapy may be used during an early 
childhood. According to all these observations, in the case of autism, the therapy not only has a 
supportive value, but also a preventive value in the case of children with autistic features (atypical 
autism in relation to appearance time and observed symptoms). 

Sherborne showed the development support system that on the one hand is individual, timeless 
and universal, on the other hand, however, it is based on biological determinants. Referring to 
multi-factor support, the research done together with Szot, Błeszyński (2002) concerning the 
movement therapy supporting people with autism might be an example of an efficient use of various 
therapies. Thus, multi-factor, integrated supportive actions whose aim is to optimize socialization of 
autistic people ought to be advised. 
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Family Participation in the Dyslexia Remedy of the 1st Stage Elementary School Pupils 

Abstract 

The contribution deals with the possibilities of dyslexia remedy. It aims to help pupils from the 1st 
stage of elementary schools in family. It describes factors determining this process in family, e.g. 
parents education, the number of schoolchildren. .. It describes family possibilities while eliminating 
dyslexic hardships. 

Key words: learning disorders, dyslexia, family, remedy, remedial methods, and dyslexic child. 

Learning disorders are a current special-pedagogical problem. The most frequent learning disorder 
spread throughout population is dyslexia. This disorder appeared together with the emergence of the 
phone system of writing, but it became a real problem as late as in the 20th century. It was at the time 
when compulsory school attendance was introduced, in the period of higher demands for education, 
job training, and professional competence. Mastering of elementary literacy - reading, writing, 
arithmetic is an indispensable basis of education and all-round child's personality development in 
economically and culturally developed countries. Dyslexia as a reading disorder slows down, 
complicates, and very often hinders this process. 

Dyslexia and its remedy are a serious problem for the 1st stage elementary school teachers. Performing 
its remedy, teachers must cooperate with experts from pedagogical-psychological clinics, who help by 
counselling, instruct on remedy methods and exercises that can be used for the work with dyslexic 
children. 
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Dyslexia is a problem also for parents who care about their children's success at school as well as 
about their good personality development. Parents often rely on the teacher to be able to help their 
child but they can also look for help from experts in pedagogical-psychological clinics or in child 
integration centres. However, parents themselves can take part in the dyslexia remedy. 

In out research we examined how parents can influence the remedial process. We focused upon the 
influence of various factors in a family, which we considered important for dyslexia remedy. The 
research goal was to find out and evaluate the family part in dyslexia remedy. Through observation of 
selected family factors we invesigated their connection with the elimination of dyslexic hardships of 
children. 

While solving the problem we set the following tasks: 
To find out: 
- the level of parents' education; 
- the number of schoolchildren in respondents' families (including the child 

with dyslexia) 
- family's cultural level 
- time reserved by parents for the child to prepare for classes; 
- the acceptance of teacher's and special-pedagogues' recommendations for 

parents. 
We were verifying the following hypotheses: 
HI We assumed that a higher level of parents' education (full secondary school, 

university) would have a more meaningful influence on dyslexia remedy than 
a lower one while mother's education is more important for the remedy. H2 We assumed that the 

number of schoolchildren in family would influence 
the dyslexia remedy. H3 We assumed that a lower family cultural level would negatively 

influence 
the dyslexia remedy. H4 We assumed that parents devoting more than 15 minutes to reading 

with 
the child would be more successful at the remedy than those devoting less 
time to it. 

In order to get more empirical facts we used the following methods: (Svec, Ś. and team, 1998) 
• a questionnaire for parents . 
• a non-standardized conversation with parents 
• a content analysis of the documents of children with dyslexia 
• a non-standardized conversation with a special-pedagogue who took care for 

our research sample 
• Matejcek's reading test. 
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We marked the results of Matejćeks reading test (M a t e j ć e k, Z. Ż1 a b, Z. 1972) as the readers 
quotient (CQ). We used this test twice; at the beginning of our observation and at the close of the 
observation of the child. We placed the difference between individual observations determined by 
the CQ level in the total scoring of child's success in reading. If the difference between the 
measurements was lower than 10 units, we gave a child 1 point to the overall progress in reading; if the 
difference was up to 15 units, we gave 2 points; if 20 units, we gave 3 points. Beside the progress in the 
reading test we also assigned the fluency of reading to the overall progress in reading (if the child 
reached it, it got 1 point; if not, no point), and the understanding of the red text (scoring was the 
same as for the reading fluency). Based on the score from the success in Matejćeks test, reading 
fluency, and understanding of the red text we got a total score of progress that meant the dyslexia 
remedy for us. 

The basic research sample was made up by 10 children with a dyslexia diagnosis based on the EDM 
(the mild brain dysfunction - translators note), who were under the care of a special-pedagogue in the 
District Pedagogical-psychological clinic in Banska Bystrica. There were more children with a dyslexia 
diagnosis in the clinic but, following an agreement with a special-pedagogue, we decided to unify the 
sample on the basis of the same diagnosis. The research sample consisted of seven pupils of the 1st 
stage elementary school in Banska Bystrica. They all had the diagnosis based on the mild brain 
dysfunction (EMD). The choice of the sample was intentional. 

The respondent were these children's parents who had been distributed 10 questionnaires in 
cooperation with the District Pedagogical- psychological clinic in Banska Bystrica, 7 of them handed 
them in, it means the rate of returnability was 70%. 

We assumed the level of parents' education to be one of the factors influencing the dyslexia remedy. 
The dyslexia remedy in our research was represented by the total score of progress; the way of 
scoring has already been mentioned. The retrieved data as well as the influence of the level of 
fathers education on the dyslexia remedy is shown in Table 1. 

Table 1: The Level of Father's Education and the Dyslexia Remedy  
Father's 
educatio

Numbe
r

% Arithmeti
c mean 

Dispersal T-test Statistical 
importan

SŚbm 3 60 3.333 2.333
SŚsm 2 40 3.0 0.0

0.293 No 

Total 5 100  
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Father's 
educatio

Numbe
r

% Arithmeti
c mean 

Dispersal T-test Statistical 
importan

SŚbm 3 60 3.333 2.333
VS 2 40 4.0 0.0

0.586 No 

Total 5 100  
SŚsm 2 50 3.0 0.0
VŚ 2 50 4.0 0.0

- No 

Total 4 100  
The key: SŚbm-secondary school without final exam, SŚsm-secondary school with final exam, VS- university training 

The presented table shows that fathers of three children got education without the final exam, 
fathers of two children got secondary education with a final exam, and fathers of two children got 
university training. Based on the statistical analysis of Students T-test we have not found any 
statistically important difference in the reading progress of children according to the level of 
education got by their fathers. 

In the same way we examined the reached level of education of the mothers of children with 
dyslexia. From the retrieved empirical data we learned the following influence of mothers'education on 
the dyslexia remedy. 

Table 2: The Level of Mother's Education and the Dyslexia Remedy  
Mother's 
educatio

Numb
er

% Arithmeti
c mean 

Dispersal T-test Statistical 
importan

ZŚ 1 50 2.0 -
SŚbm 1 50 3.0 -

 
No 

Total 2 100  
ZŚ 1 17 2.0 -

SŚsm 5 83 3.8 0.7
1.964 0.1 

Total 6 100  
SŚbm 1 29 2.5 0.5
SŚsm 5 71 3.8 0.7

1.913 0.1 

Total 6 100  
The key: ZŚ - elementary education, SŚbm-secondary school without final exam, SŚ śm - secondary school with final exam 

The data in Table 2 show that one child's mother got elementary education, one child's mother got 
secondary education without the final exam, five children's mothers got secondary education with 
the final exam, and there was no child with a university trained mother. The statistical analysis by T-test 
has proved about 10% 
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of importance of the difference in the reading progress of children between mothers with elementary 
education and mothers with secondary education as well as between mothers with secondary 
education without the final exam and mothers with secondary education with the final exam. Only the 
difference in the reading progress of children with mothers of elementary education and mothers of 
secondary education without the final exam was not proved. This result was probably caused by the 
size of the research sample which consisted of only mothers of two children. The traced difference in 
the reading progress of children was always in favour of a higher level of education reached by 
mothers. Based on the findings we may say with a high probability that there is an influence of the level 
of education of the mother on the dyslexia remedy. 

We also examined the influence of the level of education of parents on dyslexia remedy. The research 
sample was divided on the basis of the reached level of parents' education into two categories. The first 
category was made up by children whose parents got at least secondary education with the final exam 
or university training. The second category was made up by children whose parents got up to 
elementary or secondary education without the final exam. 

Table 3: Education Level of Parents and Dyslexia Remedy  
Education 

level of 
Numbe

r
% Arithme

tic mean
Dispersal T-test Statistical 

importan
SŚsm,VŚ 4 67 3.5 0.333
ZS,SSbm 2 33 2.5 0.5

1.886 0.1 

Total 6 100  
The key: ZŚ - elementary education, SŚ sm - secondary school with final exam, SŚ bm - secondary school without final 
exam, VS-university training 

The parents of four children reached minimally secondary education with the final exam, and the 
parents of two children reached maximally secondary education without the final exam. The parents 
of one child reached the education compatible with both categories; therefore we could not count 
them among the research sample for the investigatin of these problems. 

The analysis of the results has proved the difference in reading progress of children according to the 
level of their of parents' education while the difference in the reading progress favoured the children 
with parents who had reached minimally secondary education with the final exam. We can note that 
the reached level of education of parents influences the dyslexia remedy. Even though the difference was 
partially not proved in the case of the reached level of fathers' education, we consider the reached level of 
mothers' education to be a more important indi- 
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cator because they take the main part in caring for their child as to the preparation for reading and 
school lessons. These results also correspond with the facts from the non-standardized conversation 
with the parents whereby they explained who took the main care for the child's preparation for 
school lessons. 

Another factor, which we consider important and having influence on dyslexia remedy, is the 
number of schoolchildren in the family. 

Table 4: The Number of Schoolchildren in the Family and Dyslexia Remedy  
Number of 
children in 

f il

Number 
N

% Arithme
tic mean

Dispersal T-test Statistica
l 

Up to 2 6 85 2.0 -
More than 2 1 15 3.667 0.667

1.889 0.1 

Total 7 100  

Through the analysis of the empirical data by Students T-test we have found out that in the families 
with fewer than two schoolchildren, the children with dyslexia reached a better total score in reading 
progress than in the families with more than two schoolchildren. Based on the obtained data we can 
state that in families with fewer than two schoolchildren parents, or in fact mothers, can devote more 
time to a child's school preparation, which creates better conditions for dyslexia remedy. Jerhotova (P r u 
c h a, 1997, pp.129-130) considers as one of the determinants for the quality of school preparation the 
hour of the day when parents, mostly mothers, take care of the children's school preparation. She 
considers the time before 6 pm the best. 

Through some entries in the questionnaire for the parents we found out their level of culture. 
Based on the obtained data we divided the children into two categories - families with a low cultural 
level and families with an average cultural level. As the families with a low cultural level we 
considered those going to the theatre, cinema, museums, galleries and the like up to three times over 
the year, they do not borrow books from public libraries, and their home library counts fewer than 
100 books. As the families with an average cultural level we considered those visiting the mentioned 
institutions more than three times over the year, they regularly or at times borrow books from public 
libraries, and their home library counts more than 100 book titles. The obtained data are shown in 
Table 5. 

The mathematic-statistical method of the Students T-test has proved the difference between the 
reached reading progress of the children coming from the families with a low cultural level and the 
reading progress of the children coming from the families with an average cultural level, favouring 
the latter category of children. 
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Table 5: Cultural Level of the Family and Dyslexia Remedy  
Cultural 
level of 
f il

Numb
er

% Arithmeti
c mean 

Dispersal T-test Statistical 
importanc

Low 1 15 2.0 -
Average 6 85 3.667 0.667

1.889 0.1 

Total 7 100  

We also considered the parents' motivation of the child to read an important factor positively 
influencing dyslexia remedy. As motivation we considered praising the child for reading, buying of 
children's magazines, books, and reinforcement to read. As discouragement we considered punishment 
of defected reading, for reluctance to read, and the like. 

Table 6: Parents' Motivation of the Child to Read  
Reinforcem
ent to read 

Numbe
r

% Arithme
tic mean

Dispersal T-test Statistical 
importan

Yes 5 71 3.8 0.7
No 2 29 2.5 0.5

1.913 0.1 

Total 7 100  
According to the abtained data, the parents of five children motivate their children to read texts 

that were not given as their homework by buying magazines, books, by leaving written messages, and so 
on. The parents of two children do not consider the motivation of their children to read as important; 
they rather discourage children by punishment, forbiding them to play, restrictions on TV watching, and 
the like. The statistical analysis has proved the difference between the motivation and no motivation of 
children to read, favouring the motivated children. 

We also considered the length of time devoted by parents to their children's daily reading as important 
for dyslexia remedy. As sufficient time devoted solely to their children's reading we considered 15 
minutes a day because we examined the 1st stage elementary school children, and their EMD diagnosis 
makes their concentration on any activity more difficult. We excluded the time devoted to the overall 
preparation for classes from this time. 

Table 7: The Time Devoted to Children's Reading and Dyslexia Remedy  
Length of 

time
Number 

N
% Arithme

tic mean
Dispersal T-test Statistical 

importan
Up to 15 min. 3 43 3.333 2.333
15 min. and 4 57 3.5 0.333

0.205 No 

Total 7 100  
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The statistical analysis has not proved the influence of the length of time devoted to reading on 
dyslexia remedy. The length of time, according to our outcomes, does not have to be very important for 
dyslexia remedy. This result is probably influenced by the EMD diagnosis, because this diagnosis 
means in most cases the defect of concentration, and from this point of view quality is more 
important (time effectively used for reading) than the quantity of time devoted to reading. 

Professional help to parents during dyslexia remedy is given by a special-pedagogue. The 
cooperation of a parent with a special-pedagogue is considered indispensable if the remedy is to be 
successful, or if at least it is to result in reading progress. That is why in our research we had to 
examine the quality of parents' cooperation with the special-pedagogue responsible for remedy care. 
We found this information out through a non-standardized conversation with the special-pedagogue. 
We did not intentionally ask the questions from parents because we had expected a socially desirable 
answer in a positive way. Based on the answers of the special-pedagogue we divided the children into 
two categories; one represented good cooperation of parents with the special-pedagogue 
(recommendations accepted, regular going for remedy, parents' impulses for consultations of reading 
problems, parents' activity to get the reading texts and tools for the remedy, interest in more detailed 
information on dyslexia, and the like), and the other non-satisfactory cooperation (irregular going 
for remedy, failure to keep some recommendations, frequent excuses for child's demotivation to read, 
and the like). 

Beside the statistical analysis of quantitative factors influencing dyslexia remedy we were interested in 
some views of parents as well as teachers that concern dyslexia remedy. 

Table 8: The Views of Parents as to their Giving Credit for Dyslexia Remedy  
 Number N %

Special- 4 50
Parents 3 37.5

All of them 1 12.5
Teacher 0 0

Total 8 100

According to the views of the parents the biggest credit for dyslexia remedy belongs to the 
special-pedagogue. None of the parents ascribed any credit for dyslexia remedy to the teacher. 
Only one of the parents mentioned that dyslexia remedy is dependent on all the three subjects. We 
support this view as well because according to us, the cooperation of a special-pedagogue, a teacher 
and parents is indispensable. We assume that parents considered a special-pedagogue to be the 
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most important tor the very reason that they take part in the remedy with the child, they can be together 
with the child in a special-pedagogue's room and to see how the remedy is realized. 

What results from our research is that the important family factors taking part in dyslexia remedy 
are the following: 

• Minimum secondary education reached by parents, especially by mother; 
• Average cultural level of the family (visiting museums, expositions, galleries, 

theatres, cinemas, sufficiently supplied home library, or possibly borrowing 
books from public libraries...); 

• Maximum two schoolchildren in family (including the child with dyslexia); 
• Positive motivation of the child to read (gifts, leaving written messages for the 

child, buying books and magazines, reinforcement to read...); 
• A quality and systematic cooperation with the special-pedagogue. 
All the hypotheses have been proved except H4. Our assumption that dyslexia remedy is influenced 

by the time devoted to reading at home has not been proved. 
Despite the research results we must emphasize that every child with dyslexia is different. This is one 

of the reasons why we cannot generalize our findings. Each child comes from a different (unique) 
family and is taught by a different teacher. The decisive role for dyslexia remedy is played by the 
child's personality, the personality of the teacher, and the personalities of parents (in each case at least 
three meet). What is important for the child with dyslexia is a good, welcoming family environment 
that accepts it as well as motivates it to overcome the obstacles in education. These same conditions 
(acceptance, motivation) are true for the school environment as well; it involves not only the teacher but 
also the schoolmates, the way of evaluation, and the organization of the lesson. 
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INFORMATION 

On the 17-18 November 2004 at the faculty of Pedagogy and Psychology of the University of 
Silesia in Katowice (Poland) was held the international Conference "A Child in the World of 
Knowledge, Information and Communication". The organizers of the conference were: 
Department of the Early School Pedagogy and Department of Media Pedagogy. During the 
plenary and parallel sessions the professors from the main universities in Poland and the chosen 
universities from the Slovak Republic and the Czech Republic presented contributions in the 
framework of the following thematic scopes: 

1. New technologies and the mass media in the kindergarten and early- 
school education. 

2. Information environment of a child. 
3. Communication of a child with media. 
4. Media and art. 
5. Media and health. 
6. Media education of children. 

The detailed programme of conference one can find on the website of the Institute of Pedagogy: 
www.pedagogika.us.edu.pl. 
 


