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Editor’s Preface

The double number 2005/3–4 of The New Educational Review is the seventh issue 

of our journal since the start of its foundation in 2003. In December 2005 it will have 

existed for two years in the pedagogical space of Central Europe. We assumed that 

our journal should become an international forum of an 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 the USA, England 

and Hungary. Looking at the previous numbers of our journal we can conclude that 

except both theoretical and empirical research on phenomena and processes typical 

of educational sciences, there have been published interdisciplinary issues coming 

from the borderline of sociology, psychology and related problems, and the cognitive 

education developing dynamically in the world. We have published texts being 

theoretical analyses, descriptions and discussions of empirical research and also 

personal reflections on a range of the mentioned problems. 

The diversity of problems presented in the journal found its realization in intro-

ducing subject sessions – the same in succeeding issues or different ones – depend-

ing on the spectrum of problems that the contributors were concentrated on.

In this issue the editorial board have proposed the following subject sessions: 

Philosophy in education, Sociology of family, Social pedagogy, Pedeutology, Tech-

nology of education, and Review.

Two first articles concern philosophy in education. Martin Žilínek characterizes 

moral basics of education in the European cultural-spiritual territory and Sándor 

Karikó writes on the conformism in education – he would like to answer the 

question: How should schools educate?

In the framework of sociology of family Wojciech Świątkiewicz characterizes 

functioning of the family in the world of axiological turmoil, presenting a lot of 

sociological data from the empirical research carried out in Poland.

Stanisław Juszczyk
Editor in Chief
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8 Stanisław Juszczyk

The subject session: Social pedagogy is richly represented in this issue by repre-

sentatives from different academic centres. Iwona Wagner describes alternatives 

for unemployed graduates in the context of opportunities and threats. Magdalena 

Grabowska writes on gender stereotypes of young adults and styles of sexual 

education. Jolana Hroncová introduces the problem of criminality of Romany 

people in Slovakia. Soňa Kariková and Miroslava Šimegová present results of 

empirical research on bullying, mobbing and bossing at all types of violence in 

schools in Slovakia. Małgorzata Mikut characterizes life orientations of the Polish 

rural youth. 

In many issues we have presented the problems of Pedeutology or teacher train-

ing. This subject session contains a few interesting articles concerning this problem. 

Carol A. Radisch from the USA presents a transformative graduate programme in 

elementary education used at West Chester University. Alistair Ross, Barbara Read, 

Marjanca Pergar Kuscer, Marta Fűlőp, Cveta Pucko, Mihaly Berkics, Monika 

Sándor and Merryn Hutchings present findings from a joint project supported by 

the British Academy and the Academies of Science of Hungary and Slovenia. The 

research aimed to identify similarities and differences between the ways in which 

teachers (of primary and secondary age children) in the three countries constructed 

and understood the terms “citizenship”, “enterprise”, “cooperation” and “competi-

tion”. Jacek Pyżalski discusses coping with misbehaviour and discipline from the 

teacher’s perspective. Lesław Kulmatycki, Katarzyna Bukowska and Mirosław 

Marks describe four types of role of adapted physical education teachers. Michaela 

Pišová characterizes teacher professional development and Janusz Stanek analyzes 

values preferred by teachers and students for teacher training faculties.

In the subject session: Technology of education one can find a few works that 

present very interesting results of different empirical research. Maria Kozielska 

characterizes development of technical imagination as the effect of computer-aided 

of learning of physics. Beata Gurgová describes students of teaching experiencing 

stage fright and Jana Janeková writes on the impact of self-made musical instru-

ments on pupils’ motivation.

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 Editor’s Board I would like to invite representatives of different 

pedagogical sub-disciplines and related sciences to publish their texts in The New 

Educational Review. 
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Moral Basics of Education 
in European Cultural-Spiritual Territory

Abstract 

 The study works up three aspects of creation of the fundamental level for moral-

evolution context of education. Culture and moral phenomenon cannot be inves-

tigated in isolation from the development, with no regard to broader links, by 

neglecting their complex and human character. There are more than just one point 

of view to regard Europe. I have decided to focus on ethical/educational interests. 

I have characterized Europe as a multicultural – value community, its identity, 

cultural awareness, the complementary relation betveen culture and morality. 

I emphasized and developed humanistic ideas of education and the ethical dimen-

sion of education. 

Key words: European culture, European values, culture and morality, culture and 

spiritual life, culture and freedom, humanity and morality, new continental and global 

ethics, humanistic ideals of education, new dimension of human ideals’ application.

1. Culture and morality – the phenomena decisive 
for a human being’s development 

The global theory of man as a being, who, due to culture, has received his/her 

human dimension, has been developed by many philosophers since the Ancient 

times. They have emphasized the basic processes within which mankind lives and 

develops by creating cultural values. Culture is an agent on the basis of which we 

can speak about the human world and about culture. 

Originally the world culture implied cultivation, or cultivation carries the respect 

for improvement. Even in culture, the element of evaluation enters the foreground 

Martin Žilínek
Slovak Republic
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12 Martin Žilínek

and it means improvement and development in the spiritual and material area. 

Speaking about culture, one speaks about a complex of human and spiritual prod-

ucts (culture aninei) the process in which the improvement of mankind takes 

place. 

Creativity helps culture and progress speeds up. Through creation new values 

emerge, new works appear, the products of human spirit materialise. Exceptional 

creativity and ability of man to multiply cultural property help the application of 

the ideals of spiritual and material improvement of man, society and mankind.

The process in which mankind is being improved is conditioned by cultural 

forces. The process and its products result from the influence of cultural forces. 

The origin, purpose and goal can be derived and understood only in the cross-

section of cultural creation of the past and present. That also proves that various 

conceptions are aimed at the ideas of truth, good, wisdom and beauty. In this way, 

culture has been developed into all areas of human life, it has been investigated in 

science, morals, religion, art, in its relation to the integrity of human personality, 

in the relation to social groups, nations and the whole mankind. It causes life to be 

developed, graded and improved. 

According to Aristotle, a man is a social being. He understood that man cannot 

live alone, far from the others. But he has to be in community with other people. 

Man’s desire and necessity to live in a community with others is also a cultural need 

(Verbeke, 1990). 

Culture, as a historical-social dimension of existence, has been differentiated in 

space and time It includes various value orientations and differences in total 

spiritual development. Natural diversity of cultures has resulted from special and 

unique conditions and irreversibility of historical time (Skinner, 1971, p.127-144). 

Culture has its special characteristics in human behaviour and feelings, in customs 

and morals, in education, in ethical and aesthetic categories.

In the modern and developed communities the idea of humanity and democracy 

has been emphasized in understanding culture. If the idea that culture is an effort 

for perfection and especially for perfection of man has been accepted, then culture 

is deep in its intentions. Therefore the highest values have been searched for in 

man, in current humanity, in constant deepening and extension of human ideals. 

It is history that uncovers this dimension of cultural development This is the 

universal and multicultural historical message. Culture, torn off historical facts and 

extrinsic in relation to those facts, is useless and idle (Lacroix, 1970, p.184).

Culture and morality have been qualified as historical and social phenomena. 

Culture, as a typical human phenomenon, represents the standard of social devel-

opment. In the sphere of behaviour and human deeds, morality is an evaluative 

and regulative phenomenon. Culture reflects the extent of human growth and is 
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13Moral Basics of Education in European Cultural-Spiritual Territory

manifested in its continuity, regarding the development of mankind. In the area of 

the human behaviour evaluation, the objectively-valid-moral-life values have been 

created.

Culture and moral phenomena cannot be investigated in isolation from his-

torical development, with no respect to wider connections, their global and human 

character must not be neglected. In such a way, we will avoid the danger of abstrac-

tions, speculations and illusions. Culture expresses the standard of global develop-

ment of society and the individual. It was the ancient culture that considered the 

development of every human being an ideal. Our modern democratic society 

considers global development of man intensification and creative development of 

his/her spiritual and moral values the key objective.

Man makes matter spiritual and gives his/her soul a solid ground. The spiritual 

is the most important and the most valuable culture (Schwaitzer, 1986, p.106). 

Material products cannot become culture on their own. They become culture after 

they have improved the individual and society. Underestimating the spiritual value 

of culture and unilateral preference of material property develops into shallow 

understanding of culture. Natural culture awareness and progress are based on the 

spiritual output of a man, on his/her willingness to provide the whole world and 

individuals with good. Spiritual and moral perfection is the highest objective of 

culture. Society develops in steps and spirals. There have not been any permanently 

closed cultures and societies in the social and historical development. Global 

cultural and moral attributes form the basic platform which keeps the continuity 

of spiritual creation and the development of human personality’s dimensions, the 

platform of material areas of social life. 

Individual ideas and values can survive even after a culture has come to its end. 

Their ideal and moral content has become real in a real historical situation. In such 

a way they become a spiritual force of social spiritual development. They survive in 

such a social continuity as spiritual, cultural and moral phenomena and values. They 

are not only an abstract and shapeless theory with no links to real life. But on the 

contrary, the authenticity of human existence is their real manifestation. They are 

closely manifested together with human existence, its body and soul development.

Culture and morality, as parts of historical and human development, manifest 

spiritual state (spiritual health) of society. Morality is consciousness of its era, the 

given period of historical development, it regulates and evaluates tmovement in 

human work, ideas and deeds. A period of social changes brings about uncertainty 

and instability in officially proclaimed moral principles and norms. Individuals 

and society perceive such a situation as a moral crisis. These signals damage the 

balance of social structure. This damage has been caused either because the condi-

tions under which these moral norms originated have been destroyed or because 
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14 Martin Žilínek

the newly established moral norms contradict the conditions that prevail in social 

life. In such a context, our moral consciousness gains new content because changed 

living conditions do not correspond with old norms. These changes take place both 

in individuals and social-political life.

Cultural and moral phenomena have been sui generis in the development of 

mankind. In their current shape and perspective, they become key ones for man’s 

future, his/her spiritual development within natural and historical development. 

We think of the highest spiritual, cultural and moral values in human effort. 

Transferred to real life, it means individual improvement of man, his/her intrinsic 

development, acquisition of basic human values of good, beauty, the truth, love, 

etc., in connection with the whole process of speaking culture, including moral 

maturity of communities, nations and societies (Tester, 1992).

Every process in culture has been a step towards freedom. Material and spiritual 

freedom are closely connected. Culture expects freedom. History and the develop-

ment of mankind and society result from the conditions of the past. However, 

cultural and moral phenomena cannot be developed in temporal and spatial 

continuity only, but also in temporal and spatial discontinuity. They are dependent 

on the conditions on continents, countries and nations, and within intensified 

integration tendencies and efforts. They have become very significant in current 

European dimensions, in European integration of countries and nations, in the 

integration of European culture taking into consideration the specific features of 

national and ethnic cultures. But the problems of disintegration develop, however, 

hand in hand with integration processes.

Freedom and individuality, humanity and morality can be developed only in 

a society based on firm democratic principles. If free development of an individual, 

freedom of consciousness, belief, business, intellectual and moral maturity, etc. are 

considered the highest value of cultural life, then its development can be provided 

only on the basis of human and moral stability in society. Freedom, however, 

should be connected with responsibility. Namely, current ultraliberal anomy makes 

us “connect” it with responsibility as its counterpart.

Culture and life consider man to be the top value, the creator of all civilised and 

cultural values. Cultural sphere and morals have been improved by the develop-

ment of man merging in its biological dimension with spiritual dimension, cultural 

and moral dimensions (Kohlberg,1981). It means that values are situated in the 

areas open to man. The level of cultural and moral maturity is the peak of man’s 

achievements in history. By now it is his/her top perfection. The higher the stage 

of the development of mankind, the higher its goals and perspectives. But we 

cannot ignore the current danger of decultivational influences, “barbarism” of 

technical civilization, devastation of nature and other serious facts.
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15Moral Basics of Education in European Cultural-Spiritual Territory

2. Europe – the value community and European identity

Continental (European) culture has its own value formula which determines its 

characteristics: its historical function, its spiritual origin, its current processes in 

European integration. The study of European developmental processes in global 

connections, the study of European values and features is important for under-

standing the essence of Europeism, European consciousness, European citizenship, 

European identity, national identity and personal identity (What is Europe,1995). 

The current project of integrated Europe is a historical reality, it is a gradually 

developing stage and the result of history. The current symbolical notion can be 

explained and understood only in the context of views, relations, connections and 

processes which have taken place. The current definition of Europe expresses its 

integration, cooperation , solidarity, and an intensive effort for its peaceful develop-

ment. We search for something common, for unity in the different and the special. 

We think of Europe as unified politically, socially and spiritually. Understanding 

Europe as an environment for people living in it helps understand national identity 

within Europeism, but also even understanding a new quality in the interpretation 

of international and intercultural relations in the world. However, Europe as 

a whole creates a new civilised values and also a new value orientation. 

Belonging to Europe is defined as belonging to its cultural area. European culture 

has been longitudinally developed. It is characterised by rich ideas, a variety of views 

on human existence, a variety of opinions about individual and social life, its spir-

itual and value and cultural dimension, as well as the large creativity of European 

thought. Europe does not have a single face regarding culture and morality. It is a 

balanced combination of more faces that are complementary. The European culture 

is many-sided due to its many-sided character of resources. They are not occasional 

resources. They are resources of special national cultures. The right for European 

existence belongs to those whose works contribute to the development of European 

spirit, European thought, and European culture (Europe and Ethnicity, 1996). 

Europeism is the recognition of one’s domicile in national community of a social 

and cultural nature. Such a community has significant characteristics which are 

different from other socio-cultural communities. There is a difference because 

there is a specific cultural-spiritual and ideal orientation, socio-moral ethos, and 

life style. European awareness should never develop into cultural superiority and 

should always include openness and tolerance towards other parts of the world, 

other cultures and religions. The openness towards other cultures can meet obsta-

cles in areas where significant European values have been challenged.

The theory of systems defines European recognition as a set of individual ele-

ments which reflects the complex character of the world and designs its new changes 
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16 Martin Žilínek

and corrections (Krejčí, 1992). The European recognition has been aimed at the 

application of a new continental and global function of Europe. The sense of such 

an application has a significant ethical-and-value-and-educational dimension.

Europe is a multicultural community with its own identity and competencies 

which create a specific value-forming educational field running towards higher 

humanity of transnational and global essence. The formation of more humane 

European community, in the post-modern period has influenced significantly the 

origins of new paradigms, or the change of older paradigms in the anthropological, 

philosophical, ethical, pedagogical level and other humane sciences. We are interested 

especially in the ethic-pedagogical level. The process of creating the moral identity 

of a personality will be developed in qualitatively wider European dimensions.

New continental and global ethics, its applicable areas in relation to educational 

phenomena, must, accept basic determinants of cultural-value-educational essence 

in its internal development. New European reality, the application of continental 

and global functions has been included in the conception of European culture 

European recognition, European citizenship, European dimension, and European 

identity.

In its wider conception identity expresses coincidence, harmony, unity, stability, 

non-replacibility, non-contradiction of a subject. It is about one’s own self, about 

one’s awareness of one‘s relation to others, about the identification of congruence 

and difference between people, nations, countries and continents (Kučerová, 1992, 

s.93-98). Identity does not exist outside itself and it is socially created by specific 

historical contexts. It is created by the facts which are parts of human memory and 

by projects of the future. Pragmatically it represents all that is gone, and history is 

the choice and interpretation of the past. In the process of identity formation, one 

considers the choice of beliefs by an individual and by society more important, than 

the event that really happened. Stability of identity has been determined by solidity 

of an individual’s memories, those of society, nation, country and continent. 

Identity is closely connected with the search for a place in the world by an 

individual, ethnic group nation or a wider community living in a certain place and 

searching for its relation to other communities, in order to identify honeself with 

them through understanding one’s own self. Aiming at one’s identity equals under-

standing one’s own self and understanding the world we live in. In the contempo-

rary social territory, we want to return ,metaphysically said, back to Europe which 

is conditioned by the return to one’s own identity and development of the process 

of “unified European identity formation”. The identity of Europe can be easily 

recognized through the story of identities’ negotiation and that of conflict. Identity 

of any European culture is senseless if it is not considered in the context of its 

relations to other European cultures.
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17Moral Basics of Education in European Cultural-Spiritual Territory

In the social dimension, there are more relevant elements which create identity. 

We can mention political and cultural elements which have been related to groups, 

regions and nations which people have identified themselves with. Then there is 

a moral element which is related to the identity through ideas, opinions, values 

and deeds. Identity is narrative. I am identified by what I decide to do and others 

identify me according to my deeds. Do I see myself as a “good” man and do the 

others consider me a “good” man, too? Currently designed Europe aims at unifica-

tion. The desire for unified “European” identity is connected with the reinvention 

of Europe itself, with the reinvention of European heritage, cultural and moral 

values, and its inner unity. The “exchange” of moral values and cultural values is 

not possible in Europe. Mutual differences in the European territory, contradic-

tions and complementarity are significant elements in the formation of the Euro-

pean identity. European recognition cannot result in cultural superiority, but it 

should always include openness in favour of other cultures, the space for mutual 

cultural enrichment and peace cooperation. 

3. European cultural and humanistic ideals of education

European cultural recognition and global connection of historical processes in 

Europe have their common European principle, their historical reality. This fact 

has determined the basic conception of a human being‘s cultivation in its educative 

and moral position, together with the formation and application of its basic ideals, 

and the goal-and-value structure. 

The cultivation of human existence, spiritual and physical development of man 

is the basic and immanent part of the whole developmental process of mankind. 

In spite of unbalanced development, mutual encounter of various cultural com-

plexes and humanity represents final value destination in the formation and educa-

tion of man.

Having emphasized dignity and the full development of human life, ancient 

cultures created the very basic humanistic platform of the development of man. In 

a civilized world and in nature, man can find the proof of his/her existence and the 

purpose of his/her life. He/she accepts the idea that events have their inner ten-

dency to do good, in nature and in human life. From this postulate, even a taxo-

nomic and value-educational categorization and the process-of-education 

intentions have been developed. The development of philosophical thought was 

decisive for education in antiquity (Dewey, 1963, p.88/90). 

Life philosophy of Hellenistic antiquity was anthropocentric. In the search for 

perfection of man, one is looking for the development of his/her natural spiritual and 
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physical strength. Having joined good and beauty (regarding the Hellenistic ideal of 

perfection), the ideal of many-sided developed personality, so-called “kalokagathia” 

was defined, i.e. to be beautiful and good, regarding body and soul (from Greek kalos-

beautiful, and agathos-good). In its substance, this ideal represents natural develop-

ment of human personality, and it is a centre of all efforts in ancient culture.

Medieval culture developed from a transcendental base of the highest life goals. 

Christian culture and Jewish culture became integral parts of the development of 

European culture. Christianity brought the theocentrism to Europe. While the 

substance of the ancient ideal of life perfection joined beauty and good, the Chris-

tian ideal of perfection is based on religious life, on the revival of human beings, 

on spirit and the truth, on the transformation of the old man into a new one with 

deep spiritual values. 

The natural essence of man’s development ideal was extended with the dimen-

sion of a higher spiritual substance, by culture of spirit, belief and religion. The 

culture and spiritual life of Christianity created a new integral structure which 

penetrates deeply to the whole civilized Europe. In spite of many elements unac-

ceptable by antiquity and different from it, Christian culture developed ancient 

cultural heritage and uncovered a higher level of spiritual reality. At the beginning 

of its flourishment, Christian medieval culture is represented by Saint Augustine’s 

works (Storing, 1992, s.165–170) and in its climax by the works of Thomas Aquinas 

(Akvinský, 1937–1938).

Using its Christian-spiritual intentions, medieval culture developed Christian-

spiritual and universal education. Christianity encountered anthropocentrism. 

Natural values formed the basic cultural and moral postulates in the process of 

human education. Having intensified and developed the basic humane value of 

love of man, the ideal of Christian perfection left the supernatural intention for 

real values of human life. Love, “very positive” relation of one man to another, 

reaches a character of Christian and humanistic universal.

Christianity, neither western nor eastern, nor Islam can be separated from the 

historical development of neither the European nor world civilization. In our 

opinion, Christian culture gives the ideals of man’s humanity a higher transcen-

dental dimension. In spite of the fact that during further developmental periods 

new types of cultures and new philosophical doctrines, carrying corresponding 

and new ideals of education, emerged, the postulates of Christian humanistic 

universals have been enduring values structures in various philosophical, ethical 

and pedagogic conceptions.

Renaissance and humanism, as a new era in the development of mankind, cre-

ated a new type of culture, together with a new ideal of education as its objective. 

Renaissance intensified the human nature, its spiritual and physical perfection, 
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revived man as an individual, considered him/her to be a subject with his/her own 

and free will and decisions. Humanism represented a philosophical and ethical 

trend of thinking and it considered a human being to be the highest value. The 

main goal was complex development of a human being. The idea of spiritually, 

morally and physically well developed man, was created. Human dignity, which 

requires respect and personal welfare, and charity are values of human life. From 

the view point of the socio-cultural process of formation and application of 

humanistic value ideal and the total system of education and instruction, Ján Ámos 

Comenius’s conception of “cultura universalis” (Komenský, 1992,1961,1992) is the 

most significant. The idea of making every man develop as a many-sided person-

ality, resulted in J. A. Comenius’s conception of lifelong education. He included the 

spiritual and physical activities of man into the whole process of man’s formation 

as an individual and as part of mankind as such. J.A. Comenius emphasized the 

unity of man and the universe, the unity of philosophy of life and man’s formation. 

His pedagogical system was based on the philosophy of life.

J. A. Comenius pointed to the complex of human improvement and to the 

entirety of the universal-cultural process. That was based on the establishment of 

relations and connections between man and the universe, in schools of life and in 

life as a school, and also on the application of an organic structure of the universe. 

The process of an internal-man’s-culture formation, deeply affects his/her many-

sided improvement with regard to the whole human civilization and to the degree 

a cultural society has developed. The notion of a universal human culture, as 

a lifelong process in schools of life, belongs among the most significant principles 

of J. A. Comenius’s message. It has created the very basic methodological and 

theoretical starting point for searching for the highest degree of man’s humaniza-

tion, his/her many-sided improvement and personal development.

J. A. Comenius developed his conception of universal humanistic cultivation of 

man in a theoretical and practical position within the European context. His 

pansophistic and pedagogic works had their influence not only upon Europe, but 

also on the whole world. His idea and theoretical projection of international 

organization, acknowledgement and dissemination of education, as a stream of 

light (active and positive principle) against the dark (passivity and lack of material 

and spiritual support) has been elaborated in “Cesta světla” (Via Lucis). This is 

a metaphor of the total peace-harmony-welfare-good achievement. In his work 

named “Všeobecná porada o nápravě věcí lidských” (The Universal Improvement 

of Human Things) explains the principle and mechanisms which could lead to 

a thousand-year empire of peace and to cooperation between nations.

New cultural revival and the development of new educational ideal on the basis 

of cultivated humanity and natural human rights and the improvement of the 
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human essence is closely connected to the Age of Enlightenment. It followed the 

anthropocentric disposition of renaissance. The idea of natural rights, together 

with the dissemination of the ideas of good, justice, freedom and deep respect for 

natural mind are the attributes of the development of the whole cultural and social 

life, together with new ideas concerning the education of man. The Enlightenment 

intensified ancient rationalism. Compared to ancient education and scientific 

acknowledgement, which were mostly of theoretical character, the Age of Enlight-

enment was marked with orientation on practical problems. Man should develop 

all natural forces and abilities towards perfection. The position of making the basic 

principle of social organization and coexistence (i.e. the principle of human rights) 

was established. 

Among the scholars who developed the theory of natural law the idea of natural 

revival and the idea of creative development of humanistic education, Jean Jacques 

Rousseau (Bowen, Hobson, 1974, p.120–163) was one of the leading personalities. 

He contradicted the old world of science with a new world of an individual and 

his/her internal life. He emphasized the individual freedom and man’s right to an 

individual life. The intention to bring up free man, who loves freedom, is the key 

idea of the complex theory of natural education. Freedom is man’s natural right 

and J. J. Rousseau considered it an essential and determining value category for 

man’s education and up-bringing.

Natural human rights that are connected with the values of freedom, equality, 

justice, respect for man and his/her individuality, help every individual to achieve 

welfare and perfection. Having applied his ideas to his system of natural education, 

J. J. Rousseau emphasized and developed the humanistic and democratic essence 

of man’s formation. 

J. A. Comenius’s and J. J. Rousseau’s ideas had significant influence upon further 

development of the universal theory of man’s education. They also facilitated the 

rise of human spirit, the definition of life goals and objectives, and also the defini-

tion of one’s relation to oneself and to other human beings. Those ideas became 

a resource of the total moral and spiritual revival within the European Cultural 

Context.

During further historical periods, those ideals developed into a real dimension. 

The focus of interest has always been on man himself, on his/her efforts towards 

complex development and improvement. The modern age with its development in 

natural sciences and technology and the appearance of new social needs has enabled 

the development of the ideas of democracy, freedom, humanity, and the progress 

of mankind. The persistent humanistic tradition created, developed and improved 

the best fruit of human culture in the communities whose development was based 

on democratic principles. After the Second World War, bipolarity in Europe resulted 
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in developmental dichotomy and stagnation, in which the civilization of human 

rights was opposed to the society of social engineering. The contradiction results 

in current search for civilization of human rights and responsibility.

Following from the European historical and developmental process, in the mod-

ern democratic society, we search for new dimensions of human ideals’ application. 

This process has been manifested in new humanistic, cultural-anthropological, ethic-

axiological and pedagogic-educational dimensions. Classical humanism has been 

replaced by modern humanism. Basic humanistic and axiological postulates have 

been a constant platform which can be used when solving the current and human-

being issues. Searching for the sense of life, the purpose of life relation towards one’s 

self, and towards other people have been the ideas to mobilize spiritual forces of 

individuals and groups in the whole mankind. Narrow evaluation viewpoints of 

professional acknowledgement, by individual ideological and political and philo-

sophical and theological social theories have been replaced by multicultural view-

points. These are about welfare, humanity and morality (Loewy, 1993).

No scientific paradigms of current radical pluralism can claim their absolute 

validity. We agree with S. Kučerová’s conception of man: “In the time of fantastic 

civilization possibilities and in the time of general danger of ecological destruction 

and nuclear post-war destruction, it is worth defining man as an authentic, crea-

tive, free responsible, universal and complex being. Current sciences about man 

should identify themselves with questions such as: “How can man develop posi-

tively under current social conditions? What has been created during history and 

who has contributed to its further development and cultural heritage acquisition?” 

(Kučerová, 1996, s.40). 
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Conformism and Education. 
How Should Schools Educate?

Abstract

More and more books, studies and articles have been warning us recently that 

we are experiencing a period of history in which conformism is increasing in 

prevalence; as if conformism was becoming the underlying principle of social and 

institutional existence and adaptation. Similarly, this phenomenon is present in 

the field of education, what is more, the easily conformable student has become 

a general ideal. Education seems to prefer mass production of students who are 

compliant and obedient. We are no longer surprised when we encounter phrases 

such as the NAT (NAT: Nemzeti Alaptanterv: National Curriculum) -compatible 

curriculum, EU-compatible education and management, or a Euro-compatible 

value system. It is clear that teaching and education are constantly facing the 

problem of conformism. Considering this, it is sad and incomprehensible that 

educational psychology is so insensitive to this topic and that different educational 

superstitions have such a strong hold in the fields of educational politics, research 

and pedagogical practice. For the sake of differentiated education it is time we 

considered the original meaning of conformism and the dilemma of conform-

ism/non-conformism. The American liberal thinker, William Penn, pointed out 

three hundred years ago that citizens give up their freedom and culture. Ernst 

Fischer summarised that in the statement: conformism is the submersion of Self 

in Everyman. From this original and classical definition we can conclude that 

conformism, no matter how fashionable and powerful it may be, is a pejorative 

and extreme phenomenon. In and through conformism an individual gives up 

his/her autonomy and always adjusts his/her opinion and behaviour to something 

else. We also have to understand that non-conformism is not a positive alternative 

to conformism. Conformism means adapting without conviction, and likewise, 

Sándor Karikó

Hungary
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non-conformism is not-adapting without conviction. Both are harmful and 

extreme forms of behaviour, neither can exceed the other. So education has to fight 

against both the compliant, obedient, i.e. conforming student and the rebellious 

youth, who always says no for the sake of saying no. Our goal is to help, with much 

more efficiency than before, the development of the process whereby the youth 

will acceptingly reject and at the same time rejectingly accept the influences of the 

world.

Key words: conformism, nonconformism, uniformity, adaptation, community, crea-

tive process

If conformism “is a widely spread reaction, …and one of the … basic types of 

organisational/social adaptation of the individual, which is rather common in 

a pedagogical and school environment” (Szabó, László Tamás, 1997, p.272) then 

it is not understandable, or at least contradictory why pedagogical literature and 

educational policy is so apathetic towards this topic. At present we are more than 

distant from the pedagogical outlining of the relation of conformism and educa-

tion. Deep and detailed elaboration of connections arising here only appears as 

a research task of the near future, let us now make do with an initial and sketched 

approach to the subject. At this stage of research I only wish to examine two 

simple and seemingly natural “initiating” questions. 1. What is conformism in 

reality? 2. What basic principle (or value) should we highlight in the relation of 

conformism and education that could act as an orienting force in our theoretical 

and practical pedagogical activity? To contract the question: should the school 

teach conformism? Or, on the contrary: non-conformism? Perhaps both, or some-

thing completely different?

 Conformism is losing freedom

The topic of conformism entered the literature of pedagogy in the footsteps of 

the theory of sociologist Robert Merton. In his study, now a classic, titled Social 

Structure and Anomy, While discussing the types of adaptation of the individual 

Merton proposes that conformism “is the most general and wide-spread reaction. 

If it was not so, stability and continuity of society could not be maintained.” (Mer-

ton, 1980, p. 356) As it can be seen, a general meaning of conformism interpret-

able independently of social space and time is beginning to be outlined here. 

A behaviour ensuring social order and operation is being expressed in conform-

ism. According to this, conformism – says Riesman, continuing Merton’s 
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thoughts – is a necessary phenomenon of society, a “device”, a “social character” 

(Riesman, 1973, p. 54). It is not difficult to see that the American school of critical 

sociology (Merton, Riesman, Whyte) regards conformism as a broad sense and 

general phenomenon and in fact understands it to be social adaptation itself 

without which neither would society work nor would the individual exist. Pedagogy 

continues on such a theoretical basis. “Conformism is the character, says György 

Horváth, when you adjust your actions to norms external to you, or above you in 

a way that you accept them as your own: the acts demanded externally are made 

into a self-act.” (Horváth, 1978 p. 168). And there is one more characteristic and 

fundamentally similar understanding from current Hungarian publications, edu-

cational sociologist Tamás Kozma has the following definition: “conformity is an 

organisational adaptation where one identifies oneself with the aims of the 

organisation and at the same time accepts organisational regulation and control.” 

(Kozma, 1999, p.95)

However, I do believe that the pedagogical concept based upon Robert Merton’s 

tradition ought to be further researched and regarded with critical remarks. Allow 

me to highlight three problems here.

a) Unfortunately there is no solution to the question of what the difference is 

between adaptation in general and a given special appearance of adaptation. 

Merton and his followers instinctively feel that there exists a straightforward, 

necessary, continuously operating and, from the aspect of value judgement, “neu-

tral” adaptation and also a not necessary and not constant, consciously undertaken 

and changeable, a kind of “adopted” conforming to a negative (perhaps positive) 

content. The difference between the two levels remains unclarified, or the two 

meanings are used in a contradictory and arbitrary way. The most typical source 

of errors (which danger not even Merton is capable of evading) is that the meaning 

of adaptation in general and of conformism are completely blurred together. Let 

us not forget that conformism in an etymological sense, based on the Latin word 

‘conformare’, means adaptation! Merton for example, uses the expressions ‘adapta-

tion’ and ‘conformity’ alternately, without differentiating the two. And to further 

complicate matters, he states that there is no reason for us to condemn conformity 

in itself, only over-conformity and conformism without a soul carry a negative 

content (Merton, 1967, p. 139). Merton´s followers make the mixing of the two 

concepts even more straightforward. Allow me to select one characteristic example 

from among them. Wolfgang Lipp, a member of the Department of Sociology at 

Bielefeld University edited an international selection from the topic of conformism. 

In the Introduction to the book, he emphasises that “it is sociology that raised the 

phenomenon of conformism and non-conformism from its historical context and 

made it the law of life of society.” (Lipp, 1975, p. 19 and 56–56). Here, we are only 
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one step away from the interpretation that identified the concepts of conformism 

and adaptation with each other. We can come across drives like these everywhere 

in public life and publicism and sometimes also in academic theses. We may read, 

for instance, about legal harmonisations works conforming to the EU´s legal system 

but also about EU-conform management and education. Its “fate” shall reach 

pedagogy as well: discussions are already taking place regarding Hungarian 

National Base Curriculum-conform documents (OPKM, 1999, p. 265). We can say 

that making the meaning of conformism and adaptation the same is growing into 

a “spectacular” and fashionable drive. Below I will react to this undifferentiated 

approach, here I only wish to draw attention to an old experiential truth: what is 

fashionable does not necessarily express a constant and real content (value).

b) Conformism-research can rely upon the Mertonian tradition, however it is 

absolutely necessary and advisable to broaden and deepen the view, technique and 

method of analysis. The topic of conformism cannot be expropriated by any single 

professional branch of science, due to the fact that it is interdisciplinary. Particular 

researchers cannot form a right enabling them to claim that only their approach 

is right and exclusive. Instead, we ought to observe each other’s works and results 

and the mutual observation of many viewpoints and features could help to dissolve 

the undoubtedly disturbing simplifications and contradictions.

Sociology, social psychology, politology, ethics and pedagogy are all concerned 

in the research of conformism, what is more, even philosophy gives its opinion. 

Obviously, it would be impossible to outline and assess all possible interpretations 

here. But the indifference that can be experienced in the original knowledge and 

use of the basic word, i.e., conformism is similarly unacceptable to me. If we go 

back to the historical roots of the usage of the word, it is not difficult to recognise 

that the concept first appears at the level of social theory and philosophy and the 

first examinations give the basic meaning of conformism. They outline a deep 

meaning that is even today valid and has a guiding-orienting effect. I believe that 

if we were to return to the original interpretation, the conceptual chaos that can 

even be experienced today would significantly decrease.

I merely conjure an outline of a reminder: the “profane” meaning of conformism 

is first provided by American philosopher and liberal thinker William Penn, in his 

work dated from around 1700. According to him, conformism is a civil virtue whose 

price is the loss of freedom (Penn, 1971, Foreword, page not numbered). Later 

Emerson, also an American thinker, repeats Penn’s statement according to him: 

citizens renounce their freedom and culture. The main virtue here is conformism. 

(Emerson, 1932, p.30). The description of conformism as deprivation of freedom 

becomes stronger in the 20th century philosophy from Heidegger through Fromm 

as far as Fischer. I only wish to refer to this last name; according to Fischer’s defini-
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tion: “the sinking of Self into Anybody is conformism” (Fischer, 1964, p. 97). The 

original conceptual meaning therefore is outlined, which we can find in social 

theoretical and philosophical books. A clear and straightforward reference is made 

to the fact that conformism is to be separated from the meaning of adaptation in 

a general sense. Indeed, conformism involves a decidedly negative content. What 

is in question is in fact a phenomenon where the individual does not think and act 

as he or she would otherwise want and do, when “they adjust their best faith and 

knowledge to the opinion of others” (Wieswede, 1967 p. 12).

The derogative interpretation of conformism is adapted by many sociological, 

socio-psychological and ethical analyses. A typical example of these is the view of 

Russian sociologist/socio-psychologist Kon. He regards conformism as an imper-

fect form of collectivism (Kon, 1978 p. 234). According to ethics researcher Peters, 

a conformist is a person without any own principles and acts, … who adapts to any 

group like a chameleon. … Conformist acting is the smothering debauchery of 

ethical life. (Peters, 1974, 194–195 and 251)

Based upon classical interpretation and most modern social science adaptations 

the reaction of common sense and common opinion is indeed very understand-

able: the phenomenon is usually rejected, no one dares or wishes to take it upon 

oneself and would not advertise the fact that they are conformists, although all of 

us know that conformists do exist among us.

c) Let us clear up another misunderstanding. As we have seen, at least according 

to the original use of the word, conformism is not the same as mere adaptation, it is 

not a concept of “neutral” values, but a derogative concept. If, however, that is so, 

what will its positive binary pair be? The answer seems obvious: what other than 

non-conformism? General opinion places non-conformist adaptation at a high value 

level, and indeed, some of the researchers also tend to over estimate non-conformism 

as a presentation of a desired behaviour to be envied. Only one example: the main 

essence of the 1968 generation was rebellion against the conformist world, says Adam 

Michnik. And that is non-conformism itself. The main moral of 1968: “One has to 

be a non-conformist!” (Michnik, Interview, 1998, 05.30, 19)

However, the differentiated analysis of human adaptation warns us and makes 

us reconsider and re-evaluate the dilemma of conformism/non-conformism as a 

negative-positive binary pair. The Kiesler brothers have already pointed out the 

comparative nature of this pair of concepts. Outsiders, emphasise the authors, often 

see conformity as a character feature: there are adapters and those incapable to 

adapt. Whether the outsider considers him-or herself as a conformist or not can 

also depend on whom they compare themselves to. If they compare themselves to 

people they consider as beatniks, hippies, or tramps, they are unyielding conform-

ists. … And if they are asked whether they believe in ‘progressing towards a better 
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life’, they instantly discover themselves to be brave non-conformists, who are 

deprived of the shackles of the fear and suppression of the old fogies. (Kiesler-

Kiesler, 1969, p.11) Social psychologist Crutchfield advances further and gives 

a clear definition. According to him conformism and non-conformism are not realy 

opposing pairs. The common stem of both is giving up autonomy; dependence upon 

others. Conformity is adjusting to our peer group without principles (yielding, 

allowance), and non-conformity is the opposition to the same without principles. 

(Crutchfield, 1955/10, 194–198) I myself also believe that the spectacular and 

fashionable establishment of the dilemma of conformism and non-conformism is 

not well-founded nor convincing, since there are numerous modes and ways pos-

sible to resolve conflicts between the group and the individual. I agree with social 

psychologist Petrovsky, according to whom “The real alternative to conformism is 

group autonomy and not non-conformism.” (Petrovszkij, 1973/12, 76) In other 

words, in opposition to all superstition, authority and popular views, I am of the 

opinion that it is impossible to pass conformism with non-conformism. Conform-

ism/non-conformism as negative/positive binary opposition is a false alternative, 

a pseudo-dilemma. In reality both are extreme and distorted forms of adaptation. 

For that reason it is necessary and desirable to fight them both and at the same time, 

fight is the creation of democratic public life and real communities.

Whatever way we interpret and judge conformism, however, we have to deal 

with this question. And if Castoriadis’ statement, that “we are witnessing the most 

conformist period of modern history” (Castoriadis, 1994, Oct. p.48) is true, then 

it is even more important to focus on this problem – important for politics, science 

and pedagogy.

The “polite”, the rebellious and the community forming student

The question of conformism and education, I believe, can be connected in many 

equally important ways. Yet, it is incomprehensible, or at least strange to me, that 

both conformism and pedagogy research today still lack a systematic and deepened 

analysis of the mutual effects of these two “notions” on each other. In the mind of 

conformism analysts the value system of education assumes tertiary importance, 

and pedagogy researchers mostly pretend that conformity does not even appear in 

the field of education, even in the better case, they merely mention the phenomenon, 

however, they easily skip over problems appearing in connection with education 

and conformity. It is well known that it is impossible to jump over research phases 

without a price, so here we have to make do with highlighting a single viewpoint, 

which concerns connecting conformity and school education.
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Let us start out from the classic dilemma of school education. What is the most 

important question, the pattern providing norm, the task to be realised for the 

school? “Breeding” the “polite”, well-educated student who causes few problems, 

adapts to everything and is therefore predictable? Or “breeding” the always criti-

cally-thinking autonomous student who stands on his or her own feet, rebelling, 

but for that very reason inconvenient? Or perhaps developing the youth of a real 

community spirit and mentality? It is not difficult to see that all the three behaviour 

types are realistic although they represent different weight and value pedagogic-

ethical principle and virtue. Allow me to present, as a first approach, a viewpoint 

to be considered for each.

The “well groomed” student as an ideal 

We cannot deny that the school as an institution shows a strong inclination and 

willingness towards developing a pliant, obedient, behaviour in its students where 

they adapt to the professor, teacher and the school leadership in everything on a 

mass scale. Many experiences have accumulated on the fact that school pedagogi-

cal work mainly focuses on developing an organisational unity. This pedagogical 

direction is only strengthened by the so-called traditional educational concept in 

whose centre “stands unconditional and voluntary respect for authority, (according 

to which) the future generation should be what the generation of today wants to 

form it based upon the experiences of the generation of the past.” (Horváth, 1997, 

pp. 34–37)

It is obvious, although educational policy and the pedagogical society does not 

recognise it or admit it, that this approach in fact depreciates students, only seeing 

a passive “material in the youth”, which the school and the adult and older genera-

tion will teach. As if the student did not have any other task than to accept without 

a word and to keep at all costs the norms, principles and values imposed upon him 

or her by the school! So we can hardly be surprised that in the community relations 

of the students ther appears “the principle of structural regularity of increasing 

conformity “ (Schelsky, 1958, p. 381), and “in our schools, the well-adapting and 

above that well-conforming student has become the ideal.” (Popper, ed:Lénárd, 

1975, p.354)

And we cannot neglect the fact that the state socialist process of the former 

Central and Eastern European era (the 1950s-80s) further strengthened the con-

formist inclinations of the pedagogical principle value and practice. A widening 

of conformism was politically and ideologically confirmed and supported. State 

socialism did not have citizens, but rather subjects who gave up their socio-
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political critical rights and abilities and adapted to the ruling political and ideo-

logical line in a really conformist way. And it is hardly surprising that such a social 

and political mass also worded the conformist expectations of pedagogical work.

True, by today we have passed the infamous experiment of state socialism and 

we trust that we have also more or less surpassed the traditionalist concept of 

education. But let us not believe that our pedagogical theories and practice have 

ultimately overcome conformist tendencies. Whether we like it or not, we have to 

accept the fact that conformist tendencies and willingness have sunk so deeply into 

us in the past that as a mentality, feeling, conscious and ethical expression do not 

pass away even today, and will probably continue to cause difficulties in our peda-

gogical activities (also) for a long time. I only wish to remind everybody of one of 

the remarks of Hungarian social researcher Lengyel László on Hungarian higher 

education: “The mass production of prefabricated, conformist students is taking 

place in closed orbit mass universities and provincial and copying systems.” 

(Lengyel, 2001, Oct.11. p.32) Even if perhaps the summarised statement of the 

author may be argued, we can be positive about the fact that conformism will not 

disappear suddenly and miraculously. Even for its decrease we must take significant 

measures in our pedagogy. To me the first step or at least one of the first steps is 

straightforward as regards pedagogy. Rethinking of our educational concept ( or 

educational concepts) appears as an urgent burden. I find a change of paradigm in 

our educational policy unavoidable: this practically means a decided break with 

the traditionalist value order and approach.

The non-conformist myth

It is usually in opposition to the “polite”, i.e. conformist student that we place 

the rebellious, always complaining and criticising type. The former behaviour is 

preferred by the institution and the older generation, while the younger generation 

tries to accept its conformism reluctantly, or also to hide it shyly. The latter in turn 

is rather uncomfortable and disturbing to the teacher, however, students attribute 

a great value to it and try to interpret and follow it as a heroic act. Among them it 

seems chic to be a non-conformist and a behaviour rejecting everything becomes 

a tendency. It is common knowledge that for the young person the world is “out of 

joint”, and it is he or she who is ready and willing to reinterpret and reshape it. At 

this stage of life and vocation we are only a step from rebellion, from the ruthless 

and logical criticism of the existing values, ideals, customs, life techniques and 

modes and cultures, the myth of unconditional negation, to non-conformism. This 

is how the youth, or student who always rejects everything and adapts to nothing 

review_2005_3-4.indb   30review_2005_3-4.indb   30 12/9/2005   12:07:2012/9/2005   12:07:20



31Conformism and Education. How Should Schools Educate?

becomes an ideal, or at least imposing. The student therefore who says “no” to the 

parent, teacher and authority believes that his/her independence and eccentricity 

leads to happiness and welfare. These students make themselves believe that this 

is the way they become great and “divine” to their peers. To the rebelling, non-

conformist student it seems that his/her constant, non-selecting criticism, brave 

resistance is the promise for his/her independent and free thought and acts, in 

other words, autonomy.

Non-conformist rebellion only works for a short while, there is not much we 

can achieve with it and in reality it is not progressive and efficient, but destructive 

and misguiding from the point of view of values. The non-conformist youth will 

become disappointed sooner or later and not mainly because of others (that would 

hardly surprise them), but by themselves and for themselves. However, by then it 

is too late and, not seeing other alternative apart from the false dilemma of con-

formism/non-conformism, when they become adults they fall into, or back into, 

the petty bourgeois world adapting to everything silently and endlessly.

Our conclusion is therefore that the banner of rebellion on its own is not enough. 

We have to see that the idol of the “impolitely” not adapting student is the same 

pedagogical error as the spreading of the “politely” adapting student. 

To me it seems obvious that pedagogy has to break with both the constraints of 

conformist education and the pseudo-glory of the non-conformist attitude. Con-

formism is comfortable and “pays off ”, but in reality it is humiliating in that it 

deprives one of, or decreases freedom. Non-conformism is a behaviour proudly 

assumed, which even gives us a sense of bravery, however, in reality it is an activity 

leading to destruction and anarchy. The question arises automatically: how could 

school educational work surpass the false extremes of conformist and non-con-

formist adaptation, what behaviour type could it present in opposition to both?

At first sight we could assume that we are facing an extremely difficult, perhaps 

unsolvable problem. The answer, however, though on a theoretical plane, seems 

very simple indeed. I believe that many education researchers and practising 

pedagogues could accept the pedagogical master plan according to which the 

young negatively accept [the world], … and if the negation of reality strengthens, 

then the individual becomes marginalised, if acceptance is strengthened then the 

individual gives up sovereignty and becomes conformist.” (Lóránd, 1999/1. p.36) 

Thus, the student (as of course everybody else) should adapt to the world - family, 

school, basic social norms - but at all costs, through head bowing and giving up 

even the illusion of sovereignty. At the same time, the student must not adapt to 

displeasing phenomena, unconditional authoritarianism, bad habits, unjust and 

untrue values, and at the same time should value and assume the real values and 

virtues, even though they may have been true since old times. What we need is 
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delicate balance, a differentiated understanding, judgement and implementation 

of adaptation and non-adaptation.

I cannot think of anything else but advocating again and again the importance 

real, genuine communities. Pedagogy with its simple tools should press so that the 

school, and in a broader sense the entire society, recognise and acknowledge that 

the real community will only be strong, firm and rich if it feeds on the creating 

energy, diverse abilities and will of its members. And vice versa: diverse personal 

abilities and capabilities can only grow in the background of intimate co-operation, 

that is a community. That is how community and individual can harmonise and 

that is how the false dichotomy, structured by the previous state socialism, of the 

“superior community and the inferior individual” can be overcome.

Fundamentally, I can see the way of overcoming both conformism and non-

conformism in forming communities. 
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The Family in the World of Axiological Turmoil

Abstract

The family and all the types of social behaviour that were directly associated 

with it, its stability and sacred dimension created the natural and obvious world of 

the social life, the fundamental reality of culture that once for all became the 

“symbolic structure of reference” when man, in his/her adult life, was improving 

family experiences in a creative way, as well as when he/she was denying them. In 

the situation of axiological turmoil of culture, the family starts to be losing its 

privileged position in the structures of the social world. The significance of its 

existence as the fundamental group and social institution, the environment for 

social personality maturation becomes weaker. It is more and more common that 

family understood in a traditional way becomes unnecessary in the contemporary 

world. Demographic crisis is first of all the crisis of values and the crisis of the man 

as a value; the crisis of the family that is the natural educational environment. The 

future of every society depends on the state of its family. The question concerning 

the shape of the family is the question of the shape of the society, the nation and 

the State.

Key words: Family, demographic crisis, axiological turmoil, cohabitation, LAT, “pro-

family” attitude.

Contemporary family struggles with axiological turmoil 
of the modern times.

I refer here to the cultural state of the contemporary world of the globalisation 

era as turmoil. Of course it is a metaphor. Turmoil is made of wind and windstorm, 

the synonyms of rapid and violent cultural changes: the wind that blows in differ-

ent, sometimes opposite directions bringing new values and behavioural patterns, 

Wojciech Świątkiewicz
Poland
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creates and refreshes life, but also destroys and “blows away” traditional values and 

principles if they are not rooted in the native culture strongly enough. Turmoil is 

the symbol of changeability, instability, different speed, dynamics, dispersal, ban-

ishment, scattering to the four winds sometimes in a brutal, relentless, ruthless and 

irrevocable way. 

Ulrich Beck, a contemporary German sociologist and the author of the famous 

book “The Society of Risk” wrote among others: “When we say that we live in the 

post-modern world, we assume that we have some new order. We create the illu-

sion that our world has changed and the institutional order, the way of thinking 

and social mechanisms have been conformed to the new reality. «One order has 

been used up so people have created a new one». Just like at the turn of the 18th 

and 19th century, when the feudal order was depleting, people created a modern 

capitalist order – free market, democracy and society based on the idea of equality. 

At present, nothing like that has happened. (…) – the author adds – We protect 

old institutions, although the world does match them. The old order does not 

function because modernity is too radical and there is not a pos-modern order. 

We abolish different borders to cope with the pressures that are growing together 

with radicalisation through which we create new, even bigger risks” (Beck 2005, 

p. 5). Turmoil brings along and multiplies the RISK that cannot be foreseen until 

it is manifested.

The fast pace of transformations that have not been observed in the whole his-

tory of mankind, and the multi-directional character of their axiological references 

and symbolic interpretations, all that I describe using the metaphor of turmoil, is 

considered to be the specificity of the contemporary cultural changes. Freedom, 

equality and brotherhood seen as the symbolic figures of the era of modernism are 

replaced by liberty, diversity and tolerance that are presented as values that give 

directions to contemporary transformations (Bauman 1995). Knowledge is fragile 

and the ethos is adapted to the changing socio-cultural contexts losing the persist-

ence and certainty of cognitive and axiological criteria. CHANGEABILITY seems 

to be the only persistent value and individualization of choices, egocentrism of 

motivation and subjectivism of assessment determines a significant difficulty to 

undertake efforts to create a persistent community of people that demands the 

attitude of systematic commitment, devotion and responsibility.

The main trends of changes in the contemporary culture include: 1. social dif-

ferentiation that is based on acquisition of independence by different spheres of 

social life (family, economy, work, culture, science, politics, religion, etc.) that 

influence one another but at the same time become independent of one another 

in the normative sense, 2. de-institutionalisation, which means that the world of 

institutions is imputed to be showy, fossilized and impersonal. The claim of 
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autonomy in relation to institutions that present the values and standards for their 

selective choice and its adaptation to individual models of life is gettingdeeper and 

deeper, 3. cultural pluralism, defined as the basic principle of modern society 

organisation, a superior value and the determinant of modernity. The variety of 

values is beaten by the universal values in everyday experiences. “Radical pluralism 

that is tolerant towards contradictory values and standards and gives the impres-

sion that everything is allowed, is a specific sign of the contemporary time,” 

(Mariański 1995, p. 31) 4. structural individualism that brings the tide of radical 

privatisation of individual decision, instability, ambivalence and risk, chaos and 

uncertainty. The models of life do not have to be inherited but create themselves 

according to their own direction, “under the pressure” of choice without support 

in the certainty of permanent values (Mariański 1995).

Where, in this axiological turmoil, can the family be found?

In the European tradition the family used to be defined as a community of 

people, the most important form of social life, a group that is elementary for every 

society, the centre of life transmission and life culture that has a significant mean-

ing in the shaping of the social identity of a human being. Tradition, morality and 

religious principles used to define socially expected ways of life. Family and all the 

types of social behaviours, that are directly related to it, its stability and religious 

dimension made the natural and obvious world of social life, the fundamental 

culture reality that once for all became the “symbolic structure of reference” when 

man, in his/her adult life, improved family experiences in a creative way, as well as 

when he/she denied them. Different biographical fortunes found their justification 

in the consecration of religious social roles, in individual personality characteristic 

features or in non-typical social situations. Avoiding the rules of family morality 

even if it took a significant form was not the questioning of their essence. The sense 

of the family understood as a value could be defined in this way.

Pro-familial attitudes and the orientation towards the family as a value had 

a very important influence on creating individual personality. The family was 

perceived as extended personality and a reference group in the prospect in which 

man created his/her own fate. Such a strong position of the family in the hierarchy 

of values was the result of historical experiences of the nation (deprived of sover-

eign political institutions in the 19th century and at the beginning of the 20th cen-

tury) and its tradition, and also, to some an extent, of living conditions in the 

totalitarian communist system that aimed at an individual’s complete subordina-

tion to the State interests. Therefore the family was, as if opposed to the intentions 
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of the State politics, the “oasis”, “cultural niche”, the “fortress” (such notions were 

often used), that guaranteed the preservation of life privacy, intimacy, freedom of 

thoughts and views. It constituted a specific choice for the constrained world of 

institutions and apparent actions that took place on the stage of the theatre of 

public life. The concept of “family fortress” that originated after the II World War 

appeared in the public discourse again. 

In the situation of axiological instability of culture, the family starts to be losing 

its privileged position in the structures of the social world. The significance of its 

existence as a fundamental group and social institution, the environment for social 

personality maturation becomes weaker. It is a common opinion that the family 

understood in a traditional way becomes unnecessary in the contemporary 

world. 

“Traditional principles and advice that used to control personal relationships 

ceased to function and nowadays individuals face the necessity of making a deci-

sion out of an infinite number of possibilities of creating, improvement and cancel-

ling their relationships with others.” (Giddens 2004, p. 198; Beck, Beck – Gernsheim 

1995) We live in the world of contradictory interests associated with the family, 

love and freedom in the realisation of individual targets.

The fact that European countries adapt legal regulations to cultural changes, in 

response to the increase in cohabitation, homosexual relationships with adopting 

functions, different types of single-parent families, illegitimate children, divorces, 

and considering them as legal and not stigmatising confirms that traditional mar-

riage based on the marriage of a woman and man experiences the crisis of its moral 

significance. (Kwak 2005, p. 54)

In the light of some concepts that appear among Western demographers, the 

traditional family, which has been a natural and universal institution for centuries, 

will gradually decline, and the present nuclear family that is tormented by the 

crisis of stability will transform into a little persistent co-habitual relationship to 

reach the stage of “hybrid” that is a free relationship, in which the husband and 

wife (partners) will live separately and be more independent. This relationship is 

defined by the term LAT: Living Apart Together (Slany 2002; Wierzchosławski 

1987). In strengthening cultural models marriage ceases to be the pre-requisite of 

a regular and socially accepted sexual intercourse and living together is not a fam-

ily criterion. 

The percentage of marriages has decreased in the majority of European countries 

over the last decades. Therefore, as the demographers state, in Europe the “tendency 

to get married” is decreasing, although there are some exceptions, including 

Poland. Those who get married do it definitely later in their life (over 30). Although 

young people consider the family to be one of the most important values, they 
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postpone the decision to form it because they want to make a career or have a good 

financial situation first. This tendency that has been observed in developed West-

ern countries is explained by the fact that people are ready to start a professional 

career later and later and by work discipline in corporations that demand flexibil-

ity and mobility from their employees. We should also be aware of similar paths 

of professional development of both sexes, which results in stronger competition 

between them. Perhaps this promotes the neglect of being emotionally close in 

favour of being ready for mutual services in the culture of “single people”. (Bomba 

2005) It is more and more common to be single. Such a direction of social processes 

is confirmed by the data from the National Census in 2002. In Poland, for example, 

nearly a third of men and about 24% of women do not start a family. In Poland in 

1989, 225.7 thousand marriages were contracted, and in 2003 – 191.9 thousand. 

(Rajkiewicz 2004). Certainly there are many reasons for such a situation. A difficult 

economic situation, unemployment and lack of flats are often pointed at in Poland 

(Rajkiewicz 2004). But the indicated trend is also observed in the countries with 

remarkably more favourable situation of population as regards living conditions. 

Therefore the problem is probably deeper and touches on the problems of the most 

fundamental values that refer to the moral status of people, their attitudes and 

fundamental life orientations that reflect the ideas present in contemporary culture. 

In Poland in 1994, for the first time after the World War II, the number of con-

tracted new marriages was lower than the number of “dissolved” marriages, which 

was caused, first of all, by high mortality, especially among men, but also by the 

divorces rate. In Poland, for example among the dissolved marriages, relationships 

ended by the partner’s death are predominant. About 80% of the relationships are 

ended with the death of a spouse.

The low rate of contracted marriages is, on the other hand, associated with the 

increasing rate of illegitimate births and the phenomenon of co-habitation of the 

couples of marital and pro-genitive age. Concluding from Anna Kwak’s research 

we can say, for example, that the “higher level of education (higher than the sec-

ondary school), younger age (39 years of age or younger) and weak connection 

with religion, co-exist with co-habitant relationships that are much more often 

accepted in general and with decidedly more approving attitudes. As much as 82% 

of the investigated young people with a higher level of education, and 93% of those 

weakly related to religion, approved relationships of that kind” (Kwak 2005, p. 223). 

The attitudes of approval or moderate tolerance towards co-habitation have also 

been observed in the research on the socio-cultural capital the of family in Silesian 

Voivodeship. (Świątkiewicz 2006) Comparative research of attitudes towards fam-

ily life carried out in 2002 in four countries of the Central Europe – in the Czech 

Republic, Slovakia, Poland and Hungary show that about half of the respondents 
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accept living in informal relationships. The Poles are the most tolerant – 59%, then 

Czech people – 55%, the Hungarians – 52% and the lowest rate of acceptance of 

co-habitant lifestyle was recorded among the Slovakians – 37%. (OBOP 2002). 

Government statistics in Great Britain foresee that in the next 25 years the number 

of people who live in marriages will decrease radically. In 2031, 40% of men and 

35% of women over forty will live in marriages, the number of people who live in 

the concubinage will double and will reach the number of 3.8 million. The number 

of people who will never get married will grow from 14 to 40% for men and from 

9 to 30% for women. Fewer and fewer British people get married in church. (http://

wiadomosci.o2.pl)

The countries with low marriage rates have high rates of illegitimate births. 

Among them, the leading positions are occupied by Iceland, Sweden, Denmark, 

Norway, and the former German Democratic Republic is joining them now. In 

Iceland the rate is close to 60% and in Sweden it exceeds 50%. The highest growth 

in the rate of illegitimate births in the last several years has been recorded in Norway, 

Estonia, France, England and former Democratic German Republic. Also in Poland, 

since the half of the 80s the number of children born illegitimately is systematically 

increasing. It is also connected with the growing percentage of births that is observed 

in the youngest age group of women that is between 15 and 19 years of age. The 

percentage of illegitimate births increased from about 5.0% in the first half of the 

80s to almost 15% in 2004. For some bigger cities, this percentage is higher than 

20% of the total number of births. On the other hand, almost one third of marriages 

do not have children and the number of marriages without children is growing 

faster, than the number of families who have one or two children. Since 1989 

reproduction of people has not secured the simple replaceability of generations and 

demographic predictions do not foresee changes in the process of a decreasing 

number of children in families in the next 20 years. Since 1999 the population of 

Poland has beeen decreasing. The balance between the number of births and deaths 

is “negative“. According the to GUS at the end of 2003 it was – 14.1 thousand (–0.4 

for a thousand of people). (www.stat.gov.pl/dane_spol-gos)

 The number of incomplete families that make ⁄ of all the families is also 

systematically growing. The growth in the number of single-parent families 

presents the most significant dynamics. The increase in the number of incomplete 

families is accompanied by the increase in the average number of children who 

are maintained by them. Over 1.5 million of children grow up in single-parent 

families.

We can quote a lot of statistical data that more or less precisely describe the 

state of contemporary family. Statistics show only the numbers but the numbers 

represent the changes in culture and social mentality. Demographic crisis is first 
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of all the crisis of values and the crisis of the man as a value; the crisis of the 

family that is the natural educational environment (Świątkiewicz 1994).

Weakening of the meaning of the family, as a persistent and fundamental com-

munity of human life as well as inscribing the family in liable principles of the 

disordered world of values are the most radical expression of its crisis. Family crisis 

is not the same as crisis phenomena in a family. They have always been present in 

human life. And although they have always evoked social anxiety, the ways to reduce 

them have never questioned the sense of constancy in the family. But at present they 

are strengthened by a new phenomenon in the history of post-war Poland, in the 

presence of which society is still helpless. What I mean here is unemployment that 

is sustained and refers to both parents or to the family of a mother or a father who 

brings the child alone and that influences, in a disintegrating way, the models of 

social roles preserved in the tradition of family, mutual emotional relations and life 

aspirations (Dyczewski 1994; Mariański 1994; Tyszka 1993; Kurzynowski 1995). 

The strengthening of crisis in the family is also the result of general economic 

pauperisation and stratification of society and a consumer style related to selfishness 

and egocentrism which is a more and more popular model of life that is subordi-

nated to the principle of visualization of symbols of social prestige (Bojar 1991), 

which finds its medium in deceptive colours of advertisements and the pressure of 

public opinion. Stratification function of Polish families has also been strengthen-

ing. Sociological research and different journalistic materials seem to point at 

changes in the meaning of the function of providing material grounds of existence, 

feeding on the reduction of the educational function and, what is more, providing 

a cultural and community-making function that is presented by creating emotional 

ties that serve individual development and realisation of common good of a family 

group. For example: in the sociological research realised in Katowice voivodeship 

in 1995 in which the question of the most important purposes of the family was 

asked, “securing the material well-being for the family members” was pointed at in 

the first place (over 71% of the respondents). The function of the family in the 

sphere of creating the conditions for relaxation and leisure was decidedly more 

weakly stressed (15.6% of the respondents). The “pro-creating and educational” 

function of the family was also marginally treated among the most important aims 

of the family (25% of the respondents). About 51% of the investigated people said 

that the most important aim of the family was “to ensure the sense of security for 

the family members”. More than 48% pointed at “ensuring proper education for the 

children” as the most important function of the family, almost 46% of the respond-

ents defined it as “assuring the sense of love and friendship in the family”, and 40% 

as “assuring care for children and ill and older family members” (Monitoring 

Społeczny Województwa Katowickiego 1996).
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Young people’s statements that reproach their parents with specific kind of loss 

of the sense of the family function as a consequence of their desire to increase the 

economic standard at the cost of being present at home and keeping the emotional 

ties are presented in the magazines for young people. The home sometimes becomes 

only crowded with, and often literally overcrowded by tenants, who can see only 

their own aims and are lost in the search for the ways to realise them. Being present 

becomes only the existence side-by-side and living with the illusion of postponed 

values. Individualisation and separation of the living space in the flat is also related 

to the state, which in consequence weakens emotional ties in the family.

Approximately 14% of the whole population live in overcrowded conditions. 

According to the data from the Government Commission of Population, almost 16 

million people live in overcrowded or substandard conditions. Independence of 

living is decreasing in all types of families. Young families are in the least favourable 

situation: every third of them and especially married couples with children live in 

flats together with other families, which means that they do not have their own 

separate flat. The lack of their own flat, renting a flat, living with parents, family or 

at friends’ places often brings about the feeling of temporariness, which makes them 

feel that it is no use investing money in something that is not their own, even if this 

“temporary state” lasts for “decades”; the lack of their own flat gives rise to the 

feeling of the state of “flimsy” lifestyle that is connected with it. (Bojar 1991) The 

way in which the living space is organised, the lifestyle, the way of spending money 

- everything seems to be temporary. The pathology of family life comes into being 

in this way and the distant target of stabilisation of living conditions of the family 

vanishes in the collapse of family ties. The desired targets created in the period of 

marriage initiation euphoria will never be realised because their subject lost its 

identity in the disordered axiological meanders. The family has collapsed.

Sociological surveys report parents’ opinions who complain about the lack of 

time for cultural, religious and social “family life”, etc (Świątkiewicz 1993). Also, 

parents can seldom answer the question of the areas of their children’s interests. 

The models of use of the mass media, especially television, favour such an attitude. 

The working time is becoming longer and different forms of supplementing the 

income bring about obliteration of boundaries between professional activity and 

family life; between private and public life. It results is disorganisation of the 

structure of time spent with the family that is sanctioned by the manners of the 

surroundings and religious standards and sometimes it forces changes in the 

organisation of the living space. In this context the child is often seen as a “tool” 

to realise one’s own unrealised plans and intentions and locating one’s own aspira-

tions in children is treated as a specific protective mechanism that is transferred 

from generation to generation.
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The acceptance of one’s own “self ” without being ready to sacrifice for the needs 

of other people who co-create the commune is expected from the family. The 

common good that is the substance of the family commune makes room for the 

power of selfishness and egocentrism that demands acceptance and justification. 

(Budzyńska 1994) The model of dissymmetry of the right to express emotions is 

also pointed at. Violence in the family, which is widely discussed at present, is the 

most radical expression of such inequalities. The “right” of domination of the 

stronger (older) that is transferred in the future life to models of one’s own adult 

life is created in this way, especially in children’s mentality. 

Some surveys also seem to suggest the occurrence of the cultural generation gap 

that results from the fact that there is a strong relationship between grandparents 

and grandchildren and a weaker emotional relationship between parents and 

children (Tyszkowa 1991).

The major directions of changes in the forms of marriages and family are pre-

sented in the Table below. It is entitled “family and its changes” (Macklin 1980, 

Kwak 2005, Giddens 2004). 

Table 1. Family and its Changes 

Model of tradition Models of changes

Marriage legalised according to secular 

or religious law

Concubinage, cohabitation, LAT, swinging, group mar-

riages, communal families, communes, one-parent family, 

single motherhood at choice, singlehood, reconstituted 

family, homosexuality, extramarital sex, etc.

Multi-generational family
Nuclear family, distant family, generation gap in the 

transfer of culture

Having children
Small number of children, usually one or two at the most, 

voluntary childlessness

Relationship ties and defined legal and 

moral status of a child

Binuclear families, reconstituted families, the child in the 

position of both divorced parents who has no relationship 

ties, hybrid families

Two parents: mother and father
Single motherhood at choice, without marriage in gen-

eral, premarital, single fatherhood

Persistence Divorces, second marriages

Man maintains the family, he has the 

authority, the woman concentrates on 

the household and up-bringing of the 

children

Professional work of both spouses, higher economic posi-

tion of the woman and in the period of unemployment 

loss of work by the man, the growth of women’s rights in 

decision making in the family, open marriages, commuter 

marriage
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Towards the future

Contemporary sociological studies show multiple changes in the family both in 

the role of an elementary group of reference and in the functions it realises. The 

family in its social, cultural and moral status reflects the turmoil of the culture of 

the macro-society. The data shows the wide range of the phenomenon of a family 

crisis. However, it does not mean that the family has definitely lost its privileged 

position in the society and that it is not able to oppose the destruction of socio-

cultural order or participate in shaping the public life in an active way. Marriage 

and family are still strong institutions although they face different types of crisis. 

As if in opposition to what is stated in demographical statistics, a lot of sociologi-

cal studies still report a central position of the family in the society’s system of 

values and emphasise the most important role of the family in the life of a human 

being and the society. The respondents indicate happiness of the family-marriage 

as the most important objective in life and the family good is considered to be 

constant good that should be protected and strengthened. Such attitudes apply not 

only to a small family but also an extended family. The family is treated as a refer-

ence structure in difficult situations. Everything that is the most important for the 

investigated group is located in their closest surroundings, especially in the sphere 

that is filled with the feeling of ties and close emotional contacts of the subjective 

character. Family lifestyle is the most characteristic of families with vocational and 

secondary school education, manual workers and owners of private enterprises, 

inhabitants of villages and small cities, rooted in local and regional cultures. Fam-

ily way as the aspect of lifestyle is the most apparent during family celebrations. 

They are an apportunity to strengthen family ties in the circle of the so-called 

extended family that include-s more distant relatives such as cousins and uncles. 

The social composition of such events that often do not go beyond an extended 

family circle is characteristic here. It has to be stated that is important to have 

a meal with the family which is an important element in everyday rhythm and the 

meal is eaten together by parents and children or at least by one of the parents and 

children in 68% of the investigated families. It creates potentially favourable condi-

Model of tradition Models of changes

Sexual exclusiveness
Extramarital relationships, sexually open marriages, 

swinging

Heterosexuality
Homosexual relationships and the possibility to legalise 

them

The household of two adult people
Communes, extended families, family with joined mem-

bers who are not related, the “so-called” families
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tions to develop interpersonal communication and emotional ties in the family 

(Świątkiewicz 2005).

Stability of the family proves its position as a value in the system of culture. At 

present, the function of satisfying emotional needs is considered to be the most 

important principle of family life durability also in such a way that a subjectively 

and one-sidedly experienced lack of satisfaction of those needs by the family is 

considered to be a justified cause of family collapse. Divorces prove the real mean-

ing of this function in a negative way. It should be remarked that divorces are not 

only facts in terms of social behaviours measured by statistical indices but also 

moral standards that inscribe the possibility to divorce in the axiological system 

shared by a given cultural circle. The presentation of views that protect the durable 

character of the marriage is often accompanied by (in terms of statistics) age 

maturity, a lower level of education, a higher number of children and stronger 

religiousness. Happiness of marriage-family is desired more by women than men, 

by people who have children rather than by the childless, by divorced people and 

the least by those who have not raised their own family yet. “The value of the 

family is therefore more valuable for the people who have already raised their own 

families and are responsible for them. The choice of the value depends on life 

experiences of the investigated people and reaching the state of happiness in the 

marriage-family life for the children is desired more by those who have not shaped 

their life conveniently, that is, by the divorced people” (Wadowski 2004, p. 148).

A lot of contemporary countries concentrate more on an individual rather than 

on the family. It is thought that individuals accept new models of behaviour faster; 

they are more mobile and adapt themselves to new conditions more easily. It is 

easier to manipulate them. In this situation the position of the family becomes 

weaker and its problems are considered to be private problems, the State does not 

have to care about. Such a model of family is very dynamic in Poland nowadays. 

Young boys and girls often want to become independent of their parents. And if 

somebody wants to become independent then they do not necessarily want to raise 

their own family immediately. First they should make money, emancipate them-

selves and if they make good money, has a career and lives alone it is hard to give 

this independence up. Alternative forms of marriage and family seem to be attrac-

tive. The family is included in the sphere of political economy influence and takes 

over the major tensions of the sphere. “Preparing for life in the standardised and 

segmented inconstant world” is one of the main tasks of socialisation. On the other 

hand, there are some demands towards the family from individualised, autonomous 

«people». As we can see, the family is in a kind of a trap because it is one of the 

spheres in which two divergent essences of “self ” compete. The family, while form-

ing autonomous and self-steering personalities, will lead to a disaster because the 
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individuals endowed with them will not be able to conform to the demands of the 

society of organisation. Identity genuineness leads to a lack of adjustment. By 

contrast, creating personalities useful for a large organisation, the family creates 

neurotics, whose usability ends with adjustment, because while facing the demand 

for achievement, they demonstrate too little autonomy and self-confidence that are 

necessary in practice (Bokszański 2005, p. 220).

In Poland, and probably also in the Czech Republic, Slovakia and Hungary we 

have also experienced practical realisation of the second philosophy of the State 

towards the family. It intended to completely conform the family to the State and 

justified its interference in even the most intimate spheres of family life. But the 

State, the commune cannot replace the family and relieve it of realisation of its 

natural function. Structures of authorities are obliged to support the family through 

the shaping of a proper social, housing, salary, tax and educational policy, etc. But 

the help from the State or commune starts only, when the family itself is not 

enough. The principle of giving help should generate the principle of self-achieve-

ment, which refers to the right and obligation of the family to “act independently 

and responsibly and to the concern that can be foreseen” (Ockenfels 1993) Pope 

John Paul II, quoting the principle of being helpful in The Letter to families, empha-

sised: “Family is such a commune that does not posses all the means that are 

necessary to realise all its objectives, especially in the sphere of education and 

up-bringing. Therefore the State’s should interfere (…) but in every sphere where 

the family can be independent we should leave it alone, the State intervention 

would be harmful in such situations, and it would be the expression of no respect 

and trampling on the rights of the family. The help from the State begins where the 

family itself really cannot manage” (Jan Paweł II 1994, p. 17).

Regardless of the political system, the family’s task is to protect its position in 

social culture and structure, and the rights of the family but also the warranty of 

obligations from institutions of the State authorities or local self-government 

institutions. The right of pro-familial policy of the State and other structures of 

authorities is an apparent consequence of the principle of being helpful. The future 

of every society depends on the state of its family. The above-quoted demographic 

data prove this thesis in an obvious way. Therefore it is not indifferent how the 

social relations are shaped at the level of the State, the commune or the region and 

whether they favour the family and family policy or not. The question of the shape 

of the family is in fact the question of the State condition (Świątkiewicz 1994).

Creating democracy, respect for human rights, re-creation of culture and moral-

ity of work, shaping the pro-social attitudes, entrepreneurship and courage to 

introduce innovations must have their starting point in the family. It is not pos-

sible to make a democratic society if there is no understanding towards different 
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views and if the power of arguments is replaced by the arguments of power; espe-

cially towards the weaker. We will not recreate the culture of work if parents show 

their children the models of cunning in life and work dishonesty. The same regards 

being engaged in the activities for community well-being that has to go beyond 

the limits of family selfishness or with religiousness, the chance for the future of 

which is stronger reflected in social and family, private and public morality 

(Mariański 2005). 

Selection and cultural substance interpretation of big communes constitute the 

fundamental qualities of the family in its relations towards the social macro-world. 

It is realised through complex processes of socialisation and education, through 

presented stereotypes and patterns of social activities. The lack of support for 

transformations of the political system that take place in contemporary Poland and 

which are shaped in the family creates mental barriers that make it difficult to 

accept them. The family is concentrated on its crisis and it does not care about the 

transformation. The changes will be seen through the prism of threatening or real 

unemployment, loss of social privileges and growing social stratification or in the 

context of difficult demands of individual social activity that often require a radical 

change of one’s own personality. You only need to listen to everyday conversations 

to notice groups of people who are not satisfied, who gloss over the Polish past with 

nostalgia and who locate their lost chances for unrealised successes and dreams in 

that period. 

Therefore, we should first heal the family and through reasonable cultural and 

social policy protect it from axiological disorder. Weakening of the family as the 

strong basis of social life definitely does not favour the creation of social order. The 

threats to the family are in fact the threats to man and as a result the whole macro-

society. The axiological consensus of society depends on the extent in which moral 

socialisation in families will stress the ethos of personalisation, which is altruist 

and common at the same time rejecting selfishness and egocentrism, relativity that 

is popular nowadays with its “post-modernism” and “individualisation and sub-

jectivity” (Olbrycht 2002, Mariański 1995).

“The vision of changes in family forms brings the question of the future of 

European societies. The societies of a lower demographic reproduction rate, based 

on the system of social values that prefer the attitudes of consumption and hedon-

istic lifestyle that results from them will not be able to ensure either the biological 

continuation or rich European traditions through the family, which will not be 

a compact integrated social group (Wierzchosławski 1997, p. 79).

If we do not create a system of social policy that favours pro-familial and pro-

natal attitudes and brings them together with promotion of entrepreneurship, 

individualisation and freedom, we will have to face a progress of family disintegra-
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tion and fast deterioration of the demographic situation of society soon (Giddens 

2004, p. 221).

If we want to see the future of mankind “through the family” we have to work 

out a model of pro-family up-bringing of society that will include the historical 

and cultural context of social life and make it speak through the example.

Anthony Giddens in his summary of vast analyses concerning the family trans-

formations states: “… we will not solve these problems while examining the past. 

There is nothing we can do, but reconcile individual freedom, which is appreciated 

by most of us in our private life, with the need to stay in durable and persistent 

relationships with other people” (Giddens 2004, p. 218–219).

Only what is deeply rooted in home culture, all that is free from transient, 

attractive afflictions, situational conformism, seasonally attractive ideologies, 

can outlive as refreshed, fertilized and purified by the blows of historical wind. 

And the WIND – the SPIRIT blows as it wishes. 
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Alternatives for Unemployed Graduates – 
Opportunities or Threats

Abstract:

The author discusses occupational and emotional problems of higher education 

graduates who cannot find employment and decent remuneration after completing 

their graduate school education. Their inability to find jobs allowing them to make 

use of their university education results in their serious emotional problems and 

in economic emigration. The author hopes that the approaching population decline 

will bring partial solution of the problem.

Key words: the mission, unemployed graduate, labour market, social disintegration, 

the rat race, resentment, population decline

It appears from the data collected by the Ministry of Economy and Labour that 

in the last five years the officially registered number of unemployed graduates has 

grown five times. There were 30K of them in 1998 and almost 150K in 2004.

The percentage of higher education graduates increased from 6.5% in 1988 to 

10.0% in 2002. There is a general opinion that graduate schools store places for 

unemployed graduates as they curb even more massive attack on the labour 

market.

In the year 2003/2004, 364 thousand people graduated from all graduate 

schools in Poland. According to the information provided by the Central Statis-

tical Office only 23 thousand graduates took up employment the year in which 

they graduated.

In my paper, I would like to focus on the growing process of social disintegration 

and psychic decline and, eventually, debasement.

The number of people with higher education diplomas is growing, whereas the 

labour market is saturated with them. Official unemployment statistics of higher 

Iwona Wagner
Poland
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education graduates is just a tip of the iceberg irrespectively of the place considered. 

The situation is the same in the capital city, in large academic centres and in little 

towns where there are local graduate schools or branches of prestigious universi-

ties. The situation in Częstochowa is very similar.

The problem comes down to the fact that the smaller the town or academic 

centre, the more pronounced the issue of graduate unemployment is, with all its 

tones, conditioning and social effects. The problem stated in the title – Opportuni-

ties or Threats – is nothing else than the eternal philosophical and ethical dilemma: 

TO BE OR TO HAVE! This range of concepts contains conditioning of an alterna-

tive perception of the situation and attitudes of graduates in the current social-

economic conditions in Poland.

One should also recall the “ideological mantra” of the early nineties, repeated 

by everyone everywhere, which propagates new axiological patterns. According to 

the opinion propagated at that time, after years of communism reality was return-

ing to normal. The element stressed at that time was not so much democracy as 

the fact that due to the return of the healthy competition people who were clever 

and intelligent could “take advantage of their own resourcefulness” and succeed in 

achieving high financial and social status, which was to be the measure of their 

own value. The personal model to follow was pictured as a talented man of success, 

ambitious and capable of winning in competition. All the others – unsatisfied with 

their status, unable to win were regarded as people who have only themselves to 

blame for their failure, or as an inferior kind of people who in a “sound and normal” 

society are simply doomed to mere vegetation. Success of some young people in 

business, politics, financial institutions, the media and local government is still 

functioning in social consciousness.

The success of “the wolf cubs” – ambitious, predatory, well-educated, “ready to 

kill”, ruthlessly aspiring to success is still considered to be the pattern of means to 

achieve success, an interesting job and attractive life-style.

One should ask. “How many of them have succeeded?” There is only approxi-

mate information. No one conducted research on the subject and no one is able to 

provide reliable statistical data. The estimated number may be about 25K out of 

over one million of young people who graduated in the years 1990–2004.

I have investigated the community of Częstochowa in this respect. On the 

grounds of the information provided by the District and then the Powiat (County) 

Labour Exchange in Częstochowa (Częstochowa Labour Exchange 2004) one can 

say that, in all probability, there are about 90 people who have made an authentic 

career out of 1500 graduates of Częstochowa graduate schools, inhabitants of 

Częstochowa. As for the unemployed graduates – 79% of them are women and 

21% of them are men.
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  The psychological and sociological portrait of the generation of “winners” of 

the period of early transformation of the new axiology has been termed “the 

X GENERATION” – and their methods of competition, rivalry, social and psycho-

logical consequences of their lifestyle has been generally referred to as “the rat race” 

(Coupland, D., 1998).

Political changes and violent social transformations were the reason for the fact 

that the process which took several dozen years elsewhere, was completed in less 

than a decade in our country. The state of constant haste, trying hard to keep up 

with implementing new solutions and adapting to them set up the main scene for 

competing and winning, perhaps a unique opportunity to attain success in the new 

reality.

Only a few have won the harsh competition and managed to adapt to the new 

reality. Most of the others feel dispirited. The graduates also feel disappointed. No 

one is waiting for them. No one offers them jobs that could meet their expectations 

and ambitions, their hopes for advancement in terms of civilisation and financial 

status.

The unemployed graduates feel humiliated, helpless and left to alone. In spite of 

many organisational and training activities that are supposed to ease the effects of 

the unemployment or retrain graduates in compliance with the demands of the job 

market, effects are unsatisfactory for both parties. It is the effect of the decreasing 

number of managerial posts in the entire national economy and of offering jobs to 

experienced, reliable employees recommended by well-known referees.

One may risk a remark that unemployment among higher education graduates 

has become a phenomenon of structural character, because the systematically 

growing group of unemployed graduates in many population centres in Poland has 

become the most numerous unemployed population.

While looking for permanent employment compatible with their qualifications, 

ambitions and, most of all, with working conditions that would give them life 

stability, unemployed graduates take up different jobs that periodically ease their 

poor financial status.

The resentment towards those who do not want to make use of their qualifica-

tions, occupational skills and life passions wreak havoc in the system of values of 

unemployed graduates. They develop a feeling of bitterness and injustice when 

they think of years of hard study and sacrifice they and their families have gone 

through. Many families spend the last penny or even go into debt in order to help 

their children attain the status of graduates. There is a growing feeling of helpless-

ness and defiance against the social order. This, consequently, leads to embarrass-

ment, apathy and eventually to resignation from competing on the labour 

market. 
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The greatest humiliation is the awareness of one’s status of an unemployed, 

highly qualified person taking advantage of support provided by his or her family 

or by the state.

Alternatively, they can either change their occupation and training, relinquish 

their ambitions, aspirations and dreams, start rendering simple services, doing 

part-time or seasonal jobs or keep believing that not all is lost, trying again and 

again, looking for a job in different environments, in other cities or, in the last 

resort, looking for a job abroad.

An observation comes to one’s mind: CARRYING OUT A MISSION IS THE 

PRIVILEDGE OF A FEW – THE OTHERS JUST FIGHT FOR A BOWL OF 

FARE!

When working on this text I found optimistic information in the papers: 

“Population decline comes to the gates of graduate schools. By 2020 the number 

of young people aged 19–24 will decrease by 30%. The number of candidates for 

graduate schools may be even lower, even by 50%.” Perhaps, the issue will find its 

own solution.
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Gender Stereotypes of Young Adults 
and Styles of Sexual Education

Abstract

This paper is devoted to three basic problems: gender stereotypes, styles of 

sexual education and the relation between these two phenomena. The main ques-

tion is: do the styles of sexual education experienced in a family determine the 

tendency to use gender stereotypes? Basing on the literature, a hypothetical model 

of relation between styles of sexual education and gender stereotypes was con-

structed. The model was a source of investigations conducted by the author and 

described in the paper. Young adults’ tendency to use gender stereotypes seems to 

be determined by their mothers’ stereotypes and by three styles of sexual education 

experienced in their families.

Key words: gender stereotypes, sexual education, social development

Introduction

Although the issues of gender stereotypes have been taken up in scientific lit-

erature for years, they still remain of genuine interest to researchers. This problem 

currently acquires new significance in the context of topical discussion on the issue 

of equal rights of the two sex groups and relations between men and women in the 

contemporary world. One of the problems widely discussed in gender literature is 

the genesis of gender stereotypes. They are defined, among others, as a set of beliefs 

in the features characteristic for men and women (Matlin, 1996). The structure of 

gender stereotypes was described by Deaux and Lewis (1984). On the basis of the 

research findings these authors set apart partially independent components, which 

Magdalena Grabowska

Poland
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contribute to the overall character of femininity and masculinity stereotypes. 

Among these components one may find some personality features, unique behav-

ioural and social roles on account of sex, differences within the scope of the outward 

appearance attributed stereotypically to men and women.

In this paper gender stereotypes are defined and understood as a kind of fixed, 

oversimplified schema, which is permeated with judgements and resistant to any 

change – it usually contains unverified and false judgement on women or men 

(Goldenson, Anderson, 1994; Stangor, Hewstone, 1999; Weigl, 1999). A set of 

features defining the schema of femininity or masculinity does not usually undergo 

rapid changes with time. It can be proved on the basis of the research conducted 

in the 1980’s by Ruble (1983), who used a femininity and masculinity questionnaire 

constructed in 1974 by Spence and other researchers. This questionnaire consisted 

of 54 features stereotypically ascribed to women and men. Ruble’s research showed 

that only one of all the 54 features – intelligence – ceased to be connected explicitly 

with a specific sex. Similar results can be found in the research findings of Bergen 

and Williams (1991). 

In the search for the development of gender stereotypes, it may be hypothesised 

that they are connected with the styles of sexual education experienced by an 

individual in a family during his/her childhood. 

Sexual education is usually defined briefly as a series of instructions on the 

physical, psychological and behavioural aspects of sexuality given in a family, at 

school and also in books and other publications (Goldenson, Anderson, 1994). It 

is also understood as the entirety of actions of social groups, undertaken by their 

institutions, programmes arranged by the mass media and international or religious 

agencies interested in sexual aspects of life. These actions concern sex and gender 

treated as the basic human features – they also pay attention to a reproductive 

function institutionalised in a family (in a different way in different cultures). 

Sexual education is said to aim at the development of an individual and the health 

of the population (sexual and reproductive health). It consists in providing knowl-

edge (different at various life stages), but also in training the mind (self-cognition, 

experience appraisal, sex identity), emotion expression, behavioural competence 

(Jaczewski, Obuchowska, 1992; Krzywicka, 1994; Trawińska, Cendrowski, 1996). 

In this research project sexual education is understood not only as a sexual 

explanation, but also as an integral part of the general process of education and 

upbringing in a family. This part of family education is to best serve the purpose 

of family and partner life preparation, developing the gender identity, competence 

to control the needs and sexual behaviours or respecting the patterns of social 

gender. The research findings published in the scientific literature show that fam-

ily environment, as a primary source of any patterns, develops the picture of 
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gender (Matlin, 1996; Gormly, 1997). On the basis of these findings it can be 

assumed that the tendency of an individual to use gender stereotypes may be 

influenced by the styles of sexual education experienced in a family as a kind of 

method of accomplishing goals by the parents in this area of life.

The main goal of the research project described in this paper was to answer the 

following question: are there any styles of sexual education that generate the ten-

dency to use gender stereotypes more frequently. The influence of the three styles 

of sexual education set apart during the first stage of the research project was of 

particular interest to the researchers, namely: (1) the style based on openness in 

interaction, (2) the style based on openness in interaction within the same sex, and 

(3) the style based on a lack of openness in interaction. A description of these styles 

will be presented further in this paper. It was assumed that the impact of indi-

vidual styles of sexual education is not univocal – it depends on the contents 

transmittedwithin the framework of a given style. The main hypothesis was the 

assumption that the style based on openness in interaction influences the process 

of developing gender stereotypes in the strongest way. It was supposed that the 

information transmitted in the range of the style based on openness in interaction 

within the same sex favours the development of the concept of differences in the 

two “worlds” – the world of femininity and masculinity. 

Adopting an approach typical of the information-processing theory (Canon, 

Stotland, 1972), it was assumed that the clear division into two social groups may 

facilitate the construction of gender schemas of a still higher level – it may also 

become the cause of attribution errors and illusory correlation, which are treated 

as important sources of stereotypes by many researchers (Stangor, Hewstone, 

1999). 

While analysing the theory of social learning, attention was paid to two basic 

mechanisms: instrumental and observational learning (Bandura, Walters, 1963; 

Mischel, 1966 Hall, Lindzey, 1990). The aim of the research was to demonstrate on 

the basis of empirical knowledge that gender stereotypes may result from the dif-

ferent treatment of boys and girls and diverse model of rewards and punishments 

depending on the sex. On the other hand, deliberations on the mechanism of 

observational learning in the process of development of gender stereotypes 

attracted attention to gender stereotypes displayed by the parents as the models 

imitated by the children. 

In order to understand the mechanism of the development of femininity and 

masculinity stereotypes, one should also refer to the cognitive-developmental 

theory, which points at the changes in cognitive development that enable the crea-

tion of notional categories “men” and “women” and improve the process of perceiv-

ing inter-sexual differences (Kohlberg, 1966; Kaplan et all., 1976; Matlin, 1996).
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Research problem

The main goal of the research project was to answer the question: 

What is the range in which the tendency to use gender stereotypes connects 

to styles of sexual education experienced by the research sample in the family?

Within the scope of the general problem delineated above, more detailed prob-

lems were formed:

•  To what extend do young adults display the tendency to use gender stereo-

types?

•  Does the tendency in question depend on the gender stereotypes of the par-

ents?

•  What were the kinds of styles of sexual education experienced by the research 

sample in the families?

•  Is there a connection between the styles of sexual education experienced in 

the family and the tendency to use gender stereotypes?

While trying to answer these questions, attention was paid in turn to the three 

fundamental issues: (1) the range of occurrence of the tendency to use gender 

stereotypes in relation to parents’ gender stereotypes; (2) styles of sexual education 

used in Polish families, and (3) relation between the styles of sexual education and 

gender stereotypes used by the sample. 

Research method

Research sample 

The sample consisted of 120 people (60 women and 60 men) studying liberal 

arts, at the age of early adulthood, and their parents. 

The sampling was of a random character. During the research project over 200 

sets of questionnaires were distributed. The questionnaires were handed out to the 

students of Kazimierz Wielki University in Bydgoszcz during their lectures chosen 

randomly from the students’ timetables.

Measure

Styles of sexual education questionnaire

In order to identify the styles of sexual education, a group of 120 young adults 

was asked to provide a detailed description of the styles of sexual education expe-

rienced by them in their families. On the basis of those answers a list of 43 items 
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describing the experienced styles of education was created and then a question-

naire was drawn up. The said questionnaire was used to examine a group of 60 

people at the age of early adulthood. The analysis of the factors and the Kaiser’s 

criterion proved the existence of three styles of sexual education. The contents 

analysis of the items of the said styles allowed to distinguish the following styles of 

sexual education:

(1) The style based on openness in interaction

Within the scope of the style based on openness in interaction the parents do 

not censure the inflow of information and they both eagerly participate in the 

process of education. They are the main source of information on the issue of 

sexuality, which is discussed without any feeling of shame or embarrassment. This 

style is based on the assumption that the development of sexuality begins at birth. 

Each following stage of development has certain characteristic forms of sexuality 

ascribed to it. In this style a distinction between the notions of intimacy and taboo 

is made. Here intimate behaviour encompasses all aspects concerning the sexual 

relationship of two people, the experience of which is reserved solely for its par-

ticipants. Hence the child is no stranger to the sheer fact of the parents having their 

own sexual life, yet the child is excluded from any participation in this life. The 

taboo refers to the crossing of the norms and the stages of development as well as 

the boundaries defined by intimacy. The human body is viewed as an integral part 

and no distinction is made as to the parts of which a person should or should not 

be ashamed. Nudity of both the parents and the children is natural – yet people 

from outside of the family are allowed to see the nudity to a certain degree. 

(2) The style based on openness in interaction within the same sex

In the case of the style of education based on openness in interaction within the 

same sex, one of the parents is excluded from active participation in the process of 

sexual education of a child. The reason of this exclusion lies in the sex of the parent, 

which is opposite to that of the child. What characterises the said style is that there 

is a taboo against any sexual issues to be discussed, against nudity and any par-

ticipation in the intimate life of the opposite sex. Here the taboo is based on the 

notion that sex similarity justifies intimate relationships and even allows bridging 

the generation gap. The concept of two separate worlds, the world of femininity 

and the one of masculinity, gives support and guarantees a sense of belonging to 

one of the worlds. Becoming a member of a group at birth, a child has an oppor-

tunity to constantly experience the fact that as a member of this particular group 

s/he enjoys equal rights despite all the aspects that make him/ her different from 

the adult members of the group. A very characteristic feature of this style is how 
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the taboo is constructed and then observed. The idea is to develop a belief in a child 

that the belonging to a female or a male group is natural and that it is both a must 

and a privilege. While a boy almost exclusively receives information highlighting 

the advantages of being a man, a girl, upon acknowledging the fact of being a 

woman, is prepared to reconcile to this fact rather than show pride in it. The same 

strategy is employed by the families when a taboo is at stake. In such a situation a 

child may be rejected by the members of the group and doomed to loneliness; the 

reason being that the ban on getting under the influence of the opposite sex allows 

for no exception. For that matter it could be perceived as a form of punishment for 

a boy to find himself under the influence of his mother and other women from the 

family because it would mean lower prestige and age regression, the fact that can 

only be justified by being a little child.

(3) The style based on lack of openness in interaction.

On the other hand, what characterises the style based on a lack of openness in 

interaction is an insufficient amount of clear and unequivocal information con-

cerning sexuality from both of the parents. Here the parents do not constitute the 

main source of information on the subject of sexuality, which is associated with a 

feeling of shame and embarrassment – it is also the case that the issue of sexuality 

is not discussed with a child at all. This style is usually present in the families which 

view the issues of sex as inextricably connected with a given age (adulthood) or a 

status of an adult person (marriage). According to this style, a normal child does 

not reveal any interest in sexuality, and this natural behaviour of a child should be 

maintained by separating the child from any stimuli, bringing about his/ her inter-

est in eroticism. The parents censure the inflow of information and administer 

punishment if needs be. Following this style of education, the parents acknowledge 

the fact of the process of puberty, yet only in terms of physical and psychological 

changes, without taking into consideration the accompanying changes of a sexual 

need. Under this style, paying attention to sexual issues is wrong and the number 

of forbidden behavioural patterns ample. 

The calculated Cronbach – alpha internal cohesion factors of the questionnaire 

items ranged between 0.82 and 0.89 in the respective sub-scales, which shows a 

high reliability of the used tool.

Gender stereotypes questionnaire

Gender stereotypes displayed by young adults and their parents were examined 

with a questionnaire consisting of 30 stereotypical features (15 with reference to 

women and 15 with reference to men). 

Stereotypical features ascribed to women and men are presented in Table 1.

review_2005_3-4.indb   64review_2005_3-4.indb   64 12/9/2005   12:07:2512/9/2005   12:07:25



65Gender Stereotypes of Young Adults and Styles of Sexual Education

Tab. 1 Polish femininity and masculinity stereotype

Polish femininity stereotype Polish masculinity stereotype

gossip, 

bad driver, 

talkative, 

works at home, 

loves children, 

emotional, 

has mood swings, 

spendthrift, 

inquisitive onlooker, 

romantic, 

flirtatious, 

protective, 

intuitive, 

sensitive,

gentle

dominating, 

good driver, 

never cries, 

does not express emotions, 

messy, 

likes sport, 

mentally and physically strong, 

self-confident, 

able to make up his mind, 

jealous, 

brave, 

works outside the house,

proud, 

egoist, 

likes drinking alcohol. 

The calculated Cronbach – alpha internal cohesion factor of the questionnaire 

items (0.85) shows a high reliability of the used scale.

Research results

The most important research findings may be divided into three main groups 

of results.

The first group of results concerns the range of the use of gender stereotypes by 

young adults. The research results shows that young adults display a strong ten-

dency to use femininity and masculinity stereotypes. It is indicated by the high 

values of mean and the right-sloping of the layout of the research sample on the 

scale of results reached by the sample in a gender stereotypes questionnaire. This 

tendency may be observed on both the femininity and masculinity scales, but on 

the other hand it appears that young adults’ tendency to use femininity stereotypes 

is a little stronger than their tendency to use masculinity stereotypes. Femininity 

stereotypes seem to be more common in Polish culture than masculinity ones. 

It is also important that some connections between parents’ and their children’s 

gender stereotypes were found. The regression analysis results (cf. Tab. 3) allow to 

speak of the impact of fathers’ femininity stereotypes on the development of 

gender stereotypes of their children. 

On the other hand, in the case of mothers it was found that both their feminin-

ity and masculinity stereotypes influence their children’s tendency to use gender 
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Fig. 1. The layout of the occurrence of the tendency to use gender stereotypes

Tab. 2. The frequency of gender stereotypes occurrence in the research sample

Scales of gender stereotypes measure N Mean
Min. 

result

Max. 

result

Stand.

dev.

Scale of femininity Stereotypes 120 60.27 49.00 74.00 4.73

Scale of masculinity Stereotypes 120 56.82 46.00 68.00 5.04

General scale of stereotypes 120 117.10 95.00 136.00 8.33

Tab. 3. The impact of parents’ gender stereotypes on the development of 

gender stereotypes of their children – regression analysis results
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Young adults’ femininity stereotypes .58** .54** .64** .44** .10 .32**

Young adults’ masculinity stereotypes .31** .39** .39** .21* .13 .20*

Young adults’ general scale .51** .54** .59** .37** .13 30**

*p. <.05; **p. <.005
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stereotypes. Furthermore, the comparison of the values of beta coefficients lets us 

conclude on the predominance of the impact of mothers’ gender stereotypes over 

the impact of fathers’ gender stereotypes on the development of the tendency to 

use gender stereotypes of their children.

The second group of results refers do the problem of the styles of sexual educa-

tion experienced by the research sample in the families. The analysis of the fre-

quency of occurrence of these styles in the objects’ experience (as shown in Tab. 

4) proves that the style based on openness in interaction within the same sex was 

most frequently used by the parents, and then – in diminishing order – the style 

based on openness in interaction and – the least frequently used – the style based 

on lack of openness in interaction. The differences among these frequencies are 

not statistically significant. 

Tab. 4. The frequency of occurrence of the styles of sexual education 

in the research sample 

Styles of sexual Education Mean Min. result Max. result Stand dev.

Style based on openness in interaction 2.34 1.00 4.00 .856

Style based on openness in interaction 

within the same sex
2.46 1.10 4.00 .859

Style based on lack of  openness in 

interaction
2.17 1.10 3.60 .667

The Third group of results refers directly to the main research goal and concerns 

the relations between styles of sexual education experienced in a family and gender 

stereotypes used by young adults. Summing up the findings of the regression 

analysis (cf. Tab. 5) a conclusion may be drawn by pointing out a statistically sig-

nificant impact of the styles of sexual education experienced by the people surveyed 

on their tendency to use gender stereotypes. 

Tab. 5. The impact of styles of sexual education experienced by the people 

surveyed on their tendency to use gender stereotypes – 

regression analysis results.

STYLE O (β) STYLE O1 (β) STYL L (β)

Femininity stereotypes scale -.47*** .20* .41***

Masculinity stereotypes scale -.45*** .30** .39***

General scale -.54*** .30** .47***

*p. <.05; **p. <.01; *** p. <.001
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The analysis of the beta coefficients shows a negative impact of the style based 

on openness in interaction (style O) on the tendency to use femininity stereotypes 

(-.47), masculinity stereotypes (-.45) and on the results in the general scale (-.54). 

This analysis also indicates that the other styles of sexual education determine 

significantly young adults’ tendency to use both femininity and masculinity stere-

otypes. The analysis of these data does not confirm generally the main research 

hypothesis stating that the style based on openness of interaction within the same 

sex (style O1) influences the development of gender stereotypes in the strongest 

way. It follows that the values of beta factors indicate a stronger impact of the style 

based on lack of openness in interaction (style L) on the tendency to use gender 

stereotypes when compared with the influence of the style based on openness in 

interaction within the same sex (style O1).

Discussion

The analysis of the mean values and the layout of gender stereotypes occurrence 

shows that young adults display a relatively strong tendency to use gender stere-

otypes. It is also worth mentioning that all the young people surveyed seem to 

demonstrate a stronger tendency to use femininity stereotypes when compared 

with their tendency to use masculinity stereotypes. Femininity stereotypes seem 

to be far more deeply ingrained in Polish culture than less frequently displayed 

masculinity stereotypes. This fact may be connected with a definition of masculin-

ity, which has been maintained since the very beginning of the feminist movement 

– a definition that is based strongly on a counterbalance to femininity (Brod, 1987). 

It is possible that the traditional way of analysing masculinity as a certain standard 

might have paid special attention to the “typically” feminine features as different 

to those of the standard one.

A lot of research and research findings show the co-occurrence of stereotypes 

among children and their parents, who are the very first models of behaviour and 

attitudes (cf. Gormly, 1997). The research findings presented herein indicate that 

young adults’ tendency to use gender stereotypes is determined, by and large, by 

the tendency of the mothers to use both femininity stereotypes and masculinity 

stereotypes.

The analysis of the average means of the styles of education followed by the 

parents carried out within the group of the people in the survey shows that the style 

based on openness in interaction within the same sex was relatively the most fre-

quent one applied in the families. The fact that the style based on openness in 

interaction within the same sex was most frequently followed by the parents can be 
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linked, to a certain extent, to the specific features of its assumptions, which is the 

sex based division of a family. In fact such an internal family structure has a long 

tradition and can be traced back to the periods of matriarchy and patriarchy.

The main research hypothesis indicated that the style based on openness in 

interaction within the same sex influences the process of developing gender stere-

otypes in the strongest way. It was assumed that the sex based division of a family 

into two groups leads to the separation of two worlds – a world of femininity and 

masculinity – which in turn facilitate the development of categorisation processes 

and cognitive schemas that favour the tendency to use gender stereotypes. Still, 

research findings show that the strongest impact on the tendency to use gender 

stereotypes can be ascribed to the style based on lack of openness in interaction. 

In this style, parents censor the inflow of information and administer punishments 

and prohibitions – this strategy leads to lack of information on sex and gender. 

Many researchers have already stated that lack of knowledge is an underlying cause 

of stereotypes. So, on the basis of the research results presented in this paper it can 

be observed that that lack of knowledge is more likely to be the source of gender 

stereotypes than the distinctive differences between the group of men and 

women. 

To sum up, the research findings indicate that the style of sexual education based 

on openness in interaction is the most favourable one from the perspective of the 

process of developing gender stereotypes. By the same token, the least favourable 

is the style based on lack of openness in interaction because it is strongly linked to 

the tendency to use gender stereotypes. The conclusions concerning the impact of 

sexual education styles on developing gender stereotypes are of significant and 

practical value – they favour the concept of sexual education assuming the neces-

sity of openness in relations between children and parents, and the necessity to 

provide the child with complete and honest information on sex differences. Stere-

otypes indeed serve a useful purpose: they facilitate social interactions and in a 

quite unique way “economise” social cognition. But still, generally speaking, 

stereotypes are not favourable from the social point of view because they contain 

oversimplified and, sometimes, negative judgements, which deprive individuals of 

their indisputable right to be treated as separate individuals with their very indi-

vidual features. 
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The Roots and Specifics of Juvenile Delinquency among 
Romany People in Slovakia 

Abstract:

This contribution deals with the roots and specifics of young Romany criminal-

ity in Slovakia after 1989. Among specific features of Romany criminality are a high 

criminality involvement of children, juveniles, and women. Romany people hold 

a higher proportion of property, moral, and violent criminality in comparison with 

the majority of society.

Key words: criminality, juveniles, juvenile delinquency, the Romani people, 

criminal act, criminogenic factors.

Criminality belongs to the most serious sociopathological phenomena in society, 

because it involves criminal acts sanctioned according to the Disciplinary Law.

There appeared a sharp growth of criminal behaviour of citizens during the 

transformation period in the Slovak Republic that reached its peak in 1993. This 

year, criminality of children and youth grew by 56.59% compared with 1989 (The 

division of central police records, Ministry of the Interior of the Slovak Republic).

A long range summary of criminality in the Slovak Republic shows a higher 

involvement of Romany people in criminal activities when compared with the 

remaining population.

Because of a low education, low qualifications, and also other reasons, the 

Romany currently represent a dominant part of the unemployed as well as of the 

population with a low social status. The standard of homes of the Romany living 

in their characteristic settlements, typically in the east Slovakian region, is deep 

below the standard of living of the majority. At the close of the year 1998, Slovakia 

registered 591 Romany settlements with 124,032 residents, which represented 

Jolana Hroncová

Slovak Republic
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22,732 families in 13,882 homes. One Romany home sheltered 8.93 people on 

average. From among the mentioned number the Romany settlement residents 

there were 48,861 children under 15 years of age, and 75,170 adults. Only 8,664 

citizens were employed, and this number also involved women on maternity leaves 

as well as those under training for a future profession (Kačáni, D., 1999, p. 25).

Romany people do not represent a homogeneous but heterogeneous social group. 

The Romany population can be divided according to their extent of integration into 

the groups of completely integrated, partly integrated, and non-integrated. Accord-

ing to the information by M. Vašečka (2003) from the Institute for Public Questions, 

approximately a half of them are integrated. The core of Romany people is unem-

ployed, while the employed represent approximately 8%. The sources of their living 

are: social benefits (40%), child allowance (38%), work without a contract (18%), 

contracted work (8%), and the rest is made up by the retired (4%).

Unsatisfactory location of the Romany on the labour market as well as their high 

rate of unemployment is significantly conditioned by their low education. Accord-

ing to M. Vašečka, the Slovak Romany’s education level is as follows: elementary 

education 48%, secondary school education without final exam 32.7%, secondary 

school education with final exam 6.5%, university education 0.6%, no education 

11% of Romany people. Education does not belong to the preferred values espe-

cially for the Romany of low or no education. 

A higher frequency of criminal behaviour is typical of those non-integrated 

Romany with low level of education and socialization. The ratio of the Romany 

population of the whole of criminality in the SR is featured in Table T1.

Table 1. The ratio of the criminal acts committed by the delinquents of the 

Romani descent in the whole of criminality in the SR

Years
The whole of crimi-

nality

Romany offenders

Number of acts %

1989 68,071 8,775 12.9

1990 69,872 10,334 14.8

1991 88,157 11,877 13.5

1992 109,060 12,652 11.6

1993 146,125 12,811 8.8

1994 137,713 13,058 9.5

1995 114,579 11,064 9.7
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At the beginning of the 90s, the Romany represented a half of the prosecuted 

and interrogated recidivists. The situation is even more serious for the Romany 

youth. While in 1989–1993 every seventh to tenth from among the whole popula-

tion committing a crime was a Romany, in the category of the juvenile (up to 18 

years of age), here already every fifth or fourth person was of Romany descent (this 

involves people prosecuted and interrogated, those recorded in the police statistics). 

When we divide this group of youth up to the group of children and juvenile 

delinquents, then it is clear that with a decreasing age the ratio of Romany people 

in a given file of delinquency raises. From among child delinquents (up to 15 years 

of age) every fourth was a Romani, and from among the juvenile offenders (15 to 

18 years of age) it was approximately “only” every sixth to fifth one. Children of 

Romany descent commit relatively more criminal or other punishable acts than 

Romany youth, and Romany youth commit relatively more criminal acts than adult 

Romany people (Zapletal, J. – Moulisová, M., 1994, p. 153).

Similarly, the structure of Romany criminality is different from the one of the 

majority of society. Delinquent behaviour is more frequent among children, 

juveniles and women than it is in the majority of society. Romany people take part 

mainly in moral criminality (sexual abuse, rape), in simple theft, burglary, and in 

violent criminality (murder, robbery, violation of personal freedom, various scrim-

mages, acts causing harm to health). A higher percentage of Romany criminality 

in the mentioned categories of criminal acts was not influenced by the change of 

the political system in 1989 (Matoušek, O. – Kroftová, A., 1998, p. 142).

A specific feature of Romany criminality is high involvement of children in 

criminal activities, namely in the activities of gangs that rob pedestrians as well as 

customers of mass-transportation services in metropolitan cities, or in robbery. 

Many instances that are registered in police records witness pre-school age children 

as co-offenders, misused for their smaller bodies able to get in through grilles and 

cellar windows more easily than adults.

Matoušek O. and Kroftová A. (1998, p. 143) list typical features of delinquent 

Romany people:

Years
The whole of crimi-

nality

Romany offenders

Number of acts %

1996 99,402 10,039 10.1

1997 92359 9847 10.7

Average 102,815 11,162 10.9

Source: The division of central police records, Ministry of the Interior of the Slovak Republic.
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•  big family with a lot of siblings, with a low income (half of these families have 

an income below the social minimum),

•  overcrowded flat, bad hygienic conditions, conflicts with neighbours in the 

residence,

•  lots of illiterate parents with unfinished elementary education,

•  neglected supervision of children,

•  repeated criminal activities of the adult members of family,

•  worse results in intelligence tests,

•  negative attitude to school, big problems with school results and with behav-

iour,

•  higher indicators of aggression as well as antisocial tendencies,

•  more frequent occurrence of restless behaviour, bad mood, low self-esteem,

•  non-calculated criminal activity, high influence of opportunities,

•  a high need for thrill resulting from the committed crime as well as a high 

need for approval by a group, frequent use of alcohol.

Heretik A. (1994, p. 168) in his book “Základy forenznej psychológie” (Basics 

of Forensic Psychology) characterizes every young Romany delinquent by the 

following four somatic features:

•  inadequate hygiene and nourishment, 

•  fair-sized level of corrupted sight and motorics, subnormal level of psycho-

motorics,

•  decreased working ability (up to ⁄ of boys),

•  high occurrence of organic or somatic defects (up to ⁄ of boys).

He further writes that in comparison with revisory groups of non-Romany 

juvenile delinquents there were more frequent sings of organic damage of the 

central nervous system. From among the personality attributes it is mainly emo-

tional instability and decreased ability to emotionally differentiate in various life 

situations, infantilism, increased suggestibility, and uncriticality. The findings in 

the intellectual sphere were more serious – 16% of the examined belonged to the 

category of heavy imbeciles, 24% to the category of intermediate imbecility, 

and 44% to the category of clear subnormal or light imbecility. It is obvious that 

psychosocial factors play a decisive role in Romany juvenile delinquency, family 

environment in particular. The reference group, from which they get their attitudes, 

is the Romany family or clan different from the majority of social environment by 

its moral code. Many defects of behaviour, such as theft, burglary, scraps, sexual 

intercourses with a juvenile, are not considered to be a violation of internal social 

norms; on the contrary, they are often positively valued. Within the Romany com-

munity, a prosecuted individual is often considered as a martyr, sufferer, not as 

a “black sheep”. A certain paranoid-hostile attitude towards the majority, which is 
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a result of ongoing century-long social conflicts, persecution, misunderstanding, 

takes an important part in the fostering of this blind alley (Heretik, A., 1994, 

p. 169).

The grounds of a higher occurrence of criminality within Romany people are 

mainly in the specifics of their way of life. In Europe, Romany people are looked 

at as an all-European non-territorial national minority, whose different way of life 

has caused intolerance of the majority throughout history; at the same time, the 

need for their social level improvement is always emphasized.

The strategy of the Slovak government to solve the problems of the Romany 

national minority, approved in 1999, reads, that “the Romany in the Slovak Repub-

lic represent a specific national minority, whose long-term disadvantaged position 

or even discrimination as to the possibility to implement their rights flows from 

their ethnic particularities as well as historic and social conditions. The fulfillment 

of the protection of the rights of the Romany minority and the auspices of state for 

their social and ethnic emancipation is not sufficient yet.” (Kačáni, D., 1999, p. 24). 

In spite of this statement, it is not possible to oversee the negative connotations of 

their insufficient adaptation that are manifested in their low hygienic life standards, 

in building illegal slum-like dwellings, incursions to forests and fields in order to 

steal, high birth rate that merges into a population explosion, (Romany people 

represent roughly 6% of the Slovak population, in birth rate, however, it is 16%. In 

some regions the rate is even higher, in Košice it makes approximately one third, 

in Gemer out of 10 from newborn babies 7 are of Romany descent), though gener-

ally the index of the birth rate after 1989 in Slovakia sharply decreases (Kačáni, D., 

1999, p. 25). For the contemporary period, what is typical is sharp growth of birth 

rate among Romany girls that are under 15 years of age. Quite often a paradoxical 

situation happens when neonates become “breadwinners” through social benefits 

of the state.

The Romany represent a differentiated minority group and in Slovakia, there are 

big differences among them as to the level of assimilation, education, way of living, 

and in other indicators. The Romany living in Romany hovel settlements are 

especially socially inadaptable, where a strong dependence on state care dominates 

over their low understanding of co-responsibility for  their fate.

High unemployment of the Romany in this milieu is a breeding ground for 

criminality, drug addiction, and prostitution as well as for other sociopathological 

phenomena.

Numerous negative factors can be linked to important criminogenic factors, 

such as the following:

–  a different system of norms and value patterns of a Romany family (e.g., a witty 

robbery of a non-Romany is considered a skill rather than a deplorable act),
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–  high occurrence of alcoholism in family when compared to non-Romany 

population,

–  a negative attitude to education that includes a high rate of truancy,

–  a low level of housing conditions,

–  non-economical use of financial means,

–  many neglected children, and the like.

The solution of the problems of the Romany national minority belongs to the 

priority tasks of the Slovak government. 

The strategy of the government of the Slovak Republic for the solution of the 

problems of the Romany national minority from the year 1999 (Kačáni, D., 1999, 

p. 25) is focused on the area of human rights, education and training of Romany 

people, the development of their language and culture, the solution of unemploy-

ment, housing, improvement of their social level, health support, and regional 

development. The need for an intensive solution of the Romany problems is the 

property of the Romani people, of the Slovak Republic, and of the unifying Europe 

at the edge of the third millennium.

As a positive step towards the solution of the Romany problems in Slovakia 

especially in terms of improving the educational level of the Romany ethnics can 

be considered the research task as part of the state commission of the Ministry of 

Education of the SR: “Upgrading the level of the Romany community through 

training of social and mission workers as well as assistant teachers”. The Pedagogic 

Faculty, MBU in Banska Bystrica, takes part in it. The upgrading of the educational, 

cultural and economic level of Romany people is an inevitable presupposition for 

the decrease of its level of deviant behaviour in society.
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Bullying, Mobbing and Bossing 
as the Types of Violence in Schools

Abstract 

This contribution deals with the problems of violence at schools and has mainly 

a theoretical character. We would like to focus on an essential term definition that 

will be supplemented with some research findings. Currently, violence at schools 

is concentrated mainly on bullying among students as repeated, intentional and 

violent behaviour oriented on other student or students, who have no capability 

or power to resist this behaviour. Mobbing is relentless and systematic vilification 

of other colleague or colleagues, intriguing and conspiring, smearing in a work 

group. Bossing is psychological terror in the workplace, when a superior – boss, 

bullies one or some employees. In Slovakia, the violence problem at schools is not 

altogether solved. All three violence types (bullying, mobbing and bossing) have 

one common attribute of negative consequences on victim’s physical and mental 

health. The school setting creates some possibilities for bullying, mobbing and 

bossing, too.

Key words: Bullying, mobbing, bossing, violence, school setting

We perceive violence at our schools as a complex problem, appertained to all 

social subjects in the school environment – students, teachers and school-manage-

ment. The violence indications include: teacher’s violence toward their students, 

student’s violence toward their teachers, mutual teacher’s and student’s violence 

and school-management’s violence toward teachers and students. According to M. 

Kohout (2004, p.7), violence in the school environment is a “socially established 

fact“, supported by a social and political context in every state. He also says that 

the development of certain factors related to state politics of education and forma-
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tion is linked to particular school management, which results in, for example, 

stability of the teching’ staff, teacher’s interest in pupils, clarity of school rules, 

management style, and the like. 

1. BULLYING 

School violence is currently orientated on bullying among pupils and students. 

According to D. Olweus (1994), bullying is a pattern of repeated aggressive behav-

iour with negative intent, directed from one child to another, where there is a power 

imbalance. As he states, bullying is a negative intentional harassing act, or person’s 

attempt to harass somebody. It can soon become an aggression. A bully’s main aim 

is to hurt and wound somebody or to incite person’s discomfort.

The term bullying describes a behaviour or action for the purpose of harming, 

threatening or intimidating another pupil, student or group of students. It is sys-

tematic and repeated violence toward other student (students), who has no capabil-

ity or power to resist this behaviour. Bullying includes physical aggression (beating, 

kicking, threats of violence, taking and damaging personal belongings, etc.), and 

verbal aggression (abusing, name-calling, threatening, humiliation, calumniation, 

etc.). Bullying has some indirect symptoms, for example ignoring or social aliena-

tion, leaving out of activities, etc.

Almost every school in our country has some problems with the germinal form 

of bullying (first bullying signs exist in the first grade of elementary schools and 

pre-schools). This form is ostracism, soft psychical types of bullying, where the 

victim is marginalized, disfavoured, indifferent, denied, being gossiped and does 

not feel good in his/her peer group.

The danger of bullying consists in consequences for both victims and aggressors. 

Victims with long-time bullying experiences show some actual neurotic symptoms 

like anxiety, fear from school and school-phobia, mental and physical disorders, 

etc. Victims are distressed by school setting, depressed, they often play truant, and 

their behaviour can result in suicide. 

Some of these problems last for a long time and turn into a chronic mental or 

physical illness. Juvenile aggressors often become marginal social group members 

and become young adult criminals more likely. If their aggressive behaviour is 

stopped at their early age, there will be a probability of reducing criminal behaviour 

in their adult life. The available literature informs about the bullying problem, types 

of aggressors and potential victims.

From the criminal law point of view, bullying represents an act of crime (it is 

applicable to secondary school students over 15 years of age), such as intimidation, 
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civil rights denial, oppression, abuse of health, damaging the belongings of a weaker 

person, robbery etc. Teachers knowing about bullying occurrence often do not use 

any effective strategy of resolving this problem; they are responsible and should be 

prosecuted for aiding and abetting of a crime. 

In 1996, P. Pöthe described cardinal bullying characteristics in his publication: 

“Child in Threat”, but the first systematic order of bullying behaviour appeared in 

1997 when Michal Kolář – a Czech specialist in the bullying problem, wrote his 

treatise: “The hidden world of bullying in schools”. The next publication on bully-

ing was by Pavel Říčan: “Aggressiveness and Bullying among Children” published 

in Slovakia in 1998. In 2001, the first and second edition of Michal Kolář’s “The 

Pain of Bullying” was published in the Czech Republic. This treatise has not been 

published in Slovakia yet.

Research findings in bullying

The problem of bullying has been focused by Slovak educationalists and psy-

chologists since the 80s, and there is an almost twenty year tradition of the problem 

solving. 

In 1988, M. Pavlovkin and M. Zelina (1988, pp. 60–66) did research into bully-

ing in secondary schools in Slovakia, namely in 77 secondary school dormitories 

in Slovakia. They found that 70% of dormitories have the bullying problem, some 

of the girl dormitories, too. In years 1986–1988, S. Kariková (1988) conducted 

full-area bullying occurrence research in all middle Slovakia continuation schools. 

The research had two stages, more than 20 000 first grade students were involved 

and 33% of the students had their own bullying experience in school. 

The existence of violent behaviour in schools (some specific types like extortion, 

abuse, physical aggression and torture) according to A. Langerová (1998) was 

affirmed by 59% of the students. The most frequent bullying behaviour occurs in 

elementary schools (80% affirming students), in grammar-schools (43%) and in 

continuation schools (52%). Then she found that the teachers using physical 

punishment were witnessed by 53% of the students, in our schools there are 26% 

of student bullying victims (33% in elementary schools and 20% in grammar and 

continuation schools). 8% of all the students affirmed witnessing of bullying situ-

ations at school and 40% of them do not intervene in bullying situations. 

Alarming information came from some researchers in 2000–2002 (Fencl, 2003). 

According to them 20% of children and adolescents under 18 are bullied by their 

classmates at school. According to recent information the most frequent place of 

bullying occurrence is a dormitory. In a dormitory, there is enough time and place 
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for bullying (students live in dormitories during a week period away from their 

family, there is weak educator control over the student free-time, there are older 

and younger students together uncontrolled in one place, etc.). 

In 2001, M. Flešková presented the bullying investigation in a grammar school 

and in continuation schools in Banská Bystrica and in Revúca (233 participants). 

According to their findings almost half of the grammar school students (48.5%) and 

80.6% of the continuation school students have personally experienced bullying. 

Some ways of bullying are similar, though violent extortion of some special services 

and threatening dominated in the grammar school and in the continuation schools 

they were of the same level as physical aggression. The most frequent bullying places 

in grammar schools are places right at school (classroom) and the most frequent 

bullying places in continuation school is dormitory, then the school. 

In 2003, M. Rychnavská (2003) realized an investigation in higher grades of 

elementary schools. According to her findings, 30% of elementary school pupils 

are bullied and 80% of these children face bullying at school regularly. The most 

serious ways of bullying in elementary schools are: hustling, gossiping, fighting, 

ridiculing and parents insulting, taking the snack, money or lunch tickets and 

pulling of books or exercise books.

In 2003, similar research was conducted by D. Kotrč (2004), research of bullying 

occurrence and bullying qualitative aspects in elementary and secondary schools 

in Kysucké Nové Mesto. According to the findings, 24% of the students have 

experienced bullying, while 70% of the students confirmed bullying occurrence at 

schools. The majority of them affirmed multiple bullying occurrence. Physical 

attacks, long-time derogative verbal attacks, intimidation and threats were the most 

frequent forms of bullying.

According to current research findings, the bullying occurrence in Slovakia 

ranges from 30% to 40%, and in the Czech Republic it is approximately 41% 

(Kolář, M., 2004).

Our research findings on bullying

In 2004, M. Šimegová carried out investigation into bullying occurrence in two 

continuation schools in Slovakia; she made an inquiry as to the number of bullied 

children, forms and types of bullying, the attitudes of teachers and educationalists 

to bullying. The main part of her investigation was getting information about 

young aggressors at schools, exploring aggressor personality – aggressiveness, 

anamnesis, finding out aggressors´ concept of aggressiveness and school violence, 

investigation into aggressors’ family background and parenting style, finding out 
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young aggressors´ attitude to school and dormitory in general. She focused on 260 

continuation school participants-students in Slovakia. 

According to her research the witnesses affirmed bullying incident occurrence 

mainly in dormitories. 31% of the respondents affirm bullying incidents in class-

rooms, 49% of the respondents affirm bullying incidents at school, out of classroom 

and 64% of the respondents affirm bullying incidents in dormitories. (T1).

Table 1. Bullying occurrence in school setting (N=260)

% of students affirming the occurrence 

Classroom 31.03

School (outside classroom) 49.36

Dormitory 64.06

The respondents answered a concrete question about places of bullying. 16% of 

them affirmed they were bullied in dormitory, 14% were bullied at school and 15 

% were bullied right in a classroom. All the students bullied at school were bullied 

in a dormitory, too. (T2).

Table 2. Bullying places (N=260)

victims  %

Classroom 39  15

School (outside classroom) 36  14

Dormitory 41  16

She found that students understand the bullying problem; the most frequent 

form of bullying is physical aggression, psychical or verbal aggression and taking 

away food and personal belongings, slurs, humiliation and threats. (T3).

Table 3. Bullying forms that students often face at school 

n %

Physical aggression 160 31.3

Psychical or verbal aggression 83 16.2

Taking away food and personal belongings 69 13.5

Slurs 54 10.6

Humiliation 47 9.2

Threats 27 5.3

Extortion 21 4.1
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The students were not able to take a stand on the question of the teachers’ and 

educators’ attitude to bullying; bullying is better handled by educators than by 

teachers; teachers do not apply any effective strategy to solve this problem. 

The aggressors are students of all grades; they are not only older students or high 

grade students. The majority of the aggressors live in cities, half of them would like 

to work in the branch they study, and this branch is the important main choice for 

half of the aggressors. Half of the aggressors are believers, another half are unbeliev-

ers. The aggressor’s family’s standard of living is equal to other students’, in some 

cases it is higher; no aggressor from a low family standard of living occurred. The 

majority of the aggressors were individuals from either one-child families or the 

youngest children in families; the parents of the aggressors were well-educated.

Using the FPI (Freiburger Personality Inventory), M. Šimegová found out that 

young school aggressors report a higher level of nervousness, spontaneous aggres-

sion, excitability, domination, and extraversion. It is supposed that these personal-

ity dimensions can represent the basis of pupil aggressive behaviour at school.

Monitoring the aggressor’s violence concept she found out they have a benevo-

lent concept of aggressiveness and violence they encourter at school. The valuation, 

assigned to particular aggressive acts, was quite low; the valuation of school vio-

lence in particular (Graph 1).

Using a parenting style questionnaire she identified that the aggressors´ parents 

vent negative emotions on their children and use inconsistent parenting. In general, 

negative emotional attitudes and inconsistent parenting are significant factors of 

aggressive behaviour symptoms. Family is the first most considerable element of 

the aggressor’s personality development and aggressiveness too. 

The aggressors more often changed schools because of their educational prob-

lems. It is supposed that a young aggressor behaves in the same way in any environ-

ment bullying younger and weaker students. Aggressors have negative attitudes to 

school and dormitory in general, half of them would like to change schools.

It is not possible to generalize all the research findings because of a weak research 

sample. It would be appropriate to investigate this problem in detail and use a larger 

research sample, and to compare an aggressors’ concept of aggressiveness and 

violence with a regular student’s concept.

n %

Harm 20 3.9

Torture 17 3.3

Ridicule 13 2.6

TOTAL 511 100
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We can assume that the causes of pupils’ aggressive behaviour should be searched 

for in particular dimensions of their personality and in the way of upbringing, too. 

The parenting featured by positive emotional attitudes, respect for a child’s indi-

viduality, and adequate parenting style can help eliminate a child’s aggressive 

behaviour.

The bullying problem in our schools is increasingly frequent and it is necessary 

to solve it. We should solve this problem from the point of view of understanding 

the aggressor’s personality. If we understand the aggressor’s personality, we will 

understand the bullying phenomenon and find effective resolving tools. The most 

important factor is the primary prevention of bullying occurrence at school. As we 

deem it, the presence of a school psychologist at school is very important. School 

psychologists acting as experts for juvenile social-pathological problems are neces-

sary at schools. 

The potentialities to solve bullying at the schools 
of the Slovak Republic

In Slovakia there are some primary prevention possibilities. It is important to 

mention, that every pedagogical-psychological counselling office provides for 

a specific prevention and intervention programme applicable at a specific school 

Key: Aggressors evaluated bullying situations in the scale 0–4
(0 = min. aggression, 4 = max. aggression)
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in case of bullying situations, using special literature as well as experience of experts 

in bullying. 

This part of our contribution will be devoted to the most frequent ways, preven-

tion and intervention bullying programmes, accessible to educators, educational-

ists, school psychologists and parents, too. All these strategies are accessible, but 

we have never encountered any case of their effective use at schools, therefore we 

have no information about their effectiveness:

1.  The pattern of integrated help according to M. Kolář (2001, 198) has eight 

parts:

a)  Pedagogical community that supports the immunity of school groups 

against bullying.

b)  Specific bullying programme as part of a school community. 

c)  Classroom community, as a higher level method, that has brought good 

experience in complex bullying therapy and in bullying prevention. 

d)  Professional services of the Ministry of Education, realized through 

pedagogical-psychological centres, educational centres, special-peda-

gogical centres, diagnostic centres, etc. 

e)  Cooperation with school and other specialists, as well as cooperation with 

non-government organizations involved in bullying prevention. 

f)  Help of governmental and area school offices in bullying prevention. 

g)  Control of school inspectors, of the Ministry of Education as well as of 

area school offices.

h)  Monitoring of the whole situation, safeguarding children’s rights by non-

governmental organisations. 

2.  Prevention methods according to P. Říčan (1998, pp. 59–75). The danger of 

bullying can be reduced through the application of principles that are profit-

able for a child’s mental and moral development while helping to create 

healthy relationships in family and at school:

a)  Teacher’s solidarity with weaker students as the principle of class leading. 

b)  Teacher should have authority support.

c)  Encouraging classroom and school democracy. 

d)  Ideological education. 

e)  Collaboration principle in education. 

f)  Child protection against media violence and pornography.

g)  Pedagogical supervision. 

h)  Working with potential aggressors.

i)  School bullying abatement. 

j)  Education coping with violence.
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3.  Bullying prevention programme created by the Pedagogical-psychological 

Centre in Banská Bystrica, I. Škodová (1998). The best bullying prevention 

is purposeful free-time spending during the breaks at school and out of 

school. If a student is engrossed in something, he/she will have no time and 

taste for excogitating to harm anybody. So, it is suitable to make more special 

interest activities and hobbies available for students during breaks and after 

school. This adapted programme was created in 1998, however, according to 

CPPS experts and methodologists, schools did not use any of the strategies, 

in spite of recommendations, until 2003. 

4.  The way to emotional maturity is a preventive and educational programme, 

Š. Matula (2003), and it can be applied in secondary schools, particularly in 

dormitories. This programme makes relationships among schoolmates better, 

encourages students’ incorporation with the classroom collective, reduces 

conflict incidence among students and changes children’s level of emotional 

experience. 

5.  Stop violence. “I am a subject of protection and freedom.” Žilinčíková (2000). 

This provides both theoretical and practical stuff for the issue of bullying 

aimed at giving first aid to bullied children; it contains main principles of 

bullying investigation, bullying intervention and prevention at schools.

6.  A student personality development programme focused on drug prevention, 

applicable for bullying occurrences as well, by V. Hybenová (1999). This 

programme contains a principal, theoretical part, and a practical, illustrative 

part. Through spontaneous sessions and experience learning it creates condi-

tions for high-quality discussions in groups, helps with concrete problem 

solving and finding best solutions, using peer-group work that differs opin-

ions and attitudes, encourages social learning, supports positive attributes 

and pro-social behaviour of participants; it also offers possibilities of self-

control, self-confidence and self-development, and encourages responsibility 

for one’s own decision making.

7.  Strategies of coping with bullying in the textbook called “Violence at school”, 

by Tholtová, Žuffová and Sučáková (2000). The authors focused on early 

identification of bullying and cases of bullying suspicion at schools; all 

described in step by step strategies. This textbook also contains some proce-

dures of working with aggressors and their victims (intervention), as well as 

the importance of the role of the pedagogue for handling school bullying. 

Besides the intervention, the textbook describes some principles of bullying 

prevention activation, child’s personality shaping, and procedures that use 

group work during lessons, and practical themes for group work. 
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8.  Programmes focused on self-understanding, drug addiction intervention, 

and methodological textbooks such as:

–  Kašparová Z., Houška T., Uhereková M: “Ako poznám sám seba?” It is 

applicable to 6th and 7th grades of elementary school, 2nd and 3rd grades 

of 8-grade grammar school. 

–  Zelina M., Uhereková M.: “Ako sa stať sám sebou?” It is applicable to 1st 

grade of secondary school and 5th grade of 8-grade grammar school.

–  Zelina M., Uhereková M.: ”Ako byť sám sebou?” It is applicable to 2nd 

grade of secondary schools and 6th grade of 8-grade grammar school.

–  Zelina M.: “Ako sa stať sám sebou? – Ako byť sám sebou?“ applicable to 1st 

and 2nd secondary school grades and 6th grade of 8-grade grammar 

school.

2. MOBBING

The problem of mobbing – victimization in the workplace – was recently 

focused on in our conditions as well. Mobbing and hazing in the workplace has 

been a subject of attention of Anglo-Saxon and Nordic experts since the 90s of the 

20th century. According to M. F. Hirigoen (2002), the word “mobbing” is derived 

from “mob” that means crowd or throng. Mobbing is relentless and systematic 

vilification of other colleague or colleagues, which means intriguing and conspir-

ing, smearing in work groups, etc. Mobbing can reach some soft forms like bully-

ing, or more serious forms like organized psychological terror in the workplace. 

According to B. Huber (1995), mobbing takes place when a person is mobbed 

systematically and for a long time. In general, mobbing has some frequency, it 

occurrs minimally once a week for a period of at least half a year, committed by 

one or more persons in a work group. H. Leymann (2004) describes mobbing 

symptoms in the following categories:

1.  A person collaborates in attacking somebody by using constant negative 

criticism, by gossiping, teasing, etc.

2.  A person attacks a victim’s social relationships by dis respecting or ognoring 

him/her.

3.  A person attacks a victim’s social dignity by spreading rumours.

4.  A person attacks the quality of a victim’s work, keeps secret some important 

information.

5.  A person attacks a victim’s health by using verbal threats of violence or sexual 

harassment. 
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Mobbing means excluding of a victim from the work group, and it exposes 

him/her to extreme social stress. One of the consequences is leaving the workplace; 

but the victim shows consequences that can be characterized as follows:

•  Mental symptoms – depression, sleep disorders, doubt in oneself and uncer-

tainty, and anxiety, which can lead to suicide.

•  Psychosomatic symptoms – heart disorders and blood circulation disorders, 

clasped breathing, head and back aches, dermal disorders, digestion disorders.

Some consequences are related to personality changes, while the teacher’s per-

sonality is emphasized in humanistic psychology to be a normal and mentally 

healthy personality. The teacher’s personality is considered to be the most impor-

tant phenomenon of education; for students he/she is a model of behaviour and of 

quality performance. 

New graduates are high risk mobbing victims because they have no professional 

or social experience yet; another endangered groups are newly employed teachers, 

handicapped workers (having some physical handicap of external appearance, 

ethnic differences, different religious or sexual orientation), gender differences in 

a typically female or male collective, differences in education and better work 

performance, popularity with the boss, work group composed mostly by same 

gender people, etc.

We have not found any relevant information about mobbing occurrence in 

Slovak workplaces. According to some Internet sources of the European Union 

Study (Burilová, H., 2004) 8.1% of workers complain about mobbing in the work-

place; according to the outcomes of the research conducted in Germany, Austria 

and Switzerland, 46% of the workers are mobbed; in the Czech Republic 16% of 

the research respondents were mobbed. We have not found any research informa-

tion about mobbing occurrence in school setting and any research into mobbing; 

in spite of this we suppose that new graduates – teacher beginners are more mobbed 

by older colleagues and it will be more common if they apply new education styles 

or teaching tools menacing older styles and tools used before. Just mobbing is more 

often frequent in female collectives (typical of school setting); this type of mobbing 

among women includes ridicule, vilification, permanent criticism, spreading of 

rumour and making nonspecific innuendos. 

3. BOSSING

The term bossing is characterized by psychological terror in the workplace, used 

by a senior executive (the boss) to bully the subordinated (employees). According 

to P. Beňo (2003), Norwegian psychologist S. Kile is the author of this term; he 
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applied it to “systematic bullying by bosses” and this problem is the youngest 

researched field of violence and bullying investigation. Bossing is a modification 

of bullying, because of the existence of similar characteristics. Because of that, we 

can perceive these terms as overlapping, but not as synonyms. 

Characteristic features of bossing are:

•  Boss holds some important information needed for an employee’s perform-

ance, which creates stress situations and the employee is predisposed to fail 

or to make a wrong decision. 

•  Boss uses administrative steps to reappoint employees usually to do inferior 

works. Subsequently the employee loses interest in work.

•  Employee is overburdened by assigned tasks which are useless, all the time 

new and beyond his/her duties, competence and abilities, which again leads 

to stress situations.

•  Employee is unduly and unjustifiably criticized by the boss, the unduly criti-

cism can lead to the employee’s doubt in himself/herself, it decreases his/her 

self-confidence and finally leads to apathy and resignation, possibly to leaving 

the workplace. 

According to German psychologists D. Zapf and H. Leymann (1996), bossing 

is a consequence of poor self-confidence of the boss, as well as his/her inferiority, 

uncertainty, insufficient managing competence and ability to lead. 

Our research findings in mobbing and bossing

S. Kariková (2003) did a research focused on discovering teacher’s attitude to 

the teaching profession; the research sample consisted of 99 respondents – first 

grade elementary school female teachers. Some of the questions were concentrated 

on relationships in the workplace; because of that we present the respondents’ 

answers related to the problem of this contribution. The results were compared 

based on the length of work experience; the teachers were divided into three 

groups: the first group was consisted of beginner teacher (N – 27), the average work 

experience length was 3.2 years; the second group (N – 36) consisted of teachers 

with average work experience of 11.4 years and the third group (N – 36) consisted 

of teachers with the longest average work experience, i.e. 25.13 years. 

The respondents answered on the scale of bipolar assertion, while the 5–value 

meant the strongest consent and 1 meant the weakest consent to the assertion. The 

variation significances among the groups were examined using the Kruskal’s and 

Wallis’s H-test. 
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Table 1. Relationships’ quality in the workplace

1st group 2nd group 3rd group

Help from colleagues 4.66 4.36 4.22*

Professional conversations 4.25 4.55 4.55

School management 4.11 4.41 4.33

School climate 2.77 2.36 2.44

According to the findings we can state that the teachers perceive the relation-

ships in the workplace as good (chiefly the relationships among colleagues), in spite 

of the significant worse perception of the colleague’s help by the older teachers. 

By school-wide climate evaluation we found that this value shifted toward the 

continuum middle, which means that the respondents do not take an unambiguous 

positive stand on this factor. 

Table 2 The reasons for leaving the school 

1st group 2nd group 3rd group

Better school management 2 2.67 2.56

Better colleagues 2.43 2.62 2.65

Better school climate 2.67* 2 2.5

According to the quitting reasons evaluation, the potential reasons are not linked 

to negative school-management or negative relationships among colleagues. The 

school climate is again perceived as worse, particularly in the first group of begin-

ner teacher. 

In response to the direct question about staying at school, 25% of the teacher 

beginners consider leaving the school, in spite of the fact that they would like to 

continue teaching, but in a different school. Only 8.5% of the respondents from 

the second group would like to quit the school and the most stable group is the 

third one, the group of older teachers, because no one considered leaving the 

school. The youngest teachers’ attitude to leaving the school in comparison with 

the older teachers is not coincidental; they consider overall school climate as the 

most important reason to leave. 

Because this research was not directly oriented at mobbing and bossing, we 

subsequently carried out a survey focused on direct mobbing and bossing in the 

school environment. We addressed 48 first grade elementary school female teach-

ers with 8.1 years of average work experience. The teachers were asked two ques-

tions by means of an anonymous questionnaire:
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1.  Are there any signs of mobbing in your workplace?

2.  Do you know any colleague or colleagues who left the school because of 

mobbing?

The results were unambiguous, which means that 70% of the teachers had an 

experience with mobbing in their workplace and 42% personally knew mobbing 

victims – colleagues who left the school because of mobbing. 

According to these findings we can note that global school-climate related to 

reciprocal relationships between teachers and school-management is not perceived 

in a positive way and mobbing is occurring in our schools.  

The potentialities to solve mobbing and bossing 
in the Slovak Republic

According to the information published on some Internet websites, every ninth 

worker in the Slovak Republic is a victim of bossing and in the Western Europe states 

it is every nineteenth worker. Because mobbing and bossing in Finland and in 

Sweden caused 5%-share of suicides in these countries, they passed anti-mobbing 

and anti-bossing laws. Similarly, other countries of the European Union have created 

specialized workplaces and organisations focused on help to the victims of mobbing 

and bossing (in The Czech Republic it is the “Český helsinský výbor” and a civil 

association called “Práce a vztahy“, which deals with the initiatives from schools), 

but there are no similar organisations or associations in the Slovak Republic. 

According to the Labour Code (labour-law), the employee discrimination is 

forbidden (it is also secured by Anti-discrimination law valid since July 2004), and 

this law defines administration of law and civic duties followed from law-labour 

relations, which must be in accordance with morals and nobody is allowed to 

exploit these rights for the purpose of harming other law-labour relation partici-

pant. In spite of it, this paragraph is probably not respected in practice. Similarly, 

the paragraph declaring that nobody will be victimized if he/she files a complaint 

or brings an action (or criminal prosecution) against other employee or employer 

(boss) for victimization in the workplace. This paragraph is not respected in 

practice, either, as we see the information about submissions of initiatives to 

Ombudsman’s Institute. The problem of mobbing and bossing has occurred in 

more than 5,000 initiatives from legal and natural persons only twice and only one 

of these two initiatives has been related to school environment. 

Provided we would like to solve this problem right in the school environment, 

it is possible to apply under-graduate teacher studying programmes and post-

graduate studying programmes offered by the faculties of education as well as other 
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involved organisations like methodological and pedagogical centres, pedagogical-

psychological counselling sites, and the like. Programmes should be focused on:

•  School management style problem;

•  Assertive behaviour training and conflict situation solving;

•  Coping with stress and mental-hygiene training;

It is essential to elaborate the legislation, to define the terms of mobbing and 

bossing in the workplace and incorporate them into the Code of law and School 

code.

According to administrative remedies teachers should be informed about filing 

a potential complaint. Teachers should make use of psychological consultancy at 

school where a school psychologist is also participating. One of the school psy-

chologist’s work competencies is solving conflicts among school employees. 

Conclusion

Based on the information in this contribution we assume thebullying, mobbing 

and bossing as a serious problem of current interest in the school environment for 

the following reasons:

•  School environment creates a place for bullying, mobbing and bossing; these 

types of violent behaviour in the school environment are understood as an 

overlapping, mutually linked and interacting phenomenon; bullying occurs 

among students, mobbing occurs among the teaching staff, and it overlaps 

with the term of bossing related to the work group where employees are bul-

lied by their boss (teachers are bullied by their headmaster);

•  In Slovakia, the violence problem at schools has not been solved. It would be 

interesting to find out some inter connections between bullying, mobbing and 

bossing in the school environment. Nowadays we request that the Ministry 

of Education of the Slovak Republic to bestow grant-in-aid within the VEGA 

research project for the investigation into the bullying, mobbing and bossing 

impact. We would like to answer the question: Will there be a bullying prob-

lem among students at schools if mobbing behaviour occurs at this school? 

We assume the existence of mutual links between the occurrence of this 

phenomenon at school;

•  All three violence types (bullying, mobbing and bossing) have one common 

attribute of a negative influence on a victim’s physical and mental health;

•  These consequences also represent economic losses by mobbing and bossing, 

caused by decreased performance, incapacity to work, treatment costs, 

turnover, etc.;
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•  Negative bullying consequences of a victim’s and aggressor’s psycho-social 

development; school is responsible for optimal development of a child’s per-

sonality and is obliged to prevent all signs of aggressiveness;

•  Sense of individual security is an inevitable condition of productive environ-

ment; schools should create a social climate like this;

•  School environment creates place for mobbing (because of female teaching 

staff and more intensive emotionality); the school environment creates a place 

for bossing by means of hierarchical position arrangement as well as by regu-

lations and rules of dominance;

•  Victims of mobbing and bossing fear to solve their problem because of layoffs 

(currently the number of teachers is being reduced due to the number of 

students, school displacement, small school decline, etc.)
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Life Orientations of the Polish Rural Youth

Abstract

The presented study aimed at diagnosing the current situation of rural youth life 

orientations. The theoretical perspective, which I adopted for interpretation of the 

examined phenomena, is an emancipative education theory. The picture of life 

orientations presented by rural youth is not satisfactory. The prevailing form of 

preservative orientations (in particular a conformable orientation) among substan-

tial group of the examined middle school students entitles us to state that there are 

many mechanisms and factors which are of importance for the quality of distin-

guished life orientations. This is a fact that brings worry from the point of view of 

the present situation, in which the prevailing part of rural inhabitants is. Inability 

to achieve emancipation by a decidedly larger part of rural youth generates a risk 

of expanding marginalization of that social group. This youth do not have a chance 

for changing their difficult situation just at the starting point into adult life, mostly 

due to the preservative orientation they represent.

Key words: life orientations, emancipation, rural youth.

Introduction 

Life orientations of a human being are a resultant of knowledge and experience, 

which she/he has been gaining in her/his life until now. They are being shaped in 

a particular social, economic, cultural and political context of the environment in 

which a given human grows, thus they can not be examined without taking into 

account those circumstances. Repeatedly, they find their reflection in the con-

sciousness of people who experience them. 

Małgorzata Mikut

Poland
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The youth is a social group that assumes critical attitude towards all events in its 

close and distant reference circle due to specific character of the period, in which 

it lives. Their orientations are the most sensitive indicator of public feelings and 

changes that take place, therefore there is a need to recognize them. The rural 

environment is a specific place, in which its inhabitants have been experiencing 

radical transformations and consequences connected with them during the last 

several years. They could not be left without an influence on the perception of own 

life, in particular by its young inhabitants. While being aware of it, I would like to 

identify orientations that are presented by rural youth, and first of all to answer the 

question whether they are able to shake and cross the existing social order con-

sciously or enter its system uncritically. It seems to be essential thus to pay inves-

tigative attention in particular to the feelings of the young rural generation, 

treating them as an indicator of social changes.

What is a life orientation? I have assumed that this is a dynamic individualistic 

disposition of the subject, which is characterized by competence for expressing 

a relation (attitude) to different spheres of life and her/his own self, and compris-

ing a subjective idea of the potential picture of her/his own life, which the subject 

presents by verbalizing her/his own living goals, their reasoning and showing 

expected conditions for their realization. 

I have also carried out my own classification of life orientations on the basis of 

their dichotomy division, i.e. into emancipative orientations (for changes) and 

preservative orientations (for attitudes). Among emancipative orientations I have 

distinguished a perfectionist orientation and an innovative orientation. On the 

other hand, among preservative orientations I have distinguished the following 

types: conformable, withdraw-able, hedonistic, and inert orientations. Considering 

the notional category defined by myself, I have undertaken an attempt to identify 

the specified forms of life orientations acquired by the rural youth examined. To 

this end I carried out a survey in 2001–2002 among 510 third-grade students of 11 

middle schools from Western Pomerania province (Poland). The theoretical per-

spective, which I adopted for interpretation of the examined phenomena, is an 

emancipative education theory (Czerepaniak – Walczak, 1995). To qualify the 

declared and/or manifested forms of life orientations of the examined youth, 

inquiry questions were used as well as unconstrained opinions of the examined 

students in their letters to class-mates.
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Life orientations of rural youth – a real picture 

When analyzing the opinions obtained from the examined students, I obtained 

a different picture in respect of orientations declared and those manifested in 

reality. The declared orientations are these, which the subject wishes to realize 

considering her/his acquired own value system or by reason of their approval by 

her/his nearest social surrounding, which may exert a pressure on her/him, but 

which she/he cannot realize for various reasons. A situation, when a given person 

declares a wish to realize certain orientations but cannot realize them due to a lack 

of suitable competence to do so or certain objective limitations, may serve as an 

example. On the other hand, the manifested orientations are ones that the subject 

indeed implements into life. Moreover, after analyzing the study material, a mixed 

orientation was distinguished among the manifested orientations, which means a 

lack of a strict, explicitly determined attitude of the subject to own life. This picture 

is presented in Table 1.

Table 1. Distribution of life orientations 

in middle school students examined (in %)1.

Form of orientation

Middle school examined

 Declared 

orientations

Manifested 

orientations

Perfectionist orientation is expressed by conscious, courageous 

aspiration of the subject after acquiring perfect, ideal functioning 

by acting in a given sphere. The adoption of that orientation is con-

nected with the respect for proficiency, excellence, joy of acting, 

overcoming limitations and solving problems. This is a disposition 

of the subject, which is characterized by the possession of explicitly 

defined and considered living objectives and specified conditions 

for their realization.

58.23 17.45

Innovative orientation is expressed by conscious, critical rejec-

tion of dependence and limitations; it is connected with making ef-

forts and trying to liberate. It is characterized by the adoption of 

one’s own alternative ways of behavior, different from those offered, 

and by breaking through and rejection of stereotypes with the aim 

to introduce qualitatively new states. This is a disposition of the 

subject, which is characterized by large creativity, positive attitude 

towards work in various spheres of social life and openness to new 

experience.

12.35 7.25

1 Thick bordered area presents emancipative orientations. Certain forms of life orientations are 

modified life models used in the studies of T. Hejnicka-Bezwińska (see 1997, p. 58–61).
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Such a divergent picture of life orientations was obtained by T. Hejnicka-

Bezwińska (1999, p. 79-81) in studies on 14-16 year old youth. The author shows 

that separation in empirical studies of preferences from choices in respect of life 

orientation is well-founded in that (…) preferences (in that case declared orienta-

tions) are indicators of the reality perceived subjectively, finding their cultural and 

social justification in approved and rejected life models of a particular community. 

They cannot be adopted, however, as the sole indicator of life orientation of the 

examined due to differentiated and subjectively perceived social and psychic 

conditions of an individual and to the phenomenon of social pressure in choice 

situations (op.cit., p. 77). 

Form of orientation

Middle school examined

 Declared 

orientations

Manifested 

orientations

Conformable orientation is expressed by readiness and obe-

dience to meet social expectations, and by manifestation of de-

meanour admitted commonly to be adequate and desired without 

becoming aware of a subject’s own role in arranging the existing 

order; in the behaviour, it is manifested by referring to arguments 

that “this has been always that way and should remain” or “this is 

good and safe as it is”.

1.18 34.31

Hedonistic orientation is expressed by a “here and now” disposi-

tion, agreement with the world “as it is”, and dislike for all endeavours 

and activities in support of changes. Easy and pleasant life without 

stresses and conflicts is valued as well as aiming at satisfaction of 

desire for material goods and disposition to immediate bonuses.

9.41 27.84

Withdrawable orientation is expressed by a tendency to avoid 

choice situations, not running into conflicts with other people and/

or showing low value of a given situation. The withdrawal of the 

subject from social activity is connected with negative valuation of 

the external world and possibilities to change that state. Submission 

to the existing standards “for the sake of peace” is an expression of 

adopting that orientation. 

17.84 6.67

Inert orientation is expressed by a passive disposition to life de-

prived of active motivation, and is characterized by indifference and 

aversion to the surrounding, and even to one’s own life.

0.78 0.39

Mixed orientation is expressed by manifesting different forms of 

orientations mentioned above in particular spheres of life, e.g. per-

fectionist orientation in professional life and conformable orienta-

tion in family life. 

— 6.08

TOTAL 100.00 100.00
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I would like to stress that the last of the phenomena mentioned above, in par-

ticular in a rural environment, affects strongly the choices of its inhabitants above 

all. In this respect, the specificity of that environment is symptomatic: its her-

meticism, behavior of inhabitants that are repeatedly based on stereotypes, preju-

dices, a low sense of one’s own performance, life style and mentality with limited 

responsibility, poverty culture – these are the features which result from many 

limitations, both subjective and those connected with a territorial location and 

social-economic situation, derived from the studies carried out by many authors 

(cf. Pielkowa, 1997, p. 16; T. Pilch, 2001, p. 73; Niedzielski, 2001, p. 12; Karpacki 

A., 2002, p. 12). These two phenomena generate different distribution of life ori-

entations declared and manifested by the examined and they are reflected by the 

prevalence of the conformable orientation in the examined youth (Table 1). The 

opinion adopted in the paper may be confirmed by the distribution of the life 

orientations acquired by the examined according to sex. The obtained picture of 

life orientations of the examined youth according to sex is presented in Dia-

gram 1.

Diagram 1. The distribution of life orientations 

of the examined according to sex (in %) 

0
5

10
15
20
25
30
35
40
45

hedonistic

withdrawable

perfectionistic

innovative

conform
able

inert
m

ixed

boys
girls

The presented distribution of life orientations of the examined according to sex 

shows distinct differentiation. In the girls, among the manifested life orientations, 

the conformable orientation prevails, which is presented by almost half of the 

examined girls (41.63%), whereas the perfectionistic orientation is manifested by 

more than every fifth examined girl (22.68%). On the other hand, in boys leads 

hedonistic orientation (40.66%), and every fourth examined boy manifests the 

conformable orientation (26.14%). The girls present the emancipative orientation 

almost twice more often than the boys. The reasons for larger conformity in girls 
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may be suspected in conventional treatment of students at school. K. Konarzewski 

showed that first grade female teachers had a tendency to assign tasks for boys and 

girls that are in conformity with the conventional conception of sex roles. They 

assing tasks to schoolgirls, in which they may show their zeal in fulfilling expecta-

tions of adults. This way they restrain self-dependence, even in girls who learn very 

well, and fortify the attitude of subordination to interpersonal relations and 

authorities (1995). In many social groups it is considered that diligence and good 

school results are “good for girls”, and a boy who learns well is often called pejora-

tively a “crammer” or “toady’ in some circles (Manual, 2000, p. 51). This tendency 

explains also the phenomenon of larger perfectionism in girls. On the other hand, 

boys’ hedonism may also have its source in conventional treatment. Social consent 

to a pleasurable and playful style of life in boys has been observed repeatedly; they 

are also expected to do than less girls. The studies of E. Mandal showed that parents 

and teachers show larger tolerance range to the lack of school successes and dili-

gence in boys. The consequence of these stereotypes is attitude of surrounding; 

(…) boys are not treated worse, whereas poor learning and unsatisfactorily diligent 

girls are affected by more social sanctions (2000, p. 51). The obtained picture may 

suggest that a tendency to sustain these stereotypes is still present in the rural 

middle school environment.

Apart from sex, I adopted school results, residence and socioeconomic status of 

families as the factors that differentiate life orientations manifested by the examined 

youth.

In order to analyze the veracity of the adopted assumptions, I used Pearson’s 

chi-square test of independence. The calculated chi-square values, which will be 

used to verify relationships between the mentioned variables, are presented in 

Table 2. 

Table 2. The correlation between manifested life orientations of the examined 

and selected variables2 . 

Variables
Calculated 

value

Degree of 

freedom 

[df]

Significance 

level 

Critical value 

chi-square

Manifested orientations and school 

results
123.098 30 0.05 43.773

Manifested orientations and the 

residence
8.698 6 0.05 12.592

2 Thick bordered areas point to a statistical correlation between variables.
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The calculated chi-square values prove that the factors which differentiate life 

orientations manifested by the examined youth are school results and mother’s 

education. Thus, there are grounds to reject the null hypothesis and the statement 

that a statistically significant correlation exists between the adopted differentiating 

variables (school results and mother’s education) and life orientations manifested 

by the examined. On the other hand, there are not grounds to reject the null hypoth-

esis between other adopted differentiating variables and life orientations manifested 

by the examined since a statistically significant correlation does not exist.

The obtained empirical data allow to show regularities. The higher the average 

school score in the examined, the more frequently emancipative orientations 

(perfectionist and innovative) are manifested and the less rarely preservative ori-

entations are manifested, in particular hedonistic and conformable ones. In this 

place one may conclude that the acquired comprehensive knowledge determines 

a critical attitude of the examined to their own self and existing reality, and brings 

about the need for change. Also the level of mother’s education differentiates clearly 

the manifestation of life orientations by the examined3 . The findings allowed to 

observe these correlations: the higher the mother’s education, the more frequently 

orientations for changes are manifested. In both cases the correlation of variables 

is directly proportional. When taking into account that a substantial part of the 

Variables
Calculated 

value

Degree of 

freedom 

[df]

Significance 

level 

Critical value 

chi-square

Manifested orientations and 

numerous sisters and/or brothers
27.957 24 0.05 36.415

Manifested orientations and the 

mother’s education
39.805 24 0.05 36.415

Manifested orientations and the 

father’s education
34.233 24 0.05 36.415

Manifested orientations and the 

economic status of mother
15.526 12 0.05 21.026

Manifested orientations and the 

economic status of father
13.031 12 0.05 21.026

3 Explanation of such a correlation may be the results obtained by Krystyna E. Siellawa-Kol-

bowska, who stated that mothers talk with children more often than fathers and have better relations 

with them than fathers. Talks of the youth with mothers refer relatively frequently to future plans 

(cf. 1999, p. 139–140). Thus, close relations that connect children with mothers can be conducive 

significantly to developing a specified type of life orientation in the youth.
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mothers of the examined youth have a secondary education (39.4%) and vocational 

education (36.9%), it is possible to talk about moderate opportunity for changing 

the situation among the young rural generation.

One more variable is worth indicating here which, however, is not significant 

statistically in the general picture of life orientations, manifested by the examined, 

but significant in respect of emancipative orientations - this is father’s education. 

The obtained results allowed to include the following correlation: the higher the 

father’s education, the more frequently perfectionist and innovative orientations 

are manifested among the examined, i.e. emancipative orientations. A paradox is 

thus the fact that there is a large group of the examined who manifest conformable 

orientation (61.81%), the fathers of whom acquired a higher education. The expla-

nation of that phenomenon may be a supposition that fathers who acquired 

a higher education present attitudes (authoritarian, directional) that require sub-

ordination and fulfilling their expectations from their own children, or they affirm 

the consent to “here and now” acceptance.

From the point of view of the analysis of other distinguished variables that dif-

ferentiate life orientations of the examined youth, it is necessary to indicate those 

which are essential for emancipative orientations. As concers the innovative ori-

entation, it was manifested twice more frequently by middle school students living 

in the place where the middle school is located than those living outside that place, 

and to a greater extent those, whose mothers have a regular source of income and 

fathers do not have any income (over three times more than in the examined group 

with fathers having a regular income) and those who have two sisters and/or broth-

ers. The explanation of the correlations may be a supposition that situations forcing 

the youth to solve problems are conducive to developing the innovative orientation. 

Such a problem situation is certainly a difficult economic situation of the family, 

in particular when the father does not provide any income to the family (who 

usually earns more money than the mother) as well as having two brothers and/or 

sisters. It is highly probable that the youth brought up in a family repeatedly face 

the necessity of choosing alternative solutions in case of difficult situations and 

forced to distribute obligations and participate in keeping the family. This of course 

constrains the subject to evaluate critically the situation in which she/he is and to 

seek alternative ways of withdrawal from the existing situation, however it should 

be presumed that these solutions can be found through different experiences from 

the closest surrounding, including experiences provided by a middle school (as an 

element differentiating environments into local and external). Probably the youth 

living in the place where gymnasium is located have a possibility to take advantage 

of a larger quota of offers, which are proposed by the school to its students, than 

those not-resident.
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On the other hand,the correlations between the distinguished differentiating 

variables and perfectionist orientation manifested by the examined present them-

selves slightly differently. Those who live outside the middle school prevail in this 

group environment, they are am only child (nearly every third in the group of the 

examined) or have one brother or sister (every fifth in the group of the examined), 

and their parents have a higher education and a regular income. When trying to 

find an explanation for that tendency, I draw a supposition that not-resident stu-

dents, due to the “extraneous” environment (i.e. in which they do not live), feel 

a greater need to work hard and improve themselves, wanting to “pay their footing” 

and present themselves well in the school circle. Moreover, such an attitude is 

favoured by patterns transmitted by parents. It is highly probable that parents with 

ahigher education have multiform and content abounding life orientations, which 

they want to develop in their own children, and their good and stable financial 

situation allows them to satisfy needs and interests of all family members. Moreo-

ver, the family sizeis statistically significant for having perfectionist orientation; if 

there is one child in the family, it is possible to give him/her more attention than 

when there are more children. All the variables are connected with acquiring by 

the subject a high score in learning and are conducive to achieving a sense of 

performance in improving her/his own self and the surrounding, as well as of 

becoming convinced about her/his own influence on events.

In the face of the tendencies outlined above, there is a need to show the sources 

of life orientations of a particular form manifested by the examined youth. An 

explanation of that can be the responses of the youth to the question: Do you try 

to adapt to the expectations of your surrounding? Give reasons why. I begin with the 

presentation of the answers furnished most frequently by the examined, which 

characterize preservative orientations; here are the most typical statements:

“If my mother tells me to study, I do. I do not want to be a person who is not able 

to do anything. I try to adapt to the expectations of my surrounding since I live and 

stay in that surrounding”; 

“Because one should behave the way the larger group of people (colleagues) 

behaves at school;

“Since all call for being a good friend, aunt, sister, schoolgirl or neighbour”; 

“Because I want to be better seen and liked, etc.”; 

“I do everything to be accepted by others, I do not want to be rejected”; 

“Because if I were different from others, they would make fun of me and 

I would not be accepted in their group”; 

“Because I do not like to be alone, everyone needs company”; 

“Yes, this is my parents who mobilize me to learn better, this is them who 

implant in me that this is for my good”; 
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“Because if I were be different from the group, I would not be accepted”.

Basing on the statements of the examined youth cited above one may draw 

a conclusion that the prevailing reason for adopting the preservative orientation 

among the youth is their orientation on the group’s acceptance. Meeting the sur-

rounding’s expectations is connected with social acceptance. Such a reception of 

the nearest social circle may demonstrate a low self-evaluation of that group of the 

examined, unawareness of their due rights, as well as staying at the stage of Kohl-

berg’s conventional level of moral development, which precludes preservation of 

autonomy of the individual. Moreover, intolerance of the nearest circle to dis-

similarity and different nature is also manifested in the statements. A lack of 

positive experience among the youth in that respect leads to uncritical subordina-

tion to the existing social order, which is not conducive to emancipation. The cited 

statements seem to confirm the characteristic of inhabitants from the rural envi-

ronment, who are repeatedly characterized by hermeticism and inflexibility in 

thinking, prejudices and stereotypes and by a lack of acceptance for novelty and 

different nature. The sources that allow the youth living in such an environment 

to preserve their inner autonomy are worth knowing. They are presented below by 

typical statements of the examined:

“Because I will always have my own opinion and can only exchange my 

views with friends, and I do not change myself because others have differ-

ent views”; 

“I try to be myself; the surrounding does not exert such an influence on me 

that I am to change myself ”; 

“Yes and no, yes - because I want to be responsible, etc.”

“No - there are these, who expect absurd or impossible things”; 

“The surrounding should accept me as I am. If I behaved differently, I would 

not be myself ”; 

“I want to be unconventional, and not as the whole rest of us”; 

“No, because when adapting to the surrounding I can lose my own opinion 

and stop being myself, I will not be natural”;

“I am myself for myself, some may like it, others not, but I do not have any 

intention to change myself for anybody, only for myself, if so”.

Basing on the statements cited above a conclusion is suggested that the source 

of the emancipative orientation among the youth is their sense of their own 

value and the high self-esteem resulting from that, which allows to preserve 

autonomy. Moreover, a critical attitude to the existing order is exposed in these 

statements as well as the attitude to consciously go beyond traditions determined 

socially; through this the youth achieve the area of subjective freedom and 

emancipation.
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Results achieved at school by rural youth are statistically significant variable that 

differentiates life orientations manifested; the largest group of the examined with 

perfectionist and innovative orientations were students with high mean school 

score. One may suppose that knowledge and experience acquired during studying 

at school participate clearly in developing emancipative orientations among the 

youth.

Conclusions 

The performed analysis of the findings makes it possible to conclude that the 

picture of life orientations presented by the rural youth is not satisfactory. The 

prevailing form of preservative orientations (particularly a conformable orienta-

tion) among the substantial group of the examined middle school students entitles 

us to state that there are many mechanisms and factors that are of importance for 

the quality of the distinguished life orientations, which is demonstrated by their 

distribution differentiated by specified variables. In particular, a difficult family 

socio-economic situation of the examined (unemployment of parents, their low 

education level and numerous sisters and/or brothers) impedes the attainment of 

autonomy by them and the curious and critical attitude to their own self and dif-

ferent life spheres. The result of this is the phenomenon of being jammed (empha-

sis of M. Mikut) in specific conditions (poverty among the substantial part of 

village residents, unemployment, numerous families, sociocultural marginalization 

of rural environment) and incompetence in changing that situation, which is 

manifested by uncritical duplication of accepted behaviour, indifference of the 

subject towards her/his own life creation, and by avoiding responsibility for her/his 

own actions.

This is a fact that brings worry from the point of view of the present situation, 

in which the prevailing part of rural inhabitants is. Inability to achieve emancipa-

tion by a decidedly larger part of the rural youth generates a risk of expanding 

marginalization of that social group. The youth do not have a chance for changing 

their difficult situation just at the starting point into adult life, mostly due to the 

preservative orientation they present. In order to oppose those negative tendencies, 

it is necessary to work out specified programmes for working with the endangered 

youth or with those who have already been experiencing a number of limitations 

found in their life circle. Hopes are made by school, which may be a place of 

emancipation through a adequate education, particularly in marginalized environ-

ments. The grounds for such thinking about the role of education in that respect 

seem to be school results achieved by the youth as a significant variable differen-
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tiating their life orientations. In that case, one may state that solid and well-ordered 

knowledge on one’s own self and the broadly comprehended world may be a basis 

for achieving emancipation by the youth. Therefore, it seems to be significant to 

respect independence, inventiveness and rights of students at school, apart from 

expanding their knowledge. It would be possible through this to develop a critical 

and curious attitude to studied phenomena and one’s own self, as well as to respon-

sibility for one’s own contribution to creating the social order.
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Teachers’ Constructions of Citizenship and Enterprise: 
Using Associative Group Analysis with Teachers in 

Hungary, Slovenia and England

Abstract

This paper presents findings from a joint project supported by the British Acad-

emy and the Academies of Science of Hungary and Slovenia. The research aimed 

to identify similarities and differences between the ways in which teachers (of 

primary and secondary age children) in the three countries constructed and 

understood the terms ‘citizenship’, enterprise’, ‘cooperation’ and ‘competition’. 

Concepts associated by teachers with each of the four words have been analysed 

using the Associative Group Analysis technique (AGA), and this paper is based on 

our analysis of the responses given to the first two of these terms. AGA has nor-

mally been used to contrast two populations: this paper demonstrates a novel way 

to show a three-way relationship. There are significant differences between the 

different countries, and to a lesser extent between primary and secondary teachers 

within each country. ‘Citizenship’ in particular is clearly perceived very differently 

by the English teachers, who stress words that can be categorised as indicating 

pro-social behaviour, a sense of rights and duties, being part of a community and 

being linked to education. These categories were relatively infrequently mentioned 

by Hungarian or Slovene teachers, who tended instead to stress aspects referring 

to the specific nation, and legal or institutional terms (which were much less fre-
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quently mentioned by the English teachers). These results are analysed in terms of 

different histories, cultural patterns and trajectories, and there is a brief discussion 

on the implications for the practice and training of teachers.

Keywords: Citizenship Enterprise Cooperation Competition Teachers 

Introduction 

The enlargement of the European Union is bringing together countries and 

societies with some very different social and economic traditions. Central to the 

development of the Union are the conceptions of establishing a common civic 

tradition and of a shared regulated market economy: how possible will this be, 

given the very different paths taken by many of the newer members of the Union, 

compared to those of the older members? Citizenship and enterprise appear to 

be two of the core concepts underpinning the stated trajectory of the Union, but 

to what extent is there a shared understanding of what these terms might 

mean? 

One might approach such a question by examining the policies of different 

state institutions, or by interrogating key actors in the political and economic 

processes – legislators, union leaders, industrialists, bankers and civil servants. 

These approaches would give useful insights into policy formation, and allow 

some evaluation of the degrees of convergence that were (or were not) taking 

place at this level. This paper has adopted a different approach: to examine the 

meanings these terms have for those most involved in the transmission of cultural 

capital from one generation to the next – teachers. To what extent do teach-

ers – both at primary and at secondary level – share ideas about the meanings of 

the terms ‘citizenship’ and ‘enterprise’ across three nations, England, Hungary 

and Slovenia?

This research was part of a larger study of how teachers conceptualise competi-

tion, cooperation, citizenship and enterprise in school settings and how these relate 

to their professional practice. We conducted qualitative studies in each country, 

observing primary and secondary school classes, interviewing teachers and groups 

of pupils. This paper reports on one part of this data: the responses to the theme 

words ‘enterprise’ and ‘citizenship’. 
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Enterprise and Citizenship in the educational systems of the three 
countries

There is in some respects a tension between enterprise and citizenship. Enter-

prise can be characterised as an activity in which individuals (or specific groups) 

seek to compete with others in order to create and retain wealth or material advan-

tage, often in a market context. Citizenship, on the other hand, can be characterised 

as behaviour for the common good, either regulating or empowering the wealth 

or well-being of society as a whole. In such a reading of the two concepts, enterprise 

has to be restrained by the commonwealth so that it does not act unfairly, or det-

rimentally, to the common good; so civic society acts for all (and particularly those 

who may be weaker or less advantaged), while enterprise (or a particular enterprise) 

acts on behalf of the few.

But it is also possible to construe the two concepts in a different way. Heater 

(1999) suggests that the civic republican and the liberal traditions of citizenship 

may themselves be seen as contradictory: it may not be possible to resolve rival 

programmes of protecting the rights of individuals and of ensuring that obligations 

to civil society are kept. This would emphasise the contradiction in attempting to 

pursue social and political justice in a society subordinate to an enterprise economy. 

There are alternatives to this: one might point to possible contradictions within 

societal systems, whether they are enterprising economies or state controlled. In 

free-market economics we expect actions for others in a political context and 

individual enterprise in an economic context. In a soviet style economy we expect 

economic decisions to disallow negative factors such as unemployment, but only 

a select minority are empowered within the political system. 

As Davis et al. (2004) point out, there is no necessary reason why linkages cannot 

be made. Democracy is, perhaps, itself an example of enterprise. Enterprise perhaps 

is an expression of democratic action. The distinction between rights and obliga-

tions collapses fairly readily when discussed in particular contexts. Civil and 

political rights may be used as a lever to ensure that social or welfare rights are 

achieved. The economic (and political) tensions that lead to migration normally 

have political (and economic) consequences.

In all the three countries, citizenship and enterprise are perceived both as key 

determinants and significant outcomes of schooling. All students (as citizens) are 

entitled to education and are prepared for their role as citizens through schools. 

Citizenship is now practised in a more enterprising context than in recent years. 

There is, in all three countries, growing instrumental importance given to the idea 

of educating citizens who will contribute to particular kinds of enterprise. However, 

the relationships between education, citizenship and the economy are complex. 
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In all three counties there has been some bewildering proliferation in the 

provision of vocational education and ‘enterprise’ education. This has been in part 

related to high unemployment, and in part to the need to ‘transform’ the financial 

systems of east and central Europe to market-driven economies. These pro-

grammes that stress enterprise education have an essentially political nature, in 

whatever country (e.g. Gleeson, 1987; Bates, 1984; Iredale,1999; Peffers, 1998). 

This may begin to indicate some of the similarities between Slovenia, Hungary 

and England. 

Enterprise education was a particular phenomenon in England in the 1980s and 

1990s, when a series of business-oriented and vocational training initiatives were 

launched to both address the perceptions of a lack of entrepreneuralism and anti-

business/industry among teachers and schools, and to develop an alternative 

curriculum for ‘non-academic’ pupils (Gleeson, 1987; Ross, 1990, 2000; Hutchings 

and Wade, 1992). ‘Enterprise’ within the school curriculum was largely conceived 

of within the limitations of profitable private business. Partnerships between 

industry and education operate across almost all of England.

In Hungary, a similar situation has developed. The Hungarian National Core 

Curriculum (NAT 1996) places emphasis on the development of economic under-

standing within a market/capitalist alignment. Organisations such as the Junior 

Achievement Magyarország (JAM) promote business links with secondary schools, 

and the development of entrepreneurial skills among pupils. As Rubinstein points 

out (1993) education systems are necessarily required to assist in establishing the 

skills infrastructure in a service-based economy 

There have been similar developments to promote enterprise education in Slov-

enian education. A development programme for young people’s entrepreneurship 

and creativity, launched in May 2000, has included nearly 1800 primary school 

pupils in establishing ‘business incubators’ for young people. In addition entrepre-

neurship courses are designed for pupils in 7th and 8th grades of primary schools: 

72 schools were included in 2001. In secondary schools, the curriculum includes 

an entrepreneurship course, linked to the course on economics: pupils study entre-

preneurship from the second to the fourth year. The number of participants is 

increasing after the two-year pilot period and 900 to 1,000 pupils are expected to 

enrol annually. Links between the Centre of the Republic of Slovenia for Vocational 

Education and Training (CPI) and the Foundation for SMEs’ development at 

Durham University in the UK are introducing entrepreneurship in secondary school 

teacher training. A national programme to develop enterprise and business under-

standing within secondary schools was undertaken in Slovenia in 1996, which aimed 

to develop enterprise and business understanding within the core curriculum of all 

general secondary schools in Slovenia (European Commission, 2002). 
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But in parallel to these innovations in the three countries, there have also been 

certain degrees of cynicism about the political rhetoric surrounding ‘wealth crea-

tion’. For example, at the academic level Gray (1998) expresses some reservations 

about the value of global free markets, suggesting that competitive economies may 

need to develop differently to match the context of a particular society; while at 

the popular level sceptical statements about business behaviour are common in 

the UK (Davies et al (2004) point out that this should not be dismissed as mere 

‘politics of envy’). There are similar reservations among the Hungarian public, as 

seen in opinion polls that correlate business enterprise with corruption, inequality, 

inflation and unemployment (Marián 1994) and in news stories about the business 

Mafia, and in academic analyses such as Fülöp (2005), whose forthcoming analy-

sis shows that young people in East and Central Europe who have been socialised 

in the transitional period since the ending of communism have been through 

a variety of responses to the development of market economies: from an initial 

euphoric (indeed, almost naive) belief in the efficacy, efficiency and particular 

opportunities that would be afforded to them by the market; to a realisation that 

market enterprise economies might also involve losing social security advantages; 

and to disillusionment with the opportunities afforded to individuals in a system 

that frequently means that there are more losers than winners, and that capitalism 

may be as corrupt and corrupting as other economic systems.

Citizenship education has also been strongly promoted, in newly defined ways, 

in all the three countries in recent years. In the communist era, political education 

was part of the curriculum in both Hungary and Slovenia, and citizenship educa-

tion has, to an extent, developed in the post-communist period in the shadow of 

this, anxious not to be tainted with the notion of ideological training and indoc-

trination.

In England, citizenship education has been reintroduced and strengthened over 

the past five years, after a long period of significant neglect. Heater’s analysis (1977) 

describes how, until the late 1960s, political education in England was considered 

as a subject based on constitutional information, reserved for high status students 

towards the end of their schooling. In Hungary and Slovenia before 1978, civic 

education had been a general educational aim, in theory the responsibility of all 

teachers, but in practice mainly confined to teachers of the humanities. What is 

significant in terms of this paper is that the programmes, albeit introduced in all 

three cases with some tentativeness, did not arouse the scepticism and challenges 

from the teachers that the enterprise programmes had done.

In Hungary after 1978 a special subject of civic education was established, still 

within the constraints of the communist system. The political changes of 1989/1990 

initiated a new kind of support for citizenship education, with a rather looser 
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structure than that found in England: ‘one of the most important basic principles 

for the curricula is the absence of politics’, as one observer remarked (Halasz et al 

2001, p 29). In 1996 the National Core Curriculum (NAT) was introduced, and as 

well as economic understanding this required civic education. An extension to the 

framework for the curriculum introduced by the Minister of Education in 2000 

required schools to determine the nature of citizenship education on an independ-

ent basis, but as a field of knowledge that avoided old style allegiances, based on 

core values (defined as ‘democratic, humanistic and European’; Halasz, 2001, p 29). 

The intention of the National Core Curriculum was that current issues should be 

taught from grades one to ten, arranged as three units of citizenship education 

(social studies, civics and economics) (Mátrai, 1999; Kerr, 1999). As in enterprise 

education, there were a variety of approaches - the KOMP curriculum programme 

covered social issues for a twelve grade comprehensive school system; the AKG 

programme focussed on academic economics, for example – supplemented by 

outside agencies, such as the US- linked Civitas programme, and the Amnesty 

International-Soros programme.

In England, there was a prolonged period of discussion before citizenship educa-

tion was introduced. The lowering of the age of majority to allow 18-year-olds to vote 

in 1970 had an initial impact in starting some discussion. It was clear from academic 

research that even very young children had the capacity to understand key issues and 

begin to reason politically, as shown, for example, in the studies by Greenstein (1965) 

and Connell (1971). At the same time, researchers such as Stradling (1977) were 

showing what were seen as alarming levels of political ignorance amongst young 

people: a ‘political literacy’ programme sprang up in the 1970s, to fall into desuetude 

when a right wing government, suspicious of perceived left-wing educationalists, 

came into power in 1979. It was not till the mid 1990s that political opinion began 

to entertain citizenship education (Davies 1994; 1999). The current version of citizen-

ship education as a National Curriculum subject explicitly stresses political consid-

erations. Citizenship education has been a compulsory subject in secondary schools 

(11-16 year olds) since September 2002, and included - though not necessarily 

explicitly in primary schools as part of the Personal and Social education (PSE) 

programme. It has three interrelated strands, social and moral responsibility, com-

munity involvement and political literacy. Thus in theory, it is supposed to bring 

together citizenship as concerned with status (legal/political); identity; and civic 

virtue, or as Heater put in ‘being a citizen in a constitutional framework, thinking 

about oneself as a citizen of a particular community or polity, and acting skilfully 

and appropriately within a democracy as a citizen’ (Heater 2000).

In Slovenia the changes of 1989-90 resulted in the abolition of the explicit ideo-

logical subjects of “self management and the fundamentals of Marxism” (in sec-
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ondary schools) and “social and moral education” (in primary schools). There had, 

in fact, been widespread avoidance by teachers of the transmission of ideological 

interpretations (‘nobody expected teachers to take ideological subjects “seriously”‘, 

Šimenc, 2003), while moral education connected to adolescent development had 

not been avoided. A new subject, ‘ethics in society’ was introduced initially, and 

later, in 1996, a White Paper led to a set of laws that was intended, inter alia, to 

‘encourage democracy in the decision-making system’ (Šimenc, 2003). As Krek 

observed, 

The essential premise for the participation in the democratic processes is the 
development of a critical spirit, personal decision-making, and autonomous 
judgement. School plays an important role in forming a democratic public, and 
in the development of the capacity to participate in the democratic processes. 
The contents of curricula (variations of the so-called citizenship education) as 
well as their forms are important for such a process. (Krek, 1996, p. 48)

Civic education is now present at all levels in the curriculum, implicitly in 

subjects such as history, geography and the Slovene language and, in secondary 

schooling, also in sociology and philosophy. However, the civic education realised 

here is largely incidental, rather than the outcome of carefully planned learning 

activities. It is better realised in the compulsory subjects such as Citizenship 

Education and Ethics (grade 7 and 8) and Civic culture (grade 9). Both grammar 

and vocational secondary schools teach the subject Civic Culture.

The subject of citizenship education in Slovenia is not clearly defined, how-

ever: 

In the subject students acquire knowledge about society, reflect upon their 
experiences, and develop their capacities for understanding and solving 
ethical questions. At the end of primary education the subject Civil Society 
and Ethics connects already acquired knowledge… into rounded, internally 
coherent yet open interpretative wholes (Schlamberger, 2002, p 5) 

Given this pattern of curriculum, which is broadly similar in the educational 

systems of all the three countries – enterprise education introduced by govern-

ments, and accompanied by various degrees of cynicism and challenge by teach-

ers; the commencement of citizenship education being far less contested - it 

becomes important to try to establish what teachers in each country think these 

terms mean. Do they have shared views about the connotation of these ideas? 

What differences are there, and how do these relate to the curriculum initiatives 

of the last decade and a half? And, particularly as these countries are participating 

in a Union that seeks to establish a shared citizenship and a shared market system, 

what do any similarities and differences signify for the development of educational 

systems?
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The Associative Group Analysis technique

The Associative Group Analysis technique (AGA) was developed by Lorand 

Szalay in the late 1960s. It uses continuous, free word associations to assess and 

compare the psychological dispositions of different groups of respondents. Szalay 

and his associates initially used AGA to compare the dispositions of people from 

different countries and cultures, including Korea, Mexico, Iran, and the United 

States; more recently he has developed the technique to compare those who abuse 

drugs with those who do not (Grenard, 2002). The approach has also been used in 

tracking changes in beliefs and perceptions towards managerial-enterprise concepts 

in Poland as a market economy developed in the 1990s (Mroczkowski, Linowes 

and Nowak, 2002). It has also been used to analyse understanding of political 

terms, such as ‘socialism’ in different countries and in different periods (Pecjak, 

1994). AGA is non-reactive: it measures perceptions, attitudes, and beliefs without 

directly asking participants to identify these characteristics. During the assessment, 

participants write down any words that come to their minds as free association in 

response to stimulus words that are provided: the language used in the free asso-

ciations is assumed to be a reflection of the person’s dispositions. 

Szalay developed his approach from the earlier work of Charles Osgood on 

semantic differentials (Osgood, Suci and Tannenbaum, 1957), and that of Deese 

(1962, 1965) and Noble (1952), who showed that free associations can usefully 

measure subjective meanings. Osgood developed ways of measuring subjective 

meanings critical to behaviour (Szalay, Strohl, and Doherty, 1999), arguing that 

though subjective meaning may be difficult to measure, understanding meaning 

is critical in understanding behaviour (Osgood, Suci, and Tannenbaum, 1957). 

James Deese worked with verbal associations, emphasising that the use of associa-

tions was not about investigating particular associations, but that the key observa-

tion was determining the pattern or structure of the associated ideas (Deese, 1965). 

The structure of these verbal associations gives insight into the meaning-based 

mechanisms of behaviour.

The basic procedure in using AGA is to obtain free word associations and 

compare the results between different groups of respondents. A stimulus word is 

given (a ‘theme’), and respondents independently write as many free associations 

as they can in one minute. In the recent work on substance abuse, four stimulus 

words are given in each of six domains (thus the domain ‘Alcohol and Drugs’ has 

the stimulus words: “alcohol”, “drugs”, “marijuana”, and “drunk”). Stimulus words 

are thus selected in relation to the objective of the research. In the cross-cultural 

studies that used AGA, initially words were selected to represent particular domains 

of interest in the culture (Szalay and Brent, 1967). In later studies, stimulus words 
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were selected to represent key domains in each culture of interest (Diaz-Guerrero 

and Szalay, 1991; Szalay and Deese, 1978; Szalay and Maday, 1973).

Analysis of the associations is by scoring common responses, grouping similar 

responses, and calculating several measures as described by Szalay et al. (1999). 

The associations are scored, based on the order in which the response was given: 

earlier responses are seen as more closely associated with the stimulus word and 

to carry more meaning. Responses are then grouped together in categories 

(a process Szalay calls content analysis), generating comparative images of the 

groups of participants. Thus responses with common meanings are identified as 

categories of response to a particular theme (for example the responses ‘earnings’, 

‘wealth’ and ‘money’ might be grouped together). Particular categories that are 

more or less common thus highlight differences in disposition between the par-

ticipant groups. 

Szalay et al. (1999) conducted studies to estimate content validity and construct 

validity of the technique. Does AGA actually measure perceptions, attitudes, and 

beliefs through free word associations? It could be that associations are based upon 

linguistic meaning or simple verbal habits, rather than on an association of con-

cepts suggestive of some psychological meaning. Content validity was partly 

determined in a cross-cultural study of Korean, Columbian, and American stu-

dents. Responses for the three groups showed a correspondence between the 

associations and categories that matched generally known differences in cultural 

beliefs (Szalay and Brent, 1967; Szalay et al., 1972). Szalay et al. (1999) used cultural 

experts to confirm that the responses in the various categories did reflect the 

respective cultural values. The relative influence of linguistic factors and cultural 

factors in verbal associations was studied in cross-cultural studies with bilingual 

students (Szalay and Windle, 1968).

Enterprise and Citizenship using the AGA technique

Data was collected in each country from fifty primary teachers and fifty second-

ary teachers. These had varied ages and levels of professional experience. The 

respondents in each country were working in or near to the capital. In the case of 

the teachers in England, the secondary teachers were not those specifically respon-

sible for citizenship education in the curriculum, because we were seeking to 

establish a general professional view of these concepts, not the views of those with 

very specific responsibilities. In most cases, the samples consisted of groups of 

teachers brought together from different schools for early evening continuing 

professional development courses on a variety of subjects (not connected with 
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citizenship or enterprise). Each group of fifty teachers was composed of teachers 

gathered on between two and four such occasions, and generally includes teachers 

from at least twenty schools. 

Each respondent was asked to write down, in one minute, a list of all the words 

that came to mind in response to a key word. They could give as many words as 

they chose within the time limit. Four words were given: cooperation, competition, 

citizenship and enterprise. The words in each teacher’s list were then weighted, so 

that the first word given – the immediate response – was scored 6; the second word 

5, the next 4. The fourth, fifth and sixth words were each scored 3, the seventh and 

eighth words each scored 2, and the seventh and all subsequent words scored at 

just 1. These weightings - based upon the stability of responses in test-retest trials 

- were originally determined by Szalay: he and his associates evaluated their valid-

ity and reliability (Szalay and Brent, 1967; Szalay and Bryson, 1974; Szalay and 

Lysne, 1970; Szalay, Lysne, and Bryson, 1972; Szalay, Windle, and Lysne, 1970).

When all the lists were scored, the three national teams of researchers compared 

what had been gathered. We sought to categorise the words given by type of mean-

ing, rather than by precise definition. This took some considerable time, not only 

because of issues of translation, but – more significantly – of meaning, nuance, and 

of culture. Finally, for each of our four theme words we were able to describe the 

particular categories of meaning given by teachers (primary, secondary, and both 

together) in each country. Because some groups of teachers gave more words in 

response to certain words than other groups, we then gave each final score as a 

percentage of total responses to the theme word.

As indicated earlier, this was but one element of a larger study. We also conducted 

qualitative studies in each country: four primary and four secondary classes were 

observed in each country, looking for examples of cooperative and competitive 

behaviour, both in the pupils’ behaviour and in what the teacher sought to encour-

age. Each teacher was interviewed, following a semi-structured schedule, and focus 

groups conducted with small groups of boys and girls were conducted separately: 

in each case the focus was on views of cooperation and competition. We report 

here only on the responses to the theme words ‘enterprise’ and ‘citizenship’.

Enterprise: a degree of congruence

Table 1 lists the seven categories established to include the majority of the 

responses given to the stimulus word ‘enterprise’, plus the residual category ‘other’ 

established to accommodate the approximately 7% of the responses that fell outside 

these major areas. It should be noted that in this article all percentages are of the 
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total weighted scores achieved by each group of respondents. This allows com-

parisons to be made between groups about the respective weight given to each 

category, though not (given the different numbers of responses given) about 

absolute numbers. Note also that these values are based on weighting the response 

according to its ‘importance’ (see above). To avoid confusion with the term per-

centage, these figures are indicated with the symbol ‘§’ rather than ‘%’

It is clear from immediate inspection of the table that all groups of teachers – in 

all the countries, and in both phases – present many words in the ‘business and 

capitalism’ category. But it is also clear that there are other categories where the 

response is less consistent – the English teachers, for example, give more weight to 

‘innovation and risk’ than do the Hungarians, who in turn give more responses in 

this category than do the Slovenians.

Table 1: Responses to the theme ‘enterprise’ given by teachers, 

by country and phase

England SI HU

pri sec all pri sec all pri sec All

Example 14.3 11.4 12.7 0.0 0.0 0.0 0.0 0.8 0.4

Entrepreneur 9.5 8.0 8.7 16.1 18.2 17.1 3.8 2.8 3.3

Work 8.8 12.2 10.6 17.2 14.0 15.6 15.4 11.4 13.4

Motivation 6.0 6.3 6.2 8.2 18.9 13.4 14.3 10.9 12.6

Business/capitalism 25.0 32.2 28.9 38.1 24.0 31.3 25.9 22.0 24.0

Innovation, risk 32.7 27.7 30.0 8.2 12.4 10.3 18.1 23.8 20.9

Other 3.7 2.1 2.8 5.2 5.2 5.2 5.8 15.7 10.6

Negative characteristic 0.0 0.3 0.1 6.9 7.3 7.1 16.8 12.5 14.7

100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

Some of these differences can be seen more graphically in Figure 1. 

Examining first those categories where there was the greatest degree of congru-

ence, the ‘Business/capitalism’ category was rated more strongly by the English and 

Slovenian respondents than by the Hungarians. The English gave the word ‘busi-

ness’ an extraordinarily high response of 12.7§ of all their responses to the stimu-

lus word. (SI 4.6§, HU 1.0§). The Slovenians gave the word ‘money’ more frequently 

(8.7§; England 4.3§, HU5.7§). (Lists of the most frequently scored words are given 

in Appendix 3.) The English also responded ‘company’ or ‘business’ (5.0§; HU 0.4§, 

SI 0.2§). A second category stressed by all the three countries was ‘work’. The word 

‘work’ (or ‘hard work’) was given particularly by the Slovenians (4.1§) and the 

Hungarians (3.9§; England 1.4§). 
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The category of ‘motivation’ was also given weight by all the three countries – 

though twice as much by the Hungarians and Slovenians than by the English. The 

Slovenians particularly stressed the word ‘success’ within this category (7.7§; HI 

2.6§, England 1.0§). 

Some other categories were particularly stressed by two countries, but not by 

a third. Thus the negative aspects of enterprise were given by the Hungarians, 

and to a lesser degree by the Slovenians, but hardly at all by the English. ‘Failure’ 

was cited particularly frequently by the Hungarians (3.8§; not at all by SI or 

England). 

Similarly, the Slovenians associated enterprise with ‘entrepreneurs’, as – to 

a lesser extent – did the English, while the Hungarians did not give this much 

emphasis. The Slovenians gave words such as ‘entrepreneur’ (4.1§) and ‘manager’ 

or ‘leader’ (3.7§) (England giving 1.8§ and 1.9§ respectively to these terms, and the 

Slovenians 0.0§ and 0.2§).

‘Innovation and risk’ was a particularly strong category for the English, and 

rather less so for the Hungarians, but rated lower by the Slovenians. The English 

gave phrases such as ‘using initiative’ (6.0§; HU 0§, SI 0.6 §) and ‘idea/concept’ 

(3.9§; HU 1.7§, SI 0.7§). The Slovenians did, however, offer words such as ‘inven-

tion’ or ‘inventive’ (2.7§; England 2.3§, HU 0.0§).

The only category that appeared to be unique to one particular country was that 

of ‘specific example’. In England, it was relatively common to give an example of 

a well-known person or activity associated with enterprising or entrepreneurial 

0 5 10 15 20 25 30 35

example

entrepreneur

work

motivation

business/capitalism

innovation, risk

other

negative characteristic

UK SI HU

Figure 1. Responses to the theme ‘enterprise’ 
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behaviour. Many secondary teachers (3.8§) gave ‘Young Enterprise’, a particular 

programme for schools to create links with local businesses. But it was striking that 

many of the English respondents gave words associated with the popular television 

series Star Trek, which features a space ship named Enterprise. 

These charts and tables do not easily convey the relative constructions and 

importance given to various meanings by the teachers in each country. Associative 

Group analysis has traditionally been used to compare two groups of respondents, 

which makes a comparison simpler to grasp. In order to compare three popula-

tions, we have devised a model based on set a theory, with each set representing 

one population. 

The relative weighting given to each category by a country is shown by its posi-

tion within the sets: one held equally by all the three sets of respondents would be 

in the central intersection, equidistant between all the three sets; while a category 

only displayed by one population would only be found within the set representing 

 

example

other

 

work 

 business/companies

risk/innovation

negative

entrepreneur

H
UNGARY SLOVENIA

ENGLAND

motivation

Figure 2. Relative distribution of ‘enterprise’ categories between 

the three countries 
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that group. Moreover, the relative importance of a category given by the whole 

sample (the sum of responses from all the three countries) is indicated by the area 

of the circle representing the category. The positioning of each category within the 

sets is calculated by determining the moments around a point: a fuller description 

of the technique is given in Appendix 1.5 (Appendix 2 shows the same technique 

applied to the other two key words, competition and cooperation.)

This display confirms that there is a clear broad consensus on certain aspects of 

enterprise. Business and work are clearly in the area of intersection between all the 

three countries. But risk and innovation – the second largest category identified 

by the sample as a whole – is more clearly identified with enterprise by the English 

and Hungarian teachers than by the Slovenians. Similarly, motivation is a shared 

Slovenian/Hungarian concept, largely not employed by the British. There are also 

some sharp singularities: only the British gave examples of enterprise; the Hungar-

ians in particular gave the word negative connotations; and the Slovenians associ-

ated it with entrepreneurs.

However, the general congruence of ideas in the construction of ‘enterprise’ is 

evident, particularly when compared with some other themes. Broadly, to the 

teachers in all the three countries, enterprise means work, business and companies; 

associations with risk, innovation, entrepreneurship and motivation are also shared 

by many respondents. Given the very different economic systems that have until 

recently been in place in the three countries, this degree of congruence is particu-

larly remarkable: how much so will be seen when we turn to consideration of citi-

zenship and the political sphere.

Citizenship: a high degree of variance

The differences in the associations given in response to Citizenship are particu-

larly striking. Table 2 shows that the Hungarians and Slovenian teachers put most 

emphasis on ‘national’ and ‘legislative or legal’ connotations (45§ of all the Hungar-

ian responses, 38§ of all the Slovenian responses). The English teachers gave rela-

tively far less emphasis to these two categories (13§ in all), instead giving responses 

particularly in the ‘prosocial’, ‘community’ and ‘educational’ categories (in total, 

45§ for these), much more than the Hungarians (8§) or the Slovenians (6§). 

Figure 3 shows these graphically. There appears to be a greater difference between 

primary and secondary teachers than was the case in the responses to the ‘enter-

5 We are grateful to David Ross, University College London, for help in devising this system of 

representation.
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Table 2. Responses to the theme ‘citizenship’ given by teachers, 

by country and phase

England SI HU

pri sec all pri sec all pri sec all

National 5.8 3.5 4.6 20.1 21.7 20.9 31.6 19.4 25.7

legal/institutional 7.9 9.4 8.7 15.8 18.4 17.1 17.8 21.0 19.4

Symbols 2.4 0.0 1.2 12.1 7.8 10.0 2.6 0.5 1.6

Diversity 2.3 2.9 2.6 6.5 6.6 6.6 0.7 3.5 2.1

rights/duties 5.6 13.3 9.5 12.0 10.8 11.4 19.9 15.2 17.6

Other 3.9 8.0 6.0 7.9 8.6 8.2 6.0 10.9 8.4

Values 9.0 9.2 9.1 4.8 4.4 4.6 7.8 12.7 10.2

Belonging 19.5 8.2 13.8 16.6 16.2 16.4 7.5 6.5 7.0

Community 11.9 13.7 12.8 2.7 3.4 3.0 2.5 5.6 4.0

Prosocial 26.1 14.0 20.0 0.4 1.7 1.0 1.9 2.5 2.2

education/development 5.7 17.7 11.8 1.3 0.2 0.8 1.6 2.3 2.0

100.0 100.0 100.0 100.0 100.0 100.0 100.0 100.0

0 5 10 15 20 25 30
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Other

Values
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Figure 3. Responses to the theme ‘citizenship’ 
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prise’ stimulus theme, particularly in the case of the Hungarians and the British 

teachers. The English primary teachers stress ‘belonging’ more than their second-

ary counterparts, and the primary teachers gave more emphasis to ‘rights and 

duties’ and ‘education’; the Hungarian secondary teachers are more emphatic about 

‘values’. 

The category of ‘legal and institutions’ also showed marked differences. The 

Slovenians gave most responses in this category, giving words such as ‘state’ (5.8§; 

1.3§ HU, England 0.0§); ‘documents, records’ (5.7§; HU and England nil). The 

Hungarians gave a wide number of words in this category, including ‘voting’ and 

‘politics’. The English – much less strong in this category - in particular referred to 

‘laws, rules and regulations’ (4.1§; HU 1.7§, SI 1.7§). 

To the English, citizenship is about positive social behaviour: a fifth of all their 

responses fell in this category. They gave a wide variety of words in this group, most 

of which failed to register in either the Hungarian or the Slovenian responses. Most 

common was ‘helping/helpfulness’ (3.0§; SI 0.2§, HU 0.1§); followed by ‘Cooper-

ating’ (2.0§; SI 0.4§, HU 0.3§), ‘decent/human behaviour (1.4§) and ‘being a good 

neighbour (1.3§; neither of these last two words being given at all by the Hungar-

ians or Slovenes). 

This tendency is supported by the responses in the associated category of ‘com-

munity’. The English gave the word ‘community’ frequently (4.0§; SI 0.4§, HU 

0.0§): they also referred to ‘society’ (2.3§; HU 0.3§, SI 0.1§). It was in England 

twenty years ago that the then prime minister, Margaret Thatcher, proclaimed that 

“there is no such thing as society”: clearly many of her teachers disagree!

The English also are distinctive in associating citizenship with educational or 

social developmental concepts. This is particularly true of the secondary teachers, 

where citizenship was recently designated as a distinct subject in the curriculum 

(it is absorbed within personal, health and social education in the primary school). 

English secondary teachers scored 17.7§ in this category (England primary 5.7§): 

it barely rated in Hungary (1.4§ or Slovenia (0.8§).

However, not all differences were between Hungary and Slovenia on the one 

side, and England on the other. The category ‘belonging’ was rated highly by both 

the Slovenians and the English, but not by the Hungarians. A substantial 12.9§ of 

all the Slovenian responses were that citizenship meant ‘belonging’ or ‘belonging 

to the country’ (England 4.0§, HU 1.3§). The English also gave words such as ‘being 

part of the community’, ‘togetherness’; both the Slovenes and the English referred 

to ‘identity’.

Conversely, the Hungarians and the English both associated citizenship with 

‘values’ more than the Slovenians. The English referred, for example, to ‘morals’ 

(2.2§), and the Hungarians to ‘honesty’ (0.6§). The English also referred to ‘respect’, 
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‘‘values’, ‘fairness’, ‘equality’ and ‘democracy’; the Hungarians to ‘freedom’ and 

‘respect’.

The Slovenians emphasised the category ‘diversity’ in contrast to the English and 

the Hungarians, giving ‘refugee’ (1.5§) and ‘exclusion’ (1.4§), which were hardly 

mentioned by the English or the Hungarians.

Figure 4. Relative distribution of ‘citizenship’ categories between the three 

countries 
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UNGARY SLOVENIA

ENGLAND

education/

development 

prosocial

 

symbol 

 

rights/duties  
diversity 

values 
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national

legal/institutions

others

belonging

Figure 4 attempts, as did Figure 2, to show these relative distributions of catego-

ries in the form of intersecting sets. The ‘citizenship’ categories are more often 

dominant in just one country, or a pair of countries – indeed, no categories appear 

in the intersection between all the three countries. 

The English sample see citizenship broadly in terms either of relationships (com-

munity, prosocial behaviour, a sense of belonging, values) or educational activities 

(reflecting the recent introduction of citizenship education into the national cur-
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riculum). The Slovenians have rather different priorities – legal, national, symbolic, 

encompassing diversity, as well as belonging. The Hungarians see citizenship more 

as institutional, legal and national, with associated rights and duties. This concept 

is clearly problematic in terms of discussions and initiatives within the European 

context. This has been noted more widely: a briefing note prepared by Eurydice 

for the Ministers of Education and Culture (Eurydice 2004) noted that ‘citizenship’ 

did not often simply translate into ‘an equivalent term referring to the role of citi-

zens in a society where they coexist with others. In some countries and depending 

on the context, the translated term can denote either a legal status or [a] social role 

whereas, in others, these dimensions are weaker or non-existent’ (p 10). Teachers 

in different countries are likely to have very different ideas about what is meant by 

the term. The diagram above does tend to show that Hungary and Slovenia, two 

former Communist societies, share particular attributes (national, legal/institu-

tional and rights and duties) that may reflect a rather more precise and textual 

relationship that reflects this heritage. On the other hand, Slovenia was not within 

the Soviet ambit, and Slovenia and England have a shared perception of citizenship 

as a sense of belonging, noticeably absent from the Hungarian teachers.  

Discussion

These findings confirm some of the conclusions of Davies et al (2004), who 

found that, in respect of citizenship, Hungarians ‘emphasised community issues 

and being active less often than teachers in England. Hungarian teachers were less 

positive about state and civil society and more patriotic about their country… 

Enterprise is seen less positively in Hungary than in England, but all teachers seem 

wary at least initially about a form of enterprise education that relates directly to 

the economy.’

It may be that structural differences in the associations and in the meaning of 

these concepts can be related to the political and economic differences between 

the three countries. For example, enterprise in England is basically positive, in that 

role models or representatives of business are given as responses, and that ‘innova-

tion’ is cited. Among the Hungarians, concrete examples are not given, but there 

is a greater emphasis on negative characteristics and particularly on failure. Slov-

enians demonstrate a work ethic in giving ideas related to business, entrepreneurs 

and work most frequently. But these differences are relatively slight: as has been 

indicated, what is really significant is the degree to which common ideas of enter-

prise are held by teachers who were socialised under very different economic 

systems. 
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Yet they were also socialised in very different political circumstances. The 

former political regimes of Hungary and Slovenia (when part of Yugoslavia) were 

authoritarian, and the relationship between citizens and state contrasts with that 

found in England at the same time. Does this account for the different concep-

tions of citizenship that are shown so dramatically in Figure 4? Citizenship is 

seen in England as part of everyday behaviour, of good social behaviour, in an 

applied and integrated meaning – and with a special focus on educational asso-

ciations, because of the recent inclusion of the subject within the curriculum. 

The Hungarians understand the concept more formally and as a legal relation-

ship: citizenship appears to have little to do with their relationship and behaviour 

towards their fellow citizens. The Slovenians share some of these characteristics, 

but do also include a strong sense of belonging within citizenship. The degree of 

overlap between Slovenia and Hungary is evident, and may reflect some common 

heritage.

Setting these findings alongside the descriptions of curriculum innovations in 

all the three countries in enterprise education and citizenship education, a series 

of interesting questions arise. As described earlier in this paper, enterprise educa-

tion was contested in various ways by teachers, who were in many cases uncertain, 

unhappy or perplexed by the perception that business-oriented perspectives should 

be introduced to pupils. The analysis of this data, presented above, suggests that 

there was a broad consensus between the teachers in all the three countries as to 

what enterprise means: work and employment related activities in businesses and 

companies, perhaps involving innovation and risk, motivation and entrepre-

neurial behaviour.

By way of contrast, the introduction of citizenship education was not a matter 

of controversy within the teaching profession in any of these three countries, and 

seems broadly to have been welcomed [apart from some reservations about further 

pressure on time] as promoting many of the social and communal aspirations that 

are a characteristic of teachers. Yet there is no clear consensus as to what citizenship 

means. In England it evokes communitarian and identity ideas; in Slovenia and 

Hungary concerns with legal status and national institutions.

The implications of this for teaching and learning in these three countries – and 

indeed, across Europe, are potentially significant. In terms of understanding 

enterprise, it seems that there is some congruence over the meaning of the term, 

which is potentially helpful in establishing dialogue between teachers in all the 

three countries. However, this is not the same as understanding the consequences 

of the activity. We have noted above Fülöp’s findings (2005) of large-scale disillu-

sionment and cynicism about the market economy among the young people of 

East and Central Europe.
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However, the principal significance for teaching and learning in this study lies 

in the responses to citizenship. It appears that local and contingent demands for 

the development of citizenship in each country – and perhaps some deeper cultural 

differences – have resulted in different conceptions of what the term means. This 

has major implications for teaching and learning in Citizenship Education in each 

of the three countries, and for the development of shared understanding and 

actions across the expanded European Union. Are the differences noted here 

contingent on the particular political immediacies of each of the three states? Two 

states, Hungary and Slovenia, have relatively recently embarked on the introduc-

tion of a new political culture, which may take a generation or more to achieve, 

while England [as opposed to the UK] is adjusting to a new series of identity crises 

as regional devolution of government is established. Or are there deeper cultural 

forces, that might make the achievement of shared aspects of civic identity more 

difficult to achieve in the future?

The European Union and its enlargement are based on both establishing a com-

mon civic tradition and a shared regulated market economy. The evidence collected 

here is that the main public agents of cultural transmission, the teachers, are not 

of a common mind concerning civic education and the meaning of citizenship, 

though not antagonistic to the conception. On the other hand, they do have a 

shared view of the meaning of enterprise in a market economy, but in this case 

there is some scepticism about its place and value within the school curriculum. 

Bibliography

Bates, I., Clarke, J., Cohen, P., Finn, D., Moore, R., Willis, P. (1984): Schooling for 

the Dole. London: Macmillan.

Connell, R. W. (1971): The Child’s Construction of Politics. London: Melbourne 

University Press.

Davies, I. (1994) “Whatever Happened to Political Education?”. Educational Review, 

46, 2, pp 15–27.

Davies, I. (1999): “What has Happened to the Teaching of Politics in Schools in 

England During the Last Three Decades and Why?” Oxford Review of Education, 

25, 1/2, pp 125–140.

Davies, I., Fülöp, M., Hutchings, M., Ross, A., Vari-Szilagyi, I. (2001): “Enterpris-

ing Citizens? Perceptions of citizenship education and enterprise education in 

England and Hungary”. Educational Review, 53, 3, pp. 261–269

review_2005_3-4.indb   130review_2005_3-4.indb   130 12/9/2005   12:07:3512/9/2005   12:07:35



131Teachers’ Constructions of Citizenship and Enterprise: Using Associative Group Analysis…

Davies, I, Fülöp, M, Hutchings, M., Ross, A., Berkics, M. (2004): “Citizenship and 

Enterprise: issues from an investigation of teachers’ perceptions in England and 

Hungary”. Comparative Education.

Deese, J. (1962): “On the structure of associative meaning.” Psychological Review, 

69(3), 161–175.

Deese, J. (1965): The structure of associations in language and thought. Baltimore: 

Johns Hopkins Press.

Diaz-Guerrero, R., & Szalay, L. B. (1991): Understanding Mexicans and Americans: 

cultural language of maternal control. London: Routledge & Kegan Paul.

European Commission (2002): Education for an entrepreneurial Society and train-

ing: Directory of measures in favour of entrepeneurship and competitiveness in 

candidate countries [http://europa.eu.int/comm/enterprise/enterprise_policy/

enlargement/cc-best_directory/education/slovenia.htm].

Eurydice (2004): Citizenship Education in Schools in Europe: Informal meeting of 

Ministers of Education and Culture, Rotterdam, 12–14 July 2004. Brussels: 

Eurydice European Unit.

Fülöp, M. (2005): “The development of social, economical, political identity among 

adolescents in the post socialist countries of Europe.” In: Fülöp, M. and Ross, A. 

(eds) Growing Up in Europe Today: Developing identities among adolescents. 

Stoke on Trent: Trentham.

Gleeson, D. (1987): TVEI and Secondary Education: a critical approach. Milton 

Keynes: Open University Press.

Gray, J. (1998): False Dawn: the delusions of global capitalism. London: Granta.

Grenard, J. L. (2003): Associative Group Analysis: A review of the method devel-

oped by Lorand B Szalay, Transdisciplinary Drug Abuse Prevention Research 

Centre, University of Southern California.

Halász, G., Garami, E., Havas, P., Vágó, I. (2001): The Development of the Hungar-

ian Educational System, Budapest: National Institute for Public Education.

Heater, D. (1977): A Burgeoning of Interest: political education in Britain. In: Crick 

B. and Heater, D. (eds) Essays on Political Education. Lewes:,Falmer Press.

Heater, D. (1999): What is Citizenship? Cambridge: Polity Press.

Heater, D. (2000): History of Citizenship. Leicester: Allandale Online Publishing 

[www.aallaaadle.co.k].

Hutchings, M. and Wade, W. (eds) (1992): Developing Economic and Industrial 

Understanding in the Primary School. London: PNL Press.

Iredale, N. (1999): Work-Related Education in Primary schools:  A Study of Indus-

try’s Attitudes and Teacher Motivation, EdD thesis, University of Durham.

Kerr, D. (1999): Citizenship Education: an international comparison [http://www.

inca.org.uk/pdf/citizenship].

review_2005_3-4.indb   131review_2005_3-4.indb   131 12/9/2005   12:07:3512/9/2005   12:07:35



132
Alistair Ross, Barbara Read, Marjanca Pergar Kuscer, Marta Fülöp, 

Cveta Pucko, Mihaly Berkics, Monika Sándor, Merryn Hutchings

Krek, J. (ed) (1996): White Paper on Education in the Republic of Slovenia. Ljubljana: 

Ministry of Education and Sport.

Marián, B. (1994): A politikai közvélemémy a Medián kutatásainak tükrében. In: 

S. Kurtán, P. Sándor and L. Vass (Eds) Magyarorsz ág Poliikai Évk önyve, 

pp. 571–602. (Budapest, Hungarian Center for Democracy Research Founda-

tion).

Mátrai, Z. (1999): In Transit: civic education in Hungary. In: Torney-Purta, J., 

Schwille, J. and Amadeo, J.(eds) Civic Education Across Twenty-four National 

Case Studies from the IEA Civic Education Project. Amsterdam: The International 

Association for the Evaluation of Educational Achievement

Mroczkowski, T, Linowes, R., and Nowak, A. (2002): “Changing Mindsets in 

a Successful Transition Economy: Using Associative Group Analysis to Study 

Changes in Cognitive Patterns in Poland from 1989 to 1999.” Journal of East-

West Business, 8, (2) pp. 5–40

NAT: Ministry of Culture and Education (1996): National Core Curriculum. Buda-

pest: Ministry of Culture and Education [English].

Noble, C. E. (1952): “An analysis of meaning.” Psychological Review, 49, pp. 421–

–430.

Osgood, C. E., Suci, G. J., and Tannenbaum, P. H. (1957): The measurement of 

meaning. Urbana, IL: University of Illinois Press.

Pecjak, V., Farkas, A., Plichtová, J., (1994): “Reflections of the word ‘Socialism’ in 

three historical periods and three countries.” Anthropos, 1994, 26, pp. 287–292.

Peffers, J. (1998): Policy transfer ‘west’ to ‘east’: The case of the Enterprise Education 

in Slovakia Project MPhil thesis, University of Warwick.

Ross, A, (ed) (1990) Economic and industrial awareness in the Primary School. 

London: PNL Press.

Ross, A. (2000): Curriculum: Construction and Critique. London: Falmer.

Rubinstein, W. D. (1993): Capitalism, Culture and Decline in Britain 1750–1900. 

London: Routledge

Schlamberger, N. (ed.) (2002): Ucni nacrt: Državljanska vzgoja in etika. etika (Citi-

zenship education and ethics – syllabus). Ljubljana: Ministrstvo za šolstvo, znanost 

in šport.

Šimenc, M. (2003): “Citizenship education in Slovenia between past and future.” 

In: Online: Journal für Sozialwissenschaften und ihre Didaktik [SOWI on-line 

Journal] 2

Stradling, R. (1977): The Political Awareness of the School Leaver. London: Hansard 

Society.

Szalay, L. B., and Brent, J. E. (1967) “The analysis of cultural meanings through free 

verbal associations.” Journal of Social Psychology, 72, pp. 161–187.

review_2005_3-4.indb   132review_2005_3-4.indb   132 12/9/2005   12:07:3612/9/2005   12:07:36



133Teachers’ Constructions of Citizenship and Enterprise: Using Associative Group Analysis…

Szalay, L. B., and Bryson, J. A. (1974): “Psychological meaning: Comparative 

analyses and theoretical implications.” Journal of Personality and Social Psychol-

ogy, 30(6), pp. 860–870.

Szalay, L. B., and Deese, J. (1978): Subjective meaning and culture: An assessment 

through word associations. Hillsdale, NJ: Lawrence Erlbaum Associates.

Szalay, L. B., and Lysne, D. A. (1970): Attitude research for intercultural commu-

nication and interaction. The Journal of Communication, 20, pp. 180–200.

Szalay, L. B., Lysne, D. A., and Bryson, J. A. (1972): “Designing and testing cogent 

communications.” Journal of Cross-Cultural Psychology, 3(3), pp. 247–258.

Szalay, L. B., and Maday, B. C. (1973): “Verbal associations in the analysis of subjec-

tive culture.” Current Anthropology, 14, pp 33–50

Szalay, L. B., Strohl, J. B., and Doherty, K. T. (1999): Psychoenvironmental forces in 

substance abuse prevention. New York: Kluwer Academic.

Szalay, L. B., and Windle, C. (1968): “Relative influence of linguistic versus cultural 

factors on free verbal associations.” Psychological Reports, 22, pp. 43–51.

Szalay, L.B., Windle, C. and Lysne, D (1970): “Attitude measurement by free verbal 

associations.” Journal of Social Psychology, 82, 1, pp. 43–55.

review_2005_3-4.indb   133review_2005_3-4.indb   133 12/9/2005   12:07:3612/9/2005   12:07:36



134
Alistair Ross, Barbara Read, Marjanca Pergar Kuscer, Marta Fülöp, 

Cveta Pucko, Mihaly Berkics, Monika Sándor, Merryn Hutchings

Appendix 1:
Associative group analysis with three populations: 
a form of diagrammatic representation using set theory

This is a form of representation that shows the various different emphases placed 

on the understsanding of particular themes, and is a variation on the Associative 

Group Analysis technique (AGA) developed by Lorand Szalay. AGA is normally 

used to compare two groups of population: the technique described here shows 

the relationship between three different groups.

Each theme can be shown in a Venn diagram, 

showing three intersecting sets that represent 

each population. The categories are then shown 

within the Venn diagram. The position of each 

category is calculated by the relative proportion 

scored by each of the three populations. 

Thus, for example, a category that scored equally 

by all three populations would appear in the 

very centre, at the intersection between the 

three circles [ ]. One that was only recorded by 

two of the populations, but not at all by the 

third, would appear on a line stretching between 

the two respecive circles, its position on that 

line reflecting the relative score given by each of 

the two populations [ ].

These positions are determined by calculating 

the moments around a point. The three coun-

tries are represented by the three vertices of an 

equilateral triangle. The relative position 

between two countries is calculated as the 

moment around the point representing the 

third country. A line [ ]joins the vertices to 

the point on the opposing side. The process is 

repeated [ ], and the intersection [ ] defines 

the position of the category. A third iteration 

[ ] confirms the position.

50

20
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As a further refinement, the relative weight 

given to each category is shown by the area of 

the circle.

The triangle has the three intersecting sets 

imposed over it. Categories can only appear 

with their centres within the triangle.

The positioning of the sets is such that half the 

area within the triangle falls within each circle: 

50% of the possible positions lie within each 

circle ( a = b). 

We are grateful to David Ross for his help in devising this sytem of representa-

tion.

a

b
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Appendix 2: 
Diagrammatic representations of Competition and Cooperation

synonym

outcome

positive emotion

others

Cooperation

Competition 

negative emotion

other

positive emotion 

area (other)

area (school)

area (work)

high involvement

grouping

weak involvement

H
U

NGARY SLOVENIA
 

ENGLAND

H
U

NGARY SLOVENIA
 

ENGLAND

win 

area (school)

negative emotion

speed

synonym

area (sport)
lose, fail

area (other)

motivation

area (work, money)
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Appendix 3: 
Most frequent words/phrases volunteered for key concepts

Only words scoring more than 2.5 shown. Categories which score over 2.5 

shown bold and in a box .

ENTERPRISE HUNGARY ENGLAND SLOVENIA

pri sec all pri sec all pri sec all
Business/capitalism 23.5 20.0 21.8 23.6 29.9 27.0 33.0 20.6 27.0

administration, accounting, rules 2.6 1.1 1.9 0.0 0.0 0.0 0.7 0.2 0.5

Business (es) 2.0 0.0 1.0 12.6 12.8 12.7 6.8 2.3 4.6

Company, PLC, corporation, firm 0.3 0.6 0.4 4.2 5.7 5.0 0.0 0.4 0.2

earnings, wealth, dividend 2.2 0.4 1.4 0.0 1.3 0.7 3.6 2.0 2.8

Money 1.4 10.2 5.7 4.7 4.1 4.3 9.9 7.3 8.7

Profit-making 3.8 2.0 2.9 1.5 2.3 2.0 0.9 2.4 1.7

property, egs of status symbols 1.4 0.6 1.0 0.0 0.0 0.0 3.4 2.2 2.8

Shop, trade, selling, commerce 0.0 0.3 0.1 0.0 2.4 1.3 3.6 0.5 2.1

Taxes, expense 7.1 3.4 5.3 0.0 0.0 0.0 0.9 0.3 0.6

Entrepreneur 3.0 0.4 1.8 7.8 7.6 7.7 15.9 15.1 15.5

business acumen, personality 2.2 0.4 1.4 0.7 2.0 1.4 0.9 4.3 2.5

entrepreneur (ing) 0.0 0.0 0.0 4.0 0.0 1.8 6.4 1.5 4.1

Knowledge, skill, expertise, education 0.4 0.0 0.2 0.3 0.7 0.5 0.9 3.9 2.4

manager, leader, leadership 0.4 0.0 0.2 2.0 1.9 1.9 4.8 2.6 3.7

Example 0.0 0.0 0.0 5.9 8.3 7.2 0.0 0.0 0.0

Star Trek 0.0 0.0 0.0 4.0 0.8 2.3 0.0 0.0 0.0

young, young enterprise 0.0 0.0 0.0 0.0 3.8 2.1 0.0 0.0 0.0

star ship 0.0 0.0 0.0 1.8 3.7 2.9 0.0 0.0 0.0

innovation, risk 16.3 21.6 18.9 24.7 22.8 23.6 4.3 9.4 6.8

creative, creating, lateral thinking 0.7 3.8 2.2 2.7 1.5 2.1 1.5 1.9 1.7

idea (s), concept 1.8 1.5 1.7 5.1 3.0 3.9 0.0 1.4 0.7

Initiative 0.0 0.0 0.0 5.0 6.8 6.0 0.0 1.2 0.6

Invention, inventive, innovation 0.0 0.0 0.0 3.5 1.4 2.3 2.6 2.7 2.7

new, original, novelty 1.8 0.0 0.9 2.6 1.2 1.8 0.0 0.0 0.0

opportunity (ies) 3.1 1.7 2.4 1.7 3.1 2.5 0.0 0.0 0.0

risk, courage, luck 8.8 14.7 11.6 0.7 3.2 2.0 0.2 2.2 1.2

Motivation 9.3 7.5 8.5 2.9 3.1 3.0 7.0 15.4 11.1

moving forward 1.2 2.8 2.0 0.0 0.0 0.0 0.0 0.0 0.0

Success 2.5 2.8 2.6 0.5 1.4 1.0 5.3 10.1 7.7
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ENTERPRISE HUNGARY ENGLAND SLOVENIA

pri sec all pri sec all pri sec all
Unbound working hours 3.7 0.6 2.2 0.0 0.0 0.0 0.0 0.0 0.0

Negative characteristic 11.8 7.0 9.5 0.0 0.3 0.1 5.5 5.7 5.6

Corruption, mafia, stealing 1.8 2.7 2.2 0.0 0.0 0.0 1.4 0.6 1.0

Failure 4.5 3.1 3.8 0.0 0.3 0.1 0.0 0.0 0.0

stress, worries, problems, troubles 3.3 0.6 2.0 0.0 0.0 0.0 1.4 1.4 1.4

Other 1.8 8.7 5.1 0.7 0.0 0.3 1.3 1.5 1.4

Individual 0.3 4.3 2.2 0.7 0.0 0.3 0.0 0.3 0.2

Responsibility 0.0 2.9 1.4 0.0 0.0 0.0 0.0 0.0 0.0

Work 10.9 8.0 9.5 2.2 4.6 3.5 10.3 10.1 10.2

Diligence, activity, conscientiously 0.0 0.8 0.4 0.0 2.1 1.1 3.1 2.4 2.8

hard work 3.9 3.8 3.9 0.3 0.0 0.1 0.2 1.3 0.8

job, occupation, profession 4.7 2.0 3.4 0.5 0.5 0.5 2.8 2.1 2.4

Work 0.0 0.0 0.0 0.9 1.7 1.3 3.5 3.0 3.3

CITIZENSHIP HUNGARY ENGLAND SLOVENIA

pri sec all pri sec all pri sec all
Belonging 5.4 4.4 4.9 19.5 8.2 13.8 18.9 17.7 18.3

Belonging, b. to the state, people 1.6 1.0 1.3 5.3 2.6 4.0 13.6 12.3 12.9

Together (ness), unity 0.0 0.6 0.3 2.5 0.0 1.3 0.0 0.0 0.0

Community 1.8 3.8 2.8 11.9 13.7 12.8 3.1 3.7 3.4

Community 0.0 0.0 0.0 4.3 5.0 4.6 0.5 0.4 0.4

country (ies) 0.0 0.0 0.0 3.3 0.8 2.0 0.0 0.0 0.0

People, population 0.4 0.5 0.4 1.1 0.2 0.6 1.9 2.7 2.3

Society 0.0 0.5 0.3 1.0 3.5 2.3 0.0 0.2 0.1

Diversity 0.5 2.4 1.5 2.3 2.9 2.6 7.4 7.2 7.3

Exclusion 0.3 0.0 0.1 0.1 0.0 0.0 2.5 0.4 1.4

Refugee 0.0 0.0 0.0 0.1 0.0 0.0 0.5 2.4 1.5

education/development 1.2 1.6 1.4 5.7 17.7 11.8 1.4 0.3 0.8

PHSE 0.0 0.0 0.0 1.1 4.0 2.5 0.0 0.0 0.0

Socialisation 0.0 0.0 0.0 0.5 2.7 1.7 0.0 0.0 0.0

legal/institutional 12.9 14.3 13.6 7.9 9.4 8.7 18.0 20.1 19.1

Documents, record 0.0 0.0 0.0 0.1 0.0 0.0 2.7 4.7 3.7

Election, voting 1.7 1.1 1.4 0.0 0.4 0.2 0.9 0.9 0.9

Law(s), Rules, regulation, order 2.3 1.2 1.7 4.1 4.1 4.1 1.7 1.6 1.7
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CITIZENSHIP HUNGARY ENGLAND SLOVENIA

pri sec all pri sec all pri sec all
State 0.6 1.9 1.3 0.0 0.0 0.0 6.7 4.9 5.8

Prosocial 1.4 1.7 1.5 26.1 14.0 20.0 0.5 1.9 1.2

A good neighbour, neighbours 0.0 0.0 0.0 2.0 0.5 1.3 0.0 0.0 0.0

Cooperating, cooperativity 0.0 0.5 0.3 2.9 1.1 2.0 0.2 0.5 0.4

help(ing)(fulness), helping others 0.0 0.3 0.1 4.3 1.9 3.0 0.0 0.4 0.2

National 23.0 13.2 18.1 5.8 3.5 4.6 22.9 23.7 23.3

Hungarian/British/Slovenian 7.4 3.4 5.4 0.3 0.4 0.4 5.4 6.0 5.7

Fatherland, homeland 7.1 5.2 6.2 0.0 0.0 0.0 1.4 0.4 0.9

Language 0.0 0.0 0.0 0.0 0.0 0.0 4.3 3.2 3.7

nationally feeling 0.0 0.0 0.0 0.0 0.0 0.0 2.5 0.8 1.7

patriot (ism), for good of nation 4.6 3.1 3.8 1.4 0.4 0.9 0.6 0.2 0.4

Pride, proud 1.9 0.4 1.2 1.4 0.3 0.8 3.8 4.8 4.3

Other 4.3 7.4 5.9 3.9 8.0 6.0 9.0 9.4 9.2

being a (good) citizen 0.0 0.0 0.0 1.2 0.0 0.6 4.0 1.7 2.8

Citoyen 0.0 3.6 1.8 0.0 0.0 0.0 0.0 0.0 0.0

rights/duties 14.5 10.3 12.4 5.6 13.3 9.5 13.7 11.8 12.7

duty (ies), requirements 7.2 4.1 5.6 0.5 1.2 0.8 5.2 4.0 4.6

responsible (ity) 1.5 1.2 1.4 2.4 5.4 3.9 1.1 0.5 0.8

Rights, voting- human- civil- 2.9 3.2 3.0 0.5 2.5 1.5 4.3 5.0 4.7

Secure, security 0.3 1.0 0.6 0.5 0.0 0.3 2.4 1.1 1.7

Symbols 1.9 0.4 1.1 2.4 0.0 1.2 13.8 8.6 11.1

coat- of- arms 0.5 0.0 0.3 0.0 0.0 0.0 3.2 1.1 2.1

Flags 0.7 0.0 0.4 0.3 0.0 0.1 4.6 2.5 3.5

Passport 0.6 0.0 0.3 1.8 0.0 0.9 1.8 2.8 2.3

Values 5.7 8.6 7.2 9.0 9.2 9.1 5.4 4.8 5.1

Honesty 2.4 0.8 1.6 0.0 0.0 0.0 0.3 0.0 0.1

moral (s) 0.0 1.0 0.5 1.5 2.9 2.2 0.5 0.7 0.6
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Cultivating Reflective Practitioners through the Study 
of Human Development: a Transformative Graduate 

Program in Elementary Education at West Chester University

Abstract

The article expands on a presentation given by the author at an international 

symposium held at the University of Silesia from May 10-13, 2005, entitled Innova-

tion in Higher Education: A Global Perspective. Perspectives on transformational 

processes in Higher Education vary widely even after forty years of exploration by 

psychologists, educators, sociologists, and neuroscientists. West Chester University 

of Pennsylvania’s Plan of Excellence includes five essential transformations in 

which is embedded the new Elementary Education Masters Degree Program in 

Applied Studies in Teaching and Learning. An essential catalyst for transformation 

is the experience of personal authenticity. As a goal of teacher development, 

authenticity paradoxically leads to heightened individuation as well as social con-

nectedness and integration. Highlighted in this area of study are components of 

a six-area framework of Human Development as a formative study for personal, 

social, cultural, and global transformation. Future implications for questioning and 

enriching teacher development are explored.

Key Words: transformative learning; adult development; relational-cultural theory; self-

awareness; mindfulness; integral learning; transpersonal psychology; authenticity; flow

Background

Two key questions with which educators have perennially wrestled involve the 

search for a concept of optimal human growth and well-being and the resolution 

of the fundamental paradox of teaching for human growth while also teaching 

Carol A. Radich

USA
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human beings to meet the needs of a social system (Jourard, 1971). Erich Fromm 

(1963) stated that, “Education is identical with helping the child realize his [sic] 

potentialities” (p. 104). As Boy and Pine (1971) summed up, “…there is a wide gap 

between what we want to do and what we are doing to enhance the human devel-

opment of young people….it is our contention that the teacher who can be the 

most whole person will make the most significant contribution to the development 

of students as self-actualizing persons.” (p. 2) 

Goldhammer (1969) maintained that, “It is the relationship [between teacher 

and learner] that teaches, not the text” (p. 365). 

The ideal of perfecting the teacher-learner relationship as a catalyst to mutual 

growth has proceeded over four decades with the goal still tantalizingly elusive. 

Cranton and Carusetta (2005) wrote, “If we are to maintain our self in our teaching, 

becoming authentic human beings who teach rather than mindlessly following 

social expectations, we need to work to become conscious” (p. 290). The quest for 

conscious authenticity is proceeding on many fronts and is demonstrated by 

research in prenatal and perinatal psychology (PPN) in which the infant within 

the womb senses qualities of its parents’ minds and responds to thoughts directed 

by other people toward the mother (McCarty 2005). The search for connection and 

transformation appears to be intertwined and an essential aspect of human nature 

and learning. As educators, we, too, are inextricably intertwined with our students, 

who are often our greatest teachers.

 1. Transformation as an individual and social process

Transformation as a concept in personal development and learning has been 

explored over several years from a variety of vantage points. However, fundamen-

tal agreement exists on essential components or results of engaging in the trans-

formative process such as deepened self-awareness, a paradigm shift that may 

involve deepened empathy for oneself and one’s environment, behavioral change, 

and social interactions reflecting one’s changed awareness.

At the level of self, Tennant (2005) identified four levels of personal identifica-

tion that are changed by transformational learning. They include the authentic, 

repressed, autonomous, storied, and entangled selves. As teachers identify their 

anchoring points in their various selves, they can make more genuine choices to 

create their future reality. In the same article, Tennant conceptualizes the interplay 

between self and society and claims that transformational learning designs that 

include this perspective facilitate the personal and social change process. As learn-

ers identify the impact of ideological language on their self-talk, they become freer 
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to identify their inner freedom and autonomy. As their sense of self-efficacy 

expands, learners become empowered to re-create and re-story their experiences 

and to define their relationships more authentically. As neurological patterns of 

thinking change, the process of reflection becomes a mental habit that leads to 

continuously developing new strategies for relating, thinking, and behaving.

Cranton and Carusetta (October 2004) examined the development of authentic-

ity in teachers over a three-year period which, in itself, became a transformative 

experience. Using five interrelated categories of self, other, relationship, context, 

and critical reflection, the researchers discovered a developmental progression in 

each category of authenticity. For example, in self-awareness, beginning teachers 

often accepted a socially constructed view of the teacher as authority model, 

whereas, in mature authenticity, teachers integrated their teaching selves and 

personal selves more fluidly. Likewise, in awareness of others, teachers progressed 

from unquestioned generalizations about students to a multifaceted perception of 

diversity in students. Beginning authenticity in relationships was characterized by 

rule-centered relationships with students, whereas mature authenticity in this area 

involved awareness of the interplay between the teacher’s and student’s develop-

ment of authenticity. Teachers in the awareness of context category progressed from 

inflexible perceptions to a personal struggle with contextual factors that impacted 

both students and teachers. The last category, critical reflection on self, other, rela-

tionship, and context, indicated growth from focus on specific teaching skills to 

in-depth questions of premises underlying conceptualization of the teaching-learn-

ing process as an interpersonal relationship. Development in the preceding catego-

ries can result in transformative learning in which teachers’ beliefs and perspectives 

become more open and permeable as well as better validated through personal 

experience (Mezirow, 2000).

2. Human Development as a formative study 
in the transformative process

Human Development is a multidisciplinary, integrative study of six main develop-

mental categories of the human life span which includes physical, emotional, social, 

cognitive, moral, and self developmental areas. Students of Human Development 

learn to reflect upon and synthesize their own feelings, thoughts, experiences, and 

behaviors in each of the six developmental areas in order to gain insight into their 

own personality formation within their own unique social context. As one examines 

the University of Maryland Graduate Catalog in Human Development (2004), the 

broad scope of this field becomes apparent. The focus on historical and contemporary 
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factors influencing one’s life trajectory generally induces a transformational experience 

built-in to the very nature of the curriculum. (www.wmd.edu). 

According to McWhinney and Markos (2003), “Every design [for transformative 

learning] implies a theory of human and social development, and every design has 

a political effect on the participants, whether by implication or by following an 

explicit ideology” (p. 27). The key factor in the study of Human Development is 

the multiple and layered contexts in which students are invited to reflect and act 

upon themselves within a social context. The main aspects of personal human 

awareness can be categorized into knowledge of oneself, increased self-efficacy 

[self-control], self observation and care, and self re-creation. Students are encour-

aged to take an active role [personal agency] in discarding inauthentic parts of 

their selves while discovering their genuine sources of energy and purpose. 

Both students and teachers of Human Development encounter their own per-

sonal assumptions about the purpose of the educational process in which they are 

engaged. Many questions arise during this spiraled layering of learning. What is 

the ideal goal of human life? How does one balance self-interest and collective 

well-being? Is self-interest a primary motive? What is one’s real story? How much 

freedom do we really have? Is freedom a reality and to what extent? How does the 

teacher negotiate students’ freedom and social appropriateness? Can a teacher be 

authentic while working for the state? Such questions can ignite both passion and 

purpose in students and teachers as they discover their personal ideals and personal 

space while reframing their social responsibilities.

3. West Chester University’s Plan of Excellence 
and Five Transformations

West Chester University, a member of the Pennsylvania State System of Higher 

Education, is a public, regional, comprehensive institution committed to providing 

access and offering high-quality undergraduate education, post baccalaureate and 

graduate programs, and a variety of educational and cultural resources for its 

students and alumni and the citizens of southeastern Pennsylvania. 

The Vision Statement of West Chester University states that WCU will be 

a national model for excellence for public regional comprehensive universities and 

especially noted for:

•  Undergraduate programs that actively engage students in connecting the life 

of the mind to the world in which they live and work;

•  The responsiveness of its graduate and post baccalaureate programs to regional 

need;
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•  Its focus on providing lifelong-learning, technical, and applied skills essential 

to graduates’ success now and in the future;

•  A commitment by faculty, staff, and administrators to provide access and to 

serve effectively the educational needs of a diverse student body; and,

•  Its role as a leading educational and cultural resource and partner in fostering 

the economic, social, and cultural vitality of southeaster Pennsylvania.

Five essential transformations have become priorities in order to concretize West 

Chester University’s Vision Statement. 

•  Responsiveness Transformation: WCU will increase its responsiveness to the 

educational and cultural needs of its region.

•  Student Success Transformation: WCU will make student success its defining 

characteristic.

•  Diversity Transformation: WCU will strengthen its commitment to pluralism, 

access, equity, and a supportive campus climate for a diverse community of 

students, staff, faculty, and administrators.

•  Human Capital Transformation: WCU will increase its investment in the 

continued development of the skills and knowledge of its faculty, staff, and 

administrators.

•  Resourcefulness Transformation: WCU will diversity the base of its physical and 

fiscal resources and increase the effectiveness with which they are managed.

The inclusive scope of the five transformations reflects the view that the total 

institutional culture and environment needs to reflect a consistent, assessable, 

commitment to healthy growth and diversity as well as an environment continually 

open to change and self-evaluation. The West Chester University Values Statement 

elaborates on the behaviors it seeks to engage in to encourage transformation:

•  Attracting, enrolling, and graduating quality students from a wide variety of 

educational, cultural, and economic backgrounds;

•  Attracting and retaining highly qualified faculty and staff and to provide each 

member of the University community with learning and leadership develop-

ment opportunities;

•  Supporting and encouraging programs which benefit all people and which 

seek to eradicate discrimination and injustice; 

•  Treasuring the worth and uniqueness of each individual within the belief that 

success is to be earned by individual effort put forth in an environment 

founded on equality of opportunity, and the appreciation of the ideal of an 

inclusive society;

•  Emphasizing civility while affirming the worth and dignity of each member 

and the shared responsibility of all to treat each other as individuals, with 

respect and courtesy;
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•  Addressing the concerns of a global society by teaching students to think 

clearly and critically, to make logical and ethical judgments, and to commu-

nicate effectively with others;

•  Supporting the principles of academic integrity and academic responsibility; 

and,

•  Viewing the WCU Values Statement as a living document that will change as 

the university community evolves (www.wcupa.edu, 2005).

The above description of one university seeking to provide an affirming envi-

ronment for its whole community illustrates a clear plan to implement research 

findings on transformation. The focus on individual, social, systemic, and inter-

national change provides a space to grow for a diversity of individuals and pro-

grams.

4. An Innovative M.Ed. Program of Applied Studies 
in Teaching and Learning

An Innovative Master of Education Degree for the Reflective Practitioner was 

developed by the Department of Elementary Education faculty with input from 

graduate students in order to advance the knowledge and skills needed to be reflec-

tive practitioners and educational leaders. The program recognizes the value of 

students’ experiences and emphasizes reflection, collaboration, and classroom-

based inquiry and prepares teachers to serve the needs of diverse populations of 

children through the development of active, constructive, and collaborative 

approaches to teaching and learning.

The Master of Education Degree in Elementary Education is a 36-credit pro-

gram which includes an 18-credit core requirement, a 12-credit Area of Focused 

Inquiry, the development of a professional portfolio, and a 6-credit, classroom-

based inquiry project. Areas of Focused Inquiry include, but are not limited to, 

the following: Inclusion/Special Education, Technology, Culturally Responsive 

Education, Teaching English as a Second Language, Literacy, and Human Devel-

opment.

Two initial courses are to be taken during the first 15 credits. A brief description 

is included below.

EDE 554  The Reflective Teacher: Examining Cultural Paradigms in the Con-

temporary Classroom (3)

An investigation of the origins of popular, personal, and theoretical 

constructions of teaching and learning processes and how these 

constructions influence contemporary practice.
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EDE 532 Teaching and Learning: Linking Theory and Practice (3)

This course is intended to help teachers connect knowledge of cur-

riculum design and learning theory with the development of cultur-

ally responsive curriculum and effective classroom practice.

Intermediate courses build on the initial knowledge and experience base.

EDE 556 Human Development (3)

Study of cross-culturally evolving perspectives on healthy develop-

mental processes in children and adults. Application of findings to 

interaction between teachers and learners within the contexts of 

family, school, and community.

EDF 583 The American School as Social Narrative (3)

An integrated exploration of the philosophical, cultural, social, and 

physical foundations of schooling and education in the United States.

EDR 535 Language, Learning, and Literacy (3)

The developmental nature of language and the critical links between 

language, learning, and literacy. Major theories of language and lit-

eracy and links to practice. Individual variation, class, gender, dialect, 

and ethnicity related to language and literacy.

The Area of Focused Inquiry is composed of twelve (12) credits in which students 

are encouraged to propose their own focus areas based on personal interests and 

needs as well as graduate course offerings. These areas are developed between each 

student and faculty advisor in accord with student interest and appropriateness.

Culminating courses are designed to help the student integrate and synthesize 

earlier learning experiences in both a personal and professional context.

EDE 571 Educational Change: A Systemic View (3)

Exploration of theories and models of educational change, with 

emphases on systems thinking and the central role of the teacher in 

educational change.

EDE 611 Teacher as Classroom Researcher (6 credits)

This course explores the role of classroom research in the profes-

sional life of the teacher. With the goal of informing personal practice 

and collegial discourse, participants review existing literature, design 

and carry out an investigation in their own setting, and report results 

to professional colleagues.

Many threads of Human Development are woven among the above course offer-

ings. Continuous themes of self-reflection, professional discourse, language aware-
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ness, social systems, cross-cultural perspectives, personal choice, and contemporary 

life are approached from multiple human learning vantage points. The program is 

designed to be an evolving life experience for both university faculty and their 

teacher-students. As teachers are encouraged to probe more deeply into their authen-

tic relationships with self, others and the learning context, they gain greater self-

mastery as they seek to create optimal learning environments for their students.

5. Future Trends in Transformational Approaches 
to Teacher Development

Current trends in transformational education are left with an unanswered ques-

tion. Is transformation an inherently valuable human goal or is transformation a 

means to other, more highly valued ends? Scott (1998) maintained that freedom, 

democracy, and authenticity were the goals of transformative education. Within 

democratic systems, it is generally assumed that education will lead to progress, 

both technologically and character-wise, and that progress is good. Oord (2005) 

believes that progress is neither impossible nor inevitable; rather, it is possible but 

not inevitable regardless of the transformational context. The key ingredient in 

progress, in Oord’s view, is love in action. Love has often been deemed an inap-

propriate area for study due to its personal and intimate nature and, therefore, this 

important aspect of human development has been largely neglected by researchers 

in psychology, biology, neurology, sociology, cosmology, and anthropology. 

Erich Fromm’s description of love ( 1956) as having four key ingredients may be 

a useful framework for researchers and educators who believe that humanity can 

make progress in love and, therefore, in human well-being. The four components 

of Fromm’s concept of love include: care, knowledge, responsibility, and respect. 

Many of these notions are embedded in the quest of transformational education 

to encourage maximum freedom and social responsibility for teachers and learn-

ers alike. As psychological and sociological research findings indicate, empathic 

and caring as well as prosocial and assertive behaviors can be taught and learned. 

Learning communities have often created environments in which civility as well 

as intellectual and ethical behaviors are valued while social scientists have also 

demonstrated cultural aspects that thwart human growth and well-being.

Johnston (2005) believes that, “The creative challenge in front of us… reveals 

the critical need to rethink our whole notion of human progress” (p.12). The neces-

sity of healthy relationships extends beyond our personal microsystems to the 

global level. As we learn that even our culture is a human creation for which we 
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have some degree of responsibility, we are called upon to rewrite the human story. 

We are participating in simultaneous processes of personal, cultural, and species-

wide maturation. As we become more personally conscious, Johnston believes that 

“creation, through us, is becoming for the first time conscious not just of its various 

manifest forms, but of itself specifically as creation” (p. 15).

Yet Jarvis’ (1992) question about teaching as an ethical dilemma remains. “Edu-

cation seeks to control learning in some way, to direct it and to ensure that it is 

harnessed in the interests of the state or the organization; it reflects the institution-

alization of learning” (p.236). Teaching may be designed to strike a delicate balance 

between the best interests of learners and the needs of society. Teachers are the 

intermediaries between the learner and their social milieu. How teachers perceive 

their responsibility and power over what and how students learn becomes an 

ethical or moral question. When teachers perceive their role as assisting students 

in acquiring required certificates, Jarvis says they are in the having mode. At the 

same time, genuine learning occurs in the being mode. This fundamental dynamic 

between teaching and learning, between having and being, merits increased scru-

tiny in programs of teacher development. 

Helping learners become more fully human can be viewed as a moral responsi-

bility which involves all aspects of human relationships, teaching style, and class-

room experiences. Reflective teachers need to be able to answer such questions as: 

What does it mean to be a wise human being? Do I have the right to influence a 

student’s development so directly? What are my qualifications for being entrusted 

with this influential responsibility? Am I aware that the implications of my actions 

as a teacher extend far beyond dispensing knowledge and skills? If the student 

prefers non-reflective to reflective learning, should I impose my value of transfor-

mational education upon him/her?

One concept that has garnered general agreement as a worthwhile goal is the 

state of flow written about by Csikszentmihalyi (1990). This state is experienced as 

“the subjective perception of a positive, complex, and intrinsically rewarding state 

of consciousness” (Massimini & Fave, 2000, p. 41). It is characterized by deep 

concentration, high involvement, intrinsic motivation, and high challenges 

matched by one’s personal skill level. “Human beings should be encouraged to 

invest their limited, and thus precious, psychic resources in opportunities for action 

that represent real sources of development, not only for the individual but for the 

natural and cultural environment” (Massimini, 2000, p. 32). 

The inherent complexity of both teaching and learning illustrate the formative 

nature of Human Development as a ground of study from which to construct and 

evaluate one’s role as an educator and potential agent of transformation. There is 

growing awareness that out of the subjectivity of the human dilemma, i.e., the 
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ability to view ourselves as both subject and object, a term coined in the 1960s by 

Rollo May, two intrinsic values are emerging. These are the values of diversity and 

cooperation at the individual and the social level. In today’s world, Maslow (1968) 

might have included diversity and cooperation in his list of beta or growth needs 

in that we need to value these in order to continue our transformative growth 

process on this planet. Human beings will be the ultimate creators of their global 

culture and transformative educational experiences on a global scale have the 

potential to help the world become a peaceful community in a manner unprece-

dented in human history. 
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Values Preferred by Teachers and Students 
for Teacher Training Faculties

Abstract:

In his article, the author outlines the values preferred by teachers and those 

aspiring to the profession. The presented data point to a very broad convergence 

between what teachers and students indicated with regard to their attitude towards 

values. Although one can observe certain, rather subtle, differences (related to, 

among others, the socio-demographic characteristics of those surveyed), they are 

of secondary importance and do not cause the axiological bases for the functioning 

of both groups to differ. 

What is significant is also the placement of such values as safety, responsibility 

and children. These values have a static character, connected with necessity and, 

at the same time, with the need to maintain one’s property. They proved to be 

slightly more appreciated by teachers than by students.

The research shows one essential yet weak correlation: two values, wisdom and 

honesty, find a slightly wider acknowledgement among teachers than among their 

future colleagues. The same can be said of the case when the same values are 

chosen as primary. 

In this context, referring everything that takes place in the social space to distant, 

better times seems to be justified. No matter how it was in the real historical dimen-

sion, it appears justified to assert that it is undoubtedly better to live in an environ-

ment where the majority of those representing a given professional group (especially 

one as important for the social structure as teachers) recognise the importance of 

wisdom and honesty.

Keywords: value, teachers, axiology, social stratification, profession, teaching spe-

ciality

Janusz Stanek
Poland
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The international position of Poland is and will be determined by the present 

and future teachers representing a profession believed to be the most humanistic 

one among other forms of intellectual professional activities. The specific features 

of this profession make it impossible to separate vocational skills of teachers from 

their social standing, a kind of immersion in the social environment, being a 

medium of current and predominant values. Above all, it must be remembered 

that the values are subject to scientific categorisation at most at the average level 

understood in peculiar terms since it is related to such a peculiar factor. Thus, it is 

worth knowing how teachers perceive the world of values, their own role in it and 

if they are generally able to identify education-related tasks that are essentially 

based on values.

The starting point for the analysis of the values preferred by the respondents was 

the construction of an adequate scale of values. It was inspired by the philosophi-

cal and pedagogical literature concerning values and related achievements of 

M.Rokeach and Cz.Matusewicz. Owing to the previous pilot study, it was possible 

to prepare the version used in the survey.

The survey of how the respondents approached the values was assumed to sup-

plement the main trend of the pedeutological exploration taken up. The assumption 

aimed at supplementation of the image of present and future teachers with a pri-

mary element forming grounds for all beliefs and actions. 

The territory covered by the survey was Upper Silesia. The survey, forming an 

essential part of the empirical inquiries of this study, was designed so that it could 

be used in order to detect and analyse all significant relationships describing the 

consciousness of teachers and students of teacher training faculties living in the 

Silesia province. The survey covered all the Silesia province, and more accurately, 

districts selected by stratum sampling. The survey was held in 2001 owing to 

cooperation with education departments in individual cities and towns, as well 

as to courtesy of principals of selected schools at all levels of education. The 

survey covered 1486 respondents (743 teachers and 743 would-be teachers), who 

were good representatives of the general population with regard to all significant 

features constituting the same. The tools used in the survey were sent to the 

surveyed via internal information channels at individual education departments. 

Such a solution offers many advantages, but there seems to be one advantage that 

seems particularly significant: the way in which the questionnaires were distrib-

uted generated only the minimum cost (in relation to traditional mailed question-

naires). Another benefit also turned out to be significant – due to this solution; 

the principals of institutions covered by the survey were somehow obliged to 

cooperate, which was immediately translated into the rate of returns of the dis-

tributed questionnaires.
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The questionnaire investigating values preferred by teachers and would-be 

teachers is based on Rokeach’s scale of values. It combines two groups of values – 

auto telic and instrumental values – into one set as illustrated in Table 1. 

Table 1: Auto telic and instrumental values

Auto telic values

security, wealth, children, dignity, wisdom, love, morals, responsibility, achieve-

ments, beauty, peace, truth, friendship, pleasure, religion, family, equality, sex, 

modesty, fame, happiness, art, tolerance, recognition by society, freedom, edu-

cation, health

Instrumental values

ambition, appearance, wealth, intelligence, creativity, logic, reliability, re-

sponsibility, courage, self-control, obedience, diligence, independence, 

smartness, tolerance, outfit, honesty, kindness, power, freedom, education, 

resourcefulness, skills

This solution assumes that the division into “targets” and “means” is only appar-

ently clear and justified from a logical perspective. When we decompose the target 

(auto telic value) into milestones (instrumental values) that take us closer to the 

target, it is not always possible to determine precisely whether the milestones are 

only the means or fragments of the target we are aiming at.

The survey comprised a ranking of ten selected values subsequently correlated 

with results generated by means of other survey techniques.

Thus, what were the choices made by the respondents from both groups by 

means of the form specifying 48 auto telic and instrumental values combined into 

one set1? For formal purposes, let me discuss only the top ten values in this specific 

ranking list (Table 2). 

1 Detailed compilation of results and consideration of all significant relationships occurring in 

relation to the issues in question was possible owing to application of statistical software STATBAZ 

2.0 and Statistical at the final stage of the survey. Simple compilations contain all essential data 

reflecting the approach of the community of respondents to individual values. Data significant in 

terms of statistics is included in tables of correlates designed as contingency tables for two quality 

variables. With reference to values in subsequent fields of the table, standard orientation is applicable 

according to which:

•  The first per cent under specific size is calculated in relation to the total size of the surveyed 

sample;

•  The second per cent is calculated in relation to the total of the relevant line;

• The third per cent is calculated in relation to the total of the relevant column.

Moreover, each table of contingencies is accompanied by an independence test (chi-square) and 

a decision on the degree of statistical significance of the test performed as well as the Czuprov and 

Pearson factors analysing the strength of dependencies between statistical relationships analysed.
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The initial observation concerning the issue analysed is a high rate of coincidence 

between the responses indicated by teachers and students. Eight (among the top 

ten) values occur in both groups. 

Although the configuration in which they appear is not identical, it is not clearly 

different. In the group of teachers, the top three ranks are values such as health, 

family, and love. Among students, the situation is reversed if we treat family as the 

axis (love, family, health). Only on this basis we can, in my opinion, talk about 

differences related to the respondents’ age as well as the load of their life experience. 

The statement that, “the older the people are, the more they care for their health,” 

is true to some extent. It is similar with love, which represents a better value for 

young people than for mature people. In this case, these popular views are con-

firmed by this survey. The positioning of values such as security, responsibility, and 

children is also symptomatic. These values are of static nature, related to the neces-

sity and concurrently the will to retain their own state of possession (however, it 

may sound quite ill considered as far as children are concerned). These values are 

obviously at higher levels in the hierarchy to which teachers subscribe than in the 

students’ hierarchy. 

We can make use of certain stylistic means and state that when you have children 

you should be responsible for them and make them feel secure. In the system of 

values to which the students subscribed there were values such as happiness and 

friendship. Why were they stressed to a lesser extent by the teachers? We can say 

that life verifies many things and therefore teachers already know that happiness 

is volatile and friendships happen to be transitory the and they can generate feel-

ings other than only positive ones. One more issue seems to be highly symptomatic 

– the position of wisdom and honesty. It turned out that those values were recog-

nised better by the teachers than the students. However, these may also be perceived 

as an example of some kind of sublimation relating to individual achievements, 

understood in broad terms, resulting from considerable workload and time devoted 

to specific activity. This result may be even referred to as signum temporis, since it 

turned out (of course in terms of statistics and not in terms of specific reality, 

though we should take it into account that surveys of this type tend to reflect some 

dimension of social life) that referring to all that happens in the social space to old 

better times is justified. Certainly, living in a community where most people 

appreciate the significance of wisdom and honesty is easier than in an environment 

where these values have fewer followers.

The correlative analysis (I mean the determinants of independence that are the 

most elementary from a demographic perspective – one’s own job and accom-
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modation) of variables occurring in the question supports the first observation 

with reference to the system of values to which the respondents subscribe: both 

groups subject to the survey show insignificant differences in that respect. Differ-

ences registered at the level of statistical significance were revealed only in case of 

three values: dignity, love, and family.

Table of correlates 1, referring to the value of dignity, indicates that it is particu-

larly attractive to students. If the values presented and summed up in Table of 

correlates 1 are limited to the top and bottom five places, it will turn out that the 

value analysed in the teacher group “leans” towards the bottom line of the list. The 

top five places in the teacher group make it possible to note down the value of 

39.6%, which, in relation to the student community (54%), is less impressive. For 

obvious reasons, the relationship at the bottom of the list must be the reverse of 

the relationship outlined above. 

Table of correlates 2, referring to the value difficult to define and heterogenous, 

i.e. love, makes it possible to state that the top three places proving its high position 

in the hierarchy, are predominant in the group of students (66.2% of the population 

of the respondents, as compared with 47.6% of the teachers). Such distribution of 

data is undoubtedly explained in terms of the respondents’ age and the correlated 

phased development shaping both earthly thoughts and actions. The result may be 

not necessarily an encouraging observation that the axis of life is outlined by love. 

In the period of “becoming” in terms of personality and getting mature, love seems 

to be one of the most essential values being the causative factor for numerous 

actions; whereas, when we have achieved our targets, it leaves a kind of retrospec-

tive taste for life the significance of which is by no means situated in the “recens” 

dimension. Here, I am referring to the philosophical dimension of human exist-

ence determined by Prof. Józef Bańka, that the author calls recentivism. 

The obtained data point to the fact that, in terms of individual biographies, love 

is undoubtedly a relative value, subject to the identical method of categorisation, 

and it is valuable to the identical extent as in the case of other values a human being 

has to face. What is more, we can state that love is not a universal value, since it is 

clearly subject to depreciation, likewise other, less sublimated categories operating 

in the designative space. 

Table of correlates 3 illustrates the respondents’ approach towards the fundamen-

tal value forming the social system – family. Despite this fact, dissimilarity of these 

approaches is insignificant, which is supported by factors applied, defining the 

strength of the statistical relationships analysed, and these subtle differences should 

be explicated in the qualitative analysis.

Table of correlates 2: scale of values to which the respondents subscribe (love)
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Comparison between:

1) Register – Current Status – Columns;

2) Scale of values – dignity – lines.

Dignity TEACHERS STUDENTS TOTAL

First place

16.0 14.0 30.0

5.1 4.5 9.6

9.3 10.1

53.3 46.7

Second place

10 11 21

3.2 3.5 6.8

5.8 7.9

47.6 52.4

Third place

7.0 25.0 32.0

2.3 8.0 10.3

4.1 18.0

21.9 78.1

Fourth place

17.0 12 29.0

5.5 3.9 9.3

9.9 8.6

58.6 41.4

Fifth place

18.0 13.0 31.0

5.8 4.2 10.0

10.5 9.4

58.1 41.9

Sixth place

15.0 9.0 24.0

4.8 2.9 7.7

8.7 6.5

62.5 37.5

Seventh place

20.0 9.0 29.0

6.4 2.9 9.3

11.6 6.5

69.0 31.0

Eighth place

20.0 21.0 41.0

6.4 6.8 13.2

11.6 15.1

48.8 51.2

Ninth place

24.0 8.0 32.0

7.7 2.6 10.3

14.0 5.8

75.0 25.0

Table of correlates 1. Scale of values to which the respondents subscribe 

(dignity)
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Comparison between:

1) Register – Current Status – Columns;

2) Scale of values – dignity – lines.

Dignity TEACHERS STUDENTS TOTAL

Tenth place

25.0 17.0 42.0

8.0 5.5 13.5

14.5 12.2

59.5 40.5

Total

172.0 139.0 311.0

55.3 44.7

100.0 100.0

The value of χ statistics is 23.963 (p<0.01)

V = 9
For graphic representation of the relationships 

mentioned above cf. Chart 1
Txy = 0.160 

C = 0.267

25 17

24 8

20 21

20 9

15 9

18 13

17 12

7 25

10 11

16 14First place

Second place

Third place

Fourth place

Fifth place

Sixth place

Seventh place

Eighth place

Ninth place

Tenth place

TEACHERS STUDENTS

Illustration for Table of correlates no. 1:  

Scale of values: dignity 
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Comparison between:

1) Register –current Status – Columns;

2) Scale of values – love – lines.

Love TEACHERS STUDENTS TOTAL

First place

50.0 126.0 176.0

6.2 15.5 21.7

14.4 27.2

28.4 71.6

Second place

62.0 96.0 158.0

7.6 11.8 19.5

17.9 20.7

39.2 60.8

Third place

54.0 85.0 139.0

6.7 10.5 17.1

15.6 18.3

38.8 61.2

Fourth place

57.0 54.0 111.0

7.0 6.7 13.7

16.4 11.6

51.4 48.6

Fifth place

32.0 23.0 55.0

3.9 2.8 6.8

9.2 5.0

58.2 41.8

Sixth place

20.0 21.0 41.0

2.5 2.6 5.1

5.8 4.5

48.8 51.2

Seventh place

20.0 26.0 46.0

2.5 3.2 5.7

5.8 5.6

43.5 56.5

Eighth place

18.0 10.0 28.0

2.2 1.2 3.5

5.2 2.2

64.3 35.7

Ninth place

25.0 15.0 40.0

3.1 1.8 4.9

7.2 3.2

62.5 37.5

Table of correlates 2. Scale of values to which the respondents subscribe 

(love)
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Comparison between:

1) Register –current Status – Columns;

2) Scale of values – love – lines.

Love TEACHERS STUDENTS TOTAL

Tenth place

9.0 8.0 17.0

1.1 1.0 2.1

2.6 1.7

52.9 47.1

Total

347.0 464.0 811.0

42.8 57.2

100.0 100.0

The value of χ statistics is 38.1 69 (p<0.001)

V = 9
For graphic representation of the relationships 

mentioned above cf. Chart 2
Txy = 0.125

C = 0.212

TEACHERS STUDENTS

9 8

25 15

18 10

20 26

20 21

32 23

57 54

54 85

62 96

50 126First place

Second place

Third place

Fourth place

Fifth place

Sixth place

Seventh place

Eighth place

Ninth place

Tenth place

Illustration for Table of correlates no. 2:  

Scale of values: love 
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When we summarise the top three positions in Table of correlates 3, we can still 

see more than half of the students’ number (54.9%) as apparent followers of high 

ranking position of the family and factors that constitute its operation in terms of 

quality. Nevertheless, the group of teachers “valued” family as the top three positions 

at the level of 73.9% of responses. The difference resulting from the compilation, i.e. 

19%, is a logical commentary to the social position of representatives of both sur-

veyed groups. A person taking up study often by participation in a group of this 

type manifests his/her independence from his/her own parents. In this case, we can 

certainly talk about a movement “from the family” not only in the symbolic dimen-

sion. It is at this stage when young people aim at finding their own life formula, very 

often challenging the values that were cultivated and respected in their homes. The 

essence of this phenomenon is aiming at a redefinition of values found that perform 

the role of a specyfic recovered construction material that makes it possible for them 

to create their own, safe sequences of developed codes of values. 

Family as a value recognised by society is, to a definitely higher degree, an ele-

ment characteristic of people independent in terms of maintenance5 rather than 

those who are still in the care –let it be only financial support – of their own parents 

or other relatives. For the generation that has only entered the period of intense 

effort aiming at independence, family is more a postulated value than a value 

relating to the real world. Here, we can observe peculiar interpenetration of values 

acquired in childhood and those with a sense of adulthood. Development of one’s 

own formula is not easy, which may be easily seen in a focused analysis of demo-

graphic data illustrating the period of adolescence characteristic of our times.

The prioritisation of values postulated (according to instructions provided) as 

primary by the teachers and students of teacher training faculties, is in fact a formal 

confirmation of results analysed above (Table 3). Also, in this case, the respondents 

from both groups declared three most important values such as: health, family, and 

love (teachers’ choice) or: love, health, and family (students’ choice).   

With regard to two above-used measurements of values preferred by the 

respondents it should be stated that the teachers and students show some differ-

ences (however of a very subtle nature) in their approach to values, but the funda-

mental axiological dimension in which members of both groups operate must be 

regarded as coinciding to a great extent.

As regards the approach to values, indications of the teachers and students 

coincide in many respects. Nevertheless, it is possible to identify certain rather 

subtle differences (among others, related to the respondents’ age and the load of 

their life experience). However, these are of secondary nature and do not differ-

entiate the axiological fundamentals according to which both communities 

operate. 
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Table of correlates 3. Scale of values to which the respondents subscribe 

(family)

Comparison between:

1) Register –current Status – Columns;

2) Scale of values – family – lines.

Family TEACHERS STUDENTS TOTAL

First place

148.0 86.0 234.0

17.4 10.1 27.5

34.3 20.5

63.2 36.8

Second place

104.0 80.0 184.0

12.2 9.4 21.6

24.1 19.1

56.5 43.5

Third place

67.0 64.0 131.0

7.9 7.5 15.4

15.5 15.3

51.1 48.9

Fourth place

30 46 76.0

3.5 5.4 8.9

7.0 11.0

39.5 60.5

Fifth place

20.0 34.0 54.0

2.4 4.0 6.4

4.6 8.1

37.0 63.0

Sixth place

21.0 28.0 49.0

2.5 3.3 5.8

4.9 6.7

42.9 57.1

Seventh place

13.0 35.0 48.0

1.5 4.1 5.6

3.0 8.4

27.1 72.9

Eighth place

16.0 16.0 32.0

1.9 1.9 3.8

3.7 3.8

50.0 50.0

Ninth place

7.0 15.0 22.0

0.8 1.8 2.6

1.6 3.6

31.8 68.2
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Comparison between:

1) Register –current Status – Columns;

2) Scale of values – family – lines.

Family TEACHERS STUDENTS TOTAL

Tenth place

5.0 15.0 20.0

0.6 1.8 2.4

1.2 3.6

25.0 75.0

Total

431.0 419.0 850.0

50.7 49.3

100.0 100.0

The value of χ2 statistics is 45.457 (p<0.001)

V = 9
For graphic representation of the relationships 

mentioned above cf. Chart 3
Txy = 0.134

C = 0.225

TEACHERS STUDENTS

Illustration for Table of correlates no. 3:  

Scale of values: family 

5 15

7 15

16 16

13 35

21 28

20 34

30 46

67 64

104 80

148 86First place

Second place

Third place

Fourth place

Fifth place

Sixth place

Seventh place

Eighth place

Ninth place

Tenth place
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The positioning of values such as security, responsibility, and children is signifi-

cant. These values are of static nature related to the need of retaining one’s own 

benefits (acquisitions). These values are higher in the hierarchy to which the teach-

ers subscribe than in the one followed by the students.

The positioning of two values: love and honesty, is interesting. It turned out that 

these values were more widely recognised by the teachers than by the students. It 

was identical in the case of prioritisation of these values. In this context, referring 

to all that happens in the social space to old better times seems justified. Irrespec-

tively of the historical dimension, it is difficult to deny that it is certainly better to 

live in a community where most people not only appreciate the significance of 

wisdom and honesty, but they are also able to put these values into effect. 
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Teacher Professional Development

Abstract:

The text aims to provide a review of recent educational research conducted in 

the field of teacher professional development in order to contribute to the ongoing 

discussion concerning both initial and further education of teachers.1

Key words: teacher professional development, teachers’ careers, learning to teach – 

development of professional competence, stage models of professional development, 

novice teachers – experts in the profession

Introduction

The need to grasp the essence of teacher development processes, to pinpoint its 

principles, is of interest not only for pedagogical theory but is dictated also by 

practical reasons. We live in the times of turbulent social changes which have in 

a substantial way influenced the perception of education and educators. The teach-

ing profession as well as educational institutions are considered the main agents 

of the so-called ‘knowledge society’ of the 21st century. With the new roles and, 

indeed, responsibilities, the questions related to teacher education – both initial 

and further – have acquired new importance. 

The search of more effective and efficient models of teacher education draws on 

various sources – e.g. synchronic/diachronic comparative studies, pedagogical 

Michaela Píšová

Czech Republic

1 The review draws mainly on research conducted in the English speaking countries and in the 

Czech Republic. More details can be found in Chapter II of a monograph (Píšová, 2005) published 

in Czech. 
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172 Michaela Píšová

prognostics, etc. This text aims to review recent educational research dealing with 

teacher development, the conclusions of which are hoped to suggest for the desired 

changes in teacher education. 

Researching teacher professional development

Research of teacher professional development has been conducted mainly in 

two following areas: investigation of teachers´ careers (career paths, professional 

lives), which may be considered predominantly a sociological and social psycho-

logical view, and in the field of the development of professional competence of 

teachers or, in other words, on teacher’s professional “thinking in action” in the 

classroom, i.e. a primarily pedagogical and psychological view. A general linking 

notion for both these areas is the notion of a life cycle and its phases (Alan, 1989, 

in Průcha, 1997, p. 198). 

Teachers’ career paths

The former of the two areas, investigation of teachers´ careers, is rooted in the 

concept of teacher socialisation in the general sense of the term, as defined e.g. by 

Lašek (2003, p. 58): “Socialisation is a life-long process, as due to changing condi-

tions, new status and roles an individual enters new situations so far not experi-

enced and mastered in his/her behaviour and he/she has to adapt to them.” (cf. 

Feiman-Nemser, Floden, 1986, p. 520) The individual – in our case the teacher – 

seeks the saturation of his/her social needs in interaction with the environment. 

It is obvious that social environment of schools as institutions will differ in vari-

ous parts of the world; it is determined by broader objective factors such as its 

cultural and historical framework as well as current social changes. However, certain 

common trends may be identified in the professional career of teachers all over the 

world in at least two fields: in the socialisation processes of novice teachers and in 

the fact that professional trajectories of teachers are organised in stages/phases.

As regards educational research focusing on novice teachers, excellent sum-

maries of findings were offered by Feiman-Nemser and Floden (1986, pp. 520–521), 

Ball and Goodson (1985, pp. 1–26), Glatthorn (1995, pp. 41–46), in our country 

e.g. Průcha (1997, pp. 197–213; 2002, pp. 23–29) and others. 

While minor attention was paid to teacher recruitment/career choice (in the 

Czech Republic e.g. Havlík, 1995, Havlík et al., 1998, Kotásek, Růžička, 1996, in 
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173Teacher Professional Development

Průcha, 2002, Křesáková, 2001, ibid., Urbánek, 2001), major interest was raised 

by various aspects of professional induction of beginning teachers during the 

first (sometimes up to the third) year of their ´real life´ practice (Šimoník, 1995, 

Píšová, 1999, 2005, Podlahová, 2004 and others). Ball and Goodson (1985, p. 11) 

noted that “by definition individual careers are socially constructed and indi-

vidually experienced over time”; the above empirical research of teacher induc-

tion dealt with both these aspects. Subjective perceptions of socialisation 

processes as a confrontation of an individual with the environment were 

described, for example, by a frequently cited study by Lacey (1977, cited ibid.). 

He suggested a tripartite schema for analyzing the processes of adaptation 

involved in becoming a teacher. His categories of coping strategies the novices 

choose to adopt include:

1. strategic compliance,

2. internalized adjustment,

3. strategic redefinition of the situation (ibid., pp. 71–73).

Similarly, Zeichner and Tabachnick (in Tickle, 1994, p. 55) considered a novice 

teacher an active agent in the socialisation processes; they “recognised that 

socialisation into teaching is a process of negotiation in which individuals can 

influence situations as well as adjust to them.” Further educationalists supported 

this position; Woods (ibid.) already in 1981 carried out case studies that helped to 

distinguish two types of strategic orientations in novices: pragmatic and paradig-

matic – uncompromising ones; later on Humphreys (1993, pp. 164–167) offered 

another dichotomic classification with different labels (conforming vs. confronting 

coping), etc. Thus, beginning teachers can “be viewed as making substantial con-

tributions to the quality or strength of their own induction into teaching” (Tickle, 

1994, p. 55). It is, however, doubtful whether novices may be expected to become 

agents of innovation and change in their schools as suggested by Šimoník (1995, 

p. 15). Some studies (e.g. already Zeichner, 1981/1982, p. 2 and many others) hinted 

that more frequently novices socialise into stable patterns of behaviour typical of 

a relatively rigid and conservative school culture. 

Professional initiation is a critical period during which teacher’s professional 

identity is sought and formed. This may become a rather painful process; novices 

even report acute feelings of a so-called “dichotomy of self ” – Ball (1972, in Ball, 

Goodson, 1985, p. 18) made in this sense a distinction between substantive and 

situated identity. Furthermore, due to the specific aspects of entry into teaching 

beginning teachers may be endangered by a so called ‘transition shock’ or ‘reality 

shock’; Lortie (1975, p. 59) in his seminal study The Schoolteacher noted that “one 

of the striking features of teaching is the abruptness with which full responsibility 

is assumed”.
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174 Michaela Píšová

Further research of beginning teachers (e.g. Crow, 1986, Etheridge, 1988, Levine, 

1990, in Freeman 1996, p. 224) focused on objective determinants of entry into the 

profession, on the character of educational reality and the influence of contextual 

variables (in the broader sense of civilisation changes and social context; in the 

more specific meaning of school culture/social climate etc.; more details Píšová, 

1999, 2005).

Professional induction, however, is only the first phase of the professional trajec-

tory of a teacher. Investigation of teachers’ career paths as a whole were relatively 

numerous especially during the last decade, as documented in a detailed review 

by Goodson and Numan (2002, pp. 269–277). One of the pioneering and up till 

now influential sources is the above mentioned Lortie´s (1975) monograph. Special 

attention 

Figure 1. Successive themes of the teacher career cycle: schematic model 

(1989b, p. 37)

1–3  Career entry: “Survival” and “Discovery”

4–6  Stabilisation

7–18  Experimentation/“Activism” Reassessment/“Self-doubts”

19–30  Serenity/Relational distance Conservatism

31–40 Disengagement: “Serene” or “Bitter”

here will be paid to Huberman´ s (1989a, b) contribution to our current knowl-

edge of this issue. His extensive two-phase qualitative research on the phases of 

teachers´ professional lives conducted in Switzerland identified “some typical 

sequences or maxi-cycles” (1989a, p. 244) within the process of teacher develop-

ment (Figure 1).

The author himself emphasised that the process of career paths development is 

by no means continual and linear, vice versa: it is a highly individualised process 

which as a rule entails stagnations, regressions, discontinuities, blind alleys. 

Huberman´s research also represented a certain progress in the search of factors 

which may be considered predictors of teacher professional satisfaction in various 
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175Teacher Professional Development

phases of their professional lives (also Lortie, 1975, Feiman-Nemser, Floden, 1986, 

pp. 510–512 and others). These conclusions were supported by further research 

(e.g. Lieberman, McLaughlin, Little, Elliot, Woods, Fullan, Hargreaves and others, 

in Day, 2002, p. 424).

At the same time, however, Huberman himself and many others warned against 

de-contextualisation, repeatedly accented that individual life stories must be related 

to their social and political context especially in the times of turbulent civilisation 

changes. Hargreaves (1999, p. 341) managed to formulate it as a necessity 

“to connect the localised narratives of students, teachers and parents within their 

own schools, to the big pictures or grand narratives of educational and social 

change that are taking place ́ out there´ beyond their classroom walls, in ways that 

directly affect their lives behind them” (cf. Glatthorn, 1995, pp. 43–44, Biddle, 1995, 

pp. 61-66, Hargreaves, 1995, pp. 83–86, etc.).

Other approaches to the investigation of professional lives of teachers built on 

the so-called critical incidents which were perceived as the key events in individual 

career paths (Sikes, Measor, Woods, 1985, Sikes, 1985, p. 33, Measor, 1985, pp. 

61–77, Cole, 1985, pp. 89–104, etc.), or on ‘key people’ who significantly influenced 

the teacher on that path (Kelchtermans, 1993, in Mareš, 1996, p.16).

In addition to the above-mentioned research into teachers’ professional lives 

and/or its phases, a recent stream of educational research also paid attention to some 

specific aspects of professional development. These encompass emotional aspects of 

developmental processes, changes in teachers´ attitudes and value systems (in addi-

tion to the above sources Oja, 1995, pp. 535–539, Morine–Dershimer, Leighfield, 

1995, p. 588–598, Tolley, Biddulph, Fisher, 1996, etc.), often discussed in relation to 

the issue of teacher roles, status and its changes (more details in Feiman-Nemser, 

Floden, 1986, Biddle, 1995, pp. 61–66; in the Czech Republic e.g. Koťa, 1996, 1998a, 

Havlík et al., 1998 – especially texts by Havlík and Spilková, etc.).

For illustration let us present one of such models; a model of emotional aspects 

of professional initiation (Figure 2) developed by Furlong and Maynard (1995, pp. 

68–99). The authors were inspired by the conclusions drawn in a more general 

research project dealing with educational change processes carried out by Brandes 

and Ginnis (in Malderez, Bodóczky, 1999, p. 168).

Furthermore, another well represented field of research looked at the issue of 

teachers´ health, mainly dealing with stress and stressors which are typical of 

teaching as one of the helping professions (e.g. Cole, Walker, 1989 – especially 

contributions by Kyriacou and Woods; Brown, Ralph, 1994, a survey by Schwab, 

1995, etc.; in our country e.g. Mareš, 1991, Křivohlavý, 1994, 1998, Míček, Zeman 

1997, a review by Průcha, 1997, 2002, Kalhous, Obst et al., 2002, etc.). Factors 

influencing teachers´ health were longitudinally investigated in relation to teachers´ 
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workload and their satisfaction (e.g. Solfronk, 2000, pp. 11-14, a more detailed 

review and conclusions Průcha, 2002, pp. 33–79.; note also conferences organised 

by the Masaryk university Brno). Starting approximately in the 70s of the 20th 

century (firstly in the U.S.A., later on all over the world), researchers focused on 

the so-called ´burnout effect´. It was defined by Kyriacou (1989, p. 28) as “a state 

of mental, emotional and attitudinal exhaustion of teachers” and originally linked 

to the later phases of teachers’ professional lives, mainly to the Huberman´s (1989a, 

b; see above) phases of conservatism and disengagement. Later, however, it became 

clear that all teachers in all the phases of their career paths including novices in 

the profession may be endangered by burnout. In this sense, novices are even more 

vulnerable as, in addition to stressors which are considered generally valid in 

teaching (e.g. Hennig, Keller, 1996, pp. 21–34), they encounter numerous specific 

causes of stress – according to Nathan (in Tolley, Biddulph, Fisher, 1996, pp. 43–44) 

they include:

–  “pressure of work including the amount of time which has to be spent on 

preparation; …

–  problems resulting from the need to establish working relationships with 

colleagues and students;

1 – early idealism; 2 – survival; 3 – recognising difficulties; 4 – hitting the plateau; 

5 – moving on

1

2

3

4

5

time

p
h

as
e

Figure 2. Novice teacher development 

(adapted from Furlong, Maynard, 1995, pp. 68–99)
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–  lack of confidence and low self-esteem resulting from anxiety about getting 

things wrong, and overestimating the importance of perceived ´failures´ in 

the classroom;

–  setting unrealistic objectives which cannot be achieved;

–  being required … to cope by a multiplicity of tasks in addition to teach-

ing …;

–  difficulty in gaining access to information, equipment and resources;

–  external factors” typical of this phase of their life cycle.

Novice teachers as a high risk group were confirmed for the Czech environment 

e.g. by Kubíčková (2002, pp. 220–224). Reviews of studies dealing with the burnout 

effect were provided by Schwab (1995, pp. 52–57) or more recently by Huberman 

and Vandenberghe (1999, in Day, 2002, pp. 425–426), in our country by Průcha 

(2002, pp. 28–29) and others.

Teacher professional development – ”learning to teach”

While the so far discussed research dealt predominantly with teachers´ careers, 

the second broad area of educationalists´ interest was dedicated to the development 

of professional competence in the classroom, to how teachers learn to teach. 

Similarly as in the previous chapter, equal attention was received by investigations 

of separate phases of their professional learning, mainly those of beginning teach-

ers and ´experts´ in the profession, and by attempts to map their professional 

learning during their professional life cycle as a whole.

Research of novices – and even of teachers-to-be in undergraduate pro-

grammes – focused on the so-called preconceptions (sometimes early conceptions; 

c.f. e.g. Bertrand, 1998, pp. 68–88, pp. 128–132), i.e. mental representations devel-

oped during their life experience. In the teaching profession this experience rep-

resents thousands of hours spent at schools as learners (both pupils and students). 

Lortie (1975, p. 61) labelled this experience ‘apprenticeship of observation’ and he 

underlined its specifically evaluative character. He warned that: “What students 

learn about teaching, then, is intuitive and imitative rather than explicit and ana-

lytical; it is based on individual personalities rather than pedagogical principles.” 

(ibid., p. 62) Kantorková (1993, in Mareš, 1996, p. 14) in her research proved that 

apprenticeship of observation may lead to naïve identification with the model as 

well as to its rejection (“I would never do that”). Research results indicated that 

preconceptions are relatively resistant to change and – no matter how incomplete 

or imprecise they may be (cf. LaBoskey, 1993, p. 25) – they function as a filter in 

the processes of receiving and interpreting new information and experience espe-
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cially during the teacher training period (Zeichner, 1981, McIntyre, 1988, p. 101, 

Busher, Clark, Taggart, 1988, pp. 84–96, Eraut, 1994, pp. 60–61, Bailey et al., 1996, 

pp. 11–29, Mareš, 1996, p. 14, Švec, 1995, pp. 164–170; 1999, p. 40, etc.).

Furthermore, research on the initial period of professional operation of a teacher 

was oriented at the development of their knowledge base as well as their profes-

sional competence (survey e.g. Reynolds, 1992, 1995; in the Czech Republic e.g. 

Šimoník, 1995, Píšová, 1999, 2005; Kalhous, Horák, 1996, in Průcha, 1997, p. 211). 

In comparative studies pedeutological investigations also aimed to identify specific 

features that distinguish a beginning teacher from an expert in the profession; in 

this way, the educationalists believed, specific features of expertise / excellence in 

teaching may be found (Calderhead, 1987, 1988, Fogerty, Wang, Creek, 1983, in 

Clark, Peterson, 1986, pp. 279–280, Anderson, 1984, Livingston, Borko, 1989, in 

Richards, 1998, pp. 74–76, Russell, 1988, pp. 13–34, etc.). According to Berliner’s 

(1995, pp. 46–52) conclusions drawn from a thorough analysis of a number of 

research studies, these features include:

•  domain and context (expertise is always linked to one subject matter, it 

requires a relatively long-time experience which, however, cannot suffice on 

its own, and knowledge of context – mainly one’s own pupils); 

•  automaticity (repetitive operations that are needed to accomplish one’s 

goals);

•  task demands and social situations;

•  opportunism and flexibility;

•  deeper and structured insight into problems;

•  fast and accurate pattern-recognition abilities and creative solutions of prob-

lems.

Similarly to research of teachers´ careers, research into how teaching is learnt 

(the processes of professional competence acquisition) was not limited to investi-

gating separate phases of professional development, but attempted to analyse 

professional lives of teachers in a school classroom as a whole. Investigations in this 

field were strongly influenced by Fuller (1969, in Zeichner, 1981/1982) and Fuller 

and Bown (1975, ibid.); their studies supported the opinion that professional 

development runs in stages (or phases). The authors believed that these stages can 

be distinguished by the nature of teacher concerns that are dominant at a particu-

lar point in time: 1 survival or self-oriented concerns; 2 teaching situation concerns 

and 3 pupil concerns. Later on, Berliner (1988, in 1995, pp. 47-48) elaborated on 

their conclusions as well as on a general stage model of professional development 

(i.e. conceived virtually for any profession) designed by Dreyfus brothers (1986, in 

Eraut, 1994, pp. 123–139, including criticism of the model) and on research find-

ings concerning the features of beginning/expert teachers. Based on that, he 
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inferred a five-stage model of teacher development with a focus on the cognition 

underlying teacher classroom behaviour. His model may be summarized as fol-

lows: 

Figure 3. Stages of teacher professional development

 (according to Berliner, 1995, pp. 47–48)

THE NOVICE 

The novice teacher will concentrate on classroom survival by acquiring discrete instructional and 

managerial techniques. The approach is recipe-based with the focus very much on short term plan-

ning and immediate reactions. Much of the learning takes place through imitation or following the 

advice of others.

ADVANCED BEGINNER  

The classroom routines are becoming increasingly automated. A certain degree of episodic knowl-

edge has been acquired and similarities across contexts are beginning to be realised. Rather than 

one-off reactions to difficulties, strategies for dealing with situations begin to emerge. The teacher is 

starting to shift attention away from his / her own performance towards the design of construction 

and is starting to be able to question what he / she does in the classroom. 

COMPETENT TEACHER

The teacher now has strategies to cope with most common classroom events and will work to these 

strategies. At this stage teachers have the confidence to cope with more improvisational planning 

and are able to make conscious decisions about their own actions based on the context. Whereas at 

the previous two stages, the focus was still very much on the content, competent teachers are begin-

ning to focus on the learner. They are able to set priorities and engage in longer term planning.

PROFICIENT TEACHER

At this stage intuition and knowledge together are beginning to guide performance. Problem-solv-

ing takes account of the complexities of the situation and the focus is increasingly on the learner.

EXPERT

This stage is characterised by an intuitive grasp of situations. The teaching performance is now fluid 

and seemingly effortless. Planning is flexible. The expert is able to anticipate rather than react to class-

room events, recognise global patterns and see how specific events are manifestations of these. 

In 1992 Kagan (in Morine-Dershimer, Leighfield, 1995, p. 590, also in Kwo, 

1994, pp. 218–219) carried out the analysis of forty qualitative studies of teacher 

development which to a large extent confirmed and further developed this model. 

According to her, the stages of the model differ from each other in the following 

fundamental ways: “how a teacher monitors classroom events, the degree of con-

scious effort involved in classroom performance, the degree to which performance 

is guided by personal experience and the teacher’s focus” (Kagan, in Kwo, 1994, 

p. 218). She concluded that the development of teachers (mainly novices) may be 

described in five components:
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–  “An increase in metacognition: Novices become more aware of what they 

know and believe about pupils and classrooms and how their knowledge and 

beliefs are changing.

–  The acquisition of knowledge about pupils: Idealised and inaccurate images 

of pupils are reconstructed. Knowledge of pupils is used to modify, adapt and 

reconstruct the novice’s image of self as a teacher.

–  A shift in attention: As the image of self as a teacher is resolved, a novice’s 

attention shifts from self to the design of instruction to pupil learning.

–  The development of standard procedures: Novices develop standardised 

routines that integrate instruction and management and grow increasingly 

automated.

–  Growth in problem-solving skills: Thinking associated with classroom prob-

lem-solving grows more differentiated, multidimensional, and context-specific. 

Eventually, novices are able to determine which aspects of problem-solving 

repertoires can be generalised across contexts.” (ibid.)

Even though the stage model of teacher professional development yielded new 

knowledge concerning professional learning, some of its principles are considered 

controversial. Criticism of the model to a large extent builds on arguments formu-

lated by Grossman (1995, p. 20–24): she pinpointed that the model implies auto-

matic linear progression from lower to higher stages and provided evidence that: 

“As pre-service teachers master the routines of teaching, many become satisfied 

with their teaching and are less likely to question prevailing norms of teaching and 

learning.” (Grossman, 1992, in Randall, Thornton, 2001, p. 34) Thus, further 

professional development is determined by a number of factors; Day and Hadfield 

(1996, p. 151) ranked among the most important ones: teacher commitment, 

his/her own perception of a teacher role as well as ´ecological´determinants – the 

environment (especially institutional culture) and opportunities for and support 

of further development (that would account for individual character and pace of 

developmental processes).

Conclusion

The review of educational research helped to confirm a graded character of 

teacher professional development both in terms of teacher career paths and of the 

development of teacher professional competence which is demonstrated in his/her 

performance in the classroom. The analysis of the phases (or stages) of teacher 

development identified specific features of professional growth, special attention 

was paid to the initial phase of teacher professional trajectory.
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The analysis, at the same time, poses a number of questions – or rather impera-

tives – related to the conception of both initial and further teacher education 

programmes, 

•  to conceive undergraduate teacher education so that the phase of a novice (cf. 

Berliner’s model) is eliminated in entry to the profession – a fully qualified 

teacher should not display the characteristics of a novice;

•  to systemise the support of entrants to the profession and their socialisation 

processes and, thus, to reduce the danger of a ´transition shock´ which may 

drive the new teacher out of the profession;

•  to support optimal directions of teachers’ career paths, to systemise career 

regulations and provide clearly defined career milestones through authorised 

certifications;

•  at the same time to allow in the above system for individualised career paths 

in terms of pace as well as strategies of professional learning and

•  to reduce emotional load typical of the profession and the danger of burnout 

in all the phases of teacher professional development.
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Four Types of Role 
of Adapted Physical Education Teachers 

Abstract

This article reports data drawn from a survey of students’ views about their 

future teacher role. The students were recruited from adapted physical education 

specialization provided by the University School of Physical Education. The data 

are used to construct four types of role of adapted physical education teachers. The 

typology of role which has implications for the range and type of professional 

development opportunities which might be made available to teachers. The find-

ings show that the majority of students found a holistic type as the most appropri-

ate and they chose the type of teaching which took them closer to the person. As 

part of the study the authors haveindependently developed the Model of Roles of 

APE Teachers (APEROLE) over seven years of teaching practice. 

Key words: Adapted physical education, types, roles

Introduction

Adapted physical education (APE) is still a new sub-discipline rather than an 

independent discipline (Broadhead 1981, Newell 1990, Sherrill 1988, Block 1992, 

2000, Reid, Stanish 2003) and part physical education is the development of motor 

and physical fitness addressed to disabled children. APE teachers have not achieved 

a status of separate profession yet and some researchers concluded that general 

physical education (GPE) is not an academic discipline itself but rather an inter-

disciplinary field (Rose 1986, Henry 1978, Spirduso 1990, Barton 1993, Williams 

1991). Broadhead (1981) suggested that adapted physical education did not have 
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the “wealth and quality literature that existed in other areas of physical education”. 

(Reid, Stanish 2003, p. 213). 

For the purpose of this article we have used the following definition: adapted or 

special physical education as “…cross-disciplinary theory and practice that attempts 

to identity and solve motor problems throughout the lifespan, develop and imple-

ment theories that support access to sport and active lifestyle, and develop co-

operative home school-community service delivery and empowerment systems” 

(DePauw, Doll-Tepper, 2000, p. 136) 

The school system in Poland tries to undertake specific classroom community, 

organizational or curricular modifications to enhance the function of a child with 

a learning disability. The Adapted Physical Education (APE) teacher is a direct 

service provider, because special physical education is a component of special 

education services. The APE teacher is part of developmentally appropriate 

physical education. In other words, it is adapted and modified physical activity to 

be appropriate for the person with a disability (Goldberg 1996). Adapted education 

programmes include specific learning disabilities such as: mental retardation, 

autism, visual impairment including blindness, hearing impairment and deafness, 

speech or language impairment, orthopedic impairment, brain injury, emotional 

disturbance, psychiatric disorders, multiple disabilities, etc. Usually difficulties are 

express in speaking, writing, listening or thinking. Some diagnostic criteria are 

concentrating on emotional and behaviour difficulties. Universities across Poland 

offer programmes in special education, including undergraduate and master’s. 

Usually courses include knowledge and skills needed for teaching students with 

disabilities such as special pedagogy, educational and clinical psychology, child 

growth and development, methodology of special games and plays, etc. The spe-

cialization for Adapted Physical Education with Disabilities in Wroclaw’s Univer-

sity School of Physical Education was formed in 1994. The main goal was to 

encourage the conduct of service delivery for disabled children in education field 

and also stimulate professional preparation and research in physical education and 

recreation.

The aim of the study is to develop the practical “Model of Roles of APE Teachers” 

(APEROLE). A student achieves this by posing the question: What type of teacher 

do you expect to become? We asked students because we recognized that it is 

necessary for the future teacher to know what type of person she/he is. This ques-

tion is in the background throughout the study and teaching interaction. We 

believe that the personal decision of the student to be close to one of the types, 

develops her/his teaching approach.
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Settings and methods of APE teachers

APE teachers used to work in a variety of settings: home, hospitals, rehabilitation 

centres and schools. It is not only a physical placement or setting but rather a 

composite of practices, values and beliefs designed to assure a high quality special 

physical education for all children. Most special education teachers work with 

students at all school levels, some teachers work with infants and toddlers. Some-

times special education teachers who work with infants travel to the child’s home. 

As kindergartens or schools become more friendly for children with special needs, 

more inclusive, special education teachers and general education teachers increas-

ingly work together in the general education system (Craft 1994, Lieberman, 

Stanton, Colvin 1996, Bricker 1995, Downing 1996). APE teachers help general 

educators adapt curriculum materials and teaching techniques to meet the needs 

of disabled students. Depending on the disability, teaching methods can include 

individualized work with the pupil according his/her individual learning style and 

ability, and setting up personalized goals for each student includes a transition plan 

outlining specific steps for school and daily life progress (Heikinaro-Johansson, 

Sherrill 1994, Fiornini, Stanton, Reid 1996, Webster 1993). 

APE teachers use various methods and techniques ranging from a regular 

physical education class to an adapted physical education class with specialized 

equipment and instruction to promote learning. They use three major strategies: 

group work, problem-solving small groups and individual work. Some have regu-

lar classrooms with only few modifications, and they teach like other teachers of 

particular subjects. Some work as special education resource teachers and offer 

special problem solving in small groups (Lienert, Sherrill, Myers 2001). And the 

most effective type of work is related to individualized help to students in general 

education classrooms where teachers develop an individualized education pro-

gramme for each special education student. To meet a student’s special need 

teachers try to design and modify school programmes and instruction teachers 

also work individually, they are encouraged to work with students who have other 

specific potentials and needs, including gifted pupils. An important part of an APE 

teacher’s job involves interacting with others. They communicate with other teach-

ers, parents, social workers, therapists, school psychologists or administrators. 

Teachers work closely with parents to inform them of their child’s progress and 

suggest special exercises or specific techniques to encourage them to continue the 

learning process at home (Downing, Rebollo, 1999). From the psychological point 

of view physical education teachers contribute to children’s confidence and self-

esteem. They also provide the skills and knowledge for future work in sport, 

physical activity, recreation and leisure, which is a growing area of employment. 
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Teachers also design and create specific small groups to assign work geared toward 

a particular problem related either to student’s physical movement, or interpersonal 

communication, or social cooperation. They help students learn routine skills and 

be aware of socially acceptable behaviour. After school and graduation they prepare 

special education students for daily life and provide them with career counselling. 

In Poland technology does not play an important role in special education teaching 

and learning. Special physical education teachers try to use more and more special-

ized equipment such as audio, videotapes, computers with interactive educational 

software programmes or with synthesized speech programmes. 

Roles and responsibilities 

Satisfaction and effectiveness of work of APE teachers depend on the collabora-

tion of a multidisciplinary team of local community professionals. Special physical 

education teachers and other experts are involved in the problem identification 

and development of students with disabilities. Team members play a specific role 

and are responsible for particular fields (Table 1)

Table 1. Roles and responsibilities of multidisciplinary team members

Team member Roles and responsibilities

Child
Expresses the needs and presents his or her individual perception of 

the problem.

Parents/guardians

Provide medical, psychological, social information and act as advo-

cates for the child and look after and manage child’s behaviour at 

home.

Class teacher

Identifies behaviours of child that interfere with learning and imple-

ments school activity modifications and specific behavioural inter-

ventions and helps to provide case management services to child and 

family.

School teachers
Identify specific child behaviours related to particular school subject 

and activity and report any changes to class teacher

APE teachers
Identify specific needs and behaviours related to psychomotor skills 

in physical education and recreation

Family physician
Assesses child for medical problems that affect child’s ability to de-

velop and provides necessary specialist consultation.
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The role of APE teachers remains still unclear. Some researchers (Sherrill 1988, 

Lytle, Collier 2002, Lytle, Hutchinson 2004) suggest a multiple role as consultants, 

which includes planning, assessing, counselling, teaching or advocacy. Dougherty 

(1995) stressed the role of a human service consultant with advocacy, training, 

education or collaboration tasks. Block and Conatser (1999) mentioned four roles 

of APE teachers: advocator, trainer/educator, fact finder, and process specialist. In 

Poland the closest traditional role is a trainer/educator and his/her main task is to 

use knowledge and skills derived from study, university programme and practical 

experience work. A graduate must be able to: 

–  identify specific child’s needs related to a particular health problem;

–  communicate and interact effectively and appropriately in a verbal, nonverbal 

and written form; 

–  be socially responsible for and sensitive to students, their families or caregiv-

ers, general community and related service providers.

Professionals in relation to children and youth with disabilities are obliged to:

–  recognize, value and address diversity in psychomotor skills in physical 

education and recreation, 

–  develop positive atmosphere to accept children with disabilities as human 

beings with specific psychomotor needs, 

–  expand maximum positive learning opportunities in physical education and 

recreation,

–  provide permanent skill development, support physical education and develop 

a maximum psychomotor potential,

–  explore adaptations that will allow children with disabilities to be full par-

ticipants in physical education and recreation,

–  create a partnership between physical educators and members of multidisci-

plinary teams to provide more effective work. 

School psychologist

Acts as leader of a multidisciplinary team to implement curriculum, 

to assist with evaluation or behaviour modifications and provides 

child-individual or family counseling and administers and interprets 

academic and behavioural assessment for parents or teachers

School nurse
Consults effects of medication or any medical procedures with 

parents and teachers.

Speech/language specialist
Identifies and assesses child’s ability to express or receive informa-

tion and treats speech and language impairments.

Social worker Identifies and assesses social and financial child’s family needs. 

School administrator
Administers all school services and professionalsand ensures that 

child is receiving appropriate education regardless of disabilities.
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Method and sample

This article reports data drawn from a survey of students’ views about their 

future teacher role. The students were recruited from adapted physical education 

specialization provided by the University School of Physical Education. The ques-

tionnaire included only open questions about the past and present experience/sat-

isfaction and whether they had any previous experience working with disabled 

children. They were also asked about their fields of interest in life. The most impor-

tant question for the researchers concerned the future intention and role as a 

teacher. This part of the questionnaire principally dealt with the options and types 

of approach in the future work. In addition, the students were asked about the 

reason to study adapted physical education and if they were intending to stay in 

teaching this particular group of children in the nearest future. 

The data from the sample of students (n=220) reflect the findings in relation to 

the role of teaching and the type of teacher. Future intentions are rather kind of 

aspirations. The students stressed that they may intend to do something in a par-

ticular way without ever actually experiencing or doing it. They were aware that 

future work may be influenced by many factors. 

Results and Discussion

Of the 220 respondents, more than one-third (36%) declared (Table 2) intentions 

to be a teacher of the holistic type (G+H). The three other types were equally dis-

tributed (A+B,C+D,E+F). The figures are unsurprising but they show clear differ-

ences between two approaches. While 80% of the students preferred the “person” 

approach (A+C+E+G), only 20% applied for the “group” approach (B+D+F+H). 

Table 2. Students’ intentions in relation to role of teaching 

Role of teaching %

A. encourages personal development and positive attitude to life 19

B. develops skills and knowledge to be more independent 4

C. provides help and support in personal life skills 18

D. works with members of the team to provide a functional programme. 4

E. prepares equipment and materials for the development of skills 17

F. provides and enables commitment to groups and institutions 2

G. inspires a program geared to the assessed personal needs, goal and objectives 26

H. conducts assessment on long and short-term needs dealing with community. 10
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For more than seven years of interaction for developing a typology of roles 

model students’ “voice” has been conceptualized as a result of the authors’ teaching 

with appreciative students’ comments. Their approach is inherently reflective, as 

the basis is phenomenology. Their study experience of learning interaction forms 

the fundamental basis of the module delivery and its natural reflection in future 

practice. Generally, their aim is to qualitatively improve the teaching situation. As 

future teachers working with children, they to want to develop pupils as independ-

ent and confident human beings who are familiar with the broad, holistic life 

approach (Patel 1994). As they mentioned, the holistic type seeks to develop 

people in the most complex way. The holistic teaching provides pupils with knowl-

edge and the knowledge creation process by engaging them. It provides a sense of 

participation in the knowledge of other people and their community and it leads 

to independence (Stanton, Colvin 1996). According to some researchers (Antonak, 

Levneh 1988, Hodge, Davis, Woodard, Shemil 2002), attitudes are likely to change 

only if experiences are carefully structured and they mention some practical goals 

of APE study (Rink 1993, Hogan 1990). APE teachers programmes should facilitate 

the development of positive empathy, accepting, etc. 

Table 3. Four types of role of APE teacher

Type Role

Type “P” - The professional type 

(encouraging, working, learning)

A.  “Teacher” – encourages personal development and aposi-

tive attitude to life. 

B.  “Instructor” – develops skills and knowledge of pupils that 

enables them to participate independently to the highest de-

gree possible, based on assessed needs. 

Type “I” - The interpersonal type 

(supporting, communicating, 

connecting)

C.  “Supporter” – provides help, professional consultation, 

life skills, special training and support services including 

in-service training to regular & special education teachers, 

school personnel and peers concerning needs and appropri-

ate methods.

D.  “Cooperator” – works with members of the IEP team (i.e. 

speech, occupational, physical, orientation & mobility and 

vision specialists) to provide a functional and meaningful 

programme.

Type “O” - The organizational 

type (providing, sustaining, 

enabling)

E.  “Facilitator” – prepares and utilizes equipment and mate-

rials for the development of skill as it is related to Adapted 

Physical Education (i.e. beeper balls, sponge balls, batting 

tees, etc.).

F.  “Activist” – provides and enables some commitment to 

groups, organizations and institutions.
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Type Role

Type “H” - The holistic type 

(leading, reinforcing, informing)

G.  “Creator” – inspires a program geared to the assessed 

needs, goal and objectives, functional as well as motivational 

levels of the student. 

H.  “Integrator” – conducts assessment, which focuses on 

both long and short-term needs of the student dealing with 

environment and community.

Fig. 1. Model of toles of APE teachers (APEROLE).

Conclusion

1.  In the contemporary school all teachers face unprecedented challenges in 

school classrooms and local communities. The rapid expansion of knowledge 

and a demand for new skills means that children and young people must 

learn more than previous generations. Some of them come to school with 

additional burdens like physical or mental disability, poor health, and 

improper behaviour, or social disadvantage.

2.  Tomorrow’s teachers will need to have a much broader array of teaching 

strategies. They will need to know more as professionals and to be better 

prepared to face problems as human beings. As a result of these changes, we 

believe that graduates will be more professional practitioners who positively 

look after pupils’ learning process and their growth (Block, Rizzo 1995).

3.  All universities as well as the University of Physical Education recognize the 

necessity for teacher education to prepare APE teachers academically through 

proper curricular offerings in general education and pedagogy and in the 

activity related to adapted physical education areas.

PERSON

heart

mind

GROUP

P I/O

O/I H

skills intuition

review_2005_3-4.indb   193review_2005_3-4.indb   193 12/9/2005   12:07:4712/9/2005   12:07:47



194 Lesław Kulmatycki, Katarzyna Bukowska, Mirosława Marks

The result of this study revealed that there is a need to examine teacher training 

programmes in APE. Nearly all participants of the study indicated that professional 

preparation should provide more practical-workshop kind of work related to 

interpersonal communication or negative emotions. 
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Coping with Misbehaviour and Discipline – 
the Teachers’ Perspective

Abstract

The paper presents the results of the questionnaire study concerning teachers 

approaches toward misbehaviour of the students and discipline in the classroom. 

The sample consisted of 143 teachers from three types of schools (primary schools, 

middle and secondary schools. The data presented and discussed in this article will 

cover the topic of teachers’ self evaluation in the field of coping with misbehaviour 

and discipline and the frequency of particular kinds of misbehaviour experienced 

by the teachers.

Key words: classroom management, classroom discipline, students’ misbehaviour

Introduction

It is impossible to begin and proceed with any teaching process without certain 

amount of order and discipline. However, the quantity and quality of strategies and 

methods undertaken by teachers to provide discipline are varied and based on 

different (and competing) educational paradigms (Milerski&Śliwerski, 2000).

The researchers exploring the outlined area commonly use the terms like class 

management, classroom discipline or sometimes class control. Teachers’ actions 

in those areas can be both reactive and proactive. The first ones are understood a 

response to students’ negative behaviour. The latter ones are the actions that 

encourage positive behaviour of children (Socolar, 1997). Even with this distinc-

tion, the discussed activities cover many teachers’ behaviors (e. g. teaching style, 

motivation process). However, recent research focuses mostly on handling student 
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misbehaviour (Cothran et al., 2003). Many researchers include into misbehaviour 

not only minor disruptions, which interfere into the flow of activities in the class-

room, but also more severe problems like cheating, school aggression, truancy or 

even drug abuse and delinquency (Cotton, 1990; Slee, 1985). Moreover, many 

longitudinal studies have shown an increase in antisocial behaviour presented in 

school settings in Poland and other countries. In many cases the rate of antisocial 

behaviour in ordinary school settings is as high as in special correctional institu-

tions thirty years ago. (Speck, 2005; Urban, 2000). It must be also stated that school 

is often seen by the general public as the institution responsible for preventing and 

controlling such behaviour. If placing such responsibility on school alone is justi-

fied, for sure such demands are a great burden for school administrators and 

teachers.

Discipline problems are also intercorrelated with well-being of teachers. Coping 

with discipline problems and students’ misbehaviour proved to be one of the seri-

ous factors leading to occupational stress and burnout among teachers (Kyriacou 

& Chien, 2004). Those problems are critical for young teachers, starting their 

occupational career. Sometimes discipline problems are too hard to overcome and 

lead to leaving an educational profession, before the teaching process actually 

started (Gregg, 1995; Janowski, 1998). On the other hand, some research indicates 

that certain teachers’ behaviours aiming at discipline can be an important cause of 

students’ stress (Piekarska, 2000). Other studies also show adverse correlations 

between teachers’ discipline actions based on aggression and students’ responsibil-

ity and interest in school work (Lewis, 2001).

The former and contemporary educational theorists argue about the principles 

of discipline in school settings, the extent and boundaries where it is justified, the 

right of teachers to influence students’ behaviour and the aims of discipline 

(Bergin&Bergin, 1999; Mieszalski, 1998). Those opinions are profound and impor-

tant for understanding the problems of school discipline, but due to limited space 

they are not discussed further here. Despite different opinions on that subject we 

cannot deny that teachers’ activities aimed at discipline are the educational fact in 

most (if not all) school settings. Based on that, many researchers attempt to classify 

attitudes, strategies and methods used by teachers to manage the class and maintain 

discipline. For example, Lewis and Lovegove (1985) propose three categories run-

ning on a continuum from Non-Interventionists to Interventionists, with Interac-

tionists in between. The Non-Interventionists “represented by Rogers and Gordon 

are student oriented and marked by providing students with a warm, accepting 

environment in with they are encouraged to exercise their own internal control with 

a minimum of external (teacher) intrusion” (Lewis & Lovegrove, 1985, p. 269). On 

the other end there are Interventionists, who believe thatthe authority of a teacher 

review_2005_3-4.indb   198review_2005_3-4.indb   198 12/9/2005   12:07:4812/9/2005   12:07:48



199Coping with Misbehaviour and Discipline – the Teachers’ Perspective

is vital. It should be backed up by controlled and systematic teacher’s intervention 

including rewards and punishments (sometimes even severe – e.g. corporal pun-

ishment). In the middle Lewis and Lovegrove (1985, p. 269) place Interactionists, 

who focus on “assisting in clarification of the roles, and the setting of boundaries”. 

In the centre of that attitude there is collaboration between teachers and students. 

As the sample of this approach the Dreikurs model is indicated (Dreikurs et al., 

1982). Another interesting classification of teachers attitude towards students (with 

discipline problems in the background) was set forth by Mieszalski (1998). This 

typology focuses only on approaches which can be called “negative” or “destruc-

tive”. The first of the three attitudes in that classification is fatalistic approach. 

Teachers presenting this attitude do not believe in their ability to influence students’ 

behaviour and learning activities. They also tend not to feel responsible for the 

effects of their work and attribute negative behaviour of their students to external, 

independent causes such as family upbringing and students’ internal psychological 

features. The second approach is called rebel against Pedagogy mixed with common 

sense and routine. Here a teacher acknowledges responsibility for students. Never-

theless, he thinks that actions based on pedagogical knowledge do not work and 

are of no use. The only thing a teacher can do is to rely on his or her own practical 

experience. Such an attitude leads to multiplying former (traditional) strategies 

and methods without deeper pedagogical reflection. The last one is a fight approach. 

Here teachers perceive students as enemies, who disturb all the time and prevent 

them from fulfilling their plans. This approach ends in an endless fluctuating 

conflict between a teacher and students. The three attitudes described above lead, 

according to Mieszalski (1998), to prevention of teacher’s occupational develop-

ment and indicate that the quality of teacher-students relationship is poor.

There are many factors that may influence teachers’ attitudes and behaviours 

toward misbehaviour and discipline. We can name as examples: teachers’ education 

(knowledge), former experience as a student, personality traits, former experience 

with misbehaving students, strategies and methods used by other teachers in 

particular educational settings, etc. Although it is interesting which of those vari-

ables influence teachers’ attitudes such problems are very seldom explored. I think, 

there are two main causes of such a situation. Firstly, the number of independent 

variables that can be taken into account is really high. Secondly, many of the vari-

ables are really hard to operationalize if we wanted to conduct research in a 

quantitative paradigm. This is why most of the studies take teachers’ attitudes for 

granted and look for their correlations with another variables as, e. g., children’s 

well-being and their attitude towards schoolwork (e.g. Lewis, 2001).

The discipline problems experienced by the teachers in various educational 

settings led to publishing a great number of practical handbooks for teachers. 

review_2005_3-4.indb   199review_2005_3-4.indb   199 12/9/2005   12:07:4812/9/2005   12:07:48



200 Jacek Pyżalski 

Those publications provide many hints concerning communication (verbal and 

nonverbal), teaching style and teaching methods, negotiations and other ways of 

keeping discipline in the classroom (e. g. Nolting, 2004; Robertson, 1998). However, 

though useful for practice, they only rarely give any ethical or theoretical back-

ground. They focus mostly on effectiveness of the methods, which may cause the 

danger of manipulation within teacher-students relations. 

Finally, it is worth saying that scientific attempts to gather knowledge on class-

room discipline issues were based on many methods of data gathering. Most often 

questionnaire studies or interviews are conducted. The respondents are mostly 

teachers and students (e.g. Cothran et al., 2003; Sava, 2002), rarely also parents 

(e.g. Muzyka et al., 1996). Very seldom researchers attempt at using other methods 

like case studies (e.g. Gregg, 1995) and observation (Kounin, 1970). A nearly 

complete lack of experimental research in this area is Worth mentioning 

(Bergin&Bergin, 1999). 

At the and it should be stated that classroom management and discipline are 

delicate issues, which sometimes deter participants from taking part in research 

project and put a great deal of demand on researchers who aim at obtaining valu-

able data.

Method

Participants

In the study 143 randomly chosen teachers from 12 schools took part on 

a voluntary basis. The response rate was about 90%. In two cases the school prin-

cipal refused to conduct the research. The teachers worked in primary schools 

(14%), middle schools (65%) and secondary schools (21%). They were mostly 

women (approx. 87%) and taught the whole variety of subjects. The mean age of 

the participants was 36.8 years (7.9 years of standard deviation, range from 22 to 

55 years). Accordingly, their length of teaching experience also varied from a few 

moths up to 36 years (with a mean of 12.4 years, and SD of 8.4 years). On the 

whole. the participants got really involved in the study activities (in some cases 

outlining the opinion on high relevance of the subject undertaken) and gave many 

comprehensive answers to open questions.

Instrument

Before the study described in this paper, pilot questionnaire research had been 

conducted (N=86). Primary and secondary school teachers answered a lot of 

mostly open questions concerning students misbehaviour, their attitudes towards 
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it and strategies and methods they use to establish and maintain discipline. The 

data collected in the pilot study were the basis for construction of a proper ques-

tionnaire, including both open and more specified closed questions. Those ques-

tions concerned various issues e. g.: self-evaluation of efficacy concerning teachers’ 

coping with misbehaviour (both static and dynamic – taking into account the time 

from the career beginning), particular students behaviours faced by teachers, 

evaluation of professional studies in terms of knowledge concerning coping with 

misbehaviour and typical reactions to ordinary misbehavior of individuals or 

groups and the most traumatic experiences connected with students’ misbehaviour. 

In this paper only a small part of the collected data is presented and discussed. The 

data in this paper concern the problem of self-evaluation of coping with discipline 

issues and the frequency of the occurrence of the particular kinds of misbehav-

iour.

Results

How teachers evaluate their efficacy in coping with misbehaviour?

Generally speaking, most teachers think that their ability to cope with students’ 

misbehaviour is appropriate. More detailed results concerning this topic are pre-

sented in Table 1.

Table 1. Answers to the question: 

How do you evaluate the quality of your coping with students’ misbehaviour?

Answer %

I cope very well 12.0

I cope well 79.5

I cope poorly 8.5

I cope very poorly 0.0

More than 90% of the respondents indicate that they cope well or very well. Only 

8.5% evaluate their coping as poor. None of the respondents evaluated his/her 

abilities to cope with students’ misbehaviour as very poor.

Similar results were obtained from the questions where teachers evaluated the 

changes in their coping quality taking into account the time from the beginning 

of their occupational career till now (Table 2).
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Table 2. Answers to the question: 

How has the quality of your coping with students’ misbehaviour changed since 

the beginning of your occupational career?

Answer %

It has improved 58.0

It has worsened 8,5

There has not been any significant change 33,5

The majority of the respondents (58%) indicate improvement in their ability to 

cope with misbehaviour during their occupational career. One in three of the 

respondents cannot distinguish any relevant change. Only 8.5% judge that their 

ability concerning coping with misbehaviour has worsened during their working 

years.

So generally speaking teachers evaluate their effectiveness in coping with mis-

behavior quite high. 

The results of that self-evaluation are worth comparing with the answers to 

another question included in the questionnaire. Here the teachers were asked to 

evaluate if teachers’ coping with discipline issues is a severe problem for contem-

porary schools in general. The answers are presented in Table 3. 

Table 3. Answers to the question: 

Is teacher’s coping with discipline a serious problem for the contemporary school?

Answer %

Certainly yes 51.7

Yes 42.7

No 5.6

Certainly no 0.0

The vast majority of the respondents (nearly 95%) perceive teachers’ coping with 

misbehaviour and discipline as a serious problem for a present-day school. These 

results are very interesting – the same teachers who evaluate their individual 

competence and coping very highly – tend to see the problem when they evaluate 

the general situation. These “ambiguous” results will be discussed later.

There were no statistically significant (p<0,05) differences between the answers 

of the teachers from different types of schools to the questions presented in Tables 

1, 2 and 3.
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What kind of student misbehaviour is present on lessons?

After the pilot study the list of the most often mentioned kinds of misbehaviour 

was prepared. The respondents were asked to mark any of 16 misbehaviours (or 

add their own) that took place within the two weeks before the date of filling in 

the questionnaire. In Table 4. there are percentages of the teachers who experienced 

at least once any of the listed kinds of misbehaviour. The list is ranged in such a way 

that the most common behaviours appear upper in the table

Table 4. Kinds of misbehaviour present on essons within the two weeks 

before filling in the questionnaire

Behaviour %

 1.  A student had a conversation with others not connected to the topic (or made 

other noises e. g. knocking)”)
88.1

 2.  A student was late for a lesson. 80.4

 3.  A student cheated during a class test 56.6

 4. A student was eating or chewing the gum during the lesson 44.0

 5.  A student made other things (played cards, played with his mobile etc.) 43.4

 6. A student used dirty language in my presence 36.4

 7. A student fought with others 28.0

 8. A student ignored or refused to fulfill my instructions 27.3

 9. A student made verbal threats towards his mates 14.7

10. A student left the classroom without my permission 12.6

11. Students destroyed school property (furniture, walls etc.) 12.6

12. A student was throwing things in the classroom 9.1

13. A student behaved as he/or she was on drugs or alcohol 7.0

14. A students made verbal threats toward me 1.4

15. The student fell asleep during the lesson 1.4

16. The student destroyed my personal belongings 0.7

 As we see at the top there are typical school misbehaviours like being noisy 

during the lesson and being late for a lesson (80 and 88%). Quite common misbe-

haviour is cheating during a class test, which happened during the lessons of over 

55% of teachers. Then there is an occupation with other than learning activities 

and eating and chewing gum during a lesson (about 44%) Then there are more 

serious problems like using a dirty language (over 36%) and fighting with other 

students (28%). It should be reminded that all the time we mean behaviour per-

formed in the presence of the teacher. Nearly one third of the teachers faced 

ignorance or denial presented by a student during the two weeks. One in seven 
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teachers witnessed verbal threats toward other students. Leaving the class without 

permission and vandalism performed by a student was experienced by approxi-

mately 12% of the respondents. Nine per cent of the teachers witnessed a situation 

when a student was throwing things in the classroom. In the sample there were 

also a few teachers who experienced acts of open aggression within the two weeks 

before the study (threats, destruction of personal belongings).

Discussion

Generally speaking, the teachers feel that their efficacy in coping with misbe-

haviour and discipline issues is sufficient. However, such an approach is only 

presented when the respondents evaluate their individual competence. When an 

evaluation of a general situation is made the results are reverse. This ambiguity 

could be explained in many ways. Dealing with students’ misbehaviour is perceived 

as a teacher’s vital competence. Based on this, teachers can be reluctant to express 

any personal weaknesses or difficulties in this area. Another thing is that even in 

staff teams at schools such problems are often “taboo” topic. Such ambiguity in 

thinking is a real challenge for anybody who wants to deal with the problem of 

misbehaviour and discuss it openly. The view that misbehaviour is a real problem 

at schools is also backed by the results concerning the frequency of particular 

misbehaviours. minor disruptions are really common and other more dangerous 

behaviours (aggression towards other students and teachers) are also quite often 

witnessed. Analyzing the results one should remember that only two weeks’ time 

was taken into account.

In conclusion efforts should be made to extend teachers’ competence in dealing 

with misbehaviour (seminars, workshops and discussions). It should be done 

despite the fact that in many cases we can experience denial and resistance at the 

beginning.

review_2005_3-4.indb   204review_2005_3-4.indb   204 12/9/2005   12:07:4912/9/2005   12:07:49



205Coping with Misbehaviour and Discipline – the Teachers’ Perspective

Bibliography

Bergin C., Bergin D. A., (1999): “Classroom Discipline That Promotes Self-Control”. 

Journal of Applied Developmental Psychology, 2(2), pp. 189–206.

Cothran D. J., Kulinna P. H., Garrahy D. A., (2003): “  ‘This is kind of giving a secret 

away…’: students’ perspective on effective classroom management”, Teaching and 

Teacher Education, 19, 435–444.

Cotton K. (1990): School wide and Classroom Discipline, Regional Educational 

Laboratory, Office of Educational Research and Improvement.

Dreikurs R., Grunwald D., Pepper F., (1982): Maintaining Sanity in the Classroom. 

Harper and Row, New York.

Gregg J., (1995): “Discipline, control and the school mathematics tradition”. Teach-

ing and Teacher Education, 6, pp. 579–593. 

Janowski A., (1998): Uczeń w teatrze życia szkolnego (A student in the theatre of 

school life), Warszawa, WSiP.

Kounin J. S., (1970): Discipline and Group Management in Classrooms.  Rinehart & 

Wilson, Holt.

Kyriacou C., Chien P. Y., (2004): “Teacher stress in Taiwanese primary schools”. 

Journal of Educational Enquiry, 2, pp. 86–104.

Lewis R., (2001) “Classroom discipline and student responsibility: the students’ 

view.” Teaching and Teacher Education”, 17, pp. 307–319.

Lewis R., Lovegrove M., (1988): Students’ Views on How Teachers are Disciplining 

Classrooms. In: R. Slee (ed.) Discipline and Schools. A Curriculum Perspective, 

Hong Kong, Macmillan.

Mieszalski S., (1998): O przymusie i dyscyplinie w klasie szkolnej (About coercion 

and discipline in the classroom), Warszawa, WSiP.

Milerski B., Śliwerski B., (eds.) (2000): Pedagogika. Leksykon PWN (Pedagogy, 

Lexicon PWN), Warszawa, Wydawnictwo Naukowe PWN.

Muzyka W., Nowicki D. Krzywosz-Rynkiewicz B., Sakowicz M., (1996): Dyscyplina 

w szkole w oczach nauczycieli (Discipline at school – the view of teachers). In: 

M. Dudzikowa (ed.) Nauczyciel-uczeń. Między przemocą a dialogiem. Obszary 

napięć a typy interakcji (Between violence and dialogue. The area of tension and 

types of interaction), Kraków, Impuls.

Nolting H. P., (2004): Jak zachować porządek w klasie (How to maintain order in 

the classroom), Gdańsk, GWP.

Piekarska A., (2000): “School stress, teachers’ abusive behaviors and childrens’ 

coping strategies”. Child Abuse & Neglect, 11, pp. 1443–1449.

Robertson J., (1998): Jak zapewnić ład, dyscyplinę i uwagę w klasie (How to provide 

order, discipline and attention in the classroom), Warszawa, WSiP.

review_2005_3-4.indb   205review_2005_3-4.indb   205 12/9/2005   12:07:4912/9/2005   12:07:49



206 Jacek Pyżalski 

Sava F. A., (2002): “Causes and effects of teacher conflict-inducing attitudes towards 

pupils: a path analysis model.” Teaching and Teacher Education, 18, pp. 1007–

–1021.

Slee R., (ed.) (1985): Discipline and Schools. A Curriculum Perspective, Hong Kong, 

Macmillan.

Socolar R. R., (1997): “A Classification Scheme for Discipline: Type. Mode of 

Administration, Context.” Aggression and Violent Behavior, 4, pp. 355–364.

Speck O., (2005): Być nauczycielem. Trudności wychowawcze w czasie zmian 

społeczno kulturowych (To be a teacher. Educational difficulties during socio-

cultural changes).

Urban B., (2000): Zaburzenia w zachowaniu i przestępczość młodzieży (Problem 

behavior and youth delinquency), Kraków, Wydawnictwo UJ.

review_2005_3-4.indb   206review_2005_3-4.indb   206 12/9/2005   12:07:4912/9/2005   12:07:49



Technology 

of 

Education

review_2005_3-4.indb   207review_2005_3-4.indb   207 12/9/2005   12:07:5012/9/2005   12:07:50



Development of Technical Imagination as the Effect of 
Computer-Aided Process of Learning Physics

Abstract

The paper presents results of experimental investigations. The studies were 

undertaken with the aim to ascertain whether computer techniques, used to assist 

the process of learning physics, can partake in the creation of conditions leading 

to the development of technical imagination. The ability to make use of technical 

imagination is important in the process of knowledge transfer to students as well 

as in the development of logical, creative and abstract thinking.

The experiments were carried out during laboratory classes with students from 

the Technical Physics of Poznan University of Technology employing the method 

of parallel groups with rotations. Students from the experimental group learnt 

a physical experiment using appropriate computer programmes, while students 

from the control group worked without computer support.

Key words: learning of physics, computer-aided, technical imagination, logical, 

creative and abstract thinking, natural pedagogical experiment

Introduction

The process of teaching students requires appropriate conditions and actions, 

which will allow them to acquire suitable competence and proficiency, so that, in 

the future, they will be able to carry out new tasks and perform professions which 

are still unknown today. Future requirements contribute to the current tasks facing 

Maria Kozielska
Poland
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high education institutions: the transfer of knowledge to students, development of 

their abilities for logical, creative and abstract thinking and the organisation of the 

environment allowing to apply students’ own knowledge to life. Another respon-

sibility of education is to combine research with technology, production activities, 

everyday life and human activity. The effective and fulfilling participation of young 

people in contemporary societies requires modern methods of education includ-

ing: the application of methods intended for both group and individual education, 

self-study, development of individual skills, talents, and imagination. One of the 

most important tasks of education should be to intensify assistance in this area.

The objective of the performed experiments was to verify whether computer 

techniques assisting the process of learning physics can participate effectively in 

the creation of conditions for the development of technical imagination. The valid-

ity of this assumption is apparent from earlier performed investigations, which 

indicated that computer techniques contribute to the conditions of subjectivity and 

motivation (Kozielska 2000, 2003) as well as to the development of students’ 

research and creative activities during the process of learning physics (Kozielska 

1996, 2004).

1. Physics and technical imagination 

Imagination combines various forms of intellectual activity and constitutes a 

creative component of human psyche. A deliberate and conscious human effort in 

developing knowledge and its imaginary contents is important in the process of 

education. Imagination is examined in combination with philosophy, psychology, 

sociology as well as pedagogy, aesthetics and art. Philosophers examine the rela-

tionship of imagination and knowledge because knowledge is one of the elements 

of learning reality. Psychologists explore functioning mechanisms of imagination 

because they view it as this capability of human beings which takes part in their 

perception, memory, thinking and activities. Pedagogues emphasise the instructive 

and educational aspects of imagination and, hence, examine it in the context of its 

development by students.

Both human imagination and mind allow us to get to know and transform the 

surrounding environment. Methods and activities associated with the creation of 

material goods by man together make up technology. It can be defined as the 

human activity leading to the creation of objects, constructions and transformation 

of reality. Man needs imagination to further and support him-self in these activi-

ties. Imagination can, therefore, be understood as the capability of human beings 

to know, understand, predict or create new knowledge.
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People equipped with technical imagination possess many valuable capabilities, 

among others: spatial imagination, foresight of consequences of realised projects, 

appropriate selection from many possibilities, prediction of mutual effects of ele-

ments, development of technical solutions, also those which were unknown earlier, 

construction of dynamic images of technical elements on the basis of theoretical 

information, perception of technical problems in the environment.

The development of technical imagination can take place in the course of intel-

lectual work to solve problems in the field of physics, especially at the university 

level. Physics encourages a scientific attitude to technical problems and builds 

powers of association and abilities of observation. Through observations and the 

analysis of the course of the observed phenomena, physics teaches how to take note 

of elements of the observed process, it seeks their interrelationships and draws 

appropriate conclusions, leading to theoretical models. It also happens that scien-

tific conclusions drawn from experiments lead to theoretical generalisations.

Physics acquaints students with inanimate matter in its various forms and which, 

in turn, constitute the object of engineers’ activity. An engineer should know and 

understand basic laws governing matter as well as its principal features such as: its 

symmetry, quantum character, probabilistic and relativistic properties. Physics 

combines macro- and microelements of the world and reconciles classical and 

quantum approaches because that is what matter is like. Physics understood in this 

way can provide a good content basis for the development of students’ technical 

imagination.

2. Influence of computer technology on the for development 
of technical imagination 

Computer techniques assist technical design. Simulations imitating the opera-

tion of various technical equipment are useful in teaching during the transition 

from theory to practice. They provide effective help, which allows to combine 

knowledge and technical activity. Moreover, computer techniques create possi-

bilities for the development of individual capabilities of human imagination and 

activity. Computers are systems intended for the processing of information. They 

can, therefore, supplement certain psychic traits of the human brain.

Educational computer programmes, especially dynamic presentations of natural 

phenomena, enable simultaneous involvement of students’ perceptive, conceptual 

and constructional capabilities. That is why they are particularly important in 

technical education, since they stimulate and encourage students’ technical 

imagination, motivate them for the development of their technical interests and 
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arouse their creative and inventive powers. Therefore, it is quite understandable 

why computer assisted software must comply with very high requirements. These 

kinds of programmes need to present clear simulations, which will contain a certain 

amount of simplifications facilitating familiarisation with the construction and 

functioning of even very complex and complicated equipment used in practice. It 

appears that the presented constructions and process dynamics encourage students 

to think logically, creatively and abstractly. Furthermore, they stimulate students’ 

creative involvement in the learning process by putting forward their proposals for 

construction or aesthetic changes as well as innovation ideas within the framework 

of the presented simulations (Kozielska 2004). 

3. Experiment and results 

Purpose of experiment: Observations made in the course of the application of 

the computer-aided process of learning physics require experimental verification. 

The purpose of the performed experiments was to ascertain if students’ activities 

during physics laboratory classes and the quality of their intellectual involvement in 

the course of their application of computer software found their reflection in their 

achievements indicating a higher level of technical imagination.

Parameters of experiment: Bearing in mind the earlier-presented characterisa-

tion of the technical imagination, when determining its level among students, 

the following parameters were assessed in the course of the performed experi-

ments: 1. spatial imagination, 2. prediction of the consequences of the realised 

tasks, 3. appropriate selection from among many possibilities, 4. the capabil-

ity to envisage the impact of some factors on other ones as well as on techni-

cal solutions, 5. the capability of dynamic images formation on the basis of 

theoretical information, etc. 

Indexes: The level of students’ technical imagination was assessed on the basis of 

their achievements connected with their ability to solve problems associated 

with the earlier-mentioned capabilities and based on the physics from the 

field of optics. 

Assessment: The final index of students’ knowledge and competence was evalu-

ated using appropriate assessment consisting of tasks and problems. They 

were expected to demonstrate the above-mentioned capabilities in the area 

of optics. The groups under comparison shared the following common fac-

tors: the syllabus and the time of its execution, knowledge base, and uniform 

conditions of work in the students’ physical laboratory.
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Sample and method of experiment: 64 students of Technical Physics partici-

pated in the performed research. They were divided into two equal groups. 

The experiments were carried out in the course of laboratory classes, which 

were conduced in accordance with the programme of studies, three hours a 

week during one semester. In the performed experiment the method of 

parallel groups and the technique of rotation was used.

Coding: In the case of the experimental group “E”, a computer programme 

assisted the learning process, while the control group “K” (blank) worked 

without any assistance. The groups were swapped at the second stage of the 

experiment and renamed for “E’” and “K’”. Control assessment covering the 

material presented during laboratory classes was applied after each stage of 

the research.

Scoring: For the assessment ten exercises were prepared. It was possible to 

achieve ten points for all exercises.

Procedure of experiment: How did students from the computer-aided group work 

during the physics laboratory classes? Their work involved independent execu-

tion of a given experiment and elaboration of the results under the supervision 

of the teacher. The employed computer software helped students prepare and 

execute a given experiment and then to elaborate its results. The computer 

programmes were strictly connected with all the experiments, the presented 

the required physical contents, simulated courses of studied phenomena, laws 

and interrelationships. They also showed the construction and action of pieces 

of equipment and stands used to carry out individual experiments. The most 

valuable programmes concerned the structure of pieces of equipment known 

from drawings, charts and descriptions. 

The students prepared appropriate equipment for work, got familiar with their 

measuring potentials, put forward their proposals for changes in laboratory stands 

and new approaches to research methods. The employed computer software 

allowed them to carry out experiments in computers prior to their executions using 

real equipment. They also allowed them to examine the effects of the proposed 

changes as well as to carry out model experiments and study phenomena in rela-

tion to parameters established and changed by themselves. In addition, the applied 

programmes also indicated favourable experimental solutions and helped students 

to prepare mathematical elaboration of results.

The students utilised educational computer programmes in their demonstration 

or dialogue forms or in forms co-operating with the laboratory stand, i.e. allowing 

their direct involvement in physical measurements. 

In a particular exercise each student used the same computer programme dur-

ing the classes in study schedule. The PC programmes used in the educational 

review_2005_3-4.indb   213review_2005_3-4.indb   213 12/9/2005   12:07:5112/9/2005   12:07:51



214 Maria Kozielska

research had been financed by the State Committee for Scientific Research. These 

programmes are not available commercially. 

4. Analyses of Results

For the studied groups of students, on the basis of the obtained experimental 

results, the following values were determined: mean values X
—

, S variances and 

standard deviation S. Additionally, the following tests were applied: χ test for 

evaluating the conformity of empirical and normal distribution, F test for evalu-

ating the significance of differences among the variance of empirical distributions 

obtained, and “t” – Student test used for the estimation of the difference between 

the means of the results for examined groups of students (Guilford 1960; Ferguson, 

Takane 1989). These results are presented in Table 1. 

The following formulas were employed:

x
n x
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i i= ∑ , (1)
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n x x
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where: ni denotes the frequency of occurrence of results in individual class 

intervals for xi – a given group;  – a numerical value of the interval centre of a given 

class; N = 32 – number of persons in the examined group; h – width of a class 

interval.

In order to ascertain if the experimental results had a normal distribution, the 

function of the random density of variable φ (xi) was calculated and the frequency 

of occurrence of theoretical results ni was determined on the basis of the following 

formulas:
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where the φ (zi) value, at the given z x x
Si

i= −
, was read from tables (Guilford 

1960; Ferguson, Takane 1989).

The following zero hypothesis H0 was suggested: the experimental results 

obtained in class intervals do not differ significantly from the theoretical results of 

the appropriately selected normal curve. In order to verify the above hypothesis, 

Pearson’s test of goodness of fit was applied:

χ0
2

2

1
= −

=
∑ ( )'

'

n n
n

i i

ii

N

, (6)

When χ ≤ χ, then it is possible to maintain – with 5% risk of error, that the 

H0 hypothesis is true, i.e. the experimental results can be approximated with the 

help of normal distributions.  χ = 5.991 was read from tables. This result allows 

the application of the significance test “t ” – Student to verify the hypothesis 

concerning the significance of the difference between the means of the examined 

groups of students.

The significance of difference between S and S variances of individual groups 

was verified using the following function:

 F N S
N

N S
N0

1 1
2

1

2 2
2

21 1
=

− −
: , (7)

where:  N = N = 32 denotes the number of persons in the examined groups. 

The boundary value F = 1.835 was read from Snedecor’s tables (Guilford 1960). 

Because  (in Table 1: F = 1.29, F ’ = 1.17, F = 1.84), therefore, there is no sig-

nificant difference between the variances of the two compared groups. Therefore, 

the author applied a test “t” – Student, which was based, for  v = N + N – 2 degree 

of freedom, on the function:

t
x x

N S N S
N N N N

0
2 1

1 1
2

2 2
2

1 2 1 2

1 1
2

1 1
=

−

−( ) + −( )
+ −

+
⎛

⎝
⎜

⎞

⎠
⎟

.
, (8)

The presented statistical methods were used for the analysis of the results of the 

pedagogical experiment. The results of this analysis are presented in Table 1. The 

rightness of the proposed hypotheses for both of the stages of experiments was 

confirmed, i.e.:  HE > HK and HE’ > HK’, because, as it was shown in Table 1: X E = 7.4 

and X K = 6.2 as well as X E’ = 5.7 and X K’ = 4.7.
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4. Conclusion 

1. The students who used, in the process of learning physics, computer pro-

grammes achieved - at both stages of the experiments – significantly higher results 

with regard to their understanding and solving technical problems, which 

required involvement of technical imagination. They showed good knowledge and 

understanding of the research equipment used in the course of experiments. After 

finishing work with the computer programme, they proceeded with measurements 

with a good deal of understanding how to carry on and knowledge of the laboratory 

stand. They also created optimal conditions for work, obtained precise results and 

were able to indicate causes of the errors they made. The questions they asked were 

concrete, detailed and to the point. They indicated that they developed appropriate 

ideas of the objects and construction and showed genuine intellectual activity.

2. It turned out that the simulation from the demonstration programme, 

illustrating abstract phenomena, technical solutions or interrelationships, was 

quite important because, frequently, it was the only help to develop students’ 

imagination. Such simulations facilitated the creation of images, dimensions or 

proportions of a simulated object, the course of a phenomenon or a technical 

system, which were known to students only from schematic diagrams. It helped 

them to unravel many technical problems. Animation of difficult theoretical 

phenomena, technical solutions and unknown results of the activity of equipment, 

helped students to develop notions and concepts of technical solutions realised in 

conditions determined by teaching programmes.

3. In the case of computer programmes employing dialogue boxes, it was the 

possibility of ‘conversing’ with the computer that constituted its highest didactic 

value. In such programmes, the ‘customer’ (student) feeds in his/her questions, 

answers, parameter values etc. as instructed by the software. In this case, the 

employed computer programme allowed a student to realise examples suggested 

by him/her. It facilitated the selection of interesting examples, making appropriate 

observations and arriving at solutions of difficult technical problems.

4. The applied computer programmes were found to exert a particularly 

positive influence in the development of students’ technical imagination in the 

course of their research work in physics. It is usually difficult to help students in 

this area. The usefulness of the programmes was especially apparent when watch-

ing students’ work. They used the programmes enthusiastically at all stages of the 

experiment; when preparing for exercises, in the course of the experiment itself 

and during the elaboration of results and conclusions. They also used the pro-

grammes to find examples or confirmation of their own ideas about what how 

a given piece of equipment looked like or operated. Using the programmes, they 
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worked actively, trying to discuss problems whose correct interpretation was the 

result of their intercourse with the computer. It can, therefore, be said that they 

experienced satisfaction from their own technical activity. The programme indi-

cated a proper method to proceed forward, so the students were not discouraged 

by failure. They repeated their work with scientific curiosity, richer with the expe-

rience learnt as the result of the cooperation with the programme.

5. The performed investigations showed that computer education programmes 

from the field of physics can find application in the transfer of ready-to-use tech-

nical contents. They are useful in the solving of both theoretical and practical 

technical problems in the process of learning physics by assisting productive think-

ing. In the process of transferring technical contents, these programmes stimulate 

and encourage notions and associations concerning the operation and construction 

of equipment, i.e. they help shape and develop technical imagination.

Total conclusion. The performed detailed analysis of the research results allowed 

drawing the conclusion that, in the field of physics, even without making radical 

organisational or programme alterations, there are possibilities of development 

and formation of students’ technical imagination by the appropriate application of 

modern informatics techniques. 
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Table 1. Characteristics of experimental groups.

Source: data in Table 1 come from the author’s own calculations. 

Symbol
Stage 

of investigations 

E  K

E’  K’

X 
— I

II

7.40  6.20

5.70  4.70

S
I

II

2.80  3.70

3.70  5.20

S
I

II

1.70  1.90

1.90  2.30

F
I

II

1.29

1.17

F I i II 1.84

T
I

II

2.60

2.10

T I i II 1.99

Statement
I

II

HE > HK

HE’ > HK’
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Students of Teaching Experiencing Stagefright 

Abstract: 

The author of the presented contribution analyzes the problems of stagefright 

emphasizing the roots of stagefright. The theoretical analysis of the problem is 

complemented by the results of the research that was carried out with the main 

goal to find out the emergence of stagefright among students of the Pedagogic 

Faculty, MBU in Banská Bystrica, its impact on the performance and influence of 

personality characteristics of students on the level of experienced stagefright. 

Key words: stagefright, roots of stagefright, the impact of stagefright on performance, 

the relation of personality characteristics to the level of experienced stagefright.

Introduction

A natural part of the educational formative process is examination and evalua-

tion of students. These represent situations that are unpleasant for many students, 

causing negative emotional situations. Although stagefright is a widely spread 

problem of almost 90 % of students, thus a very frequent phenomenon, for some 

students it is the reason for significant problems in both the somatic and psychic 

areas, and it contributes to worsening, or even complete frustration of a goal-ori-

ented activity, despite the foregoing preparation for the exam. In such instances 

there emerge pedagogical problems (exam organization, the style of the examining 

person, his/her personality, the relationshop of teacher and student, and others) 

as well as psychological problems (personal characteristics of the student, motiva-

tion, frustration tolerance, resistance against psychical stress, personally perceived 

importance of the exam, emotional infection, and others). 

Beata Gurgová
Slovak Republic
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1. Terminological explanation of the term “stagefright” 

Professional psychological literature brings inconsistent descriptions of stage-

fright as well as the use of other, related terms, which are partly defined as a sum 

up of those psychical expressions and changes in behaviour that point to the 

experience of stagefright, but they do it in broader contexts while including into 

their characteristics other psychical phenomena as well, those which are not part 

of the classical understanding of stagefright. In pedagogical psychology we used 

the terms pre-exam and pre-start situation most frequently. A relatively broad 

definition of pre-exam situations is described by Štepanovič, R. (1974, p. 51). 

According to him, they are characterized by stagefright, thrill, nervousness, fear, 

uncertainty, and uneasiness. Pre-exam situations are likewise perceived by Ďurič, 

L. (1975, p. 266): “Pre-exam psychical situations of pupils are marked by excessive 

thrill and tension. The intensity of these situations differs. It depends on various 

individual particularities of pupils, on teacher methods, and on the nature of the 

forthcoming exam. These situations manifest themselves outwardly through the 

change of the breathing rhythm, pulse frequency, trembling fingers, electric skin resist-

ance, a sudden change of face colour (sudden blush or turning pale), motoric pertur-

bation, and the like. Pre-exam psychical situation also greatly influences psychical 

functions: perceiving, attention, memory, thinking, and so on. As to the negative 

impact of the pre-exam situation, we usually call it by the term stagefright…

While deeply analyzing the definitions of pre-exam situations, we may under-

stand stagefright as an analogical psychical situation (even the term stagefright as 

a synonym for pre-exam situations, but only in case that we interpret the mentioned 

definitions), and the reason for it is that stagefright may be to a certain extent 

quantified (similar to, for instance, questionnaire KSAT – Kondáš, O., 1973). It is 

not possible to unequivocally declare that stagefright impacts only negatively (this 

was proved by respondents’ statements, too), because the consequences of this 

psychical situation are dependant on the level of stagefright, on individual charac-

teristics of persons, and on further factors as well.

We agree that pre-exam situations could be understood as a more general term, 

which would include stagefright in itself as a specific expression. We encounter a 

similar understanding in the book Učiteľská psychológia (Psychology for Teachers, 

group of authors, 1992), where we find the characteristics of pre-exam and exam 

situations that denote the emotional mood of pupils before and during an exam, 

which either positively or negatively influence their performance during the exam, 

either increasing or decreasing it. Positive pre-exam and exam situations are 

characterized especially by prevailing light stenotic emotions, absence of emotional 

tension, worries and fear of failure, good mood, overall psychical balance and 
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contentedness, which gives pupils a chance to fully concentrate on their perform-

ance and present it in a way that is adequate to preparations and expectations, or 

even make it higher. Negative pre-exam situations are characterized by prevailing 

asthenic emotions, inadequate thrill and tension, fears from failure as well as its 

anticipation, fear of consequences at school and at home if failure happens. The 

exam situation itself is mostly characterized by higher emotional tension, fear, 

general psychical unrest, inability for full concentration on the learning perform-

ance. Exaggerated, extreme stenical emotions can be also considered as a negative 

pre-exam situation (too big joy). Pre-exam and exam situations of a modest inten-

sity positively influence performance, they create favourable climate for pupil’s 

concentration. The quoted authors (ibid.) consider stagefright to be a very negative 

exam situation, though effecting temporarily (Ďurič was of this opinion, L., 1975, 

as already mentioned above).

V. Příhoda (1924) used the term “examination mood”, which can be compared 

to pre-exam situations.

 Pre-exam situations can be understood as psychical situations that include 

various manifestations of behaviour of the examined personality before an exam, 

including stagefright as a specific pre-exam situation. Pre-start situations are 

characterized by Kondáš, O. (1979) as an analogical situation of tension and thrill 

known also during stagefright, but with the difference of being accompanied by 

a lesser amount of concern and fears. An exam (which is in this contribution 

understood mainly as a process of knowledge testing) represents a difficult psychi-

cal activity for the student, while following the start one must perform physical 

strength in order to reach the goal, and the tension that accompanies these situa-

tions is immediately released after the start through locomotoric activity. The 

tension before an examination can accompany the examined also during the exam, 

and even after the exam (there often appears an effect of the examined: before an 

exam they anticipate relief after the exam, which may not come in reality, or it 

comes following a certain time interval. They may rather feel exhausted or tired 

after the exam). 

The next term, mentioned in pedagogical psychology, is fear of exams, though 

it is understood as part of intensive stagefright. Bartko, D. (1968) uses the term 

exam nervousness, which appears as a higher nervous strain, uneasy sleep, prob-

lems in somatic areas, and the like. 

Various descriptions of stagefright, or of situations that include stagefright (pre-

exam situations, examinational stress…), or those caused by the same extrinsic 

conditions (exam situation, start, appearing on stage) often include terms fear and 

anxiety. The most important difference in the characteristics of these terms is the 

source of fear of danger. Fear is a psychosomatic situation experienced unpleasantly 
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in most cases and its source is a visible, concrete reason, it is rational and under-

standable. Anxiety differs from fear mainly by the cause or initiating moment that 

cannot be found in real, concrete world, but they are in the area of thoughts, in 

psychical reality. On the basis of this brief differentiation it is possible to state that 

in order to characterize the term stagefright it is more appropriate to speak about 

fear as a concern about real consequences (exam, stage appearance).

In the context of fear from examinations J. Meisner (1976) also remembers the 

so-called school fear that can include fear of bad marks, fear of evil, and fear of the 

teacher and so on. School fear basically corresponds with stagefright. 

In the Anglo-Saxon literature we also encounter the term examination stress. The 

use of this term of course has its justification. For example, Kondáš, O. (1977) asserts 

that under stress we understand changes that arise in psychological regulative 

mechanisms and activities as a reaction to the activities of various stressors (stress 

of acting extrinsic factors), which happen during stress situations. In case of stage-

fright the stressor is exam, or the whole exam situation (a sum of various stimula-

tions, which can be stressors also in relation to the individuality of each one). 

The word stagefright comes from Latin (in Slovak “tréma” – translator’s note), 

Latin expression “tremo, tremere” means to tremble, and also “dread is catching 

me before something”. Latin “tremendus” means frightful and the expression 

“tremor” also means fear and dread. (Špaňár, J., 1987). 

Stagefright is characterized by Kondáš, O. (1979) as a special psychical situation 

characterized by the syndrome of higher excitement, tension and fear, which is 

linked with negative expectations of the subject as to the quality of performance 

in personally important and difficult situations.

2. Factors conditioning the occurrence of stagefright

Stagefright is a polyfactorially determined psychical situation dependent on 

a student’s individuality, previous experiences, personality characteristics, the 

specifics of the situation, and its personal importance. The factors determining the 

occurence and persistence of stagefright can generally be divided into extrinsic 

and intrinsic ones. Extrinsic factors can also be understood as certain “keys”, start-

ers of stagefright, which only indicate the expressions hidden behind the back-

ground of personal characteristics and typical features of an individual. 

Extrinsic factors involve conditional and situational factors. Situational factors 

involve those dependent on the situation that starts stagefright, for example, the 

stage, scene, speaker’s pulpit, camera; these are situational stimulators of stagefright. 

During human lifespan, stagefright most often appears in connection which school, 
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what was proved by the results of a quantitative analysis open-question in a non-

standardized questionnaire, through which we examined situations and circum-

stances of students’ stagefright occurrence (Table 1). The students reported more 

situations; that is why we calculated relative frequency from the total number of 

the answers, not from the total number of the students. They reported most often 

an exam, but they did not specify its kind, therefore we decided to also include 

exactly specified stagefright before an exam in the list of categories; this one rep-

resented 6.74% of all the answers. The second most frequent situation evoking 

stagefright is a public performance (factors such as the number of people, to give 

a speech, presentation of a seminar paper). An unknown situation, unknown 

environment, unknown people are situations, which were not reported to very 

often, which is documented by a low percentage of appearance, however, it is pos-

sible to state, that they are often part of other situations evoking stagefright (such 

as exam, speech, to see offices, and so on). Among conditioning factors we rank 

failures and other problems during one’s own answer, failure of classmates, lack of 

sleep, noise, stagefright of classmates (emotional infection acts), the behaviour of 

the examiner, his reputation, personal characteristics of the examiner. 

Table 1. Relative frequency of the occurrence of situations evoking stagefright 

in the examined students from the total number of answers N=178 

Most frequent situations of stagefright 

occurrence

The number of answers in 

percentage, while N=178

Exam 33.14

Public performance 29.77

Being with unknown people 13.48

Being in an unknown situation, environment 7.30

Writing a paper 6.74

Seeing offices 1.12

Seeing a physician 2.80

Speaking in front of a commission 1.12

We can also include in extrinsic factors the so-called Golem’s effect, negative 

anticipation and a teacher’s acting against a student (in this case it concerns 

a tendency “against” a pupil). The teacher comes out of his/her conviction of 

a pupil’s or student’s inability to change his/her results. He/she comes to a negative 

self-fulfilling prognostication, because in fact the teacher tries to harden a student’s 

learning by various ways. The result of such “endeavour” is a student’s frustration, 

he/she loses motivation to perform and will gradually take a shape of teacher’s 

negative expectations. If the teacher’s pressure is very strong, students with good 
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performance predispositions also fail. Such a student gets stagefright through 

a negative expectation in relation to the examiner and to the possibilities of his/her 

performance on the basis of the mentioned facts. An opposite effect, which can 

have a positive influence on the level of stagefright experience, is the Pygmalion 

effect; it is the teacher’s positive expectation from the student. There emerges 

a positive self-fulfilling prognostication.

Looking at the problem through the style of the exam viewpoint (if stagefright 

emerges before an examination), we find differences in factors which cause it. For 

instance, during an oral examination, there may be the followingcauses: the call 

up moment, presence of unknown people during examinations, the teacher’s 

interventions when testing students, exaggeration of the importance of examina-

tion, pace of examination set, and others. 

The occurrence and persistence of stagefright can influence the family environ-

ment, too, it is the educational styles of parents, expectations of student’s perform-

ances. The importance of various family styles exercised in families while 

upbringing the child, while shaping the child’s personality, was pointed to by 

numerous authors (Adler, A., Horneyová, K.), who noticed that the prevailing 

formative style used in the family will decide whether the child will be active, 

passive, constructive or destructive in his/her actual and future (adult) progress. 

The intrinsic factors of stagefright represent up to a half of the unfavourable 

circumstances of stagefright. The most frequent roots of stagefright include: the 

student’s inadequate preparation for the exam, incomprehension of the curriculum, 

uncertainty, insufficient skills of expression. Among the secondary intrinsic factors 

we rank: perceiving the possibility of failure, self-confidence decrease, doubts, 

perceiving the importance of the situation, general setting for performance (an 

alert to perform), excessive motivation, decreased ability to adapt, inadequate 

self-image (when the self-image does not correspond with the student’s real poten-

tials), decreased frustration tolerance (it can be caused by many factors), low 

self-esteem. Student’s gender also participates in the occurrence and persistence 

of stagefright, as traced by Kubáni, V. (1998), who notes that boys have a signifi-

cantly higher level of positive emotional perception than girls. The girls of the 

examined sample are significantly more anxious while perceiving bigger stagefright 

than boys. Moreover, based on research it was proved that there is also a negative 

correlation between the level of stagefright and results, which means that pupils 

with worse results suffer from stagefright more acutely (Meisner, J., 1976). This fact 

can be looked at from numerous viewpoints while rising the following questions: 

Is it possible that a high level of stagefright is caused by failure in exam situations 

and afterwards worsening a pupil’s results? Is a high level of stagefright of the pupils 

with poor results caused by the fact that they are not sufficiently prepared for the 
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lesson? Is excessive stagefright caused by the pupil’s awareness of limited ability to 

perform well? When we are able to give satisfying answers to these questions, we 

will be able to also answer the question what in reality co-works at the stagefright 

occurrence of the pupils with weaker results. Among the intrinsic roots of stage-

fright we also may include the basic life attitude, which determines a propensity 

to stress. Among the intrinsic roots of stagefright a personality style, the so-called 

attributive style can be ranked. According to Abramsonová (R. L. Atkinsonová, 

1995), people have certain consistent styles, through which they realize the attribu-

tion of their life. Attributive styles influence the extent to which what people 

experience is stressful, and show powerless, depressive reactions to demanding 

events. Metalsky, Halberstadt and Abramson examined attributive styles of students 

several weeks before anexamination. Immediately before the exam they asked the 

students which mark they considered a failure as well as which mark they would 

be satisfied with. After the exam they found out what mark they had got and 

measured their level of depression. The students who got a lower mark with 

a pessimistic attributive style were, significantly more frequently, more depressive 

than those who got a mark lower than their standard, but had a more optimistic 

attributive style.

The stagefright dependence on age and experience was focused by the research 

by T. Tyszkowá, (c.f. Kusá, D., 1991), who found out that with pupils’ age, the 

presence of classmates, examining committee, and the like, the rate of failure in 

exam situations increases. While for younger pupils a difficult teaching task is a 

big burden, for older pupils the biggest part of the burden is the social situation of 

examinations.

3. Research goals and hypotheses 

In our research we focused on the stagefright incidences of the students of 

Pedagogic Faculty MBU in Banská Bystrica, its impact on performance, and we 

were also interested in the relation between student personal characteristics and 

the level of experienced stagefright. We set the following hypotheses:

1. We assumed that students experience stagefright of various intensity.

We assumed that students with a low level of stagefright will be more active than 

students with a high level of stagefright.

2.  We assumed that students with a low level of stagefright will be more stable 

than students with a high level of stagefright.

3.  We assumed that students with a low level of stagefright will be more domi-

nant that students with a high level of stagefright.
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4.  We assumed that students with a low level of stagefright will be more rational 

than students with a high level o stagefright.

5.  We assumed that students with a low level of stagefright will be extroverts 

while students with a high level of stagefright will be introverts.

6.  We assumed a mobilizing impact of stagefright on performance.

4. Research sample and method 

The research sample was made up of 71 students of the Pedagogic Faculty MBU 

in Banská Bystrica, 8 males and 63 females, second and third year students. In this 

research, we used “A questionnaire for detection of appearance of stagefright” – 

a questionnaire of our own construction, KSAT – A scale of classical and soci-

osituational anxiety and stagefright (Kondáš, O., 1973), and KUD Personality 

inventory (Miglierini, B.,Vonkomer, J., 1986).

“A questionnaire for detection of the appearance of stagefright” was constructed 

in order to get information from students based on subjective reports, which 

concern the incidences of stagefright, its impact on performance, situation of 

stagefright emergence, circumstances of stagefright emergence, stagefright expres-

sions, and also subjective strategies to cope with stagefright. The questionnaire is 

composed of six questions, two closed ones (concerning the level of experienced 

stagefright and the impact of stagefright on performance), and four open ones. 

Both the questionnaire and the scale and inventory were anonymous. The KSAT 

scale examines the incidences and level of subjective unpleasantness of the experi-

ence of subjective and situational fear caused by objects of classical phobias, socio-

interpersonal situations, and stagefright situations. It is a sort of self-evaluating 

scale, whose aim is to find out the extent and level of negative emotional reactions 

to selected typical objects and situations, which can evoke concern and fear. The 

KSAT consists of 31 items, out of which 12 point to objects of classical phobias, 10 

social situations, and 9 stagefright situations. We use version B designed for adults 

(Kondáš, O., 1973). KUD Personality inventory examines personality characteris-

tics in five basic bipolar personality dimensions as follows: 1. activity – passivity 

(A – P), 2. stability – lability (St – L), 3. dominance – submission (D – S), 4. ration-

ality – sensuality (R – Z), 5. extraversion – introversion (E – I). The questionnaire 

consists of 80 items. Every pole of the diagnosed personality dimension has 8 re-

served items – statements, which can be reported to in three ways: I agree, I disa-

gree, I do not know (Miglierini, B., Vonkomer, J., 1986). The data were collected 

in the course of February 2005. We needed approximately 50 minutes for the 

administration of the questionnaires. We evaluated the obtained quantitative data 
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by means of computer programmes Excel and Unistat. We employed descriptive 

statistics (arithmetic mean diffusion, standard deviation, the median, modus) as 

well as Pearson’s correlation analysis. 

5. Research findings

On the basis of the obtained data we may state that every respondent from our 

research sample experiences stagefright, however, individuals differ by the level of 

experienced stagefright (c.f. Graph 1 and Table 2). Based on the mentioned find-

ings, our first hypothesis was proved.

Graph 1. The incidences of individual levels of stagefright

In the KSAT questionnaire the respondents reached average values in individual 

areas according to the norm (Tab. 3). Kondáš, O. (1973) recommends starting in 

individual areas at the critical value of 35 for every area. From Tab. 2 it can be 

concluded that in the T area (stagefright) the respondents reach average score 

26.14. The most frequent value is 29, the most frequently reached score represents 

40 points, and the lowest value is 13 points. The mentioned values show that on 

average our research sample score in the T variable according to the norm, although 

naturally some individuals demonstrate a higher stagefright too. 

By means of a correlation analysis of individual personality variables and stage-

fright we found a statistically significant relation between activity and stagefright 

(c.f. Tab. 4). The statistically significant relation between stability and stagefright 
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Table 2. Descriptive statistics of the level of stagefright usually experienced by 

students (based on the reports to the question concerning the level of experi-

enced stagefright in the questionnaire of our own construction)

Level of stagefright

Aver. value 3.69014084507042

Error of aver. value 0.129371720132843

Median 4

Modus 4

Standard deviation 1.09010549025279

Diffusion of selection 1.18832997987928

Sharpness -0.531842645

Skew 0.243264096739481

Difference min.-max. 4

Minimum 2

Maximum 6

Total 262

Number 71

Level of reliability (95.0%) 0.258023548611083

1.  Place yourself according to subjective experi-
encing of stagefright at the level which char-
acterizes you.

2.  I never experience stagefright.
3.  I occasionally experience only slight tension.
4.  I experience higher tension with no distur-

bances of my performance.
5.  I experience  higher tension as well as con-

cern, which disturb my performance.
6.  I often experience intensive stagefright.
7.  I regularly experience big stagefright.

Table 3. Descriptive statistics of the variable “the level of stagefright” 

in the KSAT questionnaire

Vaiable T in questionnaire KSAT

 

Aver. value 26.1408450704225

Error of aver. value 0.789849022745198

Median 26

Modus 29

Standard deviation 6.65538616384802

Diffusion of selection 44.2941649899396

Sharpness -0.829158989

Skew 0.0350892733705257

Difference min.-max. 27

Minimum 13

Maximum 40

Total 1856

Number 71

Level of reliability (95.0%) 1.57530291400968
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as well as dominance was proved in a similar way. There is no statistical significance 

between rationality and stagefright. By means of correlation analysis of extrover-

sion to stagefright we found a slight indirect correlation. Introverts reach a higher 

score than extroverts; this fact is statistically significant. On the basis of the pre-

sented findings we may presume that more passive, emotionally more labile, more 

submissive and more introvert students will demonstrate a higher level of stage-

fright. The described findings proved our second, third, fourth and sixth hypoth-

esis. We reject the fifth hypotheses. 

Table 4. Correlative coefficients of the relation between stagefright 

and the measured personality dimensions

Variable T

A (activity)  -0.24 *

S (stability)  -0.30**

D (dominance)  -0.44***

R (rationality)   0.19

E (extraversion)  -0.23*

*p<0.05 ** p<0.01 *** p<0.001

Graph 2. The impact of stagefright on performance
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In the research we were also interested in the impact of stagefright on perform-

ance, which we examined by means of a questionnaire of our own construction, 

in which respondents were expected to place themselves onto a fourstage scale of 

the ratio of the impact of stagefright on performance. On the basis of Graph 2 we 

may state that the majority of the respondents (N=38) experience a slightly nega-

tive impact of stagefright on performance. 20 students admit a negative impact of 

stagefright on performance, i.e. worsening of performance by 25–30%, and 

a sharply negative impact on performance is experienced by two students. 

A positive impact of stagefright on performance is experienced by only 11 students. 

It means that up to 31% of the students experience worsening of their performance 

under the impact of stagefright, and only 15% of the students are mobilized by 

stagefright to better performances. We have rejected the seventh hypothesis. 

Conclusion

Stagefright is a special psychical situation characterized by the syndrome of 

increased thrill, tension and fear, which is connected with a subject’s negative 

expectations concerning the quality of performance in personally important and 

performatively demanding situations. On the basis of our findings as well as those 

of other authors (Příhoda, Kondáš, Velikanič) we may determine the incidence of 

this more or less negative emotional situation. Stagefright is determined by extrin-

sic factors that include conditional and situational factors. Besides extrinsic factors, 

there are intrinsic ones determining stagefright, namely personality characteristics 

of the student, the awareness of a possibility to fail, the decrease of self-confidence, 

uncertainty, awareness of the importance of the situation, general setting on per-

formance (alert for performance), excessive motivation, decreased ability to adapt, 

inadequate picture of oneself. On the bases of our results we may presume that 

a higher level of stagefright occurs in students with personality and temperamen-

tal characteristics such as: passivity, lability, submissiveness, and introversion. 

As part of our research, besides the presented hypotheses and research findings, 

we were interested in, which strategies of coping with stagefright students prefer. 

Among the answers to the given question there appeared categories such as: breath-

ing exercises, “non-thinking” about stagefright, coping through motion, through 

exercises, good preparation for the exam, sleeping regime, prayer, food, relaxation 

by means of music, and others. The mentioned strategies are often used by students 

as stereotype habits as part of their learning style, which are effective to a multifarious 

extent. For students with a low level of stagefright the described procedures are often 

sufficient. The most important factor of stagefright elimination before examinations, 
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as reported by some students in their answers, is precise preparation for the exam. 

If a student does not repeatedly cope with stagefright in spite of excellent preparation, 

it worsens his performance, and contributes to significant physiological defects, 

he/she should seek for professional psychological or psychotherapeutical help (sys-

tematic desensitization, autogenous training, and so on). 

For pedagogues, Kondáš, O. and team (1963) give the following recommenda-

tions:

–  It is important that students are acquainted beforehand with the importance 

of the exam, with the place of examination or also with the commission;

–  teacher’s interventions into the examinations a source of tension may become 

– a very strong reaction may impair the ability to recall, but noticeable praise 

should not be an encouraging interruption of examinations; adequate encour-

agement is appropriate;

–  special attention should be paid to neurotic students (it is appropriate to raise 

such questions which we consider to be in immediate emotional relationship 

with the student);

–  it is not necessary to exaggerate the significance of the exam;

–  it is necessary to consider memory types of students;

–  the pace of examination – the rule of an individual approach to students 

should be applied.

The task of an examiner should be to psychically support a student with exces-

sive stagefright (through an encouraging word). The examiner does not lose his/her 

authority by this attitude; on the contrary, the appropriate attitude to the student 

strengthens it. A student who despite sufficient preparation for the exam, repeat-

edly fails because of stagefright caused by the examiner, is frustrated and demoti-

vated, which can influence both his/her psychological and physical well-being. 
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The Impact of Self-made Musical Instruments 
on Pupils’ Motivation

Abstract

The paper gives an account of research on the impact of progressively understood 

instrumental activities on the motivation of pupils during the lessons of music 

education in the 2nd and 4t grades elementary school. We present the results of 

research performed through a pedagogical experiment that included various 

methods of pupil motivation. As a part of it we used children’s self-making of 

simple musical instruments and playing them while also using graphical depicting 

of music elements in an organic conjunction with further music activities.

Key words: Self-made musical instruments, motivation, pedagogical experiment

Introduction

According to our previous probing, teachers in our country traditionally under-

stand instrumental activities as a rare particularity of music education, while a large 

portion of pupils have no chance to play any instrument, and those who have that 

chance do it seldom and for a short time only. On the one hand, it is a consequence 

of poor material conditions, on the other hand, elementary school teachers have 

not yet duly appreciated musical instruments in pupils’ hands as a significant 

means of their general development; neither has our music pedagogy paid adequate 

attention to this problem so far. In comparison with long-time experiences of 

international music pedagogues (Jungmäir, 2003, Wuytack, 2004), we see that this 

situation in our country is a deficiency. Attempting to change these circumstances, 

in order that the use of musical instruments is no longer an aimless game or spo-

radic particularity of a lesson, we defined progressive understanding of instrumen-

Jana Janeková 

Slovak Republic
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tal activities as a purposeful, systematic impact of the use of all musical instruments, 

including simple elementary musical instruments as well as their construction by 

pupils themselves, in optimal cooperation with other activities during the develop-

ment of cognitive and non-cognitive pupils’ functions and processes. Here we may 

emphasize that this understanding of instrumental activities assumes that they 

should become an organic part of the majority of lessons of music education in the 

1st–5t grades of elementary schools. 

For our investigation, from among the non-cognitive processes we choose pupils’ 

motivation and its changes under the influence of the traditional and progressive 

understanding of instrumental activities. 

A survey of used methods, organization and research progress

In our research we used the following research methods (Juszczyk, 2003) and 

techniques: pedagogical experiment, inquiry, observation with a notes taking 

technique, statistical method, quantitative and qualitative analysis. As the instru-

ment of inquiry we used a questionnaire with scaled, open and alternative ques-

tions. Through scaled questions, pupils expressed their attitude to music education 

as well as to individual musical activities on music education lessons. Alternative 

questions examined the situation in the extra-school pupils’ interests, an open 

question provided for a possibility of a free evaluation of music education lessons. 

In order to interpret pupils’ attitude to music education, and thus motivation as 

well as its changes during the pedagogical experiments, we used the pupils’ answers 

to the questionnaire’s questions, where pupils reported in an evaluative scale of 5 

stages as to how they look forward to music education lessons. We interpreted the 

data separately for individual grades. When working with the data, we were using 

the table processor Microsoft Excel. 

The pre-research was implemented at the Š. Moyses Elementary School in 

Banská Bystrica in the 1st, 2nd, 3rd and 4t grades, with 69 respondents in the school 

year 2000/2001. Its goal was to verify some new methods of the use of instrumen-

tal activities, especially construction of musical instruments and graphical expres-

sions of music, and to verify the questionnaire’s adequacy for the examination of 

actual pupils’ motivation. In Slovak music education, the methods of simple, ele-

mentary musical instruments construction by pupils as well as of graphical expres-

sions of music are not yet widely spread, and until now, they have not been 

described in detail yet. Therefore, we had to take information from German peda-

gogy of music (Auerbach et al., 1978, Drees et al., 1980, Grühn, 1997, Jahnz, 1996) 

when applying the said new elements trying to modify them for our conditions. 
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We conducted long-term research through a pedagogic experiment in the school 

year 2003–2004. We chose a sample made by the pupils of the Tatranska Street 

Elementary School in Banská Bystrica. We used a parallel experiment (Juszczyk, 

2003). This article presents the research carried out in the 2nd and 3rd grades. The 

experimental group in the 2nd grade was made up by the pupils of 2nd C and 4t 

C. There teaching was realized with our methodological instructions, which uti-

lized the above-mentioned foreign resources, by use of our proposed models of 

elementary musical instruments (maracas, bell, metalophone, scraper, waver 

mávatko) and their use together with additional activities including graphic 

expression of musical elements during music education lessons. (Janeková, 2001, 

Drees et al., 1980). In the supervisory groups 2ndB and 4tA teaching was realized 

without our interventions, with material equipage and teaching tools that were 

available as usual in these classes. 

We realized introductory measurements of the level of motivation in all groups 

at the close of November 2003. Until that time in all of the classes several instru-

ments of Orff instrumentary was used sporadically and non-systematically (which 

was clear primarily from the answers to the open question in this measurement, 

from discussions with teachers and from their lesson plans). In the first period of 

the pedagogic experiment we were systematically using self-made musical instru-

ments. After the running measurements of motivation in all groups at the close of 

March 2004 a second period followed, in which pupils of 2ndC continued self-

construction and use of simple musical instruments. In 4tC we decided to exclude 

the use of self-made musical instruments, and we limited them to a systematic use 

of various possibilities to play on body, in order to find out the reflection of this 

change in pupils’ motivation. For the purpose of statistical processing, we had to 

exclude from individual groups those pupils that take part in music education (for 

example in elementary music schools, in music interest groups, and the like). At 

the end of the pedagogic experiment in June 2004 we implemented final measure-

ments of the level of motivation in all of the groups.

All the measurement happened in the absence of teachers in order to guarantee 

anonymity and pupils were able to openly express their opinions. 

The impact of instrumental activities on pupils’ motivation 

On the lessons of music education as well as in teaching generally, it is very 

important that the teacher ensures actual learning motivation. The aim of it is to 

avoid extreme situations, such as insufficient motivation or conflict motivation most 

frequently caused by frustration – lack of exercise, food, information, and so on 
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(Poliach, 2003). It is the basis for our endeavour to ensure that more permanent 

processes and characteristics appear in pupils’ motivation structure, especially such 

as the interest in the whole complex of music arts, and related activities, which gives 

a basis for pupils’ positive attitude to music as a permanent personality feature. 

Therefore, we focused on the possibilities of instrumental activities for creation of 

actual pupils’ motivation on music education lessons.

As to the research problem, our research is explorative and verificative (Juszczyk, 

2003). We focused our interest mainly on pupils’ understanding and appraisal of 

their attitude to music education. Because our question was whether we could 

positively influence pupils’ actual learning motivation at school by means of 

instrumental activities in an organic connection with other activities, we formu-

lated the following hypothesis:

The main hypothesis:

Instrumental activities on music education lessons with the use of self-made musi-

cal instruments will have a significant impact on pupils’ motivation.

Special hypotheses:

1.  Regular, frequent and systematic use of self-made musical instruments on the 

lessons of music education gives pupils a higher level or maintains the level of 

actual motivation, what results in joy, mobilization of their attention and a 

positive impact on their emotional tuning.

2.  Regular, frequent and systematic use of self-made musical instruments on the 

lessons of music education has a significant impact onmaintaining the level, or 

improvement of pupis’l attitude to music education, which traditional teaching 

lacks.

3.  The absence of the use of musical instruments makes pupils accustomed to 

frequent and progressive use of self-made musical instruments significantly 

demotivated. 

4.  The level of pupils’ motivation under the traditional, unchanged way of teach-

ing, with a sporadic use of some instruments of the Orff instrumentary during 

the school year, significantly decreases.

A. The inquiry was implemented at the time of introductory, running and final 

measurements by means of the above-mentioned questionnaire. When assessing 

the differences in pupils’ actual motivation in particular measurements in the 

experimental and supervisory groups we employed methods of mathematical 

statistics. Because of the small extent of selections, as well as because in some 

groups the division of probability of the examined phenomenon was not usual, 
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we used non-parametric tests: Wilcoxon-Mann-Whitney two-sample test for 

examinations of the level balance of two samples (Wimmer, 1993) and the Wil-

coxon one-sample test to find out differences in repeated measurements (Chráska, 

1991). Here we compared the difference between the introductory and running 

measurements (I.), the running and final measurements (II.), and between the 

introductory and final measurements (III.) in both experimental and supervisory 

groups. 

Research results

By means of the Wilcoxon-Mann-Whitney two-sample test we obtained the 

following results:

Tab. 1. The comparison of pupils’ motivation in the experimental (2ndC, 4tC), 

and supervisory (2ndB, 4t A) groups

Measure ment Class
u1

Wcrit(0.05) Class
u1

Wcrit(0.05)
u2 u2

Intro ductory
2ⁿdC – E 39.0

11
4tC– E 78.5

64
2ⁿdB – K 21.0 4tA– K 145.5

Running
2ⁿdC – E 107.0

50
4tC– E 58.0

64
2ⁿdB – K 75.0 4tA– K 166.0

Final
2ⁿdC – E 69.5

59
4tC– E 128.5

64
2ⁿdB – K 140.5 4tA– K 95.5

When applying this method we could consider a significant difference between 

the two groups if one of the values u, u is smaller than Wcrit(0.05). 

As to the 2nd grade, not one measurement proved significantly different, even 

though the final measurement approximated it. These results make us draw 

a conclusion that we cannot refuse the H0 zero hypothesis on 0.05 level of signifi-

cance: Both selections come from the same probability allocation, therefore both 

levels of motivation are identical in both files. 

In the 4t grade, through the comparison of the calculated values with a critical 

value, we found out that following the first period of the experiment we can refuse 

the zero hypothesis and accept the alternative H1 hypothesis: Both selections do 

not come from the same probability allocation, therefore the levels of the examined 

signs are different in both files. Since the introductory measurement did not prove 

a statistically significant difference, we may consider the second special hypothesis 

to be confirmed. Contrariwise, the exclusion of musical instruments in the second 

period in the experimental group decreased motivation, but not as deeply as to 
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make a significant statistical difference between the two groups, since we registered 

gradual decrease in the supervisory group as well.

We were also interested in whether there would appear a statistically significant 

shift in motivation in any of the groups during the experiment; we interpreted that 

by means of the Wilcoxon one-sample test. The results were as follows:

Tab. 2. The development of pupils’ motivation in the experimental 

(2nd C, 4tC) and supervisory (2ndB, 4tA) groups

Mea sure ment Gro up n S + S – Wcrit(0.05) Gro up n S + S – Wcrit(0.05)

I.

2ⁿdC – E

5 N N —

4tC – E

5 9.0 6 —

II. 7 19.5 8.5 2 13 0.0 91 17

III. 5 N N — 12 0.0 78 14

I.

2ⁿdB – K

10 13.0 15.0 8

4tA – K

8 9.5 25.5 4

II. 9 2.5 42.5 6 10 12.0 43 8

III. 7 0.0 22.0 2 10 4.0 51 8

n – the number of non-zero differences

In the 2nd grade we could not assess the difference in development against this 

measurement because of the low number of correct answers in the introductory 

measurement in 2ndC, which is marked by the letter “N” in the table. The assess-

ment of the difference between the running and final measurement, can only be 

considered as valid, which did not show a statistically significant difference at the 

significance level of 0.05. We may state that in the experimental group throughout 

the second period of the experiment, the childs’ motivation did not significantly 

chang, which means that the second special hypothesis was confirmed, since the 

development of pupils’ attitude to music education was kept at the approximately 

identical level when self-made musical instruments were progressively used. In the 

supervisory group (2ndB), during the first period of the experiment, there did not 

appear any statistically significant difference in motivation, the second period 

showed already negative development of motivation in this class with unchanged 

traditional teaching. Likewise the overall difference between the introductory and 

final measurements was statistically significant. This proves that the fourth special 

hypothesis is right.

According to the results of the 4tgrade we found out that due to a low number 

of non-zero differences following the first period of the experiment in 4tC class 

we cannot assess the improvement of motivation as statistically significant. In the 
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second period of the experiment we observed statistically significant demotivation 

when musical instruments were not used, which influenced the whole final evalu-

ation; this confirmed the third special hypothesis. In the supervisory group of 

4tA class in both periods we noticed decreased motivation, even though it is not 

statistically significant. Generally though, the decrease of motivation using 

unchanged traditional teaching in the supervisory group throughout the whole 

time of the first and second period of the experiment the decrease of motivation 

is statistically significant, which confirms the correctness of the fourth special 

hypothesis.

B. Observations were implemented in the period January – June 2004 in the 

experimental groups of all grades. The pupils were observed as to the following 

special categories of their behaviour:

–  demonstrations of optimal motivation: alertness, concentration, , initiative, 

positive emotional tuning,

–  demonstrations of insufficient motivation: decreased activity, lack of concen-

tration, decreased initiative,

–  demonstrations of conflict motivation: dissatisfaction, motional restlessness, 

highly-strung expression, negative emotional tuning. (Poliach, 2003)

The analysis of experiment’s first period. The pupils showed joy and delight at 

the first construction of a metalophone, they were actively and creatively experi-

menting and conceiving various ways of the new instrument’s use; they did it often 

in spite of the teacher’s prohibition. They found out that they could use the instru-

ment to function as a drum (I quote – Attaboy, drum!”), or a big rattle, they 

invented an interesting way of use of the elasticity of the band that was connecting 

individual parts of the instrument while playing on this “drum”, they contrived 

new possibilities of stones’ location so that the sound was better and louder. Some 

expressed their interest to construct such an instrument at home as well, (I quote: 

“Madam, where can I get it?” asking about stones – author’s note I want to make 

it myself at home?”, and the like). Step by step the pupils got used to this instrument 

and its use. While employing the group method of work, if any pupil groups were 

not adequately made busy by the teacher, those pupils began to show signs of 

subdued activity (yawn, bedding on the desk, and so on); others showed additional 

signs of conflict motivation, such as displeasure, unasked-for lashing of sticks 

against instruments, against the desk, and the like. Every appropriate use of musi-

cal instruments, however, caused pupils’ activity and increased attention. Increased 

attention was caused by a new elementary musical instrument – one pipe of elemen-

tary Pan Flute. All pupils tried actively and with maximum effort to obtain a well 
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clanging tone, and they wanted to take the instrument home. In 2ndC class one of 

the pupils successfully and with much joy created a tone by overblowing into higher 

octave. His intensity, however, was very strong and influenced other pupils nega-

tively so that they shut their ears and gave a verbal notice. The teacher, however, 

did not respond to this situation in class. In all of the lessons, the pupils showed 

playfulness, musical instruments drew their attention, they aroused their interest, 

and they fulfilled their hunger for activity. Some pupils, who retained their own 

elementary maracas, played with it over the lesson, if the teacher did not adequately 

made them busy, namely if she did not make use of the method of activation for 

most pupils in an optimal period of teaching.

The analysis of the experiment’s second period

In 2ndC class we often used graphical expression of rhythmic parts and their play 

on both musical instruments and their body. These activities always attracted 

attention of all pupils, they were successful always and for everybody providing 

there was sufficient space for all pupils to master them, and thus they brought a 

possibility of motivation through appreciation. The fact that the pupils were creat-

ing new elementary musical instruments on music education lessons and construc-

tion education with the homeroom teacher acted positively as well. The pupils 

looked forward to using their self-made musical instruments on the music educa-

tion lessons. One of the pupils of that class showed off that he and his sister made 

the same music instrument, they had constructed it at school, and at home as well 

(elementary scraper); this can be assessed as a positive impact on his interest and 

on his extra-school activities. In the same way we can also evaluate obvious inter-

est of all children to have a chance to take self-made musical instruments home 

and to use them. 

On the other hand, in the second experiment’s period in 4tC class, where ele-

mentary musical instruments were no longer used and instrumental activities in 

our understanding were limited to the play on body, the signs of insufficient or 

conflict motivation, such as motional restlessness, lack of concentration, no job 

participation, verbal expressions like “Are we not going to play on boxes?” and the 

like, obviously began to prevail when pupils took part in those lessons with the 

majority of vocal activities. The play on body actuated them and caused their atten-

tion, and at that time they did it singing attentively with much interest, step by step, 

however, it was loosing its attractiveness. 

Based on the observations we may state that the use of self-made musical instru-

ments takes a collative effect, and therefore it is really a suitable method of pupil 

motivation. During the construction of musical instruments as well as play on 

them, by means of tasks with appropriate mastering of the elements of graphic 
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expression of music we also focused on motivation through complex development 

of cognitive functions, namely at sensomotoric and pre-operational levels. This 

method proved to be more successful for 2nd graders compared to 4t graders. The 

self-dependent construction of elementary musical instruments, even though 

according to a model prepared in advance, functioned as a creative task when 

discovering various sound possibilities, ways of playing as well as when trying to 

improve the construction. On the basis of observation we can judge that the first 

and third special hypotheses were confirmed.

These results enable us to state the accuracy of the traced main hypothesis for 

our sample of respondents, because we always pursued a significant positive impact 

of instrumental activities with the utilization of musical instrument construction 

on either keeping or increasing of the level of actual pupils’ motivation on music 

education lessons in the course of a year. We are aware of the fact that the research 

samples are not representative, and from the statistical point of view we cannot 

generalize them. Since we also verified our findings by the method of observation, 

we may state that the research indicates general relevance of our hypotheses; 

however, we would have to verify it through a bigger sample. Since this was ground-

breaking research in its complexity in our country and we did not find this specific 

copy angle in foreign literature either, it may become a starting point for additional 

research of a broader range.

Conclusions 

Our presupposition on a positive impact of the use of various methods and 

strategies of pupils’ motivation with the use of self-made musical instruments on 

music education lessons was verified by our research results. It appeared as well 

that teachers cannot rely on the attractiveness of any elements of teaching only; 

they should master and adequately use all available methods of pupils’ motivation 

during lessons. At the same time, we may state that our models for the construction 

of musical instruments proved to be good and contributed to the positive impact 

on pupils’ attitude to music education, which eventually can mean one of the pos-

sibilities of a noticeable approximation of children to the world of music.
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A BOOK REVIEW:

Průcha, J.:  Pedagogika porównawcza 
(Comparative Pedagogy),1st ed. Warszawa: Wydawnictwo Naukowe 

PWN, 2004. p. 377

The author, Jan Průcha, sets himself very difficult tasks in the Polish version of 

the academic textbook of comparative pedagogy, which Boguslaw Śliwerski char-

acterizes as a universal and international publication in the introduction. The 

author conceives the publication as an introduction into comparative pedagogy 

because, in this work, he clarifies its theory, scientific methods of analyzing school 

systems, as well as problems and tendencies in the development of the Czech school 

system in the international context. He evaluates the contemporary Czech system 

of education and culture and compares it with the systems existing in such coun-

tries as the USA, Japan and the highly developed European countries. At the same 

time, he creates an instructional text for students of pedagogy and humanities and 

for teachers.

The author’s aims are realized in the three parts of the publication: the first part 

contains the scientific foundations of comparative pedagogy; the second part is 

devoted to the structure and function of educational and cultural systems; the third 

part elucidates the trends, problems and perspectives of education in the interna-

tional context.

Section 13, dealing with the Polish educational and cultural system, whose 

author is B. Śliwerski, was added to the publication.

A comparison of various educational systems, especially those in the Czech 

Republic, in OECD countries and in the European Union forms the basic part of 

the book. The author comes to the conclusion that globalization tendencies make 

themselves felt in education, though individual educational systems have kept their 

originality to a great extent.

In the chapters comprising the first part, the author explains the basic terms used 

in comparative pedagogy and presents definitions of this science. He considers 

Milena Kurelová

Czech Republic
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W. W. Brickman’s definition as the most accurate one because it defines com-

parative pedagogy as an analysis of pedagogical systems and problems in two or 

more countries within the historical context.

Comparative pedagogy has a dual character: theoretical and practical. It is 

considered to be an interdisciplinary science whose goal is to elucidate the 

functioning and developmental tendencies of educational and cultural systems 

in the international context. This science has assembled a large quantity of 

materials dealing with the features of school systems, and these materials can be 

analyzed and elaborated with the help of qualitative and quantitative methods. 

The author warns about terminological problems, which authors of similar works 

encounter.

The second part is devoted to the structures and functions of educational and 

cultural systems. In the chapter dealing with pre-school education, which is con-

sidered as an integral part of lifelong education, the author describes the differences 

in the length of pre-school education in individual countries, characteristic features 

of different systems and fundamentals of the knowledge acquired during pre-school 

education. He also presents a detailed survey of pre-school education in France, 

Germany and Finland.

The author also discusses the influence of pre-school education on the mental 

development of the child; he quotes conforming opinions of positive social and 

intellectual development and different views on emotional development.

The following chapters are devoted to initial, basic and higher forms of educa-

tion. The author presents facts concerning the age of children starting compulsory 

school attendance in various countries, the length of school attendance, differences 

in programmes, but also the conditions of realizing the programmes and the 

organization of teaching. So far, pedagogy has not answered the question concern-

ing the influence of the length of basic education on social development, which is 

the reason why it is impossible to determine the optimal length of basic education 

with full responsibility.

In various research programmes, attention is also paid to teachers and their 

influence on the quality of the process of education, as well as the importance of 

their age and length of teaching experience. The generally accepted view that mid-

dle-aged teachers teaching for many years have the best results in teaching has not 

been proved.

A discussion on terminological problems within the sphere of secondary educa-

tion forms an essential part of the fifth chapter because it is impossible to compare 

secondary schools within the international framework without elucidating them. 

The author explains these concepts, points at the major faults in their interpreta-

tion, and thus he enables better understanding of this type of schools. He informs 
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about secondary schools in various European countries and tries to find their 

common tendencies.

The basic question concerns the orientation of secondary education, i.e. schools 

preparing students for higher education and various types of vocational schools 

that prepare students for special jobs. The experiment involving a secondary school 

preparing students for both higher education and jobs did not prove successful. 

Tertiary education, both university and non-university, is dealt with in the sixth 

chapter. The author recommends both Czech and foreign, especially English, 

materials for studying this complex problem, and he provides a useful selection 

from them. 

It is especially in this chapter that the author points at the difficulties in elaborat-

ing materials informing about university and non-university tertiary education. 

He draws the reader’s attention to the danger of faults that may arise when inter-

national comparison is made; and by means of a critical method he uses when 

working with the material he demonstrates an approach that can ensure reliable 

results of scientific work.

In the third part, the author reveals the whole range of problems connected with 

the discussed topic. He perceives the relations between economic, political and 

cultural links, social problems and education. Comparative pedagogy identifies 

problems that have arisen and concentrates even on those which are discussed now 

but which were not recognized by traditional pedagogy. The conditions determin-

ing access to education and attaining and developing of its level are of utmost 

importance. The author shows the connection between the level of education and 

unemployment and compares the indicators of school failure in the EU, the OECD 

and the Czech Republic.

The author considers the attitudes of parents and the whole society to their 

importance to be important factors that influence the progress and success of the 

process of education. European, American, and Asian societies have different 

attitudes to parents; these attitudes primarily differ in the ways particular parents 

make use of possibilities they are given to co-operate with schools and school 

authorities; moreover, there are essential differences in educational methods 

applied by parents because these methods have been shaped by cultural traditions. 

They also determine parents’ attitude to their child: they either view him/her as an 

independent person with his/her own opinions, independent of the parents – or 

traditionally as a member of the family with attitudes, values and views dependent 

on the family.

Foreign language teaching at school is a topic that the author discusses with 

sophistication and profoundity that is typical of him. He quotes various opinions 

of the year in which teaching a foreign language should begin, of the number of 
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lessons, the requirement to teach another language and the results of teaching 

languages at school. He discusses the present state and position of foreign language 

teaching in the Czech educational and cultural system in detail.

Průcha’s Pedagogika porównawcza (Comparative Pedagogy) is complemented 

by B. Śliwerski’s erudite exposition of the development of education in Poland from 

time immemorial up to the present. The information about the situation during 

the Second World War is important especially for young students of pedagogy.

Průcha’s book is important thanks to the imparted information not only from 

the sphere of educational and cultural organizations and their functions, but also 

from the methodological sphere, as an example and model of responsible scientific 

work. The motivational influence of the publication on young pedagogues who will 

choose comparative pedagogy as the field of their scientific research is of equal 

importance.

The book as a whole has a foremost place among publications that significantly 

enlarge the knowledge of educational and cultural systems in other countries. At 

the same time, it describes the position of the Czech system in the European 

context in an unbiased way.
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Opinion concerning 
“The New Educational Review”

The New Educational Review (NER), although based on an older journal, is 

relatively young. It focuses on the common interests of its partner universities in 

countries in Central Europe, namely the Czech and Slovak Republics and Poland. 

Consequently, this international journal of pedagogy, its sub-disciplines and related 

sciences, serves as a forum in Central European countries for an exchange of ideas 

concerning contemporary education.

For the researcher in the UK, it provides an interesting source concerning 

educational issues, developments and thinking in Central European countries – thus 

allowing one to compare these ideas with similar concerns in Western Europe and 

further afield. The NER, since its re-birth, has published a number of papers of an 

original nature and the most recent volumes have demonstrated not only a high 

quality of content but also a clear intention to widen its international character.

The NER seeks to protect humanistic values in schools and universities and 

education in general by providing a forum for scholars to re-evaluate existing 

educational patterns and evaluate new initiatives. For example, it has argued that 

information technology and new technologies can not only bring benefits but also 

adversely affect educational outcomes. Education, as with many complex issues, is 

best understood and developed through a holistic understanding. Therefore, the 

NER approaches educational issues through an interdisciplinary approach includ-

ing subjects such as sociology of education, psychology and cognitive education.

Within the above context, the NER has recently published a wide range of papers 

from researchers and scholars from Eastern Europe. The Review, with its growing 

international interests, is succeeding in its aim to broaden knowledge concerning 

the similarities and differences in education across different countries, leading to 

a clearer understanding of the functioning of school and university systems, as well 

as educational issues, problems and successes.

Victor P. Lane
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