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Editorial Preface

This volume contains papers submitted to the XI Annual International
Conference of the Bulgarian Comparative Education Society (BCES), held in
Plovdiv, Bulgaria, 14-17 May 2013, and papers submitted to the I International
Distance Partner Conference, organized by the International Research Centre
‘Scientific Cooperation’, Rostov-on-Don, Russia.

The X1 BCES Conference theme is Education in One World: Perspectives from
Different Nations. The Distance Partner Conference theme is Contemporary Science
and Education in a Globally Competitive Environment.

The book consists of 92 papers, written by 141 authors, and grouped into 7
parts. Parts 1-4 comprise papers submitted to the XI BCES Conference, Parts 5-7
comprise papers submitted to the Distance Partner Conference.

The volume starts with an introductory paper by Nicholas Sun-keung Pang on
‘Globalization in the One World: Impacts on Education in Different Nations’. The
other 91 papers are divided into the following 7 parts:

Part 1: Comparative Education & History of Education (10 papers)

Part 2: Pre-service and In-service Teacher Training & Learning and Teaching

Styles (18 papers)

Part 3: Education Policy, Reforms and School Leadership (8 papers)

Part 4: Higher Education, Lifelong Learning and Social Inclusion (17 papers)

Part 5: Educational Development Strategies in Different Countries and Regions

of the World: National, Regional and Global Levels (19 papers)
Part 6: Key Directions and Characteristics of Research Organization in
Contemporary World (13 papers)

Part 7: International Scientific and Educational Cooperation for the Solution of
Contemporary Global Issues: from Global Competition to World
Integration (6 papers)

The distribution by languages is: 61 papers are in English, 30 in Russian, and 1
in Bulgarian.

Studies presented in the book cover all levels of the educational system —
preschool, primary, secondary, postsecondary and higher education. Topics in the
field of general, special, and vocational education are examined.

Methodologies used in the studies represent a multiplicity of research methods,
models, strategies, styles and approaches. Various types of studies can be seen —
national and international, case and comparative, descriptive and analytical,
theoretical and empirical, historical and contemporary, scientific and essayistic,
critical and indifferent, etc.

A rich mosaic of problems (without any pretension to list all here) is discussed:
comparative education, history of education, religion and religious education, pre-
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service and in-service teacher training, education policy at national, regional and
international level, curriculum reform, school organization reforms, school and out-
of school violence, literature education, history education, musical and fine arts
education, physical education, orphan children, educational achievements, theory in
educational research, equity and competitiveness, foreign language teaching and
learning, distance education, problem orientated education, inclusive education,
lifelong learning, social inclusion, educational development strategies, and many
others. Some very important aspects which have influence on education, such as
crime, children’s health problems, juridical statements, are also discussed.

The geography of countries included in the studies encompasses the world:
Austria, Bulgaria, Canada, China, Cyprus, Denmark, East Timor, Estonia, Finland,
France, Germany, Greece, Ireland, Israel, Italy, Kazakhstan, Kenya, Latvia,
Luxembourg, Mexico, Moldavia, Namibia, Netherlands, Nigeria, Norway, Poland,
Portugal, Romania, Russia, Serbia, Slovenia, South Africa, Spain, Sweden,
Switzerland, Thailand, Turkey, Uganda, Ukraine, UK, USA, Uzbekistan,
Zimbabwe.

While most papers in the volume focus on countries’ diversity in the one world,
some papers present different worlds in one country. The book is a bright amalgam
of ideas, problems and countries, providing many interesting texts to a large circle of
readers.

The Editors
April 2013
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Abstract

There is only one world, but it is widely divided. All nations share a common
interest in the investment and development of education in their own contexts. The
one world has been undergoing tremendous, turbulent changes, due to the recent
quick movement in globalization. This paper aims to explore what is meant by
globalization, how it has impacted on education and what changes in principle have
come about. More specifically, it will explore how school, and higher education
have been responding to globalization, and what the implications have been for
educational research and development in this unprecedented era of global change.

Keywords: Globalization, education reform, higher education, basic education,
research and development

There is only one world. But, the world is widely divided, geographically,
politically, economically, socially, culturally, linguistically, and religiously. Despite
the vast diversities in various aspects, all nations share a common interest in the
investment and development of education in their own contexts. Education has
essential functions of enhancing the development of individual, society and country.
Education provides opportunities for individuals to develop physically,
intellectually, morally, socially, aesthetically and spiritually, to maximize their
potentials and prepare them for the future. Education facilitates the strengthening of
a civil society, and enhances social justice, equity and cohesion. Education helps a
nation inculcate civic and social responsibility among its citizens, develop capacity
building, promote national integration, and enhance national competitiveness. Each
country in the one world strives to establish an education system for the well-being
and development of its younger generation, the society and the nation.

The one world has been undergoing tremendous, turbulent changes, due to the
recent quick movement in globalization. As a result of globalization, educational
change occurs in the development of basic and higher education in many countries
in the one world. This paper aims to explore what is meant by globalization, how it
has impacted on education and what changes in principle have come about. More
specifically, it will explore how school, and higher education have been responding
to globalization, and what the implications have been for educational research and
development in this unprecedented era of global change.
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The Advent of Globalization

Globalization is not a new process. Bates (2002) comments that migration of
ideas, artifacts and people has been a constant part of human history but that what
appears to be new is the rapidity with which such migrations are now accomplished
and the relative weakness of the barriers to them, constructed by nation states in
order to maintain their social, political and cultural integrity. Although current
concepts of globalization are still blurred and hard to define, it is generally accepted
as relating to the global reach of processes of the exchange of goods, the formation
of gigantic multinational enterprises, and the virtual abolition of time because of the
instantaneous quality of communication all over the one world (Capella, 2000).
Carnoy (1999) argues that globalization means more competition, which means that
a nation’s investment, production, and innovation are not limited by national
borders. Globalization has become possible only because of the technological
infrastructure  provided by telecommunications, information  systems,
microelectronic equipment, and computer-controlled transportation systems.

There is no universally accepted conceptualization of globalization.
Globalization has many faces, thus different theorists view globalization differently.
Held (1991, p. 9) defines globalization as “the intensification of worldwide social
relations which link distant localities in such a way that local happenings are shaped
by events occurring many miles away and vice versa”. Pieterse (1995, p. 45) speaks
of globalization in terms of “the ideas that the world is becoming more uniform and
standardized, through technological, commercial and cultural synchronization
emanating from the West, and that globalization is tied up with modernity”. Parker
(1997, p. 484) views globalization as “a growing sense that events occurring
throughout the world are converging rapidly to shape a single, integrated world
where economic, social cultural, technological, business, and other influences cross
traditional borders and boundaries such as nations, national cultures, time, space,
and industries with increasing ease”.

Capling, Considine and Crozier (1998, p. 5) argue that, “globalization refers to
the emergence of a global economy which is characterized by uncontrollable market
forces and new economic actors such as transnational corporations, international
banks, and other financial institutions”. Blackmore (2000, p. 133) described it as
“increased economic, cultural, environmental, and social interdependencies and new
transnational financial and political formations, with both homogenizing and
differentiating tendencies”.

Globalization is a product of the emergence of a global economy. The process
of globalization is seen as blurring national boundaries, shifting solidarities within
and between nation-states, and deeply affecting the constitution of national and
interest group identities (Morrow & Torres, 2000). The term “globalization” is
generally used to refer to a complicated set of economic, political, and cultural
factors. As a result of expanding world trade, nations and individuals experience
greater economic and political interdependence (Wells et al, 1998). New
communication technologies that facilitate expanded world trade as well as cultural
interaction are considered the determinants that lead to the emergence of
globalization. It is widely believed that globalization is transforming the political,
economic and cultural lives of people all around the world, whether in the developed
countries or developing ones, and that globalization is driving a revolution in the
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organization of work, the production of goods and services, relations among nations,
and even local culture.

The Impact of Globalization on Education

The potential effects of globalization on education are many and far-reaching,
due to its scale and nature. Because the main bases of globalization are knowledge
intensive information and innovation, globalization should have a profound impact
on education (Carnoy, 2002). Almost everywhere in the one world, educational
systems are now under pressure to produce individuals for global competition,
individuals who can themselves compete for their own positions in the global
context, and who can legitimate the state and strengthen its global competitiveness
(Daun, 2002).

Economic and technological globalization is challenging the nation-state in
different ways. Countries differ in their response to the processes of globalization
according to their size, economic and technological level, economic position in
world markets, cultural composition, relationships between the state and economy
(Green, 1997; Daun, 2002). Carnoy (2002) argues that analyzing how nation-states
respond to globalization is crucial to the understanding of the effects of globalization
on education. He posits that the approach a nation-state takes in education reform,
their educational response to globalization, depends on three key factors: their real
financial situation, their interpretation of that situation, and their ideological position
regarding the role of the public sector in education. These three factors are expressed
through the methods that a nation-state has adopted for the structural adjustment of
its economy to the new globalized environment (Mok & Welch, 2003).

Globalization is having a profound effect on education at many different levels.
That education has been a national priority in many countries is largely understood
in terms of national economic survival in a fiercely competitive world. It is
commonly recognized that the production economy is being rapidly overtaken by
the knowledge economy. Many countries have taken action to enhance their
competitive edge through the development of the knowledge-producing institutions
and industries (Daun & Stroémqvist, 2011). The development of the knowledge
economy through the enhancement of skills and abilities, that is, improved human
capital, has become an important agenda in many countries’ educational policy
(Bates, 2002). Globalization will have even greater effects on education in the future
(AACSB International, 2011). Because global financial flows are so great,
governments rely increasingly on foreign capital to finance economic growth. One
way to attract finance capital is to provide a ready supply of skilled labor by
increasing the overall level of education in the labor force.

Global competition results in an overall demand for higher skills. Daun (2002)
and Suarez-Orozco (2007) argue that global competition leads to an increasing
demand for higher skills in the population as a whole, and lifelong learning for all.
Global competition also leads to a techno-economic shift. Such a shift results in
unemployment in the short term but to a higher standard of living and higher
employment in the long term. As the arrival of a global society will also herald that
of a knowledge society, the role of education is to enhance a nation’s productivity
and competitiveness in the global environment. Bates (2002, p. 139) foresees that
the challenges ahead for most education systems and their success in global
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competition will depend on (i) whether they can determine the skills and attitudes
required by the young and by lifelong learners, (ii) the construction of an appropriate
global curriculum, (iii) the development of an appropriate technologically mediated
pedagogy, (iv) the specification of the universal standards by which performance
can be evaluated, and (v) the management of the system through which these
achievements can be realized.

Globalization and Educational Change

Globalization has brought a paradigm shift in educational policies and
administration in many countries. Under the impacts of globalization, Mulford
(2002) observes that the old-fashioned values of wisdom, trust, empathy,
compassion, grace, and honesty in managing education have changed into those so-
called values of contracts, markets, choice, and competition in educational
administration. At present, school administrators are probing more into the
instrumental skills of efficiency, accountability and planning than the skills of
collaboration and reciprocity. School education nowadays puts more stress on the
short term, the symbolic and expediency, having the answers and sameness, than
those of the past, which focused on the long term, the real and substantive goals and
objectives, discretion and reserving judgment, and character.

In the competitive global economy and environment, nation-states have no
choice but to adjust themselves in order to be more efficient, productive, and
flexible. To enhance a nation’s productivity and competitiveness in the global
situation, decentralization and the creation of a “market” in education have been the
two major strategies employed to restructure education (Lingard, 2000; Mok &
Welch, 2003). Decentralization and corporate managerialism have been used by
most governments to increase labour flexibility and create more autonomous
educational institutions while catering for the demand for more choice and diversity
in education (Blackmore, 2000; Novelli & Ferus-Comelo, 2010). The emergence of
education markets has also been central to education reform for globalization in
many states. Carnoy (2002) argues that if education is restructured on market
principles and based upon competitive market relations where individual choice is
facilitated, education will become more efficient.

While it is true that many educational developments are due to globalization, the
dynamics, complexity, and mechanism of such impacts are still not fully grasped.
Martin Carnoy (1999) analyzes how globalization has been affecting education
systems, directly and indirectly, and summarizes that globalization has recently
brought the following major educational changes (pp. 15-17):

1. Globalization has had, and continues to have an impact on the organization
of work and on the work people do. Usually this work demands a high level
of skill.

2. Such demands push governments to expand their higher education, and to
increase the number of secondary-school graduates prepared to attend post-
secondary education.

3. Most governments are under greater pressure to increase spending on
education to produce a more educated labour force.

4. The quality of education is increasingly being compared internationally.
The TIMSS and PISA studies are cases in point.
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5. There have been greater emphases on mathematics and science curricula,
English as a foreign language and communication skills, in school
education.

6. Use of information technology, such as, the use of the Internet and
computer assisted instruction are becoming more common in the
classroom.

In the following sections, the impact of globalization on higher education and

school education will be discussed more specifically and in greater details.

Restructuring Higher Education in the Era of Globalization

There have been a variety of important social, cultural, economic, and political
forces that link to the global development of higher education. Schugurensky (2003)
identified (i) the globalization of economy, (ii) the ‘commaodification’ of knowledge,
and (iii) the retrenchment of the welfare state as three important forces, among
others, for the changes in higher education. Globalization leads to the emergence of
a knowledge economy, in which the importance of information technology and
knowledge management is coming to outweigh that of capital and labour.
Globalization also leads to the intensification of the transnational flows of
information, commodities, and capital around the globe. That, in turn, renders both
production and dissemination of knowledge increasingly commaoditized. In parallel
with the onset of globalization, more and more welfare states have adopted a
neoliberal ideology geared to promoting economic international competitiveness
through cutbacks in social expenditure, economic deregulation, decreased capital
taxes, privatization and labour “flexibilization” (Novelli & Ferus-Comelo, 2010). All
these forces are implicit in a restructuring of higher education systems worldwide
(Peters et al., 2000; Welch & Mok, 2003).

The impacts of these forces on the change to higher education are manifest in
the drastic restructuring of higher education systems, in which values, such as
accountability, competitiveness, devolution, value for money, cost effectiveness,
corporate management, quality assurance, performance indicators, and privatization
are emphasized (Mok & Lee, 2002; Ngok & Kwong, 2003). Though nations vary
widely in their social, political, cultural and economic characteristics, what is
striking is the great similarity in the unprecedented scope and depth of restructuring
taking place. In general, most of these changes are expressions of a greater influence
of the market and the government over the university system. At the core of these
changes is a redefinition of the relationships among the university, the state, and the
market (Schugurensky, 2003).

Currie (1998) has been able to identify certain trends in the restructuring of
higher education, in the globalizing practices in Anglo-Pacific and North American
universities. These trends have important implications for the development of higher
education systems in other countries in this era of globalization. These trends
include (i) a shift from elite to mass higher education, (ii) the privatization of higher
education, (iii) the practice of corporate managerialism, and (iv) the spread of
transnational education.

There has been a shift from elite to mass higher education globally, driven by
the fact that in a knowledge-based economy, the payroll cost to higher levels of
education is rising worldwide. This is a result of the shift from economic production
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to knowledge-intensive services and manufacturing. Rising relative incomes for
more highly educated labour increases the demand for university education, pushing
governments to expand their higher education (Carnoy, 2002; Maringe & Foskett,
2010).

In the face of limited resources and the rapid expansion of higher education,
governments have been forced towards the privatization of higher education and
corporatization of public universities. Privatization is another global trend in higher
education, which means a reduction in the level of state provision, and
correspondingly, the encouragement of the expansion of private provision (Lee,
2000). The underlying ideology of privatization is based on the belief that the public
sector is ineffective, inefficient, and inflexible, while the private sector is deemed
more effective, efficient, and responsive to the rapid changes that are needed in the
globalizing world.

By corporatization, public universities are run like business corporations. The
adoption of business-like approaches will result in financial cost savings; increased
administrative efficiencies; and retain academic staff through the offering of
competitive market remunerations (Lee, 2000). Such a global change reflects the
fact that higher education institutions are increasingly required to secure additional
funds from external sources and to reduce dependence on the government (Ngok &
Kwong, 2003).

A unique feature of the rapid expansion of private higher education is the
emergence of offshore programmes that are offered by foreign universities. The
emergence of foreign-linked programmes reflects a growing trend of transnational
education, which means that there is a growing volume of higher education being
delivered across national boundaries. Education has become increasingly affected by
commoditization. In the global context, the boundaries of how, where, and under
whose authority education is carried out and certified are becoming less clear as
universities internationalize their campuses, curricula, and teaching staff (Lee, 2000;
Maringe & Foskett, 2010).

There are some backwash effects created from these global currents of
restructuring of higher education due to globalization. First, a rapid expansion in
higher education may inevitably lead to a fall in the average academic standard and
performance of graduates. It is likely that the definition and establishment of quality
will become the prerogative of management rather than academic professionals.
When universities become more corporatized, they will be linked more to the market
and less to the pursuit of truth. Intellectuals will become less the guardians of the
search for truth, and administrators will assume a dominant role (Stromquist &
Monkman, 2000). In this regard, norms that have traditionally been part of
university life may be questioned. Stromquist and Monkman (2000) and Zajda
(2010) warned that when guided by a climate of knowledge as production, the
university may become indifferent to subjects dealing with ethics, social justice, and
critical studies.

Globalization and School Educational Reforms

While higher education systems worldwide have been undergoing restructuring
as a response to the challenges posed by globalization, school education systems
inevitably have to reform also. Based on the strategies the nation-states adopted in
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school educational reforms implemented in the context of globalization, The
International Labor Organization (ILO) (1996, pp. 6-12) and Carnoy (1999) have
been able to identify three different models of educational reforms and make a
distinction between: (i) competitiveness-driven reforms, (ii) finance-driven reforms,
and (iii) equity-driven reforms. The competitiveness-driven reforms are
implemented in order to improve a country’s competitiveness in the world market
and the major strategies include decentralization, centralization, improved
management of educational resources and improved teacher recruitment and
training. Finance-driven reforms consist of privatization, shifting public funding
from higher to lower levels of education, and the reduction of costs per student as
the major strategies, while equity-driven reforms are often targeted towards groups
that are neglected or are more affected by the consequence of structural adjustment
programs. Different countries will adopt these models of educational reform to a
greater or lesser extent according to their financial situation, culture and
interpretation of globalization.

Though different nation-states may have varying perceptions of globalization
and adopt different strategies in school educational reforms, similarly to the
strategies in restructuring higher education described in previous sections,
decentralization, marketization and choice are the major approaches seen.

The main argument for decentralization stems from the assumption that
increased flexibility and control allow for a better fit between educational methods
and the students served, as well as greater accountability for educational results.
Decentralization is cast in the role of a reform that increases productivity in
education and thus contributes significantly to improving the quality of a nation’s
human resources. Many schemes have been tried to achieve decentralization of
school education, such as voucher plans, magnet schools, zero-based budgeting,
school consultative committees and school-based management (Brown, 1990).

Decentralization in education systems is typically the legacy of the New Right’s
neoliberal ideology of school reform in Western countries in the early 1980s
(Cooper, 1988). Both Ronald Reagan of the United States and Margaret Thatcher of
Great Britain were committed to breaking the monopoly of schools and the
introduction of more choice, competition and measurable results. They both believed
that strong state control of schools rendered them ineffective, inefficient and not
responsive enough to rapid global societal changes. Their basic beliefs were that the
market is the most efficient instrument to allocate resources, that competition will
motivate people to raise their standards of performance and that school improvement
will not occur if they are not held accountable and given the necessary resources to
do their job.

These two Governments came into office on a platform of motivating schools’
internal initiatives and reducing the governments’ roles in and control over
education by creating competitive markets in the school system and devolving
authority to schools. The New Right’s language articulated in school reform is,
“choice”, “competition”, “market mechanism” and such like. In order to promote a
market mechanism in the school system and to allow schools to compete with each
other, state (government) schools should be dissolved, deregulated and even
“privatized” (Pang, 2002), be given the chance of self-management (Caldwell &
Spink, 1988) and be accountable for their own performance. “Market” and “school-
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based management” are the two prime ideological foci of the New Right’s school
reforms.

When the concept of a market is applied to the school system, the notion of
choice is crucial. Choice may be bi-directional in the sense that schools compete for
students and students also compete for schools. The two-way competition is the
driving force for both schools and students to improve and to raise their standards of
performance. In the face of competition, students would strive for excellence in
order to get into a “good” school, and schools would ensure they provided quality
education in order to compete for the best students. When market forces are
introduced into the school system, competition is created, and the quality of
education will be assured effectively, efficiently and automatically.

When there is a market mechanism in the education system, schools are
responsive and accountable. The right choice is to devolve the system to schools
(Chapman & Boyd, 1986). School-based management (site-based management, self-
budgeting and self-management are other terms coined) is the most popular form of
school management reform to revitalize schools in terms of responsiveness,
flexibility, accountability and productivity. When the functions of market and
school-based management in schools are at full strength, the quality of education
will be assured.

Implications for Further Research and Development

Though there is still no universally accepted conceptualization of globalization,
what we call “globalization” has brought numerous and profound changes to the
economic, social, cultural and political life of nations as well as changes in
education (Pang, 2006). Globalization seems to be leading to some homogenizing
tendencies, but it is also opening a space for new identities and contesting
established values and norms (Stromquist & Monkman, 2000). The global flow of
information and culture as well as the rapid spread of new technologies has
enormous consequence for education. Globalization might entail the imposition of
the concepts of competition, market, choice, decentralization and privatization on
education, that is, the further infiltration by business forces into education. It might
also lead to increased commoditization of education and making quality education
only accessible to elite elements of society who can afford it (Kellner, 2000).

The globalization of education might involve the privileging of Western, most
particularly English-language, culture in the one world. It is evident that in many
places, globalization has led to greater economic and social inequality; and that
educational access, whilst expanded, has also become more unequal in quality.
Greater decentralization and privatization of education has generally not increased
equality in educational services, rather leading to more inequality (Carnoy, 2002).

There exist dichotomous accounts of globalization in the literature, for example,
(i) the relations between the global and the local; (ii) between globalization viewed
as a trend toward homongenization around Western norms and culture and
globalization viewed as an era of increased contact between diverse cultures, leading
to an increase in hybridization and novelty; and (iii) between the material and
rhetorical effects of globalization (Burbules & Torres, 2000, pp. 13-14).

There is also a question of whether globalization is a “good thing”? (Reid, Gill
& Sears, 2010) Is globalization beneficial to economic growth, equality, and justice,
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or is it harmful? (Zajda, 2010) Has globalization led to development or division in
education, and to what extent? (Welch & Mok, 2003) The question whether
globalization in its various manifestations, is bad or good for education, remains
largely unanswered. There exist dichotomous accounts of globalization in the
literature, for example, (i) the relations between the global and the local; (ii)
between globalization viewed as a trend toward homogenization around Western
norms and culture and globalization viewed as an era of increased contact between
diverse cultures, leading to an increase in hybridization and novelty; and (iii)
between the material and rhetorical effects of globalization (Burbules & Torres,
2000; Suérez-Orozco & Qin-Hilliard, 2004). Further research into these
controversial issues should be carried out, as long as globalization continues to
affect education (Roth & Gur-Ze'ev, 2007; Popkewitz & Rizvi, 2009). The challenge
ahead for research on globalization in Education is not only whether progress is
being made, but whether it is being made quickly enough.
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Comparative Education & History of Education

NIKOLAY POPOV & AMRA SABIC-EL-RAYESS

WILLIAM RUSSELL ON SCHOOLS IN BULGARIA

Introduction

Ninety years ago, in the early spring of 1923, a 33-years old American professor
visited Bulgaria with the goal of learning about Bulgaria’s school system. He
studied all aspects of Bulgaria’s education: its history; broader socio-economic,
political and cultural context; changes consequent to the World War I; education-
related statistics; system’s structure, administration and financial framework;
elementary, secondary and vocational education; teacher training and their
instructional approaches; and curriculum design. By the summer of 1923, he
returned to the U.S. and wrote a book in which he described and analyzed
everything he had seen in Bulgaria.

At the time of his visit to Bulgaria, this American scholar, William Fletcher
Russell (1890-1956), was a Professor of Education, as well as the Associate
Director of the International Institute of Teachers College, Columbia University. His
book, titled Schools in Bulgaria, was completed in the autumn of 1923 and
published in 1924 as first in a series published by the International Institute of
Teachers College. The International Institute was established in February of 1923
with a $US 1 million grant from the Rockefeller Foundation (Bu, 1997). The
Institute’s mission emphasized the importance of providing specialized courses for
foreigners; examining foreign education systems; and collaborating with foreign
nations on education-related issues (Bu, 1997). No known records specify why the
Institute’s Director, Paul Monroe (1869-1947), sent William Russell to Bulgaria
immediately after the Institute had been established. Though it is possible the
educational reforms initiated by the Agrarian Party, which held power from 1920 to
1923, were of a particular interest to the Institute and its scholars focused on
understanding foreign education systems.

William Fletcher Russell: Life and Career

Following in the footsteps of his father, James Russell — a well-regarded
educator and former dean of Teachers College — William Russell became one of the
most influential educators in the field of international and comparative education in
the first half of the 20" century. In 1914, William Russell obtained his PhD from
Teachers College and, within few years, became a prominent figure internationally.
He traveled through Europe and taught in Japan and Siberia, as well as advised and
collaborated with various governments and institutions on the issues of education
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(Bigelow, 1957). Influenced by his international work, some of his publications
included Schools in Siberia and Schools in Bulgaria in 1919 and 1923, respectively.

By 1923, William Russell returned to Teachers College as a newly appointed
Associate Director of the International Institute and closely collaborated with his
father, then the Dean of Teachers College. Succeeding his father in 1927 as the Dean
of Teachers College and ensuing from his interest in foreign nations, Russell worked
to promote scholarship in the arena of international education and was particularly
known for his commitment to maintaining relations with the international alumni of
Teachers College (Bigelow, 1957).

While serving as the Dean of Teachers College, Russell (1938) elaborated on
his vision for a viable and progressive university structure. Russell was ahead of his
time in that he saw higher education as inevitably moving towards a highly
specialized platform that serves multiple purposes (Russell, 1943). He argued that
individual schools within a university should exercise independence and flexibility
in a thematic and curriculum design (Russell, 1938). Throughout his work, Russell
often expressed his interest in the notion of specialization rather than uniformity
within higher education and pointed to its manifestation through the emergence of
different institutions within universities, such as undergraduate colleges, research
centers, and professional schools. Each should be allowed to serve a different
purpose, Russell argued.

In his capacity as the Dean of Teachers College, Russell delivered an Interim
Report to the Trustees of Teachers College, Columbia University, on April 29",
1943, calling for the establishment of five specialized centers that would respond to
an increasingly diversifying demand for education by different sub-groups of
students. Of particular interest is his call for the establishment of the Center for
Workers in International Education that Russell envisioned as essential in
preparation for the post-WWII re-establishment and re-design of the educational
services across the nations notably impacted by the war. Progressive for his times,
Russell’s view remains relevant today as we witness proliferation of specialties and
sub-specialties in every field, including that of the international and comparative
education.

During the WWII, Russell (1943) did not stop at only urging Teachers College
to prepare itself for the post-WWII influx of foreigners in search of new ideas and
reformative practices in education. He also pointed out that the American education
could benefit from examining foreign education systems, a view that was clearly
evident from Russell’s paper presented at the Annual Conference of the Teachers
College Alumni Association held on April 24™, 1924. Russell, then the International
Institute’s Associate Director, spelled out his vision for the Institute by stating:

From the earliest beginnings we have been a nation of importers. All we had at
the start was brought from Europe. From time to time new ideas would arrive
from abroad to be incorporated in our school system or modified. Even
Teachers College began as a school for promoting manual training and practical
arts, — goods which only shortly before had been received from Russia by way
of Scandinavia. Later on in the period of redirection and reorganization, it was a
group of young merchants of light who directed the process... Statistical
method was imported from England, mental measurements from France...
Teachers College is only a small illustration of the process. Any complete
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account of the foreign contributions to American education would necessitate an
encyclopedic work (Russell, 19243, p. 4).

In short, Russell remains one of the key figures whose call for learning from
foreign systems promoted and later helped formalize the establishment of the field
we call today international and comparative education.

Book Review: Schools in Bulgaria

Schools in Bulgaria (1924b) is a relatively short book yet one with an abundant
level of detail on Bulgaria’s educational system. As the author writes:

This account of elementary and secondary education in Bulgaria is the result of
several weeks of intensive study of the educational situation. It was not the
original intention of the writer to publish any such account... But the changes
since the war proved to be so interesting and the educational administration of
the farm bloc such a curious combination of extraordinary educational insight
and practical ability, that it was considered worth while to write the whole
matter down (Russell, 1924b, p. vii).

The book covered a variety of issues including a thorough review of the
country’s economic context; administrative structure of Bulgaria’s education; and
the curriculum and teaching methodology as applied to the country’s elementary,
secondary, and vocational education. In Chapter I, Russell discussed the socio-
economic context and described Bulgaria as “a nation of small landowners”,
“transportation and communication are poorly developed” and “the means and
methods of farming are still quite primitive” (p. 5). He then moved into Chapter 11
where he discussed a historic emergence and evolution of education in Bulgaria by
pointing to the country’s past tendency to educate through schools established and
managed locally. He also noted that it was only recently that the country moved
towards the state-based and centralized control. In doing so, Russell contextualized
what he had observed in Bulgaria by comparatively referencing the emergence of
the educational systems in the U.S. and England. He noted that, “[a]s was the case in
both England and America, so in Bulgaria, all Bulgarian schools were founded and
supported by generous individuals, wealthy benefactors, parish communities and
various cultural organizations” (p. 9). On several occasions, Russell specifically
pointed to descriptions or provided citations of school rules, regulations, curricula
and syllabuses to make the content more relatable to its readers. Russell also wanted
to relate his overall vision of the Bulgarian school system to the American readers
who likely had no prior exposure to any substantive research on the educational
setting in Bulgaria. As he started to share his observations on Bulgaria’s schools,
Russell was explicit in his intent to target the American audiences by sharing a set of
short terminological definitions “which will give to the American reader the clearest
idea of the Bulgarian educational situation” (p. ix).

While Chapters | and Il are largely descriptive, in Chapter 111 Russell reflects on
the post-WW!1 changes in Bulgaria’s educational system. Russell demonstrated his
in-depth knowledge of the political, social and educational changes that transpired
during the Agrarian Party’s rule. He was fascinated with the level of determination
with which the Agrarian Party leaders introduced educational reforms in Bulgaria:
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They did not believe that the salvation of Bulgaria would come from any magic
panacea, nor could any good come from a philosophic or communistic
socialism. Hard work, joyful labor, sobriety, health, thrift, conservation,
education, discovery of national resources, and the simple life were the
keywords of this party... They were diamonds in the rough. But they came with
the idea of having an end of idle talk... They were frankly partisans. They ruled
with a rod of iron. Their stern measures eventually led to their downfall; but so
far as education is concerned, is extraordinarily interesting to see people in
charge of schools who have new ideas which they firmly insist upon putting into
school-room practice without endless talk and discussion (pp. 13-14).

As he transitioned into Chapter IV, Russell thoroughly reviewed the
administrative structure of education in Bulgaria, discussing specifics on the work
and roles played by the Ministry of Education, the school inspectors, school
principals and local school committees. This chapter remains one of the more
detailed historic references on school administration in Bulgaria in the early 1920s.
In Chapters V through VIII, Russell focused on preschool, primary, secondary and
vocational education, as well as the teaching methodology employed in Bulgaria’s
schools at that time. While Russell clearly sought to understand Bulgaria’s context
and ways in which to frame various education-related issues, he was equally
determined to relate his Bulgaria-specific observations to the American readership
through numerous points of comparison. Russell was a comparativist, and his
perspective on education in France, Germany, Russia and other European countries
enabled him to insightfully examine the school system in Bulgaria.

In Chapter IX, Russell insightfully observed that the political, geographic, and
cultural context is key in formulating and understanding a systemic or strategic
change in education. He specifically recognized the salience of the Agrarian Party
classifying educational reforms as equally important as those pursued in any other
domain. In the process, Russell also acknowledged the broader value of reforms that
had occurred in Bulgaria’s educational system as pertinent and applicable to other
nations by directly labeling Bulgaria’s educational experience as “an educational
experiment, the results of which may be inspected by all” (p. 89).

Russell’s study on education in Bulgaria is an illustrative example of ‘mono-
comparison’ (Popov, 2002, pp. 62-63), a case study approach focused on problems
in one country with only sporadic comparisons to other countries. Russell
concentrated on Bulgaria, but without the intent to methodically compare its system
to that of another nation. Russell (1924b), however, did give examples, juxtapose
statistical data, and make brief comparisons between Bulgaria and other countries,
most often the United States.

In summary, Russell’s study on Bulgaria remains historically significant for
several reasons. Firstly, this was the first book on Bulgarian education that was
written by an American scholar, and it is likely the first book on Bulgarian education
that was written by a foreign author. Secondly, the establishment and work of the
International Institute of Teachers College from 1923 to 1938, when it was closed,
was Kkey to the institutionalization of comparative education in the 1920s and 1930s.
Therefore, it is of special significance to the field of international and comparative
education — and particularly to the scholars in Bulgaria — that the first book of the
Institute’s study series was written on Bulgaria. Thirdly, the Agrarian Party’s impact
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on formulation of Bulgaria’s education is continuously assessed by Bulgarian
historians, so Russell’s work — as that of an American scholar with extensive
exposure to the international context — is of a unique value in improving broader
understanding of this particular era in the development of Bulgaria’s education and
beyond.

Conclusion

In his capacity as the Associate Director of the International Institute (1923-
1927) and Dean of Teachers College (1927-1949), William Russell’s engagement
with Bulgaria’s education continued following his publication of the book on the
country’s schools. Several Bulgarian scholars visited both Teachers College and
International Institute in the second half of the 1920s and the 1930s (Popov, 1999).
In celebration of the University’s 50" Anniversary (1888-1938), William Russell
was awarded an honorary doctorate by Sofia University in May of 1939. In closing,
Russell was a visionary who not only made a significant and historic contribution to
our current understanding of Bulgaria’s educational system, but his push for the
international research and examination of foreign education systems helped validate
a need for the emergence and increasing institutionalization of the growing field of
international and comparative education.
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CHARL WOLHUTER

PROLEGOMENA TO AN INTERNATIONAL-COMPARATIVE EDUCATION
RESEARCH PROJECT ON RELIGION IN EDUCATION

Abstract

Despite claims that the present age is a post-religious one, evidence is not hard
to find of the force of religion in the lives of individual people, in societies and in
national and world affairs. From the inception of schools millennia ago, religion and
education have been closely entangled. The past fifty years witnessed momentous
changes regarding policies on the relation between religion and education. However,
all these have been by-passed by the Comparative Education research agenda. In
response to this lacuna, the author outlines the planning for an international
comparative education research project that is about to commence, and in which
conference delegates are invited to participate.

Introduction

Despite claims that the present world is a post-religious world, evidence is not
hard to find of the force of religion as a factor in the lives of people and of societies.
The challenge of finding an appropriate relation between education and religion also
remains unresolved. This paper commences by providing evidence of the force of
religion in the world of today. Secondly, the main challenges relating to the relation
between education and religion are explained. In view of these momentous
challenges and of the persistence of religion as a factor in modern society, the low
visibility of the subject of religion in education on the agenda of Comparative
Education is disturbing. The author is part of an international research project into
certain aspects of religion in education. The paper ends with the outline of the
agenda for this research project, and with an invitation to conference delegates to
participate in the proposed research.

The persistence of religion as a factor in twenty-first century society

A large percentage of the global population still professes to be religious. In a
recent survey in 230 countries, for example, 84 percent of the participants declared
that they adhered to some or other organized religious grouping (Pew Forum on
Religious and Public Life, 2012). Even though those without any affiliation to a
organized religious grouping amount to around 1.1 billion people, thereby
constituting 16 percent of the global population, making it the third largest religious
grouping after Christianity and the Islam, many of those in this category are not
atheists or agnostic; 68 percent of the people in the USA who do not belong to any
organized religious grouping, for instance, still believe in the existence of God
(Ibid.; cf. also Butler-Bass, 2012).

Unsavory incidents of an inter-religious nature frequently raise their head in
national and global politics. While 9/11 in the USA comes to mind in this regard, it
was not an isolated case. The recent birth of South Sudan was prompted by inter
alia, religious differences and violent friction between the predominantly Muslim
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North and the predominantly Christian South of the erstwhile state of Sudan. Last
year, violence was visited upon Westerners and Christians (for instance, the
assassination of the American ambassador in Libya) in Libya, Palestine and
elsewhere as a result of the production of a cinema film which adherents of the
Islam religion felt to be a vilification of and an insult to their religion. Respected
analyst, S.P. Huntingdon, in his publication The Clash of Civilizations and the
Remaking of World Order (1996), portrayed the world after the end of the Cold War
as a place where eight civilization blocs would be set up against one another. Each
of these civilization blocs has a very clearly visible religious base: the Protestant
cum Catholic North-American-Western European bloc, the Christian-Orthodox-
Eastern European bloc, the Islamic Middle-East and Northern African bloc, the
Hindu South Asia bloc, the Confucian East-Asian bloc, the Shinto Japanese and the
Sub-Saharan Africa bloc (each with a unique, though complicated religious pattern).

Religion and education

With religion being such a strong force in the lives of individuals and also in the
dynamics of societies and the world order, it comes as no surprise that religion and
education are, as they have always been, intimately involved with each other.
During the largest part of the history of humankind, (public) schools were openly
based on certain religious ground motives, and they all had a particular religious
mission. According to the best evidence, schools came into being for the first time
by around 3 000 BC, shortly after the innovation of writing, with the purpose of
training scribes, i.e. professionals with the dual function of administering the state
and presiding over organized religion (Bowen, 1981: 1). According to Yehudi
Cohen (1970) in his theory on the origin of schools, the function of these early
schools was to teach scholars to read and write so that they could become the
religious leaders as well as the administrators of the civil service. The final goal of
schooling was to ensure the integrity of state. This entanglement between organized
religion, political structures and education remained in place through the ages. In the
Middle Ages, for example, the only available schools in the Holy Roman Empire
(with its twin structures of religion and politics, right up to the positions of the Pope
and the Emperor) were church schools, Cathedral schools and monastic schools.
This relationship between religion and education continued after the introduction of
mass public primary school systems in the nineteenth century in the states of
Western Europe and North America as well as during the spread of missionary
schools and colonial primary schools in the extra-Western parts of the world (cf.
Wolhuter, 2011).

While it would be easy, and not devoid of any truth, to portray public schools as
places where the dominant religion of the state is foisted upon the populace as part
of schools’ function to ensure the political hegemony of the state (this is an
interpretation of Cohen’s hypothesis, a favorite among proponents of conflict
paradigms such as that of cultural reproduction or classical Marxism), this is at best
an incomplete truth. The presence of religion in schools should be viewed and
judged in the light of all the different functions of religion in human and social life,
as well as of the nature and aims of education. The functions of religion in human
and social life are to give meaning and purpose to life and to the world, to create a
common ethical system in society, and to provide support in handling the demands
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and challenges of life and of the world (Prouix, 2007: 6). If education is
conceptualized as the guiding of the educand to adulthood (to live a meaningful life
as an independent adult), then religion becomes a valuable (as far as the religious
educator is concerned, even an indispensible) element of the education project.

Be it as it may, after centuries, even millennia, of schools having had a mono-
religious ethos and mission, this model became untenable by the second half of the
twentieth century - for a number of reasons. These include, firstly, the rising creed
of Human Rights. The experience of the Twentieth Century, especially the atrocities
of the two World Wars, brought home to the international community the dangers of
a disregard of human rights. After the Second World War the issue of Human Rights
became internationalized, inter alia through the Universal Declaration of Human
Rights of the member states of the United Nations (UN), followed by a host of other
international conventions on human rights (South African Law Commission, 1989:
50-63). These Rights entrenched the freedom of religion and conscience as well as
the right not to have any religion foisted upon the populace by the state through
whatever means, including education (Ibid.: 69). The second factor was the rise of
increasingly diverse, multicultural societies, including multi-religious societies, in
an age of globalization and an increasingly mobile population. A communications
and technological revolution resulted in an increasingly mobile global population.
One in every 33 people in the world of today is an international migrant
(International Organization for Migration, 2012), as opposed to one in every 35 in
the year 2000 (Steyn & Wolhuter, 2008: 16). The number of international migrants
in the world rose from 79 million in 1960 to 175 million in 2000 (Steyn & Wolhuter,
2008: 16) to 214 million in 2012 (International Organization for Migration, 2012).
In Finland, long regarded as an extremely closed society, the number of foreigners
as recently as 1990 amounted to only 9 000; this figure shot up to 200 000 by 2008
(Swallow, 2008: 70).

States responded variously to this new context, but generally their education
policies fell in with the broader trend of secularization. Put differently, an attempt
was made to shift religion out of the public arena to the private space (cf. Van der
Walt & Wolhuter, 2005). A general strategy was to terminate the tuition of
confessional religious education in public schools (i.e. education in which one
particular religion is taught with the aim of converting students to that religion or to
inculcate the tenets of a specific religion in students) and to replace it with a subject
called integrated religious education (cf. Loobuyck & Franken, 2011). This subject
acquainted students with the major religions in the world, one of the main objectives
of this approach being to develop knowledge, understanding, respect and tolerance
of religious diversity (cf. Hagesaether & Sandsmark, 2006). Other variations of this
approach include a total excision of religion from education, as was the case in
France prior to the appointment of the Debray Commission in 2001.

This approach is, however, also beset with problems. For instance, it does not
take into account the nature of religion and the force it represents in the lives of
humans (thus rendering it impossible to gain a full understanding of religion by only
presenting it in an objective, cognitive, comparative fashion from a distance). It also
does not take into account the increasing individualization of religion (for a more
detailed explanation of these problems, cf. Van der Walt et al., 2010). A complete
banning of religion from education, in the process following the creed of
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secularization to its absolute limits, is also impossible. Religion is simply too
entangled with art, literature, history, civics or whatever subject might be taught in
schools (cf. Wolhuter, 2012). There is also the problem that the Human Rights
referred to above could be interpreted to say that the student is free to decide, or that
his/her parents could use their religious freedom and right over their children to
decide, about the religious education and religious ethos of the school of their
children (cf. Malherbe, 2004). Finally, there is the question as to how effective the
subject of integrated religion could be in ensuring inter-religious tolerance, how the
subject should be taught (method) and what exactly should be taught (curriculum) to
reach this objective.

Religion and Comparative Education

Despite constituting a significant force in the lives of individuals and of society,
and notwithstanding the momentous changes in policy regarding religion in
education during the past half century, and despite the fact that many issues have so
far remained unresolved, the Comparative Education research agenda seems to have
bypassed this theme. In a recently published survey of the first fifty years of the
Comparative Education Review, the most eminent journal in the field of
Comparative Education, it has been found that in no five year period in this review
did more than ten percent of articles focus on religion as a shaping force of
education systems (Wolhuter, 2008; 338). Even worse, in no five year period did the
effect of education on religious issues constitute more than nine percent of the focus
of articles published (Ibid.: 339). With respect to the effect of education on inter-
religious tolerance, for example, no study comparable to the classical study of
Harbison and Meyrs (1964) about the effect of education on economic growth
exists, or to the many studies on the effect of education on population growth (cf.
Coetzee, 1990), or to the massive IEA cross-national study on civic education.

Invitation to participate in an international-comparative research project on
religion and education

Inspired by inter alia the lacunae described above, the author and two
colleagues have commenced with an international comparative research project on
religion and education, the first leg of which will be to conduct research on the
effect of education, in particular religious education, on inter-religious tolerance. At
this stage there are participants from South Africa, the Netherlands, Estonia and
Greece, and also expressions of interest from Australia and Singapore. Delegates at
the conference are invited to participate in this research project.
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JOHANNES L VAN DER WALT

PERSPECTIVES ON TOLERANCE IN EDUCATION FLOWING FROM A
COMPARISON OF RELIGION EDUCATION IN ESTONIA AND SOUTH
AFRICA

Abstract

The question that prompted this investigation into religion education (RE) in
Estonia and in South Africa was whether two countries from such totally different
parts of the world, with such vastly different populations and cultures though with
somewhat parallel histories, had tackled the same or similar problems regarding the
provision of RE in their schools, particularly with respect to the matter of tolerance
in diverse societies, and in which ways the solutions they came up with agree with
or differ from each other. The question was premised by the assumption that people
are the same the world over, and that their problems regarding the provision of RE
in schools and the quest for (inter)religious tolerance might be roughly the same, of
course depending on the prevailing local and historical circumstances. While the
upshot of the comparison itself will be available for discussion during the
conference presentation, the purpose of this paper will be to present and discuss
some of the parallels, resemblances and differences with respect to RE and the issue
of (inter)religious tolerance, and to tentatively advance reasons for what has been
observed and concluded. At least five (5) themes pertaining to (inter)religious
tolerance that emerged from the comparison will be tabled for discussion:
intolerance and state domination - societies in transition; diversity an asset, tolerance
and nation.

Some parallels

A study of the education histories of the two countries reveals a number of
parallels.

Both countries in transition

Christianity was accepted in Estonia in the 13" century (European Studies on
Religion and State Interaction, 2012). Since the Reformation in the 16" century, the
Lutheran church played a leading role, and the network of public schools that
emerged by the end of the 17" century was closely associated with that church
(Schihaleyev, 2012: 2). No fundamental changes took place in the education system
under Russian rule from the beginning of the 18™ century (European Studies on
Religion and State Interaction, 2012). After independence from Russia in 1918,
however, RE was excluded from primary schools, but was retained as a voluntary
subject in secondary schools. After protests and a referendum in 1923, RE was re-
introduced in all schools as an inter-confessional and optional subject. Although it
was possible to opt out from RE, almost all the pupils took the subject until it was
banned in 1940 by the authorities of the Soviet occupation. From then onwards,
atheistic ideology was statutorily enforced in Estonia, with the result that religion
was shifted into a very deep private sphere (Schihaleyev, 2012: 2).
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In August 1991, Estonia became independent from the Soviet Union, and its
new constitution guaranteed freedom of religion (European Studies on Religion and
State Interaction, 2012). The teaching of religion (RE) once more became officially
possible in schools (Valk, 2012: 1). The ensuing debate resulted in the introduction
of RE in schools as an optional / voluntary non-confessional subject (Schihaleyev,
2012: 6-7; Schreiner, 2005: 5). By the late 1990s, RE was taught in approximately
100 out of the 730 public schools, mostly in primary classes and at the upper
secondary school level (Valk, 2012: 1; Schreiner, 2005: 5).

Regarding South Africa: Although the indigenous peoples of Southern Africa
were religious in their traditional ways, they only began to Westernise and convert
to Christianity from the 15" century onwards. Colonisation from 1652 onwards,
coupled with Christian missionary work, led to the large-scale Christianisation of
the people of Southern Africa. British domination from the beginning of the 19"
century brought no change in this. After 1652, schools in South Africa were
intended to prepare (especially White) children to become fully fledged members of
the (Reformed) Christian churches. Both Catholic and Reformed Missionary
education (i.e. for Black and Coloured children) had the purpose of converting
people to the Christian religion and to prepare children to become literate members
of the church.

On 31 May 1910, South Africa became independent from Great Britain.
Because of the traditional intertwinement of state and religion, including the church,
there was no strict separation between state and church. The four provinces of which
the new Union consisted were each allowed to offer RE as before Union, and
missionary education was continued by the churches as before. This situation
prevailed until 1967, when the National Party recast RE to suit the ideals of
Christian-national education for Whites. (Non-Christians could apply for exemption
from attending RE classes in state schools.) Schools for Blacks, Coloured and
Indians were allowed to offer their own forms of RE, but were tacitly expected to
offer Christian RE. Although the theory and practice of Christian-national education
were attacked by its opponents, mainly because of its Afrikaner and apartheid links,
things did not come to a head before the early 1990s. RE in public schools was
neither intended to be inter-confessional nor optional. Christian indoctrination (in
the form of Christian-national RE) was a constant possibility. RE was Christian
inter-denominational but not inter-confessional (Giliomee, 2012: 75).

The Bantu Education Act (no. 47) of September 1953 made education for blacks
an integral part of ‘separate development’, and left the missionaries, who had until
then controlled almost all schools for Africans, in a dilemma: either to hand over
their schools to the newly-created Department of Bantu Education or to keep them
under missionary control without government subsidies (Blumfield, 2008). Many of
these schools opted to remain independent church schools. In 1963, Christian-
national education (CNE) was extended to the so-called Coloreds by the Colored
People’s Education Act (1963) (Blumfield, 2008). In the same year, the Education
Act of 1963 removed Colored Education from the Provincial and Government
departments, vesting it in a Division of Education in the Department of Colored
Affairs. Schools were tacitly expected to offer (Christian) RE. In 1965, CNE was
extended to Indians by the Indian Education Act of 1965. Two years later, the
National Education Policy Act (39 of 1967) was legislated. For the first time, the



42 Perspectives on Tolerance in Education Flowing from a Comparison of Religion Education in Estonia and South Africa

central government laid down a comprehensive education policy to be followed for
Whites in all four provinces. The Act stipulated that Christian RE should be offered
in all schools for Whites, and that non-Christians may apply for exemption.
Regulation R1192 of 20 June 1975 laid down that religious instruction based on the
Bible was to be a compulsory subject for student teachers, though exemption could
be granted on the grounds of religious conviction (Blumfield, 2008).

After the demise of apartheid, South Africa became a country with a democratic
Government in 1994. The situation described above remained in place until 1996,
when the South African Schools Act (Act 84 of 1996) was promulgated. This Act
brought an end to CNE, and to the compulsory Christian RE in state schools. Like
Estonia, South Africa has since been a country in transition.

The new RE Policy promulgated in 2003 relegated confessional religion
education to religious institutions and parental homes. Religion / Religious
Education may now be offered in only two forms in schools: religious observances
and formal, academic Religion Studies as a school subject. RE is taught in
practically all public schools in accordance with the 2003 Policy. However, some
schools still teach confessional (Christian) RE, in contravention of the 2003 Policy.
The post-2003 situation has shifted confessional or sectarian religion to the deep
private sphere of the parental home and the church, mosque and synagogue.

Reform issues

In Estonia, the legal sources describing the relationship between Church and
State are national law (the Constitution of the Republic of Estonia and acts which
regulate the freedom of religion), international law and the decisions of the courts
about fundamental freedom and rights. Article 40 of the Constitution guarantees
freedom of religion (European Studies on Religion and State Interaction (b), 2012).

The Education Act (RT 1, 1992, 12, 192) states the following as the general
goals of education: to create favourable conditions for the development of
personality, family and the nation; to promote the development of ethnic minorities,
economic, political and cultural life in Estonia and the preservation of nature in the
global economic and cultural context; to teach the values of citizenship and to set up
the prerequisites for creating a tradition of lifelong learning nation-wide (Official
Website Estonia, 2012).

The restoration of independence in the early 1990s presented a new opportunity
for RE. The interrupted tradition of RE stood between several forces: its historical
roots; textbooks for confessional RE translated from Finnish and also doubts about
the need for any RE in the minds of many people (Schihaleyev, 2012: 6-7).
Developing RE in the Post-Socialist period after 50 years of atheistic propaganda
remains a challenging task (Valk, 2012: 1). Estonia remains a Christian shaped
country, but only 23 % of the population is members of Christian Churches. 11 % of
the population belongs to the Estonian Evangelical Lutheran Church and about 10 %
to the Orthodox Church. Other religious communities are much smaller (Roman
Catholics, Baptists, Jews, Methodists, Muslims, Buddhists and others) (European
Studies on Religion and State Interaction (b), 2012). This diversity draws our
attention to the issue of religious tolerance in Estonia.

With respect to South Africa: Its new Constitution (Act 108 of 1996)
entrenches freedom of religion, belief and opinion (Art 15). The South African
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Schools Act, No.84 of 1996, does not state any general goals of education, but
provides as follows regarding religious observances: “Subject to the Constitution
and any applicable provincial law, religious observances may be conducted at a
public school under rules issued by the governing body if such observances are
conducted on an equitable basis and attendance at them by learners and members of
staff is free and voluntary.” (Art 7.)

The advent of democracy presented the new Government with new challenges
with respect to RE. The main questions were: (a) how to eradicate the Christian-
national education past that had been in force from 1967 to 1994? (b) How to bridge
the deep religious, cultural, political, ethnical and racial divide that existed among
South Africans at the time? (c) How to promote the values of the 1996 Constitution,
among other basic human rights, including tolerance of religious and other
differences? (d) How to formulate a Policy on Religion in/and Education that would
be acceptable to most South Africans?

After many deliberations, the Minister of Education proclaimed the present
Policy of Religion in Education in 2003. This Policy is in line with the Constitution,
the Schools Act and the Manifesto on Democracy, Values and Education of the
Department of Education in 2001. Stipulations were made for accommodating
religious observances in public schools. A new curriculum was designed for the new
school subject known as Religion Studies, which is the academic (comparative)
study of religions. Proselytizing is not allowed and no special emphasis is placed on
any specific religion. The legacy of the apartheid regime has made people distrustful
of the abuse of religion for political purposes. This could be the reason why South
Africans have quietly acquiesced when confessional religion was banned from the
public sphere in terms of its new Constitution (Act 108 of 1996), its latest Policy on
religion in schools (2003) and its Schools Act (Act 84 of 1996).

Just as in Estonia, people wish to find their place in the pluralistic world by
themselves. South Africa has never experienced a hiatus in the teaching of RE, but is
nevertheless facing serious challenges. There are still two unresolved issues: (a)
should confessional RE indeed have been banned from public schools, and (b) what
should be the nature of RE in a modern secularised and pluralistic society? Although
70% South Africans are nominally Christians, only a small percentage regularly
attends church. The remaining percentage is made up of Muslims, Hindus, Jews and
indigenous religions. This diversity also draws our attention to the issue of
religious tolerance in South Africa.

Tolerance issues that emerge from the comparison of the two systems

Intolerance and state domination; societies in transition

Both countries and their education systems went through periods of religious
(and other forms of) intolerance and state domination (Estonia — colonisation;
Communism, 1940-1991; South Africa — colonisation; apartheid, 1948-1994).
However, both seem to have come triumphantly through those tribulations, and can
today be regarded as commendable examples of how religious and other forms of
diversity in their populace should be managed. This does not mean, however, that
they have resolved all their problems. They both remain societies in transition. After
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much trial and error, the two countries — quite independently from each other — came
up with the following agenda for solving the problem of diversity and difference.

Diversity an asset, tolerance and nation building

Both countries have come to the realization that diversity is an asset which
should be cherished and for which provision has to be made, also in the context of
RE. In order to deal with their respective religiously diverse populations, Estonia
already from 1917 onwards, and South Africa only as recently as 1996, regarded RE
as a means for uniting learners from religiously widely differing backgrounds. Both
regard religion education as an instrument to help people live together (modus
vivendi) in a pluralistic and democratic society. As the Open Society Institute for
South East Europe (2004: 11) correctly observed, there are several ways of
promoting (inter-) religious tolerance:

e Learning about the main religions in the country through schooling helps to

bring about cultural understanding and promotes national identity.

e Human rights conventions and international education standards are

sufficient to guide national policy on religion and schooling.

e As far as a child’s personal religious or spiritual development is concerned,

families and religious or faith communities are responsible, not schools.

e Teaching in schools about the various main religions is necessary to increase

tolerance and social cohesion.

These four points, it may be said, is an apt summary of the policy stance taken
by the education authorities in South Africa.

Recognition of human rights

To reach the aim of modus vivendi, both countries insisted on the recognition of
basic human rights such as freedom of religion, expression, conscience and opinion
(Estonia from 1917 to 1940, and again after 1991; South Africa after 1996). Both
now insist on respect for religious differences. Both have come to realize that RE
could contribute to nation-building and can form the basis of social justice. This
means, as they both came to understand, that RE should be inclusive (Estonia from
1917 to 1940, and again after 1991; South Africa only from 1996).

Rejection of state and church domination

While both their governments are now playing an important role in
promulgating legislation and policies, they both reject state domination (Estonia
from 1991, and South Africa from 1996). Both countries also maintain cordial
relationships with the main-stream churches and religions, but insist on a separation
between state and church (which can be construed as a form of secularism); they
reject the notion of a state or national church, and reject any form of church
domination. Religion education may also not be used as a means to increase church
membership (Estonia from 1917; South Africa since 1910).
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RE an important educational instrument

Both Estonia (since 1917) and South Africa (from 1996) regard RE as an
important form of education to guide people to spiritual maturity. The subject may
therefore only be taught according to pedagogical principles (not state- or church-
inspired principles). It should furthermore only be controlled by pedagogical
authorities. This finding chimes with an observation by Schreiner (2005: 3): “In
many countries ... there has been a development from a confessionally oriented
approach to a non-confessional one... (...) Nowadays RE as a subject in schools is
taught chiefly in line with the criteria of general education. It is understood as
learning about religion (knowledge based) and learning from religion (based on the
experience and existential questions of the students)”. In Estonia as well as in South
Africa, the authorities have rejected the model of “education into religion”
(introducing pupils into a specific faith tradition) and favoured the models of
“education about religion” (knowledge about various religions) and “learning from
religion” (giving learners the opportunity to consider different answers to major
religious and moral issues to help them develop their own views in a reflective way)
(Schreiner, 2005: 1).

Didactical aspects

As far as didactical aspects are concerned, the two systems seem to have
accepted the following principles. RE in the schools should cover all the main world
religions, and should instil dialogical skills and tolerance. Not only should
intolerance be rejected, but inter-religious tolerance should be actively promoted
(Estonia from 1917 to 1940, and again after 1991; South Africa after 1996). RE
should furthermore be inter-confessional (Estonia after 1991) or non-confessional
(South Africa after 2003), learners should have the right to opt out (Estonia from
1917 to 1940, again after 1991; South Africa since 1910); there is no place for
indoctrination, and it should be offered in public schools wherever possible.

Conclusion

The histories of Estonia and South Africa show such a number of remarkable
resemblances that a comparison of the two countries in terms of culture, religion,
religion studies / religious instruction, society and diversity has been quite viable.
They even share dark periods of state and foreign domination, and some of their key
dates broadly coincide. Although they are geographically far apart, and as far as
could be established, had no relations, they seem to have struggled with much the
same set of problems regarding the provision of RE in their schools. The
comparison brought a number of rather clear-cut principles regarding inter-religious
tolerance to the surface.
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FERDINAND J POTGIETER

PERSPECTIVES ON TOLERANCE IN EDUCATION FLOWING FROM A
COMPARISON OF RELIGION EDUCATION IN MEXICO AND THAILAND

Abstract

This paper investigates religion education (RE) in Mexico and Thailand — two
countries from different parts of the world with vastly different populations and
cultures. We wanted to learn whether they had tackled similar problems regarding
the provision of RE in their schools, particularly with respect to the matter of
tolerance in diverse societies, and in which ways the solutions they came up with
agree with or differ from each other. We assumed that people are the same the world
over, and that their problems regarding the provision of RE in schools and the quest
for (inter)religious tolerance might, depending on the prevailing local and historical
circumstances, be roughly the same. The paper presents and discusses some of the
parallels, resemblances and differences with respect to RE and the issue of
(inter)religious tolerance. It ends by tentatively advancing the following four stages
of state-church relations that could help us understand (inter)religious tolerance in
education: state-church tension and disagreement, state-church mistrust, state-church
truce, and recognising the need for religious tolerance.

Historical Background

Contemporary Mexico is rooted in Roman Catholicism which arrived in the
territory with the Spanish conquistadors in the 16™ Century. Many struggles
between state (supported mainly by anti-clerical Liberals; secularists) and the
Church (driven mainly by politically active clergy and pro-clerical Conservatives)
ensued (APEC, 2012).

Liberals and Conservatives alternated in power during the period from the War
of Independence (1810-21) to the Mexican-American War (1846-48). A liberal
constitution (1857) guaranteed basic freedoms. It deprived ecclesiastical orders of
the right to own land, and secularized education. In response, conservative forces
launched a coup that devolved into a civil war and finally to a clergy-supported
occupation by French forces under Maximilian | (1864-67). The final decades of the
19th century were marked by the autocratic rule of Porfirio Diaz who allowed the
Church and clergy to expand their temporal powers despite the restrictions imposed
by the 1857 constitution (Berkeley Centre, 2012).

In 1917, a new Constitution reaffirmed the liberal principles of the 1857
document, but went further in restricting the authority and influence of the Church
(Berkley Centre, 2012). After the uprising of 1929, the state (represented by the
Institutional Revolutionary Party) and the Church reached a tacit agreement by
which the former reduced its control over Church activities and the latter refrained
from criticizing the Government. This situation remained in place until the 1980s,
although the National Action Party and its socially conservative positions received
tacit support from the Church from the 1930s on (Berkley Centre, 2012).

In 2011, Mexico’s Senate approved constitutional reform that paved the way for
religious education in the country’s public schools. The reform (following Pope
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Benedicts XVI’s visit to the country) is widely seen as a victory for the Catholic
Church in Mexico (Univision News, 2012). Article 24 of the Constitution used to
grant everyone in the country the right to pick and exercise the religion of their
choice. It now also grants people the right to “uphold their ethical convictions,
freedom of conscience and religion”.

Senators also changed Article 40 of the Constitution so that it described Mexico
as a “secular nation”, proof, according to certain politicians, that their parties
respected the separation of Church and State in Mexico (Univision News, 2012).

Beginning with the colonial period, education has always been the duty of the
Catholic Church. After 1810, a public education system was begun out of concern
that the Church was imposing its values and beliefs on education and schools.
Religious influences of any sort were banned in the public primary schools (grades
one through six). The federal government controlled the curriculum and provided
the textbooks for primary schools (APEC, 2012). However, the Salinas
administration's 1991 proposal to remove all constitutional restrictions on the
Roman Catholic Church, approved by the legislature the following year, allowed for
a more realistic church-state relationship (Countrystudies.us, 2012).

In Thailand, Buddhism first appeared during the 3rd century B.C. It soon gained
wide acceptance because its emphasis on tolerance and individual initiative
complemented the Thai's sense of inner freedom. King Ramkhamhaeng (1275-1317
A.D.) established Theravada Buddhism as Thailand's dominant religion. In 1360,
Ramathibodi (r.1351-69) declared Theravada Buddhism as the official religion and
compiled a legal code based on Hindu legal texts and Thai custom that remained in
effect until the late nineteenth century (Religion: Thailand, 2012). Although
Buddhism became the primary and state religion, Thais have always subscribed to
the ideal of religious freedom. From 1972-1992, the new Government, led by Prime
Minister Thanin Kraivichien (an anticommunist), introduced Military Rule that was
more repressive in many ways than the earlier military regimes. Censorship
continued, and the regime tightly controlled labour unions and purged suspected
communists from the civil service and educational institutions (Library of Congress,
2012).

Muslims comprise Thailand's largest religious minority. Islam is said to have
been introduced to the Malay Peninsula by Arab traders and adventures during the
13th century. Thailand's Muslims enjoy state support and are free to teach and
practice their religion according to their own tenets. Christianity was introduced to
Thailand by European missionaries in the 16th and 17th centuries (U.S. Dept. of
State, 2005). From the mid-sixteenth century Thailand opened up to French Catholic
influence until the mid-seventeenth century when it was curtailed, and the country
returned to a strengthening of its own cultural ideology (Religion: Thailand, 2012).

Tolerance issues

In Mexico, the 1980s and early 1990s witnessed a notable shift in religious
affiliation and in church-state relations in Mexico. Although Mexico remains
predominantly Roman Catholic, evangelical churches have dramatically expanded
their membership. Dozens of evangelical denominations have engaged in strong
recruitment efforts since 1970. Protestants of "evangelical" affiliation -- the
terminology used by Mexican census officials -- surged from 1.8 percent in 1970 to
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3.3 percent in 1980 and to 4.9 percent in 1990. The Mormons also reported that
membership surged from 248,000 in 1980 to 688,000 by 1993 (Countrystudies.us,
2012).

Motivated in part by the evangelical challenge, the leadership of the Roman
Catholic Church has sought greater visibility, speaking out on sensitive public issues
and ignoring constitutional bans on clerical involvement in politics. These actions
ultimately led in 1992 to dramatic constitutional changes and a resumption of
diplomatic relations with the Vatican (Countrystudies.us, 2012). These negotiations
resulted in amendments to the Constitution that granted greater freedom to churches
(Berkley Centre, 2012). The 1992 Constitution provided that education should avoid
privileges of religion, and that one religion or its members might not be given
preference in education over another. Religious instruction was prohibited in public
schools; however, religious associations were free to maintain private schools,
which received no public funds.

The 2001 Constitution explicitly banned discrimination based on religious
affiliation. Under the seven decades of PRI rule in Mexico, priests and other
religious officials were not allowed to vote until after 1992. However, broadly
speaking, the Constitution provided for freedom of religion, and other laws and
policies contribute to the generally free practice of religion. The Government
generally respected religious freedom in practice; however, there were some
restrictions at the local level. There was no change in the status of respect for
religious freedom by the Government in the period 2009-2010 (UNHCR The UN
Refugee Agency, 2010).

Incidents of societal abuses or discrimination based on religious affiliation,
belief, or practice usually occurred in small rural communities in the south.
Government officials, non-governmental organizations, and evangelical and Roman
Catholic representatives agreed that these conflicts were often attributable to
political, ethnic, or land disputes related to the traditional practices and customs of
indigenous communities (UNHCR The UN Refugee Agency, 2010).

The emphasis on homogeneously implementing national schooling and
curriculum standards without consideration of local context has created a situation
where the tension between national standards and local needs could affect the
quality of students' education. The educational possibilities for children of
indigenous ancestry are particularly at risk. National versus local is a significant
topic in Mexico, as is the issue of diverse ethnic groups and the extent to which
students will be well served by national curriculum standards (Cisneros-Cohernour,
Moreno & Merchant, 1999).

In broad terms, we may distinguish three main periods of multicultural
education in twentieth and twenty first century Mexico: the post-revolutionary
period of “classical” indigenismo (until the eighties), the period of ethnic
mobilization and indigenous multiculturalism (during the eighties and nineties) and
the current period of official inter-culturalism (since the turn of the century) (Dietz,
2012: 3).

Historically, the relationship between the Mexican state and the private
education sector has comprised conflicts and disagreements, as well as tolerance and
concurrence. Its complex history is permeated by the ideological alternatives of the
Mexican state during the 20th century, the cyclical dilemma between centralism and
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federalism, governmental definitions of a national educational project, and by the
diversity of political, normative and practical actions (Rodriguez & Ordorika, 2011: 9).

In Thailand, the relationship between missionaries and the people was
sometimes good, and sometimes bad. It depended, first of all, upon the missionaries
themselves, in particular, on how much attention they paid to the customs of those to
whom they preached the Gospel. We have inadequate evidence with regard to this
matter, because much of the information on it was written by Christians, especially
by missionaries themselves. Generally they praised themselves and blamed others.
Secondly, the persecution of Roman Catholicism was due to political causes, for
example, war between the Siamese and the Spaniards in the course of the first
quarter of the seventeenth century. Diplomatic relations were not reopened with
European nations until the nineteenth century. During the crisis that ensued,
especially while the French soldiers were leaving, the French missionaries and their
converts were imprisoned. Finally, persecution recurred in 1769 and 1782, when
King Tak Sin went through a spell of insanity. A Thai church history says that one
day the King stayed in the temple and told the people that he was a god who could
ascend to the heaven. As the missionaries and the Christian converts did not believe
in this, he did not permit their existence. A number of Christians were killed; some
of them were burnt alive. However, persecutions only made them stronger in their
faith. In comparison, persecution of Protestantism was only of brief duration.
Persecution usually occurred due to two main factors, firstly, the people wanted to
retain their customs and way of life; secondly, they wanted to preserve their religion.
It was understood that anyone who did not care about the nation’s social customs
was a rebel against Thai society, and had to be punished accordingly (Saad, 1975:
22-27).

Daniel McGilvary (1828-1911), an American Presbyterian missionary who
played an important role in the expansion of Protestantism in Northern Siam,
realized that the Gospel could not be proclaimed unrestrictedly unless religious
tolerance were promulgated (Saad, 1975: 22-27). The High Commissioner helped
him prepare a petition to the King for a pronouncement on religious tolerance.
Fortunately, a favourable reply came from King Chulalongkorn, granting all of his
requests. A part of this edict of religious tolerance, promulgated on October 8th,
1878, says that religious and civil duties do not come in conflict. Whoever wishes to
embrace any religion after seeing that it is true and proper to be embraced, is
allowed to do so without any restriction, and that the responsibility for a right or
wrong choice rests on the individual making the choice. All persons are permitted to
follow the dictates of their own conscience in all matters of religious belief and
practice. Christians, as well as missionaries of other religions, have been permitted
to proclaim their respective faiths throughout the country ever since (Saad, 1975:
22-27).

Tolerance issues flowing from the comparison

The histories of both Mexico and Thailand demonstrate the tensions that often
exist between the state (political authorities and powers) on the one hand, and
religious entities such as churches, on the other. The history of Mexico is a record of
ongoing conflict and tension between state (secularists, liberals) and the Roman
Catholic Church (clergy, conservatives). While the relationship has always remained
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tense and uneasy, at times it became more realistic in that the state entered into a
form of truce characterised by a measure of tolerance of the church and religion. The
basic stance of the Mexican state, however, is to restrict as far as possible church
influence on schooling and education out of fear of church domination, and the
imposition of the church values on the state, (public) education and the schools. The
upshot of this has occasionally been the banning of RE from (public) schools and
the creation of a secular society.

The actions of the Mexican state could be interpreted as a form of radical
secularization, because it wished to eradicate all religious influences from society in
general. The latter did not fully materialize, however, since the state has recently
(2001) been persuaded to recognise freedom of religion, convictions and conscience.
Since 1992, the official churches have also enjoyed greater freedom. It has paved the
way for the introduction of RE in the public schools, which was hailed as a victory
for the churches and religion.

Mexico is predominantly Christian, with the Roman Catholic Church as the
most prominent denomination. Other denominations have also grown in numbers,
particular the evangelicals. This diversity has prompted the state in 2001 to ban all
discrimination based on religious affiliation and to insist, generally, on the free
practice of religion. Despite this measure, religious intolerance occasionally still
occurs at local level, albeit because of political, ethnical or economic reasons.
Mexico currently finds itself officially in a period of multi-culturalism of which
multi-religionism forms a major facet.

Thailand has similarly experienced extended periods of tension between state
and organised religion, as demonstrated by the conflicts between the indigenous
population and the Christian missionaries. The brief period of persecution of the
Roman Catholic Church for political purposes in the 18th century is another instance
of such conflict. The Christians sought a greater degree of state-sanctioned religious
tolerance, and their wish was granted towards the end of the 18th century. Since
then, freedom of religion, conscience and a culture of no restrictions on religious
people have been the order of the day. Why the initial conflict between state and
religion / churches did not continue up to this day, as has been the case in Mexico,
remains uncertain. It could, perhaps, be ascribed to the inherent tolerance and
phlegmatic attitude that typify the majority religion in Thailand, namely Buddhism.

Conclusion

Although Mexico and Thailand are geographically far apart, and as far as could
be established, have had no relations, they seem to have struggled with much the
same set of problems regarding the provision of RE in their schools. The
comparison suggested that distinguishing between the following four stages of state-
church relations with regard to RE could help us understand (inter)religious
tolerance: state-church tension and disagreement, state-church mistrust, state-church
truce, and recognising the need for religious tolerance.
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ELIZE DU PLESSIS

DO TEACHERS RECEIVE PROPER IN-SERVICE TRAINING TO
IMPLEMENT CHANGING POLICIES: PERSPECTIVE FROM THE SOUTH
AFRICAN CASE?

Abstract

Worldwide there is a responsibility of governments to provide learners with
quality education to face the challenges of change. Emanating from this challenge,
the Department of Basic Education (DBE) in South Africa introduces in the last
decade several curriculum changes which impacted on the delivery of quality
education for all. This research focuses on the question if the DBE can provide
proper in-service training for teachers to comply with the challenges of the
implementation of a new national curriculum: Curriculum and Assessment Policy
Statement (CAPS). The theoretical framework for this paper is based on systems
theory. A qualitative research design will be employed in this paper. A selection of
15 different schools in Gauteng was used as a sample of a bigger population. Data
collection consists of document analysis and semi-structured interviews exploring
teachers’ experiences regarding in-service training towards the implementation of
CAPS. Findings revealed that CAPS is implemented prematurely and without proper
in-service training.

Introduction

The role of the teacher has changed a great deal since the new South African
government took office in 1994. The main concern of this paper centres on teachers
who have to adapt to new challenges and policies. The researcher wants to find out
how effective curriculum implementation takes place and what type of in-service
training teachers receive. According to Christie (2003: 173), “it has become
commonplace for members of the government to admit themselves that South Africa
has excellent policies but knows nothing about implementation”. The question is:
Do teachers receive any in-service training, and if so, is it sufficient?

In presenting this argument, the researcher firstly attends briefly to systems
theory, where after she focuses on curriculum change in South Africa and the
research design. She closes with some critical findings and recommendations.

Conceptual framework

This research is predicated on a general systems theory approach. The term
“systems theory” originated from the Viennese biologist, Bertalanffy's, General
System Theory (GST). The system theory approach is a worldview that is based on
the discipline of system inquiry. In the most general sense, system means a
configuration of parts connected and joined by a web of relationships. A system is a
group of interrelated, interdependent and interacting groups of activities that form a
coherent whole. A system is designed to seek self-maintenance. In this process of
self-maintenance a system generates creative forces within itself that enable it to
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alter circumstances and, in any case, the system cannot remain healthy if it precludes
the possibility of change (Cain, 1999: 15).

Systems can be opened or closed or partly both. According to the explanation of
Finlay (2011: 2-3), a closed system is self-contained and is capable of having a clear
boundary placed around it with regard to input and output. There is no interaction
with the environment.

The school system is an open system with permeable boundaries and it
functions in active equilibrium with the environment according to both internal and
external inputs and outputs. Schools function within a larger context in which they
exchange matter, power and information through formal and informal feedback
processes. According to Finlay’s (2011: 1-7) explanation, the school is an open
system that depends on its environment as well as on the interactions between its
component parts or subsystems. The teacher as a subsystem is a useful point of
focus for attending to system malfunctions.

The external environment includes a wide variety of needs and influences that
can affect the school system, but which cannot directly control it. Such influences
can be political, economic, ecological, societal and technological in nature.
Accordingly, teachers are being challenged by changed school systems and policy.

Curriculum change in South Africa

Since 1994, South Africa has undergone a great deal of educational change,
which was necessary because of the situation inherited by the first democratic
government. In 1995, the government carried out a national audit on teaching that
revealed many disparities and problems. In 1997, the Department of Basic
Education (DBE) launched its new curriculum policy, Curriculum 2005. In its
ideology, content and pedagogical approach, this curriculum was in strong contrast
to that which had traditionally been in operation. It was an outcomes-based model
linked to the objectives approach in education. It drew from models operating in
some highly developed countries and it sought to place the South African
curriculum among the most progressive internationally. This curricular policy
became a highly contested issue within South Africa (Department of Education,
2000). In 2000, the Minister of Education set up a Curriculum Review Committee.
This led to a modification of the curriculum, the National Curriculum Statement
(NCS), with a more “streamlined” approach. The policy and the ensuing debate
caused much confusion and uncertainty. The “cascade model” of in-service
education proved to be very inadequate and reached the schools in a much-diluted
form. In 2000, the government published the Norms and Standards for Educators
(NSE). This set out, in a broad and generic manner, the requirements of the
Department of Education (DOE) in respect of the knowledge, values and skills that
an educator must acquire. It represents a competence based approach to teacher
education. The word “educator” is preferred to “teacher” and is aimed at
encompassing all personnel with an educational role to play” (DOE, 2000). In 2002
the curriculum was reconstructed once again into a Revised National Curriculum
Statement or 'RNCS' that was approved on 15 April, 2002 and implemented in 2004
(DBE, 2010: 2-7). In 2006, the DOE issued The National Policy Framework for
Teacher Education and Development in South Africa, a policy which, it stated, “has
been a long time in preparation, and is certainly overdue given the state of our
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education system.” (DOE, 2008: 27). In July 2009, the Minister of Basic Education
appointed a panel of experts to investigate the nature of the challenges and problems
experienced in the implementation of the NCS. During 2011 the NCS was replaced
by the Curriculum and Assessment Policy Statement (CAPS) (DBE, 2009, 2011;
Pinnock, 2011).

What is CAPS?

CAPS is not a new curriculum, but an amendment to the NCS (Grades R — 12).
It therefore still follows the requirements of the same process and procedure as the
NCS (Pinnock, 2011).

There is much debate and discussion about Outcomes-Based Education (OBE)
being removed, however, OBE is a method of teaching, not a curriculum. It is the
curriculum that has changed (repackaged) and not the teaching method. The way the
curriculum is written is now, in content format rather than outcomes format. There is
one single comprehensive National Curriculum and Assessment Policy for each
subject (Maskew Miller Longman, 2012: 8). CAPS will be implemented as follows:

e The Foundation Phase (Grades R - 3) and Grade 10 will be implemented in

January 2012;

e The Intermediate Phase (Grades 4 - 6) and Grade 11 will be implemented in
January 2013;

e The Senior Phase (Grades 7 - 9) and Grade 12 will be implemented in
January 2014.

The question is if teachers are equipped to implement CAPS?

In-service training of teachers

The continuous professional training development of teachers is vital for the
wellbeing of any education system.

Teachers were not trained in the previous curriculum and in September 2010 yet
another policy, namely CAPS, was introduced (DOE, 2010). According to Coetzee
(2012), Grade 3 teachers already missed out on CAPS in-service training during
2011.

It is widely accepted that the initial professional education of teachers is only
the foundation of their professional education (Teacher education, 2010: 3). The
development of professional practices is a continuing process that lasts for the
duration of the career of a committed teacher. Continuous professional development
is the process by which teachers reflect on their competences, keep them up to date
and develop them further (Teacher education, 2010: 3).

Smith and Gillespie (2007: 216-218) state that professional development can be
effective if it is designed to be of longer duration — longer-term professional
development permits more time for teachers to learn about their own practice,
especially if it includes follow-up training, focuses on subject-matter knowledge and
includes a strong emphasis on analysis and reflection, rather than just demonstrating
techniques. It should also include a variety of teaching activities and should
encourage teachers from the same workplace to participate together in teaching
opportunities. Furthermore, it should focus on quality and features of professional
development, rather than on format or type of in-service training.
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Against the background, the following methodology was deemed suitable for
investigating how returning teachers cope with the new curriculum and the type of
professional development they receive.

Research design

The researcher used a qualitative research design to study the issue of in-service
training of teachers to implement a new policy. According to McMillan and
Schumacher (2001: 393), qualitative research extends the understanding of a
phenomenon and contributes to educational practice, policymaking and social
consciousness. Purposive and convenient sampling was used to select teachers from
different schools. In purposive sampling, researchers purposefully seek typical and
divergent data within easy reach of the researchers (convenient sampling) (de Vos,
Strydom, Fouche & Delport, 2005: 329). A selection of 15 different schools (11
primary and 4 secondary schools) from the General Education and Training (GET)
and Further Education and Training (FET) bands in schools in Gauteng was used as
a sample of a bigger population.

Data were gathered by using an interview schedule to interview participants
regarding in-service training they received to implement a new curriculum.

The interview schedule consisted of two sections of which the first covered
biographical detail and the second information about the type of in-service training
teachers received. Interviews were recorded verbatim and transcribed by the
researcher. Data were grounded by hand coding for internal consistency.
Comparisons were drawn to point out generalisations and contrasts. The ethical
considerations adhered to by the researcher included gaining informed consent from
the school principals and participants. Participation was voluntary and anonymously
and confidentiality was assured. The trustworthiness was attended to through
verification measures, such as comparison of the responses as they were acquired to
identify and confirm specific trends and patterns in the data. The researcher aimed at
reporting the participant’s viewpoints, thoughts, intentions and experiences
accurately by making use of direct quotations in the findings.

Findings and discussion

The results in the first section on the participants’ (teachers’) biographical data
were as follows: The participants consisted mainly of female teachers (73%),
teaching in different schools in the GED (75%) and FET (15%) bands. From the
participants, many of the teachers had more than 20 years’ teaching experience.

In the second section the researcher wanted general information about the type
and length of in-service training regarding CAPS teachers attended.

According to the participants training varied from 2 hour workshops to 3 day
workshops. Providers were curriculum advisors from district offices, book
publishers companies and subject advisors. One female participant, teaching Grade
2 learners indicated that she did not attend any CAPS workshop and that she
received the CAPS documents from the principal. Most of the participants indicated
that their school principal didn’t receive any CAPS training and if they did, it was
just in the form of a meeting for the introduction of CAPS or to receive the CAPS
documents downloaded on a CD.
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To the question: What are the main changes from NCS to CAPS according to
them? The following were some of the points mentioned: Learning areas are
changed to subjects, time allocated to Home language and First additional language
changed; there are specific concepts or topics for each grade. Home Language and
Mathematics pass mark changed from 35% to 50% and 40% respectively. The
following was stated by a Grade 10 Male teacher: “We no longer talk in terms of
learning outcomes and assessment standards. Teaching is more teacher centred than
NCS (which was learner centred)”.

Participants were asked what is positive about CAPS? According to the
participants the subject content is clearly stated for each grade. Teachers engage
themselves in lesson preparations rather than a lesson plan, which also benefit the
learners. There are less tasks and teacher’s administration and written work reduced.
It will produce learners that are able to identify and solve problems and make
decisions; learners will be able to think critically and creatively. This is in line with
system theory by striving towards a dominant and common goal to improve the
whole education system.

To the question what is negative about CAPS, the following were stated:
Subject Advisers are not involved enough during training, not enough intensive
CAPS workshops has been done. No textbooks were delivered to schools yet.
CAPS does not cater for learner diversity. No in-depth workshops were conducted.
CAPS has been implemented prematurely as educators were not equipped with
relevant knowledge. According to a Grade 3 Female teacher: “Time given to time
tables are very limited - too much work to fit into one period”. According to system
theory schools function within a larger context and if schools do not receive proper
support and training from the DOE, they can’t function properly.

Participants were asked to make recommendations. The following
recommendations were made by some of the participants: Workshops must be for a
month and subject specific, textbooks must be delivered on time to schools, paper
work must be reduced so that educators may have good contact with learners and
workshops must be conducted to School Management Teams and principals for
implementation and monitoring.

Conclusion

Teachers were concerned about the plethora of policies, guidelines and
interpretations of policies and guidelines. Referring back to Systems theory — all
stakeholders should be involved in the education system, from the DOE down to
provincial, district and Subject Advisor level. Subject Advisor roles should be
clarified nationally and specify the exact nature of in-classroom and school support
they should provide to teachers. New documents, including the national curriculum
need to be made available to all schools, district offices and to parents via print and
digital media. In the absence of role clarification and training for the subject
advisors, many have resorted to developing tools to help interpret policies and
guidelines that have contributed to the confusion and proliferation of documents and
paperwork. It became clear from the research that teachers need to be better
equipped in their role as educators to implement CAPS successfully. The DBE
needs to improve on their implementation plan to make sure that new policy
document is implemented and doesn’t stay a policy document only.
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LYNETTE JACOBS

TOWARDS UNDERSTANDING DIFFERENT FACES OF SCHOOL
VIOLENCE IN DIFFERENT “WORLDS” OF ONE COUNTRY

Abstract

The legacy of South Africa’s destructive history is still evident in the different
worlds in which South Africans live. Quality education is compromised by violence
occurring in schools and role-players must face school violence and take steps to
deal with it. This can only be done if school violence is deeply understood within
the various school contexts of a diverse country such as South Africa. Towards this
insight a survey was conducted in 11 secondary schools from 3 provinces. The aim
of this study was to understand school violence through the experiences of learners
as victims and onlookers, taking into account various contextual factors within
which the South African school system functions. An international questionnaire,
adapted for the South African context, was administered to a non-probability sample
of 690 learners. Results refute stereotypical thinking about so-called vulnerable
schools, but confirm findings from other studies that large schools, in particular, are
susceptible to school violence. The study indicated that both learners and staff
members alike are guilty of school violence.

The South African school context

The history of colonialism followed by policies of segregation largely
influenced all spheres of contemporary South Africa. While 1994 was a watershed
in terms of the political landscape, the legacies of apartheid are still evident across
the country. Divided into nine provinces, some provinces (e.g. Gauteng) have a
more urban character and are densely populated. As a result of the stronger
economies, and in the hope for better work opportunities, these provinces experience
a high influx of people. Others provinces (e.g. the Eastern Cape) have a more rural
character, consist largely of parts that were formerly reserved for the Bantustan, and
are still struggling to overcome the disadvantages of the past (cf. Booyse, 2011a;
Booyse, 2011b; le Roux, 2011a; le Roux, 2011b; Pretorius, 2007).

Different worlds thus exist within South Africa, and schools reflect these
worlds. In the urban areas the high influx of learners put pressure on school supply
(Pretorius, 2007: 28-29), while lack of infrastructure and overcrowded classrooms
remain challenges in less privileged parts of the country (Pretorius, 2007: 29). One
of the many challenges that the education system in the country is facing, is the
prevalence of violence. Through the media, the South African public is informed
about violent incidences taking place in our schools. Articles regularly appear in
newspapers under headings such as Our children are raping each other (Davids &
Makwabe, 2007: 1), Schoolboy stabbed after ‘bad joke’ (Fuzile, 2008: 7) and Pupil
uses mother’s gun to kill tormentor, says cops (Van Schie & SAPA, 2012: 1).
While one could argue that the media often gives a twisted interpretation of a
situation (Carlyle, Slater & Chakroff, 2008: 169), the problem of school violence
has been confirmed in research reports from a variety of academic foci (e.g. De Wet,
2007; Marais & Meier, 2009; Rossouw & Stewart, 2008).
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The problem of violence in schools

School violence is not unique to South Africa, and seems to be a problem
around the globe. The world was, for instance, stunned towards the end of 2012, by
the shootings at an elementary school in Connecticut, where 26 people, mostly
Grade 1 learners, died (Bratu, 2012: 1). Although a great deal of research on school
violence gets published, Furlong, Morisson, Cornell & Skiba (2004: 7) argue that
“empirically driven knowledge about school violence [is] not keeping pace with
public interest and the demand for information to inform public policy”. Kollapen
(2006: 2) similarly states that although role-players and researchers agree that school
violence has an adverse effect on the education system, there is an “absence of
reliable quantification of the extent of school violence”. He expresses his concern:

[T1he environment for effective teaching and learning, for the development
of mutual trust and support between learner and teacher — all so critical in
the effective delivery of education is severely compromised in an
atmosphere where violence reigns (Kollapen, 2006: 2).

In order to decide on meaningful steps to effectively protect the learners, the
phenomenon of school violence must be profoundly and critically understood.
Towards this understanding, the World Health Organisation (WHO) demarcates
violence as follows:

[T]he intentional use of physical force or power, threatened or actual,
against oneself, another person , or against a group or community, that
either results in or has the likelihood of resulting in injury, death,
psychological harm, maldevelopment, or deprivation (WHO, 2002: 4).

Distinction is made between physical, sexual, psychological violence as well as
deprivation and neglect (WHO, 2002: 5). De Wet (2007a: 77-78) views school
violence as intentional, detrimental to the educational mission, and damaging to a
culture that is supposed to be conducive to teaching and learning, while the
Australian National Committee on Violence also included the phenomenon of
deliberate damaging of property to the demarcation (De Wet, 2007b: 249). While
the definition of violence by the WHO informs this paper, what sets school violence
apart is the context of the school, its fundamental purpose, the educational activities
associated with schools, as well as the school community and its property.

Although there are generic issues with regards to school violence, the particular
contexts of countries need to be acknowledged. | furthermore argue that while the
perspectives of teachers are important in the endeavour to understand school
violence, data obtained from school learners themselves is critical to understand this
phenomenon. In the light of the prevalence of violence in South African schools
and acknowledging the different context within which schools in South Africa can
be found, the following research question is thus posed: What are the experiences
of secondary school learners on types of violence in various South African
schools?
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Research methodology

In an attempt to answer the research question, a survey was conducted. A
questionnaire based on the internationally used research instrument of Benbenishty
and Astor (2005) was used, but adapted for the South African school context.
Taking into account the difficulty of getting people to take part in surveys in
developing countries (Bless, Higson-Smith & Kagee, 2006: 120-121), | put together
a convenient sample of 11 schools from three provinces in the country, guided by
Davies (2007: 54-55) who provides guidelines for researchers to get a sample that is
as good as it can be and a sample that researchers can reach with ease. The
necessary permission was obtained to conduct the survey and the schools randomly
selected 80 pupils who were willing to participate in the study. Of the 880
questionnaires, the schools returned 713, and | was able to use 690.

In line with the pragmatic research paradigm, | reject the notion that absolute
truths about school violence exist. Empirical research can merely provide some
insight into a phenomenon, and in this case the insight into the phenomenon of
school violence came from the learners’ perspectives. Although these perceptions
are only partial insights, | took specific steps to enhance the integrity of the survey.

The integrity of the research

| requested that the Life Orientation (LO) teachers should administer the
questionnaires at the schools during class time. Not only do issues pertaining to
school violence fall within the scope of this learning field, but the LO class should
also provide a supportive environment to deal with issues relating to school violence
should any have emerged, thus avoiding harm (Strydom, 2005: 58). The
questionnaires were neither marked nor numbered, and the instruction to
respondents was to not write their names on the questionnaires. Respondents were
free to refrain from responding to the items and return their questionnaires blank,
and they had to seal the questionnaires before returning them to the teacher.

Strydom (2005: 63) points out that researchers have an ethical responsibility to
respondents and to the research community to provide honest and valid research
results. In the survey, | used an existing research instrument that has been used
extensively in comparative international studies (Benbenishty & Astor, 2005). The
questionnaire was specifically designed for learners, and | adapted it for the South
African context. The Cronbach’s alpha coefficient of internal consistency of
responses was calculated as 0.9176, which suggests a high level of internal
reliability (Nunally in Santos, 1999: 2).

Analysis of data

The data was captured by an experienced person, and analysed using the
StatalC11 package. The aggregated data was explored based on the mean scores of
data, and significances of differences between mean scores from respondents in
various contexts analysed using the Student’s t-test and the one-way ANOVA
statistics (using the Sheffé post-hoc test). While these are often used to infer
findings, in this paper | use it to differentiate between groups without claiming to
generalise the findings.
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The following independent variables were used to explore various school
contexts:

o Different geographical-demographical contexts:

0 School setting (urban schools and rural schools);

0 Enrolment figures (750 or fewer learners and more than 750 learners).

o Different economical-technological contexts:

o School classification system of South Africa (poorer schools and more
affluent schools).

o Different socio-political contexts:

0 Race composition of the schools (single race school, schools in which the
majority of the learners are from one race with a small number of learners
from other races (unequally mixed) and multiracial schools).

In the questionnaire, statements are made about school violence. Respondents
had to indicate on a five-point scale whether specific acts of violence had taken
place in the 12 months prior to the survey. On the scale 5 indicated that the specific
violent act always occurs, and 1 indicated that it never occurs. This implies that any
score of above 1 needs to be noted. Using the mentioned four types of violence as
dependent variables, in the discussion that follows | will refer to differences between
the means of variables as follows: similar differences (small differences), notable
differences (moderate to large, but not statistically significantly) and statistically
significant differences (95% probability). Unless indicated as a percentage, all
figures given reflect the mean scores of the respondents on the variable.

Findings

The findings will be presented by first considering various acts of violence that
commonly occur. The different contexts will then be discussed, by firstly referring
to the perceptions of the respondents about the magnitude of the problem of school
violence, followed by comparing levels of the different types of violence in the
various contexts.

Violent acts commonly occurring

It seems that there are specific acts of violence commonly occurring in
secondary schools. Deprivation was indicated as the most common type of violence,
with a mean score of 2.2664. Certain acts that were indicated in this category to
frequently occur are that learners generally steal things from each other and from
teachers (77%), that respondents were the victims of theft of personal belongings
(57%) and also the victims of belongings being damaged or destroyed (24%).

Psychological violence was reported to be second most common form of
violence in the schools that took part in this study. The mean score of all items
measuring psychological school violence is 1.8268. This includes learners being
threatened and bullied at their school (68%); and teachers cursing, insulting or
verbally humiliating learners (52%).

The mean score of all items measuring physical violence is 1.7716. Common
forms in this category are learners getting into physical fights (67%); learners
pushing and shoving each other (64%); and staff members administering corporal
punishment (48%).
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The mean score of all items measuring sexual violence is 1.4731, suggesting
that at the schools in my sample sexual violence is, on average, a lesser problem
than other forms of violence. However, when one looks at the specific acts of sexual
school violence specific problems are pointed out by respondents. 43% of the
respondents indicated that boys sexually harass the girls, while 20% indicated that
the teachers sexually harass the learners. 2% indicated that they were sexually
abused by teachers during the preceding 12 months period and 1% indicated that
they were raped by a fellow learner during this period.

From the above it is seems as if both learners and teachers are perpetrators in
acts of school violence. The above trends are based on aggregated data from all
respondents and the views of respondents from different contexts follow.

School setting

Learners from rural schools (2.7129) are slightly more concerned about the
levels of school violence than those from urban schools (2.5590), yet in these two
contexts, the levels of physical violence and the levels of deprivation were similar.
Psychological violence is notably more prevalent in urban schools (1.8566) than in
their rural counterparts (1.7900), while sexual violence seems to be moderately more
common in rural schools (1.4923) than in urban schools (1.4562).

Learner enrolment

School violence is perceived by respondents at larger schools to be more of a
problem (2.752) than by respondents who attend smaller schools (2.540), a
difference that is statistically significant. The reporting of some types of violence
concurs with this concern. The level of physical violence in larger schools (1.8286)
is statistically significantly higher than in smaller schools (1.7273), while the level
of psychological violence (1.8566) is notably more than in smaller schools (1.7900).
However, the level of sexual violence and the levels of deprivation are similar in
these two contexts.

Economical context

Respondents from more affluent schools (2.726) are statistically significantly
more concerned about the problem of school violence than those from
disadvantaged schools (2.474). They also reported notably higher levels of physical
violence (1.7953) than the less affluent schools (1.7292). The more affluent schools
reported statistically significantly higher levels of psychological violence (1.8733)
than the less affluent schools (1.7444). On the other hand, the levels of deprivation
and the levels of sexual violence are similar.

Race composition

In this sample, in the schools where the majority of learners are from one race
and a small percentage of learners are from other races, respondents were
statistically significantly more concerned about the level of school violence at their
schools (2.934) than respondents from multiracial schools (2.780) and those from
single-race schools (2.389). Schools with the majority of learners from one race and
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a small number of learners from other racial groups experience the highest levels of
physical violence (1.8035), followed by multiracial schools (1.7888) and single race
schools (1.7434). Psychological violence at single-race schools in this sample
(1.7486) was statistically significantly lower than the levels in the schools where the
majority of learners are from one race (1.8777), and also statistically significantly
lower than the levels in multiracial schools (1.9060). Sexual school violence, in the
multiracial schools in this sample (1.4245), is statistically significantly lower than in
the schools where the majority of learners is from one race (1.5431), and notably
lower than single race schools (1.4706).

Discussion and conclusion

In this paper | considered how the various types of school violence acts are
experienced by respondents from various school contexts. Physical school violence
seems to be more of a problem in more affluent and larger schools. Psychological
school violence is a problem particularly in larger schools, urban schools, more
affluent schools, multiracial schools, and schools where the majority of learners are
from one race. Although school size and the economic status of schools do not seem
to influence the level of sexual school violence, in schools where the majority of
learners are from one race, sexual school violence seems to be a problem.
Deprivation is a common problem in all the schools that took part in the study.

In South Africa, many worlds exist and children attend school in a variety of
contexts. Yet, while some statistical difference can be noted in the levels of some
forms of violence in different contexts, contrary to stereotypical thinking in South
Africa, and to the general message that is purported in the media (cf. Jacobs, 2012:
26-84), there are more similarities than differences with regard to occurrences of
school violence in the various worlds that exist in South Africa. It is the
responsibility of all stakeholders to acknowledge the problem and to
comprehensively take steps to lower the levels of violence in all schools.
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AMANDA S POTGIETER

TRANSFORMING LIFE SKILLS EDUCATION INTO A LIFE-CHANGING
EVENT: THE CASE OF THE MUSICAL THE GREEN CRYSTAL

Abstract

This paper reports on how participation in a secondary school musical
production, within a life skills education programme, may contribute curricularly
and pedagogically towards equipping learners for meaningful, successful living in a
rapidly transforming society. Using the life skills curriculum for the subject Life
Orientation, and employing constructivist hermeneutic phenomenology, | compared
the dialogic educative space offered by a musical production with that of an ordinary
secondary school classroom context.

This comparative study suggests that secondary school musicals, as holograms
of life and reality may, curricularly as well as pedagogically, be understood as
practice grounds for life skills attainment (including social justice), whereas
traditional classroom practice perpetuates monologism. The musical provides a
space for discovering and exercising human talents, social interaction, co-
responsibility, mutual and reciprocal trust and knowledge and meaning-making
whereas the traditional classroom no longer seems to be able to provide a nurturing
and safe practice ground for life skills.

Dialogic space

Dialogue is a tool for cultural and pedagogical intervention in human
development and learning (Du Preez, 2006: 43; Rule, 2004: 1). Dialogue mediates
the cognitive and socio-conventional (i.e. cultural) spaces between all relevant role-
players and stakeholders in a musical production, as well as between what the
learner (as participant in the musical production) knows and understands and what
he or she has yet to learn, know and understand.

One of the principal functions of a secondary school musical production is to
provide appropriate and adequate dialogic and educative space to allow for the
creation of interactive opportunities and encounters for all relevant role-players and
stakeholders (Du Preez, 2006: 44). The fact that these activities seem to develop
skills more effectively in extra-curricular activities than in traditional teaching-
learning spaces (like classrooms) is also emphasised in the body of scholarship and
learners reflected that they had learnt emotional, cognitive, physical, interpersonal,
and social skills better through participation in organised out-of-school contexts
(Wood, Larson & Brown, 2009: 297; Fredricks, 2011: 2; Fredricks & Eccles, 2005:
508). Participation in organised school activities also helps learners to develop life
skills such as problem-solving, time management, goal setting, decision-making,
and leadership skills.
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The secondary school musical production as dialogic space

The secondary school musical production provides an opportunity for learners
to enter into a safe dialogical space for life skills attainment. Educators usually
provide the opportunity for learners to take part but it remains the learners’ choice
whether they want to participate or not. By participating in the staging of the
musical learners acquire reasoning skills through interaction with their peers, as well
as their educators and other role players involved in the production (Potgieter, 2012:
121). The interaction between these role players is often confrontational but always
encourages authentic dialogue. My study documents a single secondary school
experience in a developing country context and highlights the role of extra-mural
secondary school musical productions within a Life Orientation education context. It
enhances our understanding of the ontological and epistemological limits of Life
Orientation education. Musical productions support learners towards a culture in
which the constitutional, democratic values of human dignity, equality and freedom
can be realised as an integral part of the subject Life Orientation.

A secondary school musical essentially remains a pedagogical event, because it
represents a purposive socio-conventional intervention in individual and communal
human development which is saturated with the values and history of the particular
society and community in which it is located and contextualised. As a tool for
cultural and pedagogical intervention, dialogue is not only pervasive in its range of
use, but also powerful in its pedagogical possibilities. It is realised through on-stage
dialogue between characters and off-stage dialogue between members of the cast
and the production team, as well as between the production team and the audience. It
is also realised through moments of interaction between the cast and the audience,
dance, music or eclectical combinations of the above. Authentic dialogue mediates
the cognitive and socio-conventional spaces between all role-players and
stakeholders, as well as between what the learner as participant knows and
understands and what he or she has yet to learn, know and understand.

It follows that one of the principal functions of a secondary school musical
production is to provide appropriate and adequate dialogic-educative space and to
create interactive opportunities for all relevant role-players and stakeholders so that
it becomes possible to engineer such mediation.

Weille and Knauth (1997), Alexander (2005) and Du Preez (2006) all reflect on
the use of dialogue in educational contexts. Du Preez (2006: 33) critiqued the
conceptions about educational (i.e. mainly pedagogical) dialogue by arguing that
dialogue should not be regarded as a commaodity to be used to gain a predefined end
or become a tool geared towards achieving a pre-conceptualised goal. It should be
the aim of education to break the traditional mould of sage-on-the-stage
monologuing where the educator speaks and where the learner sits quietly absorbing
his / her wisdom (Alexander, 2005: 3-4). The nature of the secondary school musical
as specific genre is essentially geared towards breaking monologism® and to
promote dialogue by cultivating a coming together of culturally and religious

! Monologism in this context refers to humans developing in a void through the perpetuation
of cultural essentialism, cultural relativism and traditional communitarianism, where the
voices of alternative possibilities are usually deliberately silenced (Du Preez, 2006: 35).



Amanda S Potgieter 69

diverse communities in order to understand and accept each other’s life-worlds. It is
a vehicle to use dialogue to shape children’s thinking and thus the societies they live
in (Alexander, 2005: 1).

It should never be the aim of the secondary school musical to promote dialogue
in order to solve the predicaments of society. This concurs with the view of WeiRe
and Knauth (1997: 39-42) that diverse experiences are prerequisites for dialogue.
The musical production creates space for exploration about life where interlocutors
from diverse backgrounds such as educators, learners, parents and other role-players
who are part of the production meet to compare and reflect on their differences.
Although the musical production is currently an extra-mural activity, it remains
pedagogical in nature and can be adapted for the intra-mural curriculum as it is a
purposive socio-conventional intervention in personal development, drenched with
the societal values and history of the community it serves (Alexander, 2005: 2). As
such, it provides a safe space for dialogue about social conventions, norms and
values where mutual understanding is empathetic rather than critical in nature (Du
Preez, 2006: 44).

The secondary school classroom as monologic space

The curriculum provided by the Department of Education (2010: 3, 4) for life
skills education within a Life Orientation programme envisages a practice ground
where individual and communal skills may be acquired and honed by secondary
school learners. The traditional classroom has its origins in the factories of the
Industrial Revolution where bells regulated time and spaces were manipulated by
walls, hallways and gates (Barret & Smigiel, 2007: 39).

In contrast to the scheduled?, yet pliable nature of the musical production where
any space may be used for rehearsal and practice, the classroom situation seems to
be a space for monologue rather than dialogue. The educator has to create a dialogic
space for life skills attainment in a classroom that does not reflect a real life
situation. To generate suitable opportunities in which learners are able to practise in
a real life environment at least the majority of those life skills as stipulated by the
curriculum, creates a real challenge for educators, especially as principles such as
democratic and human rights, social justice, and reconciliation and equity should not
only be taught but also instilled (Department of Education, 2010: 8).

If educators do not approach Life Orientation and particularly life skills
education as an opportunity to realise the potential of the learners as functional
individuals and community members they will not be able to contribute to the
community where they work and live. The school as extension of the family, given
its accountability in terms of acting in loco parentis, is obliged to accept its co-
responsibility for educating these learners within the framework of the curriculum to
acquire those life skills as stipulated by the curriculum for Life Orientation
(Department of Education, 2010: 3). The aim of life skills education is to teach
learners to acquire and apply knowledge, skills, norms and values, and to be able to
participate meaningfully in their own communities irrespective of their individual

ZItis scheduled, because of, for example, practice schedules and rehearsal slots. These are
usually negotiated collaboratively between learners and teaching staff — hence the use of the
term “pliable”.
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diversity (Griessel, et al., 1990: 50; Department of Education, 2010: 3). Educators
should be aware of the limitations of the classroom environment as dialogic space as
it does not easily allow for other role players or for transformational conflict to enter
the classroom in order to provide input for the creation of a natural dialogue for
exploration about life.

Findings of the comparative study

In this comparative study | found that secondary school musicals, as holograms
of life and reality may, curricularly as well as pedagogically, be understood as
practice grounds for life skills attainment which also incorporates issues of social
justice. Although life skills could be taught conventionally, they should preferably
be practised in an integrated and spontaneous manner and within a secure and safe
space. Life skills attainment is, therefore, closely related to lifelong learning. The
musical production could consequently be a useful pedagogical innovation through
which the outcomes of the subject Life Orientation could not only be taught and
practised but also be studied and assessed by educators, learners and other role-
players and stake-holders.

The secondary school musical production endeavours to entertain and to
educate. It becomes an instrument of discovering and exercising human talents as
each learner finds his / her place in the production. Aspects of drama, song and
choreography are present in the production and provide opportunities to learners to
discover and enhance their talents. In the traditional classroom the detection of
talents is limited by opportunity and the development of these talents are hampered
by time constraints such as asynchronous pedagogic disruptions (i.e. scattered lesson
periods on an official time-table). Technical aspects offer different areas of talent
development to learners but cannot be fully developed in a traditional classroom
environment. According to the data there is opportunity for all learners to participate
in a secondary musical production — irrespective of their talents, skills or abilities.
Musical ability, alone, should never be the prerequisite for participation in a
secondary school musical production. Learners (should) become co-responsible for
all aspects of the production with educators as their mentors. The classroom
environment rarely provides talent development on this level. It is restricted in the
variety of talent development options, because of time, spacial and subject-
pedagogic limitations.

The secondary school musical also facilitates social interaction. Life skills
linked to social interaction include effective communication, cooperation, working
together towards a shared goal, mutual trust and acceptance of differences (Barret &
Smigiel, 2007: 38). These skills are best attained when working together as a social
community on a shared project that also includes the society-at-large. The musical
production provides opportunity for learners within a safe dialogic-educative space
to share social similarities but also confront social differences. The teaching space of
a traditional classroom isolates learners, rather than unite them (Norberg, et al.,
2011: 215). The traditional classroom displays a propensity towards monologism
whereas the musical acts like a centrifugal force towards authentic dialogue and
social interaction.

Finally, the musical production encourages co-responsibility, mutual and
reciprocal trust, as well as knowledge of otherness and the construction of meaning
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with regard to social constructs. Trust and co-responsibility are mostly dependent on
the presence of the social constructs of sharing and cooperation — which most
producers, educators and scholars argue form an intrinsic part of the pedagogical
and educational make-up of any secondary school musical production (Wolhuter, et
al., 2009: 50). Sharing a mutual goal should result in the participants having to trust
their fellow-participants and to believe entirely in their mutual trustworthiness.
Within this subculture of shared dialogue created by the musical production,
participants are encouraged to practice their interpersonal skills and learn how to get
along with and accept people from diverse world-views and backgrounds. Although
it is expected of learners to be accepting of diversity within the classroom
environment, it remains mostly a simulated situation which is often driven by fear of
punishment rather than by true acceptance. In the traditional classroom, life skills
may be explained, but behaviour usually associated with a particular life skill is
seldom altered through mere instruction alone (Fredricks & Eccles, 2005: 508).

Conclusion

Further research with regard to the dialogic nature of secondary school teaching
and learning environments should shed light on the implications for a South African
developing country educational context. Perhaps the problems experienced in our
current education system have their roots (of evil?) in the essentially monologic
nature of our conventional classroom practices. The ontology of the proposed
secondary school musical production and its implementation in schools should be
clarified. Including a musical production in the Life Orientation programme could
remediate contentious social problems and facilitate social justice within South
Africa’s diverse communities through the creation of dialogic educative spaces for
effective knowledge, skills, norms and values education.

I conclude with a quotation from a participant as a summation of this
discussion:

“...try something new. If you don’t try you will never know what you can
achieve.” (P8: R 38)
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SIMON TAUKENI & TAOLE MATSHIDISO

ACCESSING SOCIAL GRANTS TO MEET ORPHAN CHILDREN SCHOOL
NEEDS: NAMIBIA AND SOUTH AFRICA PERSPECTIVE

Abstract

In this comparative paper we interrogate the access of social grants to meet
orphan children school needs in Namibia and South Africa. We noted that the two
governments are committed to provide orphan children with social grants to enable
them to meet the school needs. However, accessing social grant to benefit most
vulnerable orphan children raised many questions than answers in the recent times.
We reviewed published and unpublished documents to examine the access of social
grant to orphan children in both Namibia and South Africa. We discuss how orphan
children access the social grants and the challenges facing them and their caregivers
to meet their school needs such as paying school fees.

Key words: Orphan children, school needs, maintenance grant, foster care grant

Introduction

The rights of all children are recognized internationally and the Namibian and
South African governments are obliged to ensure that all children including orphans
access education and better livelihood. The two neighboring governments offer a
unique safety net for vulnerable households through the provision of social grants
(Taylor, Kidman & Thurman, 2011). School children experiencing orphanhood are
one of many groups of vulnerable children that need care and support (Wilson,
Giese, Meintjes, Croke & Chamberlain, 2002) to meet their school needs. The
definition of an orphan child varies from country to country and from one
community to another (Skinner, Tsheko, Mtero-Munyati, Segwabe, Chibatamoto, et
al, 2004). For instance in Namibia an orphan is any child under 18 years that has lost
a mother or a father or both parents as a result of death (Smart, 2003). In South
Africa, an orphan is defined as a child that has no surviving parent caring for him or
her after one of the parents has died (Draft Children’s Bill cited in Nkomo, 2006). It
was estimated that by 2012 Namibia would have an orphan population of over 250
000 (UNICEF, 2002) translating to one in three children in Namibia will be an
orphan. According to Statistics South Africa (2005) there are more than 3.5 million
orphans. This is equivalent to 18.6% of all children in South Africa. The majority of
these children became orphans as a result of HIV and AIDS (UNICEF, 2005).
Despite the Namibian and South African governments’ commitment to support
orphan children in meeting their school needs, the reality on the ground seems to
suggest that not all orphan children are accessing the grants and benefit from it. A
study by UNICEF (2006) found that with the existence of social grants, some of the
children who are beneficiaries are not going to school and many of those who are
entitled to access the grant are not able to do so. Thus, the aim of this paper is to
look into the access of social grants to orphan children and challenges they face in
accessing the grants.
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Methodology

A review of relevant documents was used to outline the findings and debates
regarding the accessing of social grants to orphan children. Searches included both
published and unpublished documents on social grants from both Namibia and
South Africa. Existing reviews of research were examined and extensive online
searches of numerous databases were conducted, including Dissertation Abstracts
and Educational Resources Information Clearinghouse (ERIC). Combinations of the
following key words were used in online searches: social grants and orphan children
support services. Studies were only included if they provided information on social
grants from Namibia and South Africa only.

Key Findings

In this section we present some key findings with regard to the access of social
grants among orphan children in Namibia and South Africa. The main challenges
facing the access of social grants among orphan children and their caregivers are
also presented. We first present the findings about Namibia perspective before we
look at the one from South Africa perspective.

Namibia perspective

Accessing social grants

The Namibian government provides support to orphan children through the
social grants namely: child maintenance grants, foster care grants, allowance paid to
children’s home and places of safety and grants for children with disabilities. Since
the paper focuses only on orphan children it talks more about the child maintenance
grants and foster care grants which majority of orphan children are likely to be
beneficiaries. Maintenance grant is paid towards the maintenance of a child under
the age of 18 years. Parents receive N$ 200.00 for one child plus N$ 100.00 for
every additional child monthly to a maximum of six children per applicant (Ashby,
Yates, Hubbard & Mkusa, 2006). In order to qualify for maintenance grant the
following should apply: One or both parents receive old age pension or disability
grant, one parent has died or one parent is in prison for six months or longer and the
surviving parent earns less than N$ 1000-00 before deductions (Nitsckhe, lhemba &
Nekundi, 2007).

The foster care grant is given to caregivers who undertake the temporary care of
any child found to be in need of care and who have been placed in his or her custody
in terms of the Children Act No.33 of 1960. Parents receive N$ 200.00 for one child
plus N$ 100.00 for every additional child monthly to a maximum of six children per
applicant (Nitsckhe, Themba & Nekundi, 2007). The government of Namibia
through its implementation of a Plan of Action for orphans and other vulnerable
children (NPA 2006-2010) in the 2009 financial year, provided more than 50,000
children with social grants to alleviate their plight whilst attending schools (Yates,
2007). The Ministry of Gender and Child Welfare, is responsible for registering and
processing grants for orphans and vulnerable children on a monthly basis.

Taukeni (2011) interviewed six orphaned children about social grants’
provisioning. He found that half of the participants in the study received grants from
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the government. Their caregivers and relatives received the grants on their behalf.
The grants were used by their caregivers to buy orphan children school uniforms,
shoes, clothes and to pay school fees. There were also a few of the participants
shared their grants with other family members and the money was not enough to
cater for all of their needs, especially, to pay school fees. Some of their comments
were as follows: “I received the grant and one of my siblings received it too. My
grandmother receives my grant on my behalf”. Another participant said: “l am the
only one who received the grant money from government at home. | share it with
my brother”. A girl living in child headed household said: “My sister uses it to buy
us shoes, school uniform and pay school fees”. Even though most orphan children
were provided with social grants to meet their school needs, some of them are facing
challenges to access these grants.

Challenges to access social grants among Namibian orphan children

A Baseline survey carried out by Project Hope in 2006 in the Namibian northern
regions of Omusati and Oshana found that most orphan children were not attending
school cited lack of money for school fees and school uniforms as reasons. This was
also confirmed in the study conducted by Taukeni (2011) in the Endola circuit,
Namibia that the majority of participants experienced problems with paying their
school fees. Participants were quoted as follows: A maternal orphan girl said, “It
was said that my father would send me money when he got paid to pay my school
fees”. Another paternal orphan boy revealed: “Fees are not going very well. | can
stay even a year without paying school fees. When the school starts is when | pay”.
He also raised a concern that: “I feel bad about my name being called to pay in class.
| used to feel bad. Other learners might say | am in the class but | did not pay”.

Also, in their study Mnubi-Mchombu and Ocholla (2011) found that most
orphans in rural areas were faced with poverty and could not afford to pay school
fees. Unfortunately they were not aware that they could apply for an exemption. A
few who knew the procedures for applying for exemptions were refused permission
by the head teachers or principals. Additionally, Nitsckhe, Themba and Nekundi
(2007) quoted Lydia, a 72 years old single female in the Khomas region who said
that: “In order to apply for maintenance grant, | need to take the surviving parent
along. Since | do not know his whereabouts | cannot register for the grant. | find it
difficult to pay school fees, since the school refuse to exempt the children from
school fees”. Even though the participants had not paid their fees, none of them
reported being barred from attending school. The inability to pay school fees is a
plausible cause part of the drop in school participation after a parent’s death, to the
extent that the death reduces household income (Yamano & Jayne, 2004).

Documents also revealed how not being able to get proper documentation could
prevent orphan children from applying for social grants. Obtaining birth certificates,
death certificates and identity documents which are compulsory for one to qualify
for welfare grants, was a problem mentioned. For instance, Taukeni (2011) found
that some of the participants in the study did not receive the grant because of
incomplete documentation. One of the participants commented that: “lI was not
registered because my birth certificate could not be found. It was with my maternal
grandmother”. He further commented that: “My grandmother did not want to give
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the papers to let me be registered by my paternal aunt. She wanted to get me
registered herself”.

Another challenge noted was with regard to the criteria that when the applicant
earns more than N$1000-00 per month, he or she does not qualify for the
maintenance grant. If the children are orphaned by one parent and or might be
vulnerable, they do not benefit from the support available from Government just
because their caregiver earns slightly more than N$1000-00 per month (Nitsckhe,
Ihemba & Nekundi, 2007) or does not have income at all.

South Africa perspective

Accessing social grants

In 2000 the South African government started provision of cash grants as
poverty alleviation mechanism. Among these grants are: child support grants, foster
care grants, and care dependency grants. Orphans are also beneficiaries of these
grants (Ntshuntshe, 2011). The child support grant is R220 per month and is payable
to all children under 14 years of age whose primary care giver passes a means test
(Department of Social Development, 2005). The foster care grant is provided to
children below the age of 18 who have been placed in foster care and are in need of
assistance. The amount provided is R690 (Department of Social Development,
2005). However, access is markedly low for foster child grants compared to the
access for child support grants (Taylor, Kidman & Thurman, 2011). The grants
system is managed through the South Africa Social Agency and provides cash
transfers to low-income families. As of October 2010, nearly fourteen million
beneficiaries were receiving grant payments (South African Security Agency cited
in Taylor, Kidman & Thurman, 2011).

Challenges to access social grants among South African orphan children

In her study Ntshuntshe (2011) assessed the implementation of intervention
programs that ensure the right to education for orphans in schools in the King
William’s Town District, South Africa. Data revealed that there were a number of
challenges faced by orphans with regards to accessing social grants and this affected
their school performance negatively. Some of the challenges were (1) even though
orphans were receiving the social grants, it was inadequate to provide for their home
and school needs; (2) there was lack of information by applicants to access
documents they needed to apply for social grants; this was an impediment to access
to funds from social grants; (3) the long distances travelled by people to reach social
services posed obstacles to those wishing to apply for grants; (4) applicants lacked
proper documentation such as birth certificates and parents’ death certificate which
could impede application processes for social grants; and (5) lack of monitoring of
social grants resulted in the misuse of funds by some caregivers.

Taylor, Kidman and Thurman (2011) asserts that some foster care parents have
great difficulty in getting the foster care grant because they fail to produce the
necessary documents such as birth certificates, the biological parents’ death
certificates. This leaves many children who have lost parents without the social
support at a time when they are particularly vulnerable. They also found that that it
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is very difficult for child caregivers to get social grants as they are often complicated
by a means test (Taylor, Kidman & Thurman, 2011). The child caregivers will only
pass the test if he or she lives in either a rural area, in an informal or formal dwelling
and an urban area in an informal dwelling, and has a personal income of below
R1100 per month (together with the spouse) and occupying a brick or asbestos
house (Department of Social Development, 2005). Many young children under the
age of 18 are taking care of households and younger siblings, but they do not qualify
to get foster care grant. Hence, the number of children receiving foster care grant is
far below than it should be in reality (Ntshuntshe, 2011). For example, in some cases
children are taking care of smaller siblings, in situations where both parents have
died in HIV/AIDS related cases. In such cases the children will not qualify for foster
care grant as it requires that anyone who seeks a foster care grant should stay in a
stable environment and must have an income below R1100. As a result, many
orphan children are left out to gain access of the foster care grants even though they
qualify to get it.

Conclusion and recommendations

We conclude that even though the Government of Namibia and South Africa
made provision of social grants to orphans and other vulnerable children to meet
their school needs, not all orphans were able to access the grants and they were
finding it difficult to pay their school fees. This is due to many reasons such as lack
of supporting documentation for example: birth certificates, identity documents and
death certificates. Another challenge mentioned especially with regard to accessing
foster care grant in South Africa was the issue of a means test that most caregivers
were finding it difficult to meet its criteria. We found that generally accessing foster
care grants and maintenance grants was difficult in the two countries. It appears that
some criteria to access social grants are not inclusive of orphan children who are
taking care of younger siblings after the death of their parents especially in HIV and
AIDS cases. We therefore recommend that the criteria to access foster care grants
should include the orphans who are in child headed households in both Namibia and
South Africa. Also, we noted that nearly all social grants in Namibia were N$ 200-
00 plus N$ 100-00 for addition children to maximum of six, we would like to
recommend that the amount needs to be increased so that orphan children could
meet their school needs better.
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MANUEL JACINTO ROBLIZO COLMENERO

EDUCATIONAL ACHIEVEMENT AS DEFINING FACTOR IN SOCIAL
STRATIFICATION IN CONTEMPORARY SPAIN

Abstract

One especially relevant key theme in Sociology of Education is to what extent
parents’ cultural level has significant implications in students’ educational
achievement and, as a consequence, in the social mobility inherently linked to level
of education and professional training. In order to investigate this aspect on current
Spanish society, our purpose has been to make an analysis based on data coming
from public opinion surveys carried out by major sociological and statistical Spanish
institutions. Since recently, these data are freely available to researchers, what
makes possible the access to viewpoints of large samples of respondents. In short,
with a view in the two-generation transit throughout the Spanish educational system,
we will observe the validity of patterns of social and cultural inequality still
influencing -though not determining- the educational achievement of Spanish
population and, therefore, its professional development.

‘Cultural capital’ in contemporary Spanish society as a defining element of
intergenerational transmission

Some decades ago, the concept of ‘cultural capital’ (Bourdieu & Passeron,
1970) was coined pursuing to disclose economically-based class relations that
underlay differences in performance in education, and offering, as well, a way to
question the dominant educational discourse. The term became a watershed in
analysis and reflections about the nature of the educational system, and developed
into one of the main spotlights in contemporary Sociology of Education. From 1970
on, social landscape in the so-called Western societies has changed dramatically,
moving from an industrial setting to a post-industrial one, where validity of class-
based assumptions is approached in a different -and frequently sceptical- way.

Even though it could be theoretically legitimate and appropriate, we are not
aiming now to analyze in depth the validity of 1970 Bourdieu and Passeron’s
claims, with all its theoretical connotations, but just to approach the current Spanish
educational reality with a view on a factor whose relevance was originally put
forward by these authors. In this sense, according to data from Spanish Institute
National for Assessment of Quality of Educational System (INECSE, 2005),
parents’ educational level turns out to be an adequate explanatory factor to be kept
in mind for an appropriate understanding of the social reality of education, since
there is a parallel progression between children’s results and parents’ level of studies
in every area of knowledge. The same research quantifies with Pearson’s correlation
index the link between family’s cultural level and achievement in Spanish language
(0.285), Maths (0.307) and Social and Natural Sciences (Conocimiento del medio)
(0.314) (INECSE, 2005, pp. 98, 150 and 61), which gives us a more precise
numerical expression of something that is hardly expressed with such accuracy
through words. In all the cases, the differences are statistically significant.
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The concept cultural capital itself provides us with a meaningful frame to
analyse the relevance of intergenerational transmissions in the particular Spanish
case in two steps: firstly, in educational achievement, where some significant
influences can easily be observed; secondly, we will try to make clear for this
paper’s readers how educational level acts as a key element strongly defining
-though not determining- positions in labour market, with special reference to the
peculiarities of the Spanish one. It was many years ago when Lester C. Thurow
posed the theory of the employment queue (Thurow, 1983) as a criticism of the
classic theory of human capital, originally formulated in relation to education by
Theodore W. Schultz (Schultz, 1968) and Gary Becker (Becker, 1983), which
emphasized the value of investments in training for economic promotion, both in the
personal and collective sense. From Thurow’s viewpoint, this was a valid approach
only for welfare economic periods, but in recession ones the adequacy between
qualifications and economic demand would be far from complete. In these contexts,
education becomes a defensive weapon, and it is no longer a way to achieve better
incomes.

In Spain, a main factor to weigh the extent to which a particular position in
workforce can be considered more or less successful or favourable is unemployment
rate, due to the special characteristics of the Spanish labour market. Only workers
with University qualifications offer an unemployment rate significantly below the
national average, which indicates a, comparatively speaking, more favourable
starting point in the employment race, so especially difficult in Spain (INECSE,
2004, p. 3). In our data, we will observe the validity of Thurow’s approach
nowadays, particularly in relation to stability in public sector work. Strongly linked
to the issues above, other factors are amenable to be analysed. Thus, it could be
weighed to what extent the so-called ‘cultural capital’ is linked to ‘economic
capital’.

Parents’ cultural background: incidence in educational attainment and
further studies expectations

When it comes to go deeper into the reasons that underpin these aforementioned
widely spread cultural influences, we should turn to the role of culturally-based
background, with a double meaning. Firstly, family’s cultural capital is decisively
linked to educational resources available for children and, secondly, appropriate
family environment usually generates equally appropriate attitudes towards
education and associates skills. Data from Survey about Household Expenditures in
Education 2007, carried out by National Statistics Institute, shows that the expenses
in education are significantly different if we look at educational level and
professional activities of breadwinners.

It has been also observed that the cultural capital has its corresponding
translation into social class, whose belonging acts as an influential factor regarding
percentages of 16 and 17 year-old population enrolled in post-compulsory secondary
education. Parents’ labour qualification can be considered as influential in a number
of aspects. This point has been approached focused on the still underlying
inequalities in enrolment rates, which has a particular meaning given that, apart from
individual achievement, parents’ working condition becomes an ingredient
amenable to be affecting children’s future perspectives and parents’ will to invest in
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education for their offspring. In this sense, it has been observed (Calero, 2006) how
more than 72 per cent of children of manual non-qualified workers’ drop out after
compulsory education, with a similarly high figure (63.6) for the other worse-off
group, agrarian workers. In these cases, both the comparatively lower qualification -
and, therefore, educational level- and the worse economic condition can be
considered as very strongly defining elements at this stage that is the normal route to
University studies.

Data referring to number of books at home, TV consumption, availability at
home of the Internet and the frequency of parents’ assistance with children’s
homework are sufficiently meaningful of the diverse atmospheres offered in the
respective cultural backgrounds (Pérez-Diaz, Rodriguez & Sanchez, 2004). These
last aforementioned figures are clear indicators of the degree of parental
involvement in their offspring’s education. In this way, trying to define the specific
mechanisms working in this contemporary form of cultural capital, it is expected
that the differential availability of cultural resources at home would make easier a
differential achievement at school for the offspring living in these diverse cultural
environments.

The number of books available at home remarkably differs on the ground of the
different educational levels, with an especially noticeable gap between individuals
with University degrees and without studies (Survey about Participation of Adult
Population in Learning Activity 2011, National Statistical Institute). A similar value,
in that it is related to reading habits so strongly connected with success in education,
has the data (from the same aforementioned source) related to the frequency of
newspapers’ reading by educational level. Percentages turn out to be increasing as
we are going up in the educational level in the case of interviewees that read
newspapers on a nearly daily basis; and the opposite occurs when it comes to data
related to extreme low frequency of reading of newspapers. This factor can be
thought as a good indicator of propitiatory habits in offspring’s family settings. The
diversity of factors involved in the mechanism of cultural capital has been widely
covered by Spanish authors.

And this unequal availability of resources -both material and immaterial- is
connected, in the Spanish case, to the duality existing in the educational system
between private-owned and public-owned centers, with diverse consequences as the
different chances of promotion from one course to the following (Gimeno, 2004, pp.
187-190). Parents’ cultural level variable is present in Spanish reality, as well, as an
explanatory ingredient in relation to centre ownership, in that it is possible to find a
noticeably higher presence of highly-qualified and educated progenitors in private
educational institutions (INECSE, 2005, p. 60). Meanwhile, it has also been
observed that academic achievement is more satisfactory in private centres
(INECSE, 2005, pp. 58, 95 and 147; Instituto de Evaluacion, 2010, pp. 160 and
162). Indeed, public/private dualism is apt to be approached as an additional -but
significant- factor. Comparing total percentages of respondents who studied in the
different types of educational centers with the corresponding percentages classified
by their highest achieved educational level it is possible to find significant remarks
about the influence of the private/public dualism in the long term (Survey on
Spanish Youth 2007, Centro de Investigaciones Sociolégicas).
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This reality has become particularly apt to misunderstandings, and recent data
from Instituto de Evaluacion makes clear -by taking into consideration the so-called
Socio-economic and Cultural Index (ISEC)- that results have to be analyzed at the
light of social setting of both students and centers (op. cit., pp. 162 and 163).
Reasons for this differential achievement have -as far as our data are concerned-
nothing to do with an intrinsically higher quality of teaching in private centres, but
with sociological traits of students. In fact, students with less favourable educational
conditions (mainly, immigrants, ethnic minorities, and marginal and rural
populations) are more widely tended by state-owned centres, and, subsequently,
results from these groups are numerically reflected in them. In the opposite sense,
students with the highest parents’ cultural background are statistically more prone to
be included in the most favourable social conditions offered by private centres.

Study-based labour market position

How could these years in contemporary Spain be defined when it comes to the
role of cultural level in the labour market? We can say that we are not living in the
atmosphere of prosperity, sharp economic growth and, specially, full-employment
that characterized human capital proponents’ years; on the contrary, Spanish
population has to live with certain degrees of unemployment, specially of what
could be called qualified unemployment, since the vast majority of the highly
educated work force does not wish to work in certain kinds of inappropriate jobs. It
is possible to talk, then, paraphrasing Thurow, about a ‘queue of qualified
employment’.

Though aforementioned Thurow’s viewpoint was originally referring to
unemployment situations that stem from the 70s crises, it seems that he was, to a
great extent, right even for current times, given that high qualifications and
educational levels lose part of the value that was arising from an offer/demand
mechanism. What becomes true is that in crisis a University qualified worker could
be in the same queue for subsidies as an illiterate one, but, even in these contexts,
qualified work force will face the professional future with better prospects.

In this sense, if something can be considered as very especially defining Spanish
culture towards work, it is certainly the wish to get a job in the public sector, as a
consequence of the deep concern for stability that characterizes our attitudes when it
comes to economic activity. In this sense, we would like to highlight how the level
of studies predominant in the public sector (civil service and public-owned
companies) is University, with a remarkable difference compared with private
sector, moreover. Even in underemployment cases, University studies become a
way, in short, to get not only better incomes, but as well a more desirable position
where stability has a major weight, which turns out to be a particularly decisive
factor for a majority of job seekers (Survey on Spanish Youth 2007, Centro de
Investigaciones Socioldgicas).

Conclusion: the influence of parents’ educational level on children’s
development

This paper was originally conceived as a means to put into words and figures
how the educational level still behaves as the Ariadna’s thread that let us get out of
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the labyrinth of social circumstances. It is not possible to talk in rigour, as it is
frequently done, of a determining effect of cultural level in intergenerational
transmissions. We would rather talk about conditioning influences, in that all the
figures in the tables and graphs above show how, in the first step, parents’ cultural
level has proved to affect children’s educational development and expectations, with
a view in the role that the private/public dualism plays in this complex game.

This, in turn, becomes the way for diverse higher education degrees that,
statistically speaking, have shown a positive effect on working activity, as much in
relation to incomes as in presence in the most envied sector of the Spanish economy.
In particular, in spite of the depth of the social changes that have contributed to
diminishing the gap between qualified and non-qualified work force, it is possible to
observe how highest educational levels still keep a comparatively privileged
position in the labour market. Put another way, if we talk about statistical
conditionings we emphasize that social factors -and particularly parental educational
background- do not completely mould society hewcomers’ working lives, although,
with no doubt, they make it easier for the potter to outline the shape that has to be
given to the pre-existing clay.
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VADIM ROUK

FROM TIMES OF TRANSITION TO ADAPTATION: BACKGROUND AND
THEORETICAL APPROACH TO THE CURRICULUM REFORM IN
ESTONIA 1987-1996

Abstract

The aim of the paper is to research the important process of the history of the
educational development of Estonia, the reform of the national school curriculum
which began after the teacher’s congress in 1987 and ended in 1996 when
government approved the document. That reform was carried out in the context of
thoroughgoing and dramatic historical changes that deeply affected the whole
Estonian society. The distinctive features of the Estonian model of general education
became more visible with the nascent space for liberalization caused by the
Gorbachev’s perestroika in the Soviet Union in the middle 1980s. Although
Estonians already had certain autonomy to teach and learn in Estonian and use
Estonian textbooks, it was just after the collapse of the Soviet system that abolished
Soviet traces in the framework of the Estonian school curriculum.

Introduction

Prior to World War Il Estonia was an independent country and had its own
national school curriculum. After the World War 11, Estonia came under Soviet rule
that meant the imposition of the Soviet school curriculum (more of the model of the
learning plan) up to 1991. Profound modification of curriculum from 1987 until
1996 was one of the innovations in Estonia in order to get rid of the Soviet heritage.

Here the effort will be made to employ some of the most recent and advanced
theoretical discourses in studying history of education. So, the aim of this study is to
position the example of Estonian curricular development into the broader
international, theoretical, historical context. Thus the main research question is:

What characterized the process of Estonian curriculum planning from Soviet
time to the first national version of 1996 in the context of Western curricular
development?

Estonian experience is interesting because it indicates that “/.../ curriculum
reform is successful when there is support from both educationalists of all kinds and
the general public can also be mobilized, using the strategy and tactics especially
developed for implementing this process” (Ruus & Sarv, 2000, p. 141).

Discussion

Author argues that the Estonian case can be put in the frame of social
construction theory, which implies that changes in society would necessarily reflect
in curriculum planning because of “the tension between: social efficiency, child-
centeredness, and social reconstruction” (Hendry, 2011, p. 172). The same which
Professor Stephen Hazlett considered much earlier — “the commonplace premise is
that the school curriculum is, or should be, responsive to the society and its
movements, trends, ,,needs“, and aspirations” (Hazlett, 1979, p. 129, original
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emphasis). The notion (or concept) is important not only in the area of curriculum
studies but more generally in sociology of education and social sciences. More
broadly Estonia has tried and is still trying to employ as much elements as possible
of the Western (more British-American) curricular thinking and tradition. Certainly
it is not as simple as it seems. There remain some paradoxical similarities between
neo-liberalism and socialist tenets; “/.../ ironically the neoliberal and original
Marxist positions share the same basic assumptions /.../” (Beck, 1999, p. 22). Now
in the neoliberal guises of the same, often hatred but culturally familiar Soviet
practices of surveillance, monitoring and assessment can occur. Based on this, next
question emerges: How can we balance the challenges of reclaiming the new
independence without reproducing the Soviet mentality that helped to get rid of it?
This question is left for future studies of the author.

Social change or conflict and its linkage with curriculum have often been
emphasized. That is why for Professor Ivor Goodson “the social conflict within the
subject is central to understanding the subject itself” (and hence relations among
subjects) because “the continuing dominance of the competitive academic
curriculum is the result of a continuing contest within school subjects” (Goodson,
1992, p. 67). Thus exploring social change in curriculum history is very important.
For Professor Brian Simon, the leading historian of education in Great Britain in the
second half of the twentieth century, it is ,,a crucial issue to which historical study
can and should make a direct contribution, is that of the relation between educational
and social change” (Simon, 1994, p. 9; see also McCulloch et al, 2007, p. 406).
However, at the level of schooling curriculum development can be seen more in
terms of “ideology, power and economic resources” (Apple, 2004, p. 47), along with
the “relationship between educational, social and political change” (Simon, 1985, p.
22).

The Estonian curriculum reform started in the conditions of liberalization
induced by Gorbachev’s perestroika. Professor Jagdish Gundara admits rightly that:

The collapse of the Soviet Union was partly the result of the way in which
Russians dominated the languages and cultures of the other nationalities and
republics after Stalin. It has led to a narrow nationalistic and linguistic reaction
within a number of ex-Soviet and Baltic States (Gundara, 2005, p. 244).

Goodson claims that:

The most interesting points for [historical] inquiry /.../ are when different layers
of historical time coincide; for it is at such point that inclination towards /.../
change and reform are strongest, they can be seen in key moments of
educational history and change (Goodson, 2004, p. 17).

Author thinks that this assertion corresponds well to the situation in the USSR
and in Estonia during the perestroika and its reforms.

Some words about Soviet learning programs. According to Professor Edgar
Krull and Senior Researcher Rain Mikser (2010):

The long isolation from western educational thought meant that many ideas and
concepts relevant for curriculum development, like aim-oriented learning
ideology, changes in understanding the nature of learning and teaching, and
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many other innovative educational ideas remained unknown to Estonian
educators for decades (p. 44).

Soviet teaching programs in history of Estonia of 1945-1988 were really
ideological documents with Soviet style explanatory letter and learning plan. But the
Baltic countries had their own hidden curriculum in teaching. It was characterized
by “changing of learning material (abbreviation, excluding of some problems and
events or interpret them in its useful way of thinking), by nonverbal expression
(mimics, gestures), by ignoring of forbidden (using national symbolic in dressing,
our own school uniform) etc.” (Nagel, 2006, p. 152). Also, “Estonian educators and
teachers, understanding that the authorities did not tolerate any refusal teaching
communist ideology, became used to including in their instructional subjects and
educational addresses ideological slogans of which the overwhelming majority of
them really did not believe” (Krull & Trasberg, 2006, p. 3).

According to Australian curriculum scholar Professor Murray Print “curriculum
presage” is “an effective commencement point in any curriculum development”
(Print, 1993, p. 25). The teachers’ congress of Estonia in 1987 was a starting point.
For Estonia this event was revolutionary. All innovative ideas, including new
curriculum started from that event. So, events are extremely important and we have
to do right conclusions from the ideas of these kinds of events and we have to lead
these ideas into appropriate directions of common good. Second, there is the phase
of institutionalization in curriculum change (Print, 1993, p. 231). In Estonia the
institutions which dealt with curriculum development were the Pedagogical
Research Institute and later Curriculum Laboratory of Tallinn Pedagogical
University and the Center of Educational Planning of Estonia. For Murray Print
curriculum planning is the “process of implementing and evaluating learning
opportunities intended to produce desired changes in learners”. He also states that
developing has to be preceded by conceptualization “through the process of
planning and incorporating a curriculum design /.../” (Print, 1993, p. 23). Another
Australian Professor Colin Marsh sees the same stages but adds resource materials
planning and their review (Marsh, 1986, p. 89). Both teachers and experts have to be
involved in the process, the better way is to organize them into working groups.
Now in Estonia the idea started that representatives of parents had to be involved as
advisory body.

According to Print there are three phases: organization, development and then
application (Print, 1993, p. 84). But in Estonia it went differently: the Estonian
Teachers’ Association was restored only as late as 1991. So the curriculum planners
decided to divide teams by subjects (physics, language teachers, history teachers)
not by organizational distinctness as usually. In Estonia there was a vision that we
need general part with key competences and cross-curricular subjects. But Latvia
went another way — it modified only subject syllabuses.

Why is it significant to overview curriculum development historically? ,,Why
there have not been more historical studies of curriculum making?” asked Hazlett in
the end of 70s (Hazlett, 1979, 131). Goodson goes even further; he says that in a
longer time perspective “we may provide a reconceptualization of the mode of
curriculum study that will allow us to connect specific acts of social construction to
wider social impulses” (Goodson, 1992, p. 67). Knowing and researching history is
important part of the development of Estonian society as we always can learn from
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historical events. The genealogy of the curriculum planning and exploring its
theoretical framework provides us with better understanding of the social and
political complexities of curriculum making. It can also offer useful insights
particularly in the extreme turning points of history as to the complex ways
curriculum is constructed and negotiated. And finally, employing some of the most
recent and advanced discourses in curriculum theory/history gives ability to
intellectually map the discursive shifts leading to the first official 1996 national
school curriculum. The period of the first national curriculum planning after
restoring of independence of Estonia is interesting also because during the same
period UK’s parliament voted for approval of its Education Act and its central
feature the National Curriculum 1988.

But what about curriculum history? Curriculum history started to evolve in the
1960s in the USA. As Professor Barry Franklin (2009) puts it:

Although curriculum history has become a worldwide scholarly endeavor, it
emerged first as a distinct and clearly identified field of study in the USA in the
late 1960s and has developed more fully in that national setting than in many
others (p. 295).

It was the influence of launching Soviet Sputnik in 1957. USA started to change
its educational system after being felt to be behind the Soviet Union in space
exploration. “The history of the school curriculum began to attract broad attention in
England in the 1970s in response to the complexities of curriculum reform and the
insights of the “new” sociology of knowledge” (McCulloch, 2011, p. 83, original
emphasis).

According to Professor Thomas Popkewitz:

The task of curriculum history is to explore the shifts over time in the relevant
knowledge and ideas that comprise the curriculum and make an effort to
identify their impact on the social construction of educational events. It is the
lineage of these curricular changes that, according to Popkewitz, constitutes the
historic regulative or controlling role of the curriculum (Franklin, 1999, p. 473;
see also Popkewitz, 1997).

Conclusion

Why history is important in curriculum development? According to known
Estonian originated US education scientist Professor Hilda Taba (1999) “it is the
task of progressive curriculum planning to extract from our heritage of knowledge,
ideas, and thought” (p. 259).

Second, Professor William Pinar has stated:

Scholars are acutely aware that curriculum work occurs in time, in history, and
this self-consciousness regarding the historicity of curriculum work, theoretical
or institutional, has helped support the increasing interest in historical studies of
curriculum (Pinar et al, 1995, pp. 42-43).

There are different stages of the curriculum development in Estonia which is the
important process of the history of the educational development in any state.
And finally, Professor Gary McCulloch (1987) has written:
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In general we may say that curriculum historians interpret the curriculum as a
social and political construct, and curriculum processes as inherently historical.
It might be concluded also that curriculum history is most likely to remain
established as an area of academic interest in those places where it makes efforts
to be accepted not only as an approach to the study of the curriculum, but also
as an integral part of social history (p. 314, 318).

Author argues that Estonia is such a country.
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WHAT LESSONS TO TAKE FROM EDUCATIONAL REFORMS IN ASIA-
PACIFIC REGION? FACTORS THAT MAY INFLUENCE THE
RESTRUCTURING OF SECONDARY EDUCATION IN EAST TIMOR

Abstract

To better understand current curricular reforms in some Asia-Pacific countries
that came out of conflict periods, documents and information posted on various
national and international agency websites were analysed. In this paper we aimed to
(i) present a brief description of the conditions under which new secondary
education curricula are being implemented in East Timor; (ii) describe the general
characteristics of some Asia-Pacific countries that came out of conflict periods; (iii)
analyse the factors that are impacting secondary educational changes in these
countries; and (iv) identify some important issues to be considered in secondary
school reform in East Timor.

Introduction

Since the end of the Cold War, a large number of countries affected by war and
conflicts, such as Cambodia and East Timor, have experienced transitions that led to
rebuild their education systems in line with social, economic, political and cultural
changes.

In East Timor, school curriculum reform is regarded “as a key component of
higher living standards” [1, p. 44] and the Government, within the project
“Restructuring of secondary school curriculum of East Timor", together with
Portuguese institutions, is developing new secondary curricular materials, aiming at
contributing to local Millennium Development Goals (MDG) and sustainable
development [2], [3].

Curricular reforms in other Asia-Pacific countries aimed to promote the
development of specific skills in different domains, including in vocational
education, and to expand the use of information technology in the classroom [4].
Such reforms are reflected in different improvements, such as on secondary
education enrolments and youth literacy [5]. Thus, it will be interesting to compare
some aspects of curricular policies and design in East Timor with those of other
Asia-Pacific countries in order to identify similarities among them and highlight
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required specificities that are important taking into account in curricular reform in
East Timor.

Based on published documents posted on various national and international

agency websites, e.g. [5], [6], this chapter:

i. Briefly describes the conditions under which new secondary education
curricula are being implemented in East Timor;

ii. Describes general characteristics of some Asia-Pacific countries that came
out of conflict periods and analyses factors that are impacting their
secondary education changes;

iii. Identifies some issues that are important to consider in secondary school
reform in East Timor.

Secondary Curricular Reform Implementation in East Timor

As is already well documented in numerous studies (e.g. [7]) and official
documents of the Government [8], East Timor emerged from periods of violence
and fragility in which most of the basic infrastructures were destroyed. Schools
destroyed are still a major problem when demographic patterns show population
increase. Restructuring education services was considered vital and the Strategic
Development Plan 2011 - 2030 (SDP 2011-2030), consistent with the MDG,
highlights the necessity of a better education to build a fair and progressive nation
[8]. Concerned with current education status of 15 to 19-year-olds, EFA statistics
report [6] reveals that one in three Timorese are still in lower secondary, despite
being officially of upper secondary age.

Much attention has been paid to improve and expand the secondary educational
system, also to counterweigh the high percentage of basic school-aged children [8].
The SDP 2011-2030 points out that the earlier secondary curricula are not
appropriate to serve East Timor needs [8].

The new secondary curricula are being prepared through a cooperation protocol
between the East Timor Government and several institutions in Portugal [2]. A team
of researchers and curriculum developers of the University of Aveiro is responsible
for the design and development of curricular materials for 14 disciplines,
specifically programmes, textbooks for students and the corresponding teacher’s
guides [7]. The need for suitable curricular materials is particularly of important, as
the minister of presidency of East Timor highlighted: ““It is not good enough that
many have to walk hours each day, to an overcrowded classroom, without
appropriate books and curriculum” [9]. The new curriculum for 10" grade started
being implemented in 2012.

However, it must be stressed that there are risk factors and problems associated
with any curricular innovation. These are common among countries that came out of
a conflict situation, and usually may result in;

i. Power of traditional authorities [10];

ii. Inability to fund either capital or recurrent expenditure;

iii. Chronic shortages of qualified teachers;

iv. General corruption;

v. Lack of transparency in education governance [11].

Ramos and Teles [11] endorse the idea that for effective institutionalization and
successful management of curriculum reform is crucial to:
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i. Invest in decentralization of working capital;

ii. Teacher training;

iii. Logistic improvement in distribution of curricular materials;

iv. Restructuration of the infrastructures of access to the schools.

Peretomode and Ikoya [12] underline that it is vital to promote strong leadership
in schools. School leaderships should provide the necessary support mechanisms for
adopting new curricula. These mechanisms include meticulous planning,
involvement of teachers, students and other core stakeholders in decision making
and, the most important, building consensus on how to promote and sustain
curriculum innovation.

However, several other issues, common to countries out of conflict, may
influence curricula restructuring. These will be described and analysed in the next
section.

Characteristics of some Asia-Pacific Countries and Factors that have
Impact on Secondary Educational Changes

General characteristics of three low-income countries [13]: East Timor, Lao
People’s Democratic Republic (Laos) and Cambodia are described, followed by an
analysis of the factors that are impacting their secondary curricular implementation.

General characteristics of each country

In ascending order of independence, Laos became free by a civil war in 1975,
Cambodia became free from Vietnamese occupation in 1989 and East Timor
became free from the Indonesian occupation in 1992. Laos is the country with the
biggest surface area, followed by Cambodia and at last, East Timor. In terms of total
of population, Cambodia has the highest number of people, followed by Laos and
then East Timor. Regarding population growth, East Timor reveals the highest
value, followed by Laos and then Cambodia [14].

Concerning the year when each country started the last curriculum reform
process, Cambodia started its reform in 1996, Laos in 2006 and East Timor in 2010.
Regarding school enrolment, in 2010, Laos showed the higher increase in secondary
school enrolment, followed by East Timor and then Cambodia [14]. However,
Cambodia showed the largest increase in youth literacy rate in the period 2005-2010
[14].

Regarding compulsory education levels, East Timor shows the biggest change.
Compulsory education in East Timor includes the first nine years of schooling (basic
education) [8], while only the five years of primary education are compulsory in
Laos [15] and Cambodia [16]. The rising investment of East Timor in education
reflected beliefs that continued economic development requires a more
knowledgeable and skilled labour force [8].

It is important to identify which factors concerning secondary educational
reforms, have impact on secondary school enrolments in Laos. Moreover, which
factors are impacting in youth literacy rate in Cambodia? Regarding East Timor
context, which conditions are limitations (or not) to the appropriate curricular
development and to the improvements in secondary school enrolments and youth
literacy? These and other aspects will be examined in the next section.
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Factors that have impact on secondary educational changes

Laos, like Cambodia and East Timor are low-income countries aiming to
achieve general goals, such as the MDG required for sustainable development. All
these countries recognize gains in improving access and equity to education, to
allow people to participate in the economic, social and political development.
Therefore, all had interest in reform education, though each country shows its own
education policies and curriculum framework [5].

A general trend towards the decentralization of education policies and strategies
was fostered to ensure that these are being effectively implemented at all levels
([17], [18], [10]). However, it was recognized that efforts to decentralize many
decision-making and financial management face many constrains that are common
to the three countries, for instances, the inevitability “for training local staff to take
up new responsibilities” [17, p. 2].

Regarding the restructuring of secondary education systems, new curricula in
these three countries were designed with a combination of content and competency-
based approaches, where topics and contents were selected according to the learning
objectives. These new and innovative curricula intended to overcome: “low
enrolment ratios in secondary education”; “large number of out-of-school
secondary-school-aged youth”; “low relevance, quality and efficiency in last
secondary education programmes”, due to “out-dated information”, “discipline-
based, college-bound curriculum”; “inadequate qualifications of many teachers and
education managers and school principals”, among others problems [19, p. 426-
427].

Some of these purposes were also recognized by technical missions for
monitoring the secondary curriculum restructuration in East Timor [20]. In addition,
there are points of resistance, namely some reluctance of teachers to change their
traditional teaching habits. Furthermore, the demand to continuously introduce new
subjects into the curriculum aggravates the problem of the overcrowded curriculum
[18].

In response to the above-mentioned problem, most countries have taken steps in
order to decongest the curriculum. One of the trends is to adopt a cross-curricular
approach, implying that new learning areas are not separate subjects, but rather
appear integrated throughout the curriculum, as in Cambodia [18]. Moreover, a
cross-curricular approach allowing interdisciplinary practices [18]. Theoretically,
the new secondary curricula of East Timor have this advantage [3].

Concerning secondary school enrolments, the three countries in review show
that low secondary enrolment coverage is highest in urban and economically
developed areas, and lowest in rural ethnic group areas and poor districts. Gender
disparity, too, manifests itself more prominently in rural, remote and ethnic group
areas [21]. These aspects may explain differences in enrolments in secondary
education [14] and adult or youth literacy rate of each of these three countries.
However, it is the differences in female enrolment which best explains the
differences between the countries under study [14]. Also, teacher attitudes are
increasingly recognized as a major influence on school dropout patterns too [22].

Another limitation is registration fees adopted by schools [18]. Education in
East Timor is free of charge and this may be a positive factor for school enrolment.
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Also, the successful implementation of new curricula is highly dependent on
national infrastructures. Lack of electricity, poor roads, for example, “can hinder
timely delivery of printed learning materials”, as well as “general communications
between students and teachers” [23, p. 30].

Relevant Issues in Secondary School Reform in East Timor

There would be many aspects to consider in the process of restructuring general
secondary curriculum in East Timor. In fact, many reports concerning Portuguese
intervention in this process are available [24], but its analysis is not the purpose. The
main purpose of this chapter is to compare some relevant issues concerning general
secondary education reforms, in particular among three Asia-Pacific countries with
serious economic and social problems. This comparison aimed to contribute to
better understand the educational reform of secondary curriculum in East Timor
which is in its initial phase.

After the comparison described in the previous section, it appears that East
Timor government and all involved actors should pay particular attention to:

i Efforts to decentralize many decision-making, which require training

local staff to take up new responsibilities;

ii.  Appropriate training of teachers (to overcome a certain resistance to
change their traditional teaching habits);

iii. A cross-curricular approach aligned with interdisciplinary development;

iv. Reducing the discrepancy and the gap in learning opportunities between
urban and rural areas and between genders;

v.  Promoting female enrolment;

vi.  Promoting parent awareness about the relevance of an upper secondary
education, in order to overcome school dropout rates;

vii. Promote teacher awareness for change and for information processing and
knowledge constructing within new curricula, to avoid the fear of the
unknown;

viii. Persist in the development of national basic infrastructures, to prevent
lack of electricity in many localities or the huge network instability, poor
roads and inadequate school infrastructures in order to overcome
difficulties in timely delivery of printed learning curricular materials.

The reports of the technical missions, e.g. [20], stress the importance of
continuous training and follow-up the implementation of the new curriculum plan.
This training and follow-up should be provided by the teams that produced
curricular materials. It is obvious the need for a significant effort to provide the
school park with the minimum conditions for a teaching quality and dignity that the
Timorese deserve and need (properly equipped classrooms, laboratories, computer
rooms, libraries, etc.).

In sum, the complexity of a system-wide reform requires changes that imply
various stakeholders’ intervention in order to build a better future. Moreover, it is
important not to underestimate the timeframe for a system-wide change to give time
and to prevent the capacity to resist to centrally mandated changes [25]. Finally, it
will be interesting in further studies to investigate, in local context, how the new
curricular materials are being used by schools, teachers and students and how these
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improve secondary school enrolments and youth literacy rate. There are little
publications about these topics and most is not written in English.

References

1. Nicolai, S. (2009): Opportunities for change. Education innovation and reform during
and after conflict. International Institute for Educational Planning. UNESCO, Paris.

2. Instituto Portugués de Apoio ao Desenvolvimento (2010): Protocolo de cooperacdo entre
o Instituto Portugués de Apoio ao Desenvolvimento, a Fundacdo Calouste Gulbenkian e
0 Ministério da Educacdo de Timor-Leste. Proposta de financiamento do projeto “Falar
Portugués”- Restruturagdo curricular do ensino secundario geral em Timor-Leste.
http://www.ipad.mne.gov.pt/Instituto/Protocolos/Timor-Leste/Documents/10-
13_FLP_Protocolo%20IPAD-FCG-ME%20-%20Ens.%20Sec.%201.pdf

3. Capelo, A., Santos C. & Pedrosa M. A. (in press) How can curricular reform sufficiently
integrate the principles of ESD in East Timor - the search for indicators.

4. UNESCO (2005): A Situational Analysis of Education for Sustainable Development in
the Asia-Pacific Region / UN Decade of Education for Sustainable Development (2005-
2014) Rev. Ed. Bangkok: UNESCO Bangkok. http://www.desd.org/situational_analysis.pdf

5. Acedo, C. (2002): Improving Educational Quality Project Case Studies in Secondary
Education Reform. American Institutes for Research, Academy for Educational
Development Education Development Center, Inc. Juarez and Associates, Inc.,
University of Pittsburgh. http://www.glp.net/c/document_library/get_file?folderld=[2858
&name=DLFE-940.pdf

6. UNESCO (2012): Youth and skills: Putting education to work. EFA Global Monitoring
Report 2012.

7. Albergaria-Almeida, P., Martinho, M. & Lopes, B. (2012): Teacher Education in the
context of international cooperation: the case of East Timor. In N. Popov, C. Wolhuter,
B. Leutwyler, G. Hilton, J. Ogunleye & P. Albergaria-Almeida (Eds.) International
Perspectives on Education. BCES Conference Books, Vol. 10.

8. Republic Democratic of Timor-Leste (2011): Timor-Leste Strategic Development Plan
2011-2030.

9. Prime Minister RDTL (2012): Address by his Excellency the Prime Minister Kay Rala
Xanana Gusméo at the reception to launch the United Nations Secretary General’s
Education First Initiative. New York, 26 September 2012. Republic Democratic of
Timor-Leste. http://timor-leste.gov.tl/wp-content/uploads/2012/10/Education-First-
Initiative-26.9.12.pdf

10. Carapic, J. & Jitersonke, O. (2012): Understanding the tipping point of urban conflict:
the case of Dili, Timor-Leste. Working Paper #4 May 2012. Working Paper Series.
Understanding the tipping point of urban conflict: violence, cities and poverty reduction
in the developing world. The University of Manchester.

11. Ramos, A. M. & Teles, F. (2012): Memodria das politicas educativas em Timor-Leste: A
consolidagdo de um sistema (2007-2012). Universidade de Aveiro. Aveiro. 12 Edigdo.

12. Peretomode, V. F. & Ikoya, P. O. (2010): Managing Nigerian secondary school reforms
to enhance equity and globalization Educational Research and Reviews. 5(6): 298-302.
http://www.academicjournals.org/ERR/PDF/Pdf%202010/June/Peretomode%20and%20
Ikoya.pdf

13. World Bank (2012): 2012 World Development Indicators. International Bank for
Reconstruction and Development. http://data.worldbank.org/sites/default/files/wdi-2012-
ebook.pdf


http://www.ipad.mne.gov.pt/Instituto/Protocolos/Timor-Leste/Documents/10-13_FLP_Protocolo%20IPAD-FCG-ME%20-%20Ens.%20Sec.%20I.pdf
http://www.ipad.mne.gov.pt/Instituto/Protocolos/Timor-Leste/Documents/10-13_FLP_Protocolo%20IPAD-FCG-ME%20-%20Ens.%20Sec.%20I.pdf
http://www.desd.org/situational_analysis.pdf
http://www.glp.net/c/document_library/get_file?folderId=%5b2858&name=DLFE-940.pdf
http://www.glp.net/c/document_library/get_file?folderId=%5b2858&name=DLFE-940.pdf
http://timor-leste.gov.tl/wp-content/uploads/2012/10/Education-First-Initiative-26.9.12.pdf
http://timor-leste.gov.tl/wp-content/uploads/2012/10/Education-First-Initiative-26.9.12.pdf
http://www.academicjournals.org/ERR/PDF/Pdf%202010/June/Peretomode%20and%20Ikoya.pdf
http://www.academicjournals.org/ERR/PDF/Pdf%202010/June/Peretomode%20and%20Ikoya.pdf
http://data.worldbank.org/sites/default/files/wdi-2012-ebook.pdf
http://data.worldbank.org/sites/default/files/wdi-2012-ebook.pdf

Ana Capelo, Maria Arminda Pedrosa, Patricia Albergaria Almeida 97

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24.

25.

UNESCAP (United Nations-Economic and Social Commission for the Asia and the
Pacific) (2012): Statistical Yearbook for Asia and the Pacific 2012. Country profiles
http://www.unescap.org/stat/data/syb2012/country-profiles/SYB2012-Countryprofiles.pdf

UNESCO & International Bureau of Education (2011): World Data on Education VII
Ed. 2010/11 http://www.ibe.unesco.org/ fileadmin/user_upload/Publications/WDE/2010/
pdf-versions/Lao_PDR.pdf

UNICEF (2011): Education UNICEF Cambodia http://www.unicef.org/cambodia/
3.Education.pdf

UNESCO (2008): UNESCO National Education Support Strategy Lao People’s
Democratic Republic 2008-2013. UNESCO Asia and Pacific Regional Bureau for
Education. May 2008 (draft) http://portal.unesco.org/pv_obj_cache/pv_obj_id_
2CB8B6075F2B21D2FC7182F66BABESCA37850900/filename/UNESS++Lao+PDR_1
5+May+2008.pdf

UNESCO & International Bureau of Education (2003): Regional Seminar on Building
Capacities of Curriculum Specialists for Educational Reform, Vientinae, Lao PDR, 9-13
September 2002. Final report of the Regional Seminar, 9-13 September 2002/. Bangkok.
http://www.ibe.unesco.org/fileadmin/user_upload/archive/curriculum/Asia%20Networkp
df/vienrepor.pdf

Nan-zhao, Z. & Haw, G. (2002): Secondary Education Reforms in Asia-Pacific Region:
Challenges, Strategies and Programme Actions in Addressing Learners’ Needs.

Ferreira, A., Oliveira, A. L., Ramos, A. M., Santos, C., Morgado, M., Neves, M. E.,
Patrdo, M. & Breda, Z. (2011): Projeto “Reestruturacdo do Ensino Secundario Geral em
Timor-Leste” Relatorio. 4.2 Missdo Técnica a Timor-Leste. Setembro de 2011.
IPAD/FCG/UA/RDTL.

Ministry of Education, Lao PDR (2005): Education for All (EFA) National Plan of
Action 2003-2015. UNESCO Bangkok.

Ministry of Education, Government of Lao PDR (2009): Education Sector Development
Framework 2009-2015. January 2009. http://www.globalpartnership.org/media/library/
Final_ESDF_19_January_Ready_for_FTI.pdf

Figueredo, V. & Anzalone, S. (2003): Alternative models for secondary education in
developing countries: rationale and realities. American Institutes for Research in
collaboration with The Academy for Educational Development Education Development
Center, Inc. Juarez and Associates, Inc. The University of Pittsburgh, January 2003.

Afonso M. M., Aradjo, C. & Ribeiro, M. (2011): Avaliacdo conjunta do programa
indicativo de cooperagdo Portugal — Timor-Leste (2007-2010) IPAD/RDTL, Junho de
2011.

Hallinger, P. (2012): Synthesis of Findings from 15 Years of Educational Reform in
Thailand: Lessons on Leading Educational Change in East Asia. Paper Prepared for
Presentation at the INVALSI Conference Rome, Italy, October 3-5, 2012.
http://www.invalsi.it/invalsi/ri/improving_education/Papers/hallinger/16.pdf

Note: sites accessed on 05/01/2013.


http://www.unescap.org/stat/data/syb2012/country-profiles/SYB2012-Countryprofiles.pdf
http://www.ibe.unesco.org/fileadmin/user_upload/Publications/WDE/2010/pdf-versions/Lao_PDR.pdf
http://www.ibe.unesco.org/fileadmin/user_upload/Publications/WDE/2010/pdf-versions/Lao_PDR.pdf
http://www.unicef.org/cambodia/3.Education.pdf
http://www.unicef.org/cambodia/3.Education.pdf
http://portal.unesco.org/pv_obj_cache/pv_obj_id_2CB8B6075F2B21D2FC7182F66BABE5CA37850900/filename/UNESS++Lao+PDR_15+May+2008.pdf
http://portal.unesco.org/pv_obj_cache/pv_obj_id_2CB8B6075F2B21D2FC7182F66BABE5CA37850900/filename/UNESS++Lao+PDR_15+May+2008.pdf
http://portal.unesco.org/pv_obj_cache/pv_obj_id_2CB8B6075F2B21D2FC7182F66BABE5CA37850900/filename/UNESS++Lao+PDR_15+May+2008.pdf
http://www.ibe.unesco.org/fileadmin/user_upload/archive/curriculum/Asia%20Networkpdf/vienrepor.pdf
http://www.ibe.unesco.org/fileadmin/user_upload/archive/curriculum/Asia%20Networkpdf/vienrepor.pdf
http://www.globalpartnership.org/media/library/Final_ESDF_19_January_Ready_for_FTI.pdf
http://www.globalpartnership.org/media/library/Final_ESDF_19_January_Ready_for_FTI.pdf
http://www.invalsi.it/invalsi/ri/improving_education/Papers/hallinger/16.pdf

98 What lessons to take from educational reforms in Asia-Pacific region?

Ana Capelo

Chemistry Department

Faculty of Sciences and Technology
University of Coimbra

Portugal

anacapelo@ua.pt

Maria Arminda Pedrosa

Chemistry Department

Faculty of Sciences and Technology
University of Coimbra

Portugal

apedrosa@ci.uc.pt

Patricia Albergaria Almeida

Research Centre for Didactics and Technology in Teacher Education (CIDTFF)
Department of Education

University of Aveiro

Portugal

patriciaalmeida@ua.pt


mailto:anacapelo@ua.pt
mailto:apedrosa@ci.uc.pt
mailto:patriciaalmeida@ua.pt

Part 2: Pre-Service and In-Service Teacher Training & Learning and Teaching Styles 99

ALIDA J. DROPPERT

THE CULTURE OF EXPERIENTIAL COMMUNITY BASED LEARNING:
DEVELOPING CULTURAL AWARENESS IN PRE-SERVICE TEACHERS

Abstract

This paper describes the culture of experiential community based learning at
Central College, a rural liberal arts college in Midwestern, USA. Pre-service
teachers use experiential community based learning to reflect on their personal
growth in understanding the needs of diverse learners. Reflections demonstrate how
the program contributes to the development of cultural awareness. There is a culture
of civic engagement as stated in the college strategic plan and community goals. The
program is coordinated through the Center for Community Based Learning (CCBL)
which acts as a liaison with not-for-profit organizations in Des Moines and other at
risk locations in lowa. Students are placed with not-for-profit organizations to give
support to low income families, refugees, the homeless, immigrants; teaching
English, or working with at risk children and young adults in alternative high
schools and shelters. The paper presents research findings regarding the impact on
college students of experiential learning. The pre-service teachers describe the
challenges and learning outcomes from their out of class experiences. The study
participants, in the human relations education course have to commit to fifteen hours
of experiential community service. The program develops dispositions and skills for
pre-service teachers to understand multicultural education in preparation for
teaching in increasingly diverse classrooms. The paper presents data collated from
the students’ reflections, journals, research papers and in class discussions. The pre-
service teachers describe the impact of working with multicultural groups to include:
increased cultural awareness, a greater understanding of learner differences, and the
development of empathy for the needs of diverse communities.

Keywords: Pre-service Teachers Training; Experiential Service Learning; Higher
Education

Introduction

To be an effective teacher, in today’s media immersed environment, there is still
the requirement for face-to-face interaction to relate to and understand the real life
interpersonal experiences of others. Pre-service teachers in USA are part of a global
society connected electronically by media focused communities who text, tweet,
post photographs, use smart phones, apps, and multiple electronic devices to share
opinions, interact, comment and communicate with each other. Students research
digitally and are constantly connected with instant communities of scholars, family,
strangers and friends. However, teaching requires person-to-person communication,
an understanding of individual differences and how to teach to encourage all
students to reach their potential. The pre-service American teachers described in this
paper are part of this media dependent generation of students. (Black, 2010, p. 97)
The paper describes one facet of the teacher education program where the goal is to
develop collaborative skills and an understanding of learner differences. The pre-
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service teachers undertake fifteen hours of experiential service, placed in centers
through the Center for Community Based Learning (CCBL). The CCBL program is
nationally recognized, founded in 1996 in recognition of the need for civic
engagement and a genuine concern for others. Support is given to low income
groups, refugees, the homeless, and others in need. The campus office has a liaison
with not-for-profit organizations, supporting Central’s strategic plan to: “Develop a
portfolio of programs to reflect Central’s commitment to global and community
engagement.” (2012)

The State of lowa requires all trainee elementary and secondary teachers to take
a human relations course which introduces pre-service teachers to multicultural
education and develop an understanding of diverse groups. An integral part of the
course is the commitment to fifteen hours of community service. Pre-service
teachers select a site and work with diverse groups of children or young adults in
need. Reflective journals, discussions, research, pre and post experience surveys are
used to evaluate the experience and to enable the students to reflect upon their
contributions, observations, the benefits, challenges and stereotypical views.
Reflections are guided by course INTASC standards: demonstrating an
understanding of learner differences, reflection and continuous growth, and an
ability to work collaboratively. The pre-service teachers reflect on how the
experience contributes to their understanding of diverse communities.

Developing Cultural Awareness in Pre-Service Teachers

The lowa State Board of Education (2012) address the need for future teachers
to have “21% century skills to bridge the knowledge, skills, and dispositions of
students from the core subjects to real life applications” one of which is civic
literacy. To achieve these goals teacher need to be self reflective, critical thinkers,
seeking meaning and explanations, not just fitting into the future but shaping it.

“The teacher of tomorrow has to be an advocate for all students accepting and
promoting a learning environment with the goal of success for all children. The U.S.
was founded on equality. Education is still a means to provide equal opportunity for
individuals to achieve personal success and national prosperity” Droppert (2010).
Central College works to train teachers to meet the needs of the increasingly diverse
school population. During their four year degree program pre-service teachers are
placed for over 150 hours of classroom interaction to observe and teaching at
multiple grade levels. The experience described in this paper is one facet of the
whole, but contributes to the development of cultural awareness and an
understanding of real life teaching situations. The Cultural Awareness Survey
(CCBL, 2012) a pre and post experience survey is used to document pre-service
teachers’ responses to the service experience, monitoring the effectiveness of the
program. Samples from the survey provide narratives of students’ perceptions.
Statements include:

o | was not prepared emotionally to work with the group of children. Walking
in and being told about their hardship was a shock. | grew a greater
understanding of others, academically | was able to see examples of what my
text was teaching and professionally | was able to gain skills for the future.

¢ | have definitely become more confident in my choice to be a teacher. | have
become better with helping students.
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¢ | learned a lot about how children interact with each other and how to work
with children who have behavioral issues.

These responses demonstrate common themes of increased confidence,
improved teaching skills, and a greater understanding of learner differences. Further
comments are:

¢ | have never had experiences with children who emigrated from a country
other than Mexico, so it was a good experience to interact with them.

e Yes, | felt this was a wonderful experience that allowed me to grow as a
person.

o | benefitted from my experience. Personally | became close to the children
and enjoyed my time there. | also feel better prepared to be a teacher and
have students of different cultures in my classroom.

These responses demonstrate the growth in maturity, reaffirmation of career
choices and appreciation of cultural differences. In response to the question: Has
your cultural awareness been affected by your experience? If so, in what ways? Pre-
service teachers wrote:

e | have developed a greater awareness of global issues and of different
cultures. It made me more appreciative of what | have. It also made me more
curious about other cultures and | want to learn more about them.

o | have learned to keep my mind open to people because we do not know their
story.

e Yes, it was a much more diverse group than I ever went to school with. It
was very eye opening in good ways.

o | definitely became more culturally aware, working with ELL students. |
learned so much about their culture by working with them. It was a lot of fun
and helped make me a better person and better teacher.

The experiences challenge pre-service teachers to re-evaluate stereotypical

views:

o | have learned about the diversity in Des Moines and that | may have student
like these kids in my class one day. | have learned a lot about inner city
cultures.

o Driving through the neighborhood and some of the people coming in for
food was scary.

o | had never been around people of different cultures so feel this experience
opened my eyes to different cultural backgrounds.

o | worked at Las Americas, it keeps making me more culturally aware. | see
different things with each visit and it helps me to understand. | do not want
to stop going, Las Americas it is a great site.

The responses in journals, papers and the surveys demonstrate how pre-service
teachers developed their collaborative skills, empathy, self confidence, initiative, a
greater understanding of learner differences, and how to work with diverse groups.
The personally documented outcomes in students’ reflections reinforce research
findings that experiential community based learning has positive learning and
dispositional benefits, which enhance an understanding of other cultures and diverse
groups.
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The Culture of Experiential Community Based Learning: The Center for
Community Based Learning (CCBL)

The pre-service teachers’ placements, background screening, initiation and
support are coordinated through the Center for Community Based Learning. CCBL
focuses on developing civic responsibility for all students on campus. The
partnership model fosters genuine reciprocity for civic engagement. CCBL has an
interactive web site to assist students and faculty to select placement centers, and
make connections between course goals and community experiences. They
document student participation; coordinate and fund student transport while
developing interdisciplinary service opportunities to work collaboratively with and
support for community partners. The center works for the common good with ninety
community partners supporting groups in distressed conditions in Des Moines and
neighboring communities in five lowa counties. The not-for-profit organizations
support immigrant groups from Mexico or South America. In addition there are
increased numbers of political and economic refugees, displaced families from war
zones in Asia, the Middle East, and Africa. Many of the families and children have
been relocated to the mid-west and have no knowledge of English or American
norms.

The Central campus has a culture of civic engagement. CCBL plans civic
dialogues bringing students, faculty, and community partners together for
discussions. Students majoring in communications, education, English, political
science, psychology, sociology, Spanish, athletics and exercise science use
community service as part of their academic course work. In 2012, CCBL was
named a national finalist in the Presidents’ Higher Education Community Service
Honor roll for work to improve neighborhoods and improve educational and
developmental outcomes for all children in the nation’s most distressed
communities.

Pre-Service Teacher Experiential Community Based Learning: Research

Pre-service teachers’ reflections described working collaboratively in
community organizations to be a meaningful developmental experience and found
guided reflection to be beneficial. In addition to experiential service the students
reviewed research articles reflecting on the positive and negative implications of
service to others. The research provides a theoretical basis for the time commitment,
identifying the long term benefits from participating in service to others.

Eyler and Baxton (1997) studied 1500 students in 20 colleges finding that those
who participate in service learning differ in attitudes, skills, values and
understanding of social issues. In response to the research a pre-service student
stated: ““I agree with this attitude shift as | believe | have developed a better attitude
towards serving my community with my service learning placement. | actually tutor
students who have fallen behind in school and it has made my desire to help people
even stronger.”

Prentice and Robinson (2010) observed that if faculty related the experience
directly to the curriculum, the service learning increased the students learning in the
course, teaching students to think critically and logically in real-life situations.
Supporting this research a pre-service teacher reflected: ““I found myself having to
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think fast when a situation occurs at my service learning placement often over an
issue I am not comfortable with.”” The student continued to describe the value of her
experience developing empathy, compassion and an understanding of how to
interact with diverse students.

Stavrianopoulos (2008) researched the impact of service learning on college
freshmen finding benefits from sharing the experience as a group and car pooling to
sites; with growth in personal and moral well-being; and increased levels of
empathy and responsibility. Having this experience influenced students’ abilities to
prepare for their future careers, increasing their academic motivation and helped to
develop an awareness of issues in society which students felt they can have some
impact upon. This is exemplified by the pre-service teacher’s reflection: “I
understand why my mentee is dependent upon me and the teachers. She does not
have a stable home life...I am empathic towards her feelings and offer positive
words to help her through the day.”

Chambers and Lavery (2012) stated that the service experience helps pre-service
teachers to stay motivated and develop an understanding of real life experiences that
can be applied to future teaching situations. This pre-service teacher supports the
research findings stating: “Our course is about discovering different culture and
different worlds inside our own country that we never see when we are isolated at
college, in the Midwest, or small towns. With service-learning, we are going into the
real world and experiencing things that we do not see or hear about when we only
hear it from our professors.”

Pre-service teachers found their experiential service learning to be rewarding
and beneficial. One student stated: “Service learning facilitates critical thinking and
reflection on how experiences you have had relate to your life and also how they
work to help others.”

Conclusion

CCBL provides an invaluable, efficient, and reliable service for students and
faculty members coordinating and documenting experiential service learning
opportunities. The pre-service teachers’ experiential community service promotes
meaningful interaction in preparation for teaching working in diverse classroom.
The post survey responses demonstrate the positive outcomes from the out of class
experiences. It is a challenge for students to go into inner city areas and work with
diverse groups of children and young adults. Many of the pre-service teachers had
no prior experience and do not know how to react to the life styles, cultures, and
living conditions of the people they met. However, the outcomes and survey
responses reflect gains to be personal, professional, and social reaffirming the
benefits of the program. The pre-service teachers develop cultural awareness,
empathy, self reliance, and skills they are able to apply to future teaching situations.
The service learning component of the Human Relations course is a meaningful
experience of mutual benefit for the pre-service teachers and the not-for-profit
groups. In conclusion, in an era of media focused education it is imperative that pre-
service teachers have out of class, person to person experiences to prepare for
teaching in increasingly diverse schools, developing 21% century skills and civic
literacy.
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LEONIE G HIGGS

THEORY IN EDUCATIONAL RESEARCH AND PRACTICE IN TEACHER
EDUCATION

Abstract

A problem in education, that has long concerned philosophers of education, is
the problem of the relationship between theory and practice in educational research
and practice. Despite the fact that much has been written on the relationship between
theory and practice in education, it would seem that teachers continue to cling to an
image of theory as incomprehensible “jargon” that has nothing to do with their
everyday problems and concerns. This paper sets out to address this misconception
by discussing the views of lecturers involved in teacher education on the place of
theory in educational research and practice in teacher education.

Introduction

The aim of this paper is to discuss the views of lecturers involved in teacher
education on the place of theory in educational research and practice in teacher
education.

Theory plays an important role in determining the nature of educational research
and practice in teacher education. It is, therefore, necessary to acknowledge the
importance of theory in educational research and practice in teacher education, and
also ascertain the influence that theory has on educational research and practice in
teacher education. | would argue that theory seeks to emancipate teachers from their
dependency on practices that are the product of ideological and political constructs
while at the same time allowing teachers to critically reflect on their practice in the
classroom. It does this by means of critical modes of enquiry that are aimed at
exposing and examining the beliefs, assumptions and values implicit in ideological
and political agendas which often determine how teachers organize their experiences
and practices in the classroom. In the interests of best practice, it is therefore
necessary for teachers to acquire the necessary theoretical astuteness, in order to
interact critically with those cultural, political, social and economic concerns which
impact either positively or negatively on their classroom practice.

This paper sets out to determine whether these sentiments are evidenced in the
views of lecturers involved with teacher education programmes at three South
African universities, namely, the University of South Africa, University of
Stellenbosch and the University of the North West.

Background

There is a significant body of literature that discusses the role that theory plays
in educational theory and practice in teacher education.

Darling-Hammond (2006: 8) notes: “One of the perennial dilemmas of teacher
education is how to integrate theoretically based knowledge that has traditionally
been taught in university classrooms with the experience-based knowledge that has
traditionally been located in the practice of teachers and the realities of classrooms



106 Theory in Educational Research and Practice in Teacher Education

and schools”. In this context Chen et al (2010: 91) reveals that the quality of teacher
education programmes can be improved only if the teacher educators help student
teachers to identify the gap between teaching and theory and continually facilitate
them in connecting their learnt theory and practice. Stofflert & Stoddart (1994)
argue that without the necessary theoretical knowledge it is difficult challenge for
teacher educators and researchers to change the training of teachers who teach in a
traditional manner in order to change their educational practices. In this context
Korthagen et al (2006) constructed the following theoretical framework for student
teacher learning and program change in teacher education:

e Learning about teaching involves continuously conflicting and competing
demands;

e Learning about teaching requires a view of knowledge as a subject to be
created rather than as a created subject;

e Learning about teaching requires a shift from the curriculum to the learner;

e Learning about teaching is enhanced through (student) teacher research;

e Learning about teaching requires an emphasis on those learning to teach
working closely with their peers;

¢ Learning about teaching requires meaningful relationships between schools,
universities and student teachers;

e Learning about teaching is enhanced when the teaching and learning
approaches advocated in the program are modelled by the teacher educators
in their own practice.

Theory thus guides the research efforts of teacher educators and teachers in the
sense that theoretical frameworks determine the problems that can be addressed by
teacher educators, as well as, the adequacy of proposed solutions to these problems.
In so doing, theory assists teacher educators and teachers to critically reflect on
education policy issues that impact positively or negatively on best practice in the
classroom. It is, therefore, important to recognise the role that theory can play in
educational research and practice in teacher education. This means that teacher
educators and teachers need to be aware of, and familiar with, the different
theoretical frameworks that inform and shape educational theory and research in
teacher education. Stated differently, it is necessary for teacher educators and
teachers to recognise and be aware of the theoretical assumptions that influence the
nature of educational theory and practice in teacher education in order to ascertain
the impact of these assumptions on the theory and practice of teaching in the
classroom. Such an awareness will instil in teacher educators and teachers a critical
astuteness that will be concerned with determining the most effective, relevant and
best, practice in the classroom, while at the same time ensuring that education
practice is not directed by ideological and political concerns but rather by
educational principles.

The Research Design

In setting about the aim of this paper, namely, to discuss the views of lecturers
involved in teacher education on the place of theory in educational research and
practice in teacher education, open ended questions were sent out by email to
lecturers involved with teacher education programmes at three South African
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universities, namely, the University of South Africa, University of Stellenbosch and
the University of North West. The research questions posed were:

What place does theory have in educational research and practice?

Do you think that theory is important in educational research and practice,
and if so, why?

How can theory contribute to educational research and practice?

What theory do you use in your educational research and practice and why?
Should theory be included in the curriculum for teacher education, and if so
how?

These questions were sent to fourteen lecturers and responses were received
from seven lecturers.

Research Method

Narrative inquiry was used to interpret the findings accruing from the collected
data in the form of the responses to the open ended questions that were concerned

with:
[ ]

the identification of the role of theory in teacher education;

an analysis of the theoretical assumptions that underlie the present practice
of teacher education in South Africa;

the impact that the theoretical assumptions that underlie the present practice
of teacher education in South Africa have had on the teaching profession,
education policy and classroom practice;

improvements in the curriculum and teaching of theory in teacher education
programmes.

Data Collection

The responses received from the seven lecturers were then listed and collated as
follows:

1 What place does “theory” have in educational research and practice?

“Theory plays a major part in all research. Without theory there will be no
application — because what would you apply?”.

The role of theory in research can be to generate hypotheses or explain
phenomena. This should make theory an integral part of research.

o there is a strong interrelationship between theory and research. For
example, research may produce results that cause the theory to be revised, or
rejected”.

“Theory....... allows a researcher to be cognisant of the most recent and
authoritative theories on a topic”.

Educational research is or should be research guided by theory. Similarly, no
practice can stand outside a theoretical position, and therefore is not devoid
of theory.

“Theory plays a critical and creative role in educational research and
practice”.

“Theory already plays an important role in educational practice. Most of
what is being done is already theory-based”.
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2 Do you think that theory is important in educational research and practice,
and if so, why?

e “The importance of theory in educational research and practice cannot be
over emphasised”.

e “Yes, it is very important. Theory helps to explain how certain educational
phenomena occur. For example, it clarifies why certain education policies
come into being and how they affect all those involved”.

e “Theory is important as it provides a lens though which to understand the
research envisaged and provides a framework to develop a deeper
understanding of practice”.

e “...theory is used to generate conceptual models, which are often
represented as graphical figures that display variables and their
interrelationships”.

e “..theory provides educational research and practice with a critical
framework for dealing with educational problems”.

3 How can theory contribute to educational research and practice?

e “Theory is the foundation and backbone of all research, theoretical or
empirical”.

e “Theory can be used to explain why certain aspects of educational practice
are problematic or successful”.

e “The contribution of theory is that it has a level of generality and can be used
in most research projects and practice”.

e The application of theory can reduce the possibility of making incorrect
instructional decisions in teacher education.

e “Theory assists researchers and teachers to critically reflect on education
policy and classroom practice in attempting to ensure best education
practice”.

4 What theory do you use in your educational research and practice, and
why?

e “| often use System theory. Another theory that | often use is
Constructivism, because the context of knowledge development is very
important especially with research in the SA environment”.

e “| use theories which are in line with modern trends in educational research
and practice such as post-modernism, African philosophy and critical
theory”.

e “| use theories that are compatible with the emerging paradigm, for example
Critical theory and Social Constructivism. The main reason of using these
theories is that they consider knowledge as a social construct and reject the
notion that human behaviour is a social construct”.

e “l use Critical Social Theory in my research and practice”.

o “l always use the most relevant conceptual framework/s for the topic under
investigation”.

e “l use a pluralistic (postmodern) approach to theory because the application
of theory is contextually determined”.
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e “In our projects we use a variety of theories, depending on the problem that
are researched”.

5 Should theory be included in the curriculum for teacher education, and if
so, how?

o “| feel strongly about the inclusion of theory in the curriculum”.

o “Prospective teachers have to be aware of the different theories and how they
can assist them to understand or question some of the decisions made about
their practice”.

e “Yes. Theory must be situated in the context of the novice teachers own
teaching”.

e “Theory should be included in a way that provides a theoretical basis to think
about the classroom, and to relate classroom experiences to known theory”.

o “Definitely. Students should be exposed to different theories, such as
learning theories”.

e Yes. Theory should be included in the curriculum for teacher education.
Prospective teachers have to be aware of the different theories and how they
can assist them to understand or question some of the decisions made about
their practice.

e “Theory should be included in the curriculum for teacher education. At
undergraduate level and post graduate level”.

Summation of Responses

The responses of the seven lecturers to the open ended questions revealed the
following:

1 What place does theory have in educational research and practice?
The lecturers revealed significant agreement in their responses to the place of
theory in educational research and practice. It is clear from the responses that
theory plays a critical and creative role in educational research and practice. All
the lecturers agreed that there is a strong relationship between theory and
practice.

2 Do you think that theory is important in educational research and practice,

and if so, why?

All the lecturers agreed that theory in educational research and practice cannot

be overemphasised and yes, theory in educational research and practice is very

important. Reasons provided to substantiate this claim are:

o theory helps to explain how certain educational phenomena occur, it clarifies
why and how education policies come into being;

o theory provides a lens through which to understand the research envisaged
and provides a framework to develop a deeper understanding of practice;

o theory provides education research and practice with a critical framework for
dealing with education problems.

3 How can theory contribute to educational research and practice?
Theory can be used to explain why certain aspects of education practice are
problematic or successful. Theory helps us to question the decisions made about
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education by those in authority. The best theory for research and practice should
have significance and should be able to make a difference to how we view the
world. The application of theory can reduce the possibility of making incorrect
instructional decisions in teacher education. Theory assists researchers and
teachers to critically reflect on education policy and classroom practice in
attempting to ensure best education practice. Theory assists researchers with a
clearer understanding of a research problem.

4 What theory do you use in your educational research and practice and
why?
It is interesting to note that the respondents all use different theories in their
educational research and practice, for example: some lecturers use Post
Modernism, African Philosophy and Critical Theory; other lecturers use Social
Constructivism. All the lecturers, however, agreed that the educational problem
and the research question that they are concerned with determines the theory
they select to assist them to solve that particular problem.

5 Should theory be included in the curriculum for teacher education, and if
so how?
All respondents agreed that theory should be included in the curriculum for
teacher education. They argued that students should be aware of the different
theories used in education research and practice and how these theories can
assist them to understand or question decisions made about best practice in the
classroom. Theory can also assist them to think critically about their own
classroom practice. As far as the curriculum is concerned, at undergraduate
level, theory should be introduced at a general level which exposes students to
various theoretical frameworks that can be used in critically reflecting on
education policy and practice. At postgraduate level, students should be
encouraged to identify, master and critically reflect on a theory that they will
use in researching an educational problem in their postgraduate studies.

Conclusion

The aim of this paper was to discuss the views of lecturers involved in teacher
education on the place of theory in educational research and practice in teacher
education. From the responses received to the open ended questions sent out to
teacher educators It became evident that these lecturers believed that theory was
important in educational research and practice in teacher education and that theory
should be included in the curriculum for teacher education so that teachers may
acquire a critical disposition in addressing problems that they encounter in education
policy and the classroom.
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Abstract

This is a study on learning styles based on the Kolb model (1984). It was
conducted on a sample of Mexican higher education students, to develop a picture of
their learning styles at three different stages during their studies. The intention was
to determine whether there were differences between students majoring in
educational sciences and law, during the initial, intermediate and final semesters.
The sample included 212 students aged 18 to 25 years from the Hidalgo State
Autonomous University. All students responded to the Kolb Learning Style
Inventory and a demographics questionnaire. The paper presents this research
project's first results. There were differences found in learning styles across
programs and semesters. Results are discussed from the Kolb approach on
experiential learning.

Keywords: learning styles, Kolb’s model, higher education

Introduction

With the new wave of educational reforms that began in the 1990s, there has
been an emphasis in research on knowledge acquisition methods. From basic to
higher education the talk of the town is on strategies, metacognition or cognitive
skills. These strategies tend to be organized and conditioned by factors of which the
degree of incidence is uncertain, thus creating for each learner a peculiar way of
acting regarding his or her own knowledge construction. This form of preferential
learning is what Schmeck (1988) calls learning style.

The purpose of this study was to identify the learning styles of a group of
students from the Educational Sciences and Law degree programs at the Hidalgo
State Autonomous University (UAEH, acronym in Spanish) to learn about existing
differences, by program and semester (initial, middle and final), based on the Kolb
model (1984).

We know that students develop different ways of learning according to previous
experiences and the cultural context in which they acquired them. The subjects of
this study completed high school in institutions from different communities that
work with different systems, a situation that marks important differences in the
appropriation of new knowledge at the time of entering college.

The paper has four sections: the first one presents Kolb's theoretical postulates
on experiential learning, then the methodology, the results and discussion, ending
with the conclusions.
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Theoretical Framework

Several models have been developed to explain learning styles from different
perspectives. This paper is based on Kolb's (1984: 133) experiential learning, which
was developed by drawing from multiple paradigms that emphasize experience as
central to knowledge acquisition, focusing primarily on human learning.

Kolb initially departs from a rationalist position, then he focuses on a
behavioralist explanation to finally assume a constructivist model that draws on
personal experiences as a source for the development and enrichment of learning
(Canales, 1991).

This theory provides the foundations for an approach to education and learning
as a lifelong process that is firmly established in the traditions of social psychology,
philosophy and cognitive psychology (Kolb, 1984: 140).

The experiential learning model aims to establish a framework for examining
and strengthening the key link between education and professional development. It
views classroom work as a learning environment that provides experiences under
which learning is significantly consolidated. It stresses the role of formal education
in developing the potential of individuals as citizens, family members and human
beings and the importance of meaningful learning in personal development
processes.

Kolb mentions some features that are necessary for understanding his model's
approach: Learning is best understood as a process, not in terms of results, it is a
continuous process based on experience, a holistic adaptation to the world in order
to create knowledge. It is a process that requires conflict resolution between
dialectically opposing modes of adaptation to the world involving transactions
between the individual and the environment.

The learning styles model presents two basic dimensions for learning:
perception and processing. Learning is the product of the way in which we perceive
and then the processing of what was perceived.

Kolb describes two forms of perception, both opposing: perception takes place
either through concrete experience or abstract conceptualization. In processing, he
also found two opposite forms: first is active experimentation, and second, reflective
observation (Davies & Lowe, 2009).

From the interaction between the two forms of perceiving and the two forms of
processing, Kolb describes his model in four quadrants, which represent the
interactions that take place when learning happens. The horizontal axis identifies the
doing and watching, which is called the continuous processing and how to
"transform the experience". The vertical axis identifies the feelings and thoughts
which are also known as the continuous perception axis.

Thus, our learning style is a product of deciding between two options: 1) How
to assimilate experience choosing whether "to observe or to do"; 2) The emotional
response to the experience that transforms it choosing either to think or to feel.

The combination of these two choices results in four learning styles:
Accommodators (concrete experience and active experimentation); Divergers
(concrete  experience and reflective observation); Convergers (abstract
conceptualization and active experimentation); and Assimilators (abstract
conceptualization and reflective observation).
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Method

The methodology used was quantitative, descriptive and cross-cutting.
Information was retrieved through two instruments: the most recent version of the
Kolb Learning Style Inventory and a demographic data questionnaire.

The instruments were administered to 105 students from the Bachelor’s Degree
in Educational Sciences and 107 from the Law Degree program at the Hidalgo State
Autonomous University. 67% of them female and 33% male, ranging from 17 to 29
years of age.

Study participants were studying in six of the nine semesters of each degree
program. Three ranges were formed, each with 35 to 40 students: the first with
students from the 1% and 2" semesters, the second from 4™ and 5" and the third with
students from the 8" and 9" semesters. In this way it was possible to compare the
results on the learning styles for the initial, middle and final semesters of each
program.

Results
Characterization of the Population in the Study

Most people, according to the ideas of Kolb, Rubin and Mcintyre (1977),
develop learning styles based, other theories aside, on some learning skills. These
are the result of the hereditary apparatus, of one's own experiences and the demands
of the cultural environment. Learning is the result of the transaction between the
social knowledge which represents the accumulated cultural experience and personal
knowledge. Hence the importance of presenting a characterization of the population
that took part in the study.

In the State of Hidalgo, Mexico, there is a wide range of municipalities with
populations showing different cultural characteristics. 23.27% of the population are
indigenous and speak different languages: Nahuatl 68%, followed by Otomi 29.7%
and Tepehua 0.5%. Students from both programs differ in their place of origin, 44%
of Education students come from different municipalities, compared to only 15% of
Law students. While they are attending college, the difference becomes smaller:
90% of Education and 85% of Law students live in Pachuca (the State capital). 54%
of Education students’ fathers work in a trade while in Law it drops to 39%. 63% of
Education students’ mothers are homemakers. 19% of Law students’ mothers
completed an undergraduate degree while only 9.5% did so in the case of
Education. Fathers who have college education rank at 17.1% for Education and
22.4% for Law. 39% of Education students completed their high school programs in
technical schools, while only 21% of Law students attended these institutions and
40% of them come from high schools ascribed to the UAEH.

Learning Styles

The learning style which most participants identified themselves with was the
Assimilator, with 57.5% of Law and 40% of Education students in the first two
semesters of their programs. This style is dominated by abstract conceptualization
and reflective observation. Its greatest strength lies in the ability to create theoretical
models. Assimilators are noted for their inductive reasoning, in integrating
contrasting observations into a comprehensive explanation.
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In students from the 8" and 9™ semesters this style drops in both programs to
34%. This learning style is considered by Kolb suitable for professionals in research
and planning departments, which are important components in the curricula for both
programs.

Educational Science students from the final semesters registered the highest
percentage of study participants that identified themselves with the Accommodator
learning style with 43.8% compared to 34.4% of Law students. This style is
characterized by concrete experience and active experimentation. Its greatest
strength lies in doing things, developing projects and experiments, as well as
engaging in new learning experiences. These people have a tendency to find
themselves in situations in which they have to adapt to specific immediate
circumstances. Their formation is usually oriented toward technical or practical
applications, activities that are found in the Education program's final semesters.

Among the group of students in intermediate semesters the Divergent style
presents its highest percentage with 31% in Education and 28.5% in Law. People
who better perform in concrete experience and reflective observation fit into this
style. Their greatest strength is their imaginative capacity, and are noted for their
ability to look at concrete situations from multiple perspectives. Within this style
Kolb (1977) places executives with backgrounds in the humanities and liberal arts.

The Convergent style reported lower percentages in both programs, only 14% in
Education and 12% in Law for all study participants. In Education it presents an
increase between the first semesters from 15% to 17% in the intermediate but it then
drops to 2.8% in the final semesters. In Law this style shows a constant average for
the three ranges, 12% for the initial, 11.4% for the intermediate and 12.5% for the
final semesters. The greatest strength of this style lies in the practical application of
ideas. People with this style seem to perform better in situations such as
conventional intelligence tests where a single correct answer or solution is presented
for each question or problem. Their knowledge is organized so they can focus on
specific problems using hypothetical deductive reasoning, and it is associated with
students and professionals in technological and exact sciences. Actually this learning
style has little to do with the curricula and teaching practices of both of the programs
studied.

The subjects that students consider easy or difficult showed to have no relation
to the learning styles, but instead to the way in which the curriculum is developed
for each program. However, the relationship lies in the type of content that is studied
in the initial, intermediate and final semesters.

Conclusions and Final Discussion

The results reflect different aspects and characteristics of the study population at
different points in their studies through 3 of the learning styles proposed by Kolb
which respond to the curricular context they are immersed in, the social stimuli they
are exposed to, as well as to their physical and emotional responses when
understanding new information.

It is interesting to note that in Education students, of whom 44% come from
other municipalities, accommodators and assimilators are the two predominant
learning styles during the initial and final semesters. Lewin's model of laboratory
training and action (Kolb, 1984: 8-10) may explain this through some group
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dynamic techniques that facilitate learning, change and growth by the means of an
integrated process that begins with an experience of the here and now, that is
followed by a collection of data or observations about the experience. It is possible
that in these students’ places of origin, such forms of knowledge appropriation may
be widely applied.

The results are explained by some of the salient aspects of the model: the first
being the value given to the immediate concrete experience for validating and
testing abstract concepts, the second aspect highlights the feedback process which
provides the basis for a continuing process of action directed towards the goal as
well as the assessment of the consequences of such action.

It is important for teachers to know the learning styles of their students to
diversify their teaching strategies in the classroom and improve the level of learning
appropriation among their students. For teachers, to learn how students learn allows
them to strengthen those areas that present weaknesses for assimilating knowledge
from different approaches.

To learn more about the models that have enriched Kolb's own model facilitates
understanding new concepts consistently emerging in curricular models developed
in higher education institutions. Undoubtedly as Lewin, Dewey and Piaget's
principles strengthen the Kolb model, they do so as well for "innovative" approaches
in education. Those old ideas are refreshing these days.
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Abstract

As a starting point, this paper raises various questions to explain the teaching
conditions that exist in rural communities and the learning conditions faced by
children assigned to the rural community education mode. Equity and
competitiveness are the conceptual axis used in the descriptive construction a
documentary analysis and my personal experience in Rural Communitarian
Educational programs are the methodological strategies used to present this work.

Introduction

The complexity of the geographical, ethnic, cultural and socioeconomic
diversity that characterizes Mexico, as a Latin American country, reflects a variety
of requirements to which the various governmental offices and other type of
organizations have to respond. The Mexican Educational System also reflects this
organizational complexity because the needs and living conditions of the population
require a diversified attention.

In addition to the educational levels: Basic, High School University and
Postgraduate studies, there are different types of educational programs that seek to
respond to educational needs of the population, i.e. indigenous, adult,
“Telesecundaria”, distance education, rural education, migrant and community
education. In the case of the basic education® (preschool, primary and secondary
studies), we can identify rural community models characterized by multigrade and
multilevel. Such programs are offered in 31 states of the 32 that form Mexico
(CONAFE, 2008).

During the last three decades, educational reforms have tried, among other
things, to guarantee equity for everyone, thus giving equal opportunities of access,
permanence and conclusion of studies; by compensating those differences affecting
the most wvulnerable population. Those reforms also show an interest in
competitiveness emphasizing the development of competences, so that students may
acquire them to face modern life situations (Elizondo et al., 2006; Bracho &
Hernandez, 2012).

Some of the questions that served as axis for this essay are the following: should
Education directed to vulnerable people be different than that of privileged urban
population? Should this type of second class education be directed to students who
are considered belonging to a second class population? (Torres & Tenti, 2000).

L The organization of time and age is distributed as follows: preschool — lasting three years
and children’s ages ranging from 3-5 years; elementary school — lasting six years for
children from six to eleven years and eleven months, and secondary school — lasting three
years for children from twelve to fourteen years and eleven months.
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Which are the conditions where educational processes are being held with this type
of population? Does Rural Communitarian Education offer any strategies to make
possible the development of competences that will go beyond that rural context?

Purpose and Methodology Basis

These questions serve to identify those teaching and learning conditions of
children that belong to the Rural Communitarian Educational model. As a
methodological strategy, | made a documentary analysis and also based myself in
my own thirteen years’ experience in Mexico’s rural communitarian schools. | also
visited some schools which work under the New School Colombian Model
(“Escuela Nueva de Colombia”) in that South American country which uses the
same educational principles.

Analytical Considerations

The analytical categories are: equality with equity, pertinence and
competitiveness. Equality with equity is identified as the various possibilities that
guarantee the entrance to Education, that is, the educational offer, and the
differentiated models. Pertinence is defined as the identification of programs that
correspond to the socio-cultural and economic conditions of the people to which
they are directed, and that satisfy the need and problems of the population.
Competitiveness refers to the definition of contents and teaching strategies that
focus in the learning situations and the acquisition of competences (knowledge,
values, attitudes and abilities). Competitiveness also demands that the population
has the necessary and sufficient knowledge to have access to other educational
levels, both in its own context as well as in other national and international levels.

Discussion and Analysis

Rural Educational Context

Once again, at the beginning of the administrative presidential period (2012-
2018) a new reform to the basic education becomes the center of attention of public
politics in which the quality and the production of knowledge are the pillars that
support production and the sustainable development of the most vulnerable zones of
the country. Its enforcement and success depends mainly on the teachers because it
requires an appropriation of the educational approach that should be congruent and
pertinent, in order to offer the same learning results and improve the ability and
knowledge of students (Gajardo & Jiménez, 2009).

We can mention in the case of the Rural Communitarian Education, that
although it is not considered explicitly in the Educational Reform, it contains a firm
educational model designed in the nineteen seventies and that has been improved
with different research works.

In order to consider the articulation of these programs to the public politics, we
must not forget that those programs are centered in the search for equity in those
zones of low educational development. These programs must present pedagogic
innovations and changes in the educational exertion in order to give a solution to the
educational residue that formal education leaves in forgotten zones in our country
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(De la Torre, 2012). In this sense, starting at the intermediate level, one of the
strategies that overcome the educational deficiencies and develop emergent themes
is the Summer Community Tutors Program. The tutors are youngsters who study at
High School or university levels and do activities for the educational transformation,
among them, the regularization of students (De la Torre, 2012).

I shall briefly make reference to the international organizations that play an
important role in the development of these programs because they define Mexican
educational politics, and other educational politics in Latin America, taking into
consideration the research work and the recommendations directed to the search of
equality and educational homogenization. For example, the World Bank’s interest
for social topics is based on the fact that money invested on poor people is not only
due to humanitarian purposes but that it is a very profitable business. Thus, the
World Bank has become the principal financial source for developing countries
(Maldonado, 2000). For that reason, it is important to bear in mind that this banking
organization is one of the main producers of documents and a source that generates
educational public politics and compensatory programs that overthrow the action of
different sectors, especially the educational one.

Equity Conditions in Rural Communitarian Education

To think of equity as the axis of the scale in the educational offer implies to
have as a starting point a diversified option in which the contextual and economic
conditions make a difference to offer education for the most vulnerable persons, “so
that social and economical minimal inequality is just when it benefits those in
disadvantage in the social structure and are found in the free and indiscriminative
competition of the social positions (Rawls, 2000). In this sense, an educational
compensatory program focused as is the case of the Rural Communitarian Education
is justified when it identifies those groups, schools or individuals that are kept away
from the rest” (Bracho & Hernandez, 2011).

The above allows me to state that the educational model for small rural
populations continues to be the educational program that uses as a basis the
economic, social and cultural differences for educational purposes (CONAFE,
2012). This model is organized using a multilevel curricular structure, wherein is
possible to work similar themes but for different educational levels; with students of
different ages and different learning levels. The questioning of the youngest or of
those in disadvantage allows students with higher levels of knowledge to practice
their competences when monitoring the activities of their fellow students in order to
enhance their learning competences®. Equity can also be considered in the “uneven
organization of activities”, that is, under the school conditions climate that is the
scenario for student activities: children may stand up when they require it, use any
material they need for their activities and exchange opinions during class, because
discipline enforcement is not considered as having to be silent. The teacher is only
guides the children’s activities and helps them, when necessary.

% The educational basis of this model corresponds to Vigotsky’s Socio-cultural theory that is
equivalent to the constructivist model of competences used in national and international
educational systems.



120 Equity and Competitiveness: contradictions between the identification of educational skills and educational achievements

Competitiveness and competences in Rural Communitarian Education

Educational systems, in general, have established a series of mechanisms where
individuality and students’ characteristics give way to the imperative need to comply
the established standards by the international organizations (Simone & Hersh,
2004). Thus, the educational achievement indicator’s identification is present when
designing programs and also in the curricula of the various educational levels which
are verifiable by applying standardized examinations as: PISA, ENLACE or
ESCALE and simultaneously they cause tension between the educational
achievement and the development of competences for life, because the latter must
generate a reflexive critical attitude in students. In this sense, competences are
pedagogical devices that offer the conditions for children and youngsters find some
sense in their scholastic learning and build their knowledge according to their needs
as persons and social individuals. That is:

When adopting a pedagogy for the construction of knowledge and the
acquisition of competences, the school hopes to reduce the volume of “dead
knowledge” favoring “living knowledge”, that knowledge is so well integrated
[in the individual] that is used and enrich during the whole life. [...] to acquire a
competence is, simply, to learn to what one ignores, by doing it (Denyer et al.,
2002: 31).

Thus, to confirm the dominion of a competence, a person must have the
capacity and the elements to face a new and complex situation in which several
types of knowledge are present “by doing, and doing it knowledgeably”. That
includes moral values and ideological positions, attitudinal conditions, historical
basis, communicative strategies, procedural abilities and posses some notions to
identify and search for answers, among others.

In relation to the Rural Communitarian Education, we can state that the
theoretical and methodological conceptions in their programs and their performance
in the school space show that the process of knowledge acquisition takes place in
that context (CONAFE, 2007). The articulation between the attitudinal and
cognitive contents allows students identify those procedural and factual contents.
Nevertheless, when they are evaluated from an “educational achievement”
perspective, the efficiency index shown by these programs are usually below the
national average. For example when considering the global results in the
mathematical examination of ENLACE® 2012 (SEP, 2012) we observe that in
elementary schools, both in communitarian and indigenous education, most students
(78.2% and 71% respectively), reach the lowest levels (sufficient and elementary) in
the educational achievement, while in regular public elementary schools, this result
is slightly below (53.6%) and it is still lower in private schools (34.5%) where better
educational conditions prevail.

® This evaluation is applied in all elementary and secondary schools in Mexico with the
purpose of evaluating, every year, the students” knowledge acquisition both in Spanish and
Mathematics. The other different subjects are applied by turns every year: Natural Science
(2012), Geography (2011) and Civic and ethical education (2010). All questions are based in
the present academic programs. For this example, the information corresponds to Hidalgo
State in Mexico (SEP, 2012).
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It is still more worrisome the result in the Spanish area (competence in written
language) because the “insufficient” and “elementary” levels rise: in communitarian
education (83.9%), in the indigenous one (77%), in the regular public schools
(58.1%) and in private schools (30.4%), keeping the same previous relationship that
the former.

By looking at these results, it is possible to state that it certain that a second
class education is being to the most vulnerable population in our country.
Nevertheless, other questions are simultaneously raised, that must be deeply
analyzed®. Do standardized examinations evaluate the dominance or achievement of
competences for life? Are standardized examinations a referent to raise the quality
of education?

In the performance of the Rural Communitarian Education program it is
possible to identify some other aspects that are not considered in the standardized
evaluation such as: the importance of communitarian participation in the educational
teaching process and the strong collaboration of the teaching instructors regarding
the needs of the community, which are a reflection of the acquisition of competences
for life, because inhabitants of that community, children included, solve
communitarian problems when they appear. This shows a collaborative task which
is not measured in the standardized evaluations, but that involve the “knowledge to
do” and “the doing with knowledge”.

Some Conclusions

Considering the equity axis, it was possible to identify that, in searching to
equalize opportunities to obtain the education access; some special differentiated
programs have been elaborated according to the social, economic and cultural
conditions of vulnerable groups.

When conditions demand an uneven approach to improve access to education,
contents and educational handling must be different, that is, the teaching instructor
must act according to the cognitive requirements of vulnerable groups.

The majority of communitarian educational groups use their natural context in
order to have learning scenarios that promote communitarian participation, which is
an essential element for the acquisition of competences.

The standardized evaluations must contain some indicators or strategies by
which it is possible to measure the acquisition of competences.

Educational politics must bear in mind the experiences which arise in the Rural
Communitarian Education in order to improve the acquisition of competences for
life and to extend those experiences throughout the country.

Educational politics more inclusive and sustainable must be designed in order to
change palliative answers given by international organizations to the arising
problems of vulnerable groups.

* Other studies have been made of PISA evaluation. For example, see Diaz-Barriga, 2006.
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MARTA ELENA GUERRA-TREVINO

ADULT READING IN A FOREIGN LANGUAGE:
A NECESSARY COMPETENCE FOR KNOWLEDGE SOCIETY

Abstract

This paper presents several “tips” for Spanish speaking adults who start a
reading comprehension course in English. The document is the product of my
twenty-five years of experience as a language teacher. By using these practical
pieces of advice, learners understand the differences between English and their own
language, are able read, and to produce their personal reading strategies in order to
succeed when reading English texts, and simultaneously, they feel their learning
stress is diminished.

By making the necessary adjustments, these reading hints may be applied to
different languages especially Romance language teachers, who may create their
own version to help students in their reading task.

Introduction

Because most nations have opened their doors worldwide to tourism and
commerce, the need to communicate with people from different countries has
increased to such an extent that foreign languages, especially English (Valenti,
Avaro & Casalet, 2008), are now being taught in many elementary schools in
Mexico, both public and private. At present, our educational authorities have
considered necessary the teaching of English as a second language (L2), from
elementary school up to university levels (Manzano, 2007).

People that handle English have better job opportunities because they read,
write and use that language fluently (Phillips, 2003). International enterprises are
nowadays hiring English speaking persons with better salaries, either to work here in
Mexico or to be sent abroad to their company’s offices, being conscious that their
employees will be able to communicate successfully.

Presentation of the problem

In order to graduate at any university in our country, Mexico, two requirements
must be fulfilled before a thesis paper is accepted and the Graduation Examination
takes place. It is compulsory for a student to do social service work in a
governmental or public academic institution, during a period ranging from six
months to two years. They also have to present a foreign language reading
comprehension examination.

Those persons who have not had equal learning opportunities or were not
exposed to English as children, have more difficulties in satisfying this second
requirement. They struggle to learn the English language and reading
comprehension becomes their learning starting point (Mihara, 2011).

If one is asked to define the word reading, different answers may come to mind.
But one that satisfies me is: “Reading is a dynamic and associative mental process™
(Ramirez, 2009). It is a complex task that demands much attention because a person
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is in contact with two kinds of written words: sight words, and meaningful words.
Sight words can be easily recognized because of their shape, while meaningful
words “transmit” ideas. A decision has to be made by the reader regarding the
method to be used in order to be successful. When reading a text, one may approach
all words without considering their separate elements, or approach them by paying
attention to every component part of a word (Alliende & Condemarin, 1993).

Once the chosen methodology has been successfully practiced, the reader will
be mentally able to link words and sentences to grasp the message transmitted by the
text and integrate it to his previous knowledge; this will modify or reinforce his
social or cultural ideas.

Reading English at an adult stage is hard (Sousa, 2002) for Spanish-speaking
people who have had only basic notions of that L2 language. On the one hand,
adults are self-conscious of the fact that they do not have enough vocabulary
because they find themselves forced to use the dictionary for almost every word they
encounter; on the other, their vocabulary does not correspond to the one they usually
handle in their mother tongue. Because they are able to read fluently in their own
language, they want to approach the L2 text in a similar manner. So, when failing to
understand the written message, they blame their reading clumsiness mainly on their
scarce amount of vocabulary, unconsciously ignoring that they are lacking reading
strategies that may easily be learned (Manzano, 2007; Day & Bamford, 1997).

In my experience as an English teacher, once Spanish-speaking adults grasp the
way in which they should “visually jump back and forth” in order to establish the L2
word order and transfer it to the reader’s mother language, reading becomes easy
and fun and the learning stress disappears.

At the beginning of a course | usually ask students: Why do you want to fit a
foreign language text into your mother tongue’s structure or function? Remember
that languages, like people, have their own characteristics, and those may be
considered their personality. Eventually, they are convinced to try and use some
strategies of their own in order to read fluently.

Proposed strategies for the appropriation of the written language

In spite of the various phonetic changes it has suffered, English has kept the
original etymological graphic use of words, whereas Spanish (and also Italian), have
altered their original etymological writing (Alliende & Condemarin, 1993, p. 84), to
create a phonetic and graphic correspondence.

As there is a scarce correspondence between the distinctive writing units and
phonemes in English, it may be advisable to approach all words without paying too
much attention to their particular elements, to facilitate the reading task.

To solve reading problems, students use some of the “tips” given below to assist
themselves in their learning chores. Although there are several other elements that
may be used when reading, | have found that those given below are easier to
remember. Here are fifteen simple pieces of advice.

First, and most important, is this one directed to teachers. It refers to class
environmental learning. Students must feel at ease with both, the teacher and their
classmates, especially those persons who have tried to learn English and have been
unsuccessful. The reason for their failure may be that they have classmates who
have a higher knowledge of that language and their protagonist role in class does not
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allow others to participate. For that reason, a person less competent in English,
becomes self-conscious and, either remains silent, or bashfully refuses to read. For
that reason, it is of the outmost importance that an appropriate environment prevails
and all students have the same opportunities to read.

Second, the teacher must be another student in class. He should only guide his
“classmates” when they require it, and suggest, but never impose, reading strategies.

Third, texts in reading courses should not be written by teachers for class
purposes, because adults can detect if a text belongs to the “real world” source or
not. This is the reason why reading material should contain brief, interesting articles
taken from scientific, humanistic or cultural publications containing a low degree of
difficulty (which will eventually increase). Needless to stress the fact that coherence
between the reading material and any pertaining questions is of the outmost
importance.

Fourth, recognize “cognates”. They are “transparent” words having the same
meaning, but missing a letter or two, or having one or two extra ones. It is possible
to infer the meaning of a word when it is written almost with the same letters in both
languages. Two examples: arte means “art” and estudiante means “student”. But
one should beware of “false cognates”, that is, words that look similar in both
languages, but convey a completely different meaning, i.e. policy, which some
people wrongly translate as police.

Fifth, in my opinion, all human beings think alike but express their thoughts in
a different manner and with different vocabulary. One should always bear in mind
that, when reading a sentence or a paragraph, it should make sense. If it doesn’t or
lacks coherence when it is being transferred from L2 to one’s own language, the
reason may be that a different meaning has been assigned by the reader to a word or
phrase. By this | mean that the person’s inference goes way too far from the message
the text is conveying. If this seems to be the problem, then one should try to look up
in the dictionary, those “familiar” words one “seems” to know, because they may be
false cognates. Very often, according to its location, a word or phrase may transmit a
totally different idea than it does when it is placed in a different context. So once a
student is aware that it is not a sign of weakness to consult the dictionary to
understand the correct meaning, he will keep on doing that and succeed in
understanding the written material.

Sixth, because of their complexity, irregular verbs should be learned well but
never in a list form. They should appear in familiar contexts, that is, students should
be able to read them because they are meaningful words when presented in everyday
situations; and, when necessary, they may be accompanied by a brief explanation of
their role in a sentence.

Seventh, because adjectives are used in Spanish after nouns, one must
remember that, in English adjectives (regardless of the number that appears), always
come before a noun.

Eighth, below are several hints regarding verbs ending in “ing” (gerunds).
People should bear in mind that some words with that ending, may seem to be
nouns, but they actually function as adjectives by being placed before a houn. Here
is an example of both uses: This evening is her Prom (graduation dance), so she
must wear an evening dress. The first word evening is used as a noun and the
second, as an adjective.
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Verbs in English, ending in “ing”, when placed at the beginning of a sentence
correspond in Spanish to the infinitive form: Eating too much is bad for you”: comer
mucho es malo para ti.

But they may also “act” as nouns: “Their singing was awful”

If “ing” words are accompanied by the verb to be (in any tense), they are verbs:
“They were eating a banana.”

Ninth, remember that in Spanish, verbs already include the pronoun, so it
doesn’t have to be repeated. For example, juego, means, | play, but it also can be
that juego is used as a noun, meaning “game”.

Tenth, adverbs are inserted between the pronoun and the verb, that is: | always
play in the morning, whereas in Spanish, because our verb already shows the
corresponding pronoun, as is the case of juego, the sentence may start with the
adverb Siempre and the verb juego shows the word already includes the first person
singular.

If an “ing” word is accompanied the verb to be, no matter how this verb is
conjugated, then that ‘ing’ word functions as a verb: “He will be playing the piano.”
But it also functions as a noun: “their singing was awful!”

Eleventh, all regular verbs conjugated in past tense end in ed, regardless of the
person who is speaking.

Twelfth, when auxiliary verbs are being conjugated, they show the tense in
which the sentence is presented. Very often people say: “I didn’t ate the cookies”
when they try to give examples of past tense verbs. Therefore, the use of the present
tense for the action verb accompanying the auxiliary, must be remembered: | didn’t
do my homework.

Thirteenth, verbs like “do” and “have” function both as auxiliary and regular
verbs. The following examples show the way they are used: “I don’t like to do
homework on weekends” and “I have eaten too much and have a stomach ache.”

“Have”, followed by “to” is also used as must (obligation): “I have to finish this
paper for tomorrow.” (I must finish this paper for tomorrow).

Fourteenth, “English is easier to learn than Spanish”. By looking at examples
such as: In Spanish we use adjectives according to their gender and number. For
example the word bello (or hermoso) means “beautiful” while in English the
adjective does not. If one is talking about a child, that person uses the same adjective
regardless of gender or number, whereas in Spanish, a person would have to use the
adjective bello for a boy, bella for a girl, bellos for two or more boys and bellas for
two or more girls. So, it is advisable to stress the fact that one does not have to
worry about gender and number regarding adjectives.

Conclusions

Teaching reading strategies in a foreign language (whether English, French,
Italian or Spanish, among others), and presenting a text through situational teaching,
is giving students the possibility to be immersed in “familiar learning situations”
which they will recognize immediately.

Texts should be chosen carefully according to the students’ requirements and
they must be meaningful, interesting and relevant.
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The vocabulary presented in the teaching material must be simple at the
beginning of the course in order to reduce the learning stress, and it should increase
its difficulty as the course continues.

Courses should be taught having the teacher playing the role of one more
student in class, being a person who helps his classmates to understand the basic
learning process of reading a text.

It must be remembered that a word usually has several meanings and the reader
must find the correct one for the text be coherent.

Both, students and teachers must always be respectful of their classmates’
mistakes by omitting the attitude of someone who expects a grown-up perfection
when a person reads.

Errors should be empathically corrected, bearing in mind that students have
already noticed their failure and expect a respectful attitude.

To motivate and convince students that they are able to read a text in a foreign
language with the very little amount of vocabulary they have, is to, psychologically,
forcing them to read, even if, at first, the student makes numerous mistakes.

By using the tips given above, one may state that adults are capable to read a
foreign language and infer the meaning of unknown words, because they will
develop their own learning strategies by comparing the knowledge acquired during
their life, to the reading situations that are presented in texts.
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ZVIA MARKOVITS & SADIK KARTAL

THE TEACHING PROFESSION AS SEEN BY PRE-SERVICE TEACHERS:
A COMPARISON STUDY OF ISRAEL AND TURKEY

Abstract

608 pre-service teachers from Israel and from Turkey, in their first year and in
their fourth (and last) year of study, were asked to complete a questionnaire in order
to explore the reasons that led them to choose teaching as their career and to reveal
their beliefs regarding several aspects of the status of the teaching profession.
Results show some similarities as well as some differences between pre-service
teachers in Israel and Turkey as well as between first year and fourth year pre-
service teachers in both countries.

Introduction

Teaching is complex and good teachers are needed to cope with the huge
challenges this profession requires. In spite of the need for high quality teachers in
the educational system, the salary teachers are paid in not high and in many
countries the status of the teaching profession is low. How these issues affect
students’ willingness to choose teaching as their career? What are the characteristics
pre-service teachers use to define good teachers? In this study we aim to reveal
beliefs hold by pre-service teachers from Israel and Turkey regarding the status of
the teaching profession in their country and the characteristics they use to define a
‘good teacher’. Moreover we aim to explore their reasons for choosing to become
teachers and to look into the changes they think should be done in the educational
system in their country.

There is a large body of research focusing on the reasons for choosing a
teaching career. Students choose teaching as their career for different reasons. The
literature (for example, Moran et al., 2001; Low et al., 2011) suggests altruistic
reasons (seeing teaching as a mission or a desire to work with children), extrinsic
reasons (relating to remuneration and job security) and intrinsic factors (personal
growth and other opportunities that the teaching job might offer). Korb (2010)
investigated reasons for choosing teaching among 406 students in order to evaluate
the widespread belief that students choose teaching as a last resort career. He found
that the two top reasons for choosing the teaching profession were to shape the
future of children and to make social contribution. Only 18% of the participants
explicitly reported that they choose teaching as a last resort.

The status of the teaching profession receives attention all over the world. A
research which investigated the status of teachers and the teaching profession in
England (Hargreaves, et al., 2006), surveyed the public opinion, the media, teachers
and other associated groups on different aspects of the status issue. One of the
results was that secondary teachers were ranked in the 12" place and elementary
teachers in the 14™ place out of 16 occupations, suggesting that the status of the
teaching profession is low, and that there are large differences between the teaching
profession and other professions judged to have high status. One of the factors that
contribute to status of a profession is the salary. Ingersoll & Perda (2008) presented
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tables with mean salaries of selected occupations in the United Stated. Teachers are
at the bottom of the tables. The salaries of teachers are low in both countries Israel
and Turkey. According to the OECD (2012) the salary of an elementary school
teacher with 15 teaching years is about 29,000 $ in Israel and about 27,500 $ in
Turkey, much lower than in countries such as Australia, England, Portugal, Japan
and the United Stated.

Students choose to become teachers even though the salary is low. Many of
them choose this career because they believe they can be good teachers and make a
change. Murphy et al. (2004) investigated the characteristics of ‘good teachers’ as
seen by teachers and by students. They found that good teachers are believed to be
caring, patient, not boring and polite. They also find that beliefs about good teaching
seem to be formed at an early age.

Research design

297 pre-service teachers from Israel and 311 pre-service teachers from Turkey
participated in this study. Among the Israeli participants 157 were in the first year of
study and 140 in the fourth year, all studying at a large academic college of
education. Among the pre-service teachers in Turkey 151 were in the first year and
160 in the fourth year, all studying at a large university. In both countries the
teaching subjects (math, history, science, literature etc.) as well as the teaching level
(pre-school, elementary, high school) of the pre-service teachers varied.

The participants were asked to respond to a questionnaire with four questions,
the first three open ended:

A. If you could change 3 things in the educational system what would you

change? Why?
B. Why did you choose to study teaching?
C. Write 5 characteristics of a good teacher. Write them from the most
important — number 1 to the least important — number 5.

D. Compare the teaching profession to other professions in Israel/Turkey on a
1-5 scale: importance of teaching profession; status of teachers; salary;
weekly working hours; satisfaction.

The answers were coded according to categories and analyzed.

Results
In this paper we present pre-service teachers’ responses to questions D and B.
Questions D — Comparison of the teaching profession to other professions

In this question the participants were asked to compare teaching to other
professions. They had to mark their answer on a 1-5 scale, where 1 stands for “very
low”, 2 stands for “lower”, 3 stands for “same as” 4 stands for “higher” and 5 for
“much higher”. For each group of pre-service teachers we calculated the mean.

Importance of the teaching profession

The mean for the Israeli pre-service teachers was 3.4 in first year and 3.7 in the
fourth year. The mean of the Turkish pre-service teachers was 4.3 in the first year
and 4.5 in the fourth year. The results suggest that the Turkish students believe
much more that the Israeli students do that teaching is a very important profession.
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In both countries the number is higher among the fourth year students suggesting
that by learning and practicing teaching the pre-service teachers understood much
more the importance of the profession.

Status of teachers compared to other professions

The mean for the Israeli pre-service teachers was 2.3 in first year and 2.0 in the
fourth year. The mean of the Turkish pre-service teachers was 3.6 in the first year
and 3.5 in the fourth year. In both countries the status of the teaching profession is
low. This can be clearly seen in the answers of the Israeli students and less seen in
the answers of the Turkish students. It seems that although the status of the teaching
profession in Turkey is low the pre-service teachers believe that the status of
teachers in their country is above average. In both countries a decrease can be seen
between first and fourth year, which is much more evident among the Israeli pre-
service teachers.

Salary of teachers compared to other professions

The mean for the Israeli pre-service teachers was 1.8 in first year and 1.8 in the
fourth year. The mean of the Turkish pre-service teachers was 2.0 in the first year
and 2.1 in the fourth year. It seems that pre-service teachers in both countries clearly
mirror in their answers the low salaries of teachers with no difference between first
and fourth year. Moreover, when comparing this statement to the previous one it
seems that Israeli pre-service teachers connect low salary with status while the
Turkish students believe that the profession of teaching in their country is above
average although the salary is very low.

Weekly working hours of teachers compared to other professions

The mean for the Israeli pre-service teachers was 3.1 in first year and 3.2 in the
fourth year. The mean of the Turkish pre-service teachers was 2.9 in the first year
and 2.2 in the fourth year. These responses suggest that in Israel the participants
ranked the weekly working hours of teachers slightly higher than in other
professions, while in Turkey the mean is lower than 3, meaning that the working
hours of teachers seem to them lower than for other professions and seem much
lower by the fourth year pre-service teachers. In Israel in the last years there was an
increase in the hours teachers have to stay at school and this might be the reason for
the responses of the Israeli participants. In Turkey, it is interesting to note the
decrease from 2.9 to 2.2 among the fourth year pre-service teachers. One would
expect that pre-service teachers, who probably have already an idea of the time
teachers have to put in their work beyond the teaching hours at school, would give a
different answer. It seems that we need to further explore the reasons for this
phenomenon.

Satisfaction in the teaching profession compared to other professions

The mean for the Israeli pre-service teachers was 4.0 in first year and 3.7 in the
fourth year. The mean of the Turkish pre-service teachers was 3.9 in the first year
and 4.1 in the fourth year. It is clear that in both countries students believe that the
teaching profession is much more satisfying (for them at least) when compared to
other professions. Among the Israeli students there is a decrease when comparing
the first and the fourth year pre-service teachers In Turkey there is an increase. It
might be that the teaching together with the experiences they gained in school
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contributed to the decrease among the Israeli and to the increase among the Turkish
pre-service teachers.

Question B — Reasons for choosing to study teaching

This question was open-ended, no suggested reasons were given and the
participants had to reveal their own reasons for choosing teaching as a career. In
this question most of the participants gave more than one reason for choosing to
become teachers.

It seems that one of the main reasons for choosing the teaching profession is
altruistic — doing for others. 64% of the first year and 67% of the fourth year pre-
service teachers in Israel gave this reason as one of their reasons for choosing
teaching. 42% of the first year and 49% of the fourth year pre-service teachers in
Turkey gave this reason. Participants said that teaching is a mission, or an ideology.
They said that they have a desire to make a change, to help others, to train the next
generation and to contribute to the society.

Another set of reasons focused on the pre-service teachers themselves and what
they would like. 15% of the first year and 36% of the fourth year Israeli pre-service
teachers said that they like children or like to teach. This kind of reason was given
by 25% of the first year and 22% of the fourth year Turkish participants. 10% of the
first year and 9% of the fourth year Israeli participants said that they choose teaching
because they think they will be good teachers. None of the first year in Turkey used
this reason, but 20% of the fourth year pre-service teachers said that they feel they
can do this job. The difference among the Turkish participants might suggest that
their preparation as prospective teachers made them confident in their ability to
become good teachers.

Few of the students decided to choose teaching as a career since their parents
are teachers or since family or teachers encouraged them to do so. Only 3% of the
first year and 2% of the fourth year participants in Israel gave this reason, while the
percentages among Turkish participants were a little higher: 9% among the first year
and 6% among the fourth year participants.

10% of the first year and 6% of the fourth year pre-service teachers in Turkey
chose teaching because of the comfortable working hours. Only 4% of the first year
and 5% of the fourth year among the Israeli participants used this as a reason. These
responses are in agreement with Turkish and Israeli participants’ beliefs regarding
the weekly working hours of the teaching profession as compared to other
professions, as mentioned above.

Another reason mentioned much more by the Turkish pre-service teachers is
that of teaching as a last resource career. 13% of the first year and 12% of the fourth
year pre-service teachers said that they chose teaching since it was easy to get in or
since they did not enter another faculty. The percentages of the Israeli pre-service
teachers were 1% among both first and the fourth year, suggesting that this is not a
reason at all when they choose to become teachers. It might be that these responses
are somehow biased since participants might be reluctant to reveal this reason for
choosing teaching as a career.
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Discussion

In this study we revealed pre-service teachers beliefs toward the status of the
teaching profession and explored their reasons for choosing teaching as a career.
The comparison of the responses given by pre-service teachers from Israel and from
Turkey suggests, as could be expected, communalities as well as differences. One of
the communalities is the high percentage of participants in both countries who chose
the teaching career because of altruistic reasons and the low percentages that chose
teaching as a last resort career. They know that the salary of teachers is much lower
than that of other professions, but they think that teaching is an important profession
which gives a lot of satisfaction.

References

Hargreaves, L., Conningham, M., Everton, T., Hansen, A., Hopper, B., Mcintyre, D.,
Maddock, M., Mukherjee, J., Pell, T., Rouse, M., Turner, P. & Wilson, L. (2006): The
Status of Teachers and the Teaching Profession: Views from Inside and Outside the
Profession. Research Report RR755. University of Cambridge.

Ingersoll, R. M. & Pedra, D. (2008): The status of teaching as a profession. In J. Ballantine &
J. Spade (Eds.) School and Society: a Sociological Approach to Education, (pp. 106-
118), Los Angeles: Fine Forge Press.

Korb, K. A. (2010): Do students in the faculty of education choose teaching as a last resort
career? Implications for teacher preparation programs. International Journal of
Educational Studies, 1, 117-121.

Low, E. L., Lim, S. K,, Ch’ng, A. & Goh, K. C. (2011): Pre-service teachers’ reasons for
choosing teaching as a career in Singapore. Asia Pacific Journal of Education, 31(2),
195-210.

Moran, A., Kilpatrick, R., Abbott, L., Dallat, J. & McClune, B. (2001): Training to teach:
Motivating factors and implications for recruitment. Evaluation and Research in
Education, 15(1), 17-32.

Murphy, P. K., Delli, L. M. & Edwards, M. N. (2004): The good teacher and good teaching:
Comparing beliefs of second-grade students, pre-service teachers, and in-service
teachers. The Journal of Experimental Education, 72(2), 69-92.

OECDiLibrary (2012): Teachers’ Salaries. http://www.oecd-ilibrary.org/sites/teachsal-table-
2012en/index.html;jsessionid=1c7ulrp3pb9pp.delta?contentType=&itemld=/content/tabl
efteachsal-table-2012-1-en&containerltemld=/content/table/teachsal-table-en&access
Itemlds=&mimeType=text/html

Prof. Dr. Zvia Markovits

Oranim Academic College of Education
Israel

zviam@orange.net.il

Dr. Sadik Kartal
Mehmet Akif Ersoy University
Turkey


http://www.oecd-ilibrary.org/sites/teachsal-table-2012en/index.html;jsessionid=1c7u1rp3pb9pp.delta?contentType=&itemId=/content/table/teachsal-table-2012-1-en&containerItemId=/content/table/teachsal-table-en&accessItemIds=&mimeType=text/html
http://www.oecd-ilibrary.org/sites/teachsal-table-2012en/index.html;jsessionid=1c7u1rp3pb9pp.delta?contentType=&itemId=/content/table/teachsal-table-2012-1-en&containerItemId=/content/table/teachsal-table-en&accessItemIds=&mimeType=text/html
http://www.oecd-ilibrary.org/sites/teachsal-table-2012en/index.html;jsessionid=1c7u1rp3pb9pp.delta?contentType=&itemId=/content/table/teachsal-table-2012-1-en&containerItemId=/content/table/teachsal-table-en&accessItemIds=&mimeType=text/html
http://www.oecd-ilibrary.org/sites/teachsal-table-2012en/index.html;jsessionid=1c7u1rp3pb9pp.delta?contentType=&itemId=/content/table/teachsal-table-2012-1-en&containerItemId=/content/table/teachsal-table-en&accessItemIds=&mimeType=text/html
mailto:zviam@orange.net.il

Part 2: Pre-Service and In-Service Teacher Training & Learning and Teaching Styles 133

SANDRA OZOLA & MARIS PURVINS

TEACHING/LEARNING THEORIES — HOW THEY ARE PERCEIVED IN
CONTEMPORARY EDUCATIONAL LANDSCAPE

Abstract

This paper is about teaching and learning theories; their backgrounds and
contemporary understandings expressed by different experts from various countries.
It also gives insight into the results of a pilot research of Latvian teachers
practitioners about their perceptions, thoughts and ideas about teaching/learning.

Introduction

In our modern, high technology society, everything moves at a fast pace, so it is
necessary for education to make changes to provide more useful members of
society. The teacher’s responsibility does not focus on the content they teach, but on
directing students to develop these lifelong learning skills. It is important to let
students know that the responsibility for learning is with the learners themselves.
Unfortunately, very often teachers concentrate more on how they teach and less on
how students learn. Instead of thinking that a teacher is the only knowledge-giver
who stands up front in the class, the 21% century needs such a teaching/learning
process, where there is less teachers’ talk and more students’ talk; more
consideration on how teachers can enable their students for independent learning.

Background

Claxton (1984) says that every psychology has a philosophy behind it.
Psychology of learning creates theories about how people’s theories change and
develop. So people have been trying to understand learning for centuries. The
debates that have occurred through the ages reoccur today in a variety of viewpoints
about teaching and learning and the teachers’ role in this process. As Wenger (2009)
states that learning has traditionally been the province of psychological theories.

Skinner (1974), who is considered to be the father of modern behaviorism
considered learning to be the production of desired behaviors. He denied any
influence of mental processes. The pedagogical focus of behaviorism is on control
and adaptive response and it they completely ignores issues of meaning.

Wilson and Peterson (2006) stress that behavioral theorists made the way for the
‘cognitive revolution’ which involved putting the mind back into the learning
equation. Learners make sense of the world, actively creating meaning, for example,
while reading texts, interacting with environment or communicating with other
people. As Branford, Brown and Cocking (2000) wrote:

"It is now known that very young children are competent, active agents of their
own conceptual development.” (p. 79).

Its pedagogical focus is on the processing and transmission of information
through communication, explanation, recombination, contrast, inference, and
problem solving.
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This cognitive turn in psychology is often referred to as a constructivist
approach to learning. Piaget (1929) was the first to state that students create
knowledge rather than receive knowledge from the teacher. He recognized that
students construct knowledge based on their experiences. If the experience is a
repeat one, it fits easily to the child’s cognitive structure (it is assimilated into the
existing cognitive structure). If the experience is different or new, the child alters
his/her cognitive structure to accommodate the new conditions. Their pedagogical
focus is task-orientated.

Social learning theories take social interactions into account placing the
emphasis on interpersonal relations involving imitation and modelling, and thus
focus on the study of cognitive processes by which observation can become a source
of learning (Bandura, 1986, 2006).

Contemporary understandings of learning

Today teachers use different classroom practices that are based on all of the
above mentioned ideas about learning. Illeris (2009, p. 1) says:

“Learning is a very complex matter, and there is no generally accepted
definifition of the concept. On the contrary, a great number of more-or-less
special or overlapping theories of learning are constantly being developed,
some of them referring back to more traditional understandings, others trying to
explore new possibilitiesand ways of thinking.”

Illeris (2009) has elaborated the concept of learning originally developed by
Piaget (e.g. Piaget, 1952; Flavell, 1963). His concept of learning is basically
constructive in nature as it is assumed that a learner actively builds up or constructs
learning as mental structures. It is possible to distinguish between four types of
learning:

1. Cumulative or mechanical learning (isolated information, something new

that is not a part of anything else).

2. Assimilative or learning by addition (the new element is linked as an
addition to a scheme or pattern that is already established).

3. Accommodative or transcendent learning (it implies that one breaks down
(parts of) an existing scheme and transforms it so that the new situation can
be linked).

4. Significant (Rogers, 1951, 1969), expansive (Engestrom, 1987), transitional
(Alheit, 1994) or transformative (Mezirow, 1991) learning (it implies what
could be termed personality changes, or changes in the organisation of the
self).

Kegan (2009) speaks about informational learning and transformational
learning. He considers that learning aimed at increasing our fund of knowledge, at
increasing our reportoire of skills, at extending already established cognitive
structures all deepen the resources available to an existing frame of reference.

’Such learning is literally in-form-ative because it seeks to bring valuable new
contents into the existing form of our way of knowing.” (p. 42).

Trans-form-ative learning puts the form itself at risk of change (and not just
change but increased capacity). If one is bound by concrete thinking in the study of,
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say, history, then further learning of the informative sort might involve the mastery
of more historical facts, events, characters, and outcomes. But further learning of a
transformative sort might also involve

the development of a capacity for abstract thinking so that one can ask more
general, thematic questions about the facts, or consider the perspectives and
biases of those who wrote the historical account creating the facts™ (p. 42).

So in other words informative learning is about changes in what people know,
but transformative learning is about changes in how people know.

The factors that promote student learning are very various. A lot of these will be
the role of the teacher, who can make a huge difference. Wilson and Peterson
(2006) advise teachers to focus on learning as a process of active engagement;
learning as individual and social; and learner differences as resources to be used,
not obstacles to be confronted.

Bluma (2004) emphasizes that in various sources learning is described rather
differently, but she considers the development of learning skills to be very important
which demands new innovative curricula, as well as upgrading of teachers’
competences with a particular focus on management skills associated with the
learning process, understanding how to work with various groups of learners, and
creating a suitable learning environment. Accordingly, it is necessary to develop an
awareness of the nature of students’ learning, the relevance of a teacher’s own
competences and abilities, and methods for managing the learning process in order
to create opportunities for student learning. Learning is about students’ performance
with a certain outcome - student learning outcomes are the accumulated knowledge,
skills, and attitudes that students develop during their studies.

Contemporary understandings of teaching

Teaching as well as learning by various authors is described differently and
there is no one unique definition. In the majority of literature both processes are
treated separately. But teaching and learning in the classroom is a simultaneous
process, it is a whole, i.e. the teachers’ actions create situations for student learning.

James (1994) at the Annual Conference of the British Educational Research
Association in Oxford outlines five conceptions of teaching:

1. Teaching as supporting student learning.

2. Teaching as an activity aimed at changing students’ conceptions or

understanding of the world.

3. Teaching as facilitating understanding.

4. Teaching as transmission of knowledge and attitudes to knowledge within

the framework of an academic discipline.

5. Teaching as imparting information.

Dessus, Mandin and Zampa (2008) consider that teaching is cognitive-based
tutoring principles for the design of a learning environment. Experts of Eberly
Center for Teaching Excellence of Carnegie Mellon University (USA) highlight that
teaching is a complex, multifaceted activity, often requiring teachers to juggle
multiple tasks and goals simultaneously and flexibly and to create the conditions
that support student learning. Wilson and Peterson (2006) specify the following
implications for teaching:
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Teaching as intellectual work.
Teaching as variety work.
Teaching as shared work.
Teaching challenging content.

5. Teaching as inquiry.

Thus, it can be concluded that in the contemporary education both actors, i.e.
teachers and students in the teaching/learning process are active but each in a
different direction — the teacher is active in thinking and projecting activities for the
students’ active learning and students become agents of their own learning activities
and processes.

PwonNPE

The case study

The case study was carried out in two schools in Latvia. The teachers were
asked to give their opinions about the terms ‘teaching” and ‘learning’ in order to find
out what understandings the teachers with different practical experiences have. Both
were secondary schools — one school is situated in a town which is located very
close to Riga, the capital of Latvia and in a way can be called as the suburb school,
but another one is a rural school. There are 370 students and 45 teachers in the
suburb school and 333 students and 40 teachers in the rural school. Totally 16
teachers were involved in this case study — correspondingly 10 from one school and
6 from another. All of the teachers were women with different work experiece —
from 1 up to 20+ years and the age from 30-59.

Part of the teachers held the point of view that teaching is:

= giving or transferring knowledge/skills to students,

= apassive process if a teacher is the key person,

= giving theoretical and practical knowledge using different methods,

= atargeted process implemented by a competent person with the aim to give

knowledge.

The pedagogical focus is on the processing and transmission of information and
it is more cognitive approach with the teacher who gives, transfers, helps to
understand.

Some teachers believed that teaching is a process in which they should:

= enable students to learn independently,

= help students to develop critical thinking,

= help students to use various ways for understanding new material,

= do a lot of independent work.

The pedagogical focus of this approach is task-orientated which is held by
constructivists.

Learning by the teachers is explained as follows:

= aprocess students are responsible for,

= development of new skills and knowledge which are based on previous

knowledge,

= students’ involvement in teaching/learning process for developing skills and

knowledge working independenly,

= process of inquiry where students look for theoretical and practical answers,

= students’ skills to find, use, analyse, evalute, make conclusions and build up

new knowledge and skills,
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= aprocess which continues a whole life.

There are traits of both the cognitivist and the constructivist approaches in the
above mentioned teachers’ responses. A teacher has a role of adviser, assistant,
consultant but not as lecturer or instructor. Motivation is mentioned as a very
important issue because the teachers consider if students are motivated to learn, then
learning is not embarrassing. The teachers’ opinions about the ratio of teaching:
learning during lessons also differ:

= 3 teachers consider it should be 50:50,

= 2 teachers - 40:60,

= 5 teachers - 30:70,

= 1 teacher —20:80,

= 1teacher — 15:85,

= 1teacher —70:30,

= 3 teachers did not answer.

Conclusion

1. “Learning is about changing the way in which learners understand,
experience or conceptualise the world around them” (Bluma, 2004, p. 48).
2. The aim of teching is to make student learning possible. The management
of learning depend on the teacher’s skills in creating learning experiences
and his/her repertoire of teaching/learning methods.
3. In the contemporary education both teachers and students in the
teaching/learning process in the classroom are active participants.
4. Although it is claimed that teachers are born, not made, the argument of
this article is that good teaching requires teachers to create and use, expand
and reject, construct and reconstruct theories of teaching and learning.
5. The case study showed that:
= different teaching/learning approaches are used by the teachers,
= not all teachers link teaching and learning and see both as a whole
process - teaching/learning,

= a teacher’s role is treated both as a lecturer transferring knowledge to
students and as a consultant, adviser, assistant who gives the right
directions and manages the teaching/learning process.

This work has been supported by the European Social Fund within the project
«Support for Doctoral Studies at University of Latvia».
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SNEZANA MIRKOV

LEARNING PATHS IN ACADEMIC SETTING: RESEARCH SYNTHESIS®

Abstract

The paper represents a synthesis of results obtained in empirical studies of
variables related to learning process. A number of studies were carried out within
the Students Approaches to Learning perspective. According to the 3P model of
learning, the complex of learning process comprises three learning approaches —
Deep, Surface and Achievement approach. University and secondary school students
worldwide were tested by two instruments — the Study/Learning Process
Questionnaire and the Approaches to Study Inventory. Tests indicate that these
measure similar and mutually comparable constructs. A different perspective is the
constructive model of learning process. Empirical verifications of the Inventory of
Learning Styles have shown that obtained factors which represent four learning
styles — meaning, reproduction, lack of orientation, application — are congruent with
factors obtained based on instruments measuring learning approaches. Different
types of regulation play an important role in the description of individual styles.
Including the regulation component affects relations between learning orientations
and strategies. Research among Serbian university students has confirmed three
factors corresponding to learning approaches. Findings indicate that it is important
how learning regulation is operationalised for defining the achievement approach.
Comparison of findings obtained by the same instruments on the samples from
different Balkan countries could contribute to enhancement of academic learning/
instruction.

Key words: approaches to learning, 3P model of learning, learning styles,
constructive model of learning process, regulation in learning

As a reaction to the dominant Information Processing perspective, which put
forward a set of theoretical constructs about learning used regardless of the
environment, the SAL (Students” Approaches to Learning) perspective was created
with an intention to involve context to a greater extent in studying learning
(Entwistle & Waterston, 1988). The development of the SAL perspective was
supported by findings obtained in phenomenographic studies (Marton & Saljo,
2005) in which two learning approaches were identified: Students who used surface
approach were oriented towards memorising facts and ideas in the texts they
studied, in order to be able to reproduce them later. Students who used deep
approach were oriented towards active search for text meaning, assessed evidence
against conclusions and connected new ideas with their previous knowledge and
experience. Orientation towards memorising resulted in shortcomings in perceiving

! This paper is the result of the projects “Improving the quality and accessibility of education
in modernization processes in Serbia” (No. 111 47008) and “From encouraging initiative,
cooperation and creativity to new roles and identities in society” (No. 179034), financially
supported by the Ministry of Education, Science and Technological Development of the
Republic of Serbia (2011-2014).
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structure and principles. The dichotomy of surface and deep approach was
confirmed in a multitude of studies in the higher education context. The idea about
learning approaches was the initial step in the development of the conceptual
network known as the SAL theory.

During the 1980s Biggs introduced the 3P model of learning in which personal
and situational factors were linked so as to yield three approaches to learning:
surface, deep and achievement (Biggs, 1984; 1985). The model comprises: Presage
factors (personal and situational); Process factors (approaches to learning that
consist of motives and strategies); and Product factors (achievement). Achievement
is determined by personal and situational factors both directly and indirectly, with
motives and strategies as mediators. The newer version of the 3P model presents in
more detail the way in which all the factors within the model mutually interact,
forming a dynamic system (Biggs, Kember & Leung, 2001; Kember, Biggs &
Leung, 2004). Based on the learning approach used by students, it is possible to
draw conclusions about the quality of instruction. The ways in which students
encode the context/institution are represented by their motives; and their “self-
regulatory systems” by their strategies. This is the way in which individuals
construe learning situations and make decisions. Students will act differently when
they decide only to pass the exam and when they are interested in the contents they
learn. This affects how much and in which way a student will learn. The main
characteristics of three approaches are summarised (Richardson, 1994a; 1994b;
Kember & Leung, 1998): Deep approach — intention to understand, relating ideas to
previous knowledge, concepts to experience, evidence to conclusion and examining
the logic of argumentation; Surface approach — intention to complete requirements,
treating task as an external imposition, focus on discrete elements, memorising
information and lack of integration and reflectiveness; Strategic/achievement
approach — intention to obtain high grades, ensuring right conditions for learning
and organising time and effort.

This model served as the basis for a number of studies and led to the
development of various instruments. Most frequently used are the SPQ (Study
Process Questionnaire) and the ASI (Approaches to Study Inventory). The
congruent results obtained on the samples from different countries have confirmed
that there is a high degree of agreement between instruments (Sadler-Smith &
Tsang, 1998). Three SPQ dimensions have been additionally confirmed by the
studies that used the ASI: surface, deep and achievement orientations from these two
instruments correlated when they were given to the same group of respondents in the
range from .44 to .61, which led to the conclusion that both measure the same
constructs (Wilson, Smart & Watson, 1996; Fox, Mc Manus & Winder, 2001). The
majority of instruments measuring approaches to learning contain more than two
constructs or factors. The SPQ, intended for university students, and the LPQ
(Learning Process Questionnaire), intended for secondary school students, contain
six scales of motive and strategy components, which refer to three approaches. In its
different versions, the ASI most often contains four or five scales with a different
number of subscales and items (Kember & Leung, 1998). First three scales refer to
deep, structure and strategic approach, while different versions also contain the
scales: styles and pathologies in learning; apathetic, i.e. disinterested approach or
lack of orientation; and academic achievement or academic self-confidence (Waugh,
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2002; Sadler-Smith & Tsang, 1998; Waugh & Addison, 1998). Scales within the
SPQ and ASI are ascribed a similar meaning in relation to three main factors,
although there are some differences compared to the strategic dimension/
achievement dimension. Two main orientations in learning are different due to
presence, i.e. absence of orientation towards understanding.

Results of some empirical and review studies (Kember & Leung, 1998;
Richardson, 1994a; 1994b) have shown that there is little unambiguous support for a
separate achievement factor, i.e. the “strategic” factor. This dimension might be
present both in deep and surface orientation, all the more since this dimension has
not been discovered in qualitative studies on concrete learning tasks. Achievement
approach in the SPQ and strategic orientation in the ASI contain different subscales.
The SPQ has subscales for achievement motive and strategy, while ASI has three
subscales contributing to strategic orientation: strategic approach, extrinsic
motivation and achievement motivation. However, there is still a strong
correspondence between the instruments pertaining to achievement motivation — in
both the SPQ and ASI this is seen as motivation through competition and ego-
enhancement. The strategic approach of the ASI seems to be based upon the
description of respondents who seek out hints and try to impress teachers, while the
SPQ achievement subscale reflects study skills (Kember & Leung, 1998). The SPQ
verification through factor analysis (Fox, McManus & Winder, 2001) has confirmed
the existence of six first-order factors obtained in the longitudinal study. It has been
shown that the scale of achievement motive is an indicator of the surface factor,
while the surface strategy scale is a negative predictor of the deep factor. Still,
achievement orientation can serve as an equally good or better achievement
predictor than the deep. It is argued that achievement approach is not related to a
specific learning strategy, but the choice of strategy depends on the nature of the
subject and teacher demands (Wong & Lin, 1996): If a teacher demands
understanding, achievement-oriented students will adapt and learn in such a way,
but if the teacher asks questions that only demand memorising, achievement-
oriented students will see that rote learning is utterly adequate for receiving high
grades. This explains why achievement approach is connected with surface approach
in some environments, and with deep approach in others.

The revised ASI version has five scales (Sadler-Smith & Tsang, 1998): Deep
approach; Surface approach; Strategic approach; Lack of direction; and Academic
self-confidence. A review of literature on testing the ASI factor structure across
samples worldwide indicates that consistent data were obtained for two main
orientations, although there were findings that indicate the existence of two
additional factors (Richardson, 1994a; 1994b). At the same time, verifications of the
SPQ factor structure provided more variable data. There were no unambiguous data
to support the existence of achievement approach and that quantitative and
qualitative research procedures provided data about the variety of national systems
of higher education with large differences between two basic learning approaches —
orientation towards understanding subject matter and orientation towards
reproducing subject matter at exams. Since the role of achievement scales is not so
clear as the role of deep and surface scales in using the LPQ for monitoring teaching
environment, the multidimensionality of the approach was studied by the revised
LPQ, in order to obtain an instrument for evaluation of learning approaches of
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secondary school students suitable for use by teachers (Kember, Biggs & Leung,
2004). A two-factor version of the questionnaire with satisfactory reliability was
obtained. The best results were shown for hierarchical model with motive and
strategy subscales for every approach, each of which contains two subcomponents.
Every motive and every strategy is multidimensional. The two-factor version proved
to be the most economical, due to its fast and simple use in teaching practice and
pointing to the most important parameters of quality of instruction and learning.
Deep motive and deep strategy are highly positively correlated, as well as surface
motive and surface strategy. The final model is a complete hierarchical model: two
latent higher-order factors are deep and surface approach, assumed latent second-
order constructs consist of components of motives and strategies of these two
approaches, and each of these four factors has two subcomponents or indicators:
Deep motive — Intrinsic interest and Work dedication; Deep strategy — Relating ideas
and Understanding; Surface motive — Fear of failure and Orientation towards
qualification; Surface strategy — Work minimum and Memorising. Other studies
conducted on the samples from different countries have yielded similar findings
(Wong & Lin, 1996; Kember & Leung, 1998). Obtained structure still contains
previously established elements of motives and strategies, but they are not one-
dimensional scales. This served to show more explicitly the multidimensionality
within motive and strategy components. Studies have shown that subscales of
achievement motives and strategies are placed on both factors (Biggs, Kember &
Leung, 2001). Some authors (Richardson, 1994a; 1994b) think that the SPQ factor
structure is better reflected by two second-order factors: meaning (deep -
achievement) and reproduction (surface — achievement).

The study focused on understanding the regulation of the process of
constructive learning has been an attempt to overcome the gap between
conceptualisations of different learning components identified in research (Vermunt,
1998). The ILS (Inventory of Learning Styles) instrument was used, which covers
four learning components: Cognitive processing activities (relating, structuring,
memorising and concrete processing); Metacognitive regulation activities (planning,
monitoring and detecting causes of difficulties); Learning orientations (personal
goals, motives and attitudes); and Mental models of learning (conceptions of
learning, of oneself as a student and of tasks). The way in which students process
subject matter is largely directly determined by the strategies they employ, and
mental models of learning and learning orientations have an indirect influence on
processing strategies via regulation strategies. The way in which learning process is
regulated is largely determined by mental models of learning and learning
orientations. Factor analysis was applied, yielding four learning dimensions/styles:
Meaning-oriented learning style (relating, structuring, critical and concrete
processing, self-regulation, construction of knowledge and personal interest);
Reproduction-oriented learning style (memorising and rehearsing, external
regulation, intake of knowledge, certificate and self-test orientation); Lack of
orientation style (lack of regulation, an ambivalent orientation, orientation on
cooperation and educational stimulation); Application-orientated style (concrete
processing, use of knowledge, vocational and certificate-directed orientation).

It is pointed to similarities of certain styles obtained in this research with
learning approaches: meaning- and reproduction-oriented styles correspond to
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meaning and reproduction orientation in the ASI, as well as to the deep and surface
approach in the SPQ; lack of orientation style is similar to the apathetic approach in
the ASI; and application-oriented style contains elements of elaborative processing
(Vermunt, 1998). The findings that lack of orientation and application-oriented
learning styles are separate from meaning- and reproduction-oriented styles indicate
that the study behaviour of students comprises more than covered by deep and
surface approach. Learning components are much more differentiated than can be
denoted with bipolar dimensions like deep versus surface approach. According to
Vermunt, such bipolar descriptions insufficiently cover the empirical variation in
learning components, and conceal the complexity of behaviour in a real study
context. Tests of validity of this model indicate that it is applicable in different
educational systems, but that environment still influences the precise characteristics
of each style (Busato et al., 1998; Veenman, Prins & Verheij, 2003; Wierstra et al.,
2003). Factor analysis has confirmed a four-factor model, including the lack of
orientation style although it showed less integration across components than other
styles (Boyle, Duffy & Dunleavy, 2003). Application-oriented style was largely
specified by learning orientations and conceptions. Contrary to previous findings,
there were no strong correlations between orientations and strategies. Including the
regulation component in the ILS reduces or changes the influence of orientation,
compared to instruments measuring approaches to learning. Links between
motivation and use of strategies could be more variable than suggested by previous
studies. The links between components are more flexible, which confirms the claim
that consistency and variability should be considered when looking at learning styles
(Vermetten, Vermunt & Lodewijks, 1999). Regulation plays a mediating role in
learning. Different types of regulation play an important role in characterising
individual learning styles. The study conducted on the sample of Serbian university
students (Opaci¢ & Mirkov, 2010) dealt with orientations towards learning goals
and strategies, using items from different instruments, and confirmed that they were
grouped into three factors in the way that corresponds to three learning approaches.
Indicators of regulation contribute to defining the achievement approach. In future
studies, comparison of findings obtained on the samples of different countries in the
Balkan region could contribute both to further development of instruments and to
enhancement of the learning process in an academic setting.
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INNOVATION CAN BE LEARNED

Abstract

A two-year project was organised to promote creativity, innovation and
entrepreneurship for young people in eight Slovenian regions. The project’s aim was
to train teacher-mentors, who then trained pupils and worked with them and local
community representatives to carry out projects. The paper presents the findings of a
project that monitored the work of enterprise circles and analysed their strengths and
weaknesses. Differences were also found between the positions taken by the group
of teachers that participated in the project and a randomly selected control group of
teachers. The findings indicate that teachers who led enterprise circles were critical
of an over-emphasis on administrative work connected to the preparation of typical
business plans. They were frustrated by overly detailed and prescriptive syllabuses,
are more likely to accept pupils’ ideas, and make more frequent use of ICT in their
teaching. They are less likely to attribute open thinking and innovation to their
schools and also believed that their schools were less tolerant of mistakes and put
more emphasis on discipline.

Key words: school, enterprise circle, innovation, teachers

Introduction

The global economic crisis has demonstrated that Slovenia lags behind more
organised and globally competitive states as measured by a number of important
indicators (EIS, 2006; Glavi¢, 2011). This has exposed a lack of appropriate
strategies and policies that could improve the situation, at the same time it has
focused attention on the education system for young people, which must become
more open and relate more closely to life, as well as promoting creativity and
innovation. The need for more ambitious and broader-based innovation policies and
entrepreneurial thought and action among young people is today emphasised more
than ever before, because creativity and innovation are and will remain drivers of
social development. Florida (2002) even writes of societies moving from the
information age to a “creative society”, while Salkowitz (2010) states that there are
three main factors that will influence the transformation of society in the 21st
century: young people, ICT (information and communications technology) and
entrepreneurship. Educating and motivating young people to take initiative at all
levels of the educational process is therefore a vital part of lifelong learning, and is
becoming an important part of general human knowledge.

Developing creativity and innovation demands the formation of a suitable
environment that promotes the flow of new ideas, curiosity and innovation. This
occurs in integrated forms of learning that facilitate problem-solving in realistic,
authentic situations. If we want to promote the development of innovation, then
work in school cannot be separated from the local community and the production
process. Of course, encouraging pupils to generate new ideas is only an initial step.
Good ideas must also be developed, made tangible, and put into action, and perhaps
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one day also marketed (Likar, 2004). This entails pupils attempting to pass creative
ideas along the entire invention and innovation chain to the point where useful
results are produced that could also be of interest to others. This develops the
entrepreneurial competence, which is not an absolute ability that is independent of
the work and life context, but is demonstrated by an individual managing or
overcoming new or different conditions. Companies and organisations are also
aware of this, since they understand that in order to be innovative in the environment
in which they operate, they need the support of a local community that provides
sufficient initiative and entrepreneurial challenges for young people to be able to
form their ideas into projects that relate to various fields of life in that local community.

A project took place in 2010 and 2011 in eight Slovenian regions; the aim of the
two-year project was to train teacher-mentors, who would subsequently train pupils
and run projects together with them and local-community representatives in
“enterprise circles”. The overall work plan was based on a classic concept of
innovation and enterprise development. The project groups produced a considerable
amount of interesting products and services after one year’s work.

Methods

The authors followed the work of the enterprise circles and investigated how
teachers perceived the narrower school and broader local environment in terms of
promoting creativity and innovation. The aims were as follows:

o to monitor the work of the enterprise circles and analyse their strengths and

weaknesses;

o to determine whether differences exist between the positions taken by the
group of teachers that participated in the project and a randomly selected
control group of teachers.

The first aim involved diaries kept by enterprise circle mentors. The entries
were reviewed and analysed, and the definitions and characteristics that most
comprehensively and succinctly described the course of the enterprise circles’ work
were linked together. The second aim was met by interviewing 100 teachers
(mentors) who had led an enterprise circle for a year, and a control group of 142
randomly selected teachers (other teachers). Both were questioned using a printed
questionnaire which measured positions on creativity and innovation, the use and
the role of ICT, study and the role of pupils, education and professional training,
curricula and syllabuses, and the school and support environment. The statistic
significance of differences was tested with an appropriate t-test.

Results and Discussion

The diary entries by teacher-mentors on the progress of enterprise circles have
been selected since they best define the research problem relating to the first aim.

“The work with pupils in the enterprise circle is good. It revitalises the routine work
of normal lessons. This goes for me as a teacher, as well as the pupils. Certain
phases are a little too rigid and administrative. For example, when we prepared the
business plan, the pupils were not particularly motivated, and had not yet really
connected all the different phases into a whole. That only happened, when they
developed an idea and presented it at a presentation event.”
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“We found with the integration of the local community, that it was much easier to
present activities to pupils in the workplace, so it would be better for all the work to
take place in their space, rather than for them to come to school to present their
work.”

“We faced the greatest problems in the potential innovation production phase. We
produced the product prototype externally, but that took considerable time and we
had to pay for material and labour, so it led to quite a lot of costs.”

The diary entries indicate that the teachers perceive the work of the enterprise
circles as sound and rational. They consider that there is too much emphasis on the
administrative work connected to preparing the business plan and market analysis.
The enterprise circles are a welcome development stage on the path towards a
comprehensive understanding of the promotion of innovation and entrepreneurship
in the school environment. The use of business plans in enterprise education does
not give satisfactory results (Honig & Karlsson, 2004; Garavan & O'Cinneide,
1994), perhaps also because of the sense of rigidity and bureaucracy, which was
confirmed by mentors in their diaries. The authors therefore focused on promoting
creative problem-solving (Martin, 2010; Meinel & Leifer, 2011; Kelley, 2005),
which is otherwise a universally applicable skill that also represents the essence of
entrepreneurial thought and action. A designer-oriented method of thinking as a
pedagogical approach does not demand a revolution in the education system and is
therefore a welcome addition to the existing system that includes the enterprise
circles and other organisational forms of promoting enterprise at all levels of
education.

The results relating to the second aim, setting out differences in positions
expressed by the group of teacher-mentors that participated in the project, and the
randomly selected group of teachers. Significant differences between the groups
were found for statements agreeing that syllabuses were overly detailed for quality
work with pupils, and that they had too much prescribed and not enough optional
content. Teacher-mentors proved more critical on this issue. At the same time
teacher-mentors were more likely to accept pupils’ ideas; in fact this statement
produced the largest difference between the two groups. Compared to the group of
randomly selected teachers, the mentor group expected more from their pupils, and
also used ICT more frequently in their lessons, as well as being more likely to
include them in project work.

On the other hand, teacher-mentors are more critical when discussing the level
of promotion within the narrower school environment. They are less likely to
attribute open thinking and innovation to their schools and also believed that their
schools were less tolerant of mistakes, although the statistical significance for this
last statement is only borderline significant. Teacher-mentors mention discipline as a
characteristic of schools more than other teachers. They also consider that research
projects and tenders to participate in projects are an important factor in the
promotion of innovation. This is another statistically significant difference between
the groups. Teacher-mentors attribute greater influence in the promotion of
innovation specifically to the family, i.e. the domestic environment, while they also
consider personality traits to be important. The difference for this statement is only
borderline significant.
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Teacher-mentors who have led enterprise circles are also statistically
significantly different from their colleagues by being more critical about syllabuses,
which they consider to be overly detailed for quality work with pupils. They say that
they contain too much prescribed content and not enough optional content, which
makes it harder to focus lessons on themes that are not directly linked to the
syllabus.

Another major area in which the positions of teacher-mentors are significantly
different to those of their colleagues is their attitude to cooperation with pupils in
lessons. It is clear that mentors are more open and more likely to accept pupils’
ideas, while also expecting more of them. They also use ICT more frequently in
lessons, and are more likely to include pupils in project work. Teacher-mentors are
less likely to attribute open thinking and innovation to their schools and also believe
that their schools were less tolerant of mistakes, while they are more likely than their
colleagues to mention discipline as a characteristic of their school. They attribute
greater influence in the promotion of innovation to the family in particular, i.e. the
domestic environment, while they also consider personality traits to be important.
There is also a statistically significant difference between the mentor and other-
teacher groups in their view that research projects and tenders to collaborate in
projects are an important factor in the promotion of innovation among pupils.

The positions expressed by the teacher-mentors are encouraging since they
indicate that a school that shapes pupils into standardised models of thought, ways
of thinking and resolving problems actually functions as a block to pupil creativity.
That has been a mistake that many of us have made. Pupils learn that when they do
and think about things in the “right” way, they will be rewarded with good marks,
while they are punished for acting and thinking in the “wrong” way (Robinson,
2010). On the other hand, this form of encouragement means the focus of young
people’s motivation in their school work is outwards from within, while external
motivation starts to replace internal motivation if there is an emphasis on school
marks. Therefore when pupils learn that there are "right” and "wrong” ways of
thinking and solving problems, it consolidates the concept that different ways of
thinking and other solutions are wrong.

Teacher-mentors are also significantly different from the randomly selected
group of teachers in one more, exceptionally important area — tolerating mistakes in
pupils’ work. When pupils learn it is not worth risking making a mistake, they
simply stop trying, and give up on being curious, creative, original and innovative.
According to Robinson (2010), people do not learn to be creative, but in contrast
they can become less creative. School can make us “unlearn” creativity. Not school
per se, but the schools we have, the schools of the early industrial age, which in
recent years have slightly updated their approaches but which have not updated their
basic philosophy, which still understands school as a factory for producing young
people that are equipped with sufficient knowledge.

Creativity and innovation are typical of cultures that allow risk rather than risk
avoidance. Studies (Ferrari et al., 2009) indicate that the competences of risk-taking
and research — the basis of creativity and innovation — are the opposite of typical
school values such as obedience and discipline. A tolerant environment or culture is
exceptionally important, an environment that permits recognition of what is original
and what is mere conformity. A creative culture offers many opportunities for
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individuals to engage, to build knowledge and to negotiate. It is dominated by open
communication at all levels, creating trust, promoting difference, and understanding
relations between people and culture at its centre. How open the school management
is to all kinds of innovation is also very important. If the management is open, many
kinds of changes can take place, but if not one cannot expect major changes to take
place.

Conclusions

The findings suggest that participation of schools and the local community in
the promotion of creativity and innovation is influenced by a web of social
circumstances linked to the experiences, perceptions and interpretations of the
partners involved. Although enterprise circles are a welcome form of promoting
innovation and entrepreneurship within schools, in terms of seeking sustainable
solutions, theory and practice are already moving beyond them. At the heart of new
developments are approaches that emphasise creative problem-solving among young
people, which is a universally applicable skill, as well as being the essence of
entrepreneurial thought and action. Despite some limitations, the findings indicate
that experienced and innovative teachers constitute an important element of
innovative work. The study shows that there is an important opportunity here to
organise and introduce more planned, focused and systematic professional training
for teachers.
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GERTRUDE SHOTTE

RETHINKING PEDAGOGY: ENGLISH LANGUAGE TEACHING
APPROACHES

The principal goal of education is to create people who are capable of doing
new things, not simply repeating what other generations have done - people
who are creative, inventive discoverers. (Piaget)

Education in the light of present-day knowledge and need calls for some spirited
and creative innovations both in the substance and the purpose of current
pedagogy. (Anne Sullivan Macy quotes)

Introduction

Education, pedagogy and change are watchwords of twenty-first century
educators and researchers. They are interrelated on theoretical, as well as practical
levels. The renewed attention given to pedagogical changes in the education sphere
is propelled by globalisation and its knowledge economy forces. As the need to
engage with these ‘forces’ arises, so does the need for communication in a ‘global
language’. This gives rise to this question: which language is a global language? As
indicated by the work of ‘scholars” who have an interest in linguistics, that global
language is English (Raine, 2012; Rosen, 2010; Crystal, 2010). This paper looks at
English Language teaching approaches for learners whose Mother Tongue is not
English.

Rosen (2010) advances the outlook that English is “a language that has grown to
world domination”. Admittedly, not everyone has a total positive outlook on English
language ‘domination’ since this can bring about the abandonment of native tongues
(Rymer, 2012, p. 60). However, one cannot ignore the importance of English
language as a vital communication tool for the knowledge economy — knowledge
and skills specialism by means of technology (Chen & Dahlman, 2005; Robertson,
2005). It seems therefore that education systems’ interest in the teaching of English
language is not misplaced if they are to engage in ‘an international communication’
that has the potential to improve their educational status as well as enhance nation-
building activities. Strategy consultant, Dorie Clarke, in commenting on whether
English is a preferred language for global business notes:

English will maintain and grow its dominance, moving from “a marker of the
elite” in years past to “a basic skill needed for the entire workforce, in the same
way that literacy has been transformed in the last two centuries from an elite
privilege into a basic requirement for informed citizenship.” (Clarke, 2012).

Clearly, “the global spread of the English Language” (Raine, 2012), has not
escaped the attention of educators around the world. Little wonder that in this era of
educational change and pedagogic reform, education ministries see the teaching of
English language as a priority curriculum matter. This paper reports on English
Language teaching approaches that are now being used by Gambian English
Language teachers. It contends that English should be taught using content,
activities and resources that are specifically tailored for learners whose Mother


http://www.searchquotes.com/quotes/author/Anne_Sullivan_Macy/

152 Rethinking Pedagogy: English Language Teaching Approaches

Tongue is not English. And as such, assert that basic grammatical structures and
related principles should be at the heart of teacher training, which is crucial in
equipping teachers with the professional skills they need to attain and maintain high
English literacy levels in the national community, and beyond. To this end, the
paper promotes a cross-concept poetic/musical approach. It argues that this approach
is practical and advantageous in situations where English is a second language, or
considered as a foreign language; and makes the case that English Language
teaching should be a pleasurable experience for teachers and learners alike. It draws
on personal experiences, and experiences of some English Language teachers in The
Gambia. The background information that is presented in the next subheading
provides the context for this paper. It gives insight into my interest in the
educational experiences of Gambian teachers, pupils and students.

Framing the Case

The Ministry of Basic and Secondary Education (MOBSE) in The Gambia is
currently on a campaign to improve the quality of education in its schools (MoBSE,
2012). This is done in collaboration with the University of The Gambia (UTG). To
this end, the enhancement programme purposes to raise the content knowledge level
of all English and Mathematics teachers in Lower Basic Education (LBE) (Grades —
6, referred to as Primary Education in some education systems). The upgrading of
teachers’ content knowledge is being done via a programme of in-service training.
The selection of teachers for this ‘special’ training was based on the results of a
‘Content Knowledge Test’ taken by teachers who are qualified, but who do not hold
West African Senior School Certificate Examination (WASSCE) credits in English
and Mathematics. The total number of teachers undertaking this training is 2 700,
which represents 75% of qualified LBS teachers in The Gambia.

The ‘Content Knowledge Test’ was administered in 2010 but the training
sessions were carried out in August 2011, December 2011, April 2012 and
December 2012, in Centres in the six regions in The Gambia. As noted earlier,
MoBSE’s main target is to improve teachers’ content knowledge; but there is also a
strong focus on pedagogy. This target is my connection to the training programme,
in particularly the December 2012 session. As the English consultant for this round
of the training, | was expected to collaborate with an ‘English Language Teachers’
Team’ to develop the pedagogical aspects of the training programme. One of my
tasks was to provide training for the tutors who deliver the training sessions.
Another was to design and develop course materials for teachers to use.

It is within the boundaries of these roles that | had the opportunity to ‘rethink
and redesign pedagogy’, in relation to the teaching of the English Language for
learners whose Mother Tongue is not English. This paper does not allow space for a
full account of all the teaching learning activities that took place at the training
sessions. It will therefore highlight the main aspects of the ‘new’ pedagogic
practices used in the December 2012 training. It will also give a brief explanation of
the rationale for the approach taken, and by extension, the reason behind the
selection of particular methods and strategies.
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Old Content, New Pedagogic Approaches

A sizeable proportion of the material presented under this subheading formed
part of the discussion presented in the Teachers’ Guides produced as resource
material for the training sessions. It justifies the position taken on content chosen for
the training programme.

The ‘old content’ that was the focus of the training exercise is the ‘Parts of
Speech’. This content theme was deliberately chosen because the “Parts of Speech’
are the basis for meaningful communication. They are words we read, speak, hear
and even think! They occupy a particular position in any given sentence. This
suggests that it is not just the word itself that matters; how it is used in the sentence,
its position in the sentence and its meaning also need some consideration if one is to
know what part of speech a specified word is. Knowing the parts of speech, as well
as their various meanings and functions, are important in understanding how
sentences are constructed, how what is written, spoken or heard should be
interpreted, which in turn should help to improve writing skills. Such level of
importance necessitates that teachers should know, and teach the parts of speech
well, if learners are to benefit fully. More importantly, in the Gambian context,
English is the official language but other main languages such as Mandinka,
Fulfulde, Wolof, Soninke and Jola are widely spoken. It is not unusual for speakers
to switch between languages. In fact, in some communities English is hardly spoken.
Undoubtedly, such a situation will affect the way the English language is taught and
learned; and given that English is the official language of the Gambia, its
grammatical structure should be taught in a way that shows a ‘respectable’ degree of
excellence.

The ‘language’ situation explained above necessitates a renewed emphasis on,
and a fresh approach to the teaching of the Parts of Speech. It was in this light that
eight Guides (one for each Part of Speech) were produced to be used as the core
material for the training of the teachers. The Guides employ a back-to-basics style
with a poetic/musical base. The reason for this method is to allow teachers to gain
mastery of the foundation principles of the grammatical structure of the English
Language. | assert that this technique does not only provide a solid basis for teachers
to tackle the higher tiers, but it also boosts their confidence to perfect the ‘complex’
aspects of language.

About The Guides

The Teachers” Guides are user-friendly handbooks designed for English
Language teachers in The Gambia. They cater for all grade levels but focus is on
mastering the basics. There are eight in total — The Notorious Noun, The Versatile
Verb, The Adaptable Adjective, The Amazing Adverb, The Practical Pronoun, The
Positional Preposition, The Clever Conjunction and The Intervening Interjection.
Each Guide is presented in two parts — Part I: About the Guide and Part 11: Content
and Suggested Activities. The content of the Guides is underpinned by a
constructivist philosophy. The Guides’ principle aims are to:

e Equip teachers with all the basic information they need to become efficient

and successful English Language teachers.
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e Supplement teachers’ knowledge of the English Language content material.

e Enhance and improve teachers’ pedagogical practices, which in turn should

enrich the students’ literacy.

o Build up teacher quality, which should eventually improve learner quality,

and ultimately the general quality of education.

Each Guide supports two other main features (1) a ‘Part-of-Speech-ogram’ that
presents a breakdown of the parts in the radial diagram; and (2) a song bearing the
same name as the Guide, which encapsulates the essence of the Part of Speech that it
tells about. The Guides advocate and demonstrate that learning can be a “fun thing’
that brings essential, significant and lasting results. Teachers are therefore
encouraged to plan lessons to include activities with pupil involvement as the focus.
All lesson plans should demonstrate a Presentation-Practice-Production (PPP)
format, where the beginning, middle and end sections of the plan reflect PPP. The
PPP approach should emphasise less ‘teacher talk’ and more ‘pupil participation’.
Positive results from well-planned PPP lessons will bring a sense of satisfaction and
achievement to the pupils as much as they do to the teachers. The PPP style is an
appropriate catalyst for English Language learning via poetry and music.

Why a Poetic, Musical Style?

The ‘poetry-music approach’ opens up many opportunities for teachers to
present lessons in a variety of interesting and exciting ways. Poetry and music are
inextricably linked. A famous quote by Henry Wadsworth Longfellow states:
“music is the universal language of mankind”. Another well-known quote by
William Hazlitt notes: “poetry is the universal language which the heart holds with
nature and itself”. Given that poetry and music are universal, this Guide advocates
the use of these ‘universal tools’ in the teaching of English Language, which itself is
universal in scope. Both poetry and music are easy to ‘digest’ because of their
rhythmic nature. They also have the power to evoke deep-seated feelings, which
suggests that these tools can be used not only to help children to learn, but also to
help them ‘bring back to mind’ what they have been taught. The all-embracing
nature of poetry and music puts them in a strong position to be the ‘perfect’ catalysts
for teaching and learning.

Thinking — the Fifth Essential Skill

It is generally accepted among English Language teachers that the four essential
skills necessary for mastering a language are speaking, listening, reading and
writing (English Club, 2012). Undoubtedly, these skills are essentials for the
attainment and maintenance of high literacy skills. But none of these seems fully
functional without thinking — the fifth skill that | have added to the language skills
list. I view thinking as having as much value as the other four skills. Thinking is
ever present throughout the learning process. | contend that whichever mode
(receptive or productive) is engaged, neither of the two is complete, or is fully
operational without a degree of thinking.

An activity-oriented approach for English Language teaching is recommended
in the Guides. Learner engagement and involvement is highly recommended for it is
this level of participation that encourages, and sustains thinking ability. | contend
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that meaningful and structured activities are the training grounds for the
development of perceptive powers and capabilities that foster creativity and an
analytical mind. This is yet another way in which thinking has earned its rightful
place as the fifth language development skill.

For every lesson, teachers should have structured activities that will allow the
five language skills to work in harmony so that learning the fundamental principles
of the English language is seen as a necessary good, rather than a difficult chore.
This helps to create an ‘our’, rather than an ‘us-and-them’ atmosphere, where the
teacher is seen to be ‘the guide on the side’ rather than ‘the sage on the stage’.
Teaching and learning go hand in hand, so teachers and pupils alike should
participate fully in a given lesson. Pupil participation not only aids understanding
and memorisation, but also gives pupils a sense of importance as a ‘facilitator in the
teaching learning process, a position that can only encourage more thinking. As
noted earlier the content in the Guide is underpinned by a constructivist philosophy.
The next subheading explains.

The Theories behind the Practice

Constructivism, and by extension, social constructivism, is the main theoretical
position employed in the Guide. Constructivist theorists contend that children are
active participants in their learning in that they actively construct new knowledge
whenever they interact with their environments (Bakhurst & Shanker, 2001; Smith
2002). In other words, new knowledge is processed mentally, when the ‘old’ meets
the ‘new’, and then the action follows. Social constructivist, Lev Vygotsky contends
that learning cannot be, and should not be separated from social context (Vygotsky,
1978, p. 128). He further stresses that social interaction aids cognitive development.
Drew (2012) sees school as school as the perfect place to begin cultivating student’s
social interaction.

The main theoretical perspectives used are from Piaget, Bruner and Vygotsky:

e Readiness (Piaget)

e Aspiral organisation of content and activities (Bruner)

e Zone of Proximal Development (ZPD) (Vygotsky)

e Scaffolding (Vygotsky)

e  Cognitive development happens in a social space where people influence

each other (Bruner, Piaget, Vygotsky)
(CUREE, 2012; Schunk, Pintrich & Meece, 2008; Vygotsky, 1978).

Maslow’s motivation theory — Hierarchy of Needs, Gardner’s multiple
intelligences and learning styles, Ausabel advance organisers and Bloom’s
Taxonomy of learning Objectives also influenced the content used for teacher
training. Within the discussion of the appropriate use of this broad range of
educational theories, care was taken to emphasise the ‘pedagogic shift’ that has
evolved over time. The shift is played out on this theoretical continuum: from
instructivism to constructivism to social constructivism. In practice, this is
demonstrated as: a teacher-centred approach, to a teacher-learner interaction, to
learner-learner-teacher interaction with the teacher as a guide or facilitator.
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Conclusion

The paper makes a case for using a poetic musical approach to boost teaching
learning activities in the teaching of English Language to learners whose Mother
Tongue is not English. It contends that during this era educational change a
rethinking, as well as a redesigning of pedagogic activities is necessary. It utilises
the case of The Gambia MoBSE that is currently organising training programmes to
enhance its English Language teachers’ content knowledge and pedagogic skills.

A Teachers’ Guide was developed for the purpose of the training programmes.
The paper presents the rationale behind the suggested content and activities and
highlights the main theoretical position that underpinned the strategies and methods
used. It concludes by illustrating the reason for the pedagogic shift. The ‘new’
programme is a practical one; but only time will whether The Gambian teachers,
pupils, students and adult learners will eventually see English as a ‘window’ to a
multi-dimensional academic realm and a related knowledge economy, and not just
‘an official language’.
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Abstract

The labour markets in Mexico are characterised by uncertainty in terms of the
lack of work contracts social protection, unemployment, high level of self-employed
workers independently and micro-businesses, low income levels, the involuntary
part-time working and low levels of unionisation. The all indicate that the labour
situation currently reflects many deficiencies in the urban labour markets of Mexico.

Over the two last decades, modest periods of growth and crises have taken place
within a strategy of neoliberal development that promotes increased exports and
foreign economic investment. Rates of unemployment have stayed low, with the
exception of the devaluation crisis of 1995, but our labour markets continue to
display very marked weaknesses with regard to occupations and jobs with
reasonable income and other suitable conditions of work.

Introduction

The various urban settings, and their importance in demographic, economic and
political terms, are reflected in the new aspects of urban labour markets which
deserve greater attention nowadays, especially the uncertainty produced by the
absence of secure labour contracts and schemes of social protection. There is also
unemployment, the extensive use of sub-contractors and micro-businesses, the grey
economy, low levels of income, involuntary part-time working and low levels of
unionisation. In addition, we must not lose sight of the strategies that promote
foreign investment in various forms, industrial assembly plants and the expansion of
tourism, as well as the fact that these processes are not well regulated.

Background

Sociology in Mexico came of age in the twentieth century, following theoretical
and methodological traditions of national origin, and becoming established in
Mexico at the same time as it led Latin America. The process was not simple
because there were problems to face at each turn to articulate the scientific way of
thinking, from philosophical contributions and paradigms, to the lack of academic
discussion and the development of social science in Mexico (Orozco, 2010).

The origins of sociology in Mexico to be found in the positivism of thinkers
such as Justo Sierra, José Vasconcelos, Antonio Caso, Manuel Gamio and Andrés
Molina Enriquez. However, as the country industrialised and the mass media
developed, thinkers like in agreement it advanced the industrialization of the country
and the development of mass media arose other thinkers like Samuel Ramos,
Manuel Parra and José lturriaga came to prominence. Although each contributes to
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the social range, sociologists Pablo Gonzélez Casanova and Rodolfo Stavenhagen
were particularly important in consolidating the Latin American current.

The history of Mexican sociology is tied to the concept “modernity”. In the
interpretation of the history of the country, modernity is one of the elements used to
give to sense to the historical events and processes, such as independence, the
revolution, the presidencies of Porfirio Diaz and Cardenas, industrialization or the
tensions between the State, University, Church, social classes and the society as a
whole (Andrade, 2008).

The process of institutionalisation of this social science began in 1875, when
Justo Sierra included it in the study programme of Escuela Nacional Preparatoria
(ENP) 5. During this period, sociology inclined toward positivism, but the facts
were always discussed from a scientific perspective, although socio-economic
differences and caste hierarchies, even different levels of competition with castes,
were always present.

In the post revolution period, sociology renewed its theoretical and
methodological apparatus, because the object of study was not the same; racial
mixing is seen as a socio-political benefit for the nation (Vasconcelos, 2000).
Problems of modernity and national integration, whether economic, political or
social, came to be linked with indigenous cultures, delinquency, alcoholism,
poverty, education, ethics, corruption and unemployment.

Because of this questions arise such as: What pressures could bring about
changes in ingrained trends? How were trends changed? What were the interests of
the groups in power? And who benefited from the changes?

The definition that occurs in the sociology of work is:

The study of very diverse human groups, according to their size and functions,

that are constituted for work, of the reactions they exert on their surroundings

on various levels, how the activities of work are constantly remodelled by
technical progress, by external relationships among groups, and internal

relationships between the individuals that compose them. (Friedmann, 2007).

The definition of the problem

The Mexican labour market has been characterized by several features that arise
because of their evolution and labour conditions.

In the 1990s, there was fluctuating demand for manpower, due to a large extent
to an expansion of assembly plants of companies whose main sources of capital
were foreign, a situation that has gone into reverse in the last decade. The most
recent period has seen reduced demand for our exports, and many of these
companies left the country to find cheaper labour, which, together with the lack of
legal and fiscal security, encouraged this “mobile capital” to move on. The
downturn in external investment led to mass dismissals of personnel, who could not
find similar work. These people were absorbed by commerce and the services,
which stimulated self-employment and the growth of micro businesses in less than
favourable circumstances.

The reorientation of the strategy for economic development, characterised by
reduced disposable incomes and greater inequality of incomes, has resulted in more
than half the labour force being without access to employment in the early years of
the twenty first century.
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After the transitory rise in direct foreign investment, the signing of the Free
Trade Agreement and the devaluation that took place in the middle of the decade,
the growth in manufacturing reduced unemployment substantially.

The difficult economic, political and social conditions of the first decade of the
century caused the flow of foreign investment to fall significantly, in addition to
which Mexican exports fell, in the face of competition from the Chinese for the
market of the United States. In these circumstances a drop in levels of economic
activity was particularly marked, especially among women, and there was a
reduction in the industrial workforce in certain urban areas (Garcia, 2009).

The city of Mexico continued to lose its character of industrial motor of the
nation. The capital city continued to focus on the activities of commerce and
services, and the expansion of micro businesses. The changes in other local urban
labour markets were linked to a strategy of increasing exports and the substitution of
imports.

Over and above the specialization in economic activities, the prevailing
conditions of work in a good number of Mexican cities have been characterised by
the changes balance between employment of men and women, high unemployment,
part-time working, low levels of income, the increasing appearance of micro-
industries, employees working without benefits and without remuneration.

The informality of work reflected micro businesses and independent working, or
rather an increasing lack of labour regulation in the absence of social benefits.

For these reasons it is interesting to examine the quality of work, or rather the
prevailing insecurity in work, as indicated by income, irregular days of work,
absence of social protection and contracts of work, for the most part (De la Garza,
2006).

Challenges facing Mexico

Unemployment

Mexico experienced 80 years of growth in the labour market, under the
influence of the population increase, between 1900 and 1980, the latter being the
date when stagnation in the creation jobs. This became more marked in the 1990s,
when unemployment became quite common, and in the second half of 1992
unemployment in Mexico rose sharply (Cruz, 2002).

Unemployment is the result of irregularities in the applied economic policy,
when the economy fails to produce more jobs, higher pay, and improved wages and
benefits, guaranteeing improved living conditions for workers and their families.

This produces a vicious cycle in which the lack of public and social policies
directed to the improvement of conditions of life of Mexican families makes it
impossible for workers to be better educated, so that future generations benefit from
better jobs and better pay.

The job shortage produces migration, under employment (the black economy
and peripatetic workers), and crime, among other effects. Unemployment nowadays
is most evident in two sectors: a) young people, and b) women.
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Migration

Migration starts with the need to find work, and occurs in two ways. First there
is migration to the urban zones, since even when the countryside provides work, it is
not well paid, so people from the country migrate to the city in search of better
conditions of life in the city.

Emigration in Mexico occurs among the labourers, and continues to the present
day, as one way to find work and secure an income for the family.

Perhaps one of the main reasons for migration is the industrialization of
companies, since the price paid for manual work goes down, as machines replace
workers. That is to say technology advances and people become ever less necessary
to the running of industry, and those people who are needed are well qualified and
well educated. This reduces the opportunity for employing more people in this
sector.

Migration can represent one option to improve the quality of life, income and
qualifications. At the present time 15% of the migrant population is young people.
The total migrant population is currently 9.1 million. There are 152 million young
people in the world with an income below $1.25 a day, in spite of having a job
(Levy, 2010).

In addition, in recent studies of world-wide unemployment and its relation to the
phenomenon of migration, the International Labour Organisation (ILO) calculated
that approximately 81 million of the more than 211 million of unemployed (40%) in
the world are young people between 15 and 24 years of age. This indicates that the
present global economic crisis has hit young people harder than the adult population
and has made the labour market situation much worse.

Poverty

Unfairness in the distribution of wealth, unequal ownership of goods and
reduced access to social benefits, mean that in the 1990s not enough was done to
reduce poverty. Many of the poor are peasants and workers who work for
themselves.

Teenage pregnancies are more common among the poor. Rural poverty is most
severe among indigenous groups. Poverty not only has economic repercussions, but
also has human implications, and produces crime and violence across the country
(Iglesias, 2003).

Programmes and projects are needed, accompanied by an integral design that
includes the development, execution and supervision with mechanisms to assess and
evaluate continuously the impact that initiatives have on poverty. It is important that
such programmes engage minority women, children, native peoples and groups,
trying to obtain major benefits, since it is these groups that are most likely to be
poor.

Investment is needed in education and increasing the quality of education, in the
provision of services in health and higher level qualifications, in knowledge of how
to obtain major long term benefits, in the reduction of abuses and prevention of
violence however they are manifest.

The provision of credit can be complicated and onerous, which limits the
investment in high-priority areas such as technological infrastructure, access roads
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and communication, the promotion of education and qualifications, and this has an
impact on competitiveness and the opening up of new markets.

Technical evolution and technology

Technical progress and economic progress are reflected clearly in the
workplace, where they are expressed in the modification, suppression or addition of
positions between manuals and non-manual workers in factories and offices. The
ease with which those changes can take effect depends partly on the attitudes of
workers towards change. That is to say that, nowadays, technological and technical
evolution also affects the creation of permanent or temporary employment.

Culture

Without doubt, culture is fundamental to the way that our country will change in
the future, in the way that the economy can support the education of our children,
who will direct the future of this country.

Nevertheless, we should not lose sight of the fact that nowadays the dominant
culture of the majority of young people is shaped by organised crime, which
disseminates the idea that this is the best way to obtain economic benefits and a
good standard of life. As a country, we have not managed to pass on the culture
which takes work and an organized, integrated and informed society as the basis for
a stable economy, and therefore a better standard of life for the whole nation.

Conclusions and prospects

The sociology of work is an essential part of the science needed to search for a
better future for Mexico, in which industrialists, politicians and unions engage in the
search for the common good.

Paradoxically, Mexico is characterised by political nepotism, where politicians
are more likely to be seen as protagonists in the culture of individualism, evading
their responsibilities, denying any blame and amplifying the deficiencies that can be
seen in other parts of society in order to justify their own acts.

Culture, tolerance, conscience and the will to engage, on the part of the
governors and the governed, promote or decrease usefulness and the outcomes of
interventions and socio-economic programmes in a country. A clear example is
where Mexico and Brazil have adopted similar economic policies. In Brazil the
dedication, disposition and attitude of the citizens have produced the development of
“Giant of the South” (“Gigante del Sur”), an example for all Latin America.
Unfortunately, we cannot say the same of our nation.

Sadly, Mexico has been transformed into a dependent country in all the senses.
Economically and politically we depend on other countries, and socio-political
movements are controlled by a powerful minority. We are a society where social
groups emerge and create upward pressure, without dependable initiatives, and
where the belief is ingrained that the State has an obligation to provide the means for
everyone to succeed. Although this belief has some basis in reality, we must
recognise that in a country with a population of more than 200 million, the needs are
many and at present we are not self-sufficient.
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To develop as a country, we need to develop technologically, academically and
economically, as individuals and as a society.

At the moment there has been some progress in growing the community of
professionals and researchers in universities and of programmes to support study
abroad. Although this has produced some productive links, it has been achieved at a
high cost, when compared with the cost of developing manpower and professionals
internationally. At the same time, the lack of opportunities at home, for diverse
reasons, restrains our development.

Investment in education and culture must not be allowed to stagnate, but lack a
good planning for the country as a whole means that those who go overseas do not
contribute fully. What is needed is a new vision of the state. It is vitally important to
involve the private sector and to ensure that the saturation of markets does not affect
any part of the productive sector.

The people who have somehow managed to accumulate capital in this country,
and/or manage to be in positions of power in society, must use the power which they
have in its hands responsibly and repay society. Lamentably, on repeated occasions,
this has not happened, and there is widespread distrust of governors and social
leaders.

In the circumstances in which we live, the question should not only be: What
can Mexico do for the people? But must be: What can the people do for Mexico?
How can we solve these social problems?

We need to motivate and stimulate the population, so that it recovers its
confidence and its belief in social institutions and leaders, putting the properly
qualified people in the appropriate social positions.
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CATHRINE NGWARU

LISTENING TO THE VOICES OF PRE-SERVICE STUDENT TEACHERS
FROM TEACHING PRACTICE: THE CHALLENGES OF IMPLEMENTING
THE ENGLISH AS A SECOND LANGUAGE CURRICULUM

Abstract

Pre-service teachers in Zimbabwe face a number of challenges on their
Teaching Practice (TP) usually because a second language (English) is the language
of education. Challenges and experiences articulated by pre-service student teachers
on TP therefore provide a strategic window into the practices of novice teachers.
This study uses a concurrent mixed approach to examine the challenges faced by
B.Ed. pre-service (Primary) student teachers in implementing the English as a
second language (ESL) curriculum. Questionnaire, interviews, document analysis
and focus group discussions were utilised. The study is based on Shulman’s (1987)
teacher knowledge framework to identify the worthwhile knowledges for teachers
and Cummins’s (2000) views on academic proficiency to establish what the ESL
curriculum should entail for teachers to effectively manage classroom pedagogy.
The teacher knowledge framework postulates that teacher professional competence
can be viewed from seven interrelated knowledge strands. This study uses three
most pertinent namely — content, pedagogical and curriculum knowledge. Results of
the study showed that student teachers face a lot of challenges in teaching ESL and
that those challenges can be mediated by the adoption of critical developmental
pedagogies that recognize teachers and learners’ linguistic competencies as in need
of support.

Key Words: Teacher knowledge framework, English academic proficiency,
pedagogical practices, ESL teachers and learners

Introduction

Pre-Service teacher education in Zimbabwe has evolved over the years to
enhance student quality through strengthening classroom management capacity. One
of the components of training receiving close attention is Teaching Practice. Marais
and Meier (2004) say that Teaching Practice (TP) is an integral component of
teacher preparation that entails the inculcation of professional practice and conduct.
The teaching practice window is a crucial time when practicing teachers get the
opportunity to develop on-the-job experience and competences in preparation for
full time practice. David and Hall (2003) add that TP is a socializing experience into
the teaching profession that involves rigorous professional negotiation that leads to
the development of confidence. The TP period is also when teacher educators get the
opportunity to assess and evaluate the efficacy of their training programmes for
continual modifications. Reflections on student teaching experiences are important
in the understanding of the effectiveness of teaching practice to improve practice
and programmes effectiveness. This is a Scholarship of Teaching Language (SoTL)
based on a small scale study carried out on B.Ed pre-service.
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The study contexts

The concerns and challenges discussed here are from B.Ed. pre-service student
teachers at Great Zimbabwe University (GZU) who finished their TP stint where
they implemented the ESL curriculum. B.Ed pre-service is a teacher training
programme offered over a four-year full-time period to ‘A’ Level certificate holders
who spent their third year on Teaching Practice. During TP, student teachers are
expected to translate theoretical knowledge into pedagogical practice. Kablan (2005)
posits that TP offers the possibility of improving the various innovative ways in
which new knowledge is constructed and refined for positive meaningful
experience.

Methodology

This study examined the challenges faced by student teachers in ESL instruction
during TP. A concurrent mixed approach was employed utilizing the questionnaires,
interviews, document analysis and focus group discussions. Twenty two student
teachers and ten lecturers participated in the study. The twenty two student teachers
taught ESL during TP while the ten lecturers supervised and assessed English
lessons taught during the same period. Harris (1985) sees TP supervision as a
process of monitoring and analysing the teaching and learning process of the school.
Data from questionnaires were collected from student teachers about classroom
challenges. Informal interviews were conducted with selected lecturers to elicit their
views on student teachers’ classroom practices and challenges. Document analysis
was used to ascertain recurring themes and features (Leedy & Ormrod, 2001). TP
supervision scripts were the documents analysed. A supervision instrument is a
carefully designed form which incorporates the main skills or performance
indicators that have to be developed in the pre-service teachers during TP. Forty
supervision scripts for English lessons taught during TP were analyzed in two stages
as follows; firstly, the scripts were categorized according to topics taught. Secondly,
the supervisor’s comments were critically examined and explicit comments were
taken.

B.Ed. (Primary) Pre-service training in Zimbabwe

Undergraduate pre-service teacher training at Great Zimbabwe University was
introduced in the early 2000s to improve the quality of teachers and pedagogical
practices following the call by government to shift emphasis from access and
quantity to quality and sustainability. Pre-service teacher education therefore needed
to continually provide evidence that procedures are accountable, effective and value
added. The effectiveness of pre-service teacher training programmes can always be
assessed during Teaching Practice (TP). The teaching practice window is a crucial
moment when practicing teachers get the opportunity to develop on-the-job
professional competence and to experience the transition from students to full
teachers. It is an opportunity for pre-service teachers to experiment and test their
knowledge and skills in an authentic teaching environment. The rigorous negotiation
that takes place during TP leads to higher confidence in improving pre-service
teachers’ learning and a higher sense of teacher efficacy. By its nature, pre-service
teacher learning is a daunting task given the complex nature of classroom dynamics,
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the expectations of learners and society. This study examined pre-service teachers’
classroom practices and the challenges encountered while on TP. This could serve as
a reflective process to put together evidenced challenges that can be used to improve
both student teacher practice and training programmes.

English as a Second Language and the Zimbabwe School curriculum

English has continued to establish itself as a global lingua franca in many
countries of the world including Zimbabwe where it is used as a medium of
instruction. It occupies a high status in the school curriculum as in all formal
contexts. The goal of teaching English is to make learners acquire a high linguistic
proficiency that enables learners operate effectively in academic and social
situations. However, ESL instruction presents host of challenges to teachers and
learners who both do not possess the prerequisite proficiency. Vespoor (2003) says
that the policy of using English appears to have a major impact on the discursive
patterns found in many of the classrooms. Students on TP therefore, face a double-
barrelled challenge of being second language users of ESL with the attendant limited
proficiency and teachers of ESL learners who grapple worse with acquiring basic
linguistic ability, let alone academic proficiency. At their TP stage, student teachers
only have a degree of linguistic and professional competence to use to mediate
classroom pedagogy and English language teaching. In many cases however, both
remain a real challenge especially given the mismatch between their competences
and the learners’ needs for support. Inevitably, student teachers resort to ‘classroom
survival skills’ such as “safe talk’ (Hornberger & Chick, 2001), ritualised techniques
in Zimbabwean primary schools (Ngwaru, 2010) and code-switching between
English and Kiswahili in Kenyan classrooms (Bunyi, 2005).

Teacher knowledge framework and academic proficiency
Teacher Knowledge

The Zimbabwean situation is similar to many other bilingual contexts
characterised by teachers who are ESL users of English while students are English
Language Learners (ELLS). Implicit in the definition is that ELLs' proficiency in
English is insufficient for them to academically succeed in English-only classrooms.
ELLs have different linguistic and academic needs from first language speakers of
English (L1) and need special assistance to bring them to the same grade level
proficiency as L1 speakers. Teachers therefore need a strong knowledge base of
English in order to effectively assist their learners. Knowledge base refers to a
repertoire of knowledge, skills and dispositions that teachers require to conduct
classroom practices effectively. Shulman (1987) probes seven categories of teacher
knowledge that are essential for effective classroom practice. Three of those
(content, pedagogical & curriculum knowledge) are the main focus of this study
while four (learners, trends, contexts & values) provide a broader view of the
situation.

Content knowledge or subject matter knowledge is the ‘what’ of teaching
usually acquired through adequate exposure to comprehensible linguistic input. It is
the knowledge, understanding, skills and dispositions that children should learn
Shulman (1987).
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Pedagogical knowledge is the ‘how’ of teaching generally acquired through
education coursework and experience in schools Ball (2000). It was later revised and
blended with content to become Pedagogical Content Knowledge (PCK) - which is a
form of practical knowledge used by teachers to guide their actions in highly
contextualised school settings Shulman (1987). It entails knowledge of specific
strategies, methods and rules of classroom management that can be used to address
student learning needs in particular classroom circumstances. A sound grounding in
relevant (PCK) therefore prepares teachers who understand learners’ needs, are able
to diagnose learners’ problems, can select and design suitable learning tasks and
make use of authentic instructional materials. This is reminiscent of Freire’s (1995;
2006) critical pedagogy. Critical pedagogy is a teaching approach that attempts to
help students to question and challenge domination and the beliefs and practices that
dominate. Freire endorses students’ ability to think critically about their education.

Curriculum knowledge is the ‘why’ of teaching that justifies worthwhile
knowledge required by teachers for effective pedagogy. Pre-service teachers need to
be comfortable with the components of the curriculum - how to interpret the
curriculum correctly, having the ability to identify suitable goals and objectives for
specific lessons and how to develop unique activities that reinforce the lessons being
presented. Finally, they need the expertise to effectively implement the curriculum.
This paper regards curriculum implementation a process of interaction among
student teachers, ESL learners and the learning content. Ndawi and Maravanyika
(2011) say that the process of curriculum implementation is based on a number of
activities on the part of the teacher and if they miss the point, the intended
curriculum is not achieved.

Academic Proficiency

Cummings (2000) indicates that English academic proficiency is a special genre
that learners need to develop in order to cope with school knowledge. It refers to a
degree to which an individual has access and expertise in understanding and using
specific kind of language that is employed in academic contexts and is required to
complete academic task. Academic Language Proficiency is the second type of
proficiency needed to read books, to participate in debate and to provide written
responses to tests. Students require a considerable time as much as seven years to
become more academically proficient in English (Cummings, 1981). What that
means is that ESL learners frequently confront the demands of academic learning
through a yet un-mastered language again making it difficult to achieve expected
level of proficiency.

Findings and Discussion

The results reported here are presented and discussed according to ‘knowledges’
established earlier on.

Academic Proficiency

The results of the study showed that many of the lessons taught were heavily
flawed with a variety of weaknesses most of which emanated from the low
proficiency levels of most learners and some teachers. The following comments
highlight lack of language proficiency on teachers and learners.
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Interviews
e There was excessive code-switching from the target language to the mother
language

e Pre-service teachers failed to devise meaningful activities from which
learners could benefit
e Student teachers failed to make themselves understandable to learners
e Student teachers did not have the confidence to teach English in the
presence of a supervisor
Supervision scripts
e Teachers’ instructions and explanations were not clear
e Children gave wrong answers and the teacher accepted them as correct
e There was no meaningful pupil to pupil interaction
All the above comments clearly indicate that both teachers and learners have
serious problems in using the target language. Both need a certain level of
proficiency in order to engage in meaningful pedagogic tasks. Teachers whose
English is not good enough can not correct the learners’ English hence the
acceptance of wrong answers. Cook (1996) laments that if teachers or learners are
not fully conversant with the use of English, it is difficult to sustain their activities,
hence meaningful and interactive classroom discourse is compromised and code-
switching takes centre stage. Cummings (2000) adds that code-switching should be
avoided because it acts as an obstacle to competence and fluency hence denying the
learner the benefits of education.

Content knowledge

The results of the study showed that although pre-service teachers possessed
some level of desirable content knowledge of English, it was not adequate enough to
enable them to teach English in ways that are consistent with desired expectations.
The following comments highlight pre-service teachers and learners’ lack of
adequate content knowledge in English.

Focus group discussion

e Some of us had difficulties in extracting the learning content from the

syllabus

e Lack of adequate vocabulary and correct grammar made it very difficult to

teach composition

e Many of the learners lacked the conceptual understanding of the concepts

they had to learn

Questionnaires

e English was rated the most difficult subject to teach

o Oral skills were rated as most difficult to develop

o Integration of language skills was rated as very difficult

Supervision scripts

e Both student teachers and learners heavily relied on textbooks for

information

e The lesson were heavily flawed with repetition of concepts resulting in poor

teaching

e The teacher did not show adequate mastery of the subject matter
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From the above comments it is evident that both teachers and learners face a
number of challenges during ESL instruction. This is consistent with Medgyes’s
(2001) point that the majority of learners grope in the dark unless they are fortunate
enough to receive tailor-made support from knowledgeable teachers. Heavy reliance
on textbook deprive learners the opportunity to explore their world since actual
language use involves many varieties of knowledge.

Pedagogical knowledge

The results of the study showed that: pre-service teachers need a lot of
pedagogic English skills to teach English effectively. The following are some of the
comments which reveal lack of pedagogic knowledge on the part of students.

Focus group discussion

e We did not know what to do with rowdy pupils during group work

e Varied and meaningful group activities were difficult for to design

e We did not know the appropriate strategies to use for certain lessons

Supervision scripts

e Lesson introductions were not linked to the concepts to be developed

e They moved back and forth and no teaching took place

e Teacher talk dominated the lesson depriving learners the opportunity to

interact meaningfully

From the above reports, it is evident pre-service teachers’ abilities to impart
pedagogic skills were inadequate. Failure to manage group work and to design
varied and meaningful group activities that enhanced learner interaction is indicative
of lack of adequate PCK. Krashen (1985) says that language acquisition requires
meaningful interaction in the target language. The best way are those that supply
comprehensible linguistic input in low anxiety situations containing messages that
learners want to hear.

Curriculum knowledge and implementation

Supervision scripts

Data from supervision scripts showed that:

e Student teachers lacked the confidence to teach English in the presence of

supervisors

e Obijectives for oral lessons were poorly stated

e Some students teachers could not differentiate between aims and objectives

It is clear that pre-service teachers need a lot of support to acquire the necessary
skills to transmit the curriculum effectively. However, while a lot of serious
weaknesses were noted in student teachers’ practices, a number of strengths were
ascertained. Data from questionnaires indicated that up to seventy percent of the
students were very comfortable with teaching reading comprehension and guided
composition.

Conclusions

There is no doubt that successful implementation of the ESL curriculum by pre-
service teachers in Zimbabwe rests on teacher expertise. Their agency is critical in
the attempt to build a cumulative and useful body of knowledge about pedagogy
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content knowledge in general. This is why the complexity of teachers' pedagogic
content knowledge becomes most apparent. The official curriculum specifies
content, which is brought to life by teachers with varying knowledge, and resources
working in particular school classrooms.

Recommendations

In view of the above discussion, this study recommends that:

e Critical developmental pedagogies should be applied to ESL teaching.

o Effective methods of assessment on how well pre-service have internalized
the theoretical and pedagogic knowledge for becoming effective teachers be
put in place.

e Teacher education courses on content knowledge of ESL, vocabulary,
grammar and the four language skills should be improved to ensure
adequate mastery of essential teaching skills.

e The language curriculum should be more specific about the need for
proficiency in the language of schooling for ESL learners to succeed
academically.
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MARTHA NKECHINYERE AMADI

IN-SERVICE TRAINING AND PROFESSIONAL DEVELOPMENT OF
TEACHERS IN NIGERIA: THROUGH OPEN AND DISTANCE EDUCATION

Abstract

Education authorities have seemed to agree that increasing standards for pre-
service education of teachers will not necessarily lessen the need for continued in-
service preparation and professional growth. No amount of time spent in college or
university will complete the preparation of the teacher for classroom tasks.
Teachers, like doctors, ministers, and lawyers, must continue with their education
after graduation. Constantly applying new techniques and materials make education
in service absolutely necessary. If teachers are to become real leaders in their
respective schools, teachers must be provided with a programme of in-service
training which is concerned with doing and not merely with listening. Distance
education has played a role in meeting these challenges and is likely to play an
increasing one. However, the paper examines how open and distance education
(ODL) affects teachers professional development and offers suggestions on how
ICTS could be used to improved and increased teachers professional skills in
Nigeria. In industrialized countries, ODL has been used to reach new constituencies
of potential teachers who would not otherwise have become teachers. It has
provided qualified university graduates with teaching licences or professional
qualifications to support school based training.

Keywords: In-Service, Training, Professional Development, Teachers, Teaching
Pedagogy, Open and Distance Education

Introduction

There is increasing and strong interest among governments, institutions,
international agencies and teachers in the use of open and distance education
methods and technologies for initial training and continuing professional
development for teachers. The last decades have seen considerable growth in the
number and diversity of distance education programmes, and the integration of
distance education with traditional provision and new initiatives using information
and communication technologies (ICTs). These trends are prompted by the need to
meet teacher shortages and the demand for more continuing education for teachers
in a changing world.

Teachers face a widening range of demands everywhere, for example:

Teachers throughout the world are experiencing an unprecedented transition in
their role and status and demands on them are becoming increasingly multi-
faceted... Many teachers do not have the training or experience to cope with
this changing role (European Commission, 2000: 40).

Unfortunately, the high expectations and growing demands on teachers tend to
run in parallel with low status, low pay and poor working conditions: 'teachers are at
the heart of the education revolution, but many feel under siege... their diminished
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status is a worldwide phenomenon' (UNICEF, 1999: 39 in Robinson & Colin, 2003).
The situation of teachers had reached what the International Labour Organisation
described as 'an intolerably low point', because working conditions had declined
(UNESCO, 1998: 38). Many qualified teachers leave teaching for more attractive
careers, new graduates are not attracted to teaching, and recruitment into teacher
training draws lower-qualified entrants as teaching becomes an occupation of last
resort.

The educational level on entry to teaching varies widely. Though the
Recommendations Concerning the Status of Teachers (UNESCO & ILO, 1966)
proposed the completion of secondary education as a minimum entry standard, this
has not yet been achieved worldwide. A typical primary school teacher in one
country may have a master's degree and postgraduate teacher training and teach in a
well-resourced school with small classes- good pay, a well-defined career path, and
access to a choice of staff development opportunities and professional communities
of teachers. While in another, a primary school teacher may have completed primary
education only, be untrained as a teacher, have two jobs (teaching plus farming,
trading or private tutoring), or teach in a poorly resourced school in a remote area
with little job security, and no career ladder in teaching and little opportunity for
professional development.

In Nigeria, unqualified teachers have been a necessity. Nigeria's considerable
achievements in the expansion of Universal free Primary Education in 1976 (UPE)
and Universal Basic Education (UBE) in 1999 had resulted in part for the use of
unqualified teachers for the former, though these have now been phased out as
planning goals start to shift from quantity to quality. The minimum entry to teaching
profession is Nigeria Certificate in Education (NCE). Many of the issues about the
quality of teachers and teacher training are linked to problems of supply and
demand, shaped by specific circumstances. Nigeria has too few qualified and trained
teachers.

Attempts to solve problems of shortages have included searches for new
untapped sources of potential teachers, emergency training schemes and increased
use of para-professional teachers. Hence, the need for this paper.

What is In-Service Training?

For the purposes of this paper, in-service training is defined as a workshop for
employed professionals, paraprofessionals and other practitioners to acquire new
knowledge, better methods, etc. for improving their skills toward more effective,
efficient and competent rendering of service in various fields and to diverse groups
of people. Further, such a workshop is a training designed to benefit a specific group
of teachers at a particular school. A good in-service training should, via workshop
trainees and improve the quality of programming for the development of teachers in
service.

What is Professional Development of Teachers?

This refers to skills and knowledge attained for both personal development and
career advancement. Professional development encompasses all types of facilitated
learning opportunities, ranging from college degrees to formal coursework,
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conferences and informal learning opportunities situated in practice. It has been
described as intensive and collaborative, ideally incorporating an evaluative stage.
There are a variety of approaches to professional development, including
consultation, coaching, and communities of practice, lesson study, mentoring,
reflective supervision and technical assistance

Student achievement is linked to numerous factors, but quality teachers are one
of the most important components of student success. If school teachers do not have
the tools they need to teach students effectively, their students will suffer. To teach
effectively, teachers need access to ongoing teacher professional development. This
professional development enables teachers to improve their own education through
seminars, workshops, and classes.

Through teacher professional development, teachers learn new teaching
strategies to improve the quality of instruction. This allows them to make changes in
the way they teach their students, incorporating innovative teaching methods in the
classroom. It teaches them how to work with a variety of learning styles, since not
all students learn the same way. It also helps teachers change their day-to-day
teaching methods, encouraging them to accept new methods based on accurate
education research.

What should be the principles for professional development?

Principles for Professional Development should:

e  Ensure depth of content knowledge.
e Provide a strong foundation in the pedagogy of particular disciplines.
Provide more general knowledge about teaching and learning processes,
and about schools and institutions.
Reflect the best available research.
Contribute to measurable achievements in student learning.
Expect teachers to be intellectually engaged with ideas and resources.
Provide sufficient time, support and resources to enable teachers to
master new content and pedagogy and integrate these into their practice
(American Federation of Teachers, 1995).

What can the various media, technologies and ICT contribute to teacher
training?

Impact of ICTs in Distance Education to Teacher Professional
Development

The UNESCO (2002) report identifies four different functions of information
and communication technologies (ICT) in ODL teacher education:

e asan aid to distribution of materials;

e asa means of affording two-way electronic communication;

e through networked computers which allow access to the internet and multi-
way communication; and

e as a means of diversifying into resource-based, self-accessed teacher
education.
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In many countries it is shown that without appropriate pre-service teacher
training (PRESET) and in-service education and training (INSET), ICT will
never play a central role in educational renewal and innovation.

Pre-Service Teacher Training (PRESET) in ICT

At the PRESET level, teachers clearly need to master the core technical
knowledge and skills, this means knowledge and skills to:
e use computers and managing files,
do word processing,
create spreadsheets,
use a database,
create a presentation, and
understand basic information and communication technology.
This technical training is often provided in PRESET but is not always a
requirement for teacher certification.

In-Service Education and Training (INSET) in ICT

Serving teachers need to be familiarised not only with the technology but with:

e the teaching and instructional design skills that will enable them to help
their pupils engage in constructivist thinking, experimentation, problem-
solving and learning linked to real life situations;

e how to exploit collaboration tools such as weblogs, wikis, podcasts, Flickr
and YouTube so that pupils can create, adapt and share content, discuss
issues and support one another's learning;

e the use of e-assessment - that is, not only using ICT for true/false, multiple
choice or fill-in-the-blank testing, but also assessing pupils' abilities in self
directed study, information retrieval, analysis, synthesis, problem-solving
and creativity; and

o the use of e-portfolios - that is, creating multimedia records of pupils'
efforts, achievements and reflections on learning for the purposes of
conducting formative assessment, showcasing pupils' best work and
conducting summative assessment (Kheng et al., 2000).

ICTs that Facilitate the In-Service Training of Teachers

The major types of ICT products currently being studied by teachers include:

e tutorial software and simulations for knowledge transfer; and conceptual
development;

email and conferencing software for communication support;

groupware and other tools for collaborative learning;

concept mapping and other tools for conceptual manipulation;

software for access to educational databases;

specialized computer-based tools for subject areas such as mathematics and
technical drawing;

software for testing and assessment; and

o different forms of web-based resources (Collis, 2001).
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There are widespread examples of the use of ICTs for this purpose. They are as
follows:

Virtual Workplace: This is video-conferencing and web-based technologies
for synchronous and asynchronous interaction between pre- and in-service teachers.
It aims to enhance pedagogy in teacher training, student teachers' learning in their
undergraduate studies and teaching practice, and teachers' supervision or mentoring
of the students.

Telematics for Teacher Training (T3): This aimed to enhance primary and
secondary teachers', teacher trainers' and librarians' professional development and it
encourage teacher-trainers to adopt ICT. It is a web-site providing resources for
teacher trainers and modelled best practice in site desigh (Moonen & Voogt, 2001).

The Virtual Teachers Centre: It is Teachers Online project, which allows
teachers to link electronically to learn about others' work, create a virtual community
of practice, sharing ideas through live chat, and access and share a variety of
learning and teaching resources and links to other sites. (Moonen & Voogt, 2001).

EduNet: is an integrated educational internet service for students and teachers
managed by the Korea Education and Research Information Services (KERIS). It
supports the introduction of virtual learning in primary and secondary schools,
provides online teacher training, promotes teachers' networking and supports
teachers' voluntary clubs by providing self-training materials and various online
forums (Moonen & Voogt, 2001).

TINTIN: was established as an online teacher networking. It provided two
teachers' networks, one for teachers of German, the other for teachers of French.
These networks used email, listservs and occasionally, face-to-face interaction. The
teachers primarily used this network to share information - reflective exchanges
occurred rarely-and it was shown that teacher anxiety decreased and productivity-
increased during the network experience (Moonen & Voogt, 2001).

The US Teachers Network: is a nationwide, non-profit educational
organization that identifies and connects teachers exemplifying professionalism and
creativity within public school systems, promotes collaboration among educators to
improve teaching and student achievement, provides resources to support teachers in
their own professional development, and disseminates the work of outstanding
classroom teachers.

Government in Nigeria should help the teachers to use the widespread examples
of the ICTs in all teacher education.

Can distance education support continuing professional development and
training of teachers more widely, effectively and affordably?

Role of Distance Education in Teacher Professional Development in
Nigeria

Teacher education is an important area where distance education has been used
extensively to provide pre-service teacher preparation, upgrading of academic
qualifications, and in-service continuing professional development and content areas
and instructional methods. Many examples, particularly from both developing and
developed countries, show that teacher training at a distance may reach large groups
of teachers and may have profound impact on the development of national education
systems. Examples include distance learning initiatives in countries such as Nigeria,
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Burkina Faso, Chile, China, India, Mongolia, and South Africa to prepare new teachers
or upgrade skills of the existing teaching force (Ojokheta, 2000; UNESCO, 2002).

It is the acute shortage of qualified primary school teachers that led the Federal
Government of Nigeria to establish the National Teachers’ Institute (NTI in 1976), a
distance education college for teachers upgrading. Its mission was to provide initial
teacher qualifications and upgrade the quality of teachers through distance
education. Its courses and qualifications were equivalent to those of conventional
teachers Colleges. NTI is an educational parastatal; with headquarter in Kaduna and
offices in 36 states. It has made enormous contribution to teacher supply and is now
an institutionalised part of the teacher education system as its meeting the Education
For All 2015 targets.

Distance education plays an increasingly important role in helping to address
the growing shortage of teachers. Education institutions in Nigeria are using the
internet as the principal or supplementary means of providing both pre-service and
in-service teacher education. There are a growing number of high quality Web-based
professional development resources available for educators in Nigeria. In addition,
the number of universities in Nigeria that are offering online degree programmes and
courses for educators across the country has grown exponentially in recent years.

The Web provides teachers with incredibly rich instructional and information
resources to enhance their instruction and professional skills and the possibility of
on-demand, just-in-time professional development without leaving their classrooms.
The Web also provides opportunities for online mentoring and support of novice
teachers during their first year of teaching and to develop online communities of
practice. Virtual Web-based environments for teachers now enable them to seek help
from other teachers, locally, nationally, or globally in solving classroom problems,
sharing lesson plans and materials, interacting with experts in particular fields, and
in planning collaborative curriculum development projects (Omolewa, 1982).

However, the Web provides an important resource for teacher education
institutions and agencies and centres that provide professional development to
teachers in the country. In countries with limited access to technology infrastructure/
radio, television and print-based materials are used to address teacher education
needs. The China Television Teacher's College, a part of the China Central Radio
and Television University, uses television-based distance education to prepare new
teachers and provide a range of distance education professional development
programmes to primary and secondary teachers, principals and administrators
(UNESCO, 2002).

In Nigerian perspective, the National Open University of Nigeria (NOUN), have
the NOUN radio, also in University of Lagos, Akoka, Nigeria use the UNILAG
Radio, and the Institute of Management and Technology, (IMT) Enugu among
others are known for their (UNIAIR) programme. These radio stations are where
student listens and receives their lectures. These are very popular and are being used
by these institutions, to broadcast educational programs of variety on areas such as
teacher education, rural development, programme in agriculture for farmers, science
education, creative writing, mass communication, in addition to traditional courses
in liberal arts, science and business administration (Amadi, 2010).

Also, Brazil's national distance education system, PROFORMACADQ, is used to
provide initial training to unqualified preschool and primary education teachers and
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combines self-study and bi-weekly workshops using print-based and video
materials. Other countries with limited technology facilities also rely heavily on
print-based materials as well as radio and other media options. India, for example,
uses print-based materials, audio and video cassettes, coupled with optional face-to-
face tutorials in local study centres, while Mongolia uses radio and print-based
materials as part of the strategy to help primary The above examples illustrate some
of the ways the technology resources available within each country may be used to
provide pre-service and in-service teacher education and Nigeria will not be an
exception.
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SYMBOLS OF HYPHENATED IDENTITY DRAWING MAPS (IDM) FOR
ARAB AND JEWISH STUDENTS AT THE UNIVERSITY OF HAIFA?

Abstract

In 2008, we conducted a large scale study following our methodology
developed for the analysis of drawings to assess identity (Hertz-Lazarowitz, Farah &
Yosef-Meitav, 2012). We gathered interviews and asked for Identity Drawing Maps
(IDM) from 184 students aged from 20-30 years. The symbols in the drawings were
grouped in five categories: Religious, National, Emotional, Secular-Cultural and
Nature and person figure symbols. The most frequent symbols were related to the
nature and person figure category, and the least frequent were symbols from the
secular-cultural category. The symbol categories most indicative of identity conflicts
were religious and national. The Arabs had more conflicted and complex IDM
messages than Jews and the evaluation of their emotions were less positive and less
optimistic than the Jews. The IDM methodology revealed the complex and multi-
layered expression of identity construction. These findings can provide better
understanding into the dynamic of identity construction of youth living in the
University context which has been conflict ridden for many decades.

Key words: Hyphenated Identify; Arabs and Jews; Haifa University

Hyphenated identity

The theory of “Hyphenated Identity” (HI) argues that people living in complex
political-social contexts construct a "new identity” that include many identities
depended on the socio-cultural and political contexts. Research had documented
that young adults includes various sub-identities and "live on the hyphen", between
identities found in contrast vs. harmony (Farah, Hertz-Lazarowitz, 2009).

Israeli society is bi-national, comprising a Jewish majority and an Arab
minority. For many years, the Arab population in Israel was referred by the majority
as "the Arabs,” as a matter of distinction from "the Jews". Throughout the years,
definitions have changed within each group. Jews and Arabs are now defining
themselves by more identity terms. Especially the Arab minority in Israel added
many hyphenated identities, among them terms of collective identity: Palestinians,
Arab-Palestinians, and Palestinian citizens of Israel (Yosef-Meitav, 2008).

Since the establishment of the State of Israel in 1948, identity has been a core
concept that challenged the Israeli society. Particularly challenging has been the
term Jewish, as it refers to both religion and nationality (Herman, 1977). Young
Arabs and Jews have encountered complex political changes, adjusting to greater
diversity of ethnicity, culture and religion, while continuing to live in the context of
an intractable conflict (Rouhana, 2004; White-Stephan, Hertz-Lazarowitz, Zelniker,
& Stephan, 2004). Over time, identity definitions in Israel changed from simple or
binary to multiple and more complex identities (Ghanem, 2006). Especially Arabs

! We thank to Katsiaficas, Sirin & Fine, for their cooperation in developing the measures.
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and Jewish immigrants negotiated their identity via a complex course of action
(Gerges, 2003). The aim of this study is to explore the deeper meaning youth in
Israel assign to their identities.

The context of the University of Haifa

The University of Haifa is a unique environment for studying how nationality,
religion, and ethnicity contribute to students' construction of their identity, and how
identity in turn is related to students' perception of their experiences on campus. The
University of Haifa is a meeting place for Arab (Muslim, Christian, and Druze) and
Jewish students, from different ethnicities. All the students are either religious or
secular, with varied ethnic background; political orientation, as well as different
calendars that mark their religious and civic life. Within this multifaceted context
identities are constantly under reconstruction as young people live in a complex
mixture of conflict and harmony.

Since 2001 and up to 2008 Hertz-Lazarowitz and a team of Arab and Jewish
researchers conducted annual studies as part of a research seminar entitled “Social
psychological aspects of the University”. The full questionnaire asks the students to
rate attitude on a Likert scale and rates their perception of Haifa University (HU). In
those studies students were to choose one identity from a list, and there was an
option to add an identity definition (Zelniker, Hertz-Lazarowitz, Peretz, Azaiza &
Sharabany, 2009).

In the 2006 and 2008 study students were interviewed in order to explore
identity construction. At the end of the interview students were given a blank page
and were asked to write their identity definition. They were also asked to draw a
picture expressing their identity and write a text related to the drawing. Their written
identity definition, plus the drawing, plus the text related to the drawing, constituted
the ldentity Drawing Map (IDM). This method followed the procedure used by
Michelle Fine in her study of Hyphenated Identity (Katsiaficas, Fine, Hertz-
Lazarowitz, Sirin, Yosef-Meitav, Farah, Zoabi, 2012). The maps were examined by
qualitative and quantitative methods of analyses; and added important understanding
of the HI in its current construction. We assumed that in Israel we will also find HI
and student that "live on the hyphen", between identities in contrast vs. harmony
(Farah & Hertz-Lazarowitz, 2009; Hertz-Lazarowitz, Yosef-Meitav & Zoabi, 2007).
This study focus is using the IDM methodology to explore HI in a mixed University
context. We aim to understand differences as well as similarities, within and
between Arabs and Jews.

Method

Participants
In the year of 2008, seventy six Jews (27 from Ethiopia, 32 from Former Soviet

Union, 17 born in Israel) and 109 Arabs (31 Druze, 35 Muslims and 43 Christian),
all of them UH Students in their third year, from various departments participated
voluntarily in the study. They created the IDM as part of the questionnaire; all of the
185 maps were documented and analyzed (Farah & Hertz-Lazarowitz, 2009).

This paper presents two types of results: One detailed analysis of two examples
IDM as a detailed guide to use the IDM method. Second we present a general
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analysis by percentages (n=185) to find similarities and differences between Arabs
and Jews.

Procedure

Following answering a Likert type questionnaires. Each student was engaged in
a one to one, 90 minutes semi structured interviews; students were interviewed
about their life in general and specifically on campus. At the end of the interview
they were asked to write an identity definition, draw their identity map, and add a
brief text related to their map (Yosef-Meitav, 2008; Hertz-Lazarowitz, Yosef-
Meitav, Farah & Zoabi, 2010).

Measures

Three coders proceed through three stages of coding the IDM:

(1) Categorization of objects to groups of symbols: First, all objects in the
drawing were counted, the sum was 100. Then up to 3 most salient objects were
coded in the fitting category of symbols and entered later to the analysis. Examples
of symbols within the five categories were:

a. Religious symbols: Mosque, Synagogue, and Cross.

b. National symbols: geographical maps, Israel flag, Palestinian flag.

c. Emotional symbols: heart, family, sadness-tears.

d. Secular and Cultural symbols: books, university, village.

e. Nature and person figure: person, parts of body, trees.

(2) The message of the maps: The coders defined the IDM according to the
following distinctions:

a. Integrated message: If symbols of identities (at least two) and text were

blended in integration.

b. Conflicted message: if symbols of identities (at least two) and text were

depicted with high tension, and intense rage.

c. Separated/parallel message: if symbols of identities (at least two) and text

were separated or parallel.

(3) Evaluation of emotion: The coders used 12 emotions. Positive emotions such
as satisfaction, pride; and negative emotions such as anxiety, anger. The coders
decided in a (1-3) scale if they are very certain (3) or very uncertain (1), about the
emotion presented in the map.

Reliability

The coders were three students of psychology and education on their B.A and
M.A degree. They were trained 12 hours by the main researcher. Each coder
received an identity map, read the text written beside the identity map and described
it. They start working individually and then rotated in pairs. At the same time they
wrote a protocol which provides a basis for testing the reliability, the coders agreed
90% between them about the three stages of coding of the IDM (Hertz-Lazarowitz,
Yosef-Meitav & Zoabi, 2007).

Identity Map Results

We present two IDMs of an Ethiopian Jew and a Muslim Arab.
(1) Abed: Arab — Muslim — male
Background information:
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Abed is 21 years old, single, traditional Muslim, Arab, he defines his identity as
an Arab Palestinian who lives in Israel. He was born in Israel and lived in Arab
village.

The identity map drawing: The text

"Maybe my drawing map is influence by the coming independence day, but |

feel that the flag meaning the Jewish Zionist flag of the state, is crashing our

Palestinian and Arab identity. | draw the Palestinian flag on the soil because it

is the soil of our land. The figure of Handala symbolize my Arab identity, the

Israeli flag symbolize the occupation that hides both Handala and the

Palestinian flag".

Map analysis and summary:

Abed drew three national symbols in different sizes: a small Palestinian flag, a
large Israeli flag over the whole page and a figure of Handala® which became a
known symbol for the Palestinians occupation. The Israeli flag symbolize the
oppression of the Palestinian people, on the legs of Handala he drew the Palestinian
flag. The Israeli flag is overruling the Palestinian flag; Abed writes that he is not
satisfied living in Israel. The map expresses a massage of conflict between s national
and civic identities; the emotions expressed are sadness and other negative
emotions.

Shmual: Jewish male born in Ethiopia

Background information:

Shmuel is 28 years old, single, traditional Jewish, he defines his identity as a
Jewish-Ethiopian. He was born in Ethiopia and lives in Jewish settlement.

The identity map drawing : The text

"l am a Jewish man that immigrated to Israel from Ethiopia, | am very pleased

here, | want to continue living in the land of Israel, I want to grow roots,

develop and help the Ethiopian community. As my family has adapted to the new
state and overcome some difficulties, 1 want other Ethiopian families develop
and always remained in the land on Israel".

Map analysis and Summary:

Shmuel drew many symbols in four categories. National: an Israeli flag, an
Ethiopian flag and a map of Israel. Religious: Star of David. Secular and Cultural:
an Ethiopian house, (the hot) Nature and Person figure he draws himself. The map
expresses a message of integration "being an Ethiopian Jew". His positive emotions
are expressed in pride, hope and elevation.

Shmuel drew a human figure with dark blue face and curly hair. On his body
there is a map of Israel and above him a large Israeli flag with glorified stars of
David around. On the left there is a colorful Ethiopian flag and there is a typical
Ethiopian hot (home). Shmuel defined himself as Jewish-Ethiopian and writes
about the close connection with the Ethiopian community and his desire to help
them. He uses a lot of symbols to express his jewishness but he keeps the Ethiopian
symbols as well.

% From approximately 1975 through 1987 Naji Al-Ali created cartoons that depict the
complexities of the plight of Palestinian refugees. These cartoons are still relevant today and
Handala, the refugee child who is present in every cartoon, remains a potent symbol of the
struggle of the Palestinian people for justice and self-determination.
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Finding and Discussion

IDMs comparison (N=185)

Similarities: The two groups generated the same symbol categories and had
similar percentages of symbols in each of the categories. For both groups,
percentages of Nature and person figure symbols were highest; followed by national
and emotional Categories. Only two categories out of five: National and Religious,
include symbols that expressed the source of conflicts. The religious symbols in
Israel are naturally politically expression of conflict, oppression, unjust and
occupation. Those are the events that are perceived by the Arab and the Jews as
threat to their life experiences.

This finding comes with the data that Arabs expressed more negative emotions
than Jews, (anger and sadness). These emotions pertain to their difficult and
discordant existence among the Jewish majority, and to the continuous oppressed
existence of their Palestinian brothers under the Israeli occupation (Hertz-
Lazarowitz, Zelniker & Azaiza, 2010). The reality in Israel is that on one hand Arab
can express their love for the Palestinian flag, but this flag is not recognizing in
Israel and cannot be part to a political approved demonstration.

It is a positive sign that student can express their positive and negative emotion
in regard to these symbols and toward the University. But the Israeli-Jewish culture
gives priority to the Jewish religious symbols in the daily life on campus and in the
State. But slowly some positive changes are taking place on campus. Mixed
classrooms are the routine. Students live within an island of coexistence and
cooperation for the last forty years. Inter-religion dialogue groups are formed.
Prayer places are assigned to different religion groups. Few civil groups continue for
years to create a dialogue and understanding sites for different groups. The holidays
of all religions are now acknowledged by UH authorities, thus we can dream and
imagine a reality where national and religious symbols will reach more acceptance
and respect from all groups.
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PETIA TODOROVA

THE CONTEMPORARY TRANSDISCIPLINARY APPROACH AS A
METHODOLOGY TO AID STUDENTS OF HUMANITIES AND SOCIAL
SCIENCES

One of the major problems students of humanities and social sciences face is the
choice of methodology which they should employ in the theoretic discussion of a
given task. In the learning process they are presented with the most essential and
emblematic authors and their works relating to the students’ major. This provides
them with rich theoretic knowledge and creates epistemological competency.
However, the moment they attempt a more in-depth study in the form of a thesis or
dissertation, they are in a quandary as they realize that they are unaware of the
appropriate way of compiling and assembling information which must not only
reflect their findings as a new element in their research but it must also delineate the
academic approach and contribution of their studies.

This is due to the fact that in the course of their education the necessity of
methodological competency is largely neglected and is rarely included as part of
their curriculum. Certainly, there exists a logical explanation to support such
approach. Not all students graduating with a major in humanities or social sciences
will continue with further academic research activities. In fact, the number of
students who have the intellectual capacity and desire to embark on this career path
is relatively small. However, the needs of those students who do elect to take the
extra step should not be overlooked.

Thus, one of the most common practices is for the mentor to assign a specific
author and/or task relevant to the intended research activity which brings the student
to the dilemma of making the right theoretic choices and selecting the proper
methodological course of action.

As a result, here comes the transdisciplinary approach as a move forward
toward a novel possibility aimed at helping students to successfully carry out their
research in the field of humanities and/or social sciences. The dynamics of modern
society and subject research lead to a process that tackles the problem of transferring
knowledge and methods from one theoretic field to another.

The term transdisciplinarity is used for the first time by the French psychologist
and structuralist Piaget. By employing this term he stresses the need for interaction
among various subjects and branches of learning especially in the field of education.
In its present classification the place of the transdisciplinary approach is hard to
define as it is concurrently in, through, and beyond any academic subject. Today,
according to the Encyclopedia of Life Support Systems (EOLSS), it signifies a new
philosophic movement.

Therefore, the need arises for students to be familiarized with the differences
between disciplinary, multidisciplinary, interdisciplinary, and transdisciplinary
approach to doing research.

Unlike the disciplinary or subject research which aims at a single level of
reality, transdisciplinarity is oriented towards the dynamics characteristic to the
interplay of several levels of reality. The latter must be distinguished from the levels
of organization, which, according to the systemic approach, may represent identical
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levels of reality and may not lead to violation of basic laws. The systemic approach
stipulates that two levels of reality are different when the transition from one level to
another leads to the violation of fundamental principles and scientific laws.

The transdisciplinary approach, regarded as a process, is characterized by
integration and overriding of subject boundaries. As a ‘scientific utopia’, it stands
out as an intellectual category requiring a wide range of disciplinary, scientific, and
epistemological potential. It is different from the multi- and interdisciplinary
approach in a way that, on one hand, it transcends the subject boundaries, and, on
the other, it is not part of any specific subject research. Thus, the transdisciplinary
approach allows for the understanding of the complexities of the modern world
which is a primary feature of its scientific legitimacy.

The need for a relationship among various academic subjects has led to the
emergence of the multidisciplinary and interdisciplinary approaches in the middle of
the 20™ century. The former studies an object, which is the focus of research of
several subjects at the same time. For instance, the study of a single cell is
incorporated in different subjects taught to students of medicine such as
embryology, cytology, physiology, biophysics, pathology, etc. The interdisciplinary
approach is characterized by the transfer of research methods from one subject to
another. These synergic models are applied to the studies of a number of academic
subjects such as sociology, philosophy, and linguistics in the context of a quest for
new research methods.

The transdisciplinary approach, as indicated by the prefix ‘trans-‘, signifies a
research which is carried out among different subjects, moves through and goes
beyond them. It aims at understanding the modern world.

The disciplinary approach in research is directed at one of the levels of Reality.
Here, one must distinguish between the levels of Reality and levels of organization.
The latter, as defined in the systemic approach, may belong to an identical level of
Reality and they do not suggest a violation of essential concepts. The various levels
of organization reflect the different structuring of the same fundamental laws.

Unlike the disciplinary (subject) research, the transdisciplinary approach is
interested in the dynamics borne out by concurrent interaction of several levels of
Reality. The levels of Reality are a cluster of systems invariant to the relations
among a host of common laws. For example, the laws governing macrophysics are
no longer valid for the laws governing the micro world. This means that two levels
of reality may be different if basic laws and concepts are violated while going from
one level to the next. Therefore, it becomes mandatory that the process of
understanding the foregoing dynamics go through the disciplinary (subject)
approach to knowledge first. The transdisciplinary approach, although not new as a
method of research, feeds on the disciplinary (subject) research, which thus become
illuminated in a new and fruitful way created by the dialectic relations between
them.

Reality has trans-subjective dimension due to the fact that even a single ordinary
experiment can destroy a well-formulated theory. The transdisciplinary approach
rises above the limits of science established with the dawning of the New Age.

Contemporary research approaches lay down the need for dual development —
on one hand, through analysis, and on the other, by understanding the complexities
of the modern world. This is where the transdisciplinary methodologies come
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forward. They offer the possibility of tracking down the genesis of some key
concepts employed in the modern methodological practices.

Methodology is a subject which deals with the structure, logical organization,
methods, and means of a specific activity. Methodological knowledge consists of
two different forms, namely normative and descriptive. The normative methodology
is a collection of rules and norms which stipulate the content and sequence of
specific activities. The descriptive methodology is in fact a description of the order
in which the actual activities are performed. In both cases, the basic purpose of the
methodological knowledge is the internal organization and regulation of the
information process or, in other words, the actual transformation of the subject
under discussion.

Modern science is characterized by the rapid development of the so-called pan-
scientific methodological concept and the research methods related to it, such as the
interdisciplinary, multidisciplinary, and transdisciplinary approach. This is
supported by the following circumstances:

Firstly, the academic studies treat more complex subjects from the natural and
social environment. This leads to the increase in the abstract level in which a subject
is analyzed and to the decrease of the level of its transparency. For instance, a
complex subject such as urban development is difficult to undergo discussion
through a single example because it consists of a multitude of natural, social, and
technological elements, which in turn are discussed separately in different academic
topics. In these circumstances, the research tools and approach to analyzing a subject
acquires a central role in the world of knowledge.

Secondly, a set of tasks related to methodology creates an interconnection
between science and practice, which leads to solving more complex problems such
as the problems in education. This brings the need to act on two levels: experts from
various academic fields should combine their efforts in building a universal model
which tackles the complexity of a specific subject and also the concepts and
solutions that present information about that subject should be united under a
common practical system.

The scientific characteristics of the modern trends in methodology establish
certain philosophic grounds which are reflected in the broader picture created by
science in the world around us. Thus, we cannot ignore the images and content set
forth by these characteristics as they are closely interrelated with the important role
of methodology.

Methodology encompasses various heuristic, systematic, and ideological
elements. These elements are organized in an orderly manner and characterize
scientific knowledge. The basic components of Science are the images and concepts
of principal objects (the world, the universe, etc.) as well as the typology and
classification of objects according to a specific pattern and their relation to space
and time.

Together with the role of methodology, the development of epistemology is an
aspect to be reckoned with in search of new meanings and answers to questions in
the world of science, as our civilization strives for solutions and life-long strategies.
The changes in modern science coincide with the quest for new ideas and meanings
in the field of culture, philosophy, religion, art, etc.
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Therefore, it is important to direct our attention to three groups of questions,
which arise out of the need for understanding the modern stages of development of
methodology.

1. Do the complexities which exist when discussing topics from the natural and
social sciences need to make scientific knowledge more complicated as well?
Should there be a single viewpoint on the development of the world of knowledge or
can we allow for multiple analyses?

2. Based on which subject concept do we apply the synthetic model and the
results of studying the complex subject? What kind of language do we use for the
findings to be clearly understood by scientists in different fields?

3. In the process of carrying out a study, the characteristics irrelevant to the
research topic are either eliminated or the researcher simply chooses to ignore them.
Here, a question arises as to whether the researcher always relates the topic under
investigation to the already established scientific knowledge?

It is obvious that the answers to these questions are held in the concepts and
directives of methodology (interdisciplinary, multidisciplinary, transdisciplinary)
which represent the main components of scientific knowledge such as the issues
discussed, their classification, their relationship and interaction in space and time.

The transdisciplinary approach has its own general view on science and
knowledge. This view as such stands for a single system of universal order. The area
under discussion as well as the various processes and their interaction within this
system represent its usual elements. In this case, the transdisciplinary approach
serves as a basic tool which researchers use in normative and descriptive
methodology. Thus, transdisciplinarity becomes an academic subject of its own. It
has all the necessary qualities which make it possible for that approach to be part of
the educational system and to be implemented in the process of solving problematic
tasks relating to natural and social sciences.

Proposal for developing a Center for Transdisciplinary Studies (CTS)

Main objectives:

e Creating a policy for teaching the concepts and methods of the
transdisciplinary approach in universities;

o Creating and developing special skills for utilizing transdisciplinary methods
by regular students, PhD students, and teachers within the university system,
which should aim not only at solving problematic tasks relating to natural
and social sciences but also at coping with the challenges that lie ahead in
their professional environment.

In conjunction with its main goals, CTS may be established in the following

1. Organization and Methodology;

2. Education and training;

3. Major scientific studies;

4. International scientific projects.

Organization and Methodology:

o Seeking out the most effective forms of organizing and implementing CTS;

¢ Designing a course in transdisciplinary methodology according to a specific
major;
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o Supplying relevant materials to university libraries.

Education and training:

o Designing a curriculum and ensuring students’ access to relevant literature
and materials; teaching basic concepts of transdisciplinary methodology;

e Teacher training in transdisciplinary methodology;

o Organizing courses in transdisciplinary methodology according to a specific
plan — as a core requirement or as an elective course;

e Setting up seminars and conferences in line with relevant topics which
motivate and encourage the use of transdisciplinary methodology to solve
departmental problems.

Major scientific studies:

e Analyzing the existing concepts in the transdisciplinary approach and
methodology;

o Designing methods and techniques for applying the transdisciplinary
approach to practice;

o Performing necessary scientific research and experimental studies to create
strategies in order to solve urgent problems in the field of education;

e Conducting scientific conferences in order to generate and share good
practices in applying the transdisciplinary approach when solving
problematic tasks in Academia.

International scientific projects:

e Coordinating international cooperation in search of ways to introduce the
transdisciplinary approach in the field of tertiary education;

¢ Organizing or participating in international conferences to exchange good
practices in applying the transdisciplinary approach in the field of tertiary
education;

e Borrowing and incorporating existing transdisciplinary methods in order to
solve academic problems;

e Ensuring university support and teacher training in transdisciplinary
methodology;

e Providing methodological assistance and support to universities which have
already introduced academic centers for transdisciplinary research.

In conclusion, the use of transdisciplinary approach is a way to broaden one’s
academic view on life. This may be achieved by expanding scientific knowledge, by
creating a common model of tackling complex subjects, and by improving the
methods used in dealing with such complex subjects.

Dr. Petia Todorova

Institute for the Study of Societies and Knowledge
Bulgarian Academy of Sciences

Sofia, Bulgaria

petiatodorova@abv.bg
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MILO MILEFF

INSTRUCTIONAL OBJECTIVES: SELECTING AND DEVISING TASKS

Introduction

In the present paper and the discussion that follows, | present aspects of test
construction and a careful description of instructional objectives. Constructing tests
involves several stages such as describing language objectives, selecting appropriate
test task, devising and assembling test tasks, and devising a scoring system for
evaluation purposes. Tests can be classified according to their reference, that is,
something external that serves to give test scores meaning. Thus, | distinguish
between norm referenced and domain referenced testing. The former are in reference
to performance and the latter to a general domain of skills and knowledge. In other
instances, tests can derive significance through reference to more restricted domains
such as those delineated in instructional plans and practices. These are called
objective referenced tests. The focus here is on objective referenced tests because of
their particular relevance to evaluation in second language classroom. | also present
guidelines for devising closed-ended and open-ended test tasks. These guidelines are
part of a larger process of devising valid tests that are compatible with the focus,
range, and standards of performance specified or included in instructional
objectives.

Instructional objectives

I distinguish between two sorts of objectives based on their generality. There are
general instructional objectives, which include the skills, abilities, or knowledge
students are expected to learn from extended instruction, such as an entire course.
They are often expressed as the overarching goals of the course. In addition, there
are specific instructional objectives that are reflected in day-to-day instruction of
units and lessons. These more specific kinds of objectives are variously referred to
as syllabus, unit, or lesson objectives and they are associated with course objectives
around which actual instruction is usually planned and built. Although there are
different kinds of objectives | focus here on language learning objectives. It is
crucial that the description of language objectives be accurate and complete and in a
form that is useful for making tests. | point out two methods of describing language
objectives for the purposes of devising objectives-referenced tests.

Objectives as tasks

The most important way of stating language objectives is in terms of test tasks.
Consider three examples which by no means exhaust all possible objectives a
teacher might expect to find. The first example has a skill focus. Here, students will
be able to answer factual questions including in their answers levels of probability.
The second example has a structure focus in which students should be able to
answer correctly multiple-choice items related to vocabulary, syntactic structure,
and morphological structure. The third example entails communicative or notional
focus, where students should have the ability to sustain a conversation in English or
any L2 for that matter about every day affairs and popular topics. Objectives
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described in this way provide not only the form of the tasks, namely, conversation,
multiple-choice, etc., but also the standard of performance expected in terms of time
framing, percentage or degree of success, etc. The second advantage has to do with
the validity of the test, which represents the skills one wants to measure. Yet another
advantage to this method is that it allows teachers and students to focus their efforts
due to a clear and precise statement of objectives. However, some drawbacks do
exist. In utilizing this method there can be a tendency to concentrate on skills that
are easy to test while leaving out other skills not so easy to test. In other words,
objectives may be selected because of their amenability to testing rather than their
value to language learners. Therefore, if objectives are described independently, this
problem can be overcome.

Objectives for learning

Here, | consider the linguistic content focus and content range of the objective
in addition to the standard of performance expected of the students.

Content focus

Instructional objectives can be described in terms of performance skills (such as
reading or speaking), communicative language use (including reference to specific
notions L2 learners will be able to express), specific structures (such as word order
or pronominal reference), or a combination of these. In any case, the linguistic
content that is the focus of instruction should be clearly identified in the objective.
This is necessary when appropriate tasks for the measurement of these skills are
selected for use in tests. In other words the linguistic content described in the
language objectives determines the linguistic focus of the test tasks if they are to be
a valid indicator of attainment of the objectives.

Content range

The range of objectives refers not only to the nature of the linguistic or content
to be learned but also to the conditions in which learners are expected to
demonstrate their skills. The range can be specified in several ways. One is by
identifying the issues, topics, or themes that the learners will be able to handle
utilizing their new language skills. For instance, if the linguistic focus in the
objective is syntax, one aspect of the range might be that learners are expected to be
able to parse out sentences with comprehension. This is referred to as thematic range
of objective. Another range specified in the objective might be the style or genre of
language that learners are expected to cope with such as formal versus informal
language. This is referred to as the stylistic range of the objective. A third aspect of
range concerns the functional range of the skills to be acquired.

However, instructional objectives often specify one aspect of language content
and leave other features unspecified, which may result in such objectives being
overly general. That is, if the objective is expressed in terms of linguistic structures
then the range must be specified in terms of performance skills and even
communication skills. As an example, let us say that the instantiation of syntactic A
movement versus A’ movement is identified as the instructional objective for a
lesson. This represents a structural skill. The objective must be expanded to identify
implications of the instantiation in oral or written language and/or comprehension.
Moreover, are the students expected to formulate hypotheses or conjecture about
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other syntactic rules? These aspects of the objective need to be specified in order to
narrow down the initial structural objective.

To summarize, in order for language objectives to be useful in test development,
it is important to specify the range of language learning that is expected be it
thematic, stylistic, and/or functional.

Standards of performance

Standards basically tell us how to determine whether the objective has been
attained. They specify both the quality and the level of performance that students are
expected to acquire if L2 learning is to be successful. Two of the most common
bases for assessing linguistic proficiency are accuracy and effectiveness. Accuracy
can be used as the basis for assessing spelling and grammar in written language
whereas effectiveness is often used for assessing communication skills. Another
frequently assessed quality is appropriateness such as familiarity with the use of
formal and informal modes of communication in spoken language. Other qualities
used in assessment are authenticity and quantity. They are used mostly when
evaluating speaking and writing skills and they reflect, for example, how long a
student can speak on a topic or how close a learner is to what a native speaker might
say or do. Speed is yet another quality that is sometimes assessed with respect to
reading, writing, or speaking. While quality tells the instructor what aspects of
linguistic performance to consider when assessing proficiency on a topic, level is a
matter of how good a student performance must be with respect to a particular
quality so that the teacher may conclude that the objective has been attained. A
useful way of defining levels of performance is to provide models or samples of
performance that reflect the level of performance one expects of successful L2
learners. Otherwise this way of describing language objectives may prove to be
potentially limiting because language skills that cannot be tested easily may be
excluded.

Selecting and devising tasks

Once language learning objectives have been identified and defined, the next
task is to select those we wish to test. It is preferable to choose a sample of
objectives to test before beginning test construction in order to avoid biases that can
arise otherwise such as items that are easier to test or topics that stood out in class
because they were recently taught. Two commonly used procedures for selecting
objectives to test are random sampling and stratified sampling procedures. Random
sampling of objectives is recommended only if all objectives are equally important.
Otherwise teachers run the risk of not including important objectives and therefore
not testing them. Stratified sampling on the other hand requires that all possible
objectives be identified and then organized according to some criterion of
importance, namely communicative, structural, and/or functional.

Clearly, the most important factor to consider when choosing which type of test
task to use is the overall objective. Closed-ended tasks allow assessment of
comprehension skills in both reading and listening but not speaking or writing. That
is, a learner’s ability to perform on a closed-ended task does not necessarily mean
that the individual would be able to produce the corresponding language in an open-
ended task. Also related to language objectives, closed-ended tasks permit the
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examiner to assess specific language skills since they are controlled totally by the
examiner. In comparison, open-ended response tasks do not control the students’
specific responses and they can often find ways of responding to test items that are
different from what was intended by the examiner.

At this point, | wish to point out that it is important to realize that not all
authentic language tasks are open-ended. For example, filling out forms are quite
formulaic. In addition, not all authentic language use involves oral communication.
Reading and writing are also characteristic of authentic language use. Even multiple-
choice tests can be an authentic language task for L2 learners in schools where the
medium of instruction is L2. Because they are less structured than closed-ended
tasks, open-ended tasks are often used to assess the skills of advanced learners. In
contrast, low level learners do need the structure imposed by closed-ended test tasks.
However, multiple-choice tasks for testing beginning level learners can be
demanding if care is not taken to avoid unnecessary complications. Open-ended
tasks are suitable for testing speaking and writing skills because they require
language production. In fact, they call for a variety of language skills such as
spelling, vocabulary, and grammar skills in addition to discourse and sociolinguistic
skills.

Scoring

Because the specific responses to be made by test-takers in open-ended tasks are
not controlled in any precise way, devising such tasks does not require the same
technical precision as closed-ended tasks. Open-ended tests are different from
closed-ended tests in that they usually consist of only one item (essay), although this
is not always the case. In contrast, tests made up of closed-ended tasks generally
include a number of items.

Domain reference

Test scores can be interpreted with reference to domains of skills or knowledge.
Use of domains for test construction purpose requires consensus on what knowledge
or skills comprise the discipline of interest. The important point here is that in order
to be a frame of reference for test construction and interpretation, a domain must be
finite and known. If this is done, it then becomes possible to assess performance on
the test with reference to how much of the domain in question has been mastered by
individual L2 learners. Thus, whereas norm-referenced tests provide interpretations
of test scores relative to other learners, domain-referenced tests provide
interpretations of test scores relative to an identified domain of knowledge or skill.

Objectives reference

Obijective referencing is similar to domain referencing in that it provides for the
interpretations of test scores with respect to a defined area of knowledge or skills.
The main difference is that it does not require consensus on the description of a
domain or a field of study. Instead, it depends on the description of the knowledge
or skills that make up a particular lesson or course. What is important about
objective referencing is that the domain is conceptualized in local instructional
terms. This means that, generally speaking, students should be tested in ways that



196 Instructional Objectives: Selecting and Devising Tasks

resemble how they were taught (only if the instructional methods are an appropriate
reflection of the instructional objectives).

Final word

When selecting appropriate test tasks, one should take into account the
instructional activities that have been used in class. Students may not be able to
demonstrate the full extent of their proficiency if a test task is selected that they have
not seen before because the task demands may not be clear to them. Surely, an
indication of language proficiency is the ability to use language in different
situations. Judgment is called for when choosing test tasks that are different from
but related to the activities used in class. In some cases, special efforts need to be
taken to simulate the performance demands of authentic situations in which L2 will
ultimately be used because the target situations are different from those in the
classroom.

Milo Mileff
Sofia University
Bulgaria
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VALERI LICHEV

PROBLEM ORIENTATED EDUCATION ON THE BASIS OF HYPER-
CODED TEXTS (PLAY AND HEURISTIC)

This paper represents part of my experience, received during the seminar named
Practical Hermeneutics, which | lead since 2006 to 2010 year at the Institute for
Philosophical Research — Bulgarian Academy of Sciences. The participants are from
different field of knowledge and with different scientific status — from PhD students
to professors and doctors of sciences. The main topic of the seminar was particular
kind of texts, named by me “hyper-coded” because of superimposing of codes from
different fields of human culture, science, practice, technology etc. The aim of the
seminar was to reveal the variety of codes, hidden by different authors in their texts.
The multiformity of interweaved codes could be found even in small texts like
surrealistic prose-poems.

The dialogic form of interpretation allowed testing and proving of different
hypotheses (Lichev, 1991: 21-22). In my opinion this form could be used in
educational workshops with students. Its goal is not only understanding of hidden
sense or meanings of text, which are superimposed in its vertical structure (Todorov,
2004: 101), but to reveal the multiformity of some literary texts and to improve the
ability to search new knowledge because of needs of interpretation and
understanding. This kind of education is based not on didactical principles but on
readiness for self-depending work with texts, lead in the beginning by a most
experienced interpreter. It could be used in special courses for students in
humanities (Lichev & Obreshkov, 1992: 200-201).

Realization of such kind of problem-orientated teaching could be accomplished
in high schools also. The first step is organization of seminar with teachers of
literature, philosophy, ethics, psychology, logic etc. for perfecting of their
knowledge and skills. The literary examples could show how complicated the
human world is arranged and how conditionally disciplinary distinctions, inherited
from classical science, are. In this way the high school teachers would improve their
interdisciplinary knowledge and could implement it in their work with students.

Such problem-orientated education could be successful if the painstaking work
with hyper-coded text receives a playful form in the cognitive sense of word
(Lichev, 1996: 149). According to D. Winnicott, one of the most distinguished
representatives of theory of object relationships, the play creates third space besides
the inner psychic space and the external world. This is the space of creativity and
imagination. Internal experience receives an external form in the third space. D.
Winnicott studied the play of small children but his conclusions are valid for a wider
spectrum, in particular for understanding of artistic behavior (Winnicott, 1999: 54-
55).

Play is an important concept not only for psychoanalysts. It is used in theory of
culture and in philosophy of language also. J. Lacan defines the man as a “language
being”. According to J. Huizinga man is “a playing being” (homo ludens). If we
integrate these two definitions we can say that the man is a language playing being.

U. Eco refers to L. Wittgenstein’s theory of language games and family
similarities (Eco, 1999: 31). The same theory can be applied for understanding of



198 Problem Orientated Education on the Basis of Hyper-coded Texts (Play and Heuristic)

ways of invention of new kind of metaphors or neologisms, used in hyper-coded
texts. As Aristoteles pointed out, if the literary speech walks away from everyday
speech, it begins to sound enigmatically (Aristoteles 111, 2). The theory of family
similarities creates the possibility to interpret the conundrums concealed by some
authors deliberately in their texts. For that reason the accent has to be put on the
intention of the texts, not of the intentions of the author or of the reader.*

Following these ideas we can say that interpretation of texts could turn from
tedious learning of analyses into intellectual play if the interpreter could be
motivated to use their intellectual potential and curiosity. That could be
accomplished not in a didactical way. The interpretation could become more
interesting by using of playful interactive approaches. In this case the students will
be actively involved in the event of interpretation of text.

Language games allowed us not only to understand some strange or enigmatic
places in texts but to invent also language innovations during the interpretation and
by following of interpretative routes traced by the author. L. Wittgenstein’s theory
of family similarities explains the opportunity for throwing bridges between
different semantic fields which are in the first glance not connected. We can depict
these interpretative routes hidden by the author and in this way can elaborate new,
analytic metaphors. That means improving and developing of creative potential on
language basis. Human ability to play with words becomes in this way a basis of
heuristics.

Hyper-coded texts appear at first sight meaningless at their surface. The first
step of their interpretation is identification of problem situation caused by lack of
knowledge and understanding (Lichev, 1994a: 84; Lichev, 1994b: 164). The seminar
form creates in the participants a precondition for transfer of knowledge and for
enrichment of their interpretative skills. From this point of view discussion has to
lead to increasing of communicative skills of participants also (Lichev, 1995: 78-
84).

Critique discussion is a decisive factor for problem orientated education
(Lichev, 2001: 60-65). The latter has to be organized in the form of regular
seminars. The main idea is that language innovations arise as results of symbolic
plays not only with the polysemantic of words, but with different codes also.
Revealing of these innovations needs thinking orientated towards discovering of
semantic problems. That means building of abilities for overcoming the limitations
of monadisciplinary approaches. Interpretative revealing of codes and meanings,
involved by the author in his/her text, contributes to the transformation of the reader
into a co-author, who is able to finish writing through widening and enrichment of
his/her knowledge and skills.

The aim of the seminar form of interpretation is to reveal the main semantic
techniques, used in vertical encoding. Integration of concepts from different
scientific branches has to unfold the way in which combining of codes creates not
only language innovations, but idiosyncrasies of meanings also. Questions which
have to be answered are:

! “Between the unattainable intention of the author and the arguable intention of the reader
there is transparent intention of the text, which disproves an untenable interpretation” (Eco,
1992: 78).
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1) which are the most frequently used codes in hypercoded texts;

2) which theoretic concepts allow recognition and decoding of code’s variety;

3) how is integration of these concepts in an interdisciplinary, interpretative

approach possible.

This kind of education needs organizing of a collective of investigators capable
of creating interdisciplinary bridges between different theoretical approaches. On the
second hand, they have to be able to apply the new approach towards the complex
texture of texts. This can be done by achieving of interdisciplinary knowledge,
which demands overcoming of some problems.

Interdisciplinary communication between different specialists demands
translation (interpretation) of concepts of one scientific discourse to another. That
means the concepts should be defined on a lower level of specification. In
communicative process a non-specialist in some particular scientific field
understands new concepts in a more naive way and later enriches them with more
complex theoretical content.

The main idea is that the scientific communication could become a factor
stimulating the contacts:

1) between investigators from different scientific fields;

2) between professors and students;

3) between investigators and teachers in schools;

4) between teachers and pupils.

Such dialogue-orientated education could become a particular form of
realisation of the J. Delor's idea of knowledge-based society. The analysis of texts,
containing diversity of codes, can lead not only to a new theory and methodology of
interpretation. It would become a basis for understanding of contemporary culture
with its diversity and multiformity.

The idea of overcoming of “conflict of interpretation” (P. Ricoeur) has not still
received systematic methodological elaboration. Contemporary approaches towards
the text are still connected with disciplinary differentiation, inherited from classical
science. That is why it is difficult for them to discover and study the complex
phenomena of signifying, which are inherent to the vertical structure of text. R.
Bartes distinguished five narrative codes: proairetical, semiotic, hermeneutic, social
and cultural (Bartes: www.slideshare.net/alexdabriel/barthes-codes-theory).

Together with them also many codes act on micro level. Decoding of meaning
of one sign may bring to another one, which interpretation demand a new code,
which can be unfamiliar to the literary critic, philosopher, psychoanalytic or another
specialized investigator.

The main form of interpretation — psychoanalysis, philosophical hermeneutics
and eschatology are not able to exhaust the symbolic wealth of texts, which contain
combining of codes from different fields of human culture, science and practice.
Bringing out of meanings and senses, hidden in the vertical structure of text,
demands identifying of codes used by the author and interpretative work in the
discovered semantic fields. Additional difficulties spring up in cases of intertextual
references.

The paradox of interpreting of hyper-coded texts is that solving of non-standard
cases requires using non-standard approaches which however can not be described
in standard terms because every author uses idiosyncratic form of coding of
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meanings and senses. That explains impossibility of elaboration of universal
algorithm for interpreting of hyper-coded texts.

The main question which arises here is the following: How the interpretation of
idiosyncratic meanings, encoded in a textual entity, could become independent of
interpreter’s subjectivity and be accepted as “objective™? The solution of this
problem is connected with the fact that meanings, encoded in “vertical” dimension
of text find their verification on the horizontal dimension of narration. In addition
the decoding of hidden meanings is subordinate not to imagination of interpreter but
to laws and rules of codes belonging to various spheres of human culture,
knowledge and practice.

In this way, initial interpretation of hyper-coded texts needs eliminating of
semantic and logical ambiguity by asking questions in a certain conceptual horizon.
It is extremely important from methodological point of view to establish an
interdisciplinary connection between philosophical logics of interrogatives (logic of
questions and answers) and psychology of creative thinking, which reveals ways of
dealing with non-standard problems that require using unconventional perspectives
and original approaches.

Heuristic aspects of problem orientated education based on interpretation of
hyper-coded texts from that point of view are related to development of capabilities
of participants for asking questions to themselves and to the others and for
independent searching for new information. This would become possible if the
beginners in interpretation develop skills for recognizing of details like logical and
grammatical declination, contradictions, absurdities etc. These seeming oddities
have to direct their attention towards necessity of vertical interpretation. Following
this logic the interpreters have to search for keys which allow them to understand
hidden or encoded meanings of these oddities. For that reason they have to search
for additional information. The direction of their interpretative investigations could
be given by their supervisor.

The last step is applying of acquired new knowledge to concrete cases. That
means building up abilities for using of scientific concepts in new fields — different
from these one where they were initially created. From philosophical point of view
this procedure is related to Kant's view on the schematism of imagination.

Collective form of interpretation has to lead to enrichment of team member’s
theoretical knowledge and on this basis development of skills and capability for
argumentation and verification of interpretative hypothesis. Each interpretation
inevitably deals with hypotheses which have to be proved, rejected or modified
according to the overall composition of text. Misinterpretations are related to pseudo
problems. Their sequel leads to nonsense and contradictions. Another form of
misinterpretation is elaboration of new interpretative ad hoc hypotheses regarding
possible hidden meanings which could give sense to some vague fragment of text.
The principle “regresio ad absurdum” could be used for eliminating of these
misinterpretations.

Hyper-coded texts suggest the possibility of very strong verification of
interpretative hypothesis. Vertically superimposed meanings have their projections
on different places of narrative, horizontal axis. The connection of first, the latent
and encoded meanings, with the second, which could be found on the surface of text
as their verifications, can outline the variety of interpretative routes (F. Rastier).
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This connection between vertical and horizontal axes can be described by following
analogy: a picture can be drawn by connecting of consecutively numbered dots. In
hyper-coded texts these numbers are encoded. The picture could be additionally
colored through following of specific instructions.

In conclusion | would say that problem orientated education on the basis of
hyper-coded texts needs solving of following problems:

1) Is it possible to determine a repeated coding in hyper-coded texts?

2) Which are the most often used codes?

3) Whose disciplines do these concepts, most often used for decoding of

meanings in hyper-coded texts, belong to?

4) What kind of connections can be traced between the key concepts from
different theories which are used in interdisciplinary interpretation?

5) Is there a need for elaboration of new terminology which is able to describe
these connections?

6) If the vertical structure of the text is multilayered, does an interference of
senses, which are transmitted on different levels and on different canals,
exist?

Problem orientated education as an interdisciplinary interpretative approach
could improve the reflection upon the Bulgarian literature. It will improve reflection
on most frequently used codes and this will stimulate discovering of symbolic
resource of Bulgarian language. Reflection upon the national literature could create
the premises for creation of new type of publicity on the basis of communicative
rationality (J. Habermas) which is not widely presented in our native culture.
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USING E-LEARNING TO ENHANCE THE LEARNING OF ADDITIONAL
LANGUAGES - A PILOT COMPARATIVE STUDY

Abstract

This paper is concerned with a small pilot study to ascertain the use of, and
changes in the use of e-learning to promote the learning of foreign and additional
languages in a variety of countries in Europe. It was undertaken by individual
researchers in an attempt to examine how the drive towards the teaching of new
languages, encouraged by the European Commission is progressing. In addition the
researchers were anxious to ascertain if in the last two years there had been any
noticeable changes in the amount and type of e-learning/technology used in
language teaching. Questionnaires were issued to school leaders to discover the type
of school being researched, for example numbers and ages of students and numbers
of staff. The teaching of languages other than the main language of the country was
explored either as additional language teaching of the home language (EAL) or
instruction in foreign languages (MFL). In addition specialist teachers were asked
about their use of e-learning to aid the teaching of languages and if this use had
changed in recent years. At present results from five countries Netherlands, Poland,
Portugal, Turkey and England have been received with those from Greece and
Ireland as yet to be processed. The results show a great variety in the amount of
EAL language and new foreign language teaching occurring and a great variance in
the use and application of e-learning despite the drive towards e-learning which is so
prominently on the political agenda.

Introduction
Prensky (2001: 1) is of the view that

Our students have changed radically. ... Our students today are all native
speakers of the digital language of computers, video games and the internet.

The world has become a global village due to the fast and continuing
advancement of technology. Hence, use of computers in teaching and learning
languages can support and encourage students’ learning capacity. Moreover, a
computer is a tool which is now familiar to many children in the developed world
and if often a child’s favourite toy. Prensky (2001: 1) also writes that children spend
10,000 hours’ on computers for playing ‘games’ and that these ‘digital natives’ can
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learn better in this changing world scenario where according to Carnall (1990: 1),
‘the only constant is change’.

At Lisbon, in March 2000, education saw the development of Community
coordinated strategies for greater convergence of national policies (through the
Education and Training 2010 programme) along with employment (through the
European Employment Strategy, ESA) and the economy (through the Broad
Economic Policy Guidelines, BPEGs). Accordingly, European education and
training systems gained a new pivotal role in what concerns the renewed prosperity
of the Union. One consideration has been the importance of the learning of foreign
languages in European classrooms to encourage the movement of workers within the
EU and also to being the peoples of the EU together with improved understanding of
each other. The EU has twenty three official languages and over sixty indigenous
regional languages and as the community grows so do the number of languages. In
addition massive immigration to the EU has, in recent years, added many more
languages particularly from Africa and Asia to the mix of those spoken at home by
students in the countries of the Community (European Commission, 2013).

Language learning policy is clear and is detailed in a variety of policy
documents which set out the ambition for citizens of the EU to become multi-
lingual.

EU language policies aim to protect linguistic diversity and promote knowledge
of languages — for reasons of cultural identity and social integration, but also
because multilingual citizens are better placed to take advantage of the
educational, professional and economic opportunities created by an integrated
Europe.

The goal is a Europe where everyone can speak at least two other languages in
addition to their own mother tongue (European Commission, 2013: no page).

These are worthy aims but not as yet achieved, or likely to be, in a time of
budget reductions and the struggle in many countries to help students speak and
write at least the national language well. Some countries, such as The Netherlands,
are well to the fore with the provision of multi-language schools where students are
taught in a variety of languages, whilst others, for example England have to fight a
battle to maintain language teaching. The previous Labour government made
language learning in England optional from the age of fourteen and put some
provision for the first time into state primary schools. However, the result was a
massive drop in the numbers of applications to study languages at university and a
return to the concept that if one shouts loudly and slowly in English even foreigners
would understand (Vasagar, 2012).

During the last fifty years, English speaking countries like Great Britain,
Australia, Canada and USA have become ‘linguistically diverse’ societies due to
immigrants’ influx from different countries around the world (Leung & Creese,
2010: 1). To provide the statistics about school pupils in this regard, citing National
Statistics, 2007, Leung and Creese state that in England for example, 13.5% of the
primary school students are considered to be learning English as an additional or
second language (EAL/ESL) while according to EdSource (2008 as cited in Leung
& Creese, 2010), these figures are 25% in California. However, in England there is a
much wider variety of first languages for students in school than in California where
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the main first language for EAL students is Spanish. Leung and Creese (2010: 1)
also write that education systems have adopted different teaching approaches to
teach EAL students. Some provide ‘intensive initial EAL tuition’ while some
provide these learners every possible access to the ‘main school curriculum’.

The present Coalition Government in England wants to encourage rapid
language understanding among EAL learners so that they can adjust to the main
stream class rooms quickly (Summary of Government Policy for EAL learners,
2012). This report further states that in January, 2011 census, the ratio of EAL
students in ‘state-funded primary schools’ in England is‘16.8%’ and these students
have lower achievement levels as compared to the pupils whose first language is
English (p. 3). The report also emphasises that EAL students are equally capable, so
the learning practices prepared for them should be ‘cognitively challenging’ just like
their peers (p. 3). Many of the learning needs of EAL learners are of course the same
as those whose first language is English. However, these students have some
different needs as well because they learn English as a second language (NALDIC,
1999 as cited in Milton Keynes Council Report, 2004). (Appendix 2.2) It is further
stated in this publication that in the learning perspective, EAL students have two
principal missions to achieve in school; understand English and master the
components of National Curriculum the achievement of which strongly depends on
the ‘confidence’ of the individual student. Writing about language learning Wharton
and Race (1999: 4) also emphasise that language learning depends on “‘confidence’.
They further argue that in order to build this ‘confidence’, the learners of second
language should be facilitated to get stability over the procedures they put into
practice while learning language. The use of computers where students can learn at
their own pace and also be stimulated and supported in their learning can allow
practice and an increase in confidence, expanding exponentially with the provision
of hardware and specifically designed software.

However, not all teachers are as experienced with the use of technology, as are
their students who have grown up making use of a variety of devices from mobile
phones to computer aided toys. Rudd et al (2004 as cited in Darmody et al, 2010)
are of the view that technology is going to play a major role in the future of teaching
and learning process because technology is considered to be a chief element in the
process of change, so it is essential that teachers receive sufficient training in the
area to have confidence in its use. Dwyer (1994, Sandholtz, Ringstaff & Dwyer,
1997 as cited in Rakes et al, 2006: 412) mention ‘Apple Classroom of Tomorrow’
(ACOT) research project in which, while analysing the data of that particular
project, these researchers noticed enhancement in constructivist teaching methods in
a technology rich classroom environment. However, Cuban (2001 as cited in Rakes
et al, 2006: 412) states that more research is required to find the connection between
teachers’ use of Information Technology and pedagogical procedures because the
teachers in most of the educational institutions are using technology to aid their
conventional teaching methodologies not as a way of fostering ‘innovative
constructive practices’.

Students whose first language is not the native one can be held back by their
lack of proficiency and with the rise in the movement of peoples across continents
more and more countries are having to cope with the arrival of students who have no
knowledge of the country’s language yet are expected in assessments such as PISA
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to obtain similar results to native speakers. There needs are often the same as those
for students learning another language (MFL) and the use of modern technology is
increasing for teaching in these areas as it is in other subjects.

The research

This is being carried out by a group of academics and PhD students from across
Europe and Turkey as an initial pilot to discover what issues are faced by teachers in
aiding foreign language and additional language learning. Researchers are at present
from The Netherlands, Poland, England, Portugal, Ireland, Greece and Turkey. In
order to define the beginnings of the research a meeting was held for interested
parties in London in 2011 and via subsequent exchanges of ideas two data collection
instruments were prepared. As this is just an initial stage questionnaires were used
which could be completed on-line or face to face using a structured interview
technique. This approach was devised in order to overcome the reluctance of many
teachers to fill in questionnaires or even to take part in research. In England for
example some schools ask that anyone conducting research in a school must have
Criminal Record Bureau clearance (despite this being completely unnecessary as at
no time were researcher s working with children). The first questionnaire determined
the type of school, primary or secondary, numbers of students and teachers, and the
ethnic mix of the school. Languages taught and the need for additional language
provision. Information about the teachers involved in teaching languages was also
discovered, ages, sex and years of experience. The second questionnaire elicited
information from language specialists on whether it was national policy to use ICT
in the curriculum of the country researched and whether it is integrated across the
curriculum or taught as a separate subject. Respondents were asked to say if there
were subjects in school where ICT/e-learning was never or seldom used and if it is
used widely in the rest of the curriculum. The questionnaire also asked if the
percentage use of e-learning had increased in the last two years and what reasons
could be given for its use. Respondents were asked to detail the hardware available
in the school and who uses it (just the IT specialist, all teachers, students). Whether
e-learning had any advantages over other teaching methods was asked and if yes
what these were. Teachers were asked if they used commercial or school produced
software packages. Finally questions were asked about how ICT was used to link the
school with the wider community, e.g. parents, other schools via Comenius etc.
Specific to language learning questions were asked what e-learning tools were used
to teach languages, if the teacher found these of help to the children and if there had
been an increase in use over recent years.

Results

At present the following results have been received. Data from three Dutch, two
Polish, three Turkish and three English primary schools has been received along
with information from two Portuguese, one Turkish and two English secondary
schools. The results are still being processed but the variety of school make up is
obvious.

In the Netherlands almost 100% of the pupils in the schools surveyed were
white no doubt based in the fact that the research took place in a part of the country
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with a very low ethnic mix. Similar results on the lack of an ethnic mix in class
makeup were obtained from Poland and Turkey, where in most cases the question
about students and home language use was 100%. In England however, results from
the London area showed that 10 — 51% of the students had English as a first
language with up to eight major languages used in the school by students and many
minor languages. In all the schools apart from those in England, English was the
main foreign language taught whilst in England it was French and one school
Mandarin with French also from year three (age 7/8). Many other languages were
offered on a voluntary basis (not in Turkey) such as German, French, Spanish,
Mandarin and Arabic, often via clubs in lunch hours or after school. Staff were 99%
female and much of the language teaching was done by class teachers. Staff’s
experience varied across all schools from two to fifteen years.

In the secondary school returns have only been received from two schools in
Portugal one in Turkey and two in England so far. Again the ethnic mix is far higher
in England than in the other countries with 6% of students having EAL needs with
Portugal returning a 100% response for students all having Portuguese as their first
language and a nil return from Turkey to this question. Again the main language
studied in Portugal and Turkey is English with French being compulsory in one
English school with a variety of other languages available as ‘a guided choice’
including British sign language. Language teaching was mainly undertaken by
specialists most of whom were females, particularly as students increased in fluency
and in England it is possible to take examinations in a wide variety of languages
such as those from the Indian sub-continent and China.

Use of e-learning varied widely in both secondary and primary sectors between
schools and between countries. In some countries it is apparent that little ICT
provision is present for language teaching in primary schools and few computers are
available for students to use in the classroom in Poland. This is less true in the
Netherlands and England where staff reported the wide use of technology to support
learning, e.g. dictionaries, translation, games, specific commercial packages or
material designed in the school. More of these technologies were present in
secondary schools but it appears that the approach to language teaching and the use
of e-learning is left to the school and even to the individual teacher and their
competence in the use of the technology. One English primary school had a clear
policy of approach and used commercial e-learning packages (teachers had no time
to prepare their own) and the head here stressed the provision of training for staff.
One primary school was connected to another one in France and students regularly
exchanged emails and written work to improve their fluency in writing in a foreign
language. In the secondary schools e-learning was part of the curriculum in most
countries but again the amount of spread across the curriculum varied. Physical
education was the subject most often reported as not making use of e-learning but
also in some cases art which is surprising. Possibly again here is the need for not
only the provision of soft and hard ware but the need to train teachers in the
pedagogic use of ICT.

Conclusion

These are at present preliminary results but what small findings come from this
pilot do not seem to reach the high aspirations of the European Commission in
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making Europe an area where everyone uses more than one language. The problems
are many, lack of hard and software in appropriate languages, training of teachers,
choosing which languages to promote (a particular problem in England),
government policies which are always changing, the large numbers of immigrants
speaking a very wide variety of world languages and insularity on the part of some
citizens who believe that there is only one world language, namely English. The
high ideals and ambitions of the Commission mean that countries and schools have a
long way to go to achieve success. Wolf (2013) points out that in Brussels there has
been a long held view that states would converge including in the area of education.
So much did the EU bureaucrats believe this, that they were unhappy when she
insisted on using the word divergence in a report on education within the EU. The
findings of that report see no real evidence of convergence between the states
despite the dictates of Bologna etc. agreements. In a small way this study is
beginning to demonstrate similar findings though further data and analysis are
needed. Should we therefore say ‘vive la difference’?
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CHALLENGES OF DEMOCRATISATION:
DEVELOPMENT OF INCLUSIVE EDUCATION IN SERBIA

Abstract

Educational reforms, as initiated in Serbia in 2001, were based on the concept of
quality education for all. This concept was put into practice as an inclusive approach
in 2010/11. Inclusive education has been defined as a provision of full support and
optimal environment for each student to be taught in the nearest school and in a
regular class. In this paper we review the achieved results in providing necessary
conditions for a successful implementation of the inclusive education, i.e., school
policy, preparation of teachers, building-up their attitudes and system of values, as
well as attitudes and system of values of other participants in the educational
process. It has been shown that educational institutions, teaching staff and other
participants in the educational process are fully aware of the need for an integrated
schooling of all children and accept the concept of inclusive education. However,
several shortcomings of the current inclusive education have been revealed. They
are a consequence of the means it has been implemented, as well as socio-economic
conditions that affect the Serbian society and educational sector as its part.

Key words: Serbia, democratisation, education policy, inclusive practice

Introduction

At the end of the 20™ century, Serbia found itself in very unfavourable social
circumstances that affected education, along with the economic, social, political and
cultural sector. After the socio-political changes in 2000, the new authorities
proclaimed that improvement of quality of education system was the priority of their
politics, since it figured as an efficient means of social development. Accordingly,
they initiated a process of thorough restructuring and reorganisation of the education
system aimed at overcoming a number of existing problems: unequal accessibility of
education to all categories of students, their poor academic achievement, unbalanced
quality of teaching staff, poor school infrastructure and working conditions,
centralised management of school system and bureaucracy in regulating school
work, along with a low level of school autonomy, etc. The main goal of reforms was
to use education as means for the provision of an efficient support to economic
recovery and development of the country, development of democracy and
international integration of the country, while decentralisation, democratisation and
improving the quality of education were defined as the main directions of
educational reform (Kova¢ Cerovi¢ & Levkov, 2002).

Democracy in education is based on recognition of two basic principles: the
principle of equality (fairness, accessibility and acknowledgement of rights for all)
and the principle of participation (freedom of expression, choice and active
participation in making decisions about/in education practice, along with assuming
responsibility) (Kova¢ Cerovi¢ & Levkov, 2002). Modernisation of the society
cannot be achieved without democratisation of the society, while the latter cannot be
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accomplished without democratisation in education. School is a very powerful
instrument in systematic propagating of democratic values and their practicing,
especially in the situation of sudden and turbulent social changes, and hence its
reform in accordance with different social circumstances becomes more urgent
(Maksi¢ & Pavlovi¢, 2011). On the other hand, in every country success in
implementation of the education system reform more or less depends on features of
the social context in which the reform takes place. Although the intended changes in
structure, organisation and functioning of Serbian education system were conceived
very ambitiously, the reform process was not implemented continuously and without
interruptions during the past ten years. Hence, the achieved effects failed to fulfil
both the expectations of experts and the wider public.

Education policy on inclusive education

Starting from 2002, one of priorities of the Serbian educational authorities has
been to increase accessibility of education and create conditions for quality
education for all students in the country. These goals can be accomplished in the
inclusive concept of education. Inclusive education should remove all kinds of
barriers and discrimination, such as gender, ethnic origin, religious or socio-
economic background, abilities, medical condition or any other personal
characteristic of an individual, as well as provide social cohesion. Changes in the
education system aimed at increasing inclusion are expected to largely enhance
accessibility and quality of education, primarily within the regular system of
education, for children from socially unsupportive environments (Roma, poor, rural,
displaced), children and adults with developmental impairments and physical
disabilities, and children with learning disabilities (Ministarstvo prosvete..., n.d.).

At the end of the first decade of the 21* century, inclusive approach to education
was supported by passing of The Law on the fundamentals of the education system
(Sluzbeni glasnik, 2009). The mechanisms envisaged by the Law comprise: fair
enrolment policy, prohibition of discrimination, increased accessibility of education
for children with disabilities, as well as children from other vulnerable groups, and
changes in funding of institutions that support children’s inclusion in the education
system. The Law also includes measures that refer to the achievement of standards,
development of individual education plan and provision of additional support,
school enrolment, running the final exam and appointment of pedagogue assistants.
Achievement standards can be adjusted to each individual student in cases where
that is necessary due to social deprivation, developmental impairment, physical
disability and other reasons. Educational institutions are obliged to eliminate
physical and communication obstacles to students’ attendance. Schools should also
adopt individual education plan for a student who needs it. Children with
developmental difficulties can be enrolled into school based on recommendation of
the child’s doctor working at the community health centre, providing that a relevant
commission evaluated the student’s needs for additional educational, medical or
social support and the parents gave their consent. A developmentally impaired or
physically disabled student should take the final exam adapted to his/her motor and
sensory abilities, i.e. to conditions dictated by a certain type of disability or in
keeping with the individual education plan that has served as the basis for his/her
education. Hiring a pedagogue assistant should help teachers, preschool teachers and
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associates in extracurricular and curricular activities as a form of additional support
to children and students, suitable to their needs.

School year 2010/11 marked the beginning of practical implementation of
inclusive education in Serbia. What did educational authorities do to provide
conditions for implementation of inclusive education policies? First, they conducted
trainings on inclusive education, attended by over 10,000 employees of the
education sector. According to the 2012 data, all schools in Serbia received basic
training for inclusive education, while 320 schools received advanced training.
Additionally, every school received inclusive education materials for teachers. On
the whole, 94% of municipalities in Serbia conducted at least one project in this
field: 307 regular schools, 56 preschool institutions and 140 schools implemented
Roma inclusion programmes, while 49 preschool institutions and 126 schools hired
a pedagogue assistant and received equipment necessary for inclusive education.
Manuals and guides for enhancement of inclusive practice were published, such as,
The guide for advancing inclusive education practice, The manual for school
inclusive development, The collected examples of inclusive practice, Teaching
strategies for children with developmental impairments and physical disabilities,
Professional competences for inclusive education etc. The national network of
support to inclusive education comprised 80 experts and practitioners and 14 model
schools were formed (Ministarstvo prosvete..., n.d.).

Evaluation of inclusive education

Educational authorities in Serbia intend to conduct evaluation of inclusive
education in order to test the effects of introduced changes and develop the system
further. At this moment, it is possible to analyse the results of a number of small-
scale studies that point to certain difficulties.

First, we will discuss the study on class teachers’ needs and capacities for
development of inclusive education, conducted by the Serbian Teachers Association
and Institute for Evaluation of the Quality of Education, immediately before the
introduction of the inclusive model (Procena kapaciteta i potreba ucitelja za razvoj
inkluzivnog obrazovanja, 2010). The findings indicate that somewhat more than one
half of class teachers held a positive attitude towards inclusive education, while one
quarter was against such a practice. Only a small percent of respondents (12.8%)
perceived their working space as sufficiently adapted for quality participation of
students with developmental impairments/physical disabilities, and less than one
fifth thought they had adequate work equipment at their disposal. Additionally, a
majority of class teachers were not satisfied by the current forms and kinds of
support to development of inclusive education, and assessed as inadequate their
preparation for working in inclusive schools. Only one-fifth of respondents said that
teachers were trained to provide adequate support in learning and participation of
students with developmental impairments/physical disabilities. This is in accordance
with the finding that only 16.8% of respondents opined that they had received
adequate knowledge for quality work with students with disabilities. Almost one
half of teachers did not attend any in-service training in the field of inclusive
education. On the other hand, it is an encouraging finding that teachers were willing
to attend inclusion trainings and agreed that system-level support was necessary.
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Another study conducted at the same time, but involving both school and
kindergarten teachers, pointed to similar difficulties in implementation of inclusive
education in educational institutions (Gasi¢ Pavisi¢ & Gutvajn, 2011). The majority
of kindergarten teachers (82%) and class teachers (74%) assessed they were not
sufficiently prepared for working with children with disabilities. One quarter of
kindergarten teachers who participated in the study and more than one third of class
teachers stated that they had one, two or three children with disabilities in their
group/class. Groups with these children consisted of up to thirty children, the same
as school classes, and their disabilities ranged from slight speech impediments to
attention disorders and aggressiveness to intellectual deficits, cerebral palsy, autism
and epilepsy. There were no differences in self-assessment of preparation for
working with children in inclusive conditions between those kindergarten and class
teachers who had received some kind of training and those who had not. According
to respondents’ opinion, the biggest obstacles to successful implementation of
inclusion were lack of expertise and preparation of kindergarten/class teachers
(mentioned by one-half of kindergarten teachers and one-third of class teachers); too
many children in group/class; inadequate work conditions — lack of teaching aids,
inadequate space, lack of staff, too extensive curriculum, lack of literature; lack of
support from colleagues, headmaster, local community, parents; lack of teamwork;
poor cooperation with parents, unrealistic parental expectations.

Results of another study among kindergarten teachers confirmed that they
generally held a positive attitude towards inclusion of children with developmental
difficulties in regular preschool groups, but felt they lacked professional skills for
working with them (Gutvajn & Lali¢-Vucéeti¢, 2010). In the kindergarten teachers’
opinion, advantages of inclusion lay in the domain of better chances for progress of
mentally impaired children through participation in some activities together with
other children, but they were worried that presence of a disabled child might
endanger safety of other children (Nikoli¢ & Mitrovi¢, 2010).

Teachers dominantly perceived themselves as inadequately professionally
prepared for working with children with disabilities, emphasising that it should be
the responsibility of special educators (Peri¢ & Pavlovi¢, 2011). Primary school
teachers thought that individual education plan was largely the essence of inclusion
(Lazi¢, 2011). Teacher training on inclusion organised by the Ministry of Education
was assessed by teachers as successful in the theoretical part, but as inadequate in
preparation for solving practical issues. Teachers believed that it was possible to
include children with milder impairments in regular school, and stated they were
ready to work with this category of students (Bogner, Jablan & Golubovi¢, 2011).

Positive teachers’ attitudes towards joint education of children with and without
disabilities have also been confirmed by the study conducted among teachers and
students, with the exception that more than one-half of respondents stated that
selective approach was necessary, depending on the impairment type and degree
(Pevi¢, 2010). Teachers expressed their concerns about academic achievement of a
class that involved students with disabilities. The same study has shown that
students were ready to accept disabled children. More positive attitudes, both among
teachers and students, were expressed by those whose schools were involved in
inclusive education programmes. For example, increasing students’ level of
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information about visually impaired children resulted in reduction of negative
attitudes towards them (Jablan & Hanak, 2010).

It has also been shown that initial teacher education did not significantly
contribute to the development of competences and teacher preparation for inclusive
education (Macura-Milovanovi¢, Gera & Kovadevi¢, 2011). Analysis of teacher
education curricula showed that in the majority of cases there was only one course
relevant for inclusive education, while the dominant approach was the perspective of
special education, i.e. medicine, without the cross-curricular approach. The main
obstacles to preparation for inclusive education mentioned by teachers were
inadequate curricula, non-functional professional practice and negative attitudes of
university teachers towards inclusive education.

A study conducted among parents, some of them belonging to minority and/or
marginalised groups, pointed to links between school initiative, parent-teacher
relationship and parents’ readiness to be involved in various aspects of school life.
Building trust and partner relations with teachers, cooperation between parents and
constant focus of all involved parties on child’s best interests were perceived as
possibilities for higher parental involvement in school life and work (VranjeSevic,
2011). Another study among parents whose children had developmental difficulties
showed that higher parental readiness for partnership with school was a result of
informing parents about their rights and roles in children’s education and inclusive
education, as well as appreciation of their needs (Velisek-Brasko, 2011).

Conclusion

Based on previous discussion, it can be concluded that at the level of
educational policy Serbia has embraced a modern and human inclusive approach to
education. However, experience from practice of numerous educational institutions
points to many problems in the implementation of inclusive practice. Research
studies have shown that both kindergarten and class teachers do not feel competent
enough for inclusive education, that they are not satisfied with the existing types and
forms of support provided for the development of inclusive education, as well as
that there are no physical conditions for entry, movement and stay in the building
and classroom for children with disabilities. Another conclusion is that inclusive
approach was introduced into Serbian kindergartens and schools without the
provision of necessary prerequisites for its success. Still, it is encouraging that
teachers are aware of the needs of all children for integrated schooling and they
accept the idea of inclusive education. Nevertheless, there is still much to be done in
strengthening the capacities of teachers and schools in developing the inclusive
practice.

Further endeavours in providing appropriate conditions for inclusive education
should take place at multiple levels, timely and systematically. First and foremost, it
is urgent to implement changes in the initial teacher education, as well as in the field
of their professional development. The scope of teachers involved in trainings was
not sufficient, and there is also a particular set of competences that cannot be
acquired through one-time professional training while working. Additionally, it is
necessary to persevere in providing various kinds of help and support to teachers,
through involving paraprofessionals in work, cooperation with special pedagogues
within school team, organising special schools as resource centres, devising
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trainings in keeping with teachers’ professed needs, encouraging horizontal learning
etc. It is also necessary to adapt spatial and technical conditions to the needs of all
children to a much larger extent than it has been done so far. However, removal of
physical barriers, provision of assistant technology, hiring of pedagogical assistants,
etc. demands sufficient funding. Unless these obstacles are overcome, envisaged
legal solutions that guarantee the right to equal access to education and
encouragement of development of all children have no chance to be accomplished.
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SLAVICA MAKSIC & ZORAN PAVLOVIC

NURTURING CHILD IMAGINATION IN THE CONTEMPORARY WORLD:
PERSPECTIVES FROM DIFFERENT NATIONS

Abstract

Imagination and creativity in today’s world are becoming increasingly relevant
in the light of the fact that main human work products are innovations, knowledge,
ideas and creative solutions. Nurturing child imagination is the most promising way
of building up a creative personality and contributing to individual creative
production in the future. This paper presents the results of evaluation of child
imagination in Serbia and other European countries that participated in the World
Values Survey. Child imagination is less valued than some other educational goals.
The analysis of differences in the support of child imagination between nations
pointed out to relevance of some cultural factors, while age and socioeconomic
status were the most significant predictors of imagination preference on the
individual level. The data show that different nations value imagination differently,
which implies that chances for development of youth creative potentials depend on
social setting in which children grow up.

Key words: imagination, educational goals, national education system, World
Values Survey

Introduction

Imagination and creativity in today’s world are becoming increasingly relevant
in the light of the fact that main human work products are innovations, knowledge,
ideas and creative solutions. The European Union has recognised this — 2009 was
the year of creativity and innovations in Europe, with special emphasis on the role of
education system in the development of creativity and innovation in a lifelong
learning perspective (European Union, 2008). Imagination is considered as creation
of something new — a capacity to combine, process, and create new representations
and new behaviour (Vigotski, 2005). Educational researchers mentioned imagination
as one of the aspects of creativity in their personal theories of creativity, and defined
creativity during preschool years primarily through curiosity and imagination
(Maksi¢ & Pavlovi¢, 2011). Nurturing child imagination is the most promising way
of building up a creative personality and contributing to individual creative
production in the future.

Encouragement of child imagination is support for the development of all
capacities of an individual, but nations are also supposed to benefit. All everyday
objects are in some sense externalised imagination — existing not only for its creator
but for other people as well. Imaginative scientists, engineers, economists are the
leading force of artistic, scientific and technical development and progress. Some
human-capital theorists suggest that peoples’ competences, mediated by
technological progress, are the deciding factor in nation’s wealth. Rindermannet and
Thompson (2011) argue that creative, high-ability classes are responsible for
economic growth, stable democratic development, and positively valued political
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aspects (e.g. government effectiveness). Florida (2002) speaks of a creative class as
a main driving force of the post-industrial society’s economy.

In contemporary societies, public opinion studies are one way of determining
the current values and attitudes of citizens towards important social issues. Public
opinion studies on child imagination can provide data on how much the given
environment values imagination, while the attitude of various social groups towards
the development of child imagination determines the level of its support in a certain
environment. The subject of our paper is valuing of the development of child
imagination, bearing in mind the importance of public opinion in defining the status
of child imagination as an educational goal in individual nations/countries and
among the members of different interests groups. This paper is thus an attempt to
answer the following questions: (1) can it be expected that different European
nations/countries will express a universal value orientation with respect to preferring
development of child imagination over other family educational goals, and (2) which
characteristics of an individual are important for his/her attitude towards child
imagination in Serbia.

Data analysis

The most comprehensive and systematic data on valuing child imagination
around the world are available from the World Values Survey (WVS)?, a series of
cross-cultural research conducted regularly in the last three decades. During the
period from 1981 to 2008, 87 countries or geo-political entities from six continents
and nearly 256.000 respondents participated in five waves of the survey. The first
wave was conducted in the period from 1981 to 1984, the second from 1989 to
1993, the third from 1994 to 1999, the fourth from 1999 to 2001 and the fifth wave
started in 2005 and ended in 2008. Serbia participated in the third (1996), fourth
(2001) and fifth wave (2006). Surveys were conducted on representative national
samples with standardised, face-to-face interviews. Among other things, respondents
were asked to choose up to five most important qualities from the list of ten qualities
that children should be encouraged to learn at home. The list contained the following
qualities: independence, hard work, feeling of responsibility, imagination, tolerance,
thrift/saving money and things, determination, religious faith, unselfishness and
obedience.

This paper will present the results of some recent studies based on the data
collected in WVS pertaining to valuing of child imagination. One study (Maksi¢ &
Pavlovi¢, 2010) used data collected in the fifth wave (2005-2008) of WV, with the
following nineteen European countries as participants: Andorra, Bulgaria, Cyprus,
Finland, France, Great Britain, Italy, Moldavia, Holland, Norway, Poland, Romania,
Russia, Slovenia, Spain, Sweden, Switzerland, Serbia, and Ukraine. The analysis
showed that among the citizens of these European countries in general imagination
was at the bottom of the list of the preferred qualities — it was ranked tenth, all other
offered qualities being more valued. The support for imagination was lowest in
Russia (14%), Italy (15%) and Bulgaria (17%), while the citizens of Norway (55%)
and Sweden (57%) valued child imagination most. In these two countries, child
imagination was placed in the upper half (ranked fourth) of the preferred child

! www.worldvaluessurvey.com
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qualities. On the average, 22% of citizens in these nineteen countries said that
imagination was important; an equal number of Serbian citizens agreed with that
(22%). Other previous studies also showed that imagination was usually viewed as
one of the least important child qualities (Joksimovi¢, Maksi¢ & Pavlovi¢, 2007;
Maksié¢ & Pavlovié, 2008; Maksi¢ & Pavlovi¢, 2009a). Some other qualities, such as
responsibility and tolerance (Joksimovic, Maksic & Pavlovic, 2007), were viewed as
far more important and urgent; probably because parents and education system saw
themselves as more responsible for and more obliged to encourage these.

The same study also analysed the influence of certain macro-level
characteristics on the European nation’s level of support for imagination, as well as
some of its individual correlates. The level of socioeconomic development (as
indicated by GDP per capita), whether the country had been under communist rule
after the World War 1l or not, dominant religious denomination (Catholicism,
Orthodoxy, Protestantism) and the aggregate level of the acceptance of
postmaterialist values were included as predictors in the regression model. Although
zero-order correlations between the nation’s level of support for imagination and all
of the afore-mentioned variables were highly significant (p<.001), dominant
religious denomination was the most important and only significant predictor
(B=.503, p<0.05) in the model (F=5.34, df=4, p<0.01, adj. R?=.62). Imagination was
most highly valued in protestant countries (e.g. Sweden, Norway, Great Britain,
Finland). Similar findings can be found elsewhere (Maksi¢ & Pavlovi¢, 2009b).

Some individual correlates of imagination preference were also analysed,
although only on the Serbian subsample, using data from the fifth wave of WVS.
Gender, age, educational level, personal religiosity, marital status, number of
children, and family income were included as predictors in the regression model.
The model was significant (F=10.56, df=4, p<0.01, Adj. R?=.035) and respondent’s
age (B=-.081, p<0.05) and family income? (B=.134, p<0.01) proved to be the most
significant predictors of individual support for imagination. Younger and more
affluent individuals were more inclined to view imagination as important. Some
other studies based on different applied methodology have also found evidence of
the relevance of age and socioeconomic status for valuing child imagination (Maksi¢
& Pavlovié, 2008; Pavlovi¢ & Maksi¢, 2009a).

The current political, social and economic situation can, at least partially,
explain the fact that younger and more affluent citizens of Serbia are more inclined
to encourage child imagination. Serbia is an ex-communist country in a prolonged
transitional period, with the constant devaluation of collective goals and common
good, a decline in the standard of living and impoverishment of the educational
sector. Unsuccessful privatisation caused polarisation within society. A small
minority of citizens gained enough wealth that enabled them to shift from emphasis
on survival and material values. On the other hand, the majority of citizens are
constantly facing the risks of losing job and are obliged to work low-paid and under-
qualified jobs. One consequence of such circumstances is greater emphasis on

% The respondent was asked to estimate the average monthly income of his/her household,
bearing in mind all of the household members and all sources of income (salaries, rents,
pensions etc.). The income level was operationalised as a ten-point scale, from the lowest
(1) to highest (10) income range.
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fulfilment of material than non-material needs. It can be argued that similar
circumstances in other ex-communist European countries had similar effects on
value priorities.

Discussion

Citizens of some European countries obviously value child imagination more
explicitly than others and Protestantism has had a very important role in it.
Protestant European countries are some of the most developed and wealthiest
countries in the world. Those are post-industrial societies whose economies heavily
depend on the creative class. Nurturing imagination and creativity in such social
setting is probably the main productive force and the cornerstone of maintenance of
a high level of development. Furthermore, Western countries are precisely those
societies where the major value shift had occurred in the past several decades, which
some scholars have described as “humanistic transformation of modernisation”
(Inglehart & Welzel, 2005: 47). Welfare state has removed material, cognitive and
social obstacles for the sense of and expression of individual autonomy. As a result,
there are rising levels of emancipatory and self-expression values in Western
countries.

Based on the data from WVS, Inglehart (Inglehart & Baker, 2000) identified
two orthogonal value dimensions of cross-cultural variation: (1) traditional versus
secular/rational values and (2) survival versus self-expression values. Traditional
values, among other things, include attitudes that children should be encouraged to
learn obedience and respect for elders. Secular/rational values are related to greater
emphasis on responsibility and thrift as important child qualities. The main
component of the second value dimension is (post)materialist orientation — valuing
economic and physical security versus valuing self-expression and the quality of
life. As one moves from survival to self-expression pole there is a change from
preference of hard work towards valuing of child imagination as an important child
quality.

All of the protestant European countries in the analysis above (Finland, Norway,
Sweden, Holland and Great Britain) are positioned in the secular/self-expression
quadrant of the Inglehart’s global cultural map (Inglehart & Baker, 2000). Higher
support for imagination in these countries can be understood as a manifestation of
valuing creativity as a channel of self-expression and pursuing one’s autonomy.
Value shift brings changes in preferred educational styles, encouraging child’s
imagination being one of them.

Certain global trends (interdependence of world economies, transnational
mobility of workers etc.), as well as some general trends in the job sphere (lifelong
learning, between-jobs mobility etc.) and their influence on all spheres of social life,
make creativity equally important for the developing (and non-protestant) societies.
Joining the flows of modern, knowledge-based economy is practically the only path
to welfare in today’s globalised world. It is almost unthinkable to accomplish this
without innovation, flexibility and creativity. However, the countries that value child
imagination to the least extent are poor, mostly unstable or only formal, and not
effective democracies — exactly those who could benefit the most from it. In a world
which is more and more dominated by cognitive capitalism (Rindermann &
Thompson, 2011) and creative economies (Howkins, 2001), where people make
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money out of ideas, those who cannot lead, or at least follow, are bound to be
“cognitively enslaved” or “cognitively colonised”. The nations who cannot keep
pace are left behind in the circle of poverty and stagnation, importing technologies
and creative products instead of creating and exporting them.

This could imply that certain types of societies lack the structural prerequisites
for the support of imagination to become widespread and for its workforce and
economy to become globally competitive. Creativity is, so to speak, not enough — it
is only one among many factors of society’s progress. Florida (2003) speaks of 3T’s
of economic development: talent, tolerance and technology. Although his findings
were somewhat criticised (see, for example, Montgomery, 2005), the idea that
creativity and welfare are closely interconnected is rarely called into question. The
underlying and unanswered question of the causal relationship — whether more
developed societies value imagination more because they are more affluent or they
are more affluent because they value imagination more — is not as important as is its
implication: the two are mutually reinforcing, helping the rich to remain rich and the
poor to remain poor.

Conclusion

Analysis of data on valuing child imagination collected in the World Values
Survey showed that the wealthiest European societies and social groups tend to
value imagination more strongly. This finding is also supported by the results of
previous studies. Such a conclusion is not without limitations: in spite of the same
applied methodology and instrument, the questions of respondent’s motivation,
comparability of similar findings from different social context etc. still remain. The
chances for development of one’s creative potentials largely depend on the wider
social context. Physical, social and cultural environment “can serve to spark
creativity or to squelch it” (Lubart, 1990: 39). It takes a lot of effort to nurture it, but
it is always worthwhile. Supporting the imaginative and innovative can only be
beneficial, both to those who are creative and to the wider community. When
resources are scarce, it seems that spending them on creativity is a high price to pay.
However, the price for not supporting it is actually much higher. It is up to relevant
social agents to acknowledge the need for the support of imagination and creativity
and to find the most appropriate mechanisms to encourage them through various
forms of family, formal and informal education in the lifelong learning perspective
of every citizen. Only then the workforce and its products would be globally
competitive in the contemporary world.

Several mechanisms are available for nurturing child imagination in an
unsupportive social context: national strategies and programs for the gifted and
talented, their more prominent social and media promotion, appeals to elites,
governmental officials and institutions etc. One of the most salient channels of
personal social promotion and related improvement of socioeconomic status (which,
at least in Serbia, has effects on the encouragement of imagination) is education.
Furthermore, some studies have shown that the more educated strata in population
value imagination more (Joksimovié¢, Maksi¢ & Pavlovi¢, 2007), which implies that
imagination and creativity can be encouraged indirectly — by expansion of education
and increasing its availability. This bears special relevance for those segments of
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population who think that child’s imagination is rather a waste of time than human
capital or a valuable resource.
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CORENE DE WET

THE ABUSIVE SCHOOL PRINCIPAL: A SOUTH AFRICAN CASE STUDY

Abstract

Since the 1990s there has been increased public interest, debate and research on
workplace bullying. Little research has, however, been done on the abuse of
educators or on the bullies per se. The aim of this paper is to expand the body of
knowledge on workplace bullying by shedding light on the character of a bullying
school principal. In 2008 | conducted in-depth interviews with educators who were
the victims of bullying. A content analysis of the verbatim responses of three
educators who worked at the same school revealed that their bully was an envious,
destructive narcissistic, evil and unsupportive school principal, who relentlessly
victimised them for nearly two decades.

Introduction

Initial studies on workplace bullying began in Sweden in the 1990s under the
guidance of Leymann. Since then, workplace bullying has generated increased
public interest, debate and research (Cemalogly, 2007; Blasé & Blasé, 2004).
Researchers (Harvey, Buckley, Teames, Zinko, Brouer & Ferris, 2007; Rayner, Hoel
& Cooper, 2002) have identified managers as foremost among the perpetrators of
workplace bullying. Workplace bullying is a serious problem in the teaching sector
(Peyton, 2009; Blasé & Blasé, 2004; Rayner, Hoel & Cooper, 2002). Little research
has, however, been done on the abuse of educators (Blasé & Blasé, 2004) or on the
bullies per se (Rayner et al., 2002). The aim of this study is thus to address the
aforementioned gaps in the body of knowledge on workplace bullying by answering
the following question: Who is the bullying school principal?

What is workplace bullying?

There is no clear consensus on what constitutes workplace bullying. Definitions
on workplace bullying usually share the following elements: the negative effect of
the bullying on the victim; the persistency of the bullying behaviour; and the power
disparity between the victim and the bully/bullies (Harvey et al., 2007; Einarsen,
1999). Hadikin and O’Driscoll (2002) find that the commonest forms of workplace
bullying behaviour to be intimidation, the undervaluing of skills and humiliation.
Other forms include the belittling of work, undervaluing effort, questioning of
professional competence, threats, blocking development/promotion, overruling
decisions, moving goal posts, refusing reasonable requests, social isolation or silent
treatment, rumours, attacking the victim’s private life or attitudes, excessive
criticism or the monitoring of work, withholding information or depriving of
responsibility and verbal aggression (Peyton, 2009; Harvey et al., 2007; Hadikin &
O’Driscoll, 2002). Acts of physical violence, such as hitting, slapping and shoving
tend to be rare in workplace bullying (Einarsen, 1999).

In her study on the bullying behaviour of school principals, De Wet (2010)
identified the following forms of principal-on-educator bullying: Principals ignore
educators’ thoughts, needs, feelings and accomplishments. Abusive principals
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frequently fail to support educators in confrontations with problematic learners,
colleagues, learning facilitators, parents or members of the community. Bullying
principals verbally abuse and ridicule educators in private and/or in front of
colleagues. Educators are subjected to unwarranted and unfair criticism. Principals
set their victims up to fail by withholding information or ‘creating situations’ in the
hope that their victims will fail and thus appear incompetent. Educators perceive
their bullying principals as being devoid of any empathy towards them. Educators
are subjected to unwarranted written reprimands. Principals force educators out of
their jobs, reassign them and/or threaten them with instant dismissal

Blasé and Blasé’s (2004) comprehensive study on bullying school principals
discuss three levels of principal-on-educator bullying:

e Level 1: Indirect and moderately aggressive behaviour. Indirect forms of
bullying include discounting educators’ thoughts, needs and feelings;
isolating and abandoning educators; withholding resources and denying
opportunities, and credit to educators; favouring ‘select’ educators; and
offensive personal conduct.

o Level 2: Direct and escalating aggression. Level 2 behaviour include
spying, sabotaging, stealing, destroying educators’ instructional material,
making unreasonable work demands; and unfair and harsh private and
public criticism of educators’ work and abilities.

e Level 3: Direct and severe aggression. Most level 3 forms of principal
mistreatment can be associated with various forms of deception including
lying, explosive behaviour, threats, unwarranted reprimands, unfair
evaluations, forcing educators out of their jobs’ preventing educators from
leaving/advancing, sexual harassment and racism.

Research findings that there is an increase in bullying behaviour in facilities that
are restructuring, downsizing, where job security is low and where there is internal
competition in the facility (Yildirm & Yildirm, 2007) is mutatis mutandis applicable
on the post-Apartheid education scene, especially for schools serving only white
learners during the Apartheid era in South Africa. Schools serving only white
learners during the Apartheid era had to downsize and thousands of white educators
were retrenched. There were furthermore large cuts in government grants to schools
in more affluent areas.® The predominantly autocratic management style of school
principals furthermore enhances the likelihood of principal-on-educator bullying
(Blasé & Blasé, 2004).

Empirical investigation

The topic discussed in this paper is very sensitive. | therefore employed
snowball sampling (Patton, 2002) requiring educators and colleagues to recommend
educators whom they believe to have experienced workplace bullying. | contacted
the educators who expressed an interest in participation beforehand, explained the
study, provided them with a tentative interview schedule and addressed their
concerns. As expected, educators were afraid of possible disclosure. However,

! This paper focuses on the experiences of three educators who taught at Secondary School
Edumela (pseudonym). This school is located in an affluent area, and served only white
learners during the Apartheid era.
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several safeguards seemed to alleviate most of the participants’ possible fears and
promoted trust. | explained to the educators the ethical principles that guided the
study; namely, the confidentiality of the findings and the protection of their
identities (Maree & Van der Westhuizen, 2007). Three educators who were referred
to me by colleagues as possible interviewees were not willing to grant me
interviews. All of them cited fear of being identified and the consequent intimidation
and/or victimisation as reasons for their refusal. Despite the sensitivity of the topic,
mutual trust and rapport were established between the interviewees and me (Patton,
2002). They spoke freely and in detail about their abusive experiences. This may,
according to Patton (2002) firstly be attributed to the interviewer’s sincere respect,
empathy and interest in the people being interviewed. | asked meaningful questions
and listened attentively to their answers. Secondly, the study held special
significance for educators who participated. As painful as some of the interviews
were, the participants believed that that problem of workplace bullying should be
made public. The interviews were conducted in the safety of the participants’ homes,
or if they preferred, in the home of a friend. This added to their sense of comfort,
security and trust. Interviews were conducted until definite categories and themes
became evident and the information became saturated. In total, 10 educators
participated in the study over a 6-month period during 2008. This paper will focus
on the narratives of two of the male (David and Harold) and one of the female
(Martha) interviewees. Al three of them were teaching at the school, namely
Secondary School Edumela (pseudonyms).

Data collection was by means of in-depth personal interviews. The interviews
were digitally recorded and transcribed verbatim. Reflective field notes were taken
for the sake of triangulation (cf. Henning, Van Rensburg & Smit, 2011; Patton,
2002). The following questions guided the interviews:

e What is your experience of workplace bullying?

e What do you think are the reasons for the bullying?

e What is the impact of workplace bullying on your professional and/or

private life?

Henning et al.’s (2011) guidelines for qualitative content analysis were used to
reduce, condense and group the content of the participants’ answers to the open
questions. The identification of emergent themes allowed the information to be
analysed and related to the literature.

Findings and discussion

Introduction

When Mr Somerset was appointed as the deputy principal at the Secondary
School Edumela during the 1990s, David and Harold did not, according to the latter,
“really take any notice of him”. According to Harold, Somerset “always held it
against us and treated us unnecessarily badly”. Relations between David, Harold and
Somerset went into a downward spiral after Somerset’s appointment as principal.
Martha’s life as an educator also changed after the appointment of Somerset.
According to her, relations between them were tense right from the start: “l was
always blamed for everything that went wrong. He never liked me”. The situation
became worse when she returned from a year’s study leave. Since then, he has done
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everything in his power to humiliate her, to bring her into discredit with the parents
and colleagues and to break her spirit.

The ensuing characterisation of the bullying principal is based on information
extracted from my interviews with David, Harold and Martha. The aim of the paper
is not to give an objective factually correct portrayal of the management style of the
principal, but to look at him through the eyes of his victims.

Characteristics of the bullying principal

An analysis of the verbatim responses of the three participants revealed that
their bully was an envious, destructive, narcissistic, evil and unsupportive school
principal who relentlessly victimised them. In the discussion of the findings of my
study I will link the results with the work of other researchers.

Envy

Several researchers (Peyton, 2009; Cemalogly, 2007; Kirsten, Viljoen &
Rossouw, 2005; Einarsen, 1999) share the view that abusers often feel threatened.
They bully those they feel may have ‘an edge’ over them. Personal strength and
accomplishments may thus provoke bullies. Harvey et al.’s (2007) view, that the
bully will publicly devalue what he/she envies, while privately coveting the
attribute, is aptly illustrated in the following quotation:

My pupils ... received national and provincial awards. ...he has not

accomplished anything of that magnitude ... | don’t think he can handle it ... |

think he is glad when my children don’t perform well, then nobody will make a

fuss of my work (Martha).

The prestige that Martha enjoyed amongst her colleagues was a thorn in
Somerset’s side. For example, she learned that he had tampered with the results of
the School Governing Body’s (SGB) election in which she stood as an educator
representative. He also endeavoured to damage her image amongst the parents and
children. For instance, the extramural programme timetables were regularly changed
to the detriment of the activities in which she was involved.

Somerset’s tactic to repeatedly assign learning areas to her of which she had
little or no knowledge, in the hope that she would fail, is seen by Peyton (2009) as a
strategy bullies use to victimise those whom they envy out of their job. As part of
her survival strategy Martha thoroughly familiarised herself with the new
educational approach (Outcomes Based Education). Her hard work did not meet
with his approval. On the contrary: “He criticised my way of marking” and “I had to
appear on the carpet in order to explain why | had re-assessed my pupils. But this is
part of the OBE assessment policy.” Martha’s view that Somerset picked on her is
not uncommon behaviour for workplace bullies. Peyton (2009, p. 42) writes, for
example, that bullies have “their special victims”.

Destructive narcissism

Harvey et al.’s (2007) and Kirsten et al.’s (2005) findings that the workplace
bully may suffer from destructive narcissism, is to a large extent, confirmed by this
study. The subsequent discussion will highlight the principal’s inflated sense of self-
importance, arrogance, preoccupation with power and entitlement; his inability to
handle criticism and a lack of concern for and a devaluation of others.

Research findings (e.g., Peyton, 2009; Harvey et al., 2007; Kirsten et al., 2005;
Blasé & Blasé, 2002) that the workplace bully is unwilling to endure any opposition
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or criticism, is extremely authoritarian showing a preoccupation with power, are
confirmed by this study. The three educators mentioned for example, that those who
dare to speak out against Somerset must bear the brunt of his anger (“We heard him
shouting at her. ... she must do as ordered or hand in her resignation” and “I cannot
confront him. He tells you to your face that you are lying, while he is the one who is
lying”). David furthermore described how Somerset threatened him with dismissal.
Sometimes Somerset perceived a simple request as criticism. Martha invited him (in
front of colleagues) to attend the year-end prize-giving function for the extramural
activity for which she was responsible. When he turned down her invitation she
said: “Sir, the children would really appreciate your presence and support”. The next
day she was severely reproached and threatened with an official reprimand for
“humiliating him in public”. Peyton (2009) notes that the self-righteous bully cannot
accept that they can possibly be in the wrong. Bullies are furthermore able to, as is
illustrated by Somerset’s confrontation with Martha about her alleged public
humiliation of him, misrepresent facts and twist what people say (Peyton, 2009).

The three educators suggested that staff members, who did not show absolute
loyalty towards the principal, were bullied. David gave the following rationalisation
for his bullying:

When he was appointed as deputy head ... he was not welcomed with open arms

...and it seems as if he is still holding it against us.

Martha, who described in detail how Somerset tried to get rid of her and four of
her colleagues, said that the bullying principal believed that their loyalty lay with the
previous principal:

He wanted to fire [us]. We all worked under Mr. M. He started to target and

terrorise each one of us.

Evil

Martha’s suggestion that her bully is dishonest (he rigged the results of the SGB
election), unfair (e.g. the promotion of a ‘favoured’ educator as HOD) and
manipulative (“if we are not willing to do as we are told, we must look for other
jobs”) is in line with findings by Peyton (2009) and Harvey et al. (2007); namely,
that bullies act without remorse to the detriment of their victims. The participants
furthermore used words and phrases such as the following to describe their bully:
“untouchable”; “a hard man” and “doesn’t give a damn for other people”. David said
Somerset once compared a “good principal” with high quality sausage (boerewors).
This principal implied that a successful/good educational leader should, among other
things, demonstrate the characteristics of a pig. According to David, the principal’s
deeds often exemplified his motto. David’s depiction of his principal as a person
devoid of empathy and compassion links with Peyton’s (2009) portrayal of the bully
as a person who picks on the vulnerable. According to Peyton (2009, p. 41), bullies
take great pleasure in seeing their “victims suffer from being afraid of them”.
David’s health gradually deteriorated and he was diagnosed with depression. The
principal’s unsympathetic attitude during his illness remains with David:

He told me that if | were not yet ready at the beginning of the term and if I could

not yet teach fulltime 1 ... would not be the first person to resign on account of

depression, but I had to start thinking of leaving teaching. He said that if | could
not cope, | had to go. ... He could have given me a fair chance to get onto my
feet again.
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The next term, David resumed his duties at the school, despite the fact that he
was still officially on sick leave. After this incident, the relations between David and
Somerset deteriorated further and he was regularly “on the carpet” for apparent
trivialities. He was, for example, belittled for not comprehending a complex rubric.
Peyton (2009, p. 39) writes that workplace bullies “neither know nor care about the
impact of their behaviour on others”. According to Peyton (2009) it is not
uncommon for abusive managers to manage their staff by humiliation. Harvey et al.
(2007, p. 122) note that the bullies seem to ‘enjoy’ the fear and pain they inflict on
others.

Unsupportive leader

All three participants found Somerset unsupportive. Both David and Harold
acknowledged during the interviews that they were struggling disciplining
misbehaving learners. Their requests for support were turned down and even
mocked by Somerset. Both of them were later on formally reprimanded for using
“improper” disciplinary strategies. The use of formal structures to assert power over
the victim is not an uncommon occurrence in workplace bullying (Peyton, 2009).
David, furthermore, experienced Somerset’s negative conduct during his illness and
David’s inability to comprehend a rubric, as a lack of support. Martha believed that
Somerset’s unwillingness to utilise her in her field of expertise and adhere to her
request that he should attend the extracurricular activities that she is responsible for,
as a lack of support. Peyton (2009, p. 42) is of the opinion that bullies deliberately
withhold support so that he/she can later on accuse the victim of “getting it wrong”.

Bullies are persistent and focused individuals

A key characteristic of bullying is that the negative behaviour is persistent
(Harvey et al., 2007; Hadikin & O’Driscoll, 2002; Einarsen, 1999). All three
participants endured Somerset’s relentless bullying since his appointment as
principal during the 1990s. When Martha informed her deputy principal about her
principal’s bullying, his answer was: “You will never change that man”. She also
had the following to say about her tormentor:

If he doesn’t like you ... he’ll target you ... he is persistent; he goes on and on

and on ... it doesn’t matter how hard you try ... he’ll continue prying until he

finds fault.

Somerset is portrayed as a focused, task orientated individual who was fully
aware of what he was doing (Martha described in detail how her bully
systematically tried to get rid of her for nearly two decades by, amongst other
things, discontinuing her area of specialisation, issuing her with official reprimands
for minor wrongdoings and humiliating her in public).

*k%k

At the conclusion of each interview | asked the interviewees whether or not they
had confronted their tormentor. Their answers to this question are indicative of the
negative effect of bullying on victims. All three the participants decided not to
confront Somerset. Martha said for example “No, | can’t confront him ... he will tell
me to my face that I’m lying ... he is that type of person”. David, who was forced
to resume his teaching responsibilities whilst he was still on sick leave, said: “my
doctor was very angry; | could possibly have taken him (Somerset) to the labour
court, but I’m not that type of guy”. The South African Council of Educators (2002),
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as well as the leading teachers’ trade unions in South Africa (cf. Heystek, 2001), set
out to create a work environment where dignity and respect are afforded to all
educators. The SACE and the teachers’ trade unions also undertake to tackle
incidents that violate educators’ rights speedily and effectively. However, the three
interviewees decided not to confront their tormentor or turn to official organs to
protect them against their bullying principal. It therefore seems as if a “spiral of
silence” (Harvey et al., 2007, p. 125) overwhelmed the school. The victims were too
afraid to speak out or to ask for help.

Despite the severity of the bullying the three interviewees had to suffer, none of
them considered leaving the teaching profession. David and Harold mentioned that
they had only two or three years before they retired. Martha, who had been teaching
at the same school for 30 years, said that she had unsuccessfully applied for teaching
position at other schools and for a position as learning facilitator.

Two years after my interview with David, he retired at the age of 60. The once
beloved, dedicated educator concedes that he is apathetic towards the school where
he had worked for his entire professional career. Martha has, at long last, been
promoted to the position of HOD. Harold plans to retire when he turns 65 during
2013. Somerset will retire in December 2012.

Conclusion

The aim of this paper was to shed light on the character of a bullying school
principal. A content analysis of the verbatim responses of three educators who
worked at the same school revealed that their bully was an envious, destructive,
narcissistic, evil and unsupportive school principal who relentlessly victimised them.
This study has given me insight into the character of the bully from the perspective
of the victims. This is not uncommon in workplace bullying research. Rayner et al.
(2002) correctly recommend that researchers should cast their net wider to include
information from the bully’s point of view. This case study gave a single description
of an individual as seen through the eyes of three of his members of staff. The
information should therefore not be used to “profile” a school principal who bullies
(some of) his members of staff.
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YING WANG & NICHOLAS SUN-KEUNG PANG

THINKING STYLES OF PRIMARY SCHOOL TEACHERS IN BEIJING,
CHINA

Abstract

Previous studies on teachers’ thinking have usually related to teaching and
learning, and concentrated on classroom-level outcomes. In this study, an
organizational and administrative perspective was adopted in examining teachers’
thinking style. Data collected were from a sample of 268 in-service teachers from 6
primary schools in Beijing, China. An instrument, the Thinking Styles Questionnaire
for Teachers (TSQ-T), was developed to assess the teachers’ thinking styles. The
results of the study showed that (a) the TSQ-T is a reliable and valid inventory for
assessing the thinking styles of primary school teachers in Beijing, with the
subscales’ Cronbach’s alphas ranged from .60 to .84; (b) the dominant thinking
styles among the teachers were cooperative, hierarchical, and analytical; and (c)
there were significant differences in teachers’ thinking styles in terms of gender,
teaching experience, rank, discipline background, and executive position.
Implications for work design, building school culture, teachers’ professional training
and development, and the development of professional learning community were
discussed in the context of educational reform and the ever changing environment.

Keywords: thinking style, educational leadership, primary school, teacher, Beijing

Introduction

Thinking style is a term used in cognitive psychology to describe the “consistent
individual differences in preferred ways of organizing and processing information
and experience” (Messick, 1976, p. 4). There are other terms such as “cognitive
style” (Riding, 1991) or “learning style” (Kolb, 1976) used by different scholars.
Though there are some distinctions in these terms (Yeap & Chong, 1997; Peterson,
Rayner & Armstrong, 2009; Evans & Cools, 2011), thinking style (or intellectual
style), as agreed by many contemporary researchers, refers to people’s preferred
ways of processing information and dealing with tasks (Sternberg, 1997; Zhang &
Sternberg, 2005; Hunt, 2008).

The development of thinking style research is an interesting and paradoxical
topic, which has been constantly searching for its identity within the larger context
of educational, psychological, and business literature. Empirical studies have shown
that differences in thinking styles influence almost all activities that implicate
cognition in multiple and important ways, including learning, problem solving,
decision making and communication. It is found that thinking style can be a better
predictor of an individual’s success in a particular situation than general intelligence
or situational factors (Kozhevnikov, 2007). In the field of organizational
psychology, thinking style is considered to be a fundamental factor affects both
individual and organizational behaviour (Talbot, 1989; Sadler-Smith & Badger,
1998) and an important variable in recruitment, internal communications, and
conflict management (Hayes & Allinson, 1994).
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In the field of educational research, there are many studies that focus on
students’ learning style, teachers’ teaching style, and the interaction style between
teachers and students (Zhang, 2011). Evidence has shown that teacher’s thinking
styles make a difference to students’ learning and development, teaching behaviours,
as well as in the interaction between students and teachers. Actually, teachers’
thinking was highlighted by some scholars as a central factor to school reform
(Woodbury & Gess-Newesome, 2002). “Educational change depends on what
teachers do and think—it is as simple and as complex as that” (Fullan, 1991, p. 117).
Educational reform becomes complex because what teachers do is greatly influenced
by what teachers think (Clark & Peterson, 1986). It is common that “there are so
much reform, but so little change” (Payne, 2008, p. i). There are so many ineffective
reform strategies and policies, because they do not get deep enough into the hearts
and minds of teachers (Fullan, 2009, p. 4). Many educational reforms have failed,
because little change has occurred in teachers’ ways of thinking. Successful
educational reform is only possible, when teachers’ ways of thinking have changed
and adapted to the new paradigms that is requested in the reform. In the literature,
most researchers have focused on the contributions of thinking styles to students’
academic achievement at the classroom level (Zhang & Sternberg, 1998; 2002),
while few researchers takes an administrative perspective to examine teachers’
thinking styles at the school level. Therefore, we are dedicated to investigate
teachers’ thinking styles from an organizational and administrative perspective and
to examine their relations to school improvement and school effectiveness.

Theoretical Framework

It has been quite diverse in the conceptualization of thinking styles and
approaches of investigation into the very meanings of them. There are various
theories and tools of thinking styles, which have made the “choice of appropriate
measures by practitioners increasingly difficult” (Evans & Waring, 2009, p. 173).
Zhang (2011) has summarized and briefly introduced several influential integrative
thinking models. These provide us a good understanding the conceptualization of
thinking styles, cognitive styles, learning styles or intellectual styles. Curry’s
“onion” model of learning styles (1987) has outlined thinking styles into three layers
resembling an onion with personality dimension the innermost, information
processing dimension the middle, and individuals’ instructional preferences the
outermost. Miller (1987) has provided an integrated model of cognitive styles,
which subordinates all styles to analytic-holistic dimensions. Riding and Cheema’s
(1991) have conceptualized a model of cognitive styles which classifies thinking
styles into two dimensions: holistic-analytic and verbal-imagery. Grigorenko and
Sternberg’s (1995) model categorizes thinking styles to three traditions: cognition-
centred, personality-centred, and activity-centred. Zhang and Sternberg’s (2005)
threefold model, which classifies intellectual styles into three types (type I, type Il
and type I1), according to the dimensions of preferences: high degrees of structure
versus low degrees of structure, cognitive simplicity versus cognitive complexity,
conformity versus nonconformity, authority versus autonomy, and group versus
individual work (Zhang & Sternberg, 2005). Sadler-Smith (2009) has provided a
duplex model of cognitive style, which is based on the dual-process theory and
sorted thinking styles with intuitive-analytic dimension. These different conceptions
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and integrated models have provided us a good understanding of thinking styles and
a good reference to guide this study.

This study has adopted Zhang and Sternberg’s (2005) threefold model of
thinking styles in devising an instrument for assessing teachers’ thinking styles.
However, the threefold model of intellectual styles has some drawbacks. The most
obvious problem is none of the three thinking styles can be operationalized and
turned into measurable variables. Additionally, it is hard to distinguish conformity
from authority clearly in the conceptualization. That is there might be overlapping in
their meanings among the three types of thinking styles, to some extent. There is
evidence from Black’s (2008) study, which based upon 789 students in a sample,
demonstrated that the threefold model inventory has an unsatisfied validity.
Anyway, based on the aforementioned models, we attempted to adopt and develop
some of the concepts and form our own framework of thinking styles. We
conceptualize that a model of teachers’ thinking styles will contain five dimensions
as: conformity versus nonconformity, high degrees of structure versus low degrees
of structure, cognitive simplicity versus cognitive complexity, group versus
individual work, and task-oriented versus relation-oriented. This study was
conducted as a pilot study to test the validity of our model of thinking styles and to
validate a newly created instrument with a sample of teachers from some primary
schools in Beijing, China.

Aims of the Study

The aims of this are three folds. The first was to develop and validate an
instrument to assess teachers’ thinking styles, which is entitled as the Thinking
Styles Questionnaire for Teachers (TSQ-T). The second was to explore the
characteristic of thinking styles among a group of primary teachers from the schools
in Beijing, China. The third was to examine how thinking styles vary with teachers’
demography. Based on the above research purposes, this study was guided by the
following three research questions:

1. Is the Thinking Styles Questionnaire for Teachers (TSQ-T) a valid and

reliable instrument to assess teachers’ thinking styles?

2. What are the characteristics of teachers’ thinking styles in Beijing primary

schools?

3. How do thinking styles vary with teachers’ demographic variables?

Methodology

The instrument

An instrument, the Thinking Styles Questionnaire for Teachers (TSQ-T), was
developed to assess teachers’ thinking style from an organizational and
administrative perspective. Four major studies have inspired the authors to create the
theoretical framework and therefore the instrument that was generated from the
framework. They were (i) Myers-Briggs’s Type Indicator (MBTI, Myers, 1980), (ii)
Kirton’s Adaption-Innovation (KAI) theory (Kirton, 1989), (iii) the Cognitive Style
Index (CSlI, Allinson & Heyes, 1996), and (iv) the Thinking Styles Questionnaire for
Teachers (TSQT, Grigorenko & Sternberg, 1993). The TSQ-T was adopted and
developed from these references, because they have (i) a strong theoretical base, (ii)
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high validity and reliability in their tools of measurement, (iii) been empirically
based and tested, and (iv) been related to organizational behaviour.

Data collection

The initial instrument was constructed with 75 items in various subscales
designed according to the theoretical framework. The sampled teachers were asked
to rate each of the items in the Thinking Styles Questionnaire for Teachers (TSQ-T)
on a 6-point Liker-type scale ranging from 1 (very dissimilar) to 6 (very similar).
The teachers were also asked to indicate their demography in terms of gender,
professional rank, teaching experience, major subject in teaching, and administrative
position.

Subjects

312 teachers from six primary schools in Beijing, China were invited to take
part in this study. AIll the six primary schools were involved in a school
improvement project organized by a university. Three schools were high performing
schools, while the other three were relatively low-performing. 268 valid
questionnaires were obtained, which resulted a response rate of 85.9%. Among these
teachers, 213 were female, and 25 were male, which was close to the population
distribution, in which most teachers were female in urban primary schools in
Beijing.
Data analysis

According to the theoretical framework we hypothesized, there are five major
scales of thinking styles, that is, (i) conformity versus nonconformity, (ii) high
degree of structure versus low degree of structure, (iii) cognitive simplicity versus
cognitive complexity, (iv) group work versus individual work), and (v) task focused
versus relationship focused. Within each of the major scales, there were two
subscales. Principal component analysis (PCA) with oblimin rotation was conducted
to each of five major scales separately. The results of factor analysis confirmed the
existence of the two subscales in each of the five scales. Therefore, we concluded
that the TSQ-T was a valid inventory for assessing teachers’ thinking styles. A final
version of the TSQ-T, with 37 valid items in five major scales and ten subscales of
thinking styles, was resulted. The developed ten subscales of thinking styles were:
(i) Innovative vs Conventional (from the scale of conformity versus nonconformityy);
(ii) Hierarchical vs Linear (from the scale of high degree of structure versus low
degree of structure); (iii) Intuitive vs Analytical (from the scale of cognitive
simplicity versus cognitive complexity); (iv) Independent vs Cooperative (from the
scale of group versus individual work); and (v) Task-oriented vs Relation-oriented
(from the scale of task focused versus relationship focused). Repeated reliability
tests were also conducted in data analyses, in order to select the valid items in the
construct and to examine its reliability. The Cronbach alpha coefficients for the ten
subscales ranged from 0.60 to 0.84. The findings of this study show that the
reliability coefficients on average were higher than other instruments in thinking
style studies (Coffield, Moseley, Hall & Ecclestone, 2004). Hence, the TSQ-T
demonstrated a good reliability, which allowed us to perform the remaining
statistical analyses.
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Results

Results from a descriptive analysis indicated that, among these ten subscales of
thinking styles, the cooperative thinking style was most commonly held, while the
task-oriented thinking style was the least. The dominant thinking styles among the
teachers were cooperative, hierarchical, and analytical. Besides, both linear thinking
style and task-oriented thinking style had a wide distribution, which suggested great
variations among teachers. These results seemed to be consistent with teachers’
work nature which requires great opportunity of cooperation in team work; when
occupied with lots of work, they tend to prioritize tasks in order; and they tend to
handling and solving many problems in daily routine.

ANOVA tests were conducted to examine the variations of the ten subscales of
thinking styles with the teachers’ demographic variables. The major findings of
these ANOVA tests are described and discussed as below.

First, male teachers scored higher on the innovative thinking style than did their
female counterparts. This result suggests that, when compared with female teachers,
male teachers may be more likely to challenge the rules and regulations and routines
set by the school authorities and they tend to initiative new and creative ways in
their educational practice. This finding was consistent with some previous cognitive
and neuropsychological research on gender differences. However, this finding is
contradictory with Zhang and Sternberg’s (2002) finding that male teachers were
more conventional. In sum, this study has provided evidence that there was indeed
gender difference in thinking styles.

Second, both innovative thinking style and intuitive thinking style varied
significantly with an increasing teaching experience. Teachers, who had more
teaching experience, might have been exposing to a greater variety of situations and
challenges. They were more able to respond to these challenges rapidly, practically
and creatively. This result is consistent with Zhang’s (1999) study that rich
experiences had positive effects on people’s thinking.

Third, senior teachers had better performance in cooperative thinking style and
task-oriented thinking style than did junior teachers. Senior teachers were more
competent and skilful in working collaboratively as well as working with high
efficiency.

Fourth, teachers taught Chinese were more likely to use relation-oriented
thinking style than teachers who taught English. The different cultures behind the
two languages may be a plausible explanation of this result. Teachers who taught
English may had more connections with Western culture, while teachers taught
Chinese were influenced more deeply by the Confucian culture, in which,
relationship plays an important role.

Fifth, there were significant differences between school top leaders and teachers
in hierarchical thinking style and analytical thinking style. This result seemed to be
consistent with our common knowledge that leaders and managers, who have to
shoulder more responsibility for school administration and development, would
have a stronger analytical mind and have thorough consideration in decision-
making.
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Discussion and Implication

This research has three significant contributions. First, an instrument, the
Thinking Styles Questionnaire for Teachers (TSQ-T), has been developed and
validated in the context of Chinese schools in Beijing and it will be useful to assess
teachers’ thinking styles in the workplace. Secondly, this study has contributed to
the literature concerning teachers’ thinking styles from an organizational and
administrative perspective. Thirdly, the covariance between thinking styles and
teachers’ demography has been proved. The significant findings about gender
difference in thinking styles and variation in the pattern of thinking styles with
different teaching experience were consistent with previous research. In addition,
this study has explored the variation of thinking styles with other new demographic
variables, for example, professional ranks, subject background, and administrative
position. Such findings allow us to have a better understanding of cognitive science
and teachers’ behaviour with the school organization. While, previous studies
usually equate teacher’s thinking style to teaching style, in the present study, we
conceptualize teacher’s thinking styles from an organizational and administrative
perspective. This new approach of research will make the following
recommendations for school improvement possible.

Work design. The present educational reform in China continuously renders the
school system highly decentralized, in which teachers are facing more and more
challenges. Therefore, school leaders and managers should not only understand their
own ways of thinking, but also the thinking styles of teachers. Thinking styles varies
from teacher to teacher and from situation to situation. If an individual’s thinking
style matches the information-processing requirements of his or her role or task, it is
more likely that the individual will perform more effectively (Hayes & Allinson,
1994). Therefore, in work design or task assignment, particular attention should be
paid to thinking style differences by school leaders and managers. Correspondingly,
teachers should consider the matching of thinking styles in job selection.

School culture. A study of Kirton (1980) suggests that the match between
thinking style and the local organizational environment may be a factor which helps
determine which department employees prefer to work in, which implies a
correlation between thinking fit and job satisfaction. The findings of this study
indicate that teachers prefer an environment which is cooperative and low task-
oriented. Hence, in order to enhance teachers’ job satisfaction and sense of
belongingness, school leaders and managers should dedicate themselves to building
such environment to fit teachers’ thinking. Furthermore, if creative thinking is seen
to be more risky and less acceptable in a bureaucratic organization (Kirton, 1980),
school leaders should make use of cultural linkage to bind people together and to
conceal the dangers and risks arisen from creativity (Pang, 2003).

Teachers’ professional development. Think styles can be socialized and
modified (Zhang & Sternberg, 2006). Therefore, teachers who are at the senior
positions and who have more teaching experience will have better performance in
particular thinking styles. This implies that the setting of certain contexts in the
workplace may allow teachers to practice, develop and master the thinking styles
that are required in specific positions or expected by playing appropriate roles. This
will enhance the quality and effectiveness of professional development programmes
for teacher training.
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Professional learning community. Thinking and learning are the two sides of a
coin. Teachers’ learning may mean a change in the ways of thinking in the teachers’
mind. When groups of teachers interact and change in thinking styles collectively,
they would form a professional learning community. Research evidence shows that
the behaviour and effectiveness of teams are dependent upon the levels of
homogeneity and heterogeneity of thinking styles of team members (Priola, Smith &
Armstrong, 2004). Though members in a community with homogeneity might feel
more comfortable, the group with heterogeneity in thinking styles was essential to
change and creativity (Armstrong, Heijden & Smith, 2012). Therefore, when leading
a professional learning community, different thinking styles need to be taken into
account.

A few limitations in this study should be noted. First, our framing of the
questions and the literature review are inspired by research studies from the western
culture and perspective; yet, our subjects are Chinese teachers, hence, the results and
implications may need to be considered in the cultural contexts. Furthermore, as we
relied on teachers’ self-reporting information, there might be problems of social
desirability, where teachers might report the desired thinking styles. Thus,
subsequent empirical research that uses multiple and more robust measures is
needed. Additionally, the study only investigated primary school teachers in Beijing,
China. Therefore, caution must be exercised in attempting to generalize these results
to other schools or contexts.
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J. MARRIOTE NGWARU

BREAKING THE CYCLE OF POVERTY THROUGH EARLY LITERACY
SUPPORT AND TEACHER EMPOWERMENT IN EARLY CHILDHOOD
EDUCATION

Abstract

The majority of people in Southern and Eastern Africa (SEA) including
Zimbabwe, Kenya and Uganda live in rural areas on less than two dollars a day. The
countries however share education values based on the conviction that education
will transform society and as a result have embraced the Millennium Development
(MDG) and Education for All (EFA) Goals as benchmarks for their educational
reform agenda. SEA countries are largely faced with a situation where families are
saddled by and cannot break from the cycle of poverty partly because of lack of
children’s sustainable school access. Sustained access to meaningful learning is
critical to long term improvements in productivity, the reduction of inter-
generational cycles of poverty, demographic transition, preventive health care, the
empowerment of women and reduction of poverty. This paper argues that this will
depend very much on constructive early years teacher pedagogical practices among
other factors. An expanded definition of education access includes concerns for
attendance as well as enrolment, progression at the appropriate age, achievement of
learning goals, equitable access to opportunities to learn and availability of an
adequate learning environment. This paper uses the UNESCO Millennium
Development Goals as its framework to advocate early years teachers’ further in-
school training and development. It utilizes a descriptive analytical methodology to
contribute to the reflective discussion on educational reforms for transformation
based mainly on examples from three countries in SEA given above. It mainly
focuses on the role that teachers can play in enhancing sustainable access to Early
Literacy through adequate training. The paper utilizes findings from studies in
Zimbabwe, Kenya and Uganda as the backdrop of the challenges facing the
education systems. The paper concludes that every effort is required to promote
early years pedagogies that will lead to more sustainable school access and the
escape from the poverty cycle in Southern and Eastern Africa.

Using education and human capital as drivers of transformation and
development

According to UNESCO (2010), Sub Saharan Africa currently has all the most
negative statistics ranging from poverty, school dropout rates, gender inequalities in
school, incidence of HIV and AIDS and some of the most undemocratic
governments of the world. Currently however, many SEA countries are
implementing several initiatives to transform the social and economic conditions of
their populations. Education is one of the key drivers of socio-economic reform and
this paper focuses on the early school years sector (Grades one to four) herein
referred to as early years to discuss how the situation of perennial failure to meet
educational targets can be salvaged. The paper advocates for quality early years
literacy development for the sustainable schooling of children from low-resourced
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communities. Quality early literacy development is central to sustainable schooling
and long term educational outcomes that will enable families to break the cycle of
poverty (World Declaration on Education for All, 1990; World Education Forum,
2000). The focus is on education because it empowers people and strengthens
nations as it is, to a great extent, a powerful “equalizer”, opening doors to all to lift
themselves out of poverty. Education is critical to the world’s attainment of
the Millennium Development Goals (MDGs, http://www.developmentgoals.org/)
and most SEA countries share the Vision to get their economies into the middle
income status by 2025. Education has proven benefits for personal health, as much
as it strengthens nations’ economic health by laying the foundation for sustained
economic growth. For individuals and nations, it is key to creating, applying, and
spreading knowledge and thus to the development of dynamic, globally competitive
economies (The World Bank Report, 2011, http://go.worldbank.org/F5K8Y429G0). At
a political and governance level, education is fundamental for the construction of
democratic societies. Two of the eight MDGs pertain to education—the universal
primary completion and the gender parity in primary and secondary schooling.
Moreover, education—especially girls’ education—has a direct and proven impact
on the goals related to child and reproductive health and environmental
sustainability (UNESCO, 2010). Education additionally promotes economic growth,
national productivity and innovation, values of democracy and social cohesion.
Without the knowledge and various skills developed through schooling and other
basic education programmes, the opportunities for individuals and the ability to act
independently are greatly reduced (UNESCO, 2010).

SEA countries need to remain alert and take cognisance of the fact that access to
schooling has continued to improve in low-income countries over recent years, even
so especially for girls, but still widespread problems with school quality remain.
Acute teacher shortages, overcrowded classrooms, poor infrastructure, lack of
materials, and inadequate contact time are endemic (UNESCO, 2008). Ironically, the
very gains in school access have exacerbated the quality issue. The influx of
children following successful enrolment drives has in many SEA countries put
added pressure on already under-resourced schools. The impoverished background
of many new learners explains why, just providing more school inputs, can fail to
show any effect (Banerjee, Cole, Duflo & Linden, 2006). Further, significant barriers
to the achievement of basic competence is created by high rates of malnutrition and
ill health; low rates of parental literacy and an absence of pre-school education in
combination with poorly trained teachers and under-resourced schools. This paper
reiterates that early literacy teachers require special in-school training since
currently Literacy is the most neglected of the EFA goals as most children in low
achieving countries are unable to comprehend grade-level texts. UWEZO East
Africa 2012 Report highlights:

Two out of three pupils in Standard 3 across East Africa are not able to pass
basic tests in English, Kiswahili or numeracy at the Standard 2 level. This is the
headline finding of a new report by Uwezo at Twaweza. By the time they reach
Standard 7, two in 10 pupils still do not have Standard 2 level competencies.

According to the Regional Manager of Uwezo East Africa, “Despite significant
gains in expanding access to primary schooling, actual literacy and numeracy
outcomes remain significantly deficient across the region”. (p. 1). The EFA Global
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Monitoring Report (2008) points out that these challenges are widely recognized to
be greatest in sub-Saharan Africa, where both access and quality remain critical
problems. The region has the highest proportion of out-of-school children, the
greatest gender disparities, the highest ratio of pupils to teachers and the lowest
primary completion rates. Less universally recognized is the widespread disregard,
worldwide, for the earliest years of schooling (Colette, 2008). Focus on the role of
early years teachers training is pertinent and overdue because an expanded definition
of education access includes concerns for attendance as well as enrolment,
progression at the appropriate age, achievement of learning goals, equitable access
to opportunities to learn and availability of an adequate learning environment
(Fataar, 2011, p. 64) which teachers are in the best position to leverage.

Teacher empowerment for children’s sustainable access to schooling

Given the political, economic, social, and cultural dynamics in the SEA
countries, early literacy teacher development is one educational node that can be
exploited to influence change. While recognizing the efficacy of parental
involvement in children’s literacy development, (see Ngwaru, 2012), this paper
deliberately focuses on early literacy teachers because they receive, teach and
‘parent’ pupils from all backgrounds and home environments. Teacher practices in
low-resourced and socio-economically disadvantaged communities need to be honed
for effective early literacy development because well trained early years teachers
will train children to learn effectively in turn. Teacher and pupil empowerment
requires deconstruction and reflection.

This paper uses Donald Schon’s (1983) view of reflection described by Usher
et. al. (1997, p. 143) as an alternative epistemology of practice ‘in which the
knowledge inherent in practice is to be understood as artful doing’. This is opposed
to technical-rationality, a positivist epistemology of practice described as the
dominant paradigm which has failed to resolve the dilemma of rigour versus
relevance that confronts professionals (op.cit.). Based on this view of reflection,
teachers will be trained to take cognizance of and apply transformative reflective
pedagogy and avoid being constrained by age-old practices based on coercive
relations of power (Ball, 2000; Cummins, 1997; Apple & King, 1983; Shor, 1992)
and will be encouraged to consider themselves as connoisseurs and critics of
pedagogy (Eisner, 1985; 1998). In this view Early years teachers will then use
Schon’s (ibid) notion of reflection-in-action, sometimes described as ‘thinking on
our feet’ (Smith, 2012) which would involve looking at their experiences and
practices, connecting with their feelings, and attending to the theories in use at the
same time. This way, their training will enable them to build new understandings to
inform their actions in the situation that will keep unfolding.

Deconstruction on the other hand is the de-centring of a fixed truth so as to
make room for alternate realities and experiences (Giblin, 2006). It involves taking
something that is seemingly static and rigid (like a word we use all the time, or a
way of doing things that people take for granted) and giving it your own voice and
perspective in order to make it your own via your life experiences (ibid). Teachers
and students must therefore be empowered to shift educational experiences from the
consumer perspective to the producer or inquisitor, in the process, giving all parties
more authority, freedom and flexibility. Empowered early years teachers will ensure
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that as children grow older, they learn to manage their emotions—to shake off

feelings of anxiety, sadness, or frustration, and to delay gratification in order to

achieve a goal (Goleman, 1994).

Teachers will be encouraged to remember that based on current research,
literacy development begins long before children begin formal instruction in
elementary school (Allington & Cunningham, 1996; Clay, 1991; Teale & Sulzby,
1986). It develops on a path where children acquire literacy skills in a variety of
ways and at different ages. Teachers need to be aware that early behaviours such as
"reading” from pictures and "writing" scribbles (Sulzby, 1989; Sulzby & Teale,
1996, p. 728; Morrow, 1997) are an important part of children's literacy
development. They need to know and ensure that social interactions and consistent
exposure to literacy materials such as storybooks nourish literacy development.
Above all, they need to remember that when they receive children from home, they
have to make children feel that the school is an extension of home by offering daily,
extended conversations about topics that are meaningful and of interest to children.
It is essential that they value children’s social and cultural experiences since they are
among the adults who have a lasting influence on children’s literacy development.

Early years literacy teachers are therefore expected to create pedagogical and
literacy rich environments that ensure that children engage in one-on-one
conversations about everyday life — activities, people, or events children find
interesting. Such environments will include daily reading, extended discourse
(talking or writing), experimentation with reading materials, book talk (discussion of
characters, action, and plot), and dramatic play. In this environment, children have
many opportunities to see how printed words are used for many purposes (Burns,
Griffin & Snow, 1999). They become familiar with print and language, and these are
both integrated into everyday activities. Teachers must strive to create Literacy-rich
environments at school and home to ensure that:

%+ Parents get involved in their children’s literacy development at home and
school.

%+ Various reading and writing materials are available throughout the school
and home for children and adults.

¢+ Adults share their ideas and feelings with children and encourage them to
express themselves.

« Children see adults reading for pleasure and for practical and specific
purposes, such as paying bills or learning about the news.

% Families consider children’s emergent reading and writing to be real,
valuable experiences. They accept children’s efforts without correcting
mistakes or providing direct instruction.

++ Families talk with children about the print they see around them and explain
how it provides information (e.g., signs on buses and streets, labels on food
packages, and coupons).

%+ Teachers provide the experience of group learning and design their
classrooms to encourage reading and writing.

How feasible this is in the socio-economic environments of Sub-Saharan Africa
will depend on policy alignment to the educational needs of the countries concerned.
For example, Ngwaru (2010), recounts the tenuous relations between parents and
school teachers in a study on Literacy practices at home and school (p. 144-5):
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... parents perceived that they had no role to play in the formal schooling of
their children, believing and convinced that this was the sole responsibility of
the school. Similarly, teachers saw parents as having no part to play in the
school believing it was adequate to meet only the Parent Teacher Association.

The East Africa Quality Early Learning (EAQEL) study in Kenya and Uganda
(Ngwaru & Njoroge, 2011) had similar findings when teachers confessed to having
had no clear awareness of the importance of paying attention to details of their
pedagogical practice. The EAQEL study was based on a pedagogical intervention
that trained teachers to prioritize key pedagogical practices in early literacy classes
including critical pedagogy, good preparation for classes, provision of adequate
suitable learning materials, creating conducive learning environments, and taking
interest in learners, among other things. It was found that when teachers embraced
these, pupil participation and learning outcomes improved significantly (Ngwaru &
Njoroge, 2011, p. 28). The EAQEL study demonstrated that when teachers are given
in-school training and embrace improved pedagogies, children were by far more
relaxed and engaged with higher outputs as recounted by one project officer:

The EAQEL Project has registered successes and achievements in the various
outcome areas. On the first outcome (improved teacher practice): most teachers
now go to class more prepared than before the inception of the Project; most
teachers now have schemes of work and lesson plans. The use of the 5 RtL
(Reading to Learn) steps in teaching literacy has resulted in greater mastery of
reading by pupils in lower primary levels. Class 1 pupils can re-tell a story told
to them. They can also read texts with their teachers, identify words outside
texts and write words and sentences in the texts.

Cues from EAQEL illustrated that if teachers invested in making pupils feel
valued, the young learners will genuinely enjoy the learning process and excel as
further evidence came from a report from a Maths class observation.

The Maths lessons went on like a workshop with pupils routinely turning to the
abundant learning materials in the form of counters in sticks, pebbles and plastic
spoons as they solved the problems practically. There was evidence of
understandable enthusiasm, genuine learning practices and constructive
engagement of teacher-learner, learner-content, learner-learner and learner-
learning materials.

In separate classroom observations in Zimbabwe (Ngwaru, 2010) and in Ghana
(Ngwaru & Opoku-Amankwa, 2010) pupils were often found to be subdued and
stranded especially in English as a Second language (ESL) classes. These pupils
revealed how teachers alienated them through selective attention, derogatory
remarks and apparent disregard to professionalism (Ngwaru & Opoku-Amankwa,
2010, p. 295).

Conclusion

While Sub Saharan Africa currently has all the most negative statistics ranging
from poverty, school dropout rates, gender inequalities in school, incidence of HIV
and AIDS and some of the most undemocratic governments of the world, something
can still be done. All these are not likely to go away soon but working towards their
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reduction and complete reversal can begin now with early literacy development and
pedagogical innovations. Children are not only the future of the world, but educated
children are indeed the guarantors of a future that can ensure that the sub-region will
compare to other regions of the world. A child’s ability to learn and to function as a
contributing member of society rests heavily on the development of social
competency and emotional health that begins at birth and is greatly influenced
during the early school years. While governments may see in-school teacher
development programmes as difficult and costly, the benefits will far outweigh the
costs. This paper calls upon governments to value the future of children and families
genuinely to ensure a sustainable future for the countries of the region.
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DESIGNING COOPERATIVE LEARNING IN THE SCIENCE CLASSROOM:
INTEGRATING THE PEER TUTORING SMALL INVESTIGATION GROUP
(PTSIG) WITHIN THE MODEL OF THE SIX MIRRORS OF THE
CLASSROOM MODEL

Abstract

The model of the six mirrors of the classroom and its use in teaching biology in
a cooperative learning mode were implemented in high school classrooms. In this
study we present:

a) The model of the six mirrors of the classroom (MSMC).

b) Cooperative learning settings: 1. The Group Investigation; 2. The Jigsaw
Method; and 3. Peer Tutoring in Small Investigative Groups (PTSIG).

c) Two biology topics: 1. Microorganism; 2. Evolution.

The MSMC examines the processes of a) organization, b) learning tasks, c)
teacher instructional behaviors, d) teachers' communicative behaviors, €) students'
academic performance, and (f) students' social behaviors. Each mirror is described
in terms of five levels of complexity from simple to complex. Both subjects were
taught in Cooperative Leaning Methods: The Jigsaw Method, Group Investigation
(GI) rooted in Dewey's (1927) philosophy, and Peer Tutoring in small Investigative
Groups which is a combination of the Jigsaw method and Group Investigation.

Two biology subjects were instructed through the MSCM and PTSIG: 1)
Microorganisms, learning unit written in Arabic and Hebrew for 9™ grade students
in the STS approach structured around two biological principles: a) the unity of the
life, b) the relationship between structure and function. 2) Evolution, learning unit
for 12" grade students, included topics on Lamarck’s, Darwin’s and neutral theories,
punctuated equilibrium, genetics diversity, natural selection, specialization and
phylogenesis. The paper will include the subjects, research procedure and results.

Key words: Six mirrors of the classroom, cooperative learning, microorganisms, evolution

Introduction

In this study we present:

a) The model of the six mirrors of the classroom (MSMC), developed by Hertz-
Lazarowitz (1992).

b) Three methods of cooperative learning: 1. The Group Investigations (Sharan
& Hertz-Lazarowitz, 1980, 1986); 2. The Jigsaw method (Aronson et al, 1978); and
3. Peer Tutoring in Small Investigative Groups (PTSIG developed by Lazarowitz &
Karsenty, 1990).

¢) Two biology topics: 1. Microorganism (Khalil & Lazarowitz, 2002); 2.
Evolution (Ron & Lazarowitz, 1997), taught at the secondary school level, within
the model of the six mirrors of the classroom (MSMC).
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The Six mirrors of the classroom

The model examines classroom processes and includes six mirrors of the
classroom: (1) organization, (2) learning tasks, (3) teacher instructional behaviours,
(4) teacher communicative behaviours, (5) students' academic performance, and (6)
student social behaviours. Each mirror is described in terms of five levels of
complexity from simple to complex.

The model served as a conceptual framework which guided classroom
observation, in behavioural categories: On task, off task behaviors, level of students'
cooperation in the interaction, and helping and social events which occur in learning.
Teachers were trained to design their classroom environment, and move from
traditional whole classroom instruction to more active and then cooperative learning.
The model and its measures assisted the research by testing the effects of
cooperative learning on students' academic and societal outcomes. The conceptual
dynamics among the six mirrors enabled us to formulate predictions and to analyze a
variety of variables. For example, quality of on-task cooperation as expressed by
content, frequency of in-group communication, and level of reasoning, predicted
academic and societal outcomes. The six mirrors of the traditional classrooms: The
traditional classroom is usually the whole classroom direct teaching (Also called
Frontal or Expository teaching). The observations indicated that physical
organization (Mirror 1) of the traditional classroom is usually perceived as fixed
with little or no movements of students around the room. The Learning tasks (Mirror
2) were presented to the whole class and then, each student tackled the learning task
alone. The teacher communicated with the class as a whole with a high frequency of
lecturing, disciplining, and commenting on negative events in the class (Mirrors 3
and 4).

Research results of the implementation of the MSMC

Classroom structure and dynamics were obtained using video tapes and
observers' coding. Findings indicated that there were differences between traditional
classrooms, where expository teaching was dominant, as compared to active and
cooperative classrooms, with considerable student interaction.

Students' behaviours (Mirrors 5 and 6) were mostly solitary on-task and off-task
activities. Interactive behaviours, which included on-task and off-task and helping
activities, were observed for about 25 percent of the time. Interactions among
students were not initiated by the teacher and in fact, constituted mostly brief
clandestine types of activities.

Developmental observations showed that from first to twelfth grade, students
maintained a stable interactive "on task behaviour” (about 15%), but increased their
"off task™ interactive behaviours. For teachers, an increase in social off-task
interactions was considered a negative outcome, indicating growing discipline
problems and disturbances of the teacher’s classroom management.

The six mirrors of the cooperative learning classroom

In contrast to traditional classrooms, teachers designed their Cooperative
Learning classrooms so that the physical setting (Mirrorl) included 4-5 subsystems
(groups), multiple resources for learning, and considerable movement and contact
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among the groups. Learning tasks (Mirror 2), were divided horizontally, as in a
Jigsaw structure, or vertically and integrated, as in the Group Investigation method.
In the jigsaw method, students are assigned to groups of about 4-6 members, with all
groups working on the same topic. In each group, each member studies a different
section of the topic, and then members from all groups who studied the same section
meet in "expert groups” to discuss their section. Students then return to their groups
and teach their group members about their section. In Group Investigation, students
in the class form groups of 2-6 members, each group chooses a subtopic from the
general topic assigned to the class, and produces a group report. Subsequently, each
group shares its findings with the entire class in the form of presentations and class
discussions. These Cooperative Learning tasks, which involved peer learning and
peer teaching, were designed to increase interdependence and personal as well as
collective responsibility.

The pattern of teacher's communication and instructional behaviours (Mirror 3
and 4) included communication with the whole class for a short period of time, then
with each of the groups as well as with individuals who needed help. The teacher
observed a given group at a time and helped advance the group's discussion to a
higher level. Most of the time teachers were helping, explaining, and giving
feedback to students. Little disciplining took place and only a few negative
comments were heard in the class.

In this context, students engaged quite frequently in interactive, cooperative and
helping behaviours. It was observed that within lively and stimulating group
discussions, peer learning was at a high cognitive level. These descriptions of class
activities and dynamics exemplify how the "anatomy of cooperation” model of the
six mirrors enabled the observation and investigation of academic outcome.

The Jigsaw Method (Aronson et al, 1978)

In The Jigsaw method, the class is divided into small groups of heterogeneous
five students who can treat each other as resources. The learning goals and materials
are structured by the teacher and are divided into independent sub-units which can
be learned separately so that one sub-unit does not depend on the mastery of others.

The jigsaw is composed from two cooperative structures; the jigsaw (5 students
A to E) and the experts group (5 students with the same part 5a, 5b, 5¢, etc.). In the
expert group students master their part and prepare for peer-tutoring, then they
return to the jigsaw group to tutor their teammates and prepare for a test. The
original jigsaw was further extended to jigsaw Il, experts-jigsaw and in jigsaw-
investigative group.

Group Investigation (GI) (Sharan & Hertz-Lazarowitz, 1980, 1986)

Group investigation is rooted in Dewey's (1927) philosophy. Gl integrates four
basic features: investigation, interaction, interpretation and intrinsic motivation.
These features are combined in six stages of the model: 1. The class determines
subtopics and organizes into research groups; 2. Groups plan their investigation; 3.
Groups carry out their investigation; 4. Groups plan their presentations; 5. Groups
make their presentation; 6. Teacher and students evaluate their projects. In Gl the
investigation process is presented in each stage; groups select topics for
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investigation by their interest and curiosity. Thus in the GI classroom groups work
on different, but related topics of investigation. They use a variety of resources to
generate questions, gather information in the investigation and become active in
constructing their knowledge. The teacher is a facilitator, a mentor and a
collaborator in the student's inquiry process (Sharan & Hertz-Lazarowitz, 1980,
1986; Hertz-Lazarowitz & Calderon, 1994).

Peer Tutoring in small Investigative Groups (PTSIG)

The method was developed by Lazarowitz and Karsenty (1990) as a
combination of the Jigsaw method and Group Investigation (Gl). The PTSIG was
experimented on in a secondary school. The method includes the following
structures: The Jigsaw structure for peer-tutoring, and the Gl structure for the expert
counter group. The teacher as a curricula developer, designs the biology related
learning tasks for each sub-unit, as an inquiry-investigative sequence of activities.
Therefore, students work, especially in their expert group, on complex and rich
learning tasks. In their expert-group students read, make observations on the objects
studied and generate questions for laboratory investigative experiments. The tasks
include open questions and biological problems which could be solved only by
using microscopes, preparing slides or performing experiments with other group
members. After they finish their learning tasks in the expert group, they return to
their Jigsaw group for peer tutoring. Usually, the different sub-topics which were
investigated, are presented and discussed within the original Jigsaw group in order
to acquire a general understanding and knowledge of the topics.

The evaluation is based on students' academic products in their expert groups,
and their grades in a test on all the units. The students prepare for the final test with
further reading. The teacher occasionally leads the discussion with the whole class
to organize and conceptualize significant biological concepts. Topics such as the
cells, animal physiology, photosynthesis in higher plants, and evolution are topics
which can be naturally divided into five independent sub-units and can be learned in
a jigsaw investigative method. Teachers-researchers in Israel, have implemented
PTSGI, developed curricula to be used in high-school biology classrooms.

The positive academic and social outcomes of Cooperative Learning are
presented in many writings (Gillis & Ashman, 2003; Hertz-Lazarowitz, 1992, 2005;
Hertz-Lazarowitz & Zelniker, 1995; Lazarowitz & Hertz-Lazarowitz, 1998;
Lazarowitz, 2007; Slavin, 1995; Slavin, Hurley & Chamberlain, 2003).

Two biology subjects instructed through the MSCM.

1. Microorganisms

This learning unit was written in Arabic and Hebrew for 9™ grade Israeli and
Arab students in the STS approach, by Khalil and Lazarowitz, 2002. The learning
unit was structured around two biological principles: a) the unity of the life, and b)
the relationship between structure and function. The following topics were included
in the learning unit: microorganisms and their structure, the physiological processes,
microorganisms’ role in the food web, carbon and nitrogen cycles, food industry,
environment and the level of health society. The problems raised in the unit were
concerned with health issues, environment, microorganisms and drainage
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canalization between neighbourhood villages, allowing students to investigate
achievement in the cognitive and affective domains (attitudes toward environment
preservation, and understanding and peace between people who live close to each
other). The unit helped students to master practical skills in the laboratory work, and
problem solving skills. The learning tasks included individual and small group
instructional settings in classrooms and laboratory work. Students read scientific
essays, watched videos, played group games, went on group trips to observe nature,
visited food industries and searched for information from different sources, internet
and libraries. The learning unit raised students’ motivation by being practical,
connected with daily life and dealing with societal issues. In this manner the
relationship between science, technology, environment and society was emphasized.

The outcomes on the cognitive and affective domains were obtained analyzing
students’ portfolios written while studying in the classroom, in the laboratory and
during their home work. The results show that students improved academic
achievement, developed positive attitudes toward the environment, and understood
the issues related to preservation of nature and its relation to peace (Khalil &
Lazarowitz, 2002; Khalil, Lazarowitz & Hertz-Lazarowitz, 2009).

2. Evolution

In the study conducted by Ron and Lazarowitz (1997) with 12" grade students,
the topic of evolution was taught in an instructional mode of cooperative learning
groups. The topics were; Lamarck’s, Darwin’s and neutral theories, punctuated
equilibrium, genetics diversity, natural selection, specialization and phylogenesis.
The results showed that students’ academic achievement were higher compared with
the control group. The explanation was based on the fact that cooperative learning
facilitates students’ verbal interaction and construction of the knowledge based on
group interaction and cooperation (Ron & Lazarowitz, 1997).

The biology teaching and learning in the classrooms and laboratory work offers
many opportunities for the evaluation and grading procedures, beside the use of the
classical test following the instruction of a unit (Lazarowitz, 2000; Lazarowitz &
Tamir, 1994).

In implementing these methods, a complex and rich teaching and learning
processes are taking place in the classroom. The teacher has to become an engineer
of the learning tasks, and a designer of the physical setting of learning, as the teacher
has to orchestrate instructional and communicative behaviours to produce quality
learning that will maximize the social- academic performance of the students.
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THE EFFECTS OF EDUCATIONAL REFORM

Abstract

Educational reform implies questions of social production and of state
regulation that are the key words in educational reform, education and educational
policies. These reforms are always on the political agenda of countries and involve
international organisms, since education is a vehicle of development for social
progress.

A point of departure is that all reform incorporates a certain level of consensus
on the part of the actors involved, but that would be an ideal which rarely occurs,
and then only when there is a national or regional vision.

Introduction

The objective of educational reform is to fulfil the world-wide commitments
made on the subject of the education. When speaking of the educational reform,
reference is often made to changes and transformations in the scholastic system in
relation to such factors as educational philosophy, student policy, curriculum,
pedagogy, didactics, organization, management, financing and links with national
development in this century, the consensuses that the prime purpose of education is
care for and improve holistic education in early childhood, especially for the most
vulnerable and underprivileged children, and to guarantee access to free, compulsory
and high quality education.

The present document attempts to review some reflections made by the
researchers, and by teachers, on some aspects of the dynamics established to take
address the educational challenges at present in our country, recognising among
them some facilitating aspects and some obstructive aspects, which in turn affect the
course of reform in Mexico and Latin America.

Educational Reform

Within the field of education, reforms of education are undoubtedly one of the
most complex and controversial subjects, because of the effects that they generate in
the societies and countries where they take place. Nevertheless, this situation makes
it possible to investigate the reasons why such reforms generate substantial changes
in the school systems where they are applied. The present study takes as its object
the analysis of great educational reforms across the world in order to relate some of
the main lines of development: when the curricular design is changed and the
consequent curricula; when the system as a whole is modernised, imposing more
agile and effective dynamic for institutional operation; when decentralizing the
central bureaucracy; when an attempt is made to raise the general quality of
education, in order to improve the academic yield of students and reduce school
failure; when an attempt is made to adapt educational formation to the demands of
the labour market; when changes in pedagogical styles are introduced for
educational reasons; when there is a wish to transform the institutional cultures of
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the schools; when the intention is to improve the organization and institutional
management of schools.

It is not possible to avoid the fact that the reforms arise in a historical, social,
economic, and political context. Consequently, it is important to consider this when
designing, implementing, evaluating or analyzing reforms. For Popkewitz (2002),
educational reforms imply questions of social production and state regulation, which
they in turn “construct”. Reforms, then, depend on a discourse that often remains
hidden, or implicit, and that determines our way of looking at the school world;
visions that produce social values and relationships of power that are not neutral.

The purpose of educational reforms is to transform school structures with the
aim of raising the quality of education in a country.

Reforms and Their Objectives

Educational reforms deserve a holistic examination of their reasons, objectives,
application and results generated, by those within the school systems where they are
implemented. These reforms are always on the political agenda of countries and the
international organisations involved in their design and application, in relation to
one view of development and the world-wide conception of education. Nobody
would deny the strategic nature of education as a vehicle for development and social
progress. World-wide discussion of the subject does not focus on this point, but on
the effects and results of reform in terms of policies of economic and social
development, as well as on implementation, financing, quality and effectiveness
which is desired by all the actors involved in this transforming vision.

This contribution is developed from a review of the policies, continental
programmes and realities that are necessary to understand the present situation and
to glimpse future of reforms in the education of present century.

It is important to understand the object or intention of the educational reform,
which normally focuses on certain common factors such as quality, access, equality
of opportunity, finance, management, effectiveness, efficiency and competitiveness
in the school systems of primary, secondary, tertiary and non-university education.
In the same way, it is important to understand the type or model of reform according
to the intention that drives these processes at the regional or global level, adding to
the complexity of implementation, and generating barriers that can prevent the
attainment of goals. In this context, a number of authors have worked on these
questions.

And finally, reforms that originate in or are influenced by the world-wide
consensus on education generate educational products that somehow eclipse the
degree of success or failure of these reforms in a particular framework of frame and
management.

When speaking of educational reform, one speaks of changes and
transformations in the school system involving such factors as educational
philosophy, student policies, curriculum, pedagogy, didactics, organization,
management, finance, and their links with the development of the nations.

In relation to this last point, the world-wide consensus around the reforms of the
education and their links to development is almost total, and influenced all
educational reforms in the twentieth century. This is confirmed by the consensual
nature of many of the relevant treaties relating to education, including the Universal
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Declaration of Human Rights, the Convention on the Rights of the Child, the World-
wide Declaration on Education for All (Jomtien, 1990), the World Summit for
Children (1990), the Conference on Environment and Development (1992), the
World Conference on Human Rights (1993), the World Conference on Special
Needs Education: Access and Quality (1994), the International Conference on
Population and Development (1994), the World Summit for Social Development
(1995), the Fourth World Conference on Women (1995), the Mid-Decade Meeting
of the International Consultative Forum on Education for All (1996), the
International Conference on the Adult Education (1997) and the International
Conference on Child Labour (1997) (UNESCO, 2010).

In the twenty first century, this world-wide consensus on lifelong education
continues as can be seen in the Dakar Framework for Action on Education for All,
and the Millennium Declaration and Millennium Development Goals in the year
2000.

These agreements on education were promoted by international organisations as
a unifying focus for educational policies directed to all the regions of the planet, but
were directly addressed mainly to the developing countries, because of their lack of
organisation and funding — among other things.

From the point of view of the developed countries, these reforms unfolded with
more autonomy because of the interests these states had and the social pressures of
educational actors in these nations. These demands were taken up with certain
effectiveness due to the strength of their school systems that could respond to such
pressures appropriately to the needs of the prevailing economic system, which saw
education as a vehicle for the development (Mifiana, 2000).

The Causes and Origins of Educational Reforms

Among the processes of transformation that result from routine actions of the
actors in education, a differentiated situation emerged. On the one hand, some
institutions began to develop a process of developing greater institutional autonomy,
as a result of which they began to make decisions about curricular and educational
aspects, that in some cases can be described as producers of quality and fairness. On
the other, a perhaps greater number of institutions consolidated traditional styles of
operation that ritualised the fulfilment of activities, and lost any sense of their
purpose, contributing to the deterioration of quality.

Nevertheless, and in spite of variety of circumstances, it would seem that in all
the countries of Latin America it is the nation states that they are causing,
articulating, leading and determining the new processes of regulation and
configuration of educational systems in the form they have maintained over time.
The industrialists and other actors in the sector are more influential than the
politicians who propose reforms in an erratic and discontinuous cycle: at certain
times they worry and they occupy themselves with educational issues, while at
others, they ignore the initiatives and cannot be bothered to delegate.

In spite of this, in these countries there is also a clear consensus that considers
reform to be necessary to adapt educational structures and school management to
sustainable development and the strengthening of socio-economic conditions in the
region through quality education for all.
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Conclusions

It is no easy task to determine the extent of effectiveness of educational reforms
in the world. Each country has its successes and failures in these reforms.
Nevertheless some efforts have been made to evaluate the outcomes of reform
internationally from a qualitative/quantitative perspective. It is believed that to
evaluate this process, one should start from some of the most important outcomes,
starting from the goals that have been set in international accords, as well as of the
main benefits of school reform, which are on a par with the socially accepted
indicators proposed by each country involved.

In this sense, the agreements of the 1990s allocated the dominant role to primary
education in the development of nations. The results obtained depended upon the
circumstances and the difficulties faced on each continent. Nevertheless, the
objectives drawn up in the declaration of Education for All were partly fulfilled.

The strengthening of the belief that the fundamental basis for development is
education is even clearer. In the poor countries, this commitment is still greater,
since for historical, cultural, political and economic reasons, the educational reforms
are so swamped in complexity, that the expected benefits of achieving the goals
established in the global consensus on education is only now bearing fruit. The
commitment continues, and everybody needs to make an effort.
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INTERACTIONS BETWEEN VOCATIONAL EDUCATION AND TRAINING
AND THE LABOUR MARKET IN EUROPE: A CASE STUDY OF
IRELAND’S FORMALISED FEEDBACK MECHANISMS

Abstract

The work reported in this paper is part of a large European study commissioned
by the Centre for the Development of VVocational Training (Cedefop) which explores
interactions between the labour market and vocational education and training as well
as up-dates the content Initial Vocational Education and Training (IVET) provision
in 15 European countries in the study. This paper presents the interactions between
VET and the labour market in the Republic of Ireland. The paper examines the
nature of VET system, the feedback mechanisms and the characterisation of the
feedback loops in Ireland’s VET system. The paper concludes with a highlight of
the significant features of the interactions between VET and the labour market.

Keywords: VET, Labour market, feedback mechanisms, feedback loops, Europe

The nature of Ireland VET system

Ireland operates a coordinated vocational education and training system in the
context of coordinated market economy. The key elements of the coordination are
the national government and the social partners — such as the Irish Business and
Employers Confederation, the Construction Industry Confederation and the trade
unions, who are members of the Irish Congress of Trade Unions. Parties in this
partnership work together to shape the country’s social and economic developments
in particular issues relating to the labour market and education and training. The
partnership agreements are encapsulated in a rolling national programme for
economic and social developments. The system of national partnership is essential
for the realisation of the objectives of the National Reform Programme (NRP) that
sets out a three yearly plan on how the government aims to meet the European
Commission’s Employment Guidelines as set out in the Lisbon Strategy. The
current NRP articulates how Ireland intends to achieve a sustainable high level of
employment, adequate supply of labour to meet the demand of the economy, as well
as the national efforts to improve education and training. Although, a system of
social partnership has been in place since 1987, the current partnership agreement,
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which runs from 2006-2016 faces a challenging time more so since December 2009
when the Irish Business and Employers Confederation (IBEC) decided to withdraw
from the agreement in the face of the most severe economic recession in Irish
modern history. IBEC’s decision has raised questions about the employers’
commitment to skills acquisition as a driver of competitiveness and equity. The
population of Ireland is small and as such, the country has no strong regional VET
authority; but there is a strong representation of the state at the local and city levels
through the 33 vocational education committees (VECs). VECs are statutory local
education authorities with  responsibility for among other things vocational
educational training and the implementation of VET programmes. FAS, the National
Training and Employment Authority, deliver initial VET locally through 23 VEC
training centres across the country. The social partners are represented within the
structure of the national partnership system. However, the role of the social partners
in vocational training is narrow and limited, in most cases, to industrial training,
hotel and hospitality training, HR and a few others.

Overview of VET system and pathways

There is no single ‘one-stop” VET policy in Ireland as different policy aspects
fall under different ministries (Ogunleye, 2011). The Department of Education and
Science has responsibility for school-based vocational education while the labour
market authorities, led by the Department of Enterprise, Trade and Employment,
have responsibility for vocational training system. As a result, figures for VET
participation are not easily delineated. VET participation at lower secondary level
are limited to Youthreach programme delivered in vocational education centres and
Young Traveller Programme delivered in Travellers training centres. VET
participation by youngsters in upper secondary level education represents a third of
the total students. The age of participants in upper secondary education ranges from
16 to 18 years. The apprenticeship system is 100% vocational and managed by FAS,
the National Training and Employment Authority, with the support of the
government, employers and the trade unions under the umbrella of the National
Apprenticeship Advisory Committee. Minimum age for participation is 16 years.

VET in Ireland is an open system because it interacts with other pathways in the
education system. At lower secondary level, the main IVET programme relates to:
Youthreach, which provides integrated education, training and work experience for
youngsters, aged 16 to 21 who have left school early without qualifications or
vocational training. The Youthreach programmes are managed locally by VECs and
regionally by FAS. Successful completion leads to progression onto the Junior
Certificate or LCAP. At upper secondary level: There is a two-year school based
full-time course for students on the Leaving Certificate Vocational Programme.
LCVP is 100% school-based; LCVP provides students with qualifications for
employment and for pursuing further studies including third level education and self
employment (Refnet, 2009). There is also a two-year school based full-time course
for students on the Leaving Certificate Applied Programme (LCAP). LCAP is
considered more vocationally oriented than LCVP as it integrates learning from a
variety of contexts — including practical and non-practical modules. Many secondary
level schools also offer Post-Leaving Certificate VET courses for school leavers
who might want to upgrade their qualifications or further their studies. PLC is
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designed to enhance participants’ employability (Government of Ireland, 2011).
PLC is one of the largest full-time further education programmes in Ireland offering
over 1000 courses in 60 disciplines, delivering in 213 centres in schools and
colleges (OECD, 2010).

Overview of formalised feedback mechanisms

At the level of lower and upper secondary vocational education, Minister for
Education and Skills determines the curriculum on the advice of the National
Council for Curriculum and Assessment (NCCA), a statutory body. However, the
curriculum for each apprenticeship programme has to be agreed with the requisite
industry. The apprenticeship scheme is outside the remit of NCCA. The Economic
and Social Research Institute and FAS, the National Training and Employment
Authority, are leaders in Ireland in forecasting labour market skills demand and
anticipation. The Expert Group on Future Skills Needs (EGFSN) advises the
Government on current and future skills needs of the economy. EGFSN ensures that
labour market needs for skilled workers are anticipated and met (Forfas, 2012). The
Expert Group is made up of FAS’ Skills and Labour Market Unit (SLMU), and the
Economic and Social Research Institute (ESRI). The National Qualifications
Authority of Ireland (NQAI) has responsibility for developing and maintaining
qualification standards covering for all awards from initial schooling to further
education and training through the National Framework of Qualifications. NQAI is
an agency of the Department of Education and Skills and the Department of
Enterprise, Trade and Innovation. NQAI decision-making organ is composed of 9
members including representatives of the government, Irish Business and Employers
Confederation, Irish Congress of Trade Unions, Higher Education and Training
Awards Council, and Further education and Training Awards Council. 33
Vocational Educational Committees — the statutory local authorities that run
vocational schools/centres in 27 counties and in urban areas across the country;
VECs have administrative  responsibility —over  publicly-funded VET
programmes/courses including the Youthreach programmes. The Youthreach
programme is operated regionally by FAS. Schools have the responsibility for
students’ learning arrangement — they have responsibility for offering and delivering
IVET courses/programmes.

Characterisations of formal feedback loop
Assessing Demand

The Economic and Social Research Institute (ESRI) and FAS, the National
Training and Employment Authority, are leaders in Ireland in forecasting labour
market skills demand and anticipation. The forecast provides an indication of how
the occupational composition of the workforce would change via-a-vis a change in
the performance of global and domestic economy over a medium term (Behan &
Shally, 2010). The forecast identify likely developments in the labour market at
occupational level, point to the likely change in skills requirements of the economy
over a medium term, then use the output to inform policies on education and training
and the labour market. The forecasting method used is based on a specially designed
ESRI macro-economic model of 10 economic sectors. These sectoral economic
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forecasts are then disaggregated into ESRI/FAS sectors which are then used as a
basis for projecting 20 more detailed employment sub sectors. The latter process is
repeated and used to make employment forecast in 43 occupations. The third layer
of the forecast relates to occupational employment forecast by education level and
occupational employment forecast by gender. A periodic report Manpower
forecasting is published jointly by ESRI and FAS. The primary purpose of the
Manpower forecasting series is to make detailed forecasts for the sectoral and
occupational structure of the Irish labour market over the medium term, to inform
education and training, the labour market and career guidance advisor.

Occupational standards

The Expert Group on Future Skills Needs (EGFSN) which advises the
Government on current and future skills needs of the economy, make use of the
research on the labour market needs for skilled workers published jointly by FAS,
the National Training and Employment Authority, the Economic and Social
Research Institute (ESRI). The government, through the State Examinations
Commission (SEC), ensures that research on skills requirements feed into IVET
curriculum delivery and assessment at upper secondary school programmes such as
LCAP and LCAP. The National Council for Curriculum and Assessment (NCCA)
carries out a rolling review of the syllabi for Leaving Certificate subjects and new
subjects including vocational subjects are being added to meet learners’ need.

National qualification structure feedback loop

The National Framework of Qualifications (NFQ) operates a single structure
mechanism for recognising — including co-ordinating and comparing — all education
and training awards. The framework facilitates progression and mobility for all
learners. The NFQ is also a system of ten levels, covering all awards — from
compulsory schooling, further training to university education up to doctorate
degrees: For example, the State develops school curricula which forms the basis of
second level secondary school qualifications such as LCVP and LCAP; and
representatives of the social partners and FAS input into/determine other second
level qualifications awarded to youngsters who have successfully completed the
apprenticeship scheme.

Curriculum development

The State through the Minister for Education and Skills centrally determines
school curriculum. In practice the National Council for Curriculum and Assessment
advises the Minister on matters relating to curriculum development. Although the
national curriculum sets out what is to be taught and how the particular subject is to
be taught and assessed, each school adds it own particular character to it. For
example, a school can adapt the curriculum to suite its own needs and could also
determine the learning materials or text books to be used for learning. At upper
secondary level, learners are prepared for LCP, LCVP and LCAP. Although the
curriculum is set nationally, any school that intends to participate in LCVP will be
required to state its reasons for wanting to participate in the programme, as well as
what the programme aims, objectives and outcomes would be. Representatives of
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the social partners and government (through FAS) determine and approve curricula
for those on apprentices.

Variations of feedback mechanisms at the regional/local level

The National Training and Employment Authority, FAS’ Employment Services
operate in all the 8 regions of the country through a regional and local network of 66
offices and 20 training centres across Ireland. The Employment Services match
information on demand and supply in the labour market at occupational, local and
regional levels through its recruitment service to jobseekers and employers and also
through its support and advisory service for industry and community enterprises
providing information on skills and competences on new entrants into the labour
market. Employers have a legal obligation to report vacancies as they arise to the
Employment Services which then match jobseekers to reported vacancies.

The government has responded to the current economic recession in a number
of ways including the use of EGFSN and FAS facilities — initiatives based on
occupational needs are common in certain regions and local areas. For example, in
terms of unemployment, the current recession has affected craftspeople and manual
workers the most — currently more than 25% of the people in this sector are
unemployed, compared with less that 5% for professional occupation (Refnet,
2010). FAS has worked with large employers to minimise the impact of
redundancies on this category of workers (the agency has agreements with a number
of large companies in the sector to increase the number of the apprentices).
Additional training and employment opportunities were developed to ensure that
those who have been made redundant are re-skilled to facilitate their return to the
labour market. FAS has also reviewed its training requirements to ensure that its
provision respond adequately to the need of the labour market during recession.
Those recently made redundant were also offered enhanced Technical Employment
Support Grant (TESG) to speed up their re-entry into the labour market. The grant is
a short term financial assistance designed to help with job search but could also be
used for short term training. FESG is also targeted at those unemployed people
facing acute difficulties in entering or re-entering the labour market. To help people
with low skills that were recently made redundant back into work, the government
has increased places on the FAS evening courses.

Interaction of feedback mechanisms with institutional settings

The National Partnership Agreements which involves the government and social
partners also applied regionally and locally. The current agreement — Towards 2016
— which was drawn up in 2009 applies to local and regional industrial and
occupational situations. Both the government and the social partners agreed on
social and economic developments including policies on pay, education and
training. They also agreed on the need to raise the level of workplace learning as a
response to the current economic recession in Ireland. The National Training Fund
(NTF) provides another forum for government and social partners through which
VET provision in Ireland is shaped. The NTF forum ensures that the social partners
— employers and trade unions — are consulted on fund allocations for skills training
particularly for the employed. Members of the trade unions as do members of the
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Irish Business and Employers Confederation and Irish Small and Medium-sized
Enterprises and Construction Industry Federation across the country receive
financial incentives to engage in training courses and programme to improve their
skills and competences. This is in addition to training that these organisations
provided to their members. Irish Congress of Trade Unions, for instance, works with
the adult education provider, People’s College, to offer non job-related training —
including basic education and personal development — to members. The congress
also operates a network of training centres specifically for unemployed workers
seeking to re-train or to up-grade their skills.

Conclusion

Ireland faces a most severe economic recession in a generation. Part of the
Government response, as set out its National Reform Programme includes:
articulating how Ireland intends to achieve a sustainable high level of employment,
adequate supply of labour to meet the demand of the economy, as well as a national
effort to improve education and training; increasing progression of and the
expansion of Post Leaving Certificate for secondary school leavers who might want
to progress into third-level (higher education) VET programme; a legal requirement
that all VET programmes must have provision for access, transfer and mobility; the
establishment of the Expert Group on Future Skills Needs (EGFSN) to adviser the
Government and current and future needs to the economy. The EGFSN works with
FAS, the National Training Authority. FAS provides Employment Services that
match information on demand and supply in the labour market at occupational, local
and regional levels. Employers report vacancies to FAS which are then matched
with vacancies in its database; action Plans for Jobs aimed to get 100,000
unemployed people into work by 2014 and 2 million people into work by the year
2020; the development of new VET provision to respond to sectoral or occupational
new skills demand identified in the labour market, particularly in science and
technology education — for example, FAS has developed new curricula and
introduced new training programmes in a number of industries and sectors including
Bio-Pharmaceutical industry, the Sustainable Energy sector and the Financial
Services sector.
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AT THE INTERSECTIONS OF RESISTANCE: TURKISH IMMIGRANT
WOMEN IN GERMAN SCHOOLS

Abstract

This paper focuses on two main guiding questions: first, what are the
experiences of Turkish women in the German educational system; second, to what
extent do state policies, cultural pressure, and personal choice influence the decision
to pursue higher education? Using intersectionality as a methodology, this paper
elucidates how women navigate the educational system to reduce educational and
social marginalization. These main topics are explored through document and
cultural artifact analysis and semi-structured interviews with women of Turkish
descent in Berlin. Results of this study reveal that, far from the reductionist view
often held of the Turkish female population in Germany, which places them as
victims of an oppressive and traditionally patriarchal culture, each woman provided
unique perspectives on educational achievement, gendered family dynamics, and
their self-identification.

Introduction

In the early 1960s we brought the guest workers to Germany. Now they’re
living with us. ... Of course the multicultural approach -- living side by side,
being happy with each other -- this approach has failed, utterly. (Merkel, in
Helmy, 2010, para. 2)

Angela Merkel’s 2010 speech to members of her conservative Christian
Democrat party (CDU) highlights the tenuous relationship with cultural differences
in Germany society which the government continues to have, despite the Turkish
population having been in Germany for more than 50 years. In 1998, over ten years
before Merkel’s speech, when the country was precariously perched on the threshold
of new citizenship laws, Zafer Senocak, a popular writer of Turkish descent, offered
reflections on the state of Turkish-German relations in an article entitled “Aber das
Herz schlégt noch tlrkisch” (“But the heart still beats Turkish”):

Even after forty years of continuous immigration, Germany still clings to the
illusion that it’s not an immigration country, that the multicultural society is a
condition that one can magically vanish with a few pithy slogans...Germans and
Turks in Germany have come closer to each other than people think. All the
problems that are currently associated with the failure of multicultural society
have to do with this closeness and with the realization that this closeness is not
necessarily accompanied by the disappearance and assimilation of all that is
foreign. (Senocak, 1998, p. 1)

While Merkel asserts integration attempts under an agenda of multiculturalism
have failed in large part because of immigrants’ reluctance to adapt to and adopt
German culture and values, Senocak states that the nation cannot both maintain its
stance of being a non-immigration country and attempt to adopt the philosophy of
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multiculturalism. The tension between these perspectives underscores the
ambivalence of the nation-state towards their minority populations and illuminates
the marked silence of the Turkish women’s voices that are excluded from these
conversations.

The absence of women of Turkish descent within the German context is
apparent not just in the academic literature but also the highly-regimented and
tracked German educational system. Although more than 50 years after the arrival of
the first Turkish guest worker, educational inequality continues to be rampant, with
rates of second-generation immigrants as low as 3.3% in German universities
(Schittenhelm, 2009). Often the higher education training females of Turkish
descent receive is through vocational training, which itself is highly-gendered and
tracks women into jobs that have a high risk of unemployment and are vulnerable to
market trends. While the government, through its 2005 Immigration and Integration
Law, has officially taken the stance that it is the onus of the immigrant to integrate
by learning German and by parents enforcing the importance of education for their
children, others maintain that Germany’s program is one of assimilation rather than
integration and that the educational underachievement is due to structural
deficiencies, not the deficiencies of the immigrant population.

Method and Methodology

Guided by these tensions, this research has two main foci: first, the ways in
which Turkish women’s educational experiences were guided by (positively or
negatively) personal choice, cultural pressures, and educational policies and
immigration laws that were passed as the state and national level, and second, if an
analysis of documents and cultural artifacts parallel or diverge from the individual
narratives. Framed by intersectionality as the methodology, this paper explores
overlapping categories of identity to examine the ways in which gender, ethnicity,
culture, immigrant status, and religion converge in particular ways to influence
women’s educational attainment. Intersectionality as methodology enables an
examination of the interplay between multiple categories of identity which work to
construct particular experiences. Here, the use of intersectionality in also takes
social, historical, and political contexts into account, offering a more textured
analysis of the lived experiences of Turkish women in the German educational
system.

In-depth semi-structured interviews were conducted with five women who were
connected to two different women’s organizations in Berlin. Four of the women
were of Turkish descent and had at least one parent who identified as a guest
worker. | identified Fatma, a social worker and the first woman | interviewed, as an
informal gatekeeper; once | conducted my initial interview with her, she contacted a
number of other women within her association and at other organizations in Berlin
to invite them to participate in the study. The interviews illuminate how macro
structures and policies have affected educational achievement and analyses of
educational policies, newspaper articles, election campaign platforms, and Turkish
hip-hop and poetry provide a triangulation and a contextualization of women’s
individual accounts.
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Discussion of Findings

While research on the educational inequalities within the German educational
system is extensive, little data and academic research exists on the ways in which
this affects women of Turkish descent or their navigation of the educational system
(Alba et al., 1998; Auernheimer, 2006; Crul & Schneider, 2009; von Below, 1997).
Four emerging themes were identified from the women’s interview data: laying
claims to belonging; the use and significance of language; retrospective attitudes
toward educational experiences; and gendered cultural identity. Each woman spoke
to these themes in unique ways, revealing their educational experiences counter the
dominant narrative of Turkish immigrant women as ‘reluctant immigrants’. Through
their emphasis on the importance of education and language acquisition, their self-
identification which pushes the boundaries of citizenship and the nation-state, and
the how they make sense of their own educational attainment, these women present
direct contradictions to the discourse that faults immigrant for the failure of the
multicultural project in Germany.

The Turkish immigrant women interviewed regarded education and German
language acquisition as an integral and vital part of their and their children’s
economic and social advancement in Germany. This extends previous qualitative
studies conducted with immigrant women in Germany which found that education
was viewed as central to their success; however, the women also confronted
extremely difficult roadblocks to attaining the education they wanted (Erel, 2003;
Mandel, 2008; Schittenhelm, 2009). Although Fatma, who came to Berlin to attend
college and become a social worker, indicated she and her father had constant
struggles due to her insistence on pursuing and completing her university education
rather than joining him in Germany with the goal of finding immediate work, she
and the other women indicated financial, emotional, and practical support from their
parents and siblings.

The critiques of educational achievement fell largely on the German educational
system which, because of the women’s immigrant status or language capabilities,
tracked them into lower educational tracks with little opportunity for advancement
or placed them in Turkish-German schools where the teachers were from Turkey
and the entire school population consisted of the children of Turkish guest workers,
paralleling existing literature regarding the German educational system’s function as
a sorting mechanism to maintain the educational status quo (Auernheimer, 2006;
Duru-Bellat et al., 2008; Faas, 2008). Lale’s, the child of two guest workers,
educational narrative speaks to discrepancies between official discourse which
places the onus on the individual immigrant and what is occurring at the individual
level:

They always say, both in school and in politics, regardless of whatever topic
they’re discussing, ‘the parents, the parents, the parents’ are bad or they’re
migrant children and that’s why, but [my experiences] can’t confirm that! | was
here, and my parents could read, write, etc, but 1 was in Turkey with my
grandparents and they couldn’t read, write, or speak [Turkish]. Despite this, |
always received very good grades. | believe that school is more important than
where one’s family comes from. And that [what is said in schools and politics]
is false and it stinks a little of racism.
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This quote exemplifies the complexities of the relationship between educational
policies which target immigrant children, official discourse about the state of
immigrant children in German schools, and the individual experience of the
daughter of a Turkish guest worker who, despite being a non-native speaker and
being placed on a non-university track, still achieves a university education. Lale’s
experiences parallel other accounts from Turkish women in the German educational
system and exemplify the need for an intersectionality approach to adequately
identify and describe the ways in which state structures both maintain and construct
power relations even at the level of the individual student (Mandel, 2008;
Schittenhelm, 2008).

Limitations and Trends for Future Research

This research provides preliminary evidence that Turkish women’s individual
educational experiences counter the commonly-held conception of the Turkish
woman as the ‘reluctant immigrant’ who refuses to learn German or further her
educational attainment. These women’s narratives reveal active participation within
the educational system and an emphasis on educational attainment and language
acquisition which spans at multiple generations. Limitations include a small number
of participants and the short time in the field. These aspects have limited the
research, but should be seen as opportunities for future lines of inquiry, particularly
how this approach can be used with immigrant populations in other contexts;
additionally, because this is the first time this line of inquiry has been taken up
specifically through an intersectionality approach, the direction of this research can
be used as a guide for future projects.

While | chose to employ in-depth interviews with a small group of women to
adequately capture the individual effects of educational policies, the women |
interviewed were connected to organizations which worked to empower immigrant
female populations in Berlin; this connection to organizations which celebrate
women’s heritage and work to increase self-esteem played a role in the kinds of
experiences these women had. Children of guest workers born in and educated in
Turkey, the Turkish women (excluding Yesim) occupied a unique status as the 1 %
immigrant generation. Having received education in both Turkey and Germany, this
‘in-between’ generation can offer a comparative educational reflection in ways
which guest workers and children born in Germany cannot. Including participants
with these traits will enable the researcher to more fully examine the intersections of
ethnicity, social class, gender, and immigrant status (Mahalingam et al., 2008).

Three significant trends emerged from the interview data which also point to
future paths for continuing research with the Turkish women’s population in
Germany. First, there was a positive correlation between women’s educational
attainment and their level of dissatisfaction with the educational system, such that
the higher the level of education completed by the women, the more likely they were
to critique both their own experiences and the current state of the educational system
in regards to students of migrant background. Contrary to my expectation that
women who had achieved higher educational attainment would be more invested in
the system and thus have a more positive outlook towards Germany’s education, |
found the opposite to be true. Future research should consider whether longer
exposure to the inequalities in the German educational system is correlated to the
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women’s dissatisfaction and resistance. Institutes of higher education, including
resources offered to Turkish and other minority students, should be examined to
trace possible links between the women’s dissatisfaction and the ways in which the
universities constructed their educational experiences.

Second, each woman made explicit the ways in which educational attainment
and language acquisition were linked cross-generationally, not just between
themselves and their children but also between their own parents and siblings. This
cross-generational linkage is worthy of note for two reasons: first, the women |
interviewed indicated their parents were largely uneducated, with many of them
completing their formal schooling in Turkey before the sixth grade; and second, the
women indicated that the motivation to pursue German language acquisition and
higher education did not stem from their experiences in Germany but rather from
Turkey. Future research should include in-depth interviews with different
generations of women within families to trace this trend and more fully describe the
ways in which it plays a role in the educational attainment of Turkish women in
German schools.

The third unexplored trend to emerge from this dissertation involves the central
role of the organizations in the lives of the women | interviewed. While most of the
women | spoke with worked within the respective organizations in some capacity
(providing social services, tutoring assistance, and general administrative services),
some had been connected to similar organizations while they were still in school.
According to Erel (2003), women’s roles within their communities are often
constructed around their identities as mothers and wives, thus only “in relation to
and depending on men” (p. 160). Organizations which cater exclusively to the
female population, such as the two | worked with in Berlin, force a reimagination of
the gendered constructions of identity and stretch the common conception of an
ethnicized female immigrant. Educated female role models of similar cultural
backgrounds could provide young students with motivation to pursue higher
education; further research could support this hypothesis.

Conclusion

What factors have led to the educational attainment of Turkish immigrant
women in the German educational system and how have they navigated the socially-
constructed categories of Turkishness and Germanness? These women’s individual
definitions of belonging, significance they place on language acquisition and
education, and their gendered cultural identity dispel the dominant classification of
Turkish women as reluctant immigrants who maintain social, cultural, and
educational distance from German society. Far from the reductionist view often held
of the Turkish female population in Germany, which places them as victims of an
oppressive and traditionally patriarchal culture, each woman provided unique
perspectives on educational achievement, gendered family dynamics, and their self-
identification (Erel, 2003). Taken holistically, the findings in this research provide a
critical lens into the complex and often misunderstood educational experiences of
Turkish immigrant women in Germany.

The results are not simply about affirming Turkish women’s continued
underrepresentation in the German educational system; rather, they engage women’s
voices to reveal the outcomes of their educational situations and foster of an
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understanding of their particular ways each woman constructed a unique agency to
combat the imposition of identity. The most important result to emerge from the
data is that the women themselves never identifies as oppressed or victimized;
surprisingly, those who expressed frustration with the system and who offered the
most critique were the women who had completed a university education. Although
the women who had finished formal schooling in 10" grade were less critical of the
educational system, they surprised me with the amount of agency they held. Yesim
felt empowered by her assertion that she and her family were successfully socially
integrated into German society, while Ayse’s sense of agency within her Turkish
community was directly connected to the work she did with the Turkish women’s
organization. While | expected the women with whom | spoke to feel largely
isolated, marginalized, and hesitant to identify in any way with the Berliner society,
each woman expressed her sense of belonging as being explicitly tied to being a
particular type of Berliner, a kind of hybrid self-reclamation of identity far from the
idea of the Turkish woman as a reluctant immigrant.

In the end, this dissertation issues a challenge to those who pursue research with
populations who have been traditionally underrepresented (and misrepresented) by
the dominant discourse in their society and by academic discussions which render
such populations one-dimensional and static. An approach which includes voices
that have been silenced is critical to both understanding the complexities of the
issues and seeking to change them. This challenge can be felt in the women’s words
below:

With our work we are building bridges between the female migrants and
German society. We overcome barriers that impede our access to our rights and
to regular services... and they make it clear that here in Berlin there are too few
migrant- and women-specific facilities and services! (Forum Berliner
Migrantinnen Projekte, 2009, p. 31)
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INTELLECTUAL CAPITAL IMPORT FOR THE BENEFIT OF HIGHER
EDUCATION

Abstract

The article explores the role of intellectual capital in the development of higher
education system. The description of economic and marketing values of intellectual
capital demonstrates its importance for an institution’s establishing in education
market. Import and export of intellectual capital is a reality of globalisation
processes, and it is considered to be of great importance in the economy of a
knowledge society. However, its accounting does not allow to evaluate qualitative
changes in higher education system. A research in the recent history of Latvian
higher education after regaining of independence gave us an opportunity to discover:
what were the patterns of importing the intellectual capital; what were the elements
of change, or new beginnings generated by imported intellectual capital; and how
sustainable were these changes and beginnings.

Introduction

Intellectual capital is the amount of individual or collective knowledge which
can be used to create other forms of capital or increase their value. In higher
education it determines the competitiveness of higher education institutions. The
intellectual capital is comprised of non-material values which secure vitality and
unigueness of the institution.

Higher education establishments sell a product (the degree to be earned) and
services (teaching and learning, socialising, goods sold on campus) as accessories
developed to increase its expected and true value. If the quality of services is
increased - the quality of education product itself is higher evaluated by the client.
The degree earned can be considered a token of documented study experience at this
particular higher education establishment, which in turn allows the higher education
establishment to look forward to a positive cooperation with the graduate in future
(by getting other potential students interested in enjoying an identical experience
etc.). Students are the outcome of education and at the same time they are consumers
of education as a product. These clients demand a good price, a good value to be
gained and a good product in terms of the study experience. For this reason it is
crucially important to provide an appropriate level of intellectual capital in the
higher education institution where its human capital is being ceaselessly maintained
both by achieving personal development and securing development and introduction
of innovations in the area of arts or sciences represented.

Economic characteristics of intellectual capital

Already some time ago the classical economists (Schumpeter, 1943) concluded
that innovation is not just an important phenomenon but the primary driver of
economic growth. Competitiveness of an economy is characterised mainly by two
factors: the technological level and the qualifications of personnel, which determine
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productivity and quality of the product as well as costs. Development and
reproduction of the innovative environment is determined by the triangle: education
— science — economy. The intellectual capital strategy (ICS) secures a regular,
effective and systematic exploration, management and assessment of intellectual
capital.

The overall development strategy of the higher education institution is effective
provided that it is developed based on the interplay of its business plan, ICS and
marketing plan. Traditionally human capital, structural capital and relationship
capital are seen as the components of the intellectual capital (Stewart, 1998). The
human capital in the higher education establishment is knowledge which its human
resources (academic and administrative personnel) have; the structural capital is
knowledge which remains within the higher education establishment irrespective of
turnover of human capital (legally secured intellectual property, data bases, system,
procedures, organisational chart etc.); the relationship capital comprises resources of
external relationships which involve the higher education establishment in various
ways (internal and external clients; parents of students, sponsors, cooperation
partners, state and non-government organisations etc.)

It has to be recognised that the evaluation of intellectual capital is insufficiently
incorporated in the academic management of higher education establishments and
also — a unified model of intellectual capital has not been created for the purposes of
practical application. This is not a simple task as evaluation criteria for the
intangible assets are more difficult to develop and quantify for the balance sheet
than those for tangible assets. Although human resource accounting has been put
forward already in 1960’s (Hermansson, 1964; Brummet, Flamholtz & Pyle, 1968)
the old understanding of accounting and money has to be upgraded through adding
new content (e.g. Yeh-Yu-Lin & Edvinsson, 2010).

Higher education and research in Latvia after regaining of independence

After 50 years of Soviet occupation Latvia's independence was restored in 1991,
radically changing all walks of life, including the education. Back then the
foundation was laid for what today is Latvia's education system. The legislation acts
— Law on Education and Law on Entrepreneurship — ensured the implementation of
two key principles that changed higher education radically: academic freedom and
private initiative and funding of education.

At the same time there was a sharp decline in R&D. While in 1990 this field
employed 2,2% of the Latvia’s entire workforce, it was only 0,5% after 1994. This
decrease has occurred mainly due to the elimination of the so-called branch
institutes of Soviet Academy of Sciences. Employees of these institutes were either
forced to leave research work or left by themselves. Many of them took the
opportunity to switch to another better-paid job, e.g., in the state administration
institutions etc. A number of scientists established their own companies. A sizeable
number of scientists from Latvia work abroad. According to a rough estimation it is
1/3 of the country’s scientific potential and for both 1990s and 2008 the number of
Latvian scientists who have moved to work in other countries stands at about 1000.

On the other hand, transition to market economy brought rapid changes in
labour market: large soviet industrial enterprises had to wind down and the
associated vocational schools stood unable to provide any training with reasonable
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application. The number of simple jobs suited for upper secondary school graduates
with no additional training decreased and new areas of social-economic activities
related to the existence of independent state and democratic society emerged,
generating demand for new fields of education.

During the transition period Latvian academic society was concerned about the
damage done to the science by fifty years of isolation from the world’s scientific
thoughts and research progress. In these circumstances the import of intellectual
capital was considered to be the quickest way to raise the level of Latvian research
and academic standards to a competitive global level. The re-establishing of contacts
with Western academics as quick as possible was of great importance, and Latvian
academic society was fortunate to have a strong supportive agency in Western
countries — Latvian academic diaspora (Abens & Gravite, 2012).

The Soviet occupation of the Baltic States in 1940, the Second World War and
Stalin’s deportations in the 1940s and 1950s destroyed Latvian academic society:
hundreds of university professors were fired, died in concentration camps of both
fascist and communist regimes, or emigrated to save their lives. As a result of these
turbulent events the Latvian academic diaspora began to emerge in the Western
Europe, the Americas and Australia. There were little, or no professional contacts
between the academic society in Soviet Latvia and Latvian academics abroad until
the mid-1980s. Initial changes occurred as a result of Gorbatchev’s glasnost and
perestroika when the political thaw made contacts between Western and local
Latvian scientists and academics possible once again.

Intellectual capital import in Latvian higher education

The quantitative description of the import and export of intellectual capital does
not provide sufficient grounds to evaluate the impact of these processes on the
sustainable development of higher education itself. An assessment of qualitative
changes in higher education system caused by the import of intellectual capital
might give us more clear picture. The recent history of Latvian higher education
gives us an opportunity to discover: what were the patterns of importing the
intellectual capital; what were the elements of change, or new beginnings generated
by imported intellectual capital; and how sustainable they were.

Two sources were used in order to determine how the first contacts between
Latvian scientists in Latvia and abroad were initiated and maintained, who initiated
them, what was the nature of the first activities and what was the impact of these
activities on Latvian higher education: newspaper articles and oral testimonies of
participants.

The official position and direction of the activities initiated by Latvian academia
is clearly defined in the newsletter of Union of Latvian Scientists — Zinatnes
Vestnesis [Scientific Courier]. The National Awakening began in 1988, and the
Union of Latvian Scientists was one of the public and professional organizations
established to support the country’s road to independence. The newsletter was
usually published monthly and contained quite accurate descriptions of the activities
of the Union of Latvian Scientists: transcripts of discussions, business trip reports,
work plans and initiatives for cooperation with foreign scientists and organizations.
Partner institutions and organizations, as well as individuals involved in establishing
contacts with Western academic societies were mentioned, signed and planned
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agreements described. Also problems, such as language barriers and financial
obstacles, are described in the articles.

In addition eight members of the Latvian academic diaspora were interviewed.
The interviewees represented different academic areas — linguistics, military,
psychology, theology, political science, communications and education sciences.
They were involved in academic activities and education policy-making in Latvia
during the transition period. The interviewees were asked to describe the type and
nature of first professional contacts with Latvian academic society, their role in
developing Latvian higher education system in 1990s, and to give a self-evaluation
of the results of their activities. Also four Latvian academics, who collaborated with
Western academics in 1990s were also interviewed about activities during this time.

Findings

Several organizations established and maintained contacts between Latvian
academics across the borders during this time. In Latvia the Union of Latvian
Scientists was the most active. It was founded under the auspices of the Latvian
Academy of Sciences, which at the time was subordinate to and financed by the
USSR Academy of Sciences. Regular business trips to Moscow were held to report
on activities and to receive permission and funds to proceed with new initiatives.

The Union of Latvian Scientists founded two other organisations. The scientific
association Latvia and Latvians in the World was founded specifically to gather
information and maintain contacts with the academic diaspora. The Fund for Young
Latvian Scientists was established to raise funds to help finance periods of study or
internships abroad. This was especially crucial after the flow of money coming from
the USSR Academy of Sciences was cut off.

During the first years of collaboration the support of changes in Latvian
academic life from the academic diaspora was mainly consultative. The common
form of using their intellectual capital was guest lectures, seminars and workshops
held by Western academics. They also actively were involved in organisation of the
First World Congress of Latvian Scientists which was seen as a culmination of
cooperation at that time. After 1991 several diaspora academics decided to return to
Latvia and establish their academic career in their motherland. Four participants of
current research were amongst them.

The ease of cooperation differed depending on the academic field. Diaspora
academics referred to full support of their activities from local academics in natural
sciences, theology, sociology, military sciences, clinical psychology. The experience
in the humanities, however, is described almost exclusively in negative terms
stressing scepticism and fear of competition on the part of the local academics.

The most substantial results of collaboration were reflected in the founding of
new research departments and study programmes — sociology, psychology, military,
theology and ecology. Thus one of the leading Latvian scientists Elmars Grens
noted: “Scientifically grounded sociological research would debunk quite a few
illusions cultivated in various social circles, would deter some from taking the floor
‘on behalf of the entire nation’ and voicing their interests in an inappropriate
manner.” (Grens, 1989, p. 3). Professor Cimdins recalled the fruitful trip to the US
and Canada that resulted in support from diaspora scientists, who funded the first
laboratory for ecological research at the University of Latvia. One of the
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interviewees stressed out the importance of founding the National Defence Academy
in the process of establishing independent Latvia’s defence system and joining
NATO.

Both newsletter and interviews showed a distinct tendency to encourage young
Latvian researchers to leave the country and gain experience abroad instead of
starting something new in Latvia. This was considered to be the quickest way to
raise the level of Latvian research to a competitive global level. The newsletter
allowed to track down the names of first 17 post-graduate students and young
researchers who had the opportunity to go abroad. Most of them represented natural
sciences, medicine and finance, and there were no representatives from humanities.
Some of young researchers sent abroad have returned to work in their field in
Latvia, but others have remained abroad and form a new Latvian academic diaspora.

Conclusions

Four ways of importing the intellectual capital were mainly used in Latvia to
secure the qualitative development of higher education during and after regaining of
independence: the participation of Latvian academics in scientific conferences, the
guest lectures and seminars of Western academics, the involvement of Latvian
diaspora academics in establishing new study fields and programmes, and study and
internship periods abroad.

Latvian academic diaspora played a significant role to secure success of
transforming the higher education and academic standards in Latvia.

The import of the intellectual capital in early 1990s allowed to establish new
fields of research and study programmes that were essential for an independent
country at that time and still serve the democratic society and enrich the offer of
Latvian higher education market. The re-engaging of Latvian academics with
international scientific community and introducing it to the younger generation
brought new knowledge, research methodologies and study methods that still are
used and developed in Latvian universities. The understanding of importance of
diversity and academic freedom injected back then changed the system of values of
Latvian academic society.

The import of intellectual capital is not implemented by residents only: it can be
brought also by diaspora or foreign academics. Therefore the definition of the
intellectual capital import needs to be reconsidered.
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LESSONS FROM THE TRAINING PROGRAMME FOR WOMEN WITH
DOMESTIC VIOLENCE EXPERIENCE

Abstract

It is well recognized that trauma of domestic violence has destructive impact on
somatic and mental health — hence quality of life. In Poland today’s assistance
programs provide a quite wide range of services, including emergency shelter, crisis
intervention, support groups and counselling services. While health care providers
may be successful at treating the acute effects of domestic violence, these effects are
not sufficiently linked to the restoration of victims’ wellness and reestablishment of
their connections with the community — hence social inclusion. The aim of this
paper is to share with academics and mental health practitioners the experience of
developing and piloting training programme for women with domestic violence
experience. The objective of this descriptive study is to investigate participants’
reaction to the intervention “Living better with the experience of domestic violence
and mental health difficulties”. The training was developed during the DAPHNE 111
Empowering WQ project, and conducted in five countries: Greece, Italy, Slovenia,
Poland, and United Kingdom. In Warsaw there were five hours workshops twice a
month over sixteen weeks with six subsequent refresher sessions conducted once a
month. The participants found it to be a very positive experience: effective and
supportive. These results need replication and further work to identify what were the
preconditions for making it such a worthwhile experience and how this could be
replicated on a wider basis.

Introduction

...The [violence] victims want: the restoration of their honour and reestablishment
of their own connections with the community...(Herman, 2005, p. 585).

Domestic violence has been recognized as one of the most serious and
widespread public health issues facing women that occurs in every culture and social
group (Daoud et al., 2012; Garcia-Moreno et al., 2006; Gracia, 2004; Herman,
2005). In 2004, in Poland the survey was carried out as the International Violence
Against Women Study (IVAWS). The national sample of 2009 randomly selected
women between 18 and 69 years of age was interviewed by face-to-face contact.
Over 1/3 of women have been subjected to physical, sexual or both types of violence
during their life. The most frequent type of violence against women in Poland was
physical violence. In many cases it was accompanied by sexual violence. The
overall indicator of victimization in Polish survey of violence against women
amounts to about 35% for lifetime, 17% in a five-year period and 6% for a 1-year
period (Gruszczynska, 2007, p. 3-4). The unsatisfactory police services interventions
(as stated by responders) — contribute to the recurring victimization of women and is
the serious barrier to overcome their trauma. According to The Public Opinion
Research Centre (2010) — research and marketing information company in Poland —
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the domestic violence victims in 61% are women. They are victims of sexual
violence in 90%, physical violence in 63%, psychic violence in 64% and economic
violence in 70%. More than half responders (60%) know in their surrounding at
least one family in which there was a violence against women. The authors of the
survey emphasize that the data is underestimated.

Abuse has devastating physical and psychological consequences for women —
the “symptoms of abuse” (Humphreys & Thiara, 2003), the “battered woman
syndrome” (Walker, 1991). The victims face post traumatic stress disorders (PTSD),
depression, anxiety, phobias, current harmful alcohol consumption and psychoactive
drug dependence (Coid et al., 2003; Fischbach & Herbert, 1997; Humphreys &
Joseph, 2004; Roberts et al., 1998). They often report: low self esteem (Shields &
Hanneke, 1983), low self efficacy often seen as learned helplessness (Walker, 1989),
difficulties in dealing with negative emotions (Hajdo, 2007).

In Poland today’s programs for victims provide a range of services, including
emergency shelter, crisis intervention, support groups, counseling services. While
health care providers may be successful at treating the acute effects of domestic
violence, these effects are not sufficiently linked to the restoration of victims’
wellness and reestablishment of their connections with the community — hence
social inclusion. In this context the promising solution in assisting women with
domestic violence experience seems to be training intervention based on lifelong
learning, recovery and empowerment paradigm. Group work addresses all traumatic
experiences levels — individual, organizational and social. It equips the individual
with an instrument of self-determination, provides competency awareness and
strengthens self-esteem. Sometimes it triggers the decision of disclosure which
might be a starting point to abandon abusive relationship. Being a training group
member one can learn from each other, give and gain support, exchange information
and share experiences.

Lifelong leaning, recovery and empowerment

Lifelong learning is the development of human potential through a supportive
process which stimulates and empowers individuals to acquire all the
knowledge, skills, values and understanding they will need throughout their
lifetimes and to apply them with confidence, creativity and enjoyment in all
roles, circumstances and environments (Longworth, 1999, p. 2).

Recovery can be defined in many different ways but one approach is to see it as
a process of individual discovery, encouraging hope and formulating realistic goals.
According to Farcas (2007) recovery is a non-linear, multidimensional,
individualized process that reach beyond symptom reduction. In recovery narratives
people describe the following experiences: it is the reawakening of hope after
despair, it is breaking through denial and achieving understanding and acceptance; it
is moving from withdrawal to engagement and active participation in life; it is active
coping rather than passive adjustment; it is moving from alienation to a sense of
meaning and purpose, it is not accomplished alone — the journey involves support
and partnership (Ridgway, 2001). The fundamental goals of the recovery movement
are: the re-establishment of normal roles in the community, the developments of a
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personal support network and an increased quality of life. The idea of learning and
empowerment facilitate the process.

The idea of Personal Recovery Plan originated as well as from the increased
attention paid to the assessment of clients’ personal construct systems and meanings
(Lyddon et al., 2006; Van Geel & De Mey, 2004) as well as from Personal
Development Plan (PDP) — the tool derived from management and education to help
people to clarify what and when to change. Working on personal recovery plan is
hopeful, meaningful, self-determined and empowering exercise. It supports the
recognition that recovery is about moving forwards rather than returning to a place
before the crisis occurred (Anczewska et al., 2009).

The Wellness Recovery Action Plan — WRAP (Copeland, 1997) is an evidence-
based system that is used world-wide by people who are dealing with mental health
and other kinds of health challenges and by people who want to attain the highest
possible level of wellness. It was developed by a group of people who have a lived
experience of mental health difficulties and wanted to work on their own recovery;
people who were searching for ways to resolve issues that had been troubling them
for a long time. WRAP involves listing personal resources, Wellness Tools and then
using those resources to develop Action Plans to use in specific situations which are
individually determined. Using WRAP as a framework people can develop an
effective approach to overcoming distressing symptoms and dysfunctional behavior
patterns.

Empowerment is a term broadly used across the disciplines of sociology,
psychology, politics, education, service administration and health promotion. It
encompasses a number of phenomena which might be related to: changing the social
perception of domestic violence victims, reforming the operations and rationale of
their care and social welfare, changing the intra-psychic and behavioural dimensions
of women themselves.

The training process and structure

The training was developed during the DAPHNE III Empowering W project
and conducted in five countries: Greece, Italy, Slovenia, Poland, and United
Kingdom.

In Warsaw (Poland), women with domestic violence experiences were contacted
through emergency shelter “DOM”. The decision to participate in the training was
strictly voluntary, based upon the information provided by the shelter team. The
only exclusion criteria were as follow: acute crisis and work place violence
experience.

The training “Living better with the experience of domestic violence and mental
health difficulties” prioritise a “three-fold concept”: sensitivity and awareness,
knowledge and understanding, individual practice. The training process took place
over sixteen weeks with six subsequent refresher sessions once a month. There was
an emphasis on developing personal strengths and coping skills. A Personal
Recovery Plan as well as Wellness Recovery Action Plan was part of the
curriculum.

Each teaching session lasted about five hours with short breaks. The teaching
sessions were organised on two Saturdays monthly in order to not interfere with
participants occupational and family duties. The module was designed to be
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delivered in eight sequences with the exercises: In what kind of the group | would
like to be? In what kind of the group | would dislike to be? Emotions’ dealing, Big
Wind Blows in specific: focus on strengths, My Personal Recovery Plan, Finish the
sentence: | admire other people, because they..., The Way to My Goal, What helps
me in my recovery? Wellness Recovery Action Plan, Breathing and Imaginary
Technique, Autogenic Training, Progressive Muscles Relaxation, Making the
Thought-Mood Connection, Two Column Technique — good and bad sides of anger,
Managing Anger, Using Imagery in Working with Anger, Responsibility Pie, Power
and Control Wheel, Safety Planning, How assertive am 1? What are the benefits of
assertiveness? My rights and boundaries.

Participants

23 women were recruited to participate in the training.

The mean age of the participants was 47 years. 15 women had higher education
but only 8 were in full time employment. 11 women were married, 3 were divorced,
3 — separated and 1 was widowed. The mean number of children was 2. Women had
been experiencing violence for 16 years on average.

Nearly 50% (11 out of 23 women) reported that good and satisfying
relationships with friends and family are their major resources which help to support
their wellness. 4 women mentioned physical activity to be of great use. More than
50% (13 women) were not able to list things they would like to try to support their
wellness which may indicate that there is a call for guidance in this respect. For 5
participants faith in God was a source of sense of meaning or significance and
inspiration, followed by children and family.

Participants’ reactions to the training

Participants’ expectations towards the training focused on new knowledge and
skills. Examples included: to learn to be assertive, to cope with anger, to know my
strength; to learn how to accept the situation and accept it; to learn self-confidence
and sense of womanhood; to cope with my anxiety, to be assertive, to improve my
self-esteem; to cope with stress, to improve self-esteem, to put aims and realize
them, to take care of my needs; to be assertive and know how to put boundaries, to
improve self-esteem, how to get rid of fear (people, shouts).

11 participants were interviewed during post training assessments. Only 1
person stated that she had gained little information, other women were satisfied with
the amount of knowledge they learnt.

All of the participants, who took part in the sessions showed full engagement
with the training. Women which during the first two sessions were laud, even hostile
became calmer. Anxious and fearful women became more open. They underlined
that talking of their strengths was helpful and made them feel good. The most
problematic issue was identifying personal goals — participants were wondering why
but no definite conclusion was made. Very diversified feelings and reactions were
observed during relaxation training — new experience and doubts regarding this
technique effectiveness. During the fourth, and the following sessions women
shared: friendliness, thankfulness, gratitude and admiration to each other and
facilitators. Majority of them demonstrated satisfaction, pride regarding
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achievements and hope for the future. They stated they have lived in isolation and
participating in the training let them build new relationships and rebuild the old
ones. They discovered many similarities with others participants life situation and
learn from each other. Majority of them noticed they needed to practice acquired
knowledge and skills in everyday life.

Some examples of participants’ views:

the most useful was to see how | have changed, self-evaluation regarding what I
have done and what is in front of me; training on coping skills in crisis,
relaxation — it helped me a lot, however | doubt it; | liked that we have "opened"
ourselves; I have discover my anger! Thank you.

Some comments on refresher sessions:

they helped to work on several issues which we have been trained; occasions to
have more contacts with so experienced and skillful professionals; they helped
to recall me the training material; more supportive than | have expected; I
didn't realise that this training will last so long, sometimes it was hard to
organize the day to be present, but these "extra™ sessions were very useful in
regards farther development.

The least satisfactory aspects of the programme included deviations from the
topic actually discussed and too long introductory session.

There seems little doubt that all the participants found this learning experience
to be very positive — in most cases useful and inspiring. These results obviously
need replication on the wider basis.

Considering that the programme is still in its very developmental phase,
participants’ opinions and suggestions regarding training’s design and content were
especially valuable. Two themes seem to be of great importance for the participants:
to learn how to manage anger and how to help children who experience violence. As
far as training’s design is considered participants recommended that it should be
longer and include not more than 10 trainees.

Conclusions

Domestic violence has been recognized as one of the most serious and
widespread public health issues facing women that occurs in every culture and social
group. Such an experience has destructive impact on somatic and mental health as
well as on quality of life. In Poland today’s assistance programs are mainly provided
on the medical care basis. The positive effects of these interventions are not
sufficiently linked to the restoration of victims’ wellness and reestablishment of
their connections with the community — hence social inclusion. The idea of
empowering training intervention directed at vulnerable and socially excluded
domestic violence survivors is ideal as it might help women to gain control of their
lives and instil in them motivation to reclaim their position in the community.
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LONELINESS AND DEPRESSION AMONG POLISH UNIVERSITY
STUDENTS: PRELIMINARY FINDINGS FROM A LONGITUDINAL STUDY

Abstract

It is widely acknowledged that loneliness and depression are prevalent among
university students and may contribute to poor academic achievements or higher
probability of dropping out of university. However, the associations between these
two phenomena are complex and not fully understood. In this paper we describe
preliminary findings from a longitudinal study investigating the interrelationships
between loneliness and depression in a representative sample of students of the
University of Rzeszow (Poland). The obtained results confirm those from previous
studies reporting a stronger and more stable effect of loneliness on depression than
vice versa. A temporally stable influence of loneliness on depression suggests that
interventions aiming to reduce the intensity of the feeling of loneliness should result
in lowering the severity of depressive symptoms. University counselling services
should offer interventions targeting loneliness among the students in order to help
them to adapt to the challenges of the university education and protect them from
developing depression.

Introduction

Epidemiological studies indicate that depression belongs to the most common
mental disorders. Comparative analyses demonstrate that both in developed and
developing countries the 12-month prevalence rates of major depression are at least
5% (Kessler et al., 2010). It is widely recognized that university students are one of
the groups particularly prone to depression. The meta-analysis performed by
Ibrahim et al. (2012), which included the results of 24 studies published in the span
of the last 20 years, proved that nearly one third of the students experienced
depressive symptoms (the weighted mean for all the included studies was 30.6%).

The elevated level of depressive symptoms in university students is regarded to
be associated with a high level of stressors appearing in a relatively short period of
time. Stressful events related to this period of life have two different sources (Besser
& Zeigler-Hill, 2012). First, they result from the specificity of the educational
process: new — relative to a high school — methods of teaching and learning, lesser
social support received from lecturers, and greater role of an individual approach to
academic duties, individualized skills to scientific work and time management
abilities. Second, they are associated with changes in one’s social relationships:
limited contacts with family and friends, necessity of leaving home and building
new social networks.

An unsuccessful process of adaptation to a new social environment may result
in social isolation and, as a consequence, feeling of loneliness, understood as “a
situation experienced by the individual as one where there is an unpleasant or
inadmissible lack of (quality of) certain relationships” (De Jong Gierveld, 1987, p.
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120). Similar to depression, loneliness is highly prevalent among university students
(Cutrona, 1982; Ponzetti, 1990).

Both feelings of loneliness (Hawkley & Cacioppo, 2010; Mahon, Yarcheski,
Yarcheski, Cannella & Hanks, 2006;) and depressive symptoms (Michael,
Hueisman, Gerard, Gilligan & Gustafson, 2006) are related to a number of negative
consequences — physical (e.g. lowered immunity, increased risk of cardiovascular
disorders, sleep disturbances), intrapersonal (e.g. poor self-esteem, decreased level
of optimism, anxiety, suicidal behaviours), or interpersonal (e.g. impaired quality of
social networks, diminished frequency of interpersonal contacts, social anxiety,
reduced perceived social support) — which may lead to a higher mortality (Holt-
Lunstad, Smith, Layton & Brayne, 2010; Mykletun et al., 2009). Importantly,
loneliness (Benner, 2011) and depression (Eric Chan, Zadeh, Jahng & Mak, 2008;
Grimm, 2007) correlate with poor academic achievements and higher probability of
dropping out of university.

Depression and loneliness are distinct but closely related, mutually reinforcing
phenomena. On the one hand, negative perception of one’s social relationships
(loneliness) may form the basis for the development of depressive symptoms, and on
the other hand depression may contribute to impairments in social relationships
(Joiner & Timmons, 2009), and hence to feelings of loneliness. These complex links
between inadequate social relationships and depression are well described in a series
of papers by Karen D. Rudolph (2008; 2008; 2009).

The reciprocal effects of depression and loneliness are also reflected in
longitudinal studies using contemporary statistical methods, e.g. autoregressive
cross-lagged panel models (Geiser, 2013). The findings from these studies lead to a
general conclusion that although depression and loneliness mutually affect each
other, the impact of loneliness is larger (Luo, Hawkley, Waite & Cacioppo, 2012;
Vanhalst, Klimstra, et al., 2012) and more stable (Vanhalst, Luyckx, Teppers &
Goossens, 2012). The establishment of the direction of this relationship is not only
of great theoretical interest, but has also important practical implications.

Identifying mechanisms linking loneliness and depression may help in
designing and implementing different types of effective preventive interventions
aiming to alleviate their negative consequences. Therefore, we undertook the present
longitudinal study intended to further explore the relationship between loneliness
and depression in a sample of university students. We tested the hypothesis that this
relationship is bi-directional but the effect of loneliness on depression is stronger
than the effect of depression on loneliness.

Methods

Participants

A representative sample of 1021 students from the University of Rzeszow
(Poland), randomly selected from the university’s student database, anonymously
took part in this longitudinal, three phase (December 2011, March 2012, June 2012),
Internet survey. The majority of the participants were women (85.2%), single
(93.3%), with permanent address in the countryside (60.6%).

Instruments

Loneliness was assessed with the UCLA Loneliness Scale—Revised (UCLA-R)
(Russell, 1996; Russell, Peplau & Ferguson, 1978). This 20-item questionnaire
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contains 11 negatively worded (lonely) and 9 positively worded (non-lonely) items.
Respondents are asked to rate each item on a scale ranging from 1 (never) to 4
(often). After reverse coding of several items, a higher score on the scale reflects
more feelings of loneliness. The instrument has been demonstrated to have good
construct validity (Russell, 1996). In the present study, Cronbach’s alpha coefficient
was high (a > 0.95 in each wave of the research).

Depressive symptoms were measured using the Center for Epidemiologic
Studies Depression Scale (CES-D) lowa short form (Kohout, Berkman, Evans &
Cornoni-Huntley, 1993; Radloff, 1977). This self-report instrument consists of 11
items rated on a 4-point Likert scale that ranges from O (rarely or none of the time
[less than 1 day]) to 3 (most or all of the time [5-7 days]) based on respondents’
feelings during the last week. Responses are summed up to create a total score —
higher values indicate more severe depression. We excluded from the total score
three items concerning social relations of respondents (,,I felt lonely”, “People were
unfriendly” and “I felt that people disliked me”) in order to avoid item overlap
between measures of loneliness and depression (Cacioppo, Hawkley & Thisted,
2010). In our sample, the internal consistency of the scale was adequate (o > 0.80 in
each wave of the research).

Procedure

In order to examine the longitudinal relationships between loneliness and
depression, we used autoregressive cross-lagged modelling with observed variables.
In this model, autoregressive and cross-lagged effects can be analyzed (Geiser,
2013). Autoregressive (or autopredictive) effect refers to that part of the model in
which a variable is regressed on itself at an earlier time period. Autoregressive part
provides information about the relative stability (continuity) of a specified construct
over time, or — more precisely — about how much of the variance of the variable X at
time T is explained by the same variable measured at time T-1. The first-order
autoregressive effects are autoregressive effects between adjacent time points (eg.
between T1 and T2 or T2 and T3). Second-order autoregressive effects are
autoregressive effects between nonadjacent time points (e.g. between T1 and T3).
Cross-lagged effects represent the longitudinal prediction of one construct at time T
from the other at time T-1, controlling for the autoregressive prediction of that
construct from itself over time.

All the analyses were performed with Mplus 7 (Muthén & Muthén, 1998-2012)
and maximum likelihood estimator. Model fit was assessed by several commonly
used (Byrne, 2012) fit indices: chi-square test, the Tucker-Lewis index (TLI), the
comparative fit index (CFI), and the root-mean-square error of approximation
(RMSEA). We assumed that good fit is indicated by p value for chi square test
greater than 0.05, values greater than 0.95 for TLI and CFI and lower than 0.06 for
RMSEA.

Results

The model with second-order autoregressive effects fitted the data well (;° =
5.14, df = 2, p = 0.07, RMSEA = 0.04, CFl = 0.99, TLI = 0.99). Regarding the
standardized autoregressive coefficients, a high degree of stability between adjacent
time points (first-order autoregressive effects: UCLA1,>UCLA, = 0.83;
UCLAT29UCLAT3 =0.53; CES-DT19CES—DTZ= 0.53; CES-DT29CES'DT3 = 041)
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and non-adjacent time points  (second-order  autoregressive  effects:
UCLAT;2>UCLA;3=0.32; CES-D1;>CES-D13=0.25) in loneliness and depression
was found. All autopredictive effects (including both first- and second-order effects)
were statistically significant (p < 0.05). Higher values of the regression coefficients
for loneliness than for depression indicate that the relative level of loneliness
remained more stable than depression throughout the study period.

The analysis of the cross-lagged effects leads to the conclusion that while
loneliness predicted later depressive symptoms across both time intervals
(UCLAT;>CES-Dy, = 0.19 and UCLA,~>CES-D+; = 0.13), depressive symptoms
predicted loneliness only between T2 and T3 (CES-D1,>UCLA+; = 0.09), but not
between T1 and T2 (CES-D1;2>UCLAT, = 0.02). Additionally, the estimated
standardized cross-lagged effects from loneliness to depression were larger than the
corresponding cross-lagged effects from depression to loneliness. Overall, the
present cross-lagged study clearly indicates that loneliness predicts later depressive
symptoms.

Conclusions

The main purpose of the presented study was to assess the relationships between
loneliness and depression using longitudinal data collected from a representative
sample of students of the University of Rzeszdw (Poland) at three points in time
(during one academic year). The obtained results confirm those from previous
studies reporting a stronger and more stable effect of loneliness on depression than
vice versa. Thus, our findings provide support for the hypothesis that a negative
evaluation of one’s interpersonal relationships contributes to the development of
depressive symptoms (Luo et al., 2012; Vanhalst, Klimstra, et al., 2012; Vanhalst,
Luyckx, Teppers, et al., 2012).

A temporally stable influence of loneliness on depression suggests that
interventions aiming to reduce the intensity of the feeling of loneliness should result
in lowering the severity of depressive symptoms. The earlier empirical analyses
showed that diminishing the level of loneliness assessed with the UCLA scale by
one standard deviation leads to a reduction in depressive symptoms measured with
the CES-D scale by 0.33 standard deviation two years after the intervention has been
applied (VanderWeele, Hawkley, Thisted & Cacioppo, 2011).

While interpreting the findings from our study, some methodological limitations
should be taken into consideration. First of all, it is worth noticing that we assessed
depression with a simple, shortened version of the CES-D scale. Further studies are
needed using the full, preferably revised version of this instrument (CES-D-R,
Eaton, Smith, Ybarra, Muntaner, & Tien, 2004), which reflects the diagnostic
criteria of DSM-IV (American Psychiatric Association, 2000) and does not contain
items concerning interpersonal relationships. Furthermore, we did not include in the
analyses important variables which may modify the mutual relationships between
loneliness and depression, such as e.g. attachment styles, self-esteem, sense of
coherence, sociotropy/autonomy orientation, personality features, level of anxiety,
perceived stress, stress coping strategies, or spirituality/religiosity.

Given that depression appearing at earlier life stages may lead to the
accumulation of negative consequences through adult life, it seems desirable that
university counselling services should offer interventions targeting loneliness among
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the students in order to help them to adapt to the challenges of the university
education and protect them from developing depressive symptoms. However there is
some evidence that the interventions addressing maladaptive social cognition are
effective (Masi et al., 2011) the trainings based on empowerment paradigm seems to
be promising solution. Engaging young people in structured organized activities that
link them to each other and to institutions enhances their self-awareness and social
achievement, improves mental health and academic performance and reduces
possible social exclusion. Also could help students meet their needs for power and
belonging, which will positively affect their achievement motivation — hence
learning.
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PSYCHOSOCIAL DIFFICULTIES EXPERIENCED BY PEOPLE
DIAGNOSED WITH SCHIZOPHRENIA - BARRIERS TO SOCIAL
INCLUSION

Abstract

Schizophrenia as mental illness is defined in terms of diagnostic criteria which
do not include the full range of psychosocial difficulties that shape the lived
experience of persons with this diagnosis and affect their quality of life. The
biopsychosocial approach found in the World Health Organization’s International
Classification of Functioning, Disability and Health — ICF seems to be promising
solution. The psychosocial difficulties (PSDs), as defined in it, are impairments,
activity limitations and participation restrictions. Impairments and activity
limitations are components of a person’s health state. Participation restrictions go
beyond the health state — they are restrictions in a person’s functioning in his or her
actual environment. Quality of life, on the other hand, is the subjective appraisal of
impairments, activity limitations and participation restrictions. In the most recent
systematic literature review the most relevant PSDs associated with schizophrenia
are: cognitive functions and emotional functions, relationships with others,
employment, participating in social activities. The themes from the patients’
narratives indicate the same ones. The effective mental health services provision, as
well as implementation of adequate social interventions should help users to
overcome these difficulties. The idea of the training which focuses on common
understanding regarding psychosocial difficulties as barriers to social inclusion, and
guidance for future research seems to be obligatory in postgraduate curricula for
mental health providers.

Introduction

The personal, social and economic costs of brain disorders have been
underestimated for decades because of the lack of valid and acceptable information
(Andlin-Sobocki et al., 2005) and the reviews of such studies (Wittchen & Jacob,
2005). This is because these disorders are defined in terms of diagnostic criteria
which, though invaluable in identifying the underlying health problem and its
etiology, do not include the full range of psychosocial difficulties that actually shape
the life experience of persons with these disorders and affect their quality of life.

The aim of this paper is to share with academics and mental health providers
ideas on psychosocial difficulties (PSDs) with regard to the biopsychosocial
approach found in the World Health Organization’s International Classification of
Functioning, Disability and Health — ICF (WHO, 2001).

Although, up until now the application of the ICF in psychiatry (Alvarez, 2012)
and social sciences was rather limited it can serve as a basis for creating instruments
comprehensively assessing psychosocial outcomes in mental disorders that could be
of use in both research and clinical praxis — more effective training interventions,
and monitoring their impact over time in terms of what really matters to patients and
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caregivers. It might be also useful in terms of mental health providers’ postgraduate
education aiming at users’ empowerment and social inclusion.

Biopsychosocial (BPS) model

The term “biopsychosocial model” is associated with the name of George Engel,
the internist, psychiatrist, and psychoanalyst. His background in medicine and
psychoanalysis inclined him to look for cross-links among illness, personal
development, and life situation. His model responds to three problems in medical
thinking that he considered as the causes for dehumanizing care: the dualistic nature
of the medical model, with its separation of body and mind; the materialistic and
reductionist orientation of medical thinking; the influence of the observer on the
observed. The author provided a rationale for including the human dimension of
both the clinician and the patient for a comprehensive treatment as well as for a
scientific study — clinical formulations based on the BPS model give equal weight to
the clinical data in the biological, psychological, and social spheres. All dimensions
of the clinical domain function interdependently and reciprocally (Engel, 1997;
White, 2005). Since Engel’s publication (1997) the biopsychosocial model was put
on the undergraduate and postgraduate teaching agenda in medical schools across
the world and on the educational programme of residency training in psychiatry and
psychology in many places.

The International Classification of Functioning, Disability and Health — ICF

The International Classification of Functioning, Disability and Health (ICF)
published by the World Health Organization (WHQO) in 2001 is based on the
biopsychosocial model (BPS) of health and disability. It was developed as an
international language to describe the consequences of health conditions at the
individual and societal levels.

Psychosocial difficulties arise from the interaction of the psychological and the
social factors — hence are not direct consequences of the health condition alone but
are outcomes of the interaction between the health condition and contextual factors.
They are not the factors that produce an intrinsic decrease in functioning, but also in
terms of the physical, social and attitudinal environment that gives the true measure
of the impact of brain disorders on people’s lives. This social and attitudinal
environment, especially in the case of mental illness, includes barriers such as
misunderstanding, stigma and discrimination, as well as the absence of social
policies to accommodate people with brain disorders in the workplace and in society
(WHO, 2001). The absence of such environmental factors is a concurrent reason of
functioning decrement — hence social exclusion.

The psychosocial difficulties, as defined in the International Classification of
Functioning, Disability and Health — ICF (WHO, 2001), are impairments, activity
limitations and participation restrictions. Impairments and activity limitations are
components of a person’s health state. Participation restrictions go beyond the health
state to include restrictions in a person’s performance of actions, tasks and behaviors
in his or her actual environment. Quality of life, on the other hand, is the subjective
appraisal of impairments, activity limitations and participation restrictions (Cieza et
al., 2008).

Psychosocial difficulties (PSDs) experienced by people with schizophrenia —
literature review
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Schizophrenia is consistently demonstrated to have a major negative impact on
quality of life (Marwaha et al., 2008; Thornicroft et al., 2004; Ritsner & Gibel,
2007), linked with disempowerment (Kilian et al., 2003; Longden, 2010) and social
exclusion (Marwaha & Johnson, 2004; Meesters et al., 2010).

Several literature reviews analyzed various aspects of psychosocial difficulties
in schizophrenia, such as psychopathological symptoms (Mékinen et al., 2008) or
impairments of basic cognition (Szdke et al., 2008), social cognition (Penn et al.,
2008), emotional experience (Cohen & Minor, 2010), social functioning (Meesters
et al., 2010), vocational functioning (Marwaha & Johnson, 2004) and quality of life
(Eack & Newhill, 2007) but failed to systematically synthesize the data across the
entire breadth of psychosocial problems experienced by people with this disease
since there is lack of consensus how to define psychosocial outcomes (Figueira &
Brissos, 2011).

In accordance with the ICF framework, psychosocial difficulties associated with
schizophrenia can be characterized as impairments of mental functions (such as
emotional functions) activity limitations, and participation restrictions in such
domains as work, family life and leisure activities. Environmental factors such as
stigma, a supportive family as well as personal factors, such as confidence in one’s
ability to overcome difficulties, can have a positive or negative impact on PSDs.

The systematic literature review (Switaj et al., 2012) confirms that psychosocial
problems encountered by people with schizophrenia in their daily lives are very
diverse. The most frequently addressed PSDs were related to the areas of
psychopathology, overall disability and functioning, relationships with others,
cognitive functions, emotional functions, quality of life and wellbeing, employment,
and energy and drive. This pattern of findings well reflects the common
understanding of unfavorable schizophrenia course and outcome as a socially
excluding disease manifesting itself by positive, negative, cognitive, mood and
motor symptoms, variable degrees of functional, social and occupational
impairments, and marked worsening of both objective and subjective indicators of
quality of life.

Psychosocial difficulties (PSDs) experienced by people with schizophrenia —

lived experience

A qualitative study using focus group methodology (Lehoux et al., 2006; Rees
et al., 2007) was conducted in Warsaw to identify and explore the significance of the
PSDs experienced by people with lived experience of schizophrenia. The
recruitment of participants and data collection were performed by health
professionals: one psychiatrist, one psychologist at the clinical centre. A maximum
variation strategy regarding age, gender and severity of the health condition was
used to ensure a wide range of views and perspectives. Eight patients, one moderator
and an assistant discussed the themes, which were initiative by the moderator: What
are your difficulties in everyday life? Which of these difficulties trouble you most?
How these difficulties affect your life? When did they start to be a difficulty? Why do
you think this difficulty started? Have you notice any changes in regards these
difficulties over the time? Why do you think these difficulties get worse or better,
come and go?

The main themes concerning the determinants of PSD included the illness itself,
lack of public knowledge and understanding, the media’s contribution to unhelpful
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negative public image, negative or ignorant attitudes of mental health service
workers, lack of continuity and long term view and limited resources. The PSDs
identified were stigma, marginalization ...when | got schizophrenia my world
changed! It was like a life sentence of rejection and poverty. | became instantly
different, omitted, excluded and vulnerable. The challenges include not only the
illness itself, but also other people’s fear and ignorance..., discrimination, social
withdrawal, disengagement, loneliness ...even my closest friend disappeared when |
told him about my illness..., fear, despair and helplessness, problems with
relationships and interpersonal skills (affecting family, intimate and occupational
relationships), frustrations with mental health services ...being in hospital is really
traumatic, there is always the fear of involuntary commitment, you can’t talk freely,
so you tell them what they want to hear and wait to be rescued. | think all health
professionals should be taught listen more carefully and give clear information
about what they think is the matter with you..., problems with self-esteem and
overprotection, un-met needs for social reciprocity, constancy, hope and
understanding, problems with finding and keeping work ...I suppose | know now
that | will never work and achieve what | originally wanted to do in life, I lost my
first job because people eventually found out | was ill. | feel helpless but | am trying
to accept it. 1 would really like find a proper job. | heard from a friend that
supported-employment programmes can work ... and a place to live.

For mental health providers and planners, relating these life experiences to
clinical one can provide a tool for facilitating deeper levels of understanding
between them and their clients, working towards a common understanding of the
issues that really matter to those experiencing schizophrenia. This has the potential
of informing research development, public attitudes as well as services provision
and social inclusion.

Psychosocial difficulties and empowering strategies

Now in management, education (Kellerl & Dansereaul, 1995; Boomer, 1982),
and mental health (Anczewska & Wciodrka, 2007) empowerment is understood as a
complex concept. It encompasses a number of phenomena relating to changing the
intra-psychic and behavioral dimensions of people themselves. It fosters personal
growth (gaining a sense of control and self-efficacy, self-awareness and self-
acceptance, self-regulation); skills development; better understanding and utilisation
of one’s social role. The ideology applied to the individual equips him/her with an
instrument of self-determination, provides competency awareness, strengthens self-
esteem and increases stress resilience. It combines both process and outcome. The
key issue seems to be that empowerment as a growth process of an individual should
be supported and encouraged by the group structure within which he or she is
working to promote learning. Engaging people with schizophrenia experience in
structured organized activities that link them to each other and to institutions
enhances their self-awareness and social achievement, improves mental health and
reduces possible social exclusion. Empowering them (both intrapersonally and
interpersonally) to take control to lead functional and fulfilling lives help them meet
their needs for power and belonging, enables to pursue their goals and personal
development.
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Conclusions

The paper illustrates the broad scope and diversity of psychosocial difficulties,
as framed by the biopsychosocial approach in the World Health Organization’s
International Classification of Functioning, Disability and Health — ICF, found in the
literature and in the qualitative users’ narratives.

The effective mental health services provision, as well as implementation of
adequate social interventions should help users to overcome these difficulties —
hence to gain control of their lives and instil in them motivation to reclaim their
position in the community.

The idea of the training which focuses on common understanding regarding
psychosocial difficulties as barriers to social inclusion, better intervention targeting
and guidance for future research seems to be obligatory in postgraduate curricula for
mental health providers.

When planning longitudinal or cross-national research the psychosocial
difficulties from the patients’ perspective should be implemented.
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KRYSTYNA NAJDER-STEFANIAK

LIFELONG LEARNING FROM ETHICAL PERSPECTIVE

Abstract

The author reflects upon the specific character of ethics as a domain of
knowledge that came into being in order to gather truths, which would help human
beings to wisely take care of themselves. She argues that the ethical perspective
should be taken into account while planning the lifelong learning activities. Further,
she notes that if the goal for lifelong education would only be the constant
development of knowledge and professional skills, then it may pose a danger of
treating people who participate in such programs as merely enhanced means to an
end. In such cases praxeology seems to be more useful than ethics. The author writes
about the relationship between education and subjectivity and describes the
educational situation as an organized encounter in designed surrounding. She claims
that the person planning the situation, the one carrying it out, and the one partaking
in it as a pupil are all responsible for the result of the educational situation. She
emphasizes that the ergon is necessary for creating ethical educational situations.
The aim of the educational activity carried out within the lifelong learning system
should be, she claims, the experience of truth, good, and beauty.

The Need for Lifelong Learning and the Specific Character of Ethics

Theoreticians and practitioners have noticed that the dynamic of the changes in
human environment constrain lifelong learning. We discern the necessity of constant
improvement and development of competences, as well as, more and more often the
need for retraining. The constantly changing world is an inspiration for education
allowing to make a better use of the opportunities created by the new reality not only
in the sphere of professional activity.

It is often emphasized that the goal of lifelong learning is to maintain or to
enrich the knowledge and professional skills (Le Robert, 1990). It should be noted,
however, that if we decide to identify the goal of lifelong learning only with the
constant development of knowledge and professional skills, we may verge upon
treating the human being as a tool enhancing the chances for attaining a certain goal,
the goal to reach the highest productivity efficiency in various spheres of human
activity. A logical consequence of having such a goal is mercantilization of
education. In such a situation the ethical perspective disappears from the reflection
on education and it is exchanged for the praxeological one.

Ethics as a domain of knowledge came into being in order to be a collection of
truths needed by human beings to wisely take care of themselves. Ethicists seek the
answer to the question how human acts should be conducted. Attaining knowledge,
skills and competencies needed for such a conduct should be the result of partaking
in the educational process. Teaching and learning should be related to the care for
the human being.

Praxeology pertains to human activity, too, but it is interested in the
effectiveness and economy of actions, and not in whether the consequences of those
actions bring about good or evil. Praxeologists look for the answers on the questions
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regarding the issue: how efficiently and economically realize the goals? The
reflection on the sense of the goals perceived from the perspective of human
goodness must be carried out by ethicists.

In order to act wisely one has to be able to employ both, the ethical and
praxeological perspectives. For the two perspectives should be taken into account if
one wants to understand human actions and plan them sensibly. It should be noted
that the ethical perspective is related to that what should be, and hence, it may go
beyond that what is. Ethics appeals to the universal values and should not give in to
pressure of some concrete practice systems. It should suggest the directions of
actions which will result in wisdom of human beings and a human-friendly world.
An important advice that should not be forgotten by pedagogues is Kant’s practical
imperative. The philosopher claims that if one wants to behave ethically, one should
always treat every human being, both oneself and others, as the goal of actions and
not as a means required for reaching the goal (Kant, 1984, p. 68).

The consequence of accepting efficiency as the basic criterion for the
assessment of actions is the fact that esteem is accorded to such technocrats who see
morality as something that limits the efficiency of actions, and the old philosophical
discipline — ethics — seems redundant. The characteristic feature of pseudo-
professionalism, which is rootless and lacking the broad context that allows to
understand the meaning of actions, is limiting the perspective of thinking and
ignoring the long-term outcomes of the undertaken actions (Wisniewski, 1995).
When the awareness of the responsibility pertinent to the sense of authorship
disappears, when the subjectivity of the person undertaking the action is lost in the
thick of extemporary goals, it is a signal that he or she is unable to find the time for
ethical reflection. In consequence we observe that quite often the outcomes of
human actions lead to significant damage in social and natural environment; that
human beings act against themselves. In order to be able to do good, human beings
should not only be efficient but responsible, as well. Moreover, they should be able
to experience and recognize values. In the rapidly changing world the latter skill is
greatly valuable. It is difficult to realize the subjectivity without it.

Subjectivity

The category of subjectivity is associated, for a reason, mainly with the
paradigm of modern thinking. In that thinking paradigm the subject is an important
element of the relation schema that orders the understanding of “facts” and the
relations between them. In the subject-object schema it means that active is that
what has the capability of perceiving, changing, wanting, producing.

Thinking about relations within the modern, simplifying, linear and
unidirectional subject — object schema one objectifies everything what belongs to
the area of cognitive or practical activity. We as well become the “object” of our
reflection and may become the “object” of our actions. It is a short way to
instrumental treating others and ourselves instrumentally. In the modern subject-
object schema, where the subject’s freedom is contrasted with any conditionings, it
is easier to treat oneself as a means to an end, than as the end. Kant’s practical
imperative arises as a response to that easiness (Kant, 1984, p. 68).

However, the subject can be conceived differently — as the “source” of the
activity based in a certain system of behaving and understanding, and leading to a
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particular end. Such an understanding makes us resign from an antagonizing way of
thinking.

An interesting concept of the subject is proposed by in Roman Ingarden’s
philosophy. He proffered an original theory of systems and an interesting notion of
“relatively isolated systems”. This notion turned to be useful in discussing the
requirements the subject of responsibility must comply with. In the opinion of the
Polish phenomenologist the fundamental condition for being the subject of
responsibility is to have within oneself the acting center that allows for grasping the
initiative (Ingarden, 1972, p. 133). According to the philosopher an acting person (a
certain entirety constituted by the unity with the body) must form a relatively
isolated system, which is a system of a particular kind that is unreachable for
inanimate objects but which may not also be realized in every living beings (1972,
p. 134). If we employ such a notion of the subject, we must emphasize the
importance of preparing the human being for responsible actions.

We face a dangerous phenomenon today — the domination of the world of
notions over that what is unreachable for the discourse, and in consequence, the
domination of the discourse and virtual world over that what is real. When we try to
understand reality in the framework of the discourse imposed order, we resign from
opening ourselves up to that what is beyond the discourse. The word may lose its
creative power and become a refuge for the human being escaping from it. Theories
will not be the result of “love of wisdom” any more, but tendentious constructs,
which aim not at the truth but at attaining an alleged good. If we do not value the
truth, if we do not know it, we are unable to realize our will. As the source of our
actions we are unable to be either wise or efficient. We need to prepare ourselves for
experiencing the truth because it is worthy to learn how to discover it. The truth is
not limited and learning it does not have to take place in a defined certain time. The
idea of lifelong learning harmonizes with the understanding of the discovered by
Socrates the specificity of the truth.

The Educational Situation —an Organized Encounter in Designed
Surrounding

Martin Heidegger in his analysis of the word ethos discovers an important
intuition regarding the meaning of the interrelationship between the human being
and a broadly understood environment, which also includes the spiritual dimension.
In his Letter on Humanism he modifies the hitherto prevailing, in his opinion
somewhat falsified translation of that word. Heidegger states: “If the name ‘ethics’,
in keeping with the basic meaning of the word ethos, should now, say that ethics
ponders the abode of the human being” (2008, p. 256). If we accept the proposed by
Heidegger translation of the word ethos, we must realize how important “the abode”,
the open space of human dwelling is for the realization of the essence of the human
being.

In his etymological analysis of the word ethos J6zef Tischer observes that in the
original sense it is a place where a plant may develop without hindrances, where it
can live and bear fruit (1982, p. 53). He believes that a living creature, in order to
“bear fruit”, must find its proper ethos, i.e., the “environment”, “dwelling”, living
space. In Tischner’s opinion the objective point of properly practiced ethics should
be an introduction of the internal order in the human being, i.e., the internal
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integration (1982, p. 53). The ethos co-created by the human being favors such an
internal order, an interruption of which is dangerous for the human being and, in
consequence, for the environment the human being stays in relation with. The
surrounding allows us to discover and realize out potential.

If we appreciate the meaning of the surrounding, we may reflect upon the
specificity of the educational situation. Every situation, where the human being in
involved has an educational dimension. However what is called educational
situation is the situation that is designed and organized in order to attain the planned
outcomes related to knowledge, skills and competencies. How to plan an educational
situation to ensure that it is friendly to all the participants?

Approaching the task from the ethical perspective, which emphasizes freedom
and human authorship, one may reach the conclusion that the educational situation
should foster discovering the truth, learning how to carry out good deeds and
experience beauty. It should enable the contact with the three fundamental and
universal values of the European culture: truth, goodness, and beauty.

Such a way of looking at the problem of education does not harmonize with the
postmodern thinking. In the postmodern reflection the universality of values brings
about anxiety, as any form of constancy does, just like anything that may assign to
itself and strengthen the human activity and the existence of the being. The fear of
constancy is accompanied by a longing for a certain “disappearing aesthetics” that
remains in the hearing metaphor. This longing harmonizes with the resignation from
the classical perspective of truth, goodness, and beauty. We should notice however
that without that perspective the reality becomes a positive universe of facts; the
universe that does not have to be true, does not undergo evaluation, does not
captivate. Then, not only disappears the distinction between the truth and false but
also the difference between that what is apparent and that what is real.

For the educational situation to be ethical, it must prepare for avoiding the trap
of tentativeness, which confines human beings in that what is, and it deprives them
of the possibility of being creative; it disenchants the world and conjures it in the
profanum. The educational situation should foster the discovery of multidimensional
nature of the world and protect it from flattening and trivialization. It should help
humans to unveil their own capabilities and assist in comprehending what freedom
and responsibility are about.

Who is Responsible for the Educational Situation?

In order to reach positive outcomes of an educational situation the involvement
of all the situation participants is required. The person planning the situation, the one
carrying it out, and the one partaking in it as a pupil are all responsible. In the case
of lifelong learning, the situations may occur where one person can play all three
roles at the same time. In the reflection on the relations in the educational situation it
is often emphasized that all the participants are simultaneously pupils and teachers.
It is noted that such a situation is open and dynamic. People participating in it are
responsible for the results they are set to achieve.

The goal of the educational situation is a change in the scope of knowledge,
skills and competencies possessed by the participants of such a situation. In order to
achieve that goal, all the participants have to do their work. Ethics defines work as a
conscious, purposeful human activity, which results in a change of reality. The
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distinction between the types of work that is to be found in the ancient Greeks’
reflection seems important. They introduced the differentiation between ergon and
kopos. The ergon is the work carried out for its direct outcome. It enables
satisfaction and free citizens’ activity. The kopos on the other hand is the work
carried out for the equivalent we get for the time and effort dedicated to the
completion of the task; it is a toilsome employ of the slaves. It should be noted that
the ergon is related to the sense of responsibility for the results of the activity, and
kopos is linked to feeling responsible towards those who assess us and who provide
us with the expected equivalent. The ergon is necessary for creating ethical
educational situation. What direct outcome do we want to reach in the case of
educational activity? Is it experiencing the truth, goodness, and beauty? The Platonic
triad marks the areas, which correspond to the three attitudes towards reality. The
truth recapitulates the cognitive attitude, goodness — the moral attitude, beauty — the
aesthetic one. We should take into account these values while planning an
educational situation. The aim of the ergon carried out within the lifelong learning
system should be to experience them. For then, we will avoid the trap, observed
already by Socrates, of “going around in circles”, which can successfully keep us in
the reality we have constructed on the basis of the dogmatically treated truths
established in the currently valid paradigm of science.
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CONTEMPORARY PERSPECTIVES IN ADULT EDUCATION AND
LIFELONG LEARNING - ANDRAGOGICAL MODEL OF LEARNING

Abstract

Nowadays, adult education and lifelong learning constitutes one of the most
significant factors influencing economic growth and social development. Definitions
such as 'knowledge society' and 'knowledge-based economy' exist in a great number
of the Polish and European Union papers and documents and they are not only the
reality, but also the challenge and programme of the future. In the period of various
economic challenges and economic crisis there is a necessity to devise the
educational strategy of counteraction to crisis. It may be achieved via rebuilding
Polish vocational education system, improvement of the standards of teaching and
creating a chain of institutions of lifelong education for adults. To obtain the afore-
mentioned aims one ought to implement the andragogical model of learning to the
process of vocational lifelong education. Andragogy remains one of the dominant
models of adult learning.

Adult education thus becomes more than a right; it is a key to the twenty-first century.
(The Hamburg Declaration on Adult Learning)

Introduction

Nowadays, adult education and lifelong learning constitutes one of the most
significant factors influencing economic growth and social development. Definitions
such as 'knowledge society' and 'knowledge-based society' exist in a great number of
the Polish and EU papers and documents and they are not only the reality, but also
the challenge and programme of the future.

The fact that Poland has been a member of the European Union since 2004
results in the increase of our interest in the European space of research and
education (Bednarczyk, 2009, p. 67). However, it is vital to emphasise that the
European dimension of education is not a new educational category brought to life
as a consequence of integrational processes of the Old Continent. Education in
Europe has had European character for ages — in the past it has never implemented
other education than the European one.

In the period of various economic challenges and economic crisis, the necessity
to elaborate an educational strategy of counteraction to crisis seems to be very
important. It may be achieved via rebuilding Polish vocational education system,
improvement of the standards of teaching and creating a chain of institutions of
lifelong education for adults.

Andragogists working on adult education and lifelong learning describe modern
civilisation as 'knowledge-based', where knowledge is, simultaneously, the
autonomic value and social capital. Present lifelong learning strategy, essential for
Europe, aims at creation of the European learning society being liable to evolve into
the progressive one. The basis of lifelong learning in the European Union is the
council resolution of 27 June 2002 on lifelong learning.
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According to representatives of Polish andragogy (Aleksander, 2003; Turos,
2010) the best educational practices are the ones that directly refer to the needs
perceived by an individual as significant and the ones that respect maximum control
from an individual. When individual needs are consistent with organisational needs,
there are no tensions. For these reasons specialists engaged in personnel
advancement are to keep balance between practices leading to the most effective
learning, as far as adults are concerned, and practises which result in raising the
level of organisational effects.

It is necessary to remark that adult education activity lives its revival together
with the development and alterations, which occurred in the post-industrial society.
Thus, a valid enquiry arises: are adults able to learn effectively and in what way?
Positive answer to this question is the basis to create modern systems of vocational
education, which is by no means an investment into human capital.

It is beyond any doubts that educated personnel is the most important part of
each institution. On the other hand, it is essential to bear in mind that career takes an
important part in adult life, especially when it demands higher level of education and
qualifications.

Among adults, professional development and career are commonly recognised
as positive and desired values. Achievement of social prestige is possible due to the
increase of the level of knowledge and gaining new skills. Professional career and
success at work constitute values, which are to be gained via education in successful
organisations (Btaszczak, 2012, pp. 74-75). Therefore, both employers and employees
ought to be interested in developing professional competence and its constant
improvement.

The answer to the question concerning effectiveness of lifelong education
presents numerous research results in the process of learning regarding people at
different ages. The research conducted in the scope of the developmental
psychology proved that ‘crystallised intelligence’ is to be responsible for the
processes of adult learning, as it uses gained experience and mental habits, the
increase of speech fluency, new strategies of thinking and organisation of
knowledge. This type of intelligence, contrary to inborn “fluid intelligence’, may be
developed through the entire life of a human being, under the condition that a person
will remain mentally active.

Hence, those people for whom life is the continuous process of education
achieve better results. As for adults, the best results are achieved when they learn
things related to purposeful action, thus, to their work, especially the one that set
high requirements to the employee. Such work provides an individual high level in
realms, in which a person has been specialising for years. Knowledge and skills
create new quality called life wisdom, resulting from mental operations carried out
in respect to gained experiences.

Employer awareness, concerning the benefits from investment in educational
development of employees, ought to cause the implementation of the andragogical
model of adult vocational education, via creating professional chains of educational
institutions for adults, such as centres for lifelong learning.

It is necessary to highlight that modern structural alterations occurring in
industry not only in Poland but in the whole world and the necessity to keep up with
technical and technological progress coerce the need of permanent adjustment of
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qualifications and skills of the employees to market needs and specific expectations
coming from the employers.

Taking everything into consideration, there is a well-defined need to create
suitable conditions in order to enable the development of lifelong education in
relation to employees working in various types of industry. The implementation of
employees from various types of industry to vocational education, the andragogical
model of adult learning, will contribute to:

» improved exchange of information in the scope of modern solutions and

technology,

» development of research and high quality of practices in the area of job

market,
» awide range of counselling and training,
» more complete diagnose of the situation regarding the needs and possibilities
of lifelong education for industrial workers.

Technological and andragogical model of adult learning

Lifelong education as a ‘contemporary educational model, based on continuous
renewal and improvement of knowledge and qualifications both general and
vocational, lasting through the whole life of an individual, may be considered in
numerous aspects' (Aleksander, 2003, p. 985). Via lifelong education of industrial
workers one ought to understand both completing education and permanent
instruction of employees of this economy sector.

Modern adult education encompasses varied models of educational work as
varied educational needs require different strategies of their fulfilment.

Specific character of adult learning is determined by the rules governing adult
conduct in the learning situation. To take the argument further, effective
implementation of the process of learning depends on taking individual features of a
learner into consideration and being able to find the place in particular elements of
the didactic process.

Having this logic accepted constitutes an introduction to create innovative
methodology of educational work with adults, which being in harmony with the
selected model of teaching guarantees achievement of the chosen aim.

The foundation of teaching methodology is determined by didactic rules: “The
rules in pedagogy signify both standards of conduct acknowledged to be proper to
obtain established objective of pedagogic behaviour. They also formulate the
grounds on which conduct appropriate for the process of upbringing and education
is based” (Potturzycki, 1991, p. 141).

In educational practice all the rules are to be used creatively and exchangeably
in various models of teaching adults. The choice of the model of educational work is
determined by a great number of factors, among which one may find:

— aims of instruction,

— culture of educational institution,

— andragogist’s preferences,

— characteristic features of the participants of adult education,

— educational surrounding.

Fundamentals and didactic rules of working with adults elaborated by the
representatives of Polish, American and German andragogy, with reference to
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technological and andragogical model of adult lifelong education, are presented
below.

Each of the following models has specific features and differences in the scope
of particular criteria:

Technological model — in which the most important assumptions are
(Malewski, 2001, p. 284):

» Conveying arranged knowledge is the main task of education;

» Describing the world in which adults live or will live and work without

referring to their judgements, opinions, experiences;

» Bearing responsibility by the teacher for the results of teaching.

In the technological model of adult education and lifelong learning the
following rules of education are obligatory:

¢ Induction — gaining knowledge about reality via getting to know things,
phenomena and events directly or, visualisation of the process of instruction
via images, models, graphs, tables;

o Intelligibility — gradation of difficulty, the necessity of adjustment of
contents and method of instruction to the student's development and abilities;

o Regularity — in assimilating and consolidating presented material, and its
appropriate order;

e Aware and active participation — active methods, trials to determine the
problem, searching for the materials, analysis;

e Formation of the ability to learn — developing the ability to learn, preparation
for self-study, using help, registering information;

e Combining theory and practice — indicating similarities to the knowledge and
skills already known;

e Using experience of adults — consolidation of positive experiences,
explaining negative ones;

¢ Individualisation and collectivity — individualised process of instruction,
group work, guidance, consultations;

o Durability of knowledge — revising the material, referring to experiences and
clarity, active involvement of the participants, implementing verification of
discovered law, systematic control;

o Lifelong education — constant development, enrichment of personality,
stimulating the need of further learning.

Andragogical model — it is a processual model in contrast to the above-
mentioned technological model, which is, in other words, content model, applied by
most traditional adult educators. The difference between these two models is not based
on the fact that one concentrates on content and the other one does not, but a crucial
difference is that the content model concerns information and skills conveyance,
whereas the andragogical model focuses on procedures and resources aiding a learner
in assimilating information and skills (Knowles, Holton & Swanson, 2009, p. 107).

In traditional system of education the teacher decides in advance on the manner
in which knowledge and skills are to be conveyed, puts the material in the logical
entirety, chooses the most effective means of conveyance and then he/she prepares
the plan of presentation. The teacher (facilitator) using the andragogical model
prepares in advance a set of procedures that involve adult learners into the process
based on the following elements (Knowles, Holton & Swanson, 2009, p. 107):
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Learner preparation;

Creating amiable atmosphere that facilitates learning;

Initiating mechanisms enabling mutual planning;

Diagnosing educational needs;

Formulating aims that can fulfil the above-mentioned needs (curriculum
content);

Designing the pattern of educational experiences;

Managing these experiences using suitable means and techniques;

. Teaching assessment and repeated diagnosis of educational needs.

As for the andragogical model, the main task of education is to improve the
quality of adult life:

» Education is perceived as the way to better and subjective existing in the world;

» Knowledge is a symbol of everyday life experience;

» Searching for knowledge belongs to a learner;

» Dialogue is an effective method of teaching.

In this model the following rules are obligatory:

Target group orientation — organising the didactic process according to
expectations and possibilities of specific groups of participants;

Participant orientation — individualisation of the process of instruction,
becoming familiar with needs and experiences of an individual;

Work on interpretation patterns — exchanging opinions referring to the ways
of perceiving the world, reinforcement of interpretation patterns;

Adjusting the language of instruction to the recipients — adjusting the
language to the cognitive possibilities of a learner;

Joint perspective of a teacher and a learner — striving to reach an agreement
through showing respect of individual differences and indicating similarities;
Learning aims orientation — possibility of establishment of the instructional
aims;

Confronting with curriculum content — appropriate choice and analysis of
curriculum content;

Self-education — reflective learning;

Integration of general and professional education — integration of various
fields of knowledge and life;

Influence of emotions on the teaching-learning process — teaching-learning
culture causing positive reactions;

Action-orientation — combining theory with practice, using experiences;
Aestheticisation — aesthetic sensations causing psychological comfort
(images, music, classroom interior, teacher appearance);

Time economics — good planning of time budget;

Mistake probability — creating conditions facilitating the process of learning,
arousing reflections, differentiating methods of teaching;

Using humour — using humour during classes to intensify the effects of teaching.

Summary

In the field of economy and society development and in adult education the
central category for both theory and practice is the process of adult learning. In
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modern culture of adult education and lifelong learning one may find various
models of educational work as varied educational needs of adults require different
strategies of their fulfilment. Nevertheless, from the andragogical point of view, in
the process of adult education and lifelong learning the most effective is the
andragogical model of learning. Andragogy remains one of the dominant models of
adult learning. Although a lot of obstacles and limits exist, andragogy has numerous
possibilities in the scope of research and practice. To take the issue further, the more
we are knowledgeable about cognitive development, the better we can adjust adult
learning to their specific needs and possibilities.

The development of the Polish society and economy depends on the activity of
market mechanism and acceleration of the process of modernisation of economy
structure, which is closely related to adult participation in the process of lifelong
education. Specialists emphasise the necessity to increase the number of people who
work towards completing their education in Poland during one year from 8-10% to
20-25% from all employed, thus, to the level obtained in other countries from the EU.

The above-mentioned actions are an obligation of the whole society, national,
institutional and religious education system, associations and foundations. Human
capital is the basic factor of development and wealth of the nation. The society will
be able to fulfil these requirements if it is open-minded, innovative, understand the
rules of contemporary competition and organises effective system of education and
lifelong learning. Polish lifelong education may and should be a valuable tool used
for forming our country in its spiritual and material shape.
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EXAMINING THE REASONS BLACK MALE YOUTHS GIVE FOR
COMMITTING CRIME WITH REFERENCE TO INNER CITY AREAS OF
LONDON

Abstract

This paper presents a mini research carried out by the Focus Learning Support
(FLS) team on reasons why young black males in the community commit crime.
Knife and gun crime is seen as a serious problem in the black community involving
black males in the inner London city areas — many of whom are both victims and
offenders of knife and gun crime. One of the primary aims of FLS is to focus on
engaging the youths in positive activities such as career development. Youth crime
is a big issue hindering some of the youths who are victims of crime from
developing a career, as most of the offenders spend their lives in prison and miss out
on what matters. The paper examines the reasons why young black youths engage in
criminal activities and suggests ways to prevent such criminal acts, thereby enabling
them to be focused on their career aspirations and becoming good citizens. The
study uses quantitative and qualitative research methods, quantitative method aimed
to explore existing literature and research on reasons behind youth crimes in inner
London cities. The use of qualitative method is designed to find out the reasons
young black males give for committing crime instead of focusing on their career
development. The paper uses case studies to share the experiences of the black
youths on reasons why they are forced to commit crime. The findings from the study
identified factors contributing to youth crimes such as fatherless families, self
image, relationships with police, education system and negative influences. Other
factors include unemployment, lack of career engagement and bad gangs. One of the
measures to prevent youth crimes amongst black male youths is to continue to
ensure that knowledge on crimes is made compulsory in schools and shared at
home. Other suggestions are to fully engage the youths on positive activities such as
career development, sports, employment opportunities and community policing.

Context

The issue of knife and gun crime is predominately present among young black
males with a huge body of literature written and reports about youth crime.
Although, what is considered as youth crime or youth offending is difficult to
explain because the phrase is continuously being “(re) invented and (re) defined’, for
instance, the phrase Juvenile delinquent was established in the 19th century and was
linked to ‘unemployment, lack of discipline and moral degeneration’. Adolescence
as troublesome was created in the 20th century and later ‘troubled offender’ was
introduced to describe - the latter association with youth crime — a behaviour that is
deemed to be undesirable and which may or may not hold the same penalty as adult
crimes (Muncie, 2009: 79). Criminal acts that were commonly committed by adults
are now being committed by youths, for instance the two 10 year old boys who
murdered the two year old Jamie Bulger in 1993 and the two brothers (aged 12 and
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13) that murdered the 10 year old Damilola Taylor (2000). In 2009, 16 year old
Shakilus murdered by young males aged between 17-19 and Ben Kinsella 16 was
killed by three young males aged between 18-19. Crimes committed by youths today
vary greatly, the Youth Justice Board survey found that the total number of offences
committed by 10 to 17 year olds was 277,986 in 2007 and 2008. A considerable
amount of these crimes included drug related offences, robbery, arson, violence
against another person (Youth Justice Board, 2008). This demonstrates general
crimes committed by youths of all ethnic minority groups and how young the
offenders are, information like this highlights the seriousness of crime among young
people. Discussing youth crime provides an understanding of the phrase and exactly
what crimes are carried out by youths in society today. As useful as the statistics
provided above are they fail to explain why young people commit crime. Some of
the factors identified in the literature that contribute to youth offending are: lack of
parental supervision, low family income conflict within families, low attainment,
exclusion from school, lack of community togetherness, opportunities to offend,
youth character, troublesome friends (Metropolitan Police Service, 2003-2008),
these are only a few general causes of youth crime. However, the paper specifically
focuses on the knife and gun crime committed by the young offenders. ‘Knife crime,
is any crime that involves a knife, this includes: carrying or trying to buy a knife if
you’re under 18, threatening people with a knife, carrying an illegal kind of knife,
murder or assault in which the victim was stabbed with a knife, robbery or burglary
where the thieves carried a knife as a weapon,’ this definition was cited from the
Directgov website®. Knife and gun crimes have persistenly occurred in our society
particularly in countries like United Kingdom, America and Africa. It is growing
issue of concerns for the above mentioned countries. It is an issue that requires
educating those involved to resist from the act, as it leads nowhere than either life
imprisonment and for some countries execution. Hence engaging the youths on a
career development such as creating employment, education, sports activities and
talent development can help prevent knife and gun crimes found in youths.

Literature indicates that crimes involving weapons is a serious matter in society
today because it involves young people carrying them. Most young people that
commit knife crime are often victims, the British Crime Survey (BCS) in 2006-07
revealed that young people were four times more likely to be victims of violent
crime compared to adults who were 3.6 per cent at risk of victimisation. Such
victimisation is common among young males aged between 16 and 24, this group
experienced 13.8 of violent crime (Nicholas et al., 2007). In particular, victimisation
of knife crime is more common among black and minority ethnic communities
(Eades et al., 2007), and has become a well-known crime committed by most young
black males. Statistics produced by Scotland Yard revealed between April 1st and
June 30 of 2008 that 124 out of the 225 people, under the age of 18 proceeded
against or accused of knife crime were black (Wright, 2008).

Gun crime is another serious crime that predominately occurs in the black
community, this criminal act is defined as: An offence that involves the use of a gun
in the following situations, a murder where the victim was shot, any situation where
a gun was fired, even if no one was injured, any robbery or burglary where the

! http://www.direct.gov.uk/en/CrimeJusticeAndTheLaw/Typesofcrime/DG_181675



Elizabeth Achinewhu-Nworgu, Chioma Nworgu, Steve Azaiki, Helen Nworgu 313

thieves carried a gun, any case in which people where intimidated with a weapon,
any body found carrying a banned gun, such as a handgun, or using imitation gun®.
Such crimes affect young people and the community and to try and prevent such
incidents from happening especially in the black community Operation, Trident was
set up in 1998, to stop murders and shooting among young black people in London®.

Causes of Youth Crime

Literature presents that the presence and involvement of a father in a young
black male’s life is essential within the home, those youths that are fatherless are
prone to offending (Okoronkwo, 2008). Concerning single parent families and
crime, studies have revealed the definite link, for instance 70 per cent of young
offenders come from single parent families (Youth Justice Board, 2002 in Social
Justice Challenge, 2007: 6). Academics like Murray (1984) and Wilson (1987)
suggest the development of such families are the consequence of relationship break
down between African-Caribbean men and women, which have caused them to be
reliant on governmental provisions. They suggest the deterioration of the family has
contributed to high levels of offending amongst second and latter generation of
African-Caribbean youths and has brought about ineffective parenting and lack of
parental guidance for young children (Smith, 2005). Smith’s (2005) study relies on
quantitative research which does not provide rich accounts of the reasons for high
crime rates amongst British African-Caribbean, Bangladeshi and Pakistani males
which are the groups he researched. His explanation for high crime rates among
African-Caribbean’s does not consider class which can help understand crime levels
and offending among certain groups.

Family structures in contemporary society have changed, which shows it is not
just a phenomenon within the black community, in fact this is happening all around
the world this trend of multiple family structures is apparent. One can argue that the
society that we live in today — is made up of several divorced families, lone parent
families, same sex families, to mention a few (Webster, 2007), although this
research does not suggest that the traditional nuclear family does not exist anymore,
in fact there are many families that still embrace this family structure. The work of
Smith (2005) provides a historical explanation of how African-Caribbean family
structure has changed and the consequences that it has left. His account of family
breakdown lays the foundation for black family structure and helps to understand
how the majority of these families are governed today. However it is also essential
to demonstrate affection and show interest in children while they are growing up.

This advocates a more theoretical approach to investigating the causes of knife
and gun crime. Within the umbrella of positivist criminology there are two
approaches that explain the causes of youth crime. The individual positivist
criminology argued that the causes of youth crime are related to youth character.
They suggest that crime is the result of adolescence lack of emotional development
meaning the status quo way of behaving has not been installed into the child causing
them to act inappropriately. Freud (1952) suggests that adolescence is seen as a
problematic stage in life because youth struggle between ‘natural instinct’ and

2 http://www.direct.gov.uk/en/CrimeJusticeAndTheLaw/Typesofcrime/DG_181544
3 http://www.stoptheguns.org/whatistrident/index.php
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‘cultural constraints’, which is manifested in their behaviour (cited in Muncie, 2009:
94). This can be understood as their psychological development has not yet
manifested in them causing them to be controlled by their own behaviour. The
process of adolescence is one that is not easy for youths; it is a self-battle for the
adolescence between ‘ego identity’ and ‘identity confusion’. Erikson further
mentions that this is a process that needs to be resolved sooner rather than later
because it can affect the child’s way of life in the future. He concludes that
adolescence as a theory consists of ‘emotional disorder, impairment and pathology’
that is irregular and inevitable (Erikson, 1968 cited in Muncie, 2009: 94). Erikson’s
analysis of youth personality can be applied to this work on young black males and
crime because some black males often find themselves struggling to find out their
identity, Anderson (1999) asserts that inner city black males usually look to the
streets to find out who they are; in order words, many of these young black males
are longing for identity at quite an early age.

Black males and their relationships with institutions

Another cause is related to police and the education system and the effects that
they have on their behaviour. The education system as an institution, illustrates why
young black males may face difficulty in obeying teacher’s authority and why they
lack in academic attainment. The second institution is the police. Connections
between exclusion and delinquency have been established; this can also be linked to
other phenomena such as ‘lack of parental supervision, truancy, poverty and weak
commitment to education’ (Giddens, 2007: 721). Those that faced high levels of
permanent exclusion in 2002/03 were black Caribbean and other black students.
Exclusion among them 37 and 32 per ten thousand students in compulsory education
(Social Trend, 2004: 42 cited in Giddens, 2007: 722).

Methodology

The mini research uses quantitative and qualitative approach, quantitative
method aimed to explore existing literature and research on reasons behind youth
crimes in inner London cities. The use of qualitative method is designed to find out
the reasons young black males give for committing crime instead of focusing on
their career development. Focused group discussions and debates through media and
interviews were relevant in gathering perceptions of the participants.

Findings

When discussing factors that cause knife and gun crime amongst young black
males a factor that appeared most frequently was the lack of fathers in their lives.
Most of the respondents stressed the importance of father and son relationships
being away of deterring crime. Another factor that featured most was family up
bringing; most participants suggested that parents need to teach their children the
correct norms and values of society which includes teaching them right from wrong.
Comment from a respondent: “fatherlessness within the black community is common
and their family structures are weak compared to other ethnic groups who have
close family ties which keep their children away from crime especially knife and gun
crime, she further highlights that firm values within their family structures deter
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their youth from crime’. The above response is in line with what Okoronkwo (2008)
asserts about black males and how fatherlessness puts them at risk of offending.

The findings also demonstrates that all of the factors mentioned in the literature
review in some shape or form contributed to knife and gun crime among young
black males, however factors that emerged frequently throughout the interviews
were fatherless family structures, self image which is linked to revenge and respect
and black male’s relationship with the police. In terms of preventive measures, many
suggested that the youth need to be feed with information on such crime and the
consequences by their parents and education system, although in terms of group
preventive, everyone needs to partake for knife and gun crime to stop it happening.
However prevention of fatherless families is one that seems difficult to be solved
easily because as it seems to be a problem beyond control and no laws to prevent
divorce or prevent people from having children in unstable relationships. Self image
is another difficult factor to prevent because the culture is part of the personality and
to change the image is to change ones mindset, which is difficult. Therefore young
black male’s mentality is a phenomenon that will have to be worked on from early
childhood if attitudes towards carrying out such crimes are to change. In regards to
the police and young black males, relationship could possibly work better if the
police can see them as friends; this will help to build trust and openness to
information.

Conclusion

The mini study focused on investigating the causes of knife and gun crime
amongst young black males, this was achieved by conducting focus group
interviews with twenty black and five mixed race male youths. The main causes
raised in the literature were fatherless families, self image, relationships with police,
education system and negative influences. Other factors leading to crime brought to
our knowledge by the participants in the study include the flaws in the criminal
justice system, inability of children to defend themselves, and the problem of drugs.
These factors are considered the root causes of knife and gun crime in the inner city
areas of London. The second part of the study which looked at ways in which knife
and gun crime could be prevented, suggested by the participants, is that knowledge
on such crimes should be made compulsory in schools and shared at home.
Preventive measures were discussed such as stop and search, which according to one
of the participants, can be effective in preventing the youth from carrying knives and
guns. However, it is important to note that this is an on-going research, which is in
its early stage.
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RESTRUCTURING NIGERIAN TERTIARY (UNIVERSITY) EDUCATION
FOR BETTER PERFORMANCE

Abstract

This study assesses the goals of university level of education, namely,
development of high level manpower, scholarship and community service, and
found that universities have not been able to achieve close to average. Problems
range from social, political, financial as well as personnel issues. Specifically, they
include problems of infrastructure, funding, staffing, record management and
external interferences. Results include low quality outputs, poor state of
infrastructure, poor international competitiveness, and hence the search for strategies
to reconstruct and restructure rebuild the system to respond favourably to novel
challenges of development. To redeem the system, the study prescribes that student
and staff personnel needs be taken as priorities from henceforth. Also, inter national
collaboration for students and staff exchanges, and expansion of access to qualified
candidates, among others, be prioritised.

Introduction

Tertiary education is the education given after secondary education in colleges
of education, polytechnics, monotechnics, universities and other institutions offering
correspondence courses (FRN, 2004). According to the document, the goals of
tertiary education encompass the development of relevant high level manpower,
development of intellectual capability of individuals and acquisition of physical and
intellectual skills. Others are to promote and encourage scholarship as well as
community service. Tertiary educational institutions pursue these goals through
teaching, research, generation and dissemination of knowledge which they achieve
through a variety of programmes such as certificate, diploma, undergraduate and
postgraduate courses.

Specifically, university education contributes to the production of high level
manpower in diverse professional callings as dictated by national development
requirements. The goals of university education also focus on inculcation of
community spirit in the students through projects and action research.

The practice of tertiary education in Nigeria so far has not met the expectations
of the above goals and objectives due to a number of factors such as limited
infrastructure, poor funding, poor staffing, poor record keeping and socio-political
interferences. These problems have resulted in low quality outputs, lack of
international competitiveness and comparability of outputs. This pitiable and
unacceptable condition has necessitated the investigation into how the Nigerian
university education system can be restructured in order to meet the expectations of
the stakeholders.

The origin of higher education in Nigeria, according to Oni (1997), is traceable
to the establishment of Yaba Higher College, YHC (now Yaba College of
Technology) in 1932. YHC was heavily criticised for subjecting its candidates to
substandard curricula which were meant to produce subordinate officers to the
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European expatriates who supervised the programmes and their products. Again,
each programme was to last six to seven years, about twice the length of time a
person needed to graduate from a first degree university course and, almost twice the
length of time used by their European bosses to graduate. Unfortunately, the
diploma certificates awarded were not accredited to any university in Britain.

This necessitated the agitation and clamour for a true higher institution of
university status and the setting up of the Commissions of Higher Education in West
Africa in 1943. There was the Elliot Commission which was to report on the
organisation and facilities of the existing centres of higher education in British West
Africa and to make recommendations regarding future university development in
that area. Then, there came the Asquith Commission which wrote the minority
report out of the Elliot Commission Report.

Following political independence in 1960, government noted the non-
indigenous status of the existing University College, Ibadan (UCI) and started
setting up what can be called indigenous higher educational institutions. This started
with the establishment of the University of Nigeria at Nsukka in 1960. In 1962,
there came the University of Lagos, Akoka, Ahmadu Bello University, Zaria and the
University of Ife (now Obafemi Awolowo University, lle — Ife) and others (Amadi,
2011). As at 2011, there were 36 federal, 37 state and 45 private universities in
Nigeria making 118 away from the three indigenous universities in 1963.

Problematic Issues in the Management of Nigerian Universities

So many factors converge as bottlenecks hindering effective and efficient
performance of Nigerian universities. For a better and broader treatment of these
issues, we discuss government factors (including those of regulatory bodies which
are agents of government), social factors; technological issues, university internal
factors and family issues.

Government and Regulators

Government

- Inadequate budgetary allocation (underfunding): Over the years,
government has grossly underfunded education to the extent that their effort falls far
below the UNESCO recommended annual budget proportion of 26%. The
consequences are grave. The report of the Presidential Task Force Team on
Education published in May, 2011 states inter alia: “education budget, as a
proportion of total federal spending is some 7.6% (average from 2008-2010). It is
roughly 5% of total federal capital budget and 11% of total recurrent budget. There
is a decreasing trend over the years” (pp. 36-37).

- Policy inconsistency or policy somersault: Generally, we note some
discontinuity in national policy between one political dispensation and the other. If
one government starts an education programme or project, another incoming
government will abandon it and start a new one which it may also not complete.
There are, therefore, many abandoned projects. In some other cases lobbying and
influences of political heavyweights and influential traditional rulers make
government to backpedal on enunciated policies. This has made the federal
government to lament policy inconsistency in the following words: ‘policies have
not always been given the chance to prove their effectiveness (or failure to do so), as
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uncoordinated changes tend to be dropped in and out in a haphazard manner,
dictated by moods in place of reason. This is a practice that shocks (instead of
guiding stakeholders and policy implementers’ (FRN, 2011: 17).

- Political Interference: Party politics and personality clashes often make
funding and implementation of educational policies difficult or impossible. In other
cases, government engages in playing politics with the educational system to score
political points. Renaming of educational institutions has often led to public
resistance and disruption of academic activities. For example, government
announcement on Democracy Day of May 29, 2012 renaming the University of
Lagos to Moshood Abiola University led to a lot of protests both within and outside
the University.

- Localisation of academics and student admissions: University education
and management are supposed to be a universal (worldwide) phenomenon. This
means that there is no rationale in limiting recruitment of staff and management
officers to people from the contiguous communities of the university. This is
common in Nigeria and this practice has resulted in low quality performance and
inefficient operations. The problem also stretches into student admissions.
According to Breton (2003), the world is moving towards universalisation of higher
education and so he states that “... one of the essential components of the cultural
world of university internationalization practitioners is how to improve student and
professor mobility and give this its true meaning in today’s world”.

- Inadequate infrastructure: Poor funding, personal interest of management
and high level of corruption have led to a state of inadequate infrastructure in most
of the higher institutions in Nigeria and this has hindered adequate performance of
Nigerian universities.

Regulators

Education regulators in Nigeria include the National Universities Commission
(for Universities), the National Board for Technical Education, NBTE (for
Polytechnics), the National Commission for Colleges of Education (for Colleges of
Education) and the Federal Ministry of Education, as the overall controller of
education in Nigeria. There is also the Teachers’ Registration Council of Nigeria
(TRCN) for the teaching profession while the NERDC regulates curriculum
development and management. Problems emanating from these bodies include:

- Poor Supervision and Monitoring: Their accreditation exercises are often
stage-managed and no efforts are made to put the made-up issues in place even after
the exercise is completed.

- NUC imposes a carrying capacity rule: This means that the regulator
defines the number of students that a university could admit during each session
based on the facilities available. This limits the number of students admittable with a
large overflow of un-admitted candidates. The Committee of Vice Chancellors
(CVC) has not been very helpful in this matter.

- Inadequate manpower resulting in ineffective regulation of the teaching
profession has left many uncertificated teachers teaching in Nigeria’s tertiary
education system especially in universities.
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- Curriculum reform lethargy has left the Nigerian system less dynamic and
apparently insensitive to curriculum matters due to the boogey of bureaucracy on the
Nigerian Educational Research and Development Council (NERDC).

Examination Bodies

Nigeria’s examination bodies for various levels of education include: the West
African Examinations Council, WAEC, the National Examinations Council, NECO
(for the secondary school level), the Joint Admissions and Matriculation Board
(JAMB) for entrance examinations into tertiary institutions. As feeder institutions to
the university level, failures on the part of these institutions have negatively
reflected on the university system. Some of the problems include: examination
malpractices (and leakages), inadequate monitoring of administration of
examinations, especially in corruption-ridden ‘special centers’ and in secondary
schools whose outputs feed the university system with half-baked or poorly-
prepared candidates.

The Society: Negative Impact on Students

University staff and students live in and relate with the society. The life pattern
and behavior of the society will surely influence university performance. The
problem here starts from before the candidate is admitted. Most secondary school
students (who are inputs into the university system) get polluted by the society and
the environment as well as by family and peer group factors. Some of these
problems include: examination malpractice, lesbianism and gay life, academic
laziness, unwillingness to study, bullying and fastidiousness, unbridled desire for
money and immorality, cultism and intimidation of others, robbery and stealing,
telling lies and escapist mindset. Some others are results/documents falsification,
indiscipline, indecent dressing and corrupt music, pornography and cyber crimes.

University Internal Factors

These internal factors manifest in lack of trust and regard for university
authorities, pressure from teaching and non-teaching staff, inadequacy of facilities
such as libraries, laboratories, textbooks, un-conducive learning environment, over-
crowding, dirty hostels, etc. We also have compromises on academic standards,
cultism and cult violence, wrong placement of students into unwanted courses, peer
pressure and deficient curricula which have negatively impacted on products’
employability after school.

Technological Factors

Prominent are dangers of misuse of information communication technologies to
commit fraud and other unprofitable foibles common to youths, distractive and
negative life styles (habits). Others include: pornography, cyber crime, documents
manipulation and forgery.

Family Problems

These cause poverty leading to gullibility, naivety on the part of the younger
ones, desperation for admission which leads to crime, over petting and pampering,
low quality primary and secondary schools attended, high expectations from
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students, poor monitoring and control, nonchalant attitude to curbing adolescents’
excesses and forcing students to study some courses they do not like.

Causes of Poor Research, Poor Performance of University Graduates and
Non Recognition of Nigeria’s Academia Effort

1. Shallow Teaching: Lecturers are not deep; they rush through lectures and do
not bother whether their students understand what was taught or not.

2. No Monitoring of Lecturers’ Teaching: Lecturing is a teaching activity.
Academic freedom does not imply that a university teacher does what he likes in the
class. There is too much freedom to the extent that lecturers’ class activities are not
checked, assessed or monitored. The consequence stares us in the paper.

3. Over-crowding / Overpopulated Lecture Rooms: Lecturing facilities -
classrooms, teaching aids, instructional materials as well as class/building fittings-
lighting etc, are not adequate. There are not enough lecture theaters. Public address
systems are almost non-existent. The lecturer most of the time is frustrated with the
excess student number swooping into lecture rooms during lectures. Dearth of
facilities may make some students not attend lectures when they could not locate
lecture venues especially once there is a shift in venue.

4. Lack of Practical Demonstration: At the secondary school level, those who
take the General Certificate of Education [GCE] examinations settle for alternative
to practical as against the practical tests taken by regular SSCE candidates. This
handicap is extended to the Nigerian university system where science and
technology students neither us nor touch, not to talk of practicing with, practical
equipment. It may therefore not be a surprise that a student who made first class in
chemistry may not know well how to titrate. Graduates of agriculture and related
areas may not have visited nor practiced in a farm all through tertiary education.

5. Lack of Housing (living) Facilities: The reality that some lecturers and
students live too far away from their universities and have to shuttle to school every
day and back cannot make for a credible academic exercise. Lectures in big cities
like Lagos, Abuja, Kano and Port Harcourt suffer untold hardship in their effort and
desire to go to work. Some, especially in Lagos leave their places of residence
about 5 am everyday to arrive at the university about 9 am, lagged out, tired,
wearied, hungry, etc, what will such a person teach? At about 3/4pm he has started
rushing home to arrive about 9/10 pm. When will he prepare the lectures, do
research and publish? Yet, if you do not publish, you perish in the university system.
This same situation applies to students some of who sponsor themselves and could
only attend classes once/twice a week.

6. No Gown-Town Relationship: Industry operators do not have any formal
relationship with the universities. It is therefore almost impossible for the
universities to assess the performance of their graduates. There are no labour
exchange programmes organized by universities. There is no proper man planning
system in the country. It is as nobody cares nor is anybody in charge of anything in
Nigeria. Most manpower data appear to be “cooked data”.

Unfortunately, one of the accreditation criteria set out by the National
University commission for universities is the report from employers. Little is
received here and what comes in is unreliable. The employers are not sensitized.
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Otisi (2011) in a piece published by the Guardian x-rayed the effort of
Petroleum Trust Development Fund at improving teaching and learning in Nigeria’s
petroleum industry. The programme is a 6 month diploma broken into two 3-month
phases, one phase will be done in a selected university in Europe while the other
will be in Nigeria. Essentially, the programme targets practical monitored teaching
and research as a teaching practice. The teacher’s registration council of Nigeria is
challenged by Otisi’s article to make alive its mandate of regulating and monitoring
the teaching profession in Nigeria. It needs to develop feasible practical modalities
to be put in place immediately.

Requirements for Sound and Effective Academic Work in the University
System

For a university to be so called and respected, certain conditions and facilities
have to be in place. Failure to meet these conditions and set in place these facilities
will cause problems to arise. In the Nigerian university system, different types of
services are expected from the system, including:

Student academic services (or student academic needs)

To enhance the teaching-learning activity and improve student’s learning and
academic performance, the following things need to be put in place as part of
students’ academic services: lecture halls, good lecturers, well-furnished and well-
equipped libraries, well-equipped laboratories (for sciences), technology workshops,
mini-markets or supermarkets, business laboratories, (for economics, business
education), agricultural demonstration centres and agricultural farms and practical
entrepreneurial apprenticeship experience while in school.

Practical training of students of agriculture can be carried out in demonstration
farms for piggery, fishery, snailry, grass-cutter farming, etc. Entrepreneurship
centres can be used to teach students to learn carpentry, furniture making, events
management, fashion designing, interior decoration, computer appreciation, metal
works, sign writing and other crafts.

Staff Academic Services (Needs)

Libraries well stocked with relevant and current materials, laboratories,
demonstration schools (for Adult Education Lecturers), agricultural extension
stations, effective research facilities, ICT skill-acquisition centres, demonstration
centres for journalism and broadcasting, research fairs, university-industry
partnerships to market research outputs and patenting research products.

Non-Academic Services: For Students

General students’ welfare include — hostels, catering, safety/security, unionism/
activism, work-study programme, recreation and sporting facilities, social
interactions, social networking, counseling, student outreaches — debating,
conferences, facility visits/excursions, religious issues, etc.

Non-academic Staff Services

These are enhancers for greater productivity and they include accommodation
(within and around the campus), medicals, transportation, family welfare, recreation
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and social networking, consultancy, preparation for retirement and pension,
handsome remuneration and welfare packages, home ownership programmes,
cooperative facilities, upfront bulk payment of allowances, etc.

General Services (Physical Infrastructure)

We expect focus on infrastructure such as buildings, aesthetics, sanitation, civil
works, event centers, roads, electricity, water, healthcare, recreation and sports etc.
We also expect supporting facilities like business centers, supermarkets, trading
malls, etc, to be set up in areas close to campuses to enable the university
community have easy access to them.

Suggestions, Solutions and Policy Options

Having diagnosed and analysed the problems of university education and
management in Nigeria, we attempt suggesting ways of improving the situation,
especially by generating new ideas that can be put into practice to improve the
system.

Education franchising/cross border education

This concept means that entrepreneurs in education or existing educational
institutions can enter into franchise agreements with renowned and specialized
institutions abroad to hoist their banners in Nigeria, bear their name and operate
according to their tenets and principles. For example, the Imperial College London
can allow a Nigerian University to use its name and become Imperial College
Nigeria. The College is renowned for escapades in engineering and so it will bring
that escapade to bear on its franchise in Nigeria. The advantages of this include:

a. Improvement in quality of education and training especially in the areas of

specialization of the franchisor.

b. The standard of education will be improved and international recognition of
Nigerian University graduates will be enhanced. Also, staff quality and
standards will be enhanced. The arrangement will, in no small measure,
reduce the army of un-admitted but qualified candidates waiting for
admission.

c. It will also create opportunities for collaboration and exchange of staff and
students among universities. It will also create job opportunities both within
and outside Nigeria especially with countries of franchisors.

d. E-learning will be enhanced and promoted; universities will be able to meet
the objectives of MDGs and will help reduce social tension.

Introduction of access programmes

The problem of backlog of qualified but not admitted candidates in Nigerian
university system can be alleviated if universities can introduce and properly
manage access programmes such as pre-degree and diploma programmes.
Candidates can be surer of formal university admission through this mop up outlets.

Remedial programmes

Universities can also invest in remedial programmes where they
properly/adequately prepare candidates for admission. This will solve the problems
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created by inadequate and poor teaching learning in secondary schools. It will also
save parents and children from patronizing unscrupulous education vendors and
hawks in ‘special centres’ who trade in marks and fake certificates.

Establishing more institutions

University education facilities should be expanded. A situation of admitting less
than 20% of over 1 million candidates sitting for JAMB examinations annually is
unacceptable. It is a time bomb waiting to explode. Conditions for establishing
universities should be made easier. Better recognition should be accorded other
levels of tertiary education to create veritable platforms for absorption of teeming
population of waiting candidates. In all, however, regulatory authorities should
ensure that quality and standards are not compromised.

Re-orientation and counseling

Students need to change their disposition towards education. The present “cash
and carry” attitude must be stopped and the spirit of honesty and hard work instilled
in them. The principle of KYC (Know Your Customer/Client) must be imbibed by
universities. They need to effectively monitor the attitudes, inclinations and
behaviours or lifestyles of their students so as to nip in the bud their slips into bad
behavior. University managers should make the campus environment busy and
active to get students engaged to distract them from negative inclinations.

Regular counseling programmes should be organized to inculcate good habits
into students. It is excess freedom and idleness together with the non-challant
attitude of university administration that makes some students to stray. The situation
is akin to absentee parents who do not have time enough to monitor and guide their
children and wards so they gradually go wild and become ultimately uncontrollable.

Work-study programme

Universities should continue to expand the work-study programme whereby
some, especially indigent students, are given the opportunity to work in the
university while schooling. This will help them generate money to pay their fees and
meet other expenses. The student’s academic standing must be considered in this
programme.

Universities as labour exchange

Universities can act and operate as labour exchange. In this arrangement,
universities act as data bank for information on prospective employers and
employees. Employers supply information on the number, type/quality and
experience of prospective employees they want. Applicants also give their data and
their qualifications, types of jobs expected and preferences of job location or
industry. Universities match these two groups for a fee and the society is better off.

More efficient education access and utilization of available facilities

The Makerere University Model (in Uganda) operates on a 24-hour system
whereby students are taught day and night in shifts. The day shift runs from 8am to
6pm while the night shift runs from 8pm till dawn. In this process, different sets of
lecturers teach in the different shifts in the affected programmes with few
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exceptions. Teaching and learning assistants take care of the environment during the
intervals. The benefits/implications of this model include the following:

a. Higher (university) education is able to expand access, increase student
admission prospects, and reduce the backlog of qualified waiting
candidates/applicants.

b. The model increases efficient utilization of available facilities which
ordinarily would have lain idle in periods of non-use.

c. It reduces the stress and cost of seeking university admission by candidates
and their sponsors respectively.

d. It generates more income for the university system.

e. It creates more employment opportunities for the country.

f. It reduces the tendency of falling into the traps of education touts in special
centres vending admission and mushroom universities.

The implications of the above model are the need for constant/reliable power
supply, assurance of safety and security, expansion and regular maintenance of
infrastructure, effective monitoring and quality assurance by the education
regulators, like the NUC, and FME. It also emphasises the need for accommodation
of staff and students within and around the university environments to enhance
quality and efficiency of the system.

Tri-semester admission system

In Kampala International University (KIU) in Kampala, Uganda, student
admission is done everyday for qualified candidates in their areas of choices. The
admission lists are now streamed into January to March Intake, April to July Intake
and August to November Intake. Each of the streams begins its own academic
semester and runs concurrently with others until they all conclude their programmes
and graduate. All the benefits of the Makerere Model are also obtainable in the KIU
model.

Free mobility of students and academics

Nigerian universities system should be restructured in such a way that if the
need arises, a student can transfer his credits from one university to the other within
and beyond the country especially those with similar systems of education like those
using the British system of education namely Ghana, Tanzania, Canada, Uganda,
etc. This collaborative arrangement can also include staff mobility and exchange in
teaching, research, technical exchange and community service.

Student allocation to hostels

One thing that can create attachment for students is to be allocated halls of
residence whether they physically live in them or not. This model, practiced at the
University of Ibadan, makes every registered student to become psychologically
attached to the system. With identity card, a student can always go to his assigned
hall of residence to play games, enjoy recreation, use the Hall Library or Reading
Room, use the lobby, enjoy sporting activities and visit or interact with other
students who sleep in the halls, etc. The belief here is that students can use these
facilities during examination periods and perform better academically especially in
the case of off- campus students. Nigerian university authorities are advised to adopt
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the model as it will reduce incidences of cultism and unnecessary distraction for
students.

Conclusion

Universities as ivory towers and communities of thinkers reside to advance the
cause of the society and of the society of people is in serious dilemma, but not
totally irredeemable. No serious person desires to get to the north by travelling
south. Nigeria should halt the current trend of counting numbers (124 universities in
2012), which portends growth without development. Enough of flimsy excuses and
poor attention given to university development in a third world country like Nigeria
which is not redeemed by mere wishful thinking. If wishes were horses...
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MARIE J. MYERS

KEEPING ABREAST OF CONTINUOUS CHANGE AND CONTRADICTORY
DISCOURSES

Abstract

In the light of new developments for the teaching profession, teacher education
requires constant adjustments. In Canada, education is a provincial responsibility
and varies across the country, and with national specialists associations also
dictating guidelines, we have to satisfy competing expectations. This presents a
number of challenges.

The Ministry of Education of Ontario advocates ‘success for all learners’ with
the overall functions of education aiming at supporting individuals, society and
cultures, all in a tight weave with newcomer communities involved in schools. This
agenda is dictated by our immigration culture and the need to be inclusive of diverse
learners. There is also a national think-tank deciding on future directions for the
country and they recently recommended a move from an emphasis on inter-personal
intelligence, i.e. getting along in groups, to placing more emphasis on intra-personal
intelligence with the objective of having all persons develop their own independent
strengths. After a look at contextual issues we present a number of aspects that
surfaced in a teacher education course. We account for the different agendas in our
suggestions for improved outcomes.

Introduction

In my roles as researcher, consultant for the Ministry in program development
and teacher educator, | am interested in developing students’ maximum potential
and prepare them, not merely for coping by giving them skills and strategies for day
to day lesson delivery, but more importantly to broaden their views so they can
enhance their teaching in the future. I am often confronted to contradictory
discourses and behaviors at odds with what people believe they are doing. In the
province of Ontario in Canada a combination of regularly changing official
documents determine the mandatory curriculum. As well nationally, there is a think-
tank, the Conference Board of Canada that looks at current situations and announces
needs. Immigration policies also impact education. Add new technologies to the
mix, and we are experiencing an upheaval.

Satisfactory results in practicum placements in schools are also a program
component. Through these, students can try out new roles, self-reflect on how they
manage with feedback from their classroom associate teacher.

The most crucial phase in this development is relative to how well they integrate
and internalize all the different facets of the expected transformation to becoming a
professional. Because of concerns, the Ministries of Education and Training,
Colleges and Universities’ Consultations on Ontario’s Enhanced Teacher Education
Program delineated a Mandatory Core Program Content after several consultation
sessions (Ministry of Education, 2012). The first of such components is ‘current
Ontario curriculum guidelines - content and application’ referring to the Ontario
curriculum including pedagogy, instruction and content. There are indeed a number
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of curriculum guidelines teachers are to familiarize themselves with. In addition,
they are responsible for being aware of ‘emerging trends in education’. This
includes understanding people’s mental health issues; preparing for transitions,
including from school to university or into apprenticeships or the workforce; making
use of technology as a teaching tool, including environmental education, media and
financial literacies. Another set of competences is connected to ‘current teaching
knowledge, skills and strategies’ and students are expected to be well versed in
these. In relation to such aspects, it appears that more skills that are usually to be
expected from graduate students are listed: for instance, skills for research and data
analysis for increased reflectivity; ability to carry out inquiry-based research, data
collection and assessment in order to be better able to meet student needs; ability to
articulate standards of practice for teaching; experience to transpose the knowledge
gained about theories of learning and teaching methods into action. As well ‘student
engagement and learning-human development and learning’ is included in the
recommendations. Future teachers need skills in classroom management and
organization, plus child and human development.

Theoretical context

Given this situation in which these future teachers find themselves, the ability to
judge takes on major importance in meaning-making processes (Kant, 1892). In
teaching contexts, empathy is key according to Petrovic et al. (2008). Apprehending
knowledge in given ways is important in terms of influencing the outcome
depending on people’s approaches to learning. Social class works to create
characteristic ‘kinds of people’ in characteristic ‘worlds’ (Gee, 2002). The problem
is to make people cross-functional and somewhat spontaneously re-align around
new communities of practice (Olson, 2003; Barton & Tusting, 2005). Apprehending
knowledge this way is important during group work in terms of influencing the
outcome depending on the perspective taken. From system’s theory we gleaned
important notions around communication, especially about its operation through the
selection of a limited amount of information for the purpose of reducing complexity
(Luhmann, 1984).

We have to favor subject matter associations with people from very different
backgrounds trying to connect their knowledge bases. All these notions provide an
understanding of the elements at work. Solutions will have to come about through
re-aligning. Like in the business world we need to thoroughly understand and play
out representations in an attempt at understanding the different markets, their
demands and their multi-faceted possibilities, in our case applied to people (Senge,
1994). However, keeping in mind Luhmann’s research on social systems, we felt
assured that new systems can be created if need be, without anything being lost, just
through reorganization. We also kept in mind that each class in our study functioned
like a system with a distinctive identity that was constantly reproduced in its
communication and depended on what was considered meaningful or not.

Along the same lines of thinking, a system can emerge from an overly-complex
environment, then use and rely on resources from that environment (Senge). In our
case, students in a given class came from various subject specialties (their
environment) and they used in the new group, resources they were familiar with
from that environment. For the sake of economy of means, control of internal energy
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is required, if one is to expect observable results according to Senge. A widening of
vision requires getting rid of mind-sets and old habits of mind. In addition, one
person’s view can no longer be accepted as dominant, as for a class to fully
subscribe to change, everyone present necessarily has to feel that his or her views
are also represented (Senge, 1994). This entails making dialogue transformational
and yet enabling all the members of the group to be included, aware of individual
positioning as well as of possibilities for re-alignment, keeping in mind the global
perspective of all the facets, facing new truths and possibilities. With the fast
increase in interaction systems (e.g., Facebook, Twitter, Google, etc.) in our
globalizing world, we have to plan socio-culturally appropriate responses to
situations. The latest research findings on emotional intelligence, which according to
Grafman (2009) and Petrovic et al. (2008), have (indicate that it has) both
experiential and strategic characteristics, add further interest to the question of
representation. As these aspects come into play in a multifaceted way, | needed to
keep focused during course delivery and this was made possible by adopting a
stance in line with from “situated cognition” theory (Barton & Tusting, 2005).

Background to the discussion

The Ontario Ministry of Education advocates ‘success for all learners’, relying
on scaffolding, multiple integrations and differentiated learning. Education has to
provide support to individuals, society and cultures. This agenda is dictated by our
immigration culture and the need to be inclusive.

Program overview

These future teachers, experienced in diverse practices that do not necessarily
subscribe to what | try to achieve in the education course, need to develop their
ability to judge in establishing a weighting scheme in their professional practice. As
a basis we can take into account Cranton’s (2006) suggestions for checking on
reflexivity. The author proposes to look at reflective questions respectively in a
psychological, sociolinguistic, epistemic, moral-ethical, philosophical and aesthetic
context. Cranton asks the following questions related to psychological aspects: What
do I believe about myself? How have | come to have this perception of myself? Why
should | question this premise? As concerns sociolinguistic views he proposes to
examine respectively aspects having to do with social norms, how these have been
influential in the specific case and why they are important to the person concerned.
He questions knowledge as regards its quantity, its source and its usefulness. His
questions about moral-ethical aspects center round the identification of one’s values,
finding their origin and their importance. As regards philosophical thinking he
suggests to question worldview, how it came about and why it was maintained.
Aesthetic judgment is examined along the lines of what a person finds beautiful,
how views of beauty might change and the reason for appreciating beauty.

Practical aspects

Two major components of the teacher education program include the ability to
use and teach the second/foreign language and behavior consistent with that of an
autonomous professional. Since my students will be second-language teachers, they
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also need to have advanced communication skills. They will need to convey ideas,
issues and new knowledge in a variety of ways to their students. They have to
convey their thinking accurately and with confidence. They will also have to
summarize. This entails mobilization of knowledge in the second language in which
they have expertise. In the context of professionalization one would expect to
observe a respect of professional standards, integrity and a strong sense of
responsibility. In completing their education program the future teachers should
show their knowledge and willingness to abide by the recommended guidelines. One
would expect a developing professional to display abilities in critical thinking and
independent inquiry. Also, taking into account recommendations from the
Conference Board of Canada, in order to engage in lifelong learning, people need
independent thinking. A sense of initiative is required for being academically and
professionally current. Moreover, besides intellectual curiosity these developing
teachers need to become responsible professionals, which require transferable skills
that they can use when faced with complex problems.

Proposed pathways

So how can we get people to put on new lenses and accommodate in their
mind’s eye, wiping away some false assumptions and adjusting to the latest
requirements? In the past, there was a tendency to rely on group-think to find
solutions and implement change but now the Conference Board of Canada the
national think-tank in charge of giving future directions for the country, identified a
strong need to develop independent thinking and on the spot problem solving skills.
This also applies in the case of the professionals in this study. They recommended a
move from an emphasis on inter-personal intelligence, getting along in groups, to
more emphasis on intra-personal intelligence with each person developing
independent strengths. Often, in intercultural settings, researchers identified a sense
of disorientation and in turn a person had to learn to cope alone, not uncommon in
Canada. However, as this takes time and can be debilitating, | advocate another
possible approach, encouraging self-examination, a solution that is also proposed by
other researchers. Contrasting internalized assumptions with new aspects of
expected behaviors is often very productive in effecting change. For instance these
future teachers have been students in language classes and often also have observed
traditional teaching during their practicum placements. This in itself causes
problems because of the habituation that has set in, and | have the uneasy task to get
them out of their comfort zone.

A look at new approaches to learning, points to major changes taking place
today at an ever-increasing pace (Ministry of Education, 2012; Myers, 2002; Olson,
2003). A global knowledge mobilization is taking precedence. Major questions have
to be posed relative to the positioning of the different constituencies within this web
of networks being created and constantly re-adjusted (Archibugi & Lundvall, 2001).
The main question is how to become cross-functional and willing to transfer across
academic cultures. Sub-questions are, can the shape of people’s dialogic awareness
be changed by setting up a new logic, and can a spontaneous alignment around new
communities of practice help provide the answers we are searching for? The domain
of change allows a deep learning cycle. The changes that emerge can be found at the
level of aptitudes and capacities, connected to new awareness-raising, to increased
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sensitivity and should bring about new attitudes and beliefs. With all this in mind in
this study, collaborative work was introduced in the course in an attempt to uncover
what the learning organization framework could bring to students with a specialized
background in many different disciplines. In addition, for the sake of increasing the
information-sharing network, students were told they could do this through
Facebook.

We looked at these different aspects through an observation study in two teacher
education courses. Notes were made in daily journaling throughout the course
during the current academic year.

Results

All in all, 1 observed knowledge representations stemming from various levels
of awareness, various backgrounds and prior knowledge, various perceptual
perspectives and different abilities to negotiate difficulty having to do with
preparation and as well as their comfort levels in French L2 use or in language use
in general.

One group (G2) stood out as representative of group members who see and do
things differently. This group clearly looks at knowledge from a more open
perspective if we refer to their mention of collaboration between speakers, yet it also
appears that they have a dominating narrow perspective as regards language
teaching, a representation that could be due in part because they were faced with low
achievers during their practical school placements or that they have experience with
and relate mostly to learners at a lower beginning level and perhaps concentrated in
their dialogues on how to cater to such learners’ needs. In the last instance, this
question could indicate a pessimistic attitude on the part of the members of this
group as regards the ability of schools to promote success in second language
learning. Another group (G1) appeared not to share the views of other groups, which
was problematic. The deviations noted in G1 seem to stem from a lack of
engagement and only surface learning took place or perhaps they did not read the
assigned readings and could therefore only discuss topics in general terms and rather
vaguely, although we found that their use of French was fluent. Did this language
ability make them overconfident to the point of not engaging into deep learning
during their discussion of theoretical contents? Another group (G3) displayed
different attitudes towards knowledge. They reported disbelief regarding knowledge
gain from sources outside the class readings and they do not trust the integration of
language skills for learning but rather imply that each language skill has to be
practiced separately. Is this indicative of their personal learning styles, their attitude
towards learning and maybe limitations in their negotiating of difficulties, or
perhaps a gap in prior knowledge and insufficient preparation? Maybe a more
traditional attitude towards language teaching is reflected here due to various
cultural influences. Therefore we could also consider that openness of mind or lack
thereof is another cause for deviations in representations.

Robinson’s (1998) views explain this latter concern as he describes culture as a
“system of symbols and meanings” and explains that “past experience influences
meaning which, in turn affects future experience, which in turn affects subsequent
meaning, and so on” (p. 11). The same applies to knowledge.
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Conclusion

In this article | report on the results following an attempt to be all encompassing
during course delivery, while at the same time taking into account differentiation.
This is a tall order in a class with so many different student backgrounds, motivation
levels, irregular attendance and diverse needs.

Will new technologies provide sufficient variety in access to information and
enough variation and variability as to allow tweaking teaching contents to enable
students with vastly diverse approaches from the ‘main group’ to gain from
instruction and fill all the gaps? We also have to ask ourselves if students can be
made responsible enough to account for their own individual work, by using
technology, after listening to lectures and participating in discussions, thus
bootstrapping crystallization of thought, and not merely reporting group discussion
results, although the debate was possibly held only within a group? With no
imposed final exam, only time will tell after they find employment and where
staying on the job becomes the selection criterion.
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PROCESS MANAGEMENT IN UNIVERSITIES — RECENT PERSPECTIVES
IN THE CONTEXT OF QUALITY MANAGEMENT ORIENTED TOWARDS
EXCELLENCE

Abstract

The paper aims at providing a survey of the latest trends that exist nowadays in
higher education systems, with direct reference to Romania’s experience. It seeks to
study the results obtain in terms of higher education and the impact that these results
have in respect to Romania’s development, in the general framework of global crisis.

In order to analyze the development of higher education at an international and
national level, a systematic literature review of journal articles mainly based on
higher education processes is conducted. Furthermore, our interest mainly concerns
the issues regarding process management in universities, seen as a recent perspective
in the context of quality management oriented towards excellence. Standardization
of process management in higher education, as well as quality management oriented
towards excellence trends are shown to contribute to the society’s future
development, in this case in Romania.

By finding key trends in terms of higher education process a general framework
is created. Moreover, due to the belief that education, in general, is the key issue in
any developed society in order to show its robust figures in terms of economical and
social strengths, the paper seeks to provide clear solution for future development.
Clarity and transparency in terms of rules and regulations in the higher education in
Romania is needed, as well as quality assurance in this respect.

In terms of research limitations and research implications, due to the fact that
we performed a case study on only one university, as with every case study, the
process of generalization of our findings is limited.

At a practical implication level, the case study can be useful to other academics
and researchers’ interested in topics such as education, in general, higher education,
economical and social issues. Clear indications and useful solutions of how to
achieve a qualitative and competitive higher education system are given.

The paper provides a clear definition of what process management in higher
education, as well as quality management oriented towards excellence in higher
education are and which its implications are in nowadays society, with a general
overview on the Romanian experience.

Keywords: Process Management, Quality Management, Excellence in Higher Education,
Development, Economic and Social trends, Romania’s experience

Introduction

Our research study suggestively entitled “Process Management in Universities —
Recent Perspectives in the Context of Quality Management Oriented towards
Excellence” focuses on the problems of education in the Romanian society, aiming
at providing a survey of the latest trends that exist nowadays in higher education
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systems, with direct reference to Romania’s experience. It seeks to study the results
obtain in terms of higher education and the impact that these results have in respect
to Romania’s development, in the general framework of global crisis.

Starting from the idea that higher education relies on the issue of lifelong
learning, we strongly believe that lifelong learning represents the continuous
building of skills and knowledge through the life of an individual; we believe that
the process of continuous education is the key element that each and every society
should be based on. For us, as professors and researchers, the idea of pursuing
knowledge out of either personal or professional reasons, has always been a main
trigger of our activity.

The subject of excellence in higher education and quality assurance are also very
important in nowadays society, and due to this fact, we decided to focus also on them.

Literature review

Initial information resources were generated by performing a literature review
search through academic and research well known data bases, such as ISI Web of
Knowledge, Scopus, EBSCO, EconLit, REPEC, DOAJ, Cabell’s, JSTORE, Science
Direct, SpringerLink, ProQuest. Bibliographies were collected from a number of
leading national and international specialists on the topic of education and lifelong
learning. The primary source in terms of literature review was professional journals.
It should be noted that the literature search focused on studies measuring the impact
of lifelong learning and education system improvement mainly on students at the
universities. Also, we focused on papers published in international conference
proceedings, which took into account the topic of education and lifelong learning.

Process Management Analysis and Quality Management Oriented towards
Excellence in Universities

Process Management Analysis

In contemporary society, business processes must be analyzed taking into
account a few basic concepts, such as: (1) the definition of product and service
quality, (2) process management, which is based on the element of “process”, and
(3) quality management and quality management system, characterized by elements
such as: (a) quality assurance, (b) controlling quality, and (c) improving quality.

According to specialists” opinion, the term “process” means all the activities
interrelated or the interacting activities which transform elements in input - output
elements, as follows: the output of a process are inputs of other processes; processes
an organization should be planned and should be carried out in controlled conditions
to add value. However, the “process” is a sequence of interdependent and linked
procedures which, at each stage, consume one or more resources (such as resources
of time, energy, equipment, financial resources, and so on), in order to transform
inputs (such as data, materials, components, and so on) into outputs. Outputs, in
turn, are then input to the next stage until a predetermined goal or end result is
reached (http://www.businessdictionary.com/definition/process.html).

Moreover, the “process” is defined as having inputs, outputs and energy needed
to transform inputs into outputs. A process takes time to realize the action is
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associated. A process also requires a certain space for inputs and outputs and also
for transformation of inputs into outputs (Dawis, Dawis & Koo, 2001).

Below we have presented the way of defining quality products and services, in
order to understand the role and place of business process management under the
guidance alone to generate performance in the organization (adapted from concepts
belonging to David A. Garvin, 1984):

1. Orientation to perfection:

(a) Quality is a timeless entity, “absolute”, as perceived subjectively by
each individual (Platon’s idealism);
(b) Quality cannot be measured.
2. Oriented to product or service:
(a) Overall quality is the quality characteristics of the product or service;
(b) Quality can be measured exactly;
(c) Quality is directly proportional to the cost.
3. Orientation process:
(a) Quality from the perspective of the organization;
(b) Quality is “compliance with specified requirements” (or “conformance to
requirements” in the sense of Philip B. Crosby, see Crosby).
4. Cost orientation:
(a) Quality means performance at an acceptable cost.
5. User oriented:
(a) Quality is the property of being suitable for use (or “fitness for use” in
the sense of J. M. Juran, see Bacivarov & Stoichitoiu, 2004).

Management processes can be analyzed, in general, two ways, as follows:

= The first point of view was that the entire business process management is
planning and performance monitoring process. This term refers usually to
the management of business processes and manufacturing (Becker, Kugeler
& Rosemann, 2003).

= The second point of view was that the management processes are involved
in the application of knowledge, skills, tools, techniques and systems to
define, visualize, measure, control, report and improve processes in order to
meet customers' requirements a profitable way (Thom, 2009).

Quality Management Oriented towards Excellence

The quality management is regarded as the process of coordinating all activities
which directs and control the organization in terms of quality, which generally
involves:

Establishing the quality policy;
Setting quality objectives;
Quality planning;

Controlling quality;

Quality assurance;

Improve quality.

Quality management means all management functions and activities involved in
establishing the quality policy and its implementation through methods such as
quality planning and quality assurance (including quality control). Quality
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management system is a system which directs and controls the organization in terms
of quality (Filip, 2005).

Taking into account the aspect of Total Quality Management (TQM), we can
state bellow the quality management functions:
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Quality planning;

Organization of the quality;

The coordination of quality;

Training of staff for the quality;

Quality is controlling all process conducting surveillance activities and

outcomes in quality assessment, the objectives and established standards in

order to eliminate deficiencies and prevent their occurrence in subsequent

processes;

Quality assurance represents all predetermined and systematic activities

carried out in order to give adequate confidence that an organization will

meet the quality requirements:

= Internal quality assurance;

= External quality assurance;

Improving quality refers to actions throughout the organization to increase

the effectiveness and efficiency of activities and processes in order to

achieve greater benefits for both the organization and its customers part of

quality management focused on increasing the organization's ability to meet

the quality:

= Effectiveness: the extent to which planned activities are realized and
planned results are achieved;

= Efficiency: the ratio between results and resources used;

= Traceability: the ability to retrieve the history, application or location of
that which is taken into account.

Current guidelines on quality management systems refer to:

a) Orientation techno-managerial:
= Responsibility for quality lies primarily, leadership is important to
improve processes;
= “14 point program” of Deming, for example: models of quality
management systems SO 9000.
b) Orientation rationalist — accountable:
= Emphasis is on the individual responsibility of employees, their
awareness;
= Promotion of “zero deviation”;
= Rationalist vision integration in individual behaviour, for example:
Models of TQM quality management systems.
Discussion

Taking into account the notion of quality in higher education, we will state
bellow a few relevant definitions, such as the following ones:
= Quality in higher education is able to describe the extent to which universities
are capable of meet their standards and to fulfil their mission.
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= Quality in higher education provides the possibility of calculating a series of
indicators such as: drop-out rate, the ratio between the number of students and
of teaching staff, etc.

= Quality in higher education implicates the idea of excellence, or maintaining the
highest standards.

= Quality in higher educational process means creating a “good quality product”,
obtained by defining a set of minimal standards.

= Quality in higher educational automatically implicates continuous
transformation, as an increase in student skills.

= Quality in higher educational creates a link between the university and the
society itself.
The main ideas concerning excellence in higher education and quality assurance

in Romania are as follows:

= In the domain of educational services in higher education, there are many
inconsistencies concerning the idea of quality, on performance standards and
indicators.

= Quality culture refers to tasks, standards and responsibilities of individuals.

= Quality culture is strongly connected with excellence in higher education and
should be analyzed as such.

=  Competition among universities should be primarily based on the learning
outcomes guaranteed by the programme curriculum, in concordance with
students’ results.

= The content of university syllabi shows the consistency of the learning
programs and provides a clear image on the potential learning outcomes.

= Due to the facts that in the higher education process students gain skills and
personal competences, excellence in higher education and quality assurance are
extremely important.

= Teaching staff’s training and high quality ensures the professional standards and
the internationally competitive factors.

=  The learning resources of the universities are very important.

= Another key issue is to attract representative employers or professional
associations in the programme, in order to give students the possibility to be
recruited during the studies they are currently performing.

= Internships are a crucial component of the curriculum and they are able to
demonstrate the students’ skills and gained knowledge in the labour market.

= Universities have a variety of education forms applied in their programs, which
also represents a success factor.

Conclusions

In terms of results, we feel confident enough in stating that Romania is ended on
the right track, and can be considered nowadays ready to adapt itself to the lifelong
learning requirements of the European Union’s programs. As arguments, the most
frequent ones where related to the assumption that Romania, being part of the
European Union, will be mainly forced to focus on the general requirements of an
already opened and free labour market place.

Moreover, we strongly believe that Romania does not really invest in the young
generation. The main arguments that we can bring into discussion are connected to
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the ideas that by law the budget places are less and less each year (in the state
education system), compared with the tax places, which clearly restricts access to
university education for some individuals. In addition, the foreign exchange
programs for students are more and more restrictive, and due to a limited and
insufficient budget right from the start, only some students have access to these
programs, and not in all cases the best of them; the normal scholarship and the merit
scholarship provide a symbolic sum of money to real talented and hardworking
students, meanwhile a student that has chosen in turn a part time job is clearly more
advantaged, both in terms of money and in terms of future options for getting a
better job in the future.

Another key issue that we believe is that Romania can be considered a lifelong
learning continuously adapting society. In this matter, we still express a great
concern while referring to the fact that Romania cannot be considered in their
opinion a secure environment in terms of almost any law continuity, economic and
business trends, education agenda and curricula, financial and labour market and the
list can easily continue.
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340 Part 4: Higher Education, Lifelong Learning and Social Inclusion
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GREEK PRIMARY EDUCATION IN THE CONTEXT OF THE EUROPEAN
LIFE LONG LEARNING AREA

Abstract

The present paper argues that the adoption of the Lisbon Strategy — in the
context of the formulation of the European Lifelong Learning area, through the
Open Method of Coordination — resulted in the expansion of the EU competencies
into an area regulated, until very recently exclusively by the Member States — that is
Compulsory Education. Accordingly, the paper aims at identifying the potential
linkages between the policy priorities set at the European level and the respective
legislative initiatives introduced by the Greek government in relation to Primary
Education. Finally, it comments on the new roles attributed to the Greek PE in the
context of the European LLL area.

Introduction

At Lisbon, in March 2000, the Heads of the EU Member States made decisions
that have significantly affected European education and training systems ever since.
Within a context characterized by upheaval resulting from globalization and the
challenges of the new increasingly knowledge-based economy they adopted an
optimistic, forward looking political discourse (Pepin, 2006, pp. 206-207) setting the
ambitious task of drawing up a new economic, social and environmental strategy
with the aim for the EU: “to become the most competitive and dynamic knowledge-
based economy in the world capable of sustainable economic growth with more and
better jobs and greater social cohesion” (Conclusions of the Lisbon European
Council, 23 and 24 March 2000, point 5). The Lisbon strategy represents a broad
coherent strategy with an overall medium-term objective -2020- and a structured,
newly introduced, method for action and follow-up (Pepin, 2006, pp. 206-207), the
Open Method of Coordination (OMC). The OMC seeks to underpin the process of
reform and change, with its success being largely dependent on the determination
shown by the Member States in putting it into practice at national level (Pepin,
2006, pp. 206-207).

At Lisbon, in March 2000, education saw the development of Community
coordinated strategies for greater convergence of national policies (through the
Education and Training 2010 programme) along with employment (through the
European Employment Strategy, ESA) and the economy (through the Broad
Economic Policy Guidelines, BPEGSs). Accordingly, European education and
training systems gained a new pivotal role in what concerns the renewed prosperity
of the Union. What is more, the desire concerning the formulation of the European
Life Long Learning (LLL) area in conjunction with the OMC provided the Council
with both the context and the tools to design policies involving all types of
education and training institutions in the Member States at all levels including
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compulsory education®, let alone all types of learning activities, formal, non-formal
and informal.

At the same period of time, since 2000, education practitioners — mainly
teachers and mid-level executives, at the Primary Education (PE) level? witnessed a
number of developments concerning its structure, content of studies, their working
status and initial and/or in-service training. In short, new types of Primary Schools
have been introduced besides the conventional ones; new lessons have been added to
the curriculum accompanied by innovative teaching methods with the use, mainly of
ICT, while teachers and school principals do function in a completely differentiated
context, in comparison to the period before 2000 facing a whole set of different
challenges.

In this context, this paper investigates the relationship between the European
policies (2000-2020) regarding LLL and the respective Greek policies at the PE
level. Accordingly, after reviewing the recent developments at the European level,
concerning, particularly, the formulation of the European LLL space it focuses on
the legislative initiatives from the part of the Greek government regarding PE, with
the aim to identify the potential linkages. Concluding remarks comment on the new
roles attributed to the Greek PE in the context of the European LLL area.

The formulation of the European LLL space: Implications for the PE
institutions in the Member States

The Feira European Council in June 2000, within the context of the Lisbon
Strategy, asked the Member States, the Council and the Commission, within their
areas of competence, to “identify coherent strategies and practical measures with a
view to fostering lifelong learning for all” (Commission of the European
Communities, 2001, p. 3). Some months later, as a result of the public consultation
that followed, the Commission published its Communication entitled “Making a
European area of Lifelong Learning a Reality” underlining the determination on the
part of the EU to converge European policies to that area®.

The EU, in line with the strategy adopted in Lisbon® in 2000, envisaged,
through the economical use of existing resources, policies and, of course, the omcC?,
to establish an area, with global appeal, characterized by the free movement among
different learning settings6, jobs, regions and countries fostering all social inclusion,
active citizenship, personal fulfillment and, mainly, employability — along with all
various other, related with the economy and the market, benefits of LLL
(Commission of the European Communities, 2001, p. 3). In fact, Member States,
towards this end, agreed to develop and implement coherent and comprehensive
policies incorporating all types of education and learning — formal, informal and

 Compulsory education was previously considered to belong exclusively within the jurisdiction of the
Member States being directly related to the preservation of national identities.

2 The main part of compulsory education in Greece lasting for six years.

® It was actually the end of a process, which started in December 1993 when the Commission published
the “White Paper on Growth, competitiveness and employment supported lifelong learning”.

* The European Council of March 2005 reaffirmed the stance it had adopted on previous occasions,
stating that ‘lifelong learning is a sine qua non if the Lisbon objectives are to be achieved’.

® Mainly the Education & Training 2010 Programme.

® As in contrast to educational ones.



342 Greek Primary Education in the Context of the European Life Long Learning Area

non-formal’, at all levels “from the cradle to the grave” (Delors, 1996). They, thus,
expanded their interest in the level of compulsory education and allowed for the
design, the implementation and the monitoring of policies in this area to be made in
European loci rather than the (sub-) national level, as was the case up until then®. In
a few words, ever since 2000, within the OMC, the European Council, that is a
European inter-governmental institution, decides on either policies and/or policy
priorities incorporating schools at the level of compulsory education and the
Commission, a supra-national institution monitors and reports on the level of
implementation of these policies from the part of the Member States” while the other
European Institutions (the European Parliament, the European Court of Justice etc.)
retain also their own special role in this process.

Particularly, a close inspection of European policy documents, since 2000,
reveals seven policy areas where the EU focus has expanded to the level of PE:

a. Basic Competences®?,

" References to LLL should be understood in the light of the extended definition adopted by the
Commission in 2001: “all learning activity undertaken throughout life, with the aim of improving
knowledge, skills and competences within a personal, civic, social and/or employment-related
perspective” (Commission of the European Communities, 2001, p. 9). In 2004, CEDEFOP produced an
alternative, definition for LLL, rather, emphasizing its results: “all learning activity undertaken
throughout life, which results in improving knowledge, know-how, skills, competences and/or
qualifications for personal, social and/or professional reasons” while it also uses the term life-wide
learning in the same context with the emphasis being laid on the learning settings: “learning, either
formal, non-formal or informal, that takes place across the full range of life activities (personal, social
or professional) and at any stage” (CEDEFOP, 2009, pp. 123-124).

8 It is the first time in the history of the European Policies in the field of education that a European
Institution -even an intergovernmental one- may take decisions affecting education institutions at the
level of compulsory education. In regard with the history of European policies in the field of education
see also Asderaki, 2009; Pepin, 2006; Stamelos & Vassilopoulos, 2004.

® In what concerns the present paper, the policy priorities regarding Primary Education Institutions in
Greece should be looked up in the European policy documents of the past decade or so.

0 The 8 basic competences are: Communication in the mother tongue, in the foreign languages,
mathematical competence and basic competences in sciences and technology, digital competence,
learning to learn, interpersonal — intercultural and social competences and civic competence,
entrepreneurship and cultural expression.

With regard to this policy priority see also:

Commission of the European Communities 2002, Action Plan on Skills and Mobility, COM (2002)
72 Final

- Commission of the European Communities 2005, Proposal for a Recommendation of the European
Parliament and of the Council on Key Competences for Lifelong Learning, COM (2005) 548 Final

- Council of the EU (2005), Conclusions on the role of the development of skills and competences in
taking forward the Lisbon goals (2005/C 292/02)

- Commission of the European Communities 2006, Implementing the Community Lisbon Programme:
Fostering Entrepreneurial Mindsets through Education and Learning, COM (2006) 33 Final

- Commission of the European Communities 2008, Improving Competences for 21% Century: An
Agenda for European Cooperation on Schools, COM (2008) 425 Final

- Commission of the European Communities 2008, New Skills for New Jobs: Anticipating and
Matching Labour Market and Skill Needs, COM (2008) 868 Final

- Commission of the European Communities 2009, Key Competences for a Changing World, COM
(2009) 640 Final

- Commission of the European Communities 2009, Key competences for a changing world, SEC
(2009) 1598

- Commission of the European Communities 2010, An Agenda for new skills and jobs - A European
contribution towards full employment, COM (2010) 862 Final
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b. ICTY,

c. Languages®

d. Mobility™,

e. Education Practitioners'

- Council of the EU (2010), Presidency Conclusions on competences supporting lifelong learning and
the ‘new skills for new jobs’ initiative (2010/C 135/03)

- Council of the EU, (2010), Conclusions on , Increasing the level of basic skills in the context of
European cooperation on schools for the 21st century, OJ C 323, 30.11.2010, p. 11-14

- EURRYDICE (2012), Developing key competences at school in Europe

- EURYDICE (2012), Entrepreneurship at school in Europe

- Commission of the European Communities 2012, Assessment of key competences in initial
education and training - Policy guidance, SWD (2012) 371

™ In relation to the particular policy priority, see also:

- Commission of the European Communities, 2001, The eLearning Action Plan — Designing
Tomorrow’s Education, COM (2001) 172 Final

- Commission of the European Communities, 2002, eEurope 2005 — An Information Society for All,
COM (2002), 263 Final

- Commission of the European Communities, 2002, Proposal for a Decision of the European
Parliament and of the Council adopting a multi-annual programme (2004-2006) for the effective
integration of Information and Communication Technologies (ICT) in education and training systems
in Europe (eLearning Programme), COM (2002) 751 Final

- Commission of the European Communities, 2006, Final Evaluation Report on eLearning (2004-
2006)

- Decision No 2318/2003/EC of the European Parliament and of the Council of 5 December 2003
adopting a multiannual programme (2004 to 2006) for the effective integration of information and
communication technologies (ICT) in education and training systems in Europe (eLearning
Programme), OJ L 345, 31.12.2003, p. 9-16

2 Both ICT and Language Learning comprise two of the eight basic competences. They do, however, also
comprise discernible policy areas where the EU has really focused. In what concerns especially

Ianguages see also:

Commission of the European Communities 2003, Promoting Language Learning and Linguistic
Diversity: An Action Plan 2004 — 2006, COM (2003) 449 Final

- Commission of the European Communities 2005, The European Indicator of Language Competence,
COM (2005) 356 Final

- Commission of the European Communities 2005, A New Framework Strategy for Multilingualism,
COM (2005) 596 Final

- Commission of the European Communities 2007, Framework for the European survey on language
competences, COM (2007) 184 Final

- Council of the EU (2011) Presidency Conclusions on language competences to enhance mobility,
(2007/C 372/07)

- Commission of the European Communities 2012, Language competences for employability, mobility
and growth, SWD (2012) 372

3 With regard to this policy area see also:
Commission of the European Communities, 2004, Report on the follow-up to the Recommendation
of the European Parliament and the Council of 10 July 2001 on mobility within the Community of
students, persons undergoing training, volunteers and teachers and trainers, COM (2004) 21 Final

- Commission of the European Communities, 2006, The impact of COMENIUS school partnerships on
participating school

¥ In relation to this policy priority, see also:

- Commission of the European Communities 2005, Modernizing Education and Training: A vital
contribution to prosperity and social cohesion in Europe, COM (2005) 549 Final

- Commission of the European Communities 2006, Efficiency and Equity in European Education and
Training Systems, COM (2006) 481 Final

- Commission of the European Communities 2007, Improving the Quality of Teacher Education, COM
(2007) 392 Final
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f.  Early School Leaving™, and

g. Quality of Education™.

In light of this information it is rather interesting to now focus on the Greek
legislative initiatives referring to PE and identify the potential linkages with the EU
policy priorities on the matter.

The Greek PE in the context of the LLL area

Within the last decade, many changes have been noted at the Primary Education
level in Greece. These changes differ on their level of implementation due to various
reasons — magnitude, economic effect, agreement at the local level etc. However,
they all center on three main areas: a. the content of studies, b. the ways in which PE
has been structured and organized, and c. the education practitioners.

In what concerns the content of studies in Greek PE, besides the traditional
subjects, many of which such as Greek language, mathematics, science, civic
education, have been retouched’’, new ones have been added addressing, more or
less, contemporary issues related mainly with the apprehension, on the part of the
pupils, of the basic competences environmental education, arts, music. Particular
attention has also been paid to ICT™® and modern Ianguages19 with the aim being, in
relation to the second, for the students to communicate in at least two foreign

- Commission of the European Communities 2008, Proposal for a Recommendation of the European
Parliament and of the Council on the Establishment of a European Quality Assurance Reference
Framework for VVocational Education and Training, COM (2008) 179 Final

- Commission of the European Communities 2010, A New Impetus for European Cooperation in
Vocational Education and Training to Support Europe 2020 Strategy, COM (2010) 296 Final

- Commission of the European Communities 2007, Schools for the 21 century, SEC (2012) 1009

- Commission of the European Communities 2012, Supporting the Teaching Profession for Better
Learning Outcomes, SWD (2012) 374

- Council of the EU (2007), Presidency Conclusions on Improving the Quality of Teacher Education,
(2007/C 300/07)

- Council of the EU (2008), Presidency Conclusions on Preparing Young People for the 21 Century:
An Agenda for European Cooperation on Schools, (2008/C 319/08)

% In relation to tackling Early School Leaving see also:

- Commission of the European Communities 2007, Promoting Young People’s Full Participation in
Education, Employment and Society, COM (2007) 498 Final

- Commission of the European Communities, 2011, Tackling Early School Leaving, COM (2011) 18
Final

- European Parliament, Directorate General for Internal Policies, 2011, Reducing Early School
Leaving in the EU

%8 With regard to this policy area see also:

- Commission of the European Communities 2000, Recommendation of the European Parliament and
of the Council on European Cooperation in the Quality Evaluation in School Education, COM (2000)
523 final

- Eurydice (2006), Quality Assurance in Teacher Education in Europe, Brussels: European Union.

" The legislative initiatives concerning the updating of the traditional educational subjects are the
following: MA 21072/C2/13-3-2003, MA 21072B/C2/13-3-2003
8 In relation to the particular legislative initiative see also:

- F.20/482/95210/C1/9-9-2003 MA: The content of the educational subject of «<New Technologies» -
all-day Primary School (In Greek)

'8 In what concerns the particular legislative initiative see also:

- F.20/482/95210/C1/9-9-2003 MA: Teaching of the English Language from the third grade (In Greek)

- F.12/773/77094/28-7-2006: Teaching a second foreign language from the fourth grade in all-day
Primary School (In Greek)
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languages by the time they finish compulsory education. Finally, the content of
studies in Greek PE is, also, enriched by various projects funded either directly or
indirectly by the EU via Comenius, eTwinning, the FP7, the European Social Fund
and implemented by education practitioners in Primary Schools?.

The ways in which PE has been structured and organized have also been
affected in the last decade. Elementary schools are now considered part of
compulsory education, in an effort to tackle early school leaving, while attainment is
provisioned to last for two years. Additionally, all-day elementary schools and
primary schools, with extended time-schedules, have been introduced?. Provisions
have also been made so as to tackle low school attainment and consequently early
school leaving of children with disabilities?’, ethnic minorities and poor social
backgrounds. Particularly, the Ministry of Education has introduced the Zones of
Educational Priority (ZEP), referring to geographical regions where the presence of
ethnic minorities is intense and/or considered, mainly, blue collar. Within the
various ZEPs in the country, Primary Schools or classes within them provide for
pupils with disadvantages by the use of differentiated educational methods, ICT,
extended time-schedule, tailor-made instruction and close contact with the family
and the surrounding communityzs. Finally, besides the conventional Primary
schools, three new types of Primary schools with their own unique characteristics
have been introduced. The first, Primary Schools with a Unified Restructured
Educational Programme24, incorporate new educational subjects, with the aim to
enhance the apprehension of basic skills, lay emphasis on ICT and languages,

» The design and implementation of various educational projects as well as mobility projects -i.e.
Comenius- in Greek PE is regulated by the following Circulars: 151158/C7/30-11-2012, 121118/C7/8-
10-2012, 121118/C7/8-10-2012

2 Regarding the introduction of all-day Elementary and Primary Schools sell also:

- Law 3518/2006

- F.20/482/95210/C1/9-9-2003 MA: The Time-schedule of all-day Primary Schools (In Greek)

- F.50/76/121153/C1/13-11-2002 MA: Time-schedule, Programme of all-day Primary Schools —
Content of Studies for the subjects of English, Theatrical Education, Dances, Music, Art, Physical
Education (In Greek)

2 In this field see also: Law.3699/2008: Special Education and education of pupils with disabilities or
special educational needs (In Greek)

2 The legislative initiatives concerning ZEPs are the following:

- AF.821/3412R/15746/71/31-12-2010: Regulation of Zones of Educational Priority, admissions and
tutoring classes (In Greek)

- F.12/20/2045/C1/10-01-2011: The Time-schedule of Primary Schools within Zones of Educational
Priority (In Greek)

- YATY/809/101455/C1/7-9-2011: Regulation of Zones of Educational Priority, admissions and
tutoring classes (In Greek)

- F.1TY/814/103114/C1/09-09-2011: Call for the introduction of admission and tutoring classes within
ZEPs (2011-2012) (In Greek)

- F1TY.930/118741/C1/14-10-2011: Incorporation of Primary Schools in ZEPs

2 In relation to the particular legislative initiative see also:

- F.3/609/60754/C1/28-5-2010 MA: Appointment of 800 Primary Schools with UREP (In Greek)

- F.12/652/63838/C1 3-6-2010 MA: Clarifications about the 800 Primary Schools with UREP (In
Greek)

- F.12/879/88413/C1/20-7-2010 MA: Teaching Methods — Content of Studies of the new educational
subjects which will be incorporated in the all-day Primary Schools with UREP. Review and updates
of curricula for the educational subjects of the all-day programme (In Greek)

- F.12/520/61575/C1/30-5-2011 Time-Schedule, Completion and amendments of F.
12/620/61531/C1/31-5-2010 MA, F.12/773/77094/C1/28-7-2006 MA
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providing pupils with certification of acquisition of the relative skills and retain a
differentiated time-schedule from the other Primary Schools. Digital Primary
Schools, which are found in their pilot phase of implementation, as their name
suggest emphasize the use of ICT in the everyday teaching practicezs. Finally, the
third, Model, Experimental Primary Schools, pilot phase, address new methods of
teaching, the use of various educational approaches, new educational subjects, the
ways the school opens up to the surrounding community and the use of new
institutions in relation to the school’s internal organization, administration, hierarchy
and managementzs.

Education practitioners could not have remained unaffected by the various
changes in and around Primary Schools in the last decade. First of all, the Bologna
process has posed various challenges in relation to their University studies.
Moreover, their in-service training needs have been multiplied the past decade
culminating to their existent workload (Stamelos & Bartzakli, 2011). In addition,
new roles have been added to their traditional ones also requiring attention and
effort for example a Headmaster (responsible of the school’s management), School
Advisor (advisor on educational issues and responsible for the evaluation of
teachers), project manager (eTwining, Comenius, projects funded by the FP7 etc.),
teacher, contact person etc. Accordingly, the various attempts on the part of the
government to implement a system of quality assurance in PE has provoked severe
turbulences affecting education practitioners and the ways in which they respond to
their duties depending on their position to the hierarchy and their responsibilities
(Stamelos et al, 2012; 2010). Finally, a new profession, relative to education, seems
to flourish in the last decade in Greece, probably all around Europe as well. The
profession of educators in all formal, informal and non-formal educational services
which have been developing all around the country aiding students acquire
certifications of skills acquisitions in various, differentiated fields i.e. hair-dressers,
bakers, car-mechanics etc, stands besides that of teachers both expanding the
boundaries of the teaching profession in Greece along with the content of their
pretentions towards the government and limiting its potential to satisfy them in their
whole (Stamelos & Vassilopoulos, 2010; 2004).

In short, PE in Greece has undergone changes, differentiated in what concerns
their level of implementation regarding the content of studies, its structure —
organization and, definitely, its personnel. The focus of the changes seems to lie
within the policy areas where the EU focus has expanded to the level of PE (basic
competences, ICT, languages, mobility, education practitioners, early school leaving
and quality of education). In this context it is high time to turn to the new roles
attributed to the Greek PE in the context of the European LLL area and discuss on
the challenges posed on both and its pupils.

% In relation to the particular legislative initiative see also: F. 97911/I'1/31-8-2011 MA: Appointment of
Primary and Secondary Education Schools for the pilot implementation of the new study-programmes
(In Greek).

% The law regulating Model-Experimental Primary Schools is the following: Law.3966/2011 (In Greek).
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New (?) roles for the Greek PE

Community cooperation in the field of education has changed considerably in
the last fifty years. It now involves all education institutions addressing all ages and
kinds of population promoting lifelong learning opportunities blinking the eye
towards employability, mainly, and the economy.

In this sense, Primary Schools in Greece do adopt new roles away from their
previous ones regarding, centrally, the socialization of the new generations of
Greeks.

The emphasis on the apprehension of basic skills, especially to the point where
they are linked closely to learning outcomes may significantly affect the content of
studies in Primary Schools. Besides the relevant transformations in the content of
studies involved with their acquisition, the ways which will be introduced for their
certification along with the willingness to be related with the signage of the end of
learning cycles -instead of the academic year- may also pose significant challenges
to the very organization of studies in Primary Schools. Additionally, the potential
that teachers have to implement various projects to their schools enriching their
programme of studies while other schools follow the national curriculum may result
in great variations in an education system where parents do not have the formal right
to choose among different Primary Schools?’. To the same end, significant questions
raised from that fact that at this point besides the conventional Primary School, three
new types of Primary Schools have evolved. Nobody can seriously argue about,
either the landscape in PE in Greece, or the role of teachers in it.

In short, the aforementioned transformations concerning the shift towards
lifelong learning meeting with the needs of the market and employability hide a
serious danger. Societies may comprise anti-social subjects seeking to serve only
their own rights and best interests. Nobody can provide the necessary assurance that
the majority of people in modern societies retain the willingness and/or the
democratic culture to position themselves in the service of the interests of the
society (Karalis & Balias, 2007, p. 17). Somewhere there lies the new role of
Primary Education Institutions in the new context.
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OLGA NESSIPBAYEVA

BOLOGNA PROCESS PRINCIPLES INTEGRATED INTO EDUCATION
SYSTEM OF KAZAKHSTAN

Abstract

The purpose of this paper is to analyze the fulfillment of the parameters of the
Bologna Process in the education system of Kazakhstan. The author gives short
review of higher education system of the Republic of Kazakhstan with necessary
data. And the weaknesses of the system of higher education are identified.
Moreover, implementing recommendations of the Bologna Process based on
international cooperation and academic exchange are given.

Key words: Bologna Process, higher education system, Kazakhstan

Live as if you were to die tomorrow. Learn as if you were to live forever.
Mahatma Gandhi

Introduction

Kazakhstan became a member of the European Cultural Convention of the
Council of Europe in March 2010, thereby gaining full membership in the Bologna
process. Currently, the work of implementation is in progress in Kazakhstan. 60
universities of Kazakhstan signed the Great Charter. The Great Charter was adopted
in 1988 in Bologna. By signing this document the universities commit to
development of autonomy of universities, democratic principles of management,
academic freedom of students, freedom of scientific research, etc. The objectives of
Kazakhstani higher education are high — to achieve a world level of education and
entry into the unified educational space. Kazakh President Nursultan Nazarbayev set
the task of including the Republic among the 30 most competitive countries of the
world. Improving the educational system plays an important role in achieving this
task. President of Kazakhstan Nursultan Nazarbayev said in his speech “We have to
ensure the provision of high quality services of education at the level of world
standards all over the country” (World Didac Astana, 2011).

Benefits to Kazakhstan’s universities and students

Implementing the Bologna Process is a long and complex process. Nevertheless
the Bologna Process is a pre-requisite for reinforcing institutional collaboration and
for the exchange of students and staff within the countries of the Bologna process.
The Bologna Process is an important instrument to enhance the internationalization
of higher education, an essential driver for widening reforms, and also process of the
legitimacy of current governance structures and mechanisms (TEMPUS Study,
2012).

Obviously, Kazakhstan's accession to the Bologna process provides real
benefits to Kazakhstan’s universities and students. These are: bringing domestic
educational programs and curricula in line with European standards, recognition of
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national qualifications and academic degrees, ensuring academic mobility of
students and teachers, implementation of double diploma education programs,
convertibility of the Kazakh higher education diplomas in the euro area, the right of
the graduates for employment in any of the member countries of the Bologna
process.

The system of higher education of Kazakhstan underwent restructuring. The
three level model of education was introduced: Bachelor’s program, Master’s
program and PhD’s program. Now, in the country one degree — PhD and two
academic distinctions are awarded by the ministry of education — associate
professor (docent), and professor (Zhumagulov, 2012, Higher Education section,
para. 2). New principles of financing of higher education were introduced. 38
universities of the country perform two diploma education, 131 universities conduct
the education process accordingly with credit technology and 42 higher education
universities conduct distant teaching.

The fulfillment of the parameters of the Bologna Process in the education
system of Kazakhstan will allow to provide quality services at the level of world
standards in view of integration into the European Higher Education Area. Reforms
in higher education are based on legislation and government programs. The State
Program on development of education for 2020 provides for fulfillment of
obligatory and recommended parameters of the Bologna Process. The State Program
provides for establishment of the Bologna Process Center and the Center of
Academic Mobility. Besides, the developed in April 2011 new rules of organization
of education process on credit technology provides for scale of evaluation of credit
technology in Kazakhstan and the European Credit Transfer and Accumulation
System (ECTS) and mutual excepting of education programs, organization of
academic mobility within Kazakhstan’s model of excepting credits on the ECTS
basis, using of the European system of transfer and accumulation of credits in
education process and module building of education programs. The program on
development of education for 2020 provides for the measures that will promote
autonomy of the national research universities since 2015, national higher education
institutes — since 2016 and since 2018 all the rest higher education institutions of the
country (World Didac Astana, 2011).

The legal framework for development of academic mobility has been created. It
is one of the effective ways to increase the quality of training personnel. The first
steps in development of academic mobility have already been made. In 2011 the
state for the first time supported the study in foreign higher education institution for
one academic period in the best universities of Europe, South East Asia and the CIS.
Besides, the mechanism of internal academic mobility was developed. The principle
of this mechanism is ‘regional higher education institution — national university’ and
it means that the students from the regional higher education institutions will be able
to study in the leading higher education institutions of the country (World Didac
Astana, 2011).

The system of higher education of Kazakhstan also feature unique project now
implemented in form of the Nazarbayev University. This University works in
partnership with universities of the top 30 universities of the world. Students of the
first enrolment began their study already. “Educational programs that meet the best
world standards, new principles of autonomy and academic mobility are conducted
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in the Nazarbayev University and later will be introduced in all higher education
institutions of the country” said Prime Minister of Kazakhstan Karim Massimov.
The overall goal of educational reforms in Kazakhstan is the adaptation of the
educational system to the new socio-economic environment.

Current state of higher education in numbers

Higher Education in Kazakhstan can be obtained by persons with:

- General Secondary Education or

- Technical and Vocational Education or

- Postsecondary Education.

Professional education programs of Higher Education are provided in higher
education institutions (universities, academies, institutes, as well as in
conservatoires, higher schools and higher colleges which equated to higher
education institutions). Those students, who passed final attestation and mastered
professional education program of Higher Education, are awarded qualification and
Bachelor’s academic degree: | cycle degree — Bachelor’s degree (requires minimum
4 years of study, 142-148 credits).

The Government allocated 35425 education grants for the 2010-2011 academic
year for training specialists with higher education (among them 34425 full-time
courses and 1000 by correspondence form of study). In comparison with education
period 2009-2010 the amount of state order was increased on 1085 education grants.

Average state expenses for one student are 318400 Tenge (approximately 1600
Euro). Budgetary funds for the invitation of foreign professors from world leading
universities are annually allocated for two HEIls - Al Farabi Kazakh National
University and to the L. Gumilyov Eurasian National University.

Postgraduate Education can be acquired by persons with Higher Education and
consists of two levels:

Il cycle — Master’s degree:

- On main specialty — requires 1-1.5 years of study beyond the Bachelor's

degree, 36 credits;

- On scientific-pedagogical specialty — requires 2 years of study beyond the

Bachelor's degree, 47 credits.

111 cycle — PhD degree (requires minimum 3 years of study, 66 credits) (System
of Education).

In 2009 in Kazakhstan there were 144 higher education institutions (55 State
HEIs and 89 private). The number of non-state (private) institutions was gradually
increasing until 2001 and began to decline in 2002. On November 26, 2012 after an
optimization process there remained in Kazakhstan — 139 universities. For the 2009-
2010 academic year, the total number of students in higher education institutions
was 610.2 thousand. On average, there are 232 students per 10 thousand persons in
the world. In Kazakhstan, this figure is 422.5 people (Higher Education in
Kazakhstan). In Kazakhstan, the number of teaching staff in higher education
institutions is 39.2 thousand; of those 41% have scientific degree (Higher Education
in Kazakhstan).

The share of funding of Kazakhstan is still insufficient to provide sustainable
development of the education system at the level recommended by UNESCO - 6-
7% of GDP. At present the share of government funding for higher education in the
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overall education budget remains low — less than 10.0% (Higher Education in
Kazakhstan).

To date, the level of the population with higher education in percentages (%) in
Kazakhstan is 39.5% (Human Development Reports). But, first of all, the structure
of specialties is important, on which the preparation is followed in higher education.
Education of professionals in management, marketing, and of course specialists in
manufacture are necessary in the modern situation of Kazakhstan. Technical staff is
the foundation of development of the industry for any economy. And our economy,
above all, needs to focus on training in higher education institutes and preparation of
manufacturing staff (manufacturing, high-tech industry, and so on) (Kazakov, 2010).

Problems in higher education of Kazakhstan

Despite the increasing of the state budget, payment for university education,
which did not exist before independence, limits access to education for poor young
people. The gap in education between rich and poor families is growing rapidly, and
also between the inhabitants of large cities and rural areas. Despite the introduction
of tuition fees, the real earnings of tutors in Kazakhstan are still very low, which
negatively affects the quality of education: many university teachers are forced to
work more than one job. Corruption at universities has a negative impact on
educational standards, and it has forced the administration of the universities to
introduce a system of unified university entrance examination as a means of
combating bribes.

In response to some of the urgencies, new universities and educational
institutions have appeared. In the republican education market, universities offer
traditional state and western diplomas, and they all depend heavily on tuition fees, as
both public and private universities are struggling for funding and students. At the
same time, the collapse of state atheism, and the revival of religion, particularly
Islam, has led to the emergence of new religious educational institutions throughout
Kazakhstan. Students from Kazakhstan are also trained in the madrassas, or
religious schools in the Middle East and South Asia.

Given the weakness of the system of higher education, the government of
Kazakhstan has adopted programs to finance the education of students abroad.
Special program of providing presidential scholarships were established (Bolashak
program). The Bolashak list includes 100 universities from 17 countries for
academic programs. Over the past three years 3,194 people have been awarded with
the Bolashak Scholarships. JSC “Center for International Programs” has a broad
network of partners abroad (more than 500 foreign partners). The graduates of the
Bolashak program are employed both by Kazakhstan’s government agencies and
private organizations (JSC “Center for International Programs”).

The European and American Programs (AISEC, British Council, Campus
France, Education USA, DAAD) help students from Kazakhstan to study in Europe
and the United States under the Program of the support of higher education (2.3
Higher education section, para. 4).

For achieving its goals higher education of Kazakhstan is striving to implement
the important Bologna process parameters based on international cooperation and
academic exchange that is attractive to students and teachers. They are next:
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(1) facilitate the mobility of students, graduates and staff of higher education

institutions;

(2) prepare students for future careers and to become active citizens in

democratic societies, and to support their personal development;

(3) ensure broad access to high-quality higher education, based on democratic

principles and academic freedom.

There is a need to review the structure and content of higher education.
University system should be brought in line with international standards, and for it is
important:

- to bridge the gap between universities and the labor market and improve

the system of admission to universities;

- to increase public control over the quality of education through corporate

governance;

- to give autonomy in administration of universities;

- to develop a strategy for academic mobility (transfer of credits) of higher

education within the country and abroad,;

- to successfully develop higher education on the basis of the synthesis of

three major components — education, science and innovation.

Conclusion

Because our future depends on the youth, giving them the best opportunities is
undoubtedly the key to a dynamic aimed at the development of new advances. State
authority of Kazakhstan has set the reform of higher education at the heart of its
actions in support of national development strategies. Higher education is a
privileged means to provide better perspectives for future generations. Education is a
key element of better relations, in terms of further modernization and development
of human capital for sustainable growth.
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BAAH OAYNETKAHOBHA KEPUMBEKOBA / BAYAN KERIMBEKOVA

METOAUKA OBYYEHUA MOITUYECKKX ﬂPOVI3BEﬂEH[’II7I C
NCNnonb3OBAHMEM MHHOBALIMOHHBIX TEXHONOIMK

METHODOLOGY OF POETIC WORKS TEACHING BY MEANS OF
INNOVATIVE TECHNOLOGIES

KitroueBble €i10Ba: METOMKA MPENOIaBaHNUs1, HHHOBALIMOHHbBIC TEXHOJIOTHIA,
HOBaTOPCTBO

VY KaxIoW IUCUMIUIMHBI MMEETCS CBOeoOpasHasi Hay4yHas OCHOBA, KaXias W3
HUX BHOCHUT CBOIl OINpeleNeHHbIN BKIaJ B LUBHIM3ALUIO, B COBPEMEHHYIO IOXY
rnobanu3aliy  IpeiMeT  JIMTeparypa  BBINOJHSAET  OCOOCHHYIO  (DYHKIIMIO.
BrinBrraemble Ha TEpBBIA TUIAH Takhe TOHSTHS, KaK KPEaTUBHOCTh MBIIUICHHMS,
HOBaTOPCTBO CETOJHS YUTATENb IBITACTCA HAWTH 3TH ABJICHUS U B JauTeparype. To
€CTh COBPEMEHHOCTH BO3/IaraeT OTBETCTBEHHOCTh HE TOJBKO HA JIMTEPAaTypy, HO U
Ha Yy4uTens JuTepaTypsl. llpemonmaBaHue mnWTEpaTypsl — W HayKa, W IIEJIOE
HCKyccTBO. JIuTepaTypa — IUCHUIDIMHA, KOTOpas MPEIOCTAaBISIET BO3MOXHOCTH
JIETSM TpeAaBaTbcsl (PaHTA3MAM, PACIIMPHUTh CBOH KPYro3op, SIBISETCS OCHOBOM,
94TOOBI UENIOBEK BCErJa OCTaBajlCs UYENOBEKOM. VIHTepecHOe M IIIIOZOTBOPHOE
MIPOBEICHUE YpOKa 3aBHCUT OT METOAMKM M MacTepcTBa yuutens. Hackonbko
MPOAYKTUBHO MBI HCTIOJIb3YEM JaHHBIE METOBI? B kakoM ciiydae 3HaHUSA, KOTOPHIE
MBI JJaeM CTyJeHTaM, OyIyT pe3yJbTaTHUBHBIMM: KOTJa YPOK «HMHTEPECHBII», WU
KOTZ1a OH «HEO00XOIUMBIi»?

3anHTepecoBaTh U HAYYHUTh — ATO J[Ba OJMHAKOBBIX Ipoliecca. YUYHuTess, Bceraa
UCTIONB3YIOMIET0  TOTOBBIE  TEPMHUHBI, TOTOBBIC  TPaBWJIA,  MPOBOASAIINI
OeCCMBICIICHHBIN YPOK, 3arpyxas ero HeHyxHoi mHbopMmarmei, 1. A. KomeHckwmit
CPaBHHMBAET «C BOPOHOW D3011a, IPUBS3aBIIEH KPbUIbA APYTUX NTHIY». B HacTosmee
BpeMsi Ui COBEPLICHCTBOBaHMS y4eOHOro mporecca JokazaHa 3()(eKTHBHOCTH
NIPUMEHEHNS] HHHOBAIMOHHBIX TEXHOJIOIMH 00pa3oBaHMs. TepMuH «MHHOBAIMA» B
Hayke ObIT 3aMMCTBOBaH B XX BEKe 4epe3 OTPacii aHTPOIOJIOTHS U 3THorpadus. B
JTAaHHBIX OTPACIIAX €ro MCIIOJIB30BAIM B KAUECTBE AHTOHMMA TEPMUHA «TPATULINA» B
HCCIIeIOBAaHUX Mpoliecca n3MeHeHui B KynbType (Abyos, 2005, c. 18).

OOyueHne TOITUYECKUX TPOU3BEICHUI HAMHOTO CIIO)KHEe, 4eM oOydeHune
Ipo3e, 3TO MBI 3aME€YaeM Ha CBOEM JIMYHOM ombITe. [loTomMy 4TO, B MHMPHUYECKHUX
MPOU3BECHUAX HA IIEPBBII IUIAH BBICTYNAIOT MBICIH, YyBCTBA M JINYHBIC
nepexuBaHus mo3ra. OTHUM U3 TJIaBHBIX BHIOB padOT HA YPOKE JIUTEPATYPhl — 3TO
BOCIPHUSTHE yYEHHKaMM MO3TUYECKOTO MpPOM3BEACHUs, BIEUYATICHHE, OKa3aHHOTO
UM Ha OOYYalOIIMXCs, YMEHHE IOHATh CYTh XYHO’KECTBEHHOTO IIPOW3BE/ICHHMS.
I'apMoHUs 1M03Ta M UCIONHUTENS BBIPA3UTEIBHOTO UTEHUS AAET JUPUKE HOBYIO
JKU3Hb. «UTeHHE CTUXOTBOPEHMS HAU3yCTh, MOHMMAHHUE €T0 CYyTU U Leled — 3To
Ipolecc, NPOUCXOAALINNI B pe3ynbTaTe CEMEHHOr0 BOCHHUTAHUS U HEIPEPHIBHOTO
noucka yuurens» (butudaesa, 1997, c. 192). CnoxxHOCTh 00y4YEeHHUS OI3UM JIC)KUT
HE B €€ >KaHPOBBIX OCOOCHHOCTSX, d, CaMO€ TJIaBHOE, B BOCIIPUATHH, B3IISLAAX,
OTHOIIEHU! CTYAEHTOB K IO3THYECKOMY IPOU3BEACHHIO. BOIBIINHCTBO yUCHHKOB
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NPEANOYUTAIOT TPO3anYECKOe IPOM3BEICHHE C WHTEPECHBIM COACPIKAHUEM, B
KOTOPOM OTYETIIMBO ITPOCIIEKUBAETCS €r0 CIOKETHAS JIMHUS.
«Jlupuyeckne NpPOM3BEAEHUS HY)KHO BOCIPHHUMATH HE CIYXOM, a CEpILEM,
yyBcTBaMH. Kak 3TO MOXET OCBOUTH peOCHOK, YTO OH OyHeT 4yBCTBOBaTb, 4eM
OyneT pyKOBOACTBOBATHCS, 4TO OYAET NPOUCXOJUThH y HETO B AYIIE, IPOBEPHUTH BCE
9T0 Oyzmer Henerko yuurento. Ho, ynmenssi aTomy OoJjbpliee BHUMaHue, 10OMBAsCh
pe3ynbTaTa, MOKHO AOCTHYb TocTaBieHHoU nenn» (Bormanosa, 1984, c. 87). Ecnu
YUeHHK OYyIeT CTPeMHUThbsSI IOHATh BHYTPEHHIOI CTPYKTYPY, CTHIIUCTHYECKHE
O0COOCHHOCTH IPOM3BEJCHUS, MbI, B CBOI OuYepeib, Ha MyTH (HOPMUPOBAHUS Y
YYEHHKOB HMHTEpeca K IMO3HAHHIO OyJeM MOBBIMIATh UX HHTEPEChl, aKTUBHOCTD,
CMOXEM CO03/1aTh TaKHE YCIIOBHUS, YTO YTEHHE CTAHET UM CaMHM HHTEPECHO, U OHU
OyIyT MOJy4aTh 3CTETUUECKOE YIOBOJILCTBUE OT YPOKa. TOIBKO B TAKOM CIIy4ae MBI
JIOCTHTHEM KOHEeYHOro pe3ynbrata (Mazep, 1979, c. 11).
OcraHOBUMCSL TMOIpPOOHEE HAa YacTO MCIOJIB3YEMBIX B HalIed IPaKTHKE
00y4eHUsl TOITHUECKUM NPOU3BEACHHUSIM METOaX U npueMax oOydeHus. B nepByto
ouepenb, Ha  3aHATHUAX, MOCBSIIEHHBIX  ITI033MM, HEOOXOIUMO  CO37aTh
OnaronpusiTHylo ~ arMocgepy,  co3haTh  YCJIOBUSL Uil ONTUMAJBHOTIO,
HEMpHUHYXJIEHHOTO uTeHus. Hanpumep, BBINTH ¢ KJIaccOM Ha MPHUPOAY WK MPOCTO
UCIIOJIb30BaTh KPAaCHBbIE NPUPOHBIE ME3aKH, UM IIPOCTO-HAPOCTO NEPECTABUTH
napTel mo-ocobenHoMy u T.h. «[lepei HAYaiOM MOITHYECKOTO 3AHSATHS MOXHO
MOCTaBUTh KAKYIO-THOO BECENyio, PaJOCTHYIO MY3bIKY, €CIM Ha CTHXH, KOTOPBIE
cobupaeTech YUTATh HA 3AHATHSI, YIKE TOJOKEHA MEJIOJIHS, TO MOYKHO TIOCTABUTH €¢
JUTSL TIPOCTYIINBAHUS, 3TO OJIATONPHUATHO OTPA3UTCS HA IMOJArOTOBKE YUYEHHKOB K
ypoky» (HayGaeBa, 2009, c. 87). OntumansHoe, 3((HEKTHBHOE HCIIOIH30BaHHUE
MY3bIKH, IPOU3BEICHHN H300pa3UTEIbHOIO UCKYCCTBA U JIP., HATJISIIHBIX TI0COOUii B
COOTBETCTBUM C TeMaTUKOW 3aHsaTHA. K mpuMepy, eciu MMEIOTCs IIECHU Ha CJIoBa
M3y4aeMoro aBToOpa, TO MPENojAaBaTelb MOXET HX HCIOJIHHUTb, JHUOO MOMPOCHTH
CTY/ICHTOB MCHOJIHUTD IECHIO, IM0O0 MPOCIyIIaTh 3amuch necHu. Jlajgee ¢ momorisio
METOJla «MO3TOBOW INTYpPM» HA4YWHAEM «IITYPMOBATBH» BOMPOCAMH CTYJCHTOB.
«Mo3roBoii mTypMm» — coOpaTth 3a KOPOTKHH TEPHUOa JOCTATOYHOE KOJIUIECTBO
NPEATIOKEHUN JUIsl pellieHns] u3ydaeMol mpobieMsl. [Ipu mcnonb30BaHMM MeTOnA
«MO3TOBOM IITYpM» HEOOXOAMMO IIOMHHUTH CJIEAYIOLIEE:
- MHeHus, BbICKa3aHHBIE CTYICHTaMHU, HE KDUTHKYIOTCS, He 00CYKIal0TCsl;
- Cpenu cTYJICHTOB HET PYKOBOAUTEJIEH 1 OYMHEHHBIX;
- Uewm Oomblile NoJTy4aeM MHEHUs PAa3IMYHOTO COJIEPKaHUs, TEM OOJIbIIE MBI
MMEEM BO3MOXHOCTb MPUOIM3UTHCS K LIEIIH;

- Heo0Xx0auMO XBaJIHTh, MOOLIPATH YIACTHUKOB UX MHEHUSI U UIICH;

- Bpricka3sbiBacMbie MHEHUSI JIOJDKHBI OBITH KpaTKUMH u
CHCTEeMAaTH3UPOBAHHBIMH.

Buipazumensnoe umenue cmuxomeopenus yuumenem. OIHUM U3 METOJOB
TBOPYECKOTO OOYYCHUS, CYUHTAIOMIMNACS KIACCHYECKUM METOJOM  SIBIISETCS
BBIPAa3HUTENILHOE YTCHUE XyJOKECTBEHHOIO TeKCcTa. B BhIpa3UTEIbHOM YTEHHH PUTM
rosioca, OJaro3By4yue, TEMIl, YJapeHHE — BCE JTO CUYHMTAECTCS KOMIOHEHTaMH,
MOPOXKIAIOIMME OJI0KUTEIbHBIE YCIIOBHSI IIPH BOCHPUSTHU CTHXOTBOpEHUs. B
CTHXOTBOPEHHU JIMPUYECKHE OTCTYIUICHHUS, IICHXOJIOTUYECKHE OTCTYIJICHUS
OKa3bIBAIOT CBOE BIMSHHE Ha BocmpusaTthe. OO03HAYeHHE CJIOB, HECYIIUX B cebe
CTEp>KeHb 3HAUCHMSI CTUXOTBOPCHUS], Pa3bsICHEHHE UX 3HAYCHHUS 10 COOCTBEHHOMY
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MPEACTABICHUIO KAXIOTO, aHalW3 CJIO0B, NPUAAIOIINX O0co0Oe 3HAuYeHHE,
cucTeMaTH3alys, IOCTPOCHUE KIaCTepOB, MOHUMAHHE CTPYKTYPHI MPOU3BEICHUS —
BCE OTO SBIIOTCS 3aJaHUAMH, HAlpaBICHHbBIC HAa MOBBIIIEHHE AaKTHUBHOI
MBICJIUTEIBHONW  JIeITeNIbHOCTH Y oOydwarommuxcs. Takue 3agaHusi Hapsjay cC
NO3HABATENIBHOM  AEATENIBHOCTBIO  YYEHUKOB  Pa3BUBAIOT UX  TBOPUYECKUE
cnocoOHocTH. TONBKO B TAKOM Cllydae yYEHUK, IIOHSB CyTh MPOHU3BEICHUS, CMOXKET
NPOWTH dTambl aHaju3a, O000OIIEeHHs, OLEHKM COOCTBEHHBIX 3HaHWMH. s
ompeneneHus,  OOOOWIEHWs,  CHUCTEMAaTH3alUM,  IOABITOXMBAHUS  MBICIH
XYIOKECTBEHHOTO TPOW3BEACHUSI MOXHO TPEUIOKHUTh pa3IWYHBIC 33/aHUA.
bnarogapst BEIpa3uTENTbHOMY YTEHHIO MPOM3BEACHUH MOXXHO MOOYANTH CTyIEHTa K
pasmblinuieHHsAM. CTyIeHT HE MOXKET OCTaThCs PAaBHOIYIIHBIM. 3aTeM MOXHO OyJeT
JaTh TPOYNUTATh CHIUXOMGEOPEHUE CMYOeHmAM CHAYana no Kynjiemam, HO
Ponbam, 3amem u noanocmyio. Takum o6pazoMm, ynemnsiercss ocoboe BHUMaHHE Ha
MEJIOANYHOE, MY3bIKAIbHOE  4YTEHHE  MPOM3BEACHUS, UTEHHE  HaU3yCTh.
OpUEeHTHPOBATh CTYACHTOB Ha JIMPUYECKOE HACTPOCHHUE M03TAa B CTUXOTBOPECHUHU.
Pa3BenaTh TBOpUECKYIO J1a0OPATOPHUIO, MOMBITATHCS MPOAHATM3UPOBATh MPUYKHY,
NOOYAMBIIYIO aTBOpa K HAIMCAHUIO TOTO WJIM MHOTO IpousBeaeHus. Vcnonb3oBaTh
JHEBHUKM, MHTEPBBIO M 3allMCH, a TaKXe PYKONUCH modTa. lIpoanamm3upoBaTh
KpUTHYECKHE CTaTbM, HAYYHO-HCCIIEAOBATENbCKUE TPYAbl 10 H3Yy4aeMOMY
JMPUYECKOMY TTPOM3BEICHHUIO.

[Ipn M3yyeHMM MO3THYECKUX NPOU3BEACHHH yAENseTcs BHUMaHHE, B IEPBYIO
ouepesib, HA YMEHHE YUYHUTEJN CaMOMY IPOYHMTAaTh CTHXOTBOPEHHE C BBIPAKECHUEM.
IToromy kak, BO MHOTHX CiIydasiXx YYEHHK KOIHPYET CBOETO YyYHTEJs.
BripasurensHoe YTE€HHE CTUXOTBOPECHHUSI CaMHUM YUYUTENIEM IPOOYKAAeT B NETAX
YBIJICUEHHOCTh MO33HEH, MOBBIIACT UX HHTepec. HeoOxommmo ynenuts ocoboe
BHUMAaHHE JETeil Ha AYIIEBHOE COCTOSHUE, MOPBIBBI CEP/Ila M03Ta MPH HAIMCAHUN
JAHHOTO Mpou3BeeHNsA. TOJIbKO BOHIS B 00pa3, comepexnuBas aBTopy, U, paaysich
BMECT€ C HHM, YYEHHK MOXXET IIOJHOCTBIO IOHATH MPHUPOAY ITO3THYECKOTO
npousseneHus. [loatomy, mpu 0OydeHHM MO3THYECKOTO MPOM3BEACHUS YUHUTEIIO
BCETa HEOXOUMO IIOMHHTb CIIEAYIOIIEE:

- B IEPBYIO 04Yepenb, AaBaTh AETSIM 3HAHUS M0 U3y4aeMOMY CTUXOTBOPEHUIO B

COOTBETCTBHUH C IMOHSATHIMH, BO3PACTHBIMH OCOOCHHOCTSIMU YUIECHHUKOB,;

- OOBSCHATH HENOHATHBIE 110 3HAYEHHIO CJIOBAa, BCTpPEYAIOLIMECS B
NIPOM3BEICHHUH, TO €CTh Pab0TaTh CO CIIOBAPEM;

- 3HAaKOMsI YYEHUKOB C TBOPYECKOM MacTepckoil mo3ra (ero JHEBHUKH,
UHTEPBBI0 HAa CTpPaHMLAX IPECcChl, BOCIOMHHAHUS O HEM U T.1.),
paccka3bpIBaTh 00 MHTEPECHBIX (haKTax.

Paboma no meopuu aumepamypevl. llpu 00ydeHHH TOITHYECKHUX
MIPOM3BEACHUH W3ydeHHWE 3HAYCHUH CTPYKTYpPHBIX 3JIEMEHTOB (pa3Mep, pHTM,
pudma, KymieT), OCHOBHBIX HOHITHII CIOBa CTHXa M yMEHHE BBIJCIATh HX B
MPaKTHYECKOM IPUMEHEHNH — IPOLECCHI, KOTOPBIE MPOMCXOAAT Ha KaXJIOM YpPOKE.
3HaHMe BCEX DJIEMEHTOB 00YUEHHMsI BBIPa3UTEILHOMY YTEHUIO HEOOX0IMMO 00y4aTh
C MOMOIIBI0 METOJI0B MHHOBALIMOHHBIX TEXHOJOIMH. Bo-mepBrIX, comepikaTenbHO-
TeMaTUYeCKUH aHalu3, aHaNIU3 U3YyYEHHsI COJIEPXKAaHUS, TEMBI MO Pa3/ienaM U BCEro
MPOU3BEACHUS B  IIeJIOM. BO-BTOpBIX, yJeNATh BHHUMAaHHE  SI3BIKOBOMY
JCTETHYECKOMY aHalu3y. Pa3bsHEHHE SA3BIKOBBIX OCOOEHHOCTEH, MOEIIN CIIOBa,
OMHCcaTEeIFHOE MACTEPCTBO, XYyI0’KECTBEHHOCTh, NMPHUPOIY CJIOBA, CTUIMCTUYECKHUX
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ocoOeHHOCTel TIpOu3BeIcHUs. B-TpeThuX, MEpCOHAKHO-00Pa3HbIA aHAIHN3. AHAIN3
HNepCOHaXel TPOU3BEJEHUS, OINpEJeeHUe, BBIACICHUE U CpPaBHEHHE HX
B3aMMOINIPEEMCTBEHHOCTH IO OTHOIIEHUI0 K TEeMe€ U CIKETHOW JIMHUU
IIPOU3BEACHUS.

Ananuz  A3bIKO6LIX  0coOennocmeil  npoussedenHusn.  Jlupuueckomy
MPOU3BEACHUIO CIY)KUT MO3THUYeCKUH s3bIK. IloaTHdeckuil s3BIK  OTpaxaer
JIyLIEBHOE COCTOSIHME 1103Ta, €r0 BHICOKHE UYBCTBA. B MOCJIEAHNUE OBl BCE Yalle B
HCCIICAOBAHMAX II0 JINTEPAType TOBOPHUTCS O HEOOXOAWMOCTH EAMHCTBA TPOWHOTO
cOr03a B TOPOXKICHUH XYIOXXECTBEHHOTO MPOWM3BENEHUS M OTOOpPaXCHHH €ro B
CO3HaHMHU YWTarens. Torga mo3HaHWe (OPMHUPYETCS CpeAd IHCKypc aBTopa —
XyI0KEeCTBEHHOE TPOU3BEICHNEe — Y4eHHUK. [leprox, cpena, B KOTOPOl MpoKUBaI
aBTOp, €ro Io3HaHHe, H300pakeHNe IEHHOCTEH B XYI0KECTBEHHOM MPOM3BEICHUHU
3aBHCHUT OT MHOTHX (paKTOPOB, KaK BOCIIPHUATHE, TOHUMAaHNE, H3yUCHHE, OLICHKA €T0
yueHHKoOM. Ecnu 3a sI3bIK MpOM3BEACHUS MPHUHUMAThH SA3bIK aBTOPa WM MEpPCOHAXa,
TO o00pa3 B TMpPEICTaBICHHM XapaKTEpOB, PACKPBITUM WUAECH MPOU3BEACHUS
BBITIOJHSAET BaxkHYI (yHkumio. Kaxmomy mucartento HIM IMOSTY CBOHCTBEHEH
CBOEOOPA3HbIil CTHIIb, S3BIKOBbIE OCOOCHHOCTH MPOM3BEICHUS. JTH OCOOEHHOCTH
NPOSIBJISIFOTCSL B JIEKCHKE, Tponax W Buaax ¢uryp (cpaBHeHue, snuteT, Maradopa,
YCUJICHHE, METOHHUMMS, IOCBSIIEHHE, NMOBTOPEHHE, aHTUTE3a, Pa3BUTHE H T.1.),
HCTIONBb3yeMbIe aBTOPOM. Bce 3TO MOMKHO YYUTHIBATBECA TPH aHAJIH3E S3bIKa
MIPOU3BEICHUS, N3YICHUH €r0 XYI0KECTBCHHBIX OCOOCHHOCTEH.

Packpvimue codepiycanus cmuxomeopenusn ¢ nomouipio cxem. C nomouyvro
Memooa onopHulx cxem, 0000uienus. CpasnumenvHolil AHAIU3 NO OuUaAZpamme
Benn. CpaBHeHHWE C TIPOM3BCICHHMSM Ha aHAJIOTHYHYIO TEMY APYTHX IIO3TOB.
Hanpumep, A. Kynaubaes m A. C. [lymkwmu, M. XKymabaes u A. bmokx, M.
MaxkaraeB u C. Ecennn u T.1.

Paboma co cnosapem. YcrapeBime CIOBa, HHANBHIyaIbHBIE CIIOBOCOYETAHMUS,
JTUANIEKTU3MBI U T.J., BCTpEUaroIuecs B s3bIKe MMo3Ta. V3yuenue padom norsma 6
cghepe nepesooda v iepeBOI TIOI3UH 1103TA HA APYTHE S3BIKH.

Memoo nucomennoui pabomuvt no cooepircanuto cmuxomeopenus. To ecmo
npeepawienue nol3uu 6 npo3y. BaxnHo, 4ro uyBcTByeT cTyaeHT. Ilo
JUTEPATYPHOMY COYMHEHHMIO (XapaKTEpUCTUKA MEpPCOHAXEH, CpaBHHUTEIbHAs
XapaKTepUCTHUKA MEPCOHAXKEN), a TaKke COUYMHEHHE [0 OMMCAHUIO CBOUX B3IIIA0B U
MHEHMH Ha OCHOBE WJUIIOCTPALUI M PUCYHKOB MO MPOU3BEICHUIO TOBBIIIAET
HUHTEPEC YUEHUKOB K JTUTEPaType.

Yemmuwuii nepeckas cooepircanun npouseedenun. Pazpupaet HaBbIKY MEepecKasa
COJNIEpKaHUS TPOU3BEACHUS MOTHOCTHIO MM KPAaTKO, C COXpaHEHHEM HEKOTOPBIX
CTHIIUCTHYECKHX ocoOeHHOCTed. HeoOXoamMo HaydHWTh COCTaBISATH IPOCTOW U
Pa3BepHYTHIN TIaH MO TEKCTY MPOU3BEACHMUS, CBOETO JOKIana, counHeHus. OTHUM
13 d3QPEKTUBHBIX CIIOCOOOB O0YUYECHHS YTEHHIO XYyIO0XKECTBEHHOTO IPOM3BEICHHS —
9TO HOCIMAHO6KA NPODIEMHO20 80NPOCA. DTOT METOJ MOKHO HCITONB30BATh, KOTa
n3y4aeMblil BOIPOC SIBJISICTCS Ha YpPOBHE NpoOieMbl. B aToM ciiyyae MOXHO
ucronb3oBath «Memoo cyday. Cynsimue U 3aIMIIAONUIE T'epost MPOU3BEACHUS
JIEIISITCSL Ha JIBE TPYIIIIBI, KaX/1asi U3 KOTOPBIX JI0JDKHA 000CHOBATh CBOU MHEHHSI.

Memoo Bypume. Ha nocke MUIIyTCsS HECKOJIBKO PUPMYIOIIUXCS MEXKIY COO0M
cnoB. Mcnonb3ys nanHyto pudMy, CTYISHTHI JOJDKHBI Hamucath OAMH KyruieT. Ha
9710 maetcs 1-1,5 MunyTel. CTUXOTBOPEHUS YNTAIOTCS BHYTPU IPYIIIL.
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Mooswcno ucnonvzoeams u memod namu cmpouek. JlaroTcs TATH
CYIIECTBUTENLHBIX, IATh IPUIATATEIBHBIX, MATh MECTOMMEHHI, MO HUM HY)KHO
COCTaBUTH ISATh CTPOYEK. DTOT METO/I [OBBIIIAET TBOPUECTBO CTY/ICHTOB.

Memoo JIKHUKCO wunu konnekmugnoe ofyuyenue. UUnenam rpynn
IpefoCTaBiIsieTcsl cBoOOJNa JICHCTBMH, BO3MOXHOCTh paboTaTh IO CBOEMY
yeMmoTpenuro. [IpenonaBarens B JaHHOM ClIydae HE PyKOBOJUTEIh, a TAKOW XKe YIICH
omHoit u3 rpynmbl. OH sBISETCS TOJNBKO CBSA3YIOUIMM 3BEHOM B IIpoIecce
B3aMMOOTHOIICHUH, a Takke HHHUIMATOp (OPMHUpPOBaHWSA OTHOWICHWHA. Tem He
MeHee MecTo Ipenoasarens ocodeHHo. [Toromy 4To, OH IpeABaPUTENHHO TOTOBUT
CIICHApWii, KOCBEHHHIM 00pa3oM BIHSAET Ha pPa0OTy TpPYNIBL, OICHUBACT
HampaBjlIeHHe B paboTe TPYIIBl, BIMACT Ha (QOPMHPOBAHWE YBEPEHHOCTH U
OTKPBITOM AMOITMOHAIEHON CPEBI.

KomnexruBHuass pabota Hapsmy ¢ (OPMHPOBAHWEM JIMYHOCTH CTaBUT Mepes
co00¥# CcIeyIoIIne LeNU: YYUTHIBAsI BHEIIHIOK OLEHKY JPYIUX, I03HAHUE CaMOro
ce0si, YyBCTBOBaTb BO3ACHCTBUE KOJUIEKTHBHOTO TIpOLlECcCa, YMEHHE IOHUMATh
ﬂeﬁCTBHH 1 XapakKTep APYTrux WICHOB I'pyHIibl 4€PE3 MHTOHAIUIO I'0JIoCa, MUMUKY,
HACTPOCHHWE, 3amax M Jp. HeBepOasbHbIC NEHCTBHS, ONPEACIATH BIHMSIOIUE Ha
rpynny ¢GaxkTopbl, 3QQEKTUBHO, IMOJOXKUTEIbHO BIMATH HA JEGHCTBUS TPYIIIBI
(BormanoBa, 1997, c. 36). CrymeHThl nensaTcs Ha 4 TPYONbl M aHAIK3UPYIO 4
MPOU3BEACHUST TOATa BHYTPH TPYNIBL. 3aTeM OAHWH CTYICHT pPa3biCHACT WX
octanbHeIM rpymmnam. [Ipu paboTe co CTyJeHTaMH MO TPYIIIaM, KaXIOMy CTYICHTY
pa3marTcs KapTOYKH, B KOTOPBIX HAMUCAHBI MO OJHOW CTPOYKE MPOU3BEICHHS.
CTymeHTHl COCTUHSIIOT BCE CTPOYKHM HAa KAPTOYKAX M COCTABIIIIOT M3 HUX KYIUICT, B
TaKOM TOPSIKE OHU 00pa3yroT rpymry. KonmdecTBO MaHHBIX CTPOYEK HOJDKHBI
COOTBETCTBOBATH KOJIMYECTBY I'PYIIIL.

JlaTe 3aanvie cmydenmam COCTaBUTh Kiacmep o0 aBTope.

IIpu ucnonvzoseanuu memooa Coxpama, TO €CTb TPU IOCTAHOBKE TOJBHKO
OZHOTO BOIIPOCA, MOXKHO NPUNTH K OJHOMY peuieHuto. Hanpumep, cTUXOTBOpeHUs
KaKoTro Tod3Ta BBl yalmie Bcero neknapupyere? Ilouemy? Kak Obl BBl Ha3BaIHM 3TO
cTHX0TBOpeHue modta? u ap. Bee cTyneHTsl OynyT BBICKA3bIBATH CBOM MHEHUS, U
TaKuM 00pa30M, MOXKHO BBIJICITUTH CaMBIH PHUEMIIMEI OTBET.

bymepanz — 3aCTaBUTH TOBOPHUTH JIPYTHX, TO €CTh €CIHM NENAarory 3amaeTcs
BOIIPOC, TO OH MOJKET IlepeajpecoBaTh ero caMoMy cTyzaeHty. Hamnpumep, A BbI kak
nymaeTe? A kak Obl BBl OTBETHIH?

Opzanu3zoevleams 6cmpequ ¢ IHCUBLIMU NOIMAMU VI TIOPYYUTh CAMUM
CTYJCHTAM OpraHW30BaTh BCTPEUy C POJCTBCHHHKAMH, HCCIICIOBATEISIMH,
y4eHUKaMu 11o31a. Dopmuposanue meopueckoil TUYHOCHU.

Kak mokasama mperonaBaTenbCKasi MPakTHKa, OJHUM M3 BHIOB 3aHATHHA, Ha
KOTOPOM MOXXHO pa3BHBaTh MBICIUTEIBHYIO JEATEIHHOCTh, IT03HABATEIHHBIC
TOPH30HTHI, PEYEBYI0 AEATEIHHOCTh, TPAMOTHOE NHCEMO — Hanucanue icce. K
KpaTKUM 3cce OTHOCATCS «Kmo s ecmuv?y, «Mama, mel ocHosa 0cHo8y», «/[yxoeHbiii
00aux  coepemennuxosy, «O uem noem, mos odombpa?y, «Ilymewecmeue 6
demcmeo» W Ap. HazaHHbIe BbIlIE cce HE 00sM3aTENbHO NMUCATh HA KOHKPETHOM
YPOKe, MX MOKHO 33/1aTh Ha MPOWICHHYIO TEMY, B LIEJIsIX 0000IIeH s UIeH YPOKa, a
MOXHO MTONPOCHUTH MNOATIOTOBHUTHL YCTHOE 3CCE. B HCKOTOPBIX Clly4dasx, Korjga y
CTy/IeHTa HMMEIOTCS CBO€ MHEHHE, NpPOOJIEMBI, BOJHYIOIIUE €ro, TPYIHOCTH, C
KOTOPbIMM OH HE€ MOXCET IOACIUTBCA, TOraa CTYACHT MOXKET IOATOTOBUTH
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MMUCBMEHHOE 3cce Ha TeMmy <« BaM mocBsmaio», Takas paboTa HHKOMY HeE
MOKa3bIBAETCS U XPAHUTCS B TallHe.

JucKyccus — 5TO UCNIONB3YEMBIH ¢ JABHUX BPEMEH METOJ 00y4YeHUs, B CpeTHHE
BEKa UCIONb30BaICA B Ka4eCTBE MOUCKA MCTUHBI. Ero MOXHO Tax:ke MPUMEHATh U
OpU  U3YYCHUM  IOITHYECKHX  TPOMU3BENEHHH.  DJIEeMEHThl  JUCKYCCUH
(IPOTHBOOPEYNBOCTh MHEHUIT, CIIOP U T.J.) MOKHO MPUMEHSTD IIPHU JIIOOBIX (hopMax
oOydeHus, 1ake Ha JEKIMOHHBIX 3aHATHAX. Ha muckyccusx, MpoBOAMMBIX Cpelnu
YYICHUKOB, UM HEOOXOIWMO OTCTaWBaTh WHTepechl rpymmbl. [locpencTBomM 3TOTO
pa3BUBAIOTCS TaKWe HAaBBIKM, KaK COXpAaHCHHE KOJUIEKTHBHOTO CIMHCTBA, YMCHHE
paboTaTe B KOJUIEKTHBE. B KadecTBe TeMBI Uil AMCKYCCHA MOTYT BBICTYIIATh HE
TONBKO TIPOOJIEMBI H3y4aeMOW IHUCHUIUIMHBI, HO M TIPOOIEMBI YeIOBEYECKUX
LEHHOCTEH, B3aUMOOTHONICHUHA MeEXTy wWieHamH Tpymnnbl. CaMbIM OCHOBHBIM
yYCJIOBHEM SBIICTCS TO, YTOOBI MpEUIOKEHHAas TeMaTHKa MOTJla TOPOXKIATh
muckyccuto. Ecnmu y cTyneHTOB HeT HeoOxoaummoro Oaraka 3HaHUI MO Teme
3aHATHS, TO YCTpauBaTh JUCKYCCHIO HE UMeeT cMbIcia. J(h¢eKTUBHO NPUMEHATh
JAaHHBIA MeTOJ NPHU 3aKpeNJeHUH NPOoiiIeHHOro MaTepuaa.

Hzpoeoit memoo — IPIMEHSETCS B LENIAX YCBOCHHS YUYEHHUKAMH 3HAHUI U AJIs
pemieHust chOPMHUPOBAHHBIX MPOOJIEeM B ydeOHOM mporecce. Cpead Urp MOMKHO
Ha3BaTh CJEAYIOIIME BHJBL ydeOHas, UMHUTAIMOHHAS, POJIEBasi, OPraHU3ATOPCKO-
JeSITeNPHOCTHAS, JIeNIOBas YIpaBJCHYECKas, BOCHHAs, WHHOBALMOHHAS W T.I.
JlemoBrIe UTphI BIIEpBBIC OBUTH TpOBeeHBI Ha 3aHATHAX B 1930 roxy B Jlerunrpaze,
HO IO CONHATEHO-3KOHOMHYECKUM MPUYUHAM HE TOYYMIIH CBOCTO MPOIOIKCHUS.
B 1950 rony onu cHoBa Obli BHenpeHs! B npakTuky B CIIA. Ceiiuac yueOHBIX U
JIEIIOBBIX WUTp HacuyuThiBaeTcs Oomee 100 BumoB. A. A. BepOumkuii cumraer, 4To
JICTIOBBIE WTPBl  CIIOCOOCTBYIOT ~PACKPBITHIO TIPEAMETHOTO U COIMAIBHOTO
coepkanus Oyaymiei mpodecCuoHaIbHON NeATENbHOCTH ClieruaicTa. B nemoBoi
UTpe YUYCHHK IIOJIHOCTBIO IMOTPY)KACTCS B CHUTYallMI0 BHYTPH HIPHI, Pa3BUBAIOTCS
B3aMMOOTHOIIEHUS, IPOSABIISIOTCS OTUETIINBEH 3MOIHH (PagoCcTh U 0OUIBI BO BpEMs
urpsl) (Ycosa, 1986, c. 3). DTOT METOI OTIAMYAETCS OT OPYTHX METOJOB TE€M, UYTO Y
Y49eHHKa BO BpeMs UIPHl TOSBIAETCS BO3MOXXHOCTH oOecmeuuth cels
3¢ QEKTUBHBIMU CPEICTBAMU JUIS BBIIIOJIHEHHS 3anaHus. HecMoTps Ha To, 4TO 3TO
IIPOCTO Urpa, B €€ OCHOBE JISKAT Ba)KHBIE AJIIEMEHTHI OY/IyIIEro crenraicTa.

IIpuMeHsist Ha3BaHHBIE METOAbl U TpPHUEMBl, TNPENOAABAaTENb JOCTUraeT
IJIyOOKOTO OCMBICIIEHHS YYCHHKOM HOBBIX 3HAHHMH, CAMOCTOSITEIBHOIO W3y4YECHUS
nHopmanuy, B3BEHIMBaHMS, BBHIOOPDKM M3 HEe C€aMOro HeoOXOJUMOro,
Pa3HOCTOPOHHETO aHalu3a, CaMOCTOSATENBHOTO COCTAaBJIEHUS HOBBIX MOHATUH U
3HAaHUH, yJacTHs B IUCKYCCHH, YMCHHS JOKa3bIBaTh CBOE MHEHHE, YYHUTHIATh
IpyTHe TOXO0XXHE MHEHUS, MPUHUMATh PEIICHHS W PElIaTh CIO0XHBIC IPOOIEMBL,
mpuydaeT K OTBETCTBEHHOCTH (K CBOMM 3HAHHWSM, K OJKH3HH), CTPOUTH
B3aMMOOTHOIMICHHUS C APYTUMH.

Jlutepatypa CIIOBHO pe3WHOBas HUTH. V3 Hee MOKHO €O31aTh MpPEKpacHbIC
BelIM pa3iu4Ho# hopmel. JIuuis Ob1 He 000pBasIaCh 3Ta HATH!
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OB UCMNONb30BAHUA NHHOBALIMA B MPOLIECCE NOYPOBHEBOIO
OBYYEHUWA TOCYJAPCTBEHHOMY A3bIKY B KASAXCTAHE HA
OCHOBE EBPOMNEUCKWUX CTAHOAPTOB

ABOUT THE USE OF INNOVATIONS IN THE PROCESS OF OFFICIAL
KAZAKH LANGUAGE TEACHING IN LEVEL ON THE BASIS OF THE
EUROPEAN STANDARDS

KitoueBble croBa: ka3axCKUH A3bIK, yIeOHO-METOAMIECKHIA KOMITICKC,
MIOYpOBHEBOE O0yUIEeHNE

BBeneHue

B Hacrosiiee BpeMst HCciey0TCsl FHHOBAIIMOHHBIE HIEH W TIOUCKH B 00y4eHUU
TOCyJapCTBEHHOMY  S3BIKY B COBpPEMEHHBIX  ycioBusax  Kasaxcrana,
MIPEINPUHIMAIOTCS TIOTBITKA TPUMEHEHHS WX B Jeje, BHEIPEHHUS B IPAKTUKY.
CrpeMHuTeNIbHOE Pa3BUTHE JAHHBIX ITOTBITOK CTABUT IIEpe]] YICHBIMU-METOINCTAMHU
OoupIve 3a1a49u.

3akons! Pecyomku Kazaxcran «O6 obpazoBanum», «O S3bIKax» COCTABIAIOT
MIPaBOBYIO OCHOBY OOYHYEHHS Ka3aXCKOMY SI3BIKY KaK TOCYAapCTBEHHOTO B MIKOJIAX C
HEKa3aXCKUM A3BIKOM OO0ydeHus. B IensX aKTHBHOIO Yy4YacTHs B peanu3aluu
MeponpusATHil Mo fI3bIKOBON MONUTHKE, KOTOpol B Kazaxcrane Ha ceromHsmIHAN
JIeHb yZeJseTcss OoJibllloe BHUMAaHHE Ha TOCYJapCTBEHHOM YpPOBHE, YYEHBIMH-
METOAUCTAMU CTAJIU pa3pa6aTl:lBaTl)Cﬂ 1 U31aBaTbCd MHOXKCECTBO PA3JIMYHBIX pa60T
10 JAHHOMY BOIIPOCY.

B cBs3u ¢ 3THUM, MOYPOBHEBOE, KOMIIJIEKCHOE M3Y4YEHHE Ka3aXCKOTO s3bIKa B
CpeIHHX M BBICIIMX YYCOHBIX 3aBEICHUSX SBISICTCS HA CETOMHAIIHUI EHb OTHOM
13 aKTyaJbHBIX TPOOIEM.

MHHOBaUWOHHBbIE acneKkTbl noypoBHero 06yquml

Opnno#t m3 mepBeix pabor B KaszaxcTane, OCHOBaHHON HAa WHHOBallMOHHOM
00y4eHUH TOCYNapCTBEHHOMY SI3bIKY IO €BPONEWCKUM CTaHAapTaM, SBISETCS
y4eOHO-METOAMYECKU KOMIUIEKC 110 M3YYEHHIO Ka3aXxCKOro S3bIKa, aBTOPOM
KOTOPOT'O BBICTYITHJI KOJUIEKTUB Kadeapsl Teoprn COBpEeMEHHOT0 Ka3aXCKOTo SI3bIKa
n  Meroguku oOydeHms  Ka3axCkoro  HaIMOHAIBHOTO  IIEAarOTHYECKOTO
YHHUBEpCHUTETa UMEHHN A0ast, JaHHBIH KOMIUIEKC OBLT pa3paboTaH M OIMyOJMKOBAaH B
2006-2007 yue6HOM romy. B craThe paccmaTpuBaeTcsi CTPYKTypa, CONEpKaHWE H
0COOEHHOCTH TAaHHOTO Y4eOHO-MeTOAnIecKoro KoMiuiekca. OH cocTonuT u3 36 KHHT,
6 DNeKTpOHHBIX y4eOHWKOB. Komrmuiekc oxBaTbiBaeT 6 ypOBHEH W3yUCHHS
Ka3aXxCKOro 53bIKa. JTO:

1. HauanbHBIH ypOBEHB.

2. OcHOBHO¥ (0a30BBIiT) YPOBEHB.

3. Cpennuii ypoBeHb.

4. YpoBeHb BBIIIE CPETHETO.
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5. Beicumii ypoBeHb.

6. Coseprirennslii yposens (Opasbaesa u jp., 2007, c. 5).

KomruiekcHoe MHHOBAIMOHHOE OOy4YeHHE Ka3aXCKOMY SI3BIKY OBIIO BIEpBBIC
paspaboraHo B KaszaxcraHe ¢ y4eTroM IOJMHAIMOHAIBHOTO XapakTepa W
HallMOHANIBHBIX ~ ocobeHHocTedl  PecnyOnmkm  Kasaxcram M Ha  OcHOBE
MEXAYHapOaHbIX, EBpoOmeiickux CTaHIapTOB, TaKHX OLICHHWBAIOIIUX CHUCTEM
si3pIKOBOTO 0OpazoBanus, kak TOEFL, DALF/DELF, ALTE, IELTS.

B yuebHO-MeTOMUECKOM KOMIUIEKCE YITEHO KAKOMY YPOBHIO, KAKHM LENSIM OH
COOTBETCTBYET, a Takke KOMY IpeIHa3HaueH KOMIUIEKC MO H3yYCHHIO S3BIKA.
Haiitn mONHOIICHHBI OTBET HAa HWHTEPECYIONINE HAC BOIPOCH MOXKHO B CIOBax
PYKOBOIUTENSI W aBTOpa IIECTHYPOBHEBOTO YUEOHO-METOIMYECKOTO KOMIDIEKCaA,
yaeHoro-meroancta @. OpasbaeBoii: «llems KOMIUIEKCHOTO WHHOBAIIOHHOTO
00yUYeHHsT TOCYyNapCTBEHHOMY SI3BIKY — 3TO IPEACTaBUTh CHCTEMAaTH3UPOBAHHBIC
y4eOHbIe TT0COOUSI ¢ KOMMYHUKATUBHOIM TOYKH 3pPECHUS, peallM3yIOIUe pa3invHble
YPOBHH OBJIaJICHUA Ka3aXCKHUM A3BIKOM; OXBATbIBAIOIIHC 3(I)(1)CKTI/IBHBIC METOAbI U
Nepea0BLIC MOJCIIN HOBEMIINX TeXHOHOFHﬁ; CaMOCTOATCIBbHOC U3y4CHUC
Ka3axcKoro s3bpika 1o ypoBHsM» (OpazbaeBa, 2009, c. 110). A o koHuemuu
KOMIUIEKCa YueHblii roBoput: «KoHuemumusi y4eOHO-METOAMYECKOr0 KOMILIEKCa,
HANpaBJIeHHOTO Ha HW3y4YEHUE Ka3axCKOro si3bIKa, pa3pa0OTaHHOIO Ha OCHOBE
MEXTyHAPOJHBIX CTAHAApPTOB M3YYCHHUS WM OLICHKH s3bIka B PecmyOnmke Kazaxcran
— 3TO JHOKYMEHT, HAIPaBJICHHBIA Ha OOyYeHHE Ka3aXCKOMY S3BIKy HHOCTPAaHHBIX
rpaxmad, paborTarommx B cdepe NpaBOBOH, 3IKOHOMUYECKOH, OOMIECTBEHHO-
COLMANEHOW, HAYYHO-TIPAKTHYECKON | Ip. nesTeapHoCcTH B PecyOnmke Ka3axcraw;
OTIPENICIIAIONINI YPOBHU M HOPMEI OBJAJICHUS SI3HIKOM, HOPMATHBHEIC TOKYMCHTEI,
OCHOBHBIE WLEIH M 3a/a4d y4eOHO-METOAMYECKOro KOMILIEKCa; OXBAThIBAIOIIMIL
XapaKTepUCTUKY M COJepKaHue, o0beM M TpeOoBaHUS Y4eOHO-METOIMYECKHX
MOCOOMH TIO0 KaXKIOMY YPOBHIO, O0IIIKE MPaBUJIa U OCHOBHBIC IPUHIIUITBI OBJIAICHUS
Ka3axCKuM s3bikom» (Opasbaesa, 2009, ¢. 110 ).

VYuensiii-metoauct K. JKakcelapikoBa B cBoeit pabote otmedaer: «Ilocobue 1o
KOMIUIEKCHOMY OOYYEHHIO TOCYJapCTBEHHOMY SI3BIKy — 3TO OCHOBHOE IOCOOHE
TBOPUYECKOH JAEATEIBHOCTH NpernojaBarens W oOydaeMoro. A TOYHEE TOBOPS,
coJiep)KaHne KOMITJIEKCA M TEXHOJIOTHS €r0 OBJIAJCHHS IOABOIAT U MPENoaaBaTels
1 00yyaeMoro K eIuHON TBOpUeckoil nesrenbHocT (JKakchuisikosa, 2009, c. 46).
OueBUJIHO, YTO KOMIUIEKC BIMSET Ha (OPMHUpPOBAHHE TEXHOJOIHWH, €IMHCTBA
CBSI3aHHOW  JIEATENILHOCTW  IIperojamarenss W o0y4aeMoro B IIpolecce
N3y4eHUs/00yueHHs, B OTOW CBSA3M Ha y4eOHO-METOJMYECKHH KOMIUIEKC
BO3JIararoTCs OOJNBIIHE 00S3aHHOCTH.

UToOBI OTBETHTH HA BOIPOC: YTO BXOIUT B YUIEOHO-METOIMYUECKUI KOMILICKC,
OCTaHOBHMCS TTOIPOOHEE Ha CIEAYIONINX €T0 pa3/ienax:

1. DnexTpoHHBIH Y4eOHHK, O0O0eCHeunBaIOMNN KOMIUIEKCHOE OOydeHHE
Ka3axCKOMY S3BIKYy TI0 KakJoMy ypoBHIO. (Bce ydueOHO-MeTommdeckne MOCOOHs
yu4eOHO-METOAMYECKOr0 KOMIIJIEKCA BOLIM B DJIEKTPOHHBIA y4eOHUK). A UMEHHO:
YueOHHK, METOINYECKUH yKa3aTellb, JISKCUKO-TpaMMaTHYeCKUil MUHUMYM, COOPHHUK
pra)KHeHHﬁ, KHUTa JJId YTCHUA, TECThI IJII KOHTPOJIA MPEACTABJICHBI OTACJIBHO I10
KakaoMy u3 6 ypoBHeH. B yueOHHMKe mpeicTaBieHa CHCTEMa YpPOKOB,
OXBaThIBawlass TEMbl U3 HOBCC}IHCBHOﬁ JKU3HHU W HallpaBJICHHasd Ha H3Yy4YCHUEC
sA3bIKa C KOMMyHHKaTHBHOﬁ TOYKH 3pCHUA. B METOANYCCKUX YKa3aHUAX IKE
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OTpaXXCHBI LENU YHNPa)KHCHUH, TAaHHBIX B YUEOHUKE, a TAaKXK€ yCIOBHUS M CHOCOOBI
BBIMOJIHEHUs 3afaHuil. B Jexcuko-rpaMMaTHd4eckoM MUHHMMYyME HpeAIararoTcs
CIOBa M CJIOBOCOYETAaHUS, WX IEPeBOJ], W30paHHBIE S3BIKOBBIC EIMHULBLI U
rpaMMaTHYecKue mpaswia. B cOopHHMKe ynpakHeHHH coOpaHbl yHpakKHEHUs Ha
pa3BUTHE IPaMOTHOW NMUCHBMEHHOW M YCTHOM peun, Ha pa3BuUTHE NuchbMma. B kHuUre
JUISL UTEHUS TPEATIOKEHbI TEKCThI HA Pa3IMYHYI0 TEeMaTHKY sl yCTHOTO uTeHus. B
TeCTax Ul KOHTPOJS OTBEAEHO MECTO TECTOBBIM 33JaHUSM Ha OCHOBE YCBOEHHOIO
MaTepuaina Bcero komriekca (Opasbaesa u nip., 2007).

2. KazaxcTaHckast MOJENlb, COOTBETCTBYIOIIAsl MOKA3aTEIIIM MEXTyHapOJHBIX
CTaHAAPTOB MOYPOBHEBOTO OOy4YeHHUS Ka3axcKomy s3bIKy. (1. HauanbHbIil ypoBeHb
— Al HauanbHoe Bnaaenue; 2. OcHOBHONl ypoBeHb — A2 Ilpenmnoporosblit
ypoBeHb; 3. Cpennuii ypoBeHb — B1 Iloporossiii; 4. YpoBeHb BBILLIE CpEIHETO—
Bl+ VYraoyOnennoe Bmagenme; 5. Breicmmit ypoBeHr — B2 [IponBunyTHII
MOpOTOBBI  ypoBeHb; 6. CoBeplIeHHBIH ypoBeHb — B2+  VYpoBeHb
npodeccuonansHoro Biuanenus, C1 YpoBeHb BiaJieHNs! B COBEPLICHCTBE).

3. Teoperndeckre WHHOBAaLWH YueOHO-MeTOAMYEeCKOro Komiuiekca. (Teopus
SI3BIKOBOM KOMMYHHKAIIMM, TEOPHUS TEPMHMHOB, BHUJIBI PEUYEBON JESATEIHHOCTH,
ayIUpOBaHKE, YTCHHE, TOBOPEHHUE, TICbMO, OOIIIEHNE).

4. KoMMyHHKaTHBHBbIE WHHOBAllUM Y4eOHO-MeToJu4Yeckoro komiuiekca. (1.
PazButne — oOCBOEHHME CIIOBapHOTO 3araca, HEOOXOAMMOIro Ui Hepenadu
uHpopManmu o cebe u okpyxaromeid cpene; 2. KonkperHocts — OcBoeHHE
MPOCTEHIINX TPaMMaTHYECKUX M CHHTAKCHYECKMX KOHCTpyKimi; 3. Ckopocth —
IIBITACTCS JIOHECTH CBOIO MBICIL KpaTKo M J0XoxunBo; 4. Bzammopneiictue —
OTBEYACT B ITOJHOM Mepe Ha BOIIPOCHI, KACAIOIIMECS ero JIMYHOM JKU3HH, a TaKkKe
yMeeT 3aJaBaTh BOTMPOCHL; 5. B3amMOCBSI3aHHOCTE — TNPaBIIBHO YHOTPEOJISis
3HaKOMBIE CJOBAa M BBIPAKCHHSA, YMEHHE BBIPa3UTh MBICIE C TIOMOIIBIO
TIPEUIOKEHHH).

5. KorautusHsie MHHOBAIIUHN y4eOHO-METOIMYECKOTO KOMIIJIEKCa.
(HampaBnensl Ha OBiajieHHE HAIMOHAIBHBIMHM IIEHHOCTSMH IOCPEACTBOM SI3BIKA.
31ech TpENCTaBIEH IO3HABAaTENbHBIM MaTepual B TaKUX pyOpHKax, Kak
«Bukropunay, «3Haere 11 Bbl?», «Haiinn pemenne!», «3010TOH CYHIYK»).

6. HamuonanbHble WHHOBAllMM — Y4eOHO-METOJMYECKOTO KOMIUIekca. B
HAMOHAJIBHBIX WHHOBALMAX COOpaH Marepual B CIEAYIOUIMX pyOpuKax:
«[TocmoBunply, «I[lyonmunucrukay, «llogymait u otBeth!», «Ilo33ust — KopoiieBa
cnoBay, «lloyuurtensHas >xu3Hby», «llecHs nmmast nymm», «30510TOM KopeHb». B
pyopuke «[locioBuLBI» IpeICTaBICHBl IOCIOBHLBI-IIOTOBOPKH, B pyOpuke
«[IybmmmucTikay — opatopckue pedn, B pyopuke «[logymaii 1 0TBEeTh» — 3arajKw,
KPOCCBOPIBI M CKOPOTOBOPKH, B pyOpuke «Ilo33mst — xoposieBa cioBa» — CTHUXH
M3BECTHBIX Ka3aXCKUX MOATOB, B pyOpuke «[loyuntenpHas xu3Hb» — poTorpaduun
BEJINKUX JIIOZIEH, NX aBTOOMOTrpaduy n Myapble BBICKa3bIBaHUS, B pyopuke «llecHs
JUI AW — TECHH, PacHpOCTPaHEHHbIE CPEeO Ka3axCKOro Hapopaa, B pyOpuke
«30710TOM KOpEHb» ONHCHIBAIOTCA TOCYIAPCTBEHHBIE CHMBOJIBI PecmyOmuku
Kazaxcran 1 HalMoOHaJIbHbIE ATHOrpapUIecKue HaUMEHOBAHMSI.

CopeprxaHue U CTPYKTypa KOMIUIEKCAa COOTBETCTBYET CIIETYIOIUM YCIOBHUAM:

1. B panHOi paboTe mnpeAcTaBieHa Ka3aXCTaHCKAas MOJENb H3y4eHUs
Ka3aXxCKOTO S3bIKa B COBEPIIEHHO HOBOM acCIEeKTe C aKIIEHTOM Ha HallMOHAJIbHBIC
0COOEHHOCTH M MEHTAJIUTET MHOTOHAIMOHAIBHOTO Hapoja KazaxcraHa u ¢ ydeTom
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OCHOBHBIX IIPUHIOWIOB CHCTEM OLEHKH Ha OCHOBE EBPONEHCKHX CTaHIAPTOB
(Opasbaesa u mp., 2007).

2. CozepaHue U CTPYKTypa KOMIUIEKCA COJIEPKUT MOJAENb OBJIJICHHS SI3BbIKOM
Yyepe3 akTHBHOE SI3BIKOBOE 0OIIEHHE.

3. OcHOBHOW y4eOHHMK, METOIMYECKHE YyKa3aHWs, COOPHHK YNpaKHEHUH,
QJIEKTPOHHBIAH Y4eOHWK, KHUra Il 4YTeHHs, COOPHMK KOHTPOJBHBIX TECTOB,
BXOJSIIIIE B COCTaB KOMILIEKCA, COCTaBIICHBI B COOTBETCTBHUHM C TpeOOBaHHSIMHU
Ka)XXIOTO ypOBHA (HAYaNbHBIH, OCHOBHOM, CpeAHHWH, BBHIIIE CPETHETO, BBICIINH,
coBepiieHHBIH). [loypoBHEBBII y4eOHO-METONMYECKAN KOMIUIEKC COCTABIICH B
COOTBETCTBUM C  YCIOBHAMH  MEXIYHApOIHBIX  CTaHJApTOB: T'MOKOCTb,
CHCTeMATH3aLMs, ICHOCTh, 3()(PpeKTHBHOCTD, MI03HABATEILHOCTD U JIP., KOTOPBIE
SIBIISIFOTCS] OCHOBOI B MHUPOBOH METOJIMKE.

(1) Tmbkocte comepaHHsA 3HAHUH Y4COHO-METOJMYECKOTO KOMILICKCA.
Martepuaisl M0 KaXJIOMy YPOBHIO IO I'MOKOCTH y4eOHO-METOIUYECKOTrO
KOMILIEKCa MOJ00paHbl TaKUM 00pa3oM, YTOObI O0YJaroIUMCs OBLIO
OBICTPO €ro 3allOMHHATB, JIETKO YIOTPEOIATh HX B KOHKPETHBIX CUTYaIHIX
1 yIOOHO U3MEHSTh.

(2) Cucremaruzanus coaepKaHust 3HAHUN yIeOHO-METOMIECKOTO0 KOMILIEKCA.
MaTepI/IaHLI, MPEACTABJICHHBIC i1 CUCTEMHOCTU y‘-Ie6HO'MeT0}II/I‘IeCKOFO
KOMIUIEKCa [JOMNOJHSIOT ApPYr Ipyra, cojepKaHHe 3HaHWI B JaHHOM
KOMIUTEKCE JJaHBI B OIPE/ICIICHHOM JIOTHYECKO CBS3M.

(3) AcHocTe comepkaHWA 3HAHMHA ~ Y4eOHO-METOAMYECKOTO  KOMILICKCA.
Conep:xaHue 3HaHUHM HOHATHO M 3(QQEKTUBHO U YCBOCHHS MaTepHaa,
YTO SBJISETCS TJIABHBIM YCIIOBHEM SICHOCTH BCEr'0 KOMIIIEKCa.

(4) DbdexTHBHOCTD COMEPKAHUS 3HAHUN y4eOHO-METOANYECKOTO KOMILIEKCA.
D GEeKTUBHOCTh COJEpXKAHUS 3HAHWH KOMIUIEKCA 3aKIio4yaeTcsl B
CaMOCTOSITENIbHON paboTe oOydaromerocs, B yA0OHOM BBITOJHEHUH
TBOpYECKHX 3amaHWi. [IpW BBITOTHEHWH 3aJaHUM HMMEIOTCS OOJbINNE
BO3MO>KHOCTH IIPHUMEHSTh HHTEPAKTUBHBIC METO/IBI O0YUCHHUS.

(5) Tlo3HaBaTensbHOCT  COACPXKAHWSI ~ 3HAHUH  y4eOHO-METOAUYECKOIO
KoMmIulekca. Komrulekc, B  TepByl0 odepenp, pa3paboTaH I
PYCCKOTOBOPSIINX IPaXKJIaH M PYyCCKOTOBOPSIIIMX Ka3aXOB, MPOKUBAIOLIHX
B Kazaxcrane. [lodtoMy yueOHBIi KOMIUIEKC HalMcaH B JyXe
JIPY’KECTBEHHBIX B3aUMOOTHOIIEHUH B YCIOBUSIX MHOTOHAIMOHAJIBLHOTO
KazaxcTana u HaneneH Ha IO3HAHWE MEHTAJUTETa Ka3aXxCKOro Hapoja.
Ilpn wm3yyeHnW s3pIKa  OOYYAIOLIMHCS  IOCPEACTBOM  IOJYYEHHS
JIOTIOTHUTENBHBIX 3HAaHUH 00 00BIYasX M TPaAULIMAX, HCTOPHH, KyIbTYpH,
HAIMOHAIIBHBIX IEHHOCTSAX Ka3aXCKOTO HapoJa, O TECHOW B3aMMOCBSI3U HX
C KyJIBTYPHBIMH IIEHHOCTSMH APYTMX HallMil M HAPOAHOCTEH, MOIydaeT
BO3MOXXHOCTh DAacIIMpPUTh M YIIIyOUTh CBOM B3IJISAABI, MO3HAHUSI W
NPE/ACTABICHUS. O HEM. Bce BbINIECKa3aHHOE COOTBETCTBYET YCIIOBHIO
MO3HABATEJILHOCTH LIIECTHYPOBHEBOI'0 KOMILIEKCA.

Takxe NpH ONpeNeNeHUuH CoJepXKaHUsS 3HAHUNH TOYPOBHEBOIO OO0y4eHHUs

Ka3aXCKOMY S3BIKY JIeJIalCs yIop Ha CIEIYIOIINe BOIPOCHL:

Bo-nepBbIx, conepikaHue 3HAHUH COOTBETCTBYET LIEJIIM O0yUECHHUSI.

Bo-BTOpbIX, 0ONbIIOE BHUMAHHE YACNSACTCS CBSI3H COACP)KAHWS 3HAHHH C
peaNbHOM JKU3HBIO U IPAKTHUECKON CTOPOHE. PedeBble 3TUKETBI COOTBETCTBYIOT
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Ka)XJOMY YPOBHIO M YYHTBIBAIOT YaCTOTY MX YHOTPEOISIEMOCTH B IOBCEAHEBHOM
HKHU3HU.

B-Tperbux, coxepikaHue 3HAHUN MPEACTABICHO B COOTBETCTBUHM C YPOBHEM
oOyuarorierocs.

B-uerBepThIX, yIpaKHEHHs JaHbl CHCTEMaTH3MPOBAaHO, YCIIOBHS pabOT C
yIpaXHEHUSMH Pa3HOOOPA3HBL.

B-nAThHIX, conepkaHMe M METOJMKa 3HAHWH HaIpaBieHbl Ha (OpMHpOBaHHE
JMYHOCTH.

B-mecThIX, BCce BHIBI PEUEBOI NEATENBHOCTH (ITEHHE, TOBOPEHHE, MHCHMO,
ayIupoBaHKe, OOIICHNE) B3aNMOCBSI3aHbI.

B-ceabMBbIX, SI36IKOBOM MaTepHal MPEACTaBICH KOMIUIEKCHO.

Bmecre ¢ TeMm, KaxIpli ypOBEHb Y4eOHO-METOOMUYECKOTO KOMIUIEKCa
MOJTOTOBJIEH HA OCHOBE KOMMYHHUKATHUBHBIX, HH()OPMAIMOHHBIX, MOTHBALIMOHHBIX,
TOJIEPAHTHBIX OTHOLIECHUH.

KommyHukaTuBHast GyHKIMS KOMIUIEKCAa — CUCTeMa TEMAaTHUK U yNPaKHEeHUN
0 KaXXIO0OMYy YPOBHIO HaIlpaBJICHA Ha OXBAaT BCEX BUJIOB pequoﬁ JCATCIBHOCTH.
IIaHHI)Ie TCKCThI, MPCIIOKCHUA, CIOBOCOUCTAHUA, A3BIKOBBIC CAWHUIIBI, CJIOBa
HACTaBJICHUS [TOMOTAIOT MPABWIBHO M3JIaraTh CBOM MBICIH, (POPMUPOBATH KYIBTYPY
Ka3axcKoW peun. B 3Toi cBs3HM, B 00y4eHHHU S3BIKy C KOMMYHHKATHHBIX MO3MIUI
HEOOXOAMMO OTMETHTh NPOOJIEMBI JIMHTBUCTHYECKHX, COIMATIbHO-S3BIKOBBIX,
JIICKYPCHBIX, CTPAaTerMYeCKuX, KyJIbTypHO-COLMAIBHBIX YMEHHH 0O0ydarommxcs.
OTO0 yMEeHHUs 00y4aromerocs:

- Jluneeucmuueckue ymeHusa: OOy4arOUIMHCS OLIEHUBAETCA IIOCPEICTBOM
IPaMOTHOTO TIMCbMa B COOTBETCTBHH C JICKCHKO-TPaMMaTHYECKUMH,
(DOHETHYECKNMH, CHHTAKCHYECKUMH, CTHINCTHYECKUMH HOPMaMu |
MIPaBUJILHOTO U CBOOOTHOTO OOIIEHHSI.

- CoyuanvbHo-sA3bIK0O6ble YMeHUs: YIUTHIBACTCS YPOBEHb NPO(ECCHOHATBLHOTO
U pa3sHOCTOPOHHET0 OOIIeHHUs 00yJaIOIerocs ¢ JIF0AbMH.

- Juckypcuvie ymenus: ynensercs BHUMAHUE IPABUIBHOMY COCTaBIICHHIO
TEKCTOB U NMPEATI0KESHU.

- Cmpamecuueckue  ymeHusa:  ONpENENCHHE  OMMOOK  OIIEHMBAEMOTO,
COBEpPLICHCTBOBAHUE NX Ha OCHOBE COOCTBEHHBIX M3bICKAHHH.

- Kynemypno-coyuanvuvie ymenus: NPOSBIAIOTCS Yepe3 yMEHHE M300pakaTb
KYJIbTYpHO-Hal[IOHAJIbHbIE OCOOEHHOCTH.

ConepxaHre TEKCTOB (OpaTOPCKHE CJIOBA, KPBUIATHIE BBIPAKEHHMS, 3arajiky,
MIOCJIOBUIIBI-TIOTOBOPKH, HAlMOHAIIBHBIE 3THOrpaduIecKue HANMEHOBAHMS, IECHH,
CTHXM), [JaHHBIE B y4EOHO-METOIMYECKOM KOMIUIEKCE, ONPEIEISIIOT  €ro
HH(POPMALMOHHYI0 QYHKIHIO.

MoTuBauuoHHasi (PYHKIMSI KOMIUIEKCA TakXe BecbMa BBICOKA. [1OCKOJIBKY,
COJCp)KaHNE MATEPHAIIOB, TPEICTABICHHBIX MO Ka)KJOMY YPOBHIO, PEaIH3yeTCs
yepe3 IpyNiy MHTEPECHBIX M 3aHUMATENBHBIX 33JaHHH M CHCTEMY YNPaKHEHHH.
Takke B KOMIUIEKCE HWMEIOTCS  pPasziM4Hble MaTepuajbl, NOOYXIaomne
oOyugaromierocsi Kk OOIICHUIO Ha Ka3aXxCKOM SI3bIKC M BBI3BIBAIOIIHME OOJIBIION
HHTEpecC.

OyHKIMS KOMILIEKCa aJalTHPOBaHA K TOJEPAHTHBIM OTHOLICHUSM. YueOHO-
METOIUUYECKHH KOMILUIEKC 4epe3 OCBOCHHE OOYYalOIIMMHMCS IyXOBHBIX IIEHHOCTEH
MPEACTaBUTENEH APYTUX HAIMK W HAPOJOB, 3aIlaIHBIX [UBHIM3ALUA U OCCLCHHBIX
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0oraTcTB UMBWIIM3ALMN MHpa BCErO 4YEIOBEYECTBA YKPEIUISET APYKECTBEHHbIC
B3aMMOOTHOIICHUS, ME)KHAIUOHAIBHOE COTJIACHE.

Ha 3akoHOMEpHBIH BONPOC KaKHE PE3yIbTaThl MBI MOJYYHM IIPU KOMIUIEKCHOM
WHHOBAI[MOHHOM [OYPOBHEBOM OOYUYCHHH Ka3aXCKOMY S$3BIKY, MOXKHO OTBETHUTh
CIIEYIOLIMM 00pa3oM:

Ha HavanpHOM ypoBHE 00ydaeMblii OCBaWBACT HABBIKU PA3rOBOPHOTO OOILICHUS
Ha Ka3aXxCKOM SI3bIKE.

Ha oCHOBHOM ypOBHE H3y4arol[Me Ka3axXxCKHU SI3bIK HAa OCHOBE S3BIKOBBIX
€/IMHUIl MOTYT HAYYUThCS [IPABUIILHO TOBOPUTH U IPAMOTHO MHCATh.

Ha cpeanem ypoBHe 00ydaeMblil OBJIaJIeeT HABBIKAMH CBOOOJHOIO BBIPAKEHUS
MBICJIEH, YMEHUSIMH OTBEUYaTh Ha BOIPOCHI, OBJIAJICET JTUTEPATYPHBIM S3bIKOM.

Ha ypoBHe Bblllie cpeAHEro oOydaeMblii OBNAJCET HaBBIKAMH CBOOOIHOTO
podeCCHOHANIBEHO OPUEHTUPOBAHHOT'O SI3BIKOBOTO OOIICHUS B PA3HOM cpelie.

Ha BbicmieM ypoBHe oOyuyaeMblii B COBEpPLICHCTBE OBJAJEET pPazIHMYHBIMHU
CTUJIAMHU A3bIKa U JOCTUTHET YPOBHS BBICTYNIATh C HAYYHBIM JOKJIAAOM.

Ha coBepiieHHOM ypoBHE 0O0y4aeMblii MOXXET CBOOOIHO O0OMmAThCS Ha
Pa3IMIHYyI0 TEMATUKY, I'PaAMOTHO IHUCaThb, BCTYNIaTh B AUCKYCCHHU, I[e6aTI)I.

3akno4yeHue

[MoaBoas WTOTH, MOKHO CKa3aTh, YTO IMPEICTABICHHBIA y9eOHBIA KOMILIEKC,
coZlepyKaIiii MaTepHalbl TI0 KaXXIOMY YPOBHIO, SIBIISIETCS OTHON W3 MEPBBIX PadoOT
HOBOTO MOKOJICHHUS, CIHOCOOCTBYIOIIMIA COBEPIICHCTBOBAHUIO IMpollecca OOyUeHUs
FOCYAapCTBEHHOMY SI3bIKY M COOTBETCTBYIOIIUNH TpeOOBaHUSIM U  YCIOBUSIM
MMOYPOBHEBOT'O O0YYCHHUSI.
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FOPUA AHAKUEB / YOURI IANAKIEV

WU3CNEABAHE HA NAPABEPBAITHUTE XAPAKTEPUCTUKK B
OBPA3OBATENHUA OUCKYPC

A STUDY OF PARA-VERBAL CHARACTERISTICS IN EDUCATION
DISCOURSE

Abstract

The experience of organizing graduate traineeships and practice in school
environment shows that the majority of the students meet serious difficulties in
conducting lessons, and presentations that require a serious knowledge in the field of
non-verbal communication. The aim of the study is to make an empirical test of the
hypothesis that preliminary training on nonverbal communication conducted with
trainees — psychologists (n = 114) is a factor for change in their behaviour and
attitudes of non-verbal characteristics.

YBoa

[IpeobnanaBamara 4acT OT CTYACHTUTE B TOPHUTE KypCOBE, KakTO |
HauMHACIUTE YYUTENIH W TIPerojiaBarelid HEBHHATM Ch3HABAT, Y€ M3HACSHETO HA
€/IMH YPOK, JIEKLUS WM NPE3eHTalMsl M3MCKBA CEPHO3HH TTO3HAHUS OT 001acTTa Ha
HeBepOasHaTa KoMyHuKauus. [Ipencrasara, ye 10OpUTE TEOPETHYHU ITO3HAHUS 110
CHOTBETHATa Hay4yHa JUCUMIUIMHA ca JOCTAaTh4YHA IPEANOCTaBKa 3a ycIelIHara
peanmzanysg Ha TEJArOrMYECKUsl aKT, CE OKa3Ba IOTpeIlHa B MpakTHkara. Cbe
CHXKaJICHUE OTYUTaMe 00ade, Ue YyHHBEPCUTETCKATa MOATOTOBKA HAa 3HAYUTEIIHA 4acT
OT CTyZEHTUTE — OBACIIM YYMTENH, HpeN KOWTO CIEI AWIUIOMHUpPAHE MPEACTOU
HETOCPEACTBEH NMpodecnoHaneH Ae0I0T, He IPEABIDKAA TAKBB THII CIIEUATN3HPaHa
noAroroBka. OMUTHT OT NPOBEXJAHE HAa TEKYIIW NMPAKTHKH W IbPKaBHH CTAKOBE
COYH, Y€ TE3H MPOITyCKH OMXa MO Jia MPEACTaBIIIBAT CEPHO3HO MPEMSATCTBHUE 3a
HOPMaJIHOTO IIPOBEX/IaHEe Ha Y4eOHUs MpoIIec.

MHeHusATa HAa YYEHHUTE C€ Pa3In4aBaT [0 OTHOLICHHE CTENEeHTa Ha 3HAYMMOCT
Ha HeBepOanHaTa kKomyHuKauwst. e Jlanammp n JlenamamOp HanpuMep 10Ka3BaT B
cepust OT EeKCIIEPUMEHTH, Ye TO3H THII O0IIyBaHe peacTaBisiBa 75% OT LsuIoCTHATA
HeBepOasiHa uHTepakius B yumnuiaure kiacoBe (De Landsheere & Delachambre,
1979). Anbeptr MexpabsiH OT CBOsI CTpaHa CUHTa, 4e HeBepOanHus e3uk 3aema 93%
MPOLEHTA OT MCHXOJIOTHYECKOTO BB3JCHCTBHE Ha KOMYHHUKaTHBHOTO IOCIIAHHME,
KaTo TO ce pasmpenenss Mexay 55% ot BusyanmHa u 38% orT mapaBepbanHa
nadopmanus (Mehrabian, 1971). Toit TBBpaM, 4ye camo 7% OT cMHCBHIa Ha
nadopmanusaTa ce mpemasa B cioBeceH BuA. IIpenenkara Ha MexpabsH yecto €
CYMTaHa 3a ,MIpeyBEeNMUYCHA M CBbMHHTENHa” OT ydeHH kaTo bepryyH, Bamep u
VYynan. Te Kopurupar BHCOKHUTE CTOMHOCTH Ha MexpalsH TOCPEACTBOM
BHYyIIHUTENEH Opoil n3cnenBanus (moseue ot 100 ekcriepuMenTa) yCTaHOBSIBAKH, ue
poinsiTa Ha BepOanHaTa KOMYHHKAIUS 3aBHCH JO TojiiMa CTETNEH OT KOHTEKCTa, B
KONTO HMHTEpakIuaTa ce ChCTOM. Taka HampuMep NpH INPOBEXKAaHE HAa HaydHa
KOH(EpEeHIIMsI UMIIAKTHT Ha BU3yaJIHUs KOJI MPETHPIIsiBA MHBEPCHSI HA CTOMHOCTHUTE
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— ot 55% Ha 32% npu 3putencH KoHTakT U oT 38% Ha 15% mnpu mapaBepOanHu
napameTpu. B To3u ciydail BepOanHOTO Bb3jeiicTBUE npemuHaBa oT 7% Ha 53%
(Burgoon, Buller & Woodall, 1979, 136-137).

LUen n xunortesa

IlenTa Ha HACTOAIIETO W3CIEABaHE € Ja MPOBEPH IO EMIIUPUYEH ITbT
HEOOXOIUMOCTTa OT BBBEXKJaHE HaA MPEMOAABATEIICKH KypCOBE, TPEHUHTOBU
00yUYeHHs ¥ CeMHUHAPH, YMHUTO MPOTPaMH CE OCHOBABAT KaKTO Ha BB3MOXKHOCTHTE 32
YCBBBPIICHCTBAHE W KOPEKTHB HA IMapaBepOaHUTE YMEHHS Ha CTYJCHTUTE, Taka U
Ha Cb3laBaHe Ha HA0Op OT aBTOPC(IICKCMBHU TO3HAHMS OT O00JacTTa Ha
HeBepOallHATa KOMYHHKAllUsl B TMOMOII Ha mpodecHoHaNHaTa TpaKkTHKa Ha
HACTOSINUTE W OBJCIIM YYUTCTH M MPErojaBaTelid. BBB Bpbh3Ka ¢ Tasu Ied
(dbopMmynHrpaxme cieIHaTa XUIOTE3a: CHIIECTBYBAa CTATUCTHYCCKH 3HAYMMA Pa3JIMKa
MEXIy CpaBHSBaHaTa MPOMEHJIMBA CHJIAa Ha TOBOpa B 3aBUCUMOCT OT TOBa Aalin
CTYJCHTUTE Ca NPEMHUHAIM Ipe3 MPEIBAPUTEIIHOTO OOyueHHEe 10 HeBepOayHa
komyHuKarws. ChIo Taka, o ce OTHAcsA 10 00ydeHHTE CTYISHTH, C€ OYaKBaT I0-
CIWIIHU e(DeKTH BBPXY MPOMEHHTE 10 OTHOIIEHHE Ha HAOIIOIAaBaHUTE MapaMeTpH.
Te3n mpennmoioXKeHWs ce OCHOBaBaT Ha KOHCTaTalUATa, 4Ye€ YMEHHATA 3a
H3rpaXkIaHe Ha YCIEUTHA CTPATETHs 3a MPEe3CHTANHs CIioMaraT 3a MOCTUTaHe Ha T10-
BHCOKA HWHTEPAKTHBHA JWHAMHKA MEXIy JEKTOpa ¥ HeroBaTa ayIWTOpHS 3a
CTHUMYJIApaHEe Ha yIeOHMUS IPOIIeC.

ETanu npu npoBexaaHe Ha nscnegBaHeTo

Hacrosiiero u3cneBane ce MpoBe/e B JIBa €Tamna, paslojoKeHH B PAMKUTE Ha
3 romguun (2010-2013 r.). ITepeust eran (hespyapu—maii 2010 r. u peBpyapr—mait
2011 r.) 6e rutaHWpaH C 1ed HACHTHGHUKAIMSI U IPOydYBaHEe Ha (PAKTOPUTE, KOUTO
BIIMSISIT BbPXY YMEHUSTA Ha CTYACHTUTE 3a IPE3eHTAlUsI U ceOenpe3eHTalus npe;
YYEHUIH OT TOPHUTE kracose’. Bropusr eram, nposezeH mpe3 depyapr-Mait 2012
r. u peBpyapu—Mmapt 2013 T., ce oCHOBaBa Ha PE3yJNTaTUTE OT IBPBUS €Tall, KaTo
meNiTa € Ja ce MPOBEepPH JO KakBa CTENCH IIPOBEKAAHETO HA TCOPETUYHO U
MPAaKTUYECKO O0y4YeHHe 10 HeBepOadHa KOMYHHUKAIMS CBhC  CTYICHTHTE
MpEeJCTaBIsIBA TMPEINOCTaBKa 3a YCICIIHA peau3alis TEXHUTE IPE3CHTAIIMHUTE
Ipe]] YICHUIIMTE.

JIBaTa erama ChBIAaT ¢ MPOBESKIAAHE HA €HA OT 33J]AUYUTC HA CTYACHTHUTE IO
BpeMe Ha Ibp)KaBHHS UM CTaX, CBbP3aHa C M3HACSIHE Ha YpOK-Oecea npe/l y4eHHIN
OT OCMH JI0 efuHaiiceTn Kiac (mootaenHo) B ['mMHa3ms ¢ XymaHuTapeH mpodui
,»CB. CB. Kupmn n Meroanit”, rpax [InoBaus. CTyneHTHTE IO TICHXOJOTHS, KOUTO
MPOBEXAT MPAKTHKATA CU B YUWIIMINATA, C€ PA3MPEICIIAT 110 TPYNH OT M0 3-5 AyIiu
32 M3rOTBSIHE M W3HACSHE HA TEMATHYHM Mpe3eHTalud. [IpOoIbIDKUTENHOCTTa Ha
BCEKH OT YPOLMTE € ChC CTAHJAPTHA JBJDKUHA HA €JJMH YUYCHHYICCKH yueOeH Jac OT
40 MUHYTH.

! Pesynrarure o TOBa H3CIEBAHE 6XA IPSACTABEHH BHB BHJI HA JOKIAJ C TyBIHKALMS O
3arnasue: Snakues, 10. (2011): IIcuxoceMHOTHKA Ha IEIaroruuecKara HHTEPaKius —
U3cie/iBaHe Ha HeBepOATHUTE U NapaBepOaIHU TapaMeTPH Ha TUJAKTHYECKOTO
MIPOCTPAHCTBO U e3uK. Obpazosanuemo 8 ungopmayuonromo oowecmso, Copus.
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Tyk e wmsactoto nma ortOenexuMm, dYe paboTara BBPXY U3cienBaHeTo Oe
MOJIIIOMOTHATa OT HAOJIOJICHUSATA HA CTYACHTHTE, KOUTO MOJrOTBHXA MHUCMEHU
aHAIM3W HA TEXHHUTE WHIUBUIYaIHH M TPYIOBU INPE3CHTAIUU B CICIUATHO
NmpeaBUIcHH 3a 1edatra noprdonua. [IpunaraHeTo Ha TIIEJHUTE UM TOYKU OT
MO3UIIMUATE HAa €JHOBPEMCHHH YYACTHHIIM, HAaONIONATeNd W aHaIM3aTopu Oe OT
CBIIECTBCHO 3HAYCHUC MPH THPCCHE HA MaKCHMMalHa OOCKTHBHOCT. BiirouBaHEeTO
HAa CKCICPTHUTE MHCHHUS Ha CTYACHTHTE HAa BCCKH CIWH OTACICH eTal OT
MPOYYBaHETO JOBEJC A0 MO-MBJIHOTO M (HHO HIOAHCHpPAHE HA TEKYIIUTE U
OKOHYATETHUTE PE3yITaTH.

YyacTtHuuM

Hscnensanero ce nposeae ¢ o6mo 114 crymentu ot 4™ Kypc, CHEHMHATHOCT
nllcnxonorus” (peloBHO W 33J04YHO oOydeHHe) B I[IIOBAMBCKHS YHHBEPCUTET
Hllancnit Xunennapcku”, ot kouto 70 xenu u 44 mwxe. CpegHara BB3pacT Ha
usciensanute muia ¢ 25,33 rogunu (SD = 3,42). Te 0sixa paslesieHu B IBe TPYIIH:
KOHTPOJIHA ¥ €KCIIEPHMEHTAIHA.

ExcnepuMeHTaJHATa rpyna BKIIOYBa 57 CTyOeHTH, OT KOUTO 35 >keHH u 22
mbxke (SD = 3,30). Te ca mpemuHanu mpe3 NpeABapUTEIICH €THOIHEBEH TPSHUHT (5
gaca), KOHTO CHIbp)Ka TEOPETHYHA M TPAKTHUECKa MOATOTOBKA IO HEeBepOanHa
KOMYHHMKanus (IIPOKCEMHUsT W KHHE3WKa), OpHEHTHUPaHa KOHKPETHO KbM
cnenudrkata Ha TpenogaBaHe B ydwinmara. CTyIeHTHTE OT Ta3H Tpyma Osxa
npeABapuTeNHO WH(OpMHpaHM 3a IPOBEXAAHETO Ha ekcnepuMeHta. Te Osixa
3aMo3HaTH JAETAMIHO ¢ pe3ylTaTUTe OT U3CIEBAHETO, IPOBEACHO C TEXHUTE KOJIETH
OT MO-TOPHUTE KypcoBe (KOHTPOJIHA I'PyIia) B HETOBUS IBPBU €TaIl.

Konrpoanara rpyma o0xBamia 57 CTyJeHTH, ChCTaBeHa OT WJICHTHUYEH Opoi
YUYaCTHHUIM C €IHAKBO pas3NpejeseHue mo noi: 35 sxeHu u 22 muxke (SD = 3,56). 3a
pas3iuKa OT eKCIIepHMEHTalHaTa Tpyna Te He ca NMPEeMUHAIH Ipe3 ChOTBETHHUS 5
YacOB TPEHUHT 110 HeBepOaITHa KOMYHHUKALHUL.

MeTop

CeprilacHO cucTeMaTa 3a MOHHUTOPHMHI' Ha IPOKCEMHYHO IIOBE/ICHHE,
npepiokeHa ot E. T. Xon (Hall, 1966; Snakues, 2010, 2010a, 2011), ckanupanero
cujiaTa Ha roBopa ce KoJupa BbpXy CKajla OT cefeM creneHu: Mbiadanue (0); MHOTO
Tux roBop (1); THX roBop (2); HopmaieH rosop (3); HopMalsieH ToBop + (4); cuieH
roBop (5) u MHOTO criteH ToBop (6).

TpsiOBa ma ce UMa MpeaBU, Y€ ONPEACISTHETO CHJIaTa Ha Tilaca ce M3BBPIIBA B
CBOTBETCTBHE C KYJITypHUTEC HOPMH W TIPEOIHCAHUSA 3a pPa3CTOSHHE, OTHOIICHUS
MEXIy YIaCTHHITUTE, XapaKTePHCTUKN Ha MPOCTPAHCTBEHATa CUTyals (aKyCTHKa,
mryM) win Tema Ha pasroBop. E. T. Xon oOpbima ocobeHo BHIMaHue Ha (akrta, de
cuilaTa Ha rnaca e eTHndecknu oOycioBeHa (Hall, 1966; Anaxues, 2010, 2011). Toit
JlaBa MpHUMep ¢ aMEepHKaHIUTEe, TOBOPEIIX KaTo I[SUIO MO-THXO OT apa0duTe, KOUTO
nopajau Ta3u nmpuinHa pearupatr ¢ HEJOBCpUEC Npu KOMYHUKAIIUA C TAX.

CreneHyBaHEeTO 0 MapaMeThp CHIa Ha I'OBOpa IPEACTaBIIsiBa OTHOCHUTEIHO
CJIO’KHA 3aj1a4a, Th-KaTo MPH OTYUTAHETO HA CTOMHOCTUTE € HEOOX0AUMO 1a ObaaT
B3C€THU 11OJ] BHUMAaHUEC NNPOMCHIMBUTE AUCTAHUWA U OPUCHTALUA HA TAJIOTO, KAKTO U
XapaKTepPUCTUKUTE Ha MPOCTPAHCTBEHATA CUTyalus (aKyCTHKa, IIyM), B KOSTO Ce
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ChCTOM Tpe3eHTamusATa. [Ipm paboTata MO TO3W CETMEHT U3XOAWXME OT
KOHCTATallMATa 332 HMBO HAa YyBaeMOCT 0€3 YCWIIME OT I[silaTa ayIuTOPHS, KOCTO
CKaJlupaxMme ChC CTOMHOCT 4, paBHsBAIlA CE HA rjac MO-CUJIEH OT HOpMaJieH roBop.
[lo-cnabute ayAMTHBHH HHBA, KOUTO HM3HCKBaxXa JOMBIHUTEIHO YCHIHE 3a SCHA
YyBa€MOCT, OTYETOXME€ CbC CBHOTBETHHTE CTOMHOCTH 3 u 2. [lo-cumHusAT OT
HEOOXOJIMMOTO TOBOP CTEICHYBaXMe C 5, KOETO C€ PaBHsABA Ha CTCIICH CHJICH TOBOP.
ITo Bpeme Ha ypoka-Oecesia He Osixa pErHCTPUPAHU y4acTUs ¢ MHOTO CHJICH riac (6)
KaKTO OT CTpaHa Ha CTYACHTHUTE, TaKa ¥ MPH YICHHUINTE. 3a MoBeYe OOCKTHBHOCT Ce
CTpeMHUXME Jia Ce MpHUIbpKaMe KbM BHHUMATEIHOTO HAOIIONEHHE Ha IOBEACHUETO
Ha ayAWTOPHUATa OT YUYEHHIM W CTYACHTH, KAaTO OCBHIIECTBUXME MpPOBEpKa Ha
CTOWHOCTUTE C MPHUCHCTBAIINTE IPETIONABATENIH W YYACTHHUIM B IIPE3CHTAIHHTE.
[omyyennte pesynTatn Osxa TPOBEPEHH OIIEe BEAHBXK NpH 0oOpaboTKaTa Ha
nHPOPMANHUATA OT BUICO3AIICHTE.

PesynTtaTu n guckycus

Cmamucmuueckama oopabomxka Ha pesyiarature ce nposene ¢ SPSS 17.0 u
Statistica 7.0 Ha StaSoft. M3mom3Ban Oe HemapaMeTpwueH TeCT 3a OIEHKa
3HAQYUMOCTTA Ha pa3IMKUTE B MPOMSHATA HA ATHTIOAWTE HA YYaCTHHUIIUTE B
eKCIIepUMeHTalHATa W KOHTpoJHaTa rpyma. IIpoBepkara 3a 3HAYUMOCT Ha
pasiMKUTE € W3BBPIICHAa C HemapaMeTpuuHuTe TectoBete Ha Mann-Whitney,
Wilcoxon u Kolmogorov-Smirnov (SPSS > Analyze > Nonparametric test > 2
Independent Samples-Test), KOUTO CHOTBETCTBAT Hall-IOOpE HA TUINA HM3BagKa U
BUJIa Ha M3MEpBallaTa cKaa.

Cuna na 2080pa 6 KOHRMPOAHAMA U eKCREPUMEHMATIHAMA ZPYNA

CTaTUCTUYECKUAT aHaju3 Ha JaHHUTE IO MPOMEHJIMBATa cuUja Ha TOBOpa B
KOHTPOJHATa M EeKCIEpHMEHTaJHaTa rpyla I[O3BOJIsiBa Ja NMpUeMeM JlaHCHUpaHaTa
xumnore3a (p = 0.000 < o = 0,05 => H;). Pesynrarute mokasear, ue 73,7% or
CTYICHTUTE B €KCIIEpUMEHTAJIHATA IPyIMa ca YCIelHu Ja aJfanTHpar cuiaTa Ha riaca
CH TI0 TIOJXOMAIINS 32 YCJIOBHATA HA4MH 3a Ja ObIaT 4yTH 0Oe3 ycuime OT IsiaTta
aymutopust; 17,5% oT TAX ca Tpe3eHTHpaiu ¢ HopMallHa CHJIa Ha TOBOpa, KOETO € C
€IHa CTeNeH IO-HHCKO OT HEOOXOOMMOTO W TpEArojiara HEeJOCTaThYHO J00pa
YyBaeMOCT OT YUCHHUIIUTE Ha KpaifHUTE penose; 1,8% 0T cTymeHTHTE ca TOBOPIUIH C
mpekaneHo Tux riac, a 7,0% OT TIX ca TOBOPHIM IO-CHJIHO OT HEOOXOIMMOTO.
IToBeue oT MonoBMHATA KU.JI. OT KOHTpOJIHATa rpyma (52,6%) ca mpenojaBaiu ¢ THX
U HOpPMAJICH TOBOP, MPCIICHEHU KATO MO-CIa0U OT HEOOXOJAUMOTO B CHOTBETCTBUE
YCIIOBUSITA Ha cpejlaTa U MpeArnovYeTeHaTa MHTepaKTUBHA nuctaHius; 42,0% ot Tax
ca IpOSIBUJIM aJaNTUBHU YMEHUS U ca Peryjupalid aJeKBaTHO CHJiaTa Ha riaca CH,
kato 5,3% ca s mnpeBumnIM C exHa crenedH. CpaBHUTENHUST aHAINU3 Ha
MPOMEHIIMBUTE CHJIa Ha IJlaca W WHTCPICPCOHATHA TUCTAHIMSA B JBETEC TPYIH
moTBBpON (akTa, Ue HaH-HHCKaTa YyBaeMOCT C€ KOHCTaTHpa NPEAUMHO IIpH
mpe3eHTupamuTe ot myonmmyaa (Hax 360 cMm) u conmanHa ganeyHa auctannus (210-
360 cwm). JlormueckoTo OOSICHEHHE C€ ChbObpKa B MO-TOMSIMaTa JBIDKHHA Ha
ayIUTHBHUS KaHAJl MEXKAY JISKTOpa W HETOBATa ayAUTOPHSL.
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Cuna na 2060pa npu jceHume 6 KOHMPOJIHAMA U eKCREPUMEHMATHAMA

2pyna

Pesynratute OT CTaTUCTUYECKHs aHAIM3 HA JAHHWUTE MPH OMpEICIsTHE CHiiaTa
HA TOBOpPA MPH JKEHUTE B KOHTPOJIHATA U €KCIICPUMEHTANHATA TPpyIa MMO3BOJIsIBA Jla
MpUEMEM XHUIIOTE3aTa M0 OTHOIIEHHE Ha Ta3u nmpomernuia (P = 0.006 < a = 0,05 =>
H;). anHuTe mpH KEHHUTE MOKA3BaT ChHIIECTBEHA pasnuka B croitHocTute (80,0%
kbM 42,1%) mo oTHOLICHHWE yrmoTpebara Ha ajeKBaTHA CHia Ha ruaca (cremeH 4).
Habnroxzenusta codat, 9e cOOpPBT Ha MPOLEHTHTE HA )KEHNUTE B KOHTPOJIHATA TPYIIa,
MIPE3CHTUPAIH C THX WX HOPMaJeH TOBOp, € IMoBede oT noioBuHata (53,5%), koeto
OTHOBO JlaBa OCHOBaHHE 3a IIOBHIIEHO BHHMaHWE I[IPH IIpeABapUTEIHATA
MTOJITOTOBKA Ha CTYJCHTHUTE IT0 OTHOIIICHHE Ha Ta3W MapaBepOaiHa XapaKTepUCTHKA.

Cuna na 2060pa npu mviceme 6 KOHMPOJIHAMA U eKCREPUMEHMATHAMA

2pyna

EmnupuunuTe pe3ynTaTH OTYMTAT HAJWYMETO Ha CTaTUCTHYECKH 3HaYyMMa
pa3iiMKa B CHJaTa Ha TOBOpa IPH MBKETE B KOHTPOJHATA W €KCHEepUMEHTaHaTa
rpyma (p = 0.028 < o = 0,05 => H;). Koncratupanara pasnuka ce IbDKA Ha
(daxkTopu, CBBpP3aHM C IPEIBAPUTENHOTO OOY4YEeHHE Ha CTYAEHTUTE OT
eKCIIepUMEeHTalIHaTa Ipymna. Pa3nukure Mexay eKcriepruMeHTallHaTa U KOHTPOJIHATa
rpyna IpH MBXKETe IOTBBPXKIAAaBaT HaOJI0/aBaHaTa IPU JKEHUTE TEHICHIIMS.
Bmwxname de 63,5% OT MBXKeTe B eKCIIEpHMEHTalHAaTa Ipyla ca yCIelnH [a
ajanTHpaT CWIATa Ha TJjlaca 1O OTHOIIEHHE Ha W30paHaTa WHTEpaKTHBHA
muctauiys, 18,2% oT TAX ca ce m3pa3sBajy IM0-TUXO H II0 CHITHO OT HEOOXOIMMOTO.
Pesynrature mpm MBxKeTe B KOHTpOJHATa Tpyla IIOYTH C€ MPUIOKPUBAT ChC
CTOfHOCTHTE Ha keHHTe B cbmjara rpyna: 50,0% oT TAX Npe3eHTHpar ¢ THX U
HOpMaJieH roop, 40,9% ycnsBaT 1a ch00pa3sT cuiiata Ha rjiaca CH ¢ aKyCTHUKaTa Ha
cpemata W gUcTaHnuATa, a 9,1% wu3MoN3BaT ¢ €AHa CTENeH MO-CUJIEH TOBOP OT
HEO0OXO0IMMOTO.

Temn v puTHLM Ha peuTa

Jlpyr ChIIECTBEH 3a LENUTE Ha MPENoJaBaHETO I[apaBepOajeH eIeMEeHT
MPE/ICTABISIBA CENICKIMATA HA TEMII M PUTBHM Ha peuTa, KOUTO Jia ObJIaT BbB QOKYC €
IUCKypCHBHATa JIOTMKa HAa [Ope3eHTalusATa. bajlaHCHpaHUSIT pPUTbM  Ha
U3JI0KECHUETO, CBhOOPa3eH CBhC CHIIHOCTTA HA pasriekJaHaTta TeMaTHKara,
MPEOCTaBs HAa ayTUTOPHUATA JOIBIHUTCIIHA WHIUKAIIMA OTHOCHO 3HAYMMOCTTa Ha
OTJICIIHUTE CCKBCHIMU. [IOBEYETO OT MPE3CHTHPANIUTE CTYACHTH CIOJCIUXa, 4e
BB3IPHUEMAT MOBUIIIABAHCTO HA COOCTBCHUS UM PUTHM Ha peyTa KaTo MHIUKATOP 3a
HallM4Me Ha CTpec: ,,/Jo eonsima cmenen ycnax 0a 061ades mpemopa u 0d 3anass
yMmepen memn Ha 2060p. ", ,,3a Hewjacmue npu cmpecos8a CUmMyayus YCuneam memna
Ha 2080p U MU € U3KIIOYUMEIHO MPYOHO 0d OCMUCTSM MO8d, KOEemo 2080psl... " .
HanpoTuB, yMepeHHsT TeMn NpH u3pa3sBaHe MPEJCTaBiIsABa SICCH CHTHAN 3a
aJlaNTUBHUTE BH3MOXKHOCTH Ha JiekTopa. Criopes MPOKCEMUIHUTE 3aKOHOMEPHOCTH
Ou crnemBano pPUTBMBT HA TOBOp Ja ObJ€ aJanTUpaH B CBHOTBETCTBHE C
HHTEPaKTHUBHOTO pa3CcTOsHUE. B ciydail, ye mpeseHTanusara ce OCHIIECTBSIBA OT
nyonuuHo pascrosiHue (Hag 360 cM) TeMIIBT Ha FOBOP TPsOBa 1a € 3HAYUTEIHO I10-
0aBeH OTKOJIKOTO TpH JiuuHa (45-125 cm) unu coruania aucranims (125-360 cm).
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TemMOGBP N CTUNINCTUYEH PErucTbLP

KoMrioHeHTHTe, KOMTO MOJENUpAT CTPYKTypara Ha BepOalHHs KaHad, ce
M3pa3siBaT B CEJICKUHUSITA HA TEMOBD M CTHIMCTHYCH PETHCTHD B 3aBHCHMOCT OT
PELIENTHBHATE XapaKTEPUCTHKHA Ha ayAUTOPHATAa — BB3PAcT, HABUIM, ClIELUPUIHH
NO3HAHMA,  BB3MOXKHOCTM 3@  KOHICHTpauus,  HHTEPEcCH, aTUTIOH.
[IcuXoNMHIBUCTHTE Ca KAaTErOPMYHH, 4Ye IIyOJIMYHATa NPE3CeHTAlMs H3HUCKBA
ynotpebara Ha cremupuYHa JIEKCHKAa W CTHINCTHKA, KOSITO MOXe Ia Obxae
MOCTUTHATa EAWHCTBEHO IOCPEICTBOM MIONBIHUTEIHA PETOPUYECKa MOATOTOBKA
(Joos, 1962; Carroll, 2007). Ts BkiIO4YBa XapakTepHata 3a O(MHIHATHH H3SIBH
NpaBWIHA W SICHA apTHKYJIalus ¥ CTPUKTHO HOPMHpaHAa WHTOHAUUs Ha (pasara,
KaKTO M CEJCKIMs Ha TMO-HUCBhK OT oOWdYaiiHus TeMOBp Ha TJlaca, KOWTO
CUTHAJIM3Mpa 3a [0 aHra)kupaHo OTHOLIEHHWE KbM Temara. B yHHCOH e
(dbopmynrpana aBTOpe(IICKCUSITA HA €JHA OT CTYJCHTKUTE!

Ilpeocmoewe mu 0a naeisnza no-0vIOOKO 8 OLIOOKUME 600U HA NOO2OMBEHAMA
memMamuKa, 3amogéa Cb3HAMENHO NpoMeHux moua Ha 2iaca cu [..],
NOOYepMABAlIKU  6ANCHOCMMA, C  KOSMO  8b3NpueMam  Nociedsalama
ungopmayus, u upe3 mosa ce onumax o0a cvOyoa y ayoumopusmd
KOHYEHMPayusl.

Jlpyra chInecTBeHa NPENNOCTaBKa 3a YCIEHIHO NPEICTABSHE NPH IyOIHMIHH
U34BH CE€ CBHABPKA B CEIEKIMATA HAa MOAXOMAL] CTHIIMCTHYEH PETUCTBP, KOWUTO
M3KIII0YBA aKTyalM3alusATa Ha MUAJICKTHA, apXandHa MM (aMuInapHa JEKCHKa C
M3KIIOYEHHE Ha CIy4YaWTe, B KOWTO OpaTOPBT e HAPOYHOTO MOCTUTaHE Ha
koMuueH win napoaueH edekr. llle orOenexxum, ve QaMuIuapHUAT CTHI Ha
MIpe3eHTAIMs, U3M0I3BaH HA MOMEHTH WJIHM M3IUIO 110 BpeMe Ha MPe3eHTAI[HUTe OT
M3KIIIOYUTETHO MalIbK OpOil yUaCTHHUIM B €KCIICPUMEHTa, HE BUHAru Oe BB3MPHUET C
pe3epBH, KOETO BEPOSTHO C€ ABDKM Ha MajkaTa Bb3pacToBa pas3jinka MEXIY
CTYZCHTUTE M YYCHUIUTE OT TOPHHUTE KiacoBe. OOMKHOBEHO OT JIOOOIMHUTHHUTE OYU
U YIIM Ha YYCHHULHTE HE YOArBAaT CUI'ypHHTE 3HAIM Ha CIEHHUYHA TPECKa: TOBOPHU
KosieOaHMsl, TIPONYCKH, HEYMECTHH Iay3H, JIAICyCH, BB3AMIIKH U HOKAIUIIHUS B
KOMOMHAIMS C PETIETUTHBHU KECTOBE.

3aknro4yeHue

EMnupuyHUTEe pe3ynTaTH OTYETOXa HAJNMYUETO HA CTATHCTUYCCKU 3HAYMMa
pa3iiKa B CHaTa Ha rOBOpa KaKTO MEXIy KOHTPOJIHATA M EKCIIepPUMEHTallHATa
rpyma (p < 0.000), Taka 1 TOOTAETHO B M3BaaKaTa 3a sxeHH (p < 0.006) u mpxke (p <
0.028) ot KOHTpOJIHATA U eKCIIEpUMEHTAIHATA TpyTa. Pe3ynTatuTe oT n3ciaeaBaHEeTo
MOTBBPAMXA XHUIOTE3aTa, Y€ MPEABAPUTEIHOTO O0ydeHHe 10 HeBepOaiHa
KOMYHHKaIHs € (pakTop 3a MpOMsiHA B HATTACUTE U MOBEICHUETO HA CTYJCHTHTE OT
eKCIIEpUMEHTANIHATA W KOHTpOJIHATa rpyma. M3ciienBaHeTo jaBa OCHOBaHHE 3a
MPETMOPHKU OTHOCHO BBBEKIAHETO HA JICKIMOHHHM KYPCOBE, CEMHUHAPH U TPCHUHTH
3a TCOPCTUYHA U MPAKTUYICCKA NOATIOTOBKA 11O HeBep6aJ1Ha KOMYHUKaIUsA B IMOMOII]
Ha mnpodecHoHANHATA MPAKTHKA HA HACTOSANIMTE ¥ OBJCIIA YYUTEIH U
NpernoiaBaTeH.
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Part 5

Educational Development Strategies in Different
Countries and Regions of the World: National,
Regional and Global Levels

Ctpaterum pa3sutus ob6pasoBaHns B pa3fmyHbIX
CTpaHax U permoHax Mmupa: HauMoHanbHbIN,
permoHanbHbIN U FNodanbHbIN YPOBHU

OKSANA CHIGISHEVA

ESTABLISHING SUSTAINABLE HIGHER EDUCATION PARTNERSHIPS
IN A GLOBALLY COMPETITIVE ENVIRONMENT

Abstract

The paper written in the form of literature review is devoted to the analysis of
the latest educational manuscripts by Laura M. Portnoi et al and Robin Sakamoto et
al and provides a critical overview of possible partnership interactions in the actively
globalizing sphere of world higher education.

Contemporary world is dynamically developing under the influence of
globalization. On the one hand it stimulates a rapid progress of knowledge economy,
free-market system, commercialization of all life locuses and on the other hand
provokes a sharp necessity of solving global issues destructively influencing human
life and even contravening the possibility of the whole planet’s future existence and
sustainable development. The latter has become one of the highly discursive
subjects by the public at large mostly focusing on the necessity of perceiving
environmental, economical and social dimensions in interdependence to address
global challenges and being an urge able to serve a background for positive
transformations in various spheres when achieving sustainability. It is not surprising
that such nonstandard situation requires extraordinary changes in the sphere of
higher education, mostly associated with universities, which should provide a first-
class teaching and service to the society in the new conditions catalyze the formation
of innovative ‘sustainable’ world outlook and optimistic global education climate.

Both volumes under review demonstrate a strong interest of international
educators to the recently occurred complex organizational shifts in higher education



376 Establishing sustainable higher education partnerships in a globally competitive environment

having led either to the reinforcement of some specific phenomena like
competitiveness or complication of the existing ones as in case of cooperation
transformed into partnership as a result of contemporary economic, political and
cultural changes and characterized by a more universal level of functioning — across
borders. The trends chosen by the editors as the key ones seem acute and provide a
rich ground for their critical consideration within global sustainability context.

It is correctly noted by Laura M. Portnoi, Val D. Rust and Sylvia S. Bagley that
modern university environment being under a serious neoliberalistic and economical
influence made a step towards academic capitalism characterized by the presence of
entrepreneurially oriented educational institutions and perception of knowledge
more as a commodity than a public good or in the terms of the General Agreement
on Trade in Services ‘an internationally tradable service’ (Portnoi et al, 2010, p.
212). This pure adjustment of universities to the market needs provoked their
unprecedented competition not only on the domestic level but also across the globe
for ‘research funding, the ‘best and brightest’ international students, and ‘star’
faculty members’ (Portnoi et al, 2010, p. 2) what is vividly demonstrated both in the
national league tables and in the mostly reputable global university ranking systems
like Shanghai index or the Times Higher Education World University Ranking. The
institutions™ competition is really tough as indicators in each ranking system are
varied, more often than not hard to achieve and sometimes questionable presenting a
very subjective view of different actors like governments, international aid agencies,
individual institutions and publishers. Summarizing the contributions by Lynn Ilon,
Simon Marginson, Francisco O. Ramirez, Anthony Welch it may be concluded that
the k-economy and the rise of global ranking mechanisms have led to the Emerging
Global Model of the elite university (offered by Kathryn Mohrman, Wanhua Ma,
and David Baker in 2008) which seems too rationalized, commodity oriented and
market-driven — a Model for ‘mimicking’ implying its exact imitation by the
institutions from the ‘knowledge periphery’.

It is obvious that nowadays the whole globe is in a rush for the key positions in
the global university rankings judging from the country case studies presented in the
volumes: Argentina, Kenya, the United Arab Emirates, Malaysia, Nepal, Vietnam,
Tanzania, Hong Kong, Kyrgyzstan, Azerbaijan, Australia and the countries of
Europe. Yet, each following its own strategy from the introduction of cross-border
programs (Hong Kong) and formation of the hybrid system of higher education
(Oman, the UAE) to the shift from ‘aid to trade’ (Europe and Australia) or from
traditional pedagogical modes to the student centered social constructivist pedagogy
(Malaysia).

According to Alejandro D. Jacobo, Héctor R. Gertel et al quality assurance
seems to be one more point guaranteeing the top place in the rankings and
eventually a worldwide profile and prestige. That’s why today universities seek
internationally recognized assessment criteria, internationalize curriculum and
programs, involve international evaluators for the assessment of their activities thus
implementing the practice of policy borrowing from developed to developing
countries. The example of that is vividly demonstrated in the contributions by Hana
Ameen, David W. Chapman, and Thuwayba Al-Barwani represented in each of
reviewed pieces about Oman’s practice of accreditation outsourcing that in spite of
large success echoed negatively the development of the national accreditation
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system. Nevertheless, the utopian idea of worldwide quality assurance label and
global open accreditation system offered by Westerheijden in 2003 and expressed in
the chapter by Isaac Ntshoe and Moeketsi Letseka seems possible and presumably
just a question of time.

The contributions by a distinguished scholar Jane Knight also included into both
reviewed volumes seem mostly conceptual and serve a peculiar bridge between two
discussed phenomena — global competition and cross-border partnerships — that look
opposite at first sight. The author alongside with Patricia W. Croom and Stéphan
Vincent-Lancrin directly addresses various aspects of internationalization. She
clearly states that internationalization in higher education previously connected with
‘cooperation and solidarity among nations, improving quality and relevance in
higher education, or contributing to the advancement of the research for
international issues’ (Portnoi et al, 2010, p. 208) has been conceptually modified by
the impact of global competition and commercial agenda characteristic for
globalization. At present it is of dual character i.e. ‘internationalization at home’
(campus-based) and ‘cross-border education’ (off-campus) which is fully
commercialized and represented by the following phenomena debated in the essays
of the volumes: branch campuses (Patricia W. Croom, Jason E. Lane), franchises
(Jane Knight), and joint/double degrees (Peter Fong, Gerard Postiglione, Jane C.
Shivnan, Martha N. Hill). It should be noted here that many countries have already
faced the second generation cross-border education connected with the introduction
of ‘regional education hubs, economic free zones, education cities, knowledge
villages, gateway, and hot spots’ (Portnoi et al, 2010, p. 214). The author is sure that
such transformations follow the scheme where development and cooperation in
higher education (pure internationalization) are followed by the academic
partnership (cross-border education) and crowned with the commercial competition
(ranking) that is a measurable outcome of globalization raising a fare question of
whether high ranking always means high quality. One more point here worth
discussion is the student mobility called by the contributor ‘a highly competitive
international recruitment business involving income generation’ (Portnoi et al, 2010,
p. 213) because a very noble aim of ‘brain train’ usually fails as countries compete
aggressively for qualified workforce guaranteeing their sustainable development.

A special accent on inclusive education and education for sustainable
development on the regional and cross-border level is done by Ko Nomura,
Yoshihiro Natori, Osamu Abe and Jouko Sarvi who concentrate their attention on
the role of international networks (ULSF, COPERNICUS, GHESP, ProSPER.Net
etc.) and regional development organizations (Asian Development Bank) in the
‘implementation of joint projects based on member’s interest and expertise’
(Sakamoto & Chapman, 2011, p. 223) in the discussed spheres. Obviously such
partnerships help ‘higher education to lead the way’ (Sakamoto & Chapman, 2011,
p. 12) in the promotion of sustainability ideas and new forms of partnerships at
different levels.

The essays leave a feeling that the basis of all recent cross-border partnership
initiatives is a commercial interest of different actors defining the choice of
international academic partners for the better market effect and superior competition
results. For example, increased commaoditization of education has led to the refusal
from bilateral university collaboration in favor of competitive knowledge networks
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providing not only sustainable development but also sustainable funding. Such an
approach might lead to the growth of social instability, lessen mutual understanding
and readiness to solve the issues of global concern. However generalization of the
reviewed materials demonstrates that contemporary educational partnerships are
multifaceted, and their sustainability is also largely dependable on the skills of the
partners in global forward—looking, strategic leadership and sufficient share of
flexibility. Obviously future developments in global higher education partnerships
will be positioned in the vector of smoothing contradictions on the local level aimed
at the maintenance and integration of the key elements characteristic for the national
culture and identity, historically established systems of domestic higher education
into the new educational models.

Thoughtful reading of the volumes allows to recommend them to the university
staff and students, policy makers in the sphere of higher education and a wider
audience mediating upon the sustainability degree of university partnerships being
formed and developed in the peculiar conditions of growing tension of globalization
consequences.
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MODERNISING EDUCATION: INTERNATIONAL DIALOGUE AND
COOPERATION

There is neither a first nor a last word and

there are no limits to the dialogic context

(it extends into the boundless past and boundless future).
M. Bakhtin

Abstract

The paper deals with the internationalization of higher education and its
consequences both for education policy and educational practice in Russia. The
internationalization is considered to be not only a political and social process but
also a cultural phenomenon having a considerable impact on the modernization of
education. Within this context the authors discuss three main directions of
internationalization in education: student and staff mobility, academic partnership
and syllabi with international dimension. The paper shows how the higher education
institutions in Russia contribute to the development of internationalization working
together with the universities, international associations and non-governmental
organizations from different countries.

Introduction

In the view of many, it is education that is a key area in the successful
democratic transition of the economies of Eastern Europe and Eurasia. In the past
decades Russia has struggled to establish democratic society and revive its
economy. Democracy is often equated with oligarchic rule and fiscal corruption.
The process of internationalization in education, viewed as a part of its
modernization, the establishment of direct links with universities and colleges in the
countries with developed economy help to change this equation, by strengthening
democracy through new and revised curricula, exploring the diversity of society and
citizenship, via innovative pedagogy and approaches to teaching. Such links support
democratic systems by showing how democratic institutions form the context within
which free markets function.

We consider internationalization in education a cultural phenomenon which
makes it possible to single out inner tendencies in the development of education
worldwide, and in which different cultural traditions of educational systems are
taken into account. Internationalization is an effective way of diminishing the
negative impact of global economic processes on the educational systems and a
prerequisite for successful functioning of educational institutions.

The process of internationalization is viewed by us as one of the most
perspective ways of entering the contemporary educational context. In our view, it is
not synonymous with “globalization” or its highest stage of development. On the
contrary, internationalization may become a significant obstacle that will not allow
some potentially harmful globalization tendencies to enter the fabric of educational
systems.
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Higher education is an important instrument in this process as from the times of
their first appearance universities have been international organizations which have
always generated and encouraged economic and cultural development.

Three Dimensions of Internationalization in Education

There are several approaches to viewing internationalization in education. They
can be divided into activity-based, competence-based, culture-based, procedural and
strategic. All these approaches are aimed at diminishing differences between the
national systems of education for the sake of their preservation and development as
well as for making national systems competitive on the international market. Such
concept is in full agreement with the mission of the Bologna process, which aims at
making higher educational systems in Europe compatible preserving their
autonomous status, variety and strong position in the international education market.

The process of internationalization when viewed in such light should be carried
out along the following main directions of development:

= Exchange programs (students and professors);

= Academic links between universities;

= Specially developed syllabi with an international dimension.

The main strategy of work in the first two directions is internationalization of
the student and teaching body. In many countries teaching foreign students is a
profitable kind of activity which is ensured by higher tuition fees paid by
international students compared to domestic students. However, we should not
forget about the main activities of the university which are traditionally associated
with its successful functioning. They include the provision of education, research
and community service. They maintain university’s good reputation as one of most
democratic structures in the educational system which ensures the application of the
principle of access to education for all and the principle of equal rights.

The policy of internationalizing the student body ensures the creation of an open
society in the country whose educational system will be internationally recognized.
Such work should be carried out under the framework of collaboration with partner
universities. Organized and controlled internationalization of the student and
teaching body arranged as a system of exchange programs may become an effective
tool in eradicating “trans-nationalization” of education which has created conditions
for establishing a market for small companies offering their services in arranging
educational programs abroad. Such companies are purely commercial organizations
which work through off-shore institutions and Internet providers making educational
services more expensive and less accessible.

A balanced approach to the standard of such education should be ensured by the
transparency in the organization of exchange programs, access to information and
competent control on the part of the national structures as well as cooperation and
mobility of national agencies working in the sphere of international education.
Exchange programs in the contemporary context are one of the few methods of
preventing the “brain drain” that has affected many universities in the countries with
developing economies. In this way universities assure the fulfillment of one of its
main functions — to guarantee academic order and stability.

Internationally devised syllabi is another direction in which such cooperation
can be indispensable. When training students we should take into consideration the
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international dimension of their future career, and depending on their area of
specialization offer comparative studies of such disciplines as Education, Law,
Literature, Culture, etc. Without doubt foreign language teaching and learning
should be carried out on an entirely new level which should ensure the ability of the
students and graduates to participate in the intercultural dialogue and exchange
programs.

The traditional conservative educational model, which has historically been
formed in Russia, is also characteristic of many countries in the world.
Contemporary educational context requires a change of priorities especially in the
field of humanitarian education. Human beings are free agents who have the right to
choose what kind of education they should pursue. The realization of this principle
does not require a change of the basis of the whole educational system or its
organizational foundation. What it does require though is a change of the aims and
content of some educational programs.

A harmonic combination of the student-centered approach with a traditional
knowledge-oriented approach characteristic of the Russian educational tradition will
ensure the creation of a manageable system which will synthesize the achievements
of international and national schools of education.

In the modern world in which the processes of integration of education are
accelerated, there is also a visible tendency for general inter-relatedness and the
transfer of the capital, information and intellectual resources cannot be stopped by
any borders. That is why, the demand for an educational pattern which combines the
best out of different systems and preserves its identity is unquestionable.

The Case of Tula Lev Tolstoy Pedagogical University

The understanding of the strategic role of education in the modern world and the
benefits that might be brought about by setting up direct links with a university
functioning in an established free market economy and democratic society led Tula
Lev Tolstoy State Pedagogical University in Russia to seeking partner relations with
universities in Europe, Asia and America. The collaboration programs center on
reciprocal faculty exchanges, curriculum development, Internet service provision, and
outreach, in order to develop mutual understanding and cooperation between the
educational institutions, and reach out to a wider audience. The vision behind
establishing this kind of partnership between the universities has included their
similarities in the general mission and goals as well as in the existing programs and
curricula.

Tula Lev Tolstoy State Pedagogical University was founded in 1938 with the
view of providing liberal arts and teacher training education for the region.
Currently, it comprises 10 faculties where students are trained in 40 specialties at the
undergraduate and 22 at graduate level. It serves a clientele of 4200 full-time and
2300 part-time students. In the last few years it has always been included in the
Ministry of Education’s list of top ten best pedagogical universities in Russia. The
university has been involved in internationalizing education for many years. It has
been offering degree-granting programs to international students since 1977.

Another factor that played a decisive role in establishing the partner
relationships was the support of different stakeholders such as, for example, the
Tula-Albany Alliance, a non-governmental organization that has been running a
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range of exchange programs between the Capital Region of New York State and the
Tula Region in Russia on the base of the network of links with educational,
governmental and other institutions in the two regions. The cooperation of the two
cities (Tula and Albany) goes back to 1993 when the Proclamation for Twining was
adopted. It became the result of the realization of considerable similarities of the two
cities situated on the banks of major rivers and serving as the government centers for
their regions. Both cities also have a reputation for fine schools of higher learning
and other cultural interests.

Being a member of such authoritative international organizations as
International Association of Universities and European Association of Universities
our university takes part in many activities promoting the development of
partnership between higher education institutions throughout the world including the
Tuning project. The exchange of experience of working in similar areas is beneficial
for the universities as it provides better solutions to the emerging problems and help
to plan their activities in some major areas bearing in mind the experience of the
partner.

One of the tangible results of the cooperation between the institutions is the
exchange programs which allow to establish direct links between faculty and serves
as project-prompter for further cooperation. The exchanges and the follow-up
activities are deliberately organized as a series of micro-dialogues which leads to
establishing direct links between the faculty and corresponding departments. Such
“micro-dialogue” encourages a wide variety of ‘“grass-roots” initiatives and
significantly contributes to the overall success of the inter-university program of
exchange. The experience of the successful dialogue between the higher education
institutions in different countries can take a new turn in the program of its
dissemination to secondary educational establishments. This can contribute to
involving younger generation into the inter-cultural dialogue to develop tolerance and
contribute to the stability of the peace in the world.

Conclusion

The universities that pursue common goals may find other areas of joint
development possible as a result of their close consultation and collaboration while
working on the joint projects. We are sure that only working together the
universities of the world can find the right balance in combining their national
traditions and international trends in the contemporary educational context: “At any
moment in the development of the dialogue there are immense, boundless masses of
forgotten contextual meanings, but at certain moments of the dialogue’s subsequent
development along the way they are recalled and invigorated in renewed form (in a
new context)” (M. Bakhtin, 1986, p. 170).
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B3AMMOLAEWCTBME YYUTENA-NOrONEQA U POQUTENEN KAK
YCJIOBUE NOBBIWEHNA 3®PEKTUBHOCTU KOPPEKLIWOHHOW
PABOTbI C AETbMU C HAPYLLEHUEM PEYHU

THE COMMUNICATION BETWEEN SPEECH THERAPIST AND PARENTS
AS AWAY OF CORRECTION WORK IMPROVEMENT WITH CHILDREN
HAVING POOR SPEECH

AHHoTauusn / Abstract

B L[aHHOfI CTaTb€ pacCcMaTpuBacTCa MOIACIIb B3aHMOILeﬁCTBHH yauTeid-
Jjorornega u pozu/ITeneﬁ KakK OIJHO u3 HanpaBneHnﬁ HOFOHGILI/I‘{GCKoﬁ pa60TI>I o
(bOpMP[pOBaHI/IIO peun ,ueTeﬁ JOLIKOJIbHOTO BO3pacTa ¢ HApyHUICHUEM pEUH.

In this article a model of communication between speech therapist and parents
as one of the ways of correction work for forming speech of children with poor
speech is researched.

Peur sBIsIeTCS OMHUM M3 KOMITOHEHTOB Pa3BHTHS peOCHKA, pemIeHUe mpodiem,
CBSI3aHHBIX ¢ €€ (OpPMHPOBAaHUEM SIBISCTCS OTHOW M3 3a7ad PEYeBOTO BOCHHTAHUS
neteil. DTo, mpexe BCEero, CBSI3aHO C COLMAIBLHOM 3HAUMMOCTHIO. FIMEeHHO B peun
peanu3yercsi OCHOBHASI KOMMYHUKATUBHAs (DYHKIIHS S3bIKA.

OnHOM M3 TPUYUH CHWKEHUS YPOBHS PEUYEBOTO Pa3BUTHS JIOUIKOJIHLHUKOB
SIBJISIETCS. TTACCUBHOCTh W HEOCBEIIOMJICHHOCTH POJUTENed B BOIMPOCaX PEUYEBOTO
pa3BuTHs JeTed. YdacTue pojauTeNed B pPEYeBOM pa3BUTHUH pebeHKa Hrpaer
GoubInyto poiib. Peus neteit popmMupyercs o BIUSTHUEM PEYH B3POCIBIX.

B coBpeMeHHO!l KOHIENIHH JAOIIKOJBHOTO o0Opa3oBaHus Poccuiickoit
Oenmepanuu  ykazaHO, YTO B3aWMOJCHCTBHE C CEMbeH, HMeIomed peOeHKa C
HapyIIEHHEM PeYH JOJDKHO SBIATHCS OJHOHM M3 3a/1a4 MeIarOrmdecKoro Imporecca.

B 3akone Poccuiickoit ®eneparuu "OO6 o00pazoBaHHH" TOBOPHUTCS, YTO
“Pomutenu SBISAIOTCS TepBBIMH TemaroramMu. OHH 00s3aHBI 3aJ0KHTh OCHOBEI
(U3UIeCKOr0, HPABCTBEHHOTO M HHTEIUICKTYaJIFHOTO PAa3BUTHUS JINYHOCTH PeOEHKA B
panHeMm jaetcTBe”. B COBpEeMEHHBIX COLMAIHHO-IKOHOMUYECKUX YCIOBHUAX KU3HU
CTpaHbl BO3pACTalOT TpPeOOBaHMA K CHUCTEME JOIIKOJBHOTO 00pa3oBaHus,
CJIEI0BAaTEIILHO, BO3HUKAET mpobiema MOBBILIEHUS 3¢ EKTUBHOCTH
jJoronenndecko pabotel. OmHAKO, UCXOAS M3 ONbITa PabOTHI, CHEIMATUCTHI
OTMEYaloT, 4YTO paboThl JIOTONEJa OKa3bIBaeTCsl HEAOCTATOYHO. Bo3HHWKaeT
HEO0XOIUMOCTh NPHUBIICYCHHUS POAUTEINCH K JAHHOMY BUY JESITCIHHOCTH.

Kax ormeuaer Yupkuna I'. B., onbIT opranuzanuu jJoromneguueckoi moMoy B
Poccum wm  omnenka e€ a¢QekTuBHOCTH  yOEOUTENHFHO — IOKa3ajld, 4YTO
MIPOTHO3UPOBAHNE BO3MOXKHOCTEH MHTErpaluu peOeHKa C PEUCBBIM HAPYIIICHUEM B
00111e00pa30BaTENFHYI0 CpEAy ONpEACNIeTCS HE TOJNBKO IUarHo30oM H (Gopmoit
HApPYIICHUs, HO CIOXHBIM B3aMMOJCHCTBHEM TPYHIBl (DAKTOPOB, OTPAKAIOIINX
JIUIHOCTHOE, HWHTEJUICKTYAIbHOE, TICUXO(QHU3NOJIOTHYECKOE PAa3BUTHE KaXI0TO
pebeHKa, a Takke WHTCHCHBHOCTBIO M  aJeKBaTHOCTHIO  KOPPEKITMOHHBIX
MEPOTIPUATHI B TOMKOIHHOM Tepuoe [5].
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BzanmonelictBue yuuTens-ioromneia 1 poauTese caeayeT paccMaTpuBaTh Kak
oOs3aTeNnbHOE  YCJIOBHE B JIOTONEIUUYECKOH paboTe C  JEeThbMH, HMEIOLIMMHU
HapymieHust pedd. HeoOXoquMo He TOJBKO 3a/leiCTBOBATh MX B I€1arOrHYecKOM
Ipolecce, HO ¥ OPraHU30BaTh UX AEATENbHOCTD, MOBBIIIAs YPOBEHb KOMIETEHIIUU B
BOIPOCax HapyLICHUs peud U ee POpMUpPOBaHUs y JeTeil. bonbimHCTBO ponureneit
HYKAAI0TCS B II€JJaroTH4ecKoi moaaepikke, METOAUIECKOM COIPOBOXKIEHHH [1; 6].
B Hacrosmiee Bpems cyliecTBYeT IOCTaTOYHO pa3pabdOTOK MO (OPMHUPOBAHUIO
peun B YCIOBHSX JETCKOTO caja, OJHAKO IPH 3TOM HE paccMaTpHBaeTCs
cOoBMecTHas paboTa JIOTONENa W POAUTENEH Kak yCioBHE (OPMHUPOBAHUS pEUU
peOeHKa M MpeacTaBiIsieT cOO0H MaION3YUYEeHHYIO TEOPETUUECKYIO U NMPAKTHUECKYIO
00J1acTh 3HaHUH B CHCTEME JIOLIKOIBHOTO KOPPEKIMOHHOTO 00pa3oBaHusL.
HiMeHHO mOAPTOMY, B JAaHHOHW CTaTbe€ pPacCMaTPUBAETCS B3aWMOJICHCTBHE
JOTOTIEZIa W POAWTENEH, KakK YCJIOBHE MOBBIMICHUS 3()(EKTHBHOCTH pabOTHI IO
(OpPMHPOBAaHUIO PEYH AETEH MOIIKOJIBHOIO BO3pacTa ¢ HapylleHHeM peud. TecHoe
B3aUMO/ICHCTBUE JIOTOIIEla U POAUTENEH SIBISIETCS OCHOBOW OoJjiee yCNeIrHON U
3¢ PeKTUBHOM paboThl MO GOPMUPOBAHUIO peuH y JieTel ¢ HapylieHHeM peur. [Ipu
9TOM MOXHO OIPEACIUTh CIIEAYIOIINEe HAMPaBieHus paboThl: 1) MOBBIMICHHE
ypOBHS  C(HOPMHUPOBAHHOCTH pE€YM JEeTed; 2) BOBJEUEHHE POAUTENEH B
MearOTHYeCKuii Tpoiiece; 3) MOBBIMICHHE YPOBHS POIUTEIBCKON KOMIICTEHITHH 10
npobieme (HOPMUPOBAHUS pevr JeTeil ¢ HapylleHusMu peun; 4) hopMuUpoBaHUE
OTBETCTBCHHOCTH POAUTENEH 3a KAYeCTBO JIOMAITHHUX 3aHATHH C IETHMHU.
Ha Ham B3rIsg MOXHO BBIICIUTH CIEAYIOIIUE YCIOBUS ITOBBIILICHHS
3 (QEKTUBHOCTH JIOTONEINMYECKOM pabOThl ¢ NPHUBICUYCHUEM POIMTENCH AeTed C
HapyIICHUSMH PEUH:
- ydacTHe poJuTelNeil B IeJarornieckoM Iporecce;
- OKa3aHue MeJarorMyeckoil NOIAEPKKU POAMUTENSAM, MUMEKOIIUX JETeH C
HapylLIeHUEM peyu;

- CO3JaHHE METOJUYECKOro 0OecTeueHNS;

- TpoBeAeHHE pPabOTHl MO MOBBIIICHUIO KOMIIETCHTHOCTH pPOAWTENCH B
Borpoce (POPMHUPOBAHUS PEUH JETeH C HapyIICHUsIMU Peyn;

- OpraHu3anus MOCTOSHHOW 0OpaTHOW CBS3H C POIUTEIISIMH;

- OKaszaHHWE IIOMOIIM B OPTaHM3AaIMU PEUEBOH CpeIbl B CEMEHHO-OBITOBBIX
YCIIOBUSX.

Just ocymiecTBiieHHsT pa0OTBHl HO BBIJICJICHHBIM HAIPaBICHUSIM U C y4ETOM
YKa3aHHBIX yCJIOBHI HaMu Oblia pa3paboTaHa M BHeJIpeHa oOpa3oBaTesbHasi MOJIENb
B3aUMO/ICHCTBYSI JIOTOTIEIa U POJUTENeH B paboTe o (POPMUPOBAHUIO PeUH y JeTeit
C HapyIIEHUEM peuu.

Peanmmzanus Momenyu coCTOSIA U3 CIEAYIONIMX 3TAIOB JIOTOIEANIECKOH paboThI:
MOATOTOBUTEIEHOTO, OPTaHN3aIMOHHOT0, TPAKTHYECKOT0, KOHTPOJILHO-OI[CHOYHOT 0.

[loaroToBUTENBHBIN 3Tall ONpENENs MYTH B3aUMOACHCTBHS, IMOCTaHOBKY
neneit, (GopMymHMpoBaHWE OCHOBHBIX 3a/Jad W BKIOYan B cebs orbop ¢dopm
B3aUMOJICHCTBUS C CEMBSMH JAETEH, y4acTBYIOIIMX B IEJarorHdeckoM Ipolecce
(aHKETBI, OTMPOCH, Oecensl W Ap.), Pa3paboTKy MEPCHEKTHBHOTO IUIaHa PadoTHI C
pomutesiMi 10  (POPMHPOBAHUIO pEeYd JeTeld Ha NEepUOJ] MPOBEACHUS
JIOTOIIeANYECKON paboTHI.

Ilenplo OpraHM3allMOHHOIO 3Tamna SBSUIOCH 3HAKOMCTBO C POAUTENSIMH,
BBEJ/ICHHE MX B MPoOJIeMy, IEMOHCTpAIIUS YPOBHS PEUYEBOI0 Pa3BUTHUS UX peOCHKa.
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Ha npakTtuueckom 3tarne ocymecTBIsuoch padoTa 1o (GopMHPOBAHHIO y POAUTENCH
CHELUAIBHBIX NPEJICTaBICHUH 10 NpobjeMe, a TakkKe B3aUMOJIEHCTBHE C HUMH IO
cXeMe: JIOrome]| — POJIUTeNb, POANTENb — PEOCHOK, B paMKax pa3padoTaHHOW MOJIEIH.

3HaunMocTs  ¢GopM  pabOTBl C  POJAMTENSIMH  TPYJHO  I€PEOLEHHTH.
Heo6xoauMocTh UX MCHOJIb30BaHUS BayKHA HE TOJIBKO JUIs TEJaroroB, HO, MPEex/e
BCEro, JUId pOAMTENed, UbM AETH NMOCELIal0T JOUIKOJIbHOE yupexneHue [3; 4]. B
MOJIeTH OBUTH YYTEHBI pa3In4HbIe POPMBI COTPYAHUYECTBA.

ITo TOMy, HAcKONBKO AaKTHBHO POIWTENH B3aHMMOJCHCTBYIOT C YYHTEIEM-
JoronenoM, GopMbI B3aUMOAEHCTBUSI OJPa3ACIAIOTCS Ha aKTHBHBIC M TACCHBHBIE.

K akTuBHBIM (hOpMaM OTHOCSTCS T€, B KOTOPBIX POJIUTENN SBISIOTCS HE TIPOCTO
CITyIIaTeNIIMH, @ AKTUBHBIMH yYaCTHHKAMH, HaIIpUMep:

- poamMTeNnsCcKue coOpaHus (ayano-, BUIE03aIich; aHKETUPOBaHUE; MOPT(HOIIHO);

- BBINOJIHCHHE JOMAIITHHUX 3aJaHHI;

- co3aaHHe KOPPEeKIMOHHO-pa3BUBaoLIel cpe/bl (KaOMHeTa, KOMHATHI);

- CEMHHapLI-IIPAKTUKYMBI;

- «KPYTJBIA CTOI»;

- OpraHu3anys BBICTABOK;

- KOHCYJIbTHPOBaHMS (MHIUBHIyaJIbHBIE, TPYIIIOBHIE).

IIpu maccMBHOM y4yacTHH POAMTENH B OOJNBIIEH CTETIEHHM HAXOIATCS B POJIH
Habmromatesnd. [Ipu 3ToM UCTIONB3YIOTCS Takue (GOPMBI, KaK:

- CBOOOJIHOE MOCEIICHNE 3aHATHH U «/IHN OTKPBITBIX JBEpPEH»;

- JIOTONEIUYECKHE YTOJIKY;

- Tpa3HUKHY;

- OumbnuoTeka A pOIUTEICH.

POI[I/ITCJ'IBCKI/IC CO6paHI/IH U  CCMHUHApPBI-IPAKTUKYMBI JTalOT BO3MOXHOCTH
obcymuTh HamboJiee WHTEpECyIoUIue poauTenell Bompockl. HeoOxoammo, 4ToObI
ocoboe BHUMaHHE HAa HHUX YAESIIOCH POJIM CEMBH B PEYEBOM DPA3BUTHU peOeHKa,
paccka3siBaHMIO Hambosee 3¢ (eKTUBHBIX MpHUeMax, HTpax M YIpakKHEeHUsIX. Takum
00pa3oM, 3TO TO3BONMIO MHOTHM POJUTEISIM OTBETHUTH Ha BOIPOCH KOTOPBIE HX
CHJIBHO BOJIHOBAJIM U MHTEPECOBAIIH.

AnKeTnpoBanue — ocobast popMa B3aUMOCHCTBYS, T. K. IPEAIIOIaraeT )KECTKO
(MKCHpOBaHHBIA TOPANOK, CoAepKaHue u (GOpMy BOIPOCOB, SICHOE YKa3aHHE
croco6oB orBera. [Ipy MOMOIIM aHKETHPOBAHMS Mbl BBISSICHHIM OCOOCHHOCTH
CEeMEMHOro BOCHHUTAHUS, TIOJOXKUTEIBHBIA ONBIT POAUTENEH, HX TPYIHOCTH,
omnOky. OTBeyas Ha BONPOCHI aHKETHI, POJUTENN 33AyMBIBAIKCH O HpoOsieMax
BOCITTaHMs, 00 OCOOEHHOCTSAX BOCIIMTaHUS peOEHKA, a TaKKe BBICKA3bIBAIN CBOU
MOXKENAaHUSI ~ OTHOCHUTENBHO  BOCIMTATENBHOTO  IIpoliecca B JOIIKOJBHOM
00pa30BaTENIFHOM yUPEIKICHIH.

Kpome 3TOro, B KOHIE COOpaHHS pPOIUTENSAM [aBadd MAMATKH-OYKICTHI C
KpPAaTKUM COZEpXKAHHEM MPOBEJCHHOTO COOpaHWs, WIPaMH, YIPAKHCHHAMH II0
(hopMHPOBaHUIO peUH AETEH B JOMAIIHUX YCIOBHUIX.

CeMHMHApBI-TIPAKTUKYMbl ~ MCIIOJB30BAIUCh JUIS  TPAKTUYECKOrO OOydeHUs
poauTenei. OTa Gopma pabOTH JaBaja BO3MOXXHOCTh pacckasarb O cliocodax U
npueMax oOy4eHUsl M T0Ka3aTh UX: KaK YMTaTh KHHUTY C peOeHKoM, OeceoBaTh O
MPOYHUTAHHOM, paccMaTpHUBaTh WIUIIOCTpaluu U OecemoBaTh mo HuM u ap. Ilo
MHULMATUBE HEKOTOPBIX POJUTEINICH, YIPa)KHEHUS, BbI3bIBAIOLINE 3aTPYJHEHUS U
BOIPOCHI, BBITTOJTHAIMCh HAa TAKUX NPAKTUKYMaXx.
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HeobxonuMmoit ¢hopMoit B3aMMOACHCTBHS MBI TIOCYHTATH U TTOCEIIEHUE 3aHATHH
noronena. Pa3z B Henenro poAMTENH IMpHIJAIajkCh Ha IOATPYIIIOBBIE 3aHSATHS
JIoTOTIe/Ia C AETHMH T10 Pa3BUTHIO pedd. Ha Takux 3aHATHAX POAWTENH HadIoaanu
NPaKTHYECKOE MPUMEHEHHE NPUEMOB M0 (JOPMHUPOBAHUIO PEYH CIICLHAIHNCTOM, a
TaKKe MOIJM OTMETHUTH Uil ceOsi, KaK 3aHMMAaeTcsi X PEOCHOK, Ha YTO HYKHO
Oospllie ynessATh BHUMaHHe. PoauTenu mnpurnamanich Ha Oecemy-oOCyXIeHUe
YBHUJICHHOTO 3aHATHUS.

bubmmoreka wrp W yHpaXHEHWH MO POXUTENCH SBISETCS CTUMYJIOM K
aKTUBHOMY YYaCTHIO POAWTENEH B KOPPEKIIMOHHOM Ipoliecce. Pomurenn moriu
BOCIIOJIE30BaThCSL  MOAOOPOM  TPAKTHYECKOTO Marepuaia. Hm  mpemmarancs
MaTepHual, OObeTMHEHHBI ONHOW JIEKCHUECKOW TeMOW, KOTopasi BKIfoYana B ce0s
3amaHus Ha (popMUpOBaHUE PEeUH.

Jlis BBIIONTHEHMS NOMANTHUX 3aJaHUl pPONUTENCH C NOeThMH HaMu ObIIa
paspaboTaHa crienualibHas TeTpalb, COAepIKallas yIpaKHeHUs Ha (GopMHpOBaHHE
peUU 1O JCKCUYCCKUM TCMaM. TeTpaLu) 3HAYUTCIIbBHO O6J'IeI“-II/IJ'Ia JOMAIIHHEC 3aHATUA
C JEThMH, MOCKOJBKY CcoJiepiKajia CIIeIHaIbHO MOA00paHHbI pedeBoil MaTepuan u
BKJIIOYAJIa 33/laHUsI KaK Ha IOBTOPEHHME MaTepHaja 3aHATHH JOromena, Tak U Ha
CaMOCTOSTENIbHYIO PaboTy 10 popMHpOBaHKE pEUH.

BsanmMopeiictBue 00s3aTeTbHO TOApa3yMeBaeT KOHTPOJIb, WM OOpaTHYIO
CBs3p, TPU 3TOM KOHTPOJb JOJDKEH OBITh HEHABS3YMBBIM, OIOCPEIOBAHHBIM.
PaGowass TeTrpamp cCruyxKuia TPEIMETOM OTYETHOCTH W OOpaTHOW CBS3H C
POIUTEISIMH U TIPOBEPSUIIACH IO 3aBEPIICHUN Ka) IO JICKCHUECKOW TeMbl. PoauTrenn
OTHOCHJIMICh OTBETCTBCHHO K BEITIONIHCHHIO 33JaHUI 10 JaHHOW TeTpaaw. Terpamu
CHaBaJNCh BOBPEMS, OBLIH ITOJHOCTBIO 3aIIOJTHEHBI 10 TEKYIICH JICKCUIECKOH TeMe.
Bblna oTMedeHa pe3yabTaTUBHOCTD AAHHBIX 3aHATHH.

HerepBIBHaH CBA3b C POAUTECIIMH MOXKET OCYIIECTBIIATHECA C IIOMOIIBIO
WuTepHeTra mocpeacTBOM OJIOTOB, CAaWTOB, 3JEKTPOHHOM MOYTHI JOIIKOJIHHOTO
YUPEKICHHUS.

KommproTepHblE TEXHOJOTHMHM CTAHOBATCS HEOTHEMJIEMOW YacThIO JKH3HU
COBPEMEHHBIX JIIOJICH, OHM BHEIPAIOTCS B Pa3NUYHbIC chepsl KU3HH, B TOM YUCIE U
B cdepy IOLIKOIFHOTO O0pa3oBaHHMS M IIO3BOJISIET cCHeNaTh padOTy ydHTes-
jorornezaa 6oJiee NPOJYKTUBHOH U 3 PEKTUBHOIA.

OueHbp YacTO COBPEMEHHBIM POAWTEISIM OBIBACT TPYJHO HAWTH BpeMs IS
oOlieHnst ¢ rejaroroM, ocoOEHHO €CIM OHM HE BUJASAT B 3TOM HEOOXOAWMOCTH.
3ajava joronena B paboTe ¢ POJUTENISIMHU COCTOUT HE TOJIIBKO B TOM, YTOOBI TIOMOYb
0CO3HATh CBOIO POJIb B TIpOllecce pa3BUTHsI peOEeHKa, HO M B TOM, 4TOOBI YOeIUTh
pomuTtesnel B HEOOXOIMMOCTH COBMECTHOU C JIOTONEIOM €KEIHEBHOU KPOIIOTIUBON
paboTEHI IO TIPEOOJICHUIO PEUEBEIX HAPYIICHUH Y pebeHka [2].

[TosToMy COBpeMEHHBIH Temaror Hapsgy ¢ TpPaOUIHOHHBIMH CPEICTBAMHU
paboTHI C POAMUTENSIMA TOJDKEH MCIOIB30BATh W HECTAHIAPTHBIE CPEICTBA, OJHO U3
Hux — VHTEepHeT-caiT.

WHTepHeT-calliT — 3TO COBOKYITHOCTH 3JIEKTPOHHBIX JOKYMEHTOB IOPUIUMYECKHUX
JIMI WK YYPEXKIECHUH B KOMITBIOTEPHOW CETH, OOBEIMHEHHBIX 0/ OJTHUM aJPECOM.
OH nmnpu3BaH BBINOJHATH PsAA  (QYHKUMA: OpraHM3alMOHHYIO, DPEKJIAMHYIO,
UMHIDKEBYIO, 00pa30BaTeNIbHYI0, YIIPABICHYECKY0, KOMMYHHKAaTHBHYIO.

Jloromen wucmonp30Bajl MHTEPHET-CAMT ISl NPEAOCTABICHHUS  POIUTEIAM
aKTyaJbHON HHpOpPMALIUU B obnacTu JIOTIKOJILHOTO 00pa3oBaHus,
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KOHCYJIbTUPOBAHUS IO BOTPOCaM OOYYECHHS M BOCIHUTAHHS ACTCH ¢ HapyIICHUEM
pevn.

Poputenu mosydanu BO3MOXHOCTH JMCTAHIIMOHHO OOMIATBCS HE TOJBKO C
JIOTOTEJIOM ~ JETCKOTrO0 cajla, HO W JPYTHMHU CHCHUAIACTAMH YYPESIKICHUS,
0OMEHHMBAITUCh MHCHHUSMY M BBICKA3bIBATIM PEKOMEH/IAIUH 10 YIIYUYIICHUIO PaOOTHI.

Ha ©0a3e wHTepHeT-caiiTa OBUTM CO3MaHBI KOHCYJIBTATHBHBIA  ICHTD,
pPOMUTENbCKHA  KITyO, MIPOBOIMIIUACH CEMUHAPBI-TPAKTHKYMBI, HHEPHET-
KOHpepeHInH, MacTep-Kiacchl W T.I. Ha cTpaHmmax caiiTa pa3Memainch
oOyJaromye Urpbl, HalpaBICHHBIC HA KOPPEKIIHIO PEUEBBIX PACCTPOUCTB.

B meromumueckom Ooke oka3bplBanack MpodecCHOHaJbHAS JIOTOMEeAnYecKas
MOMOIIb POTUTEISIM B BHIEC BCEBO3MOXKHBIX PEUEBBIX WIp, YIPaXHEHUH,
pa3BiecUeHHH, METOAWK, AaBTOPCKAX TIOCOOHWH, TepedHs MYyJIbTQHIHMOB,
HCTIONB3YEMBIX IIPH MPOXOKICHAN JICKCHIECKUAX TEM.

[MpencraBneHHass OWOMMOTEKa WIP W YINPAKHEHUH SIBISUIACH CTUMYJIOM K
aKTUBHOMY YYaCTHIO POJAUTENICH B KOPPEKIIMOHHOM TMpoliecce. Pogutenn Moriu
BOCIIOJIb30BaThCs MOJ00POM MPAKTUICCKOTO MaTepualia, KOTOPBIHA BKIIIOYAN B ceOsI
JICKCHUECKUE, TpPaMMATHUCCKUE, CIIOBApHBIC 3aJaHus, 3aJaHds Ha pa3BUTHE
BHUMaHHUSA, TaMATH. B a1exTpoHHON 6MOIMOTEKe XPaHUINCh UTPBI M YIPAKHEHUS,
I/ICHOHI)SyeMI)Ie Ha (prHTaJ'H)HI)IX u I/IH)II/IBI/IZ[yaJ'H)HI)IX JIOTOIICANUYCCKUX 3aHATHUAX.
PopuTenu Morim moma, MpOCMOTPEB IPEACTaBICHHBINA MaTepHall, HCIOIh30BaTh UX
U 3aHATHH ¢ NeThbMH. braromaps OpUTHHATBHBIM HACSM, MPEIIOKCHUSIM CaMHX
pOIUTENeH, NMEKTPOHHAs OHWONMOTEKa IOMONHIACH IMOJA00POM IMPAKTHIECCKOTO
MaTepHaa.

Emé omHO cpeicTBO BHUPTYadbHOTO KOHTaKTa — DJJCKTPOHHAS MOYTa, MpHU
ITOMOIIIK KOTOPO# JIoromne 63 BU3yalbHOTO KOHTAKTa KOHCYJIBTHPOBAJ POAUTEIICH,
OTBC€YAJI Ha BOHpOCBI, paccmnan I/IHIII/IBI/I}IyaHBHBIe 3aaHUs (KapTO‘-IKI/I C
3aJaHUAMH, KapTHHHBIE MaTepHaNbl, TaMATKA U T.I). [Ipy momomw 371eKTpoHHOM
MTOYTHI YYUTEIb-JIOTOIIC JaBaJl PEKOMCH/IAIMH, BUACO KOHCYJIbTAIIMN, KACAOIIACCS
KOPPEKIIMOHHOTO TIpoIlecca, pacchliall MPUrJaeHus] Ha POTUTEILCKIE cOOpaHus, a
TaKkke KOHTPOJIMPOBAI CBOCBPEMEHHOE BBITIOJHEHHE JIOMAIHUX  3aJaHui
(HampuMep, MO MOCTAHOBKE WM aBTOMATH3alUK 3ByKoB) B pexkume Online.
DNEeKTpOHHAs  IOYTa JaBaja BO3MOXHOCTh  OOMCHUBATBHCS  Pa3ITHYHBIMU
TEMATHYCCKHUMHU CCBUIKAMH Ha CalThl. TakuM 00pa3oM, POJMTEIN IMOCTEIICHHO
CTAaHOBWJIUCh AKTHBHBIMH YYaCTHHKaMH OOpPa30BaTEIbHOTO W BOCIUTATEIBHOTO
mporiecca.

Jns oBnmameHWs] POIMTENSIMU OMPEICICHHBIMH TEOPETUUYCCKUMH 3HAHUSIMH
JIOTOTIETUH MICTIONIE30BANINCH MYJIBTUMEIUITHEIC TPE3CHTAIIH IO PA3IIMIHBIM TEMaM.
KpoMe Toro, OHM TO3BOISUIM TOMOYH POTUTEISIM NPABIIIBHO TOHOOpaTh
oOygaromue KOMITBIOTEPHBIE UTPBI, IPOTPAMMEL, KOMIIBIOTEPHBIE YIPaKHEHUS IS
3aHATHA B JOMAOIHUX YCIOBHAX. POAWTENSAM Tpeiarajich CHEIHATBHO
pa3paboTaHHBIE MYJIbTUMEIUHHBIE TMOCOOWS UIA 3aHATHH C neTbMu goma. OHH
BKJIFOYAJIU B C€651 KaK 3aJaHuda 111 33H}1TI/II71 C ACTbMHU, TaK U peKOMeH}IaHI/II/I K UX
MIPOBEICHUIO, PA3JIMYHBIC CIIOCOOBI U TIPUEMBbI (HOPMUPOBAHUS PEUH U JP.

I/IH}II/IBI/I[[yaHI)HI)Ie KOHCyJ'H)TaHI/II/I C po;u/[TeneM HpOBOI[I/IJ'H/ICI) B BUC
«3JICKTPOHHBIX KOHCYJBTALMI» WK TaK Ha3blBaeMbIe «KOHCYJbTanuu Online». Ha
KOHCyHLTaHI/IHX JaBaJIUCh HO}IpO6HLI€ pa3’h§ICHeHI/I§I 110 BBLITIOJIHCHUIO pra)KHeHI/Iﬁ
M0 33JaHusAM JIOTONeNa, pPacIIUQpOBHIBAINCH HEMOHATHBIE TEPMHHBI U
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¢dopmynupoBku. Pomurensm naBaiich COBETHI, KaK OPTaHU30BATh JESTEIBHOCTD
Jereit Joma Tak, 4To0bl MOMUMO (PYHKIIMH pa3BiIeYeHHs] OHAa BBINOJIHSLIA OBl elie U
pasBuBalolly0. PojuTenn OTHOCHIMCH K TaKMM COBETaM C HMHTEPECOM.
CoBpEMEHHBIM CPEJICTBOM JIOTOIETUYECKOTO NPOCBEIICHHSI POJUTENEH BBICTYHAeT
Omor (cereBoil KypHasm COOBITHIA). YYHUTENb-JIOTONE] HCIOJIB30Bal €ro s
BBID@KCHUSI aBTOPCKOM  MO3MLMUM, CO3JaHUS TEPCOHAIBLHOTO  mopTdoiuo,
KOMMEHTHPOBaHHUS.

Onmcannasle  GopMbl paboTel ¢ pomuTesiMA  A((EKTHBHO TNPUMEHSIINCH
JIOTOTIEZIaMH, HATIOJIHSUTICH HOBBIM COJICP’KaHUEM B COOTBETCTBUH C TPEOOBAHUSAMH,
MPEABIBIAEMBIMU K 00pPa30BaHNIO M BOCIIUTAHMIO IETEH JIONIKOIBHOTO BO3PACTA.

Bce wu3noxkeHHOE MO3BOJISIET paccMaTpHBaTh B3aMMOJCHCTBHE JIOTONEAa W
poamTenel Kak 00s3aTeNbHOE YCIOBHE B Iporecce (POpMHUPOBaHMS pedH AeTeil, a
OTMCaHHAas MOJIENb B3aUMOJEHCTBHS CIIOCOOCTBOBAIA YCTAHOBICHHIO APTHEPCKUX
OTHOIICHMH W TOBBIMICHUS KOMIIETEHLUH pOAMTENed B o0iacTH oOydeHus H
BOCIIUTAHMS IETEH C HAPYLICHUEM PEUH.

CoueraHne TPaAMLUUOHHBIX W COBPEMEHHBIX METOJOB, (OpM, CpEICTB
MeIarOrMYeCKOr0 BO3JACHCTBUS CIIOCOOCTBOBAJIO MOBBIICHUIO 3HAHUN POTUTENCH U
HWHTEpeca K JIeJly BOCIUTaHUs AeTeil ¢ HapyLIeHUsIMH peyHu.
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NADEZHDA PRUDNIKOVA

ESP TEACHING AT THE INSTITUTIONS OF HIGHER EDUCATION IN
MODERN RUSSIA: PROBLEMS AND PERSPECTIVES

Abstract

The author analyses ESP teaching at the institutions of higher education in
modern Russia, explains the main problems and suggests the ways of their solving,
details the quality control system of the students’ progress improvement, presents
the complex approach to interactive ESP teaching and views it as an integral part of
up-to-date interdisciplinary training.

Reforming Russian higher education system in accordance with the main
postulates of Bologna process is in the spotlight of Russian higher education
modernization. European integration as well as labor market internationalization
leads to unification of demands to graduates’ qualifications in the territory of
different European countries.

Concepts of the education system of the Russian Federation evolve. The third
generation standards of education help to include our country into the unified
educational European space.

At present in Russia there exist two educational paradigms: the Russian one and
the Bologna one [3, p. 344]. They can be described as following:

1) traditional Russian qualifications (specialists — postgraduates and PhDs —
Doctors) — frame of reference of the Bologna process (Bachelors — Masters —
Doctors);

2) subject-oriented approach — module-oriented approach to curriculum
development;

3) approach «knowledge — abilities — skills» — competence approach to
assessing students’ progress;

4) National Government education standards — qualification standards valid for
the whole Europe;

5) academic activity within one higher educational institution, region, state —
academic mobility of students and lecturers;

6) introduction of the one performance assessing system (courses, curricula,
lecturers’ workload) in the terms of units clear for both students and
lecturers;

7) compulsory subjects — individual curriculum modeling etc.

Thus the notion “higher education” is becoming broader due to modernization.

Higher educational institutions in Russia compete to each other, the competition
being tough because of the labor market underdevelopment, lack of investments and
the forecasted decrease of the potential students’ number in connection with
demographic problems.

Competitiveness of the higher educational institution depends on the quality of
education, which must satisfy the target audience’s demands in intellectual, cultural
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and moral development, i.e. knowledge base and professional and social skills base
forming harmonious personality.

Development, implementation and maintenance of the education quality
management system become the necessary conditions for successful survival of a
higher educational institution. Quality is viewed as the degree of correspondence of
the actual characteristics to the norms demands.

Quality control system of a higher educational institution throughout the world
is based on the process-oriented approach. Process means the interconnected
activities, transforming inputs into outputs. Thus, managing processes guarantees
forecasted quality, from recruiting applicants to their successful employment after
graduating from the higher educational institution.

We can apply PDCA (Plan-Do-Check-Act) cycle to all the processes.

The role of the higher educational institution means the following:

a. assess and satisfy the needs and expectations of the target audience and the
stakeholders (higher education employees, undergraduates, their parents,
employers, society as a whole);

b. maintain and improve the higher education institution work.

We single out the four principles of quality management at the higher

educational institution:

- meeting the target audience needs (employers’ and undergraduates’ needs);

- process-oriented approach;

- system approach;

- mutually beneficial relations with the partners.

The main processes are planning of the educational activity, provision of
education services, research.

Planning of the educational activity means development of curriculum,
instruction books, progress monitoring (rate system, current and final progress
testing). This process is implemented by the department of foreign languages of the
Balakovo branch of the Russian Presidential Academy of the National Economy and
Public Administration at the high level. The department published several
instruction books for students, developed rate system monitoring the students’
progress, compiled different kinds of tests and exercises for grammar, vocabulary
and comprehension check.

Services provision process comprises applicants’ recruitment, undergraduates
teaching, and further education provision.

Research process means students’ and lecturers’ research work, taking part in
the conferences, publication of abstracts and articles. Students make reports at the
conferences of different levels: municipal, regional, national, international; take part
in the students’ exchange programs.

Additional processes of the higher educational institutions are resources
management, personnel management, engineering management. Resources
management presupposes instruction books and audio-visual aids availability. It’s
necessary to note that authentic instruction books are necessary for EFL and ESP
teaching. We use Oxford University Press and Cambridge University Press manuals
and instruction books comprising authentic texts in English.

Personnel management means upgrade courses for the lecturers according to the
certain schedule. ESP teachers often attend upgrade courses organized by the
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leading higher educational institutions, take part in trainings and internships thus
improving their skill base.

Engineering management means ICT availability. There are two computer
classes in our branch, all the students and lecturers have Internet access and can use
Internet resources for learning.

ESP teaching presupposes working with adult students (according to the
Bachelors’ curriculum special courses and faculties in English language are
scheduled for the second and the third years of studies). Working with the adult
target audience means continuous use of the personality resources of the grown-ups.

Thus, some researchers (D. B. Nikulicheva and others) suggest using cognitive
potential of the grammatical system of the foreign language as the model of
linguistic self-understanding and verbal self-manifestation of a person in the world
[1, p. 310].

Researchers base their conclusions on the fundamental perception of the child’s
ontogenesis impossible without language and speech practice. ESP study done by a
gown-up, according to their opinion, has to solve the similar problem — to form the
personality capable to communicate in the foreign language. This helps to achieve
spontaneous fluency and authenticity of speech practice. Still it’s necessary to note
that aspiration to reconstruct child’s speech development and growth during the
process of teaching adults becomes a kind of simulation.

Lecturers practicing communicative methods of ESP teaching are often
reproached for infantilizing the education process due to ignoring cognitive potential
of the gown-ups. The goal of the D. B. Nikulicheva’s method is to reconstruct such
a mode of communication in a foreign language that could help to simulate intensive
going through the process of personality development from the baby talk stage to
verbal realizing of self-presentation, describing one’s aims, values and abilities by
means of a foreign language.

It’s necessary to recollect and reconstruct emotions of a child who wants to tell
something important to the people who are close to him. Then there begins training
of prosodic and articulation patterns of the foreign language in the mode of acoustic
imitation.

After that the prosodic patterns are filled with the linguistic content presented by
wide range of vocabulary variants. At this step the dialogs are implemented, they are
reproduced by the students according to the norms of speech fluency and intonation
patterns rules. Communication process becomes close to natural one because it
comprises relevant content for each person providing discussion of his typical
locations, activities, traits, goals and values.

Some grammar rules and structure patterns are being learnt, they are associated
with some cognitive models, characteristic of different levels of personality
linguistic development.

Later there appear other tasks: precise meaning expression, grammatical,
stylistic and pragmatic correctness of speech, denoting different notions by the
variety of different linguistic means, capability to use terminology and idioms,
fluency and spontaneous character of speech.

Much attention is paid to the development of conversational skills and error
correction.
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According to the opinion of J. A. Komarova a certain stereotype about structure
of general and specific abilities to foreign language learning is already set.

Individual differences in abilities and talents are described by such parameters
as:

1) synchronism — lack of simultaneity;

2) analytical way of thinking — synthetic way of thinking;

3) self-regulation — active position;

4) consistency — impulsiveness;

5) abstract way of thinking — precise way of thinking;

6) logicality — integrated perception;

7) grasp of the whole phenomena — spatial thinking etc.

Forms of activity of the people having different strategies of ESP learning are
determined by a certain set of innate abilities, this makes individual characteristics
very stable.

For example, such innate factors can be as following: nervous system specifics,
cerebral hemispheres interconnection, the leading type of analyzer and so on.

Researchers studying adult audience, singled out several types of language
mastering:

1) communicative speech-oriented, cognitive linguistic and the mixed one

(communicative linguistic);

2) extroverted and introverted;

3) impulsive and reflexive etc.

The above mentioned types make it possible to classify educational activity in
accordance with three basic programs of differentiation:

1) according to the level of linguistic talent and abilities;

2) according to the level of knowledge and skill base;

3) according to the personality type and social status as well as outlook,
external or internal motivation, sphere of interests and aspirations,
communicative culture of the students.

Each program of differentiation presupposes highlighting certain aspect of the
ESP learning depending on each category of students. Specialists in linguo-didactics
pay special attention to terminology recognizing that special vocabulary is
subdivided into two layers differentiated by stylistic and connotative features: terms
denoting “specialized concepts” and “professionalisms” [3, p. 325]. Studying these
two layers is very specific. Ignoring their differences can cause misunderstanding
during professional communication. Even terms in actual communication may have
synonyms and emotional connotation. Because of this according to S. S. Polskaya
implementing every term into speech practice is not easy. In the situation when
terms have synonyms they must be both introduced in the active vocabulary of the
students. It’s also important to pay attention to the frequency of the term’s usage as
some terms remain up to date, others become obsolete. For students learning ESP
it’s important to know some “professionalisms”. Certainly it’s hard to learn all of
such vocabulary units as they are occasionally used, become obsolete very soon and
are not systematized. Criterion of such vocabulary necessity is frequency in mass
media. Other terms can be easily learnt after graduates begin their own professional
activity.
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To overcome the difficulties of communicating with professionals it’s easier for
those who are competent in different spheres.

The present day researches in different fields have integrated character and are
denoted as “interdisciplinary” ones. Modern science is becoming problem-oriented,
not subject-oriented. Specialists from different fields accumulate their intellectual
resources and cooperate. This helps to solve the existing issues in extraordinary
ways.

Interdisciplinary connections are viewed by the researchers as a pedagogical
category for denoting synthesizing integrative relationships between objects,
phenomena and processes of real life, reflected in the content, forms and methods of
the educational process and performing educational and developing functions.
Interdisciplinary ~ connections form informational, assessing, projecting,
communicative competences viewed as “key competences”. Interdisciplinary
connections also form “emotional intelligence”, i.e. ability to build professional
communication on the basis of psychological characteristics of opponents.

Key competences can be acquired by the students under certain conditions:
education through activities and simulations, aimed at autonomous and responsible
results of the work and organization of productive team work.

Interdisciplinary cooperation during ESP learning must form competences,
corresponding to the certain profile.

ESP is a less broad concept than key notion “communicative competence”. ESP
is developed at the non-linguistic institutions and faculties. It is relatively stable
integrated characteristic of an active subject of education, helping to realize the
linguistic knowledge and speech performance skills during communication.

It’s a combination of linguistic, socio-linguistic and subject sub-competences.

At present teaching translation and interpretation is an urgent question as there
exists a new qualification within further education curriculum — translator in the
sphere of professional communication. According to this education trend there
appeared a shift from elitist translators’ training to the mass training of such
professionals.

The main task of today is to work out and to implement the best teaching
methodology taking into consideration the new challenges and experience of the
interdisciplinary approach.

Tasks at courses are variable and depend on the stage of the study and the type
of the selected translation. Those tasks presuppose the choice of exercises and their
order. Traditionally they single out following types of exercises: linguistic,
communicative (conversational), operational exercises and tasks for mnemonics
development.

It is advisable to teach ESP translation within the complex approach to
interactive method. We view interactive method as harmonizing tutorials having
interactive function and computer language-didactics, as synthesis of cognitive and
communicative approach to ESP teaching.

We think that the following tutorials forms include interactive function: role
plays, business games, simulations, trainings, case studies, Socratic dialogs, Internet
surfing for information search, e-mail projects, multimedia manuals, “brain
storming”, computer tests (on-line and off-line). We categorize the interactive
studies according to the functions (current and final control of ESP formation level,
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games playing, problem solving); according to the form (group studies, independent
computer work, computer tests); according to the didactic purpose in ESP formation
(conversation, written dialog, speech performance, language competence, listening
and reading skills).

Interactive teaching presupposes indirect and direct cooperation of the active
subjects, helping to solve teaching tasks more effectively by using the potential of
participants’ cooperation and interaction. Interaction means information, activities,
values, meanings exchange and personal development as well. Interactive study
cycle includes different stages: certain experience (role-play, interactive exercise
with feedback, case-study); understanding of this experience; introspection
(reflection); new skills practical implementation.

During traditional methods of teaching there are no stages of certain experience
and introspection, and new skills practical implementation is replaced by the
revision of the learnt material. Traditional teaching offers only generalization, and
students become passive listeners, applying foreign language according to the
personal degree of interest to the subject. Interactive teaching means teaching of
communication by means of communication.

Interdisciplinary approach to ESP teaching helps educators to develop ESP
elements: linguistic, sociolinguistic and subject-oriented ones. Linguistic
competence is reflected in correct recognition and use of the foreign language forms
(presupposes knowledge of different linguistic aspects and becomes a foundation for
correct formulation and understanding of the utterance as an act of communication).
Sociolinguistic competence is closely connected with the linguistic competence and
defines the ability to choose linguistic units in accordance with the communicative
situation. Subject-oriented competence is ability to correlate the meaning of the
utterance with the professional theme.

ESP competence is multifaceted; it comprises motivation, understanding, and
implementation steps. Linguistic knowledge is its quantitative aspect, abilities and
skills development is its qualitative aspect. During ESP development students also
build their values system as they have to communicate in the simulated situations of
professional international events. Thus interdisciplinary approach and complex
implementation of the interactive method of teaching can intensify ESP formation
and development of the future professionals.

At present training in Russian higher educational institutions is focused at
development of students as unique personalities capable to choose sphere of
professional interests, to organize work for self-education. The role of knowledge is
not minimized but knowledge is not a goal any more, it is means of students’
development.
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OLGA VOLOSHINA-PALA

COMPETENCY-BASED APPROACH TO EDUCATION IN INTERNATIONAL
DOCUMENTS AND THEORETICAL RESEARCHES OF EDUCATORS IN
GREAT BRITAIN

Abstract

Modern educators consider that the acquiring of important for life competencies
can give an individual the opportunities to orient in a modern society, informational
space, changing development of labour and post-graduation education. Competency-
based approach became a new conceptual orientation of schools in foreign countries
and causes a number of discussions in international and national levels of different
countries.

Introduction

Significant developments in this direction have been made since 80's by the
Organization for Economic Cooperation and Development which experts collect and
analyze data on education in different countries from the standpoint of efficiency
and effectiveness, and systematically seek to implement competency in the essence
of education. The OECD developments are based on several provisions that are now
fundamental to most relevant studies being performed by other institutions,
organizations and professionals working in this sphere. Below are represented the
main ones:

- Formation of competencies is a result of interaction of many different

factors;

- Modern life demands from an individual acquiring a set of skills called key
competencies;

- Choice of the most important (key) competencies should be made at a
fundamental level taking into account current perception of society, an
individual and interaction between them;

- An impact of cultural and other contexts of a society and a nation should be
taken into account;

- Selection and identification of key competencies is influenced by subjective
factors related to an individual such as age, sex, social status, etc.;

- Selection and identification of key competencies requires a broad discussion
among different specialists and representatives of various social groups.

The selection, identification and further development of key competencies and

identification of the development indicators is possible only under compliance with
the above conditions [2, p. 10].

Discussion

According to the OECD definition, the concept of key competencies is useful
to apply only to those competencies that enable an individual to participate
effectively in many social spheres and contribute to improving the quality of society
and personal success. Therefore, they are interpreted as a main set of very general
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concepts being detailed in knowledge, abilities, skills, values and attitudes by
training sectors and spheres of students" life.

Within the category ‘autonomous action’, the key ideas are the development of
an individual and his/her autonomy in terms of making choice and acting in a given
context. Therefore, the key competencies are as follows:

- the ability to protect and take care of the responsibilities, rights, interests and
needs of other individuals, that presumes the ability to make a choice from
the standpoint of a citizen, family member, worker, consumer, etc.;

- the ability to make and implement plans and individual projects allows you
to define and substantiate the objectives considered the reason for being and
correlate them with your own values;

- the ability to act in a large/broad context means that an individual is quite
aware of how the different systems work, of his/her own position within
them, of the possible consequences of their actions, and takes into account
many factors in his/her while making a choice of actions [1].

Let’s follow the evolution of approaches to key competencies in the emerging
common European educational space having analyzed the milestone documents and
acts: White Paper on Education and Training (European Commission, 1996), A
Memorandum on Lifelong Learning (European Commission, 2000), e-Europe 2005:
An information society for all, Commission’s Action Plan for Skills and Mobility
(European Commission, 2002), Key Competencies: A Developing concept in
General Compulsory Education (European Network of Information and
Documentation, 2002), etc.

The important document which outlined European approaches to the definition
of basic skills in the context of the new strategic goals of social development was
the Materials of the Lisbon Summit of the European Council (2000). By providing
the substantiation to the ability to learn throughout life, the Lisbon summit identified
the following groups of basic skills:

- 1T skills;

- Foreign languages;

- Technological culture;

- Entrepreneurship;

- Interpersonal and social competencies;

- Learning skills;

General culture [3].

At the beginning of the XXI century the European Educational Information And
Documentation Network (EURIDICE) made public a base document of the
European Commission - Key Competencies: A Developing Concept in General
Compulsory Education [7]. Outlining the new goals of education for the period up to
2010, this document ‘aggregates’ or integrates approaches to key competencies of
the European Union. Let us provide details of the materials used in Great Britain
(England, Wales and Northern Ireland) [4].

The emphasis was made on the ability of each individual to use his/her skills in
the broad context of different activities, constantly making decisions about when
and what skills should apply. Therefore, during the update of the National
Curriculum of School Education - 1995 in England, Wales and Northern Ireland, the
binding (normative) component was significantly reduced and schools were given
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rights to allocate more curriculum time for developing students in three basic skills
of three areas:

- Communications,

- Calculation,

- Information and communications (IT) technologies [3].

Simultaneously, the qualification requirements for 16-19 year-old citizens of the
country were reviewed in the same manner and in September 2000 the basic skills
have started being widely implemented in the English context. However, the study
found that the process did not involve the Curriculum of Northern Ireland - the
following mandatory components (basic skills) were designated for 14-16 year-old
students (fourth stage) only at the beginning of the XXI century:

- The ability to operate under changing conditions showing flexibility in

behavior;

- Personal-oriented, social education and basics of healthcare;

- Citizenship;

- Work efficiency.

It should be mentioned that the term “basic skills’ in the UK is also widely used
in the field of adult education in regards to language and numerical literacy. In this
context, the Basic Skills Agency defines them as ‘the ability to read, write and speak
English (Welsh), use mathematics at the level of necessary production functions and
in a society as a whole’ [5].

Concerning the compulsory school education, the selection and justification of
key competencies in the UK took place much later, mostly in recent years. From
2000-2001 the Modern National Curriculum for compulsory school education in
England has been inclusive of the requirements to six areas of skills identified as
basic skills because they help students improve their learning and self-presentation
in education, work, and life. The key areas have been identified the following ones:

- Communication;

- Calculation skills;

- Informational technologies (IT);

- Cooperation with other individual/team work;

- Improvement of personal learning and its representation;

- Amelioration and settlement of problems [4].

The first three key areas were provided top priority status and public support
(the nation-wide support strategies in compulsory education league launched),
namely:

- The National Literacy Strategy (NLS) aimed at the development of

communicative skills in elementary school pupils.

- The National Numeracy Strategy (NNS) aimed at the development of
computational skills in elementary school pupils.

- The National Information and Communications Technologies Strategy which
should be actualized in learning the English literature, mathematics, and
natural sciences in line with other national strategies (verbal and numerical
literacy) [8].

The ‘concept of numerical literacy’ is defined as "key vital skill without which

children will feel themselves inferior throughout their lifetime".
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The ‘competency in information and communication technologies’ is far beyond
gaining basic skills and technologies by students. It presumes development of the
aptitude for imaginative and flexible use of technology, as well as for the
identification and application of appropriate knowledge, skills and comprehensions
[71.

In addition to the above mentioned basic skills, the National Curriculum also
involves the development of wide range of skills in elementary school pupils, such
as the ability to think (information processing skills, the ability to argue/debate,
research skills, ability to think creatively, the ability to evaluate, etc.), as well as
financial ability, entrepreneurial skills, and professional training.

All this key areas of skills are given in details in the National Curriculum for
compulsory education in Great Britain. In addition, the English National Curriculum
contains a note specifying the manner in which basic skills should be included in
school curricula and programs. Let’s analyze the identification of key areas of skills
of the National Curriculum.

The ‘communication’ is defined in the document as a key skill that involves the
ability to speak, listen, read and write. The ability to speak and listen requires the
ability to communicate effectively in various situations, including effective
participation in group discussions. The ability to read and write is the ability to read
fluently literary and other texts, critically interpret the reads, write quickly, and do
critical analysis of various texts including own and outsider ones [6].

The ability to develop this crucial skill is greatly attributable to the school
subject ‘English language’ and in the use of language in the study of other subjects.

‘Numerical skill’ means key skill of using numbers inclusive of the
development of ability for mental calculation and the ability to apply it in different
contexts, understanding and use of mathematical language related to numbers and
verbal score for resolving complex problems and explaining their reasons, the ability
to use calculation skills, understanding of arithmetic operations and the use of
mathematics for learning of other subjects of the National Curriculum, as well as in
real-life situations.

The opportunities for developing this key skill are concentrated mainly in the
school subject ‘mathematics’.

The “Information Technologies’ is the key skill inclusive of the ability to use a
set of information sources and tools to find, analyze, interpret, evaluate and use a
variety of information, the ability to critical judgments and making choice of IT
technologies in order to obtain maximum results in evaluation of information,
solving problems, or in the professional activities.

The ability to use information resources involves research skills, ability to make
decisions, the ability of creative thinking, and the ability to do a review, modify and
evaluate work with IT technologies [9].

The opportunities for developing this key skill are concentrated mostly in the
subject "information technology", and in the use of IT technologies "throughout the
complete curriculum®.

The ‘Cooperation with other individuals’: the key skill of cooperation with other
individuals/team work is the ability to cooperate during the discussion in a small
group and in the class as a whole. Cooperating with other individuals the students
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develop social skills, their awareness and comprehension of the needs of other
people.

All school subjects are inclusive of the opportunities for cooperation and
efficient collaboration of students in formal and informal settings, as well as for high
appreciating the experience of others and considering what they think, say, and do.

“Improving own learning and behavior”: the key ability to attract students to
reflecting and critical assessment of their work (the studied material), the ways to
improve training and presentation of the results. Students should be able to identify
learning objectives, to reflect on the process and move forward in learning, to
analyze failures and problems in learning, and to plan ways to improve learning [6].

Conclusion

The analysis shows that the social competency holds the prominent position
among the list of key/core competencies of elementary school pupils in Great
Britain. In the English context it has been defined as "cooperation with other
individuals/team work" and "communication”. The fact that the communication skill
is defined in the UK as a first step (stage) in implementation of key competencies in
the learning process of elementary school, clearly shows the hierarchy of priorities
in this area.

At the end of XX - beginning of XXI century the ‘problem of literacy’ acquired
a new meaning, a new interpretation, and new global resolution strategies. In
modern conditions, the international educational society views public literacy ‘in
close connection to proliferation of civil rights, democracy and mutual
understanding, as well as cultural development of an individual and community as a
whole’ [5, p. 5-7].

Thus, the ideas, concepts and specific scientific statements regarding the
competency-based approach to education, including the elementary school, is a
powerful source of influence on teaching practice and pedagogic thought in the UK.
They are an organic part of the theoretical basis for new approaches to pedagogic
education, where social-cultural training of future educators gains momentum and
becomes a top priority issue.
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VITALIYA GARAPKO

EU STRATEGIES OF INTEGRATING ICT INTO INITIAL TEACHER
TRAINING

Abstract

Education and learning are strongly linked with society and its evolution and
knowledge. In the field of formal education, ICTs are increasingly deployed as tools
to extend the learner's capacity to perceive, understand and communicate, as seen in
the increase in online learning programs and the use of the computer as a learning
support tool in the classroom. They can provide more flexible and effective ways for
professional development for teachers, improve initial teacher training, and connect
teachers to the global teacher community too. This paper analyses a variety of
strategies ICT integration into initial teacher training. Based on the analysis of those
strategies, it discusses new possibilities and challenges that ICT has brought to
teacher training and professional development. It concludes with discussion of
emerging research issues with respect to ICT integration into initial teacher training.

Introduction

We have seen a significant expansion of ICT (Information and Communications
Technologies) in education, not only across economically developed countries, but
also around the world [5, 6, 9, 13]. ICT advances, go beyond personal computing,
facilitating collaboration and social interactions, thus enhancing social development
and social computing [2, p. 436-439]. The latter is a new paradigm of social
learning, networking, communication and technology development, which has
become a hot topic attracting broad interest from various fields of enquiry, scientific
disciplines and social theories [8, p. 336-350; 13, p. 5-12]. To use these tools
effectively and efficiently, teachers need visions of the technologies’ potential,
opportunities to apply them, training and just-in-time support, and time to
experiment. Only then teachers can be informed and confident in their use of new
technologies [1]. They should also be committed to play a leading role in promoting
other teachers' professional development in their own schools [5, p. 148-162]. In
2005, UNESCO launched the "Decade for Education for Sustainable Development",
which aims to accelerate the implementation of a new vision in education where in
this context, ICT has drawn an integral part to advancing ESD (Education for
Sustainable Development) [10, p. 57-59] in two ways: first, by increasing access to
educational materials about sustainability (e.g. via distance learning, educational
networks and databases) and second, by helping to promote new ways of interacting
in order to facilitate the learning called for in ESD, that emphasizes not just
knowledge, but choices, values and actions [7, p. 7].

ICT is more than just another teaching tool [11, p. 14]. Its potential for
improving the quality and standards of pupils' education and for supporting teachers,
both in their everyday classroom role, for example by reducing the time occupied by
the administration associated with it, and in their continuing training and
development is significant. Advances in technology continuously arouse enthusiasm
about the potential of new devices and connectivity for learning situations. The
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current time is no exception: wireless networking, low-cost computers, the
increasing capacity and flexibility of mobile, hand-held devices, for example, all
raise hopes for reaching learners at low cost and with high-quality opportunities.
The most rapidly-spreading ICTs are mobile telephones, and education has yet to tap
into the potential offered by its reach and flexibility. New approaches to teaching
and learning are called for with a corresponding change in the roles of all parties to
the educational process. Easier access to global communication, including the
Internet, the World Wide Web, and the widespread use of computers and interactive
multimedia, means that:

- teaching and learning are less dependent on specific physical locations;

- the number of resources available to students outside the classroom is

increasing dramatically; and

- the focus of control to initiate educational encounters has now passed to the

learner on an 'any time - any place' basis [12, p. 5-6].

ICTs are not only an important addition to the curriculum content, but they have
also added to the educational system a valuable set of new resources and didactical
tools suitable to support the learning process. However, combining new
technologies with effective pedagogy has become a daunting task for both initial
teacher training and in-service training institutions.

This paper looks at progress of strategies in ICT integration in initial teacher
training. Those strategies are organized into a matrix and elaborated with the
collection of cases from leading international organizations such as UNESCO,
EURYDICE, EUROSTAT etc. The paper concludes with a discussion of policy
emerging research issues involved in ICT applications in teacher training. Methods
employed in this study include desk analyses of various strategies of ICT teacher
training cases and approaches published in selected articles or websites.

Discussion

This analysis of resources in ICT initial teacher training indicates that there are
possibilities and challenges in adopting ICT in teacher training and professional
development. Overall, governments, organizations and teacher training institutions
seem to recognize the importance of integrating ICT in education and teacher
training. In many cases, the national vision for ICT use in education has been
integrated into teacher training. In the early 1980s, information technology and
teacher education (ITTE) was part of the general fields of educational technology
and educational computing, and scholarship on ITTE was dispersed throughout the
50 or so journals dealing with some aspect of those disciplines. Journals such as the
Journal of Research on Computing in Education, Computers in the Schools, and
Educational Technology all published occasional papers on ITTE. At about the same
time, this growing number of ITTE professionals found that existing conferences
such as the National Educational Computing Conference (NECC), the American
Educational Research Association (AERA), and the Association for Educational
Communications and Technology (AECT) no longer met their professional needs.

The International Society for Technology in Education (ISTE) was the first
organization to recognize the emerging needs of ITTE, establishing in 1983 a special
interest group for teacher educators interested in the use of computers. That same
year the special interest group published the Journal of Computing in Teacher
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Education, the first refereed quarterly journal dedicated to scholarly research and
professional practice in ITTE. Another indicator of the emergence of ITTE as a sub
discipline is the pattern of reports from the congressional Office of Technology
Assessment (OTA). The original OTA report on technology and education dealt
with the entire field. It addressed problems and issues that surround efforts to
increase the meaningful use of technology in schools. One area of that report dealt
with teacher education. Even with the growing recognition of the need for work on
ITTE, it is interesting to note that the 1200-page Handbook of Research for
Educational Communications and Technology does not have a chapter on
technology and teacher education, and the term teacher education does not appear in
the index of the book [14, p. 29-45].

The new vision of education highlights the need of effective learning and has
shifted the emphasis of various elements involved in the education process. The
international community that pursues progress towards achievement of the
Education for All (EFA) goals, UNESCO believes the time has come to be more
forceful in use of technologies for these ends [12, p. 6-7]. This entails activities to
strengthen national capacities and the professional skills of individuals, to create
new content for education. ICT applications in education should help meet the
challenges of knowledge societies, contribute to the reduction of the digital divide,
including disparities in access to knowledge, and provide opportunities for attaining
quality education and lifelong learning for all [12, p. 7].

Qualified and trained teachers represent the key to quality teaching and learner
motivation. However, in many countries professional expertise is limited and thinly
distributed, particularly for the provision of non-formal literacy education. While
ICT cannot be substitutes for teachers, ICT can supplement and support teachers by
reducing their workload and enhancing their lessons [11, p. 15-24]. Organization
such as The Eurydice Network has been closely following the ICT issue for several
years, publishing data that provide greater insight into how education systems are
taking account of this new situation. Eurydice Survey on this subject was published
in September 2001 and described a better understanding of the nature and scope of
national initiatives in this area.

In the light of the changes were observed in 1998-2001, it may be concluded
that effort had been invested in this area with the very widespread incorporation of
ICT into school curricula and initial teacher training. In over half of the European
countries, training in ICT is compulsory for all future teachers whether they are
intending to work in primary education, lower secondary education or upper
secondary education. In some countries, institutions are totally free to devise and
structure their course of training as they wish. Depending on the institution
concerned, therefore, training in ICT may be a compulsory subject, a core
curriculum option or an optional subject. This applies to the initial training of
teachers for different levels of education in Ireland, Portugal until 2001/02, the
Czech Republic, Hungary, Poland and Romania. In Spain and in the United
Kingdom (Wales and Northern Ireland), all those intending to teach at primary level
receive training in ICT.

On the other hand, corresponding provision for future secondary school teachers
depends on the institution at which they undertake their initial training. In the
French and German-speaking Communities of Belgium, training in ICT is
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compulsory for all those intending to teach at primary and lower secondary levels
whereas, until the start of the 2001/02 school year, training institutions themselves
decided whether to train future teachers in upper secondary education. In Slovakia,
initial training of secondary school teachers has to include ICT-related training,
whereas the inclusion of ICT in the initial training of primary school teachers
depends on the institution they attend. In a few countries, training in the teaching of
ICT is one of the core curriculum options. The training institutions concerned are
thus obliged to offer the subject, but it is left to the trainees to decide whether or not
to include it in their overall course of training. In Germany and in Italy, this applies
to the initial training of all primary and secondary school teachers whereas, in
Liechtenstein and in Bulgaria the same formula is limited to the training of
secondary school teachers and, in Austria, solely to those intending to work at upper
secondary level. In Greece, only teachers in primary education currently receive
compulsory training in the teaching of ICT. At secondary level, this training is not
provided [3, p. 19-48]. In the seventh edition “Key Data on Education in Europe”
appears that in primary education, the compulsory subjects specified in official
curricula are the same in all countries. The main differences at this level relate to
flexible timetables and the obligation to provide ICT instruction and religious or
moral instruction. In countries in which religious or moral instruction is a
compulsory subject, the share of total taught time earmarked for it generally varies
between 4 % and 8 %.

Finally, elements of information and communication technology (ICT) are often
included in compulsory studies. ICT is very rarely taught as a subject in its own
right during primary education, but tends to be used as a resource for working on
other subjects. Case study: Slovakia where ICT is being taught from the first year of
primary school from 2007/08. Study time in compulsory secondary education
remains totally flexible in the Netherlands and the United Kingdom and is almost
entirely so in the Flemish Community of Belgium. Spain exhibits a similar situation
in primary and secondary education, while the proportion of flexible timetables
plummets from 47 % (primary) to 6 % (secondary) in Poland. Furthermore, in the
majority of countries, pupils in compulsory general secondary education are free to
choose their subjects up to a point, as 'core curriculum options' enable them to select
certain subjects from a predetermined list. Information and communication
technology (ICT) is taught as a subject in its own right in almost half of all
countries, but accounts for a very small proportion of taught time. Very often, ICT is
included in other subjects or taught as part of technology studies (Spain, France,
Italy, Slovenia and Finland) [4, p. 150-190].

In addition, such projects as a European Qualifications Framework for Lifelong
Learning (EQF) and the Education for All (EFA) in several developing countries is
being implemented with close relationship with each country's government to
integrate its activities into the nation's educational vision and policies.

Conclusion

A number of strategic actions are proposed in materials of international
organizations mentioned above that could help teachers move from perspective and
occasional ICT users to engaged and innovative users are:
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1. Capacity building on ICT-enabled ESD based on blended models of training
which would start with the training of a number of well-motivated ICT/ESD-literate
teachers to function as resources in their own school and district.

2. Connect ESD capacity building to educational reform and change, giving due
emphasis to the process as well as the substance of change.

3. Revise traditional teaching method and practices.

4. Governmental and administrative support: if teachers trained to integrate
sustainable development and ICT in teaching and learning is to be effective, then
responsible authorities should provide teachers pursuing training in this area with all
the facilities and provide ESD innovative teachers' schools with extra computers and
software [4, 6, 12].

ICT teacher training efforts made by organizations have shown training
advantages of international collaborations and benefits of using ICT for teacher
training. Furthermore, more attention should be paid to specific roles of ICT in
offering multimedia simulations of good teaching practices, delivering
individualized training courses, helping overcome teachers' isolation, connecting
individual teachers to a larger teaching community on a continuous basis, and
promoting teacher-to-teacher collaboration. Intended outcomes as well as
unintended results of using ICT for teacher professional development need to be
explored [4, 6, 12].
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KAHANbI COLMANU3ALNA NNYHOCTU HA COBPEMEHHOM 3TATNE
PA3BUTUA POCCUNCKOI O OBLLECTBA

SOCIALISATION CHANNELS OF THE PERSONALITY AT THE PRESENT
DEVELOPMENT STAGE OF THE RUSSIAN SOCIETY

AHHoTauusn / Abstract

Kanamsr comuaan3anui — JTO IYTH MPOTCKAHUA IIpoLEcCa COIMATIN3AINU,
OonpeAcdrommue €ro MHANBUAYaJIbHbIC, cneun(bnqecm/[e XapaKTCpUCTHUKU, BBUIAY
OTJINYUTEIBHBIX 0COOEHHOCTEN arcHToB, yCHOBI/Iﬁ u HaHpaBJ‘IeHI/Iﬁ COIIMaJIbHOI'O
CTAaHOBJICHUSA U pa3dBUTHUA JIMYHOCTH. Ilo Tunojioruu KaHajbl conuajmn3zanuu MOryT
noApa3aACiasATbCA Ha TpaJUIIMOHHBIC, O(1)I/IHI/IaJ'II>HO-I/IHCTI/ITyHI/IOHaHLHLIe,
Cy6KyJ'ILTypHLIe, BUPTYaJbHBIC W  1p. Ha COBPCMCHHOM JTale pa3BUTHUA
poccuiickoro OOIIeCTBa HCCIENOBAaTENd BBIACISAIOT TPH TPYHIBl  IIPoOIEM
conpanu3aliy  JeTeil W  MOJOICKH, BIUAIONIE HAa MOAAQUKAIMIO U
Tpchq)opMaumo OCHOBHBIX KaHaJOB COOHAJIMW3aMU JIMYHOCTHU. COLHAJIBbHO-
TICUXOJIOTHYECKHUE, ECTECTBEHHO-KYJIBTYPHBIE 1 COITUAJIBHO-KYJIBTYPHBIC.

Channels of socialization are socialization development ways, defining its
individual, specific characteristics, in view of distinctive features of agents,
conditions and directions of social formation and development of the personality.
On typology channels of socialization can be subdivided into traditional, official and
institutional, subcultural, virtual etc. At the present stage of development of the
Russian society researchers allocate three groups of problems of socialization of
children and youth influencing modification and transformation of the main
channels of socialization of the personality: the social and psychological, natural and
cultural, social and cultural.

B onmcannm cymHocTH mporecca COLMANN3AMN HUCTIONB3YETCsS YCTOSBIIHICS
TEPMHUHOJIOTHYECKUI ~ammapar, B KOTOPBI BXOIAT TaKWE MOHSTHA, Kak
«COLMANM3aIMsA», «DaKTOPBHl  COLMATM3ALMU»,  «YCIOBUA  COLMAIU3ALUM»,
«MEXaHM3MBl  COLMAIN3AIUNY,  «HHCTUTYTHl  COIMAJHU3AIMN»,  «areHTHI
conpanu3anumy 1 1ap. MeHee ymoTpeOUTEIbHBIM H PEXKe BCTPEYAEMbIM TEPMUHOM,
B KOHTEKCTE PACCMOTPEHHUS NPOILECCAa COLMAIMU3AINH, SABISIETCS TEPMHUH «KaHAJbI
conpanuzanum». Mexay TeM, MO CBOEMY JICKCHYECKOMY 3HA4E€HHIO, OH MOXKET
IPETEHAOBATh HA 0003HAYCHUE BAXKHOTO CMBICIIO3HAYNMOIO TEPMHUHOIOTHUECKOTO
Jokyca. Mbl nipeasiaraeM ciegyroliee onpenenenue: «Kanansl conuanusaniy — 3To
IIyTU MPOTEKaHMs MpoLecca CONUANN3alUY, ONPEeAoNe er0 NHAUBUYaIbHEIE,
cnenuduIeckne XapaKTepUCTUKHU, BBUIY OTJIMYUTEIBHBIX OCOOCHHOCTEH areHTOB,
YCJIOBHI M HalpaBJICHUH COLMAILHOTO CTAHOBJICHUS U PAa3BUTHS JIMYHOCTHY. Takum
o0pa3oM, «KaHaJbl COLMAJIM3ALUM» MOTYT TpPaKTOBaTbCs B COOTBETCTBUHM C
(bopMynoii: «AreHThl COIHMAIM3ALMKM + YCJIOBHS COLMAIM3ALUM + HarpaBieHUEe
COLMAIM3allM = KaHalbl CONMAIN3alMK». B OTHONIEHWH CyIIECTBUTEIHLHOTO
«IpoLecc» YMOTPEOUTENbHBIM SIBIISIETCSI TJArol «IPOTEKAeT», B JIUTEPATYPHBIX
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HACTOYHUKAX BCTPEYACTCS CIIOBOCOYETAHHE «COIHAIM3ALUS MPOTEKAET», IMO3TOMY
TEPMHH «KaHAJBI COIMAIHM3AIMN» MPETEHIYeT Ha TO, YTOOBI TAPMOHUYHO 3aHATh
CBOIO TEPMHUHOJIOTMYECKYIO HUIILY B T€3aypyce.

Kak rmoka3biBaeT mNpPOBEACHHBIM aHaiW3, 3HAYEHUE TIOHATHS «KaHAJbI
COIMATU3alU» OJIM3KO 3HAYCHHUIO MMOHATHS «MEXaHHU3MBI COIIHAIU3AIIMMIY, OJHAKO,
HUMEET CBOM OTIHYUTEIbHBIC OCOOCHHOCTH, T.K. BKIIOYACT HE (DAKTOPHI, a YCIOBUS
COIIMAJILHOTO CTAaHOBJICHUSI M PAa3BUTHUSL JIMYHOCTH, KPOME TOTO, HaIpaBlieHUE
MIPOTEKAHUS paccMaTpuBaeMoro mporecca. OCHOBHBIC HAIIPaBICHUS CONUANTNA3AIIII
COOTBETCTBYIOT KJIIOYEBBIM ctepam JKH3HEICITSILHOCTH JeJloBeKa:
MOBEICHUYECKON, OMOIIMOHATFHO-UYBCTBEHHOW, TO3HABATENbHOH, OBITHITHOM,
MOPaJIbHO-HPABCTBEHHON, MEXJIMYHOCTHOU. B Xo4e coumanuzanuu no TomMy WU
WHOMY KaHally Kaxaas W3 3TUX cdep >XU3HEACATEIHHOCTH XapaKTepU3yeTcs
ONPEIEIICHHBIM BEKTOPOM Pa3BUTHSL.

ITonsTe  «kaHambl  COIMANU3ALMU»  XapaKTePU3YeTCS  BBIPAKECHHBIM
KOMIUIEKCHBIM XapaKTepOM, TIOTOMY YTO OTpPa)KaeT OJHOBPEMEHHO HECKOIBKO
MPUHIUIHATBHBIX XapaKTEPUCTHK MPOIECCa, OHO MOXKET OBITh MPHU3BAHO BCKPHITH
crenuUKy COIMATM3AINY, B 3aBHCUMOCTH OT TEX WJIM WHBIX IPU3HAKOB.

bnnzocTh TEPMHUHOJOTUYECKUX 3HAYEHUH MOHATHII MEXaHM3MOB M KaHAJOB
COIMANTN3aIIUY MO3BOJIIET BBHICTPOUTH «JIEKCHUECKHE Mapalljiein» B UX THUIIOJOTHUH.
Bo3MoxHO BEIZIETIEHHE MHOJKECTBA KaHAJI0B COIHAIN3AIlAH, YTO CBSI3aHO C TEM, YTO
JIMYHOCTh MOXKET MOWTH MO pa3HbIM MYTSM CBOETO COLMAJIbHOTO CTAHOBJICHMS,
MOo3TOMY Jt00as W3 TMpelaraéMbIX THUIOJOTHH PHCKYeT OBITh HEMOJIHOM.
OcymiecTBUM ~ TOMBITKY ~ OOO3HAYEHUS  OCHOBHBIX ~ aKTYaJbHBIX  KaHAJIOB
conpanu3anui. ['OBOPUTH 00 aKTyalbHEIX B TO WM HWHOE BpeMs KaHAIax
COIMANTN3AIINY TTO3BOJIMUTEIHLHO, BBUAY TOTO YTO MOHATHE MOAPa3yMEBAET yCIIOBUS
(a HEe ¢akTophl) colMaIM3aMN, a 3HAYUT, SIBISIETCS JUHAMUYECKOW CHCTEMOM,
pearupyooield Ha U3MEHSIONINeCS 00CTOSATENILCTBA COMUATBLHON JEHMCTBUTEIHLHOCTH
(teM cambpIM O0OOCHOBBIBaeTCS MpoOJeMa MaHHOW KOJJIEKTHBHOIM paboTsl). [lo
HEJJABHETO BPEMEHM IeIaror M ICUXOJOTH H3y4yajd MPOILECChl COLUATU3AINMY,
MHIVUBUAYATBHOTO PA3BUTUS W CTAHOBIICHUS IMOAPACTAIONICH JTUYHOCTH TaK, OyATO
OHM (3TH MPOIIECCHI) COBEPILAINCH B HEM3MEHHOM COIMAJILHOM MHpE, TOr/a Kak
HCTOPHKH, COIHOJIOTH, STHOTPA(BI, MOJTUTHKH UCCIICIOBAIN U3MECHCHHS B COIIYME
0e3 yuera CIBUTOB B COJICPKAHUH U CTPYKTYPE KUZHECHHOTO ITyTH UHIUBUJIA.

CeronHd TakoW TOOXOJ SIBISIETCS HEYAOBIETBOPUTENIBHBIM: €CIIM JaxKe
MPENONI0KNATh, YTO TCHUXO(U3UOIOTHUECKUE M  COLHMAIBHO-TICHXOJOTHYCCKUE
OCOOCHHOCTH  COBPEMEHHBIX  MOJPOCTKOB  COXPaHWIIUCh, YTO  SIBJIACTCS
COMHUTENBFHBIM B CBS3M C  ABJICHWSAMH  aKcelepanuyd, HMH(aHTIIN3MA,
MaprUHAIbHOCTH, SKOJIOTMYECKUMHU KaTaKIM3MaMu, HAallMOHAJIbHBIM BO3POXKICHUEM
U T.OI., TO UX PEAIBHOE BBICOKOCOIEPKATEILHOE HANOJHEHHE B COBPEMEHHBIX
YCIOBUSX TEPEXOAa K HOBBIM OSKOHOMHYECKMM OTHOILEHHUSM OCTaeTCs IOKa
OTKPBITBIM.

K rpynne TpaaunuMOHHBIX KaHAJOB COLMANM3AIMH CIEAYET OTHECTH CEMBIO,
OKPYXAIOUIYI0 JINYHOCTh  COIMOKYJBTYPHYIO Cpelly, PpEIUTHO3HBIA  KaHal
colpanu3aiyi. Are€HTaMH COIMaU3allii B TPAJUIMOHHBIX KaHajaX BBICTYHAIOT
camble OJU3KKME U BaXKHBIC JJIs YeJIOBEeKa Jtou. [Ipexae Bcero, 3To poauteiun. B
OOJIBIIMHCTBE CEMEH KIIIOYCBOC 3HAYCHHE B YCICIIHOHM coIMain3aiuu peOeHKa
AMeeT MaTb. B OKpyKawlleld JHUYHOCTh COLUOKYJBTYPHOH Cpele areHraMu
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COLMATHM3ALNHA CTAHOBATCA CYOBEKTBI KyJIbTYypBI, KOTOPHIE €€ MPOAYLHPYIOT H
Onmaromapst el CymiecTBYIOT (BBIJAIONIMECS JIMYHOCTH, COLMAJIBHBIE TPYIIIIH,
oOmiectBo). B penurum areHToM couMaNM3allMM MOXET CTaTh CBSILICHHUK,
yBa)KaeMbIil IPUXO0’KaHWUH, WICTLHBIM BAPUAHTOM SIBIISIETCS TyXOBHHK.

TpaauiuoHHBIE KaHAJBl COLMAIN3AIMH OKa3bIBAIOTCS 0CO00 IMOJBEPIKEHHBIMHU
TEHJCHIUSIM MOIU(UKAIINK B YCIIOBUSAX TPAaH3UTUBHOCTH (IepeXoaHOCTH). B Takue
MeproAbl WJET TEepeolleHKa IIEHHOCTel B 0OIecTBE, MPUBOAALIAS, 3a4acTylo, K
neopmanuu  mpeAcTaBICHMI 00 HAeasaXx CEeMEMHOro yKiana, 3HAuYeHHH
KyJIBTYPHBIX apTe()aKkTOB, IEPKOBHBIX HCTHHAX.

Bektopsl  pa3BUTHA KIIOYEBBIX cep OKU3HEHCSTEIBHOCTH JIMYHOCTH,
OTIPENEISIIONINE HANPaBICHHUS IPOIEcca COLMANN3AIMK, MNPOTEKAIOMETo 110
TPaIMLMOHHBIM  KaHajlaM, OTIMYAIOTCS  BBIPQKEHHOH  OpHeHTanmedl  Ha
YCTOSIBUIYIOCSI CHUCTEMY LIEHHOCTEH; NpPHHATEIE B TOM WJIM HHOM COIIHAJIbHOM
OKPYKCHUU MATTCPHBI MMOBEACHUA; BOSMOKHOCTb MPOABJICHUA UCKPECHHUX YYBCTB U
SMOIMH; YCBOGHHE CTEPEOTHIIHOIO Habopa 3HaHMW, yMEHMH U HAaBBIKOB;
COXpaHEHHE TpPAJAWIMKA W YKIaga >KU3HM B OOINECTBE; ONMpeAesieHHe cTaryca M
HepapxuuecKol 3HAYMMOCTH OJIM3KHX JIFOJIEH U 1.

B Ka4yeCTBEC O(bI/IHI/IaJ'II)HO-I/IHCTI/ITyHI/IOHaHBHLIX KaHaJI0B conuaau3anuu
BBICTYIIAIOT OOLIECTBEHHBIE CTPYKTYPBI, MMEIOIINE BIHMSHUE HA YTBEPKICHHUE
OTIpEJICTICHHON COBOKYITHOCTH HOPM M TPaBHJI JKH3HEAEATEIHHOCTH B COLMyME U
3aJIal0IIMe OPHEHTHPHI OOMIECTBEHHO IPHEMIICMOTO pAa3BUTHS WHIMBHIA. OTH
00IIeCTBEHHBIE CTPYKTYPHI MOTYT BBINOJHSTH COLMAIN3UPYIONIYI0 (QYHKIHIO Kak
COITyTCTBYIOLIYI0O WX OCHOBHOMY TNpenHasHadeHuro. Ha ¢one wu3MeHeHuH,
IIPOMCXOJSIIINX B COBPEMEHHOM POCCHICKOM OOIIECTBE, B KauecTBE O(UIMAIBEHO-
MHCTUTYLMOHAIBHBIX KAaHAJIOB COLMAJIM3alMK 0CO00 aKTyaln3UPYIOTCS PBIHOK
TpyZa, MHCTUTYT MPEANPHUHUMATENHCTBA, PA3HOTO POJa COLHAaIbHbIE OpPraHUu3alun
U JOBUXCHMUA. TaK, B YaCTHOCTH, HEINPCPHIBHOMY MH3MECHCHHUIO W PA3BUTUIO
OKa3bIBAIOTCA MOABCPKEHBI COLMUAIIBHBIC ABVXCHUA — Pa3HOBUIHOCTH COIUMAJIBHBIX
MPOLIECCOB, NPEACTABISIOMINX COOOH NEATENPHOCTh JIFOAEH, NMpHHALIEKAMUX K
pasNMYHBIM  COLMAJBHBIM TIpynmaM. B 3moxy mepeMeH akTyalu3upyercs
JIeSITENIFHOCTE  pe()OPMAaTOPCKUX — JBWKEHHH (OTHENBHBIM THI  COLMANIBHBIX
IBIDKCHWH) Kak O(QHIMAIbHO-WHCTUTYIHOHAIBHOTO KaHala  COLHMAaIM3aliH.
PedopmaTopckue ABMKEHHST HalpaBJICHbI HA U3MEHEHUE HE BCEro OOLIECTBA, a €ro
OTJEJBbHBIX CTOPOH. DTU JABMXKECHUS XapaKTEPHBI JUIsL OOIIECTB C BHICOKUM YPOBHEM
pasBUTHS JleMOKpaTHH. J[toan BBICKa3bIBAIOT CBOE MHEHHWE 110 TTOBOAY MPHHATHS
TOrO WJIM WHOTO 3aKOHA, BBICTYHAIOT 32 pedopMHUpOBaHHE OIPEAEICHHOH chepsl
OOIIECTBEHHOW JKM3HH, BCE 3TO HMMEET BBIPRKEHHOE BO3JCHCTBHE HA IPOILECC
COLMATTM3ALIUH.

B mpomecce B3aMMOIEHCTBHA YEIOBEKA C pPA3MUYHBIMH HMHCTUTYTAMH U
OpPraHM3alMsIMU TIPOMCXOANT HApacTAloIlee HAKOIUICHWE MM COOTBETCTBYIOIIHX
3HaHWH W OIBITA COIMAIBLHO O0OPSEMOTO IOBEACHUS, a TAKXKE ONBITa UMHUTAINU
COLMAJIBHO OJ00PSIEMOro MOBEJEHHUS W KOHQIIMKTHOTO WJIM OECKOH()IMKTHOTO
n30eraHus BBIIOIHEHUS COIIMAJIbHBIX HOPM.

BekTopbl pa3BuTHs KIIIOYEBBIX cep KUZHENEATEIbHOCTH JIMYHOCTH, 3a1aI0IINe
HampaBJeHUs Tpolecca COLMAIM3aLUK, IPOTEKAIoIero 1o oduiHuanbHO-
WHCTUTYIHMOHAJIbHBIM KaHaJlaM, OINPCACIAOTCA TEM, YTO M CEroJgHsA, 1o MHCHUIO
MHOTHX Yy4YeHBIX, Poccus mpencTaBisieT co0oil obmiecTBo-Tpanchopmep, KOTOpoe
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XapaKTepU3yeTCsl TaKUMHU YepTaMH, KaK COLMAJbHAs JHTPONMA, T.€. TOTAJIbHAs
JICCOIMIAnMsl O0IecTBa M HECIIOCOOHOCTh K peayM3alud OOLICHAIIMOHAIBHBIX
HUHTEPECOB; CypporaTtHasl UAE0Norus, T. €. IePMaHEHTHBIH KPU3UC HJICHTUYHOCTH U
HECIIOCOOHOCTh COXPaHHUTh CBOM 0a30Bble IIEHHOCTH. J{J11 cCOBpeMEHHOTo 00IecTBa
npoOieMa  COIMANBHOW HOPMBI W COLMANBbHOTO  OTKJIOHEHHS  SIBIISICTCS
MMMaHEHTHOH, MaciiTaOHOM M MHOroruiaHoBod. OHa MO-pa3HOMY IPOSIBIISIETCS B
Pa3IMYHBIX COILHUANBHBIX HHCTUTYTaX, B Pa3HBIX YCJIOBHAX. B HayduHoMm muiaHe
npoOsieMa CONMANM3alUK MO O(HUIMANEHO-MHCTHTYIIMOHAIBHEIM KaHalaM HOCHT
KOMIUIEKCHBIH ~ MEXIUCLHUILIMHAPHBIN  Xapaktep. COBpPEMEHHBIE —COLMATIbHBIC
HHCTHUTYTHI CYIECTBEHHO OTJIMYAIOTCS APYr OT APYra IO CTENEHH PerjiaMeHTalun
UCTIONIHEHUS. MPEJIHCAaHHBIX COLMAIBHBIX POJEH M  YPOBHA IOPUCIUKLIUU
COLIMAJIBHBIX CAHKIINH.

CyOKynbTypHBIE KaHAIBl OTIMYAIOTCS OCOOOH CHCTEMOH IIEHHOCTEH,
UCTIONB3YEMBIM SI3BIKOM, MaHEpPOH IOBEACHHUS, ONESKIONH M JIPYTMMH acleKTaMHu
cyOBeKTOB coumanu3anuu. PasznuuaioT CyOKynbTypbl, (opMHpYROLIHecs Ha
HalMOHAIIBHOMH, AeMorpaguyeckoi, MpohecCHOHATIBHOM, reorpapuyecKon 1 Ipyrux
OCHOBaxXx. B KkauecTBe MpPEICTaBICHHOCTH CYOKYJIbTYypsl B  COIHAJIHHOM
IIPOCTPAHCTBE BBICTYIACT 33]]aBACMBbIH €10 CTUIIb KU3HH.

CoBpemeHHasi CyOKyIbTYpHasi cpella XapaKTepu3yeTcs BO3pacTaHUEM Mepbl
YeJIOBEUECKON  CyOBEKTHOCTH, UTO TMPOSBISIETCS B  CTPEMIICHHH  3aHATh
JIOMHUHUPYIOLTYIO TO3UIMIO B OTHOIIGHHH TEX WM HWHBIX COLMAIBHBIX COOBITHH.
CraTyCHO 3HaUMMOTO MECTa B COLIMAIBHOM MHUPE UYENOBEK JOCTUTAET B PE3yNbTaTe
WHIIMBUIYaIbHOH aKTHBHOCTH, CYOBEKTHOCTH, aBTOHOMHOCTH, HHHOBalMOHHOCTH.
Bce o006o3HaueHHBIE UYEPTHl MOTEHIMAIBHO MPUCYINM CYOKYJIBTYPHBIM KaHalaM
CONMAIN3AINH.

Bextopbl pa3BUTHA  KIIOYEBBIX chep IKU3HEASATENBbHOCTH  JHMYHOCTH,
OTIpE/ICIAIONINE HANPABICHHSA TIPOIEcCa CONMAIM3ANNHM, MPOTEKAIOMETro 10
CyOKyJIBTYPHBIM KaHaJlaM, TPOSIBISIOTCS B OOITHOCTH CTWIIS JKWU3HU, TOBEACHUS,
TPYIIOBBIX HOPM, IIEHHOCTEH W CTEPEOTHIIOB IMPEACTABUTENECH CYOKyIbTyphl. WX
OTIpeNIeNAIONIeH XapaKTepUCTUKONH B coBpeMeHHOW Poccum sBisercs ¢eHoMeH
CyOBEKTHBHOW «pPa3MBITOCTH», HEOIPEAEICHHOCTH, OTUYXICHUS OT OCHOBHBIX
HOPMAaTHBHBIX IIEHHOCTEH (1leHHOCTell OoJybIIMHCTBA). Y MHOTHX IIOJPOCTKOB
OTCYTCTBYET 4YETKO BBIPAXCHHAs JIMYHOCTHAS CaMOMJCHTHU(UKAIMS, CHIIBHBI
MIOBE/ICHYECKHE CTEPEOTHIIB, OOYCIIOBIMBAIOLINE JETIEPCOHATU3ANNIO YCTaHOBOK.
IMo3unus oT4yXAE€HUS B €r0 SK3UCTEHIIMOHATIHHOM MPEIOMIICHUH TPOCMATPUBAETCS
Kak B OTHOLICHWM K COLMYMY, TaKk M B MEXICHEpAlMOHHOM OOIIeHHH, B
KOHTPKYJIbTYPHOH HAaIPaBICHHOCTH MOJIOAEKHOTO 10CYTa.

ConpnanpHOE OTUYXICHHE TPOSABIACTCS Yalle BCETO B alaThH, Oe3pa3iudui K
MOJMTHYECKON KM3HU OOINECTBa, B IO3WIMH «CTOpPOHHEro HaOmomartens». Ha
YPOBHE  CAMOWACHTH(UKAIMM  MNPOSABICHHE  KAKUX-THOO  ONpEeIeTIeHHBIX
MOJUTHYECKUX YCTAHOBOK MHMHUMAlbHO. BMmecTe ¢ TeM 5MOLMOHAIIBHOCTB,
JITKOBEPHOCTh M TICUXOJIOTHYECKas HEYyCTONUMBOCTH MOJIOMABIX JIOAEH MOXET
YMEJIO UCTIOJIb30BAThCS MOJINTHYECKUMHU DIIUTaMH B 00phOe 3a BI1acTb.

K umcny akTyadbHBIX KaHAJIOB COIMAIM3allMU JIMYHOCTU B TOCJIEAHEE BpeMs
ClielyeT OTHECTH TaK)Ke BHUPTYallbHblE KaHalbl couuanu3auud. Hawubonee
MOKa3aTeJbHO OTH KaHajbl XapakTepu3yeT TEPMHH «KHOepcoLluraan3anusy,
npeioxkeHHbI B. A. IlnemakoBeiM [2], 0ol KOTOPOH MOHUMAETCs COLMAIN3AIUSL
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JUYHOCTH B KUOEPIPOCTPAHCTBE — MPOIIECC KAYECTBEHHBIX M3MEHEHHUI CTPYKTYPHI
CaMOCO3HAaHUsI JIMYHOCTH, a TaKke MOTHUBAIMOHHO-IIOTPEOHOCTHON cdepsl
UHAWBUAYyMa, NPOUCXOJAIIMNA TOJA BIMSHUEM U B pPe3ylbTaTe HUCIOIb30BaHUS
YEJIOBEKOM COBPEMEHHBIX MH(pOPMaIMOHHO-KOMMYHHKAIMOHHBIX, KOMITBIOTEPHBIX
1 NUQPOBBIX TEXHOJOTHI B KOHTEKCTE YCBOCHUS M BOCIIPOM3BOJICTBA UM KYJIBTYPbI
B PaMKax NEPCOHAIBHOMN KU3HEAEATEIIbHOCTH.

CMBICIT KHOEpCOIMaN3alui COCTOUT B TOM, YTO YEJIOBEK MEHSETCS B Ipoliecce
HCTIONB30BaHUSI HOBOM TEXHMKM W COBPEMEHHBIX TEXHOJOTHH. Y deloBeKa
MEHSETCS OTHOIICHHWE K MHpPY, K APYTHUM IIOISIM, K cebe. MEeHSIOTCS WHTEpECHI,
TpaHCHOPMHUPYIOTCS ~ MOTHBBI  JeATENBHOCTH,  co3HaHme.  CoBpeMEHHBIC
WHPOPMALMOHHBIE TEXHOJIOTUH M3MEHHJIM HE TOJIBKO XapakTep paOOTHI YeloBeKa,
€ro CONWANbHBIC CBS3H, TPHPONY COIHMANBHBIX KOMMYHHKAIUH, ¥ CaMHX
COLMANBGHBIX OTHOIICHWH, OHU TpaHC(HOPMUPOBAIM OpTaHU3AIMOHHBIE (OPMEI
COLIMAIBHOTO  B3aUMOAEWCTBHUS,  CYIIECTBEHHO  IpeoOpa3oBald  CHUCTEMY
COLMAIBHOTO  KOHTPOJIS W BIMAHUSA, BHECIM  HOBBIE  JJIEMEHTH B
HHCTUTYLMOHANBHYIO cucTeMy. COBpEeMEHHBIN MOJPOCTOK MEramojinca, KpyImHOTo
HACEeJICHHOTO TYHKTa, a cedlvac yXe M Majoro ropoja, 4YTOOBI CUHUTAThCS
YCHENIHbIM, TPaKTHYECKH o005f3aH OBITh BCETAa «OHJAMH»: C BKIIOYEHHBIM
KPYTJIOCYTOYHO COTOBBIM (MOOMJIBHBIM) Telie)OHOM, HACTPOCHHOI Ha MIHOBEHHOE
OTOBEIICHHE O HOBOM WHCBME OJIIEKTPOHHOM moutod (e-mail), omHmaiiH B
MporpamMMax-KIMEeHTaX il MTHOBeHHOTo oOMeHa coobmenusmu (ICQ, Odigo mmu
IPYTUX WHTEPHET-TICHKepax) U HECKOIBKUX COIMATIBHBIX CETIX MHTCPHET-CPEIbI
(Harpumep, oy sApHbIX 11 Poccun «BroHTakTe» 11 « OTHOKIIACCHUKHY») U T. .

Ob6o03HaueHNEM TPaIUIHOHHBIX, 0(UIHANTEHO-HHCTUTYIHOHATBHBIX,
CyOKYNBTYPHBIX, BUPTYAIbHBIX TPYII KaHAJIOB COIHMAIH3AIMU HE MCUEPITBIBACTCS
ux tunoyorusa. KpoMme TOro, yuuTbiBas CBOMCTBEHHYIO IIPOLECCY COLMAIU3ALUU
CTHXUIHOCTh, a TaKkKe JIUHAMHYHOCTb M IIEPMAHEHTHOCTh  OTICIBHBIX
XapaKTEPUCTUK POCCUHCKON COIUAIbHOMN NeWCTBUTENHHOCTH, BAXKHO UMETh B BUAY
KaHaJbl, He OTHOCSIIHECS OJHO3HAYHO K KaKOMY-TTHOO 13 0003HAUYEHHBIX THIIOB.

Ha coBpemeHHOM »Tame pa3BUTHS POCCHIICKOTO OOIIECTBA HCCIEAOBATENN
BBIJICTISIFOT TPH TPYIIIBI MPOOJIEM COLMATU3alUK AETeH M MOJIOJEKH: COIHAIBHO-
NCUXOJOTHUECKUE, €CTECTBEHHO-KYIbTYpHBIE U COLIMAIBHO-KYJIBTypHBIE.
CounanbHO-TICUXOJIOTHYECKHE  NpOOJIEMBI  CBSI3aHBI co CTaHOBJICHUEM
CaMOCO3HAHUSI MOJIOJBIX JIIOJeH, MX caMOOIpeAeleHUeM, CaMOaKTyaau3alueH,
caMOYTBEp)KAEHHEM M camopas3BuTHeM. Halmromaercss TeHaeHIMs K HOAMEHE Yy
MOJIOI)KH HOPM LEHHOCTH BBICOKOH KYJIBTYpPhl YCPEAHEHHBIMH 00pa3lamu
MAacCOBOM  MOTPEOMTEIHCKONH  KYyJIbTYpHI, MEPEOPHUCHTAIIMH  MOJIOACKH  OT
KOJUICKTHBUCTCKMX  JYXOBHBIX IEHHOCTEH K  KOPBICTHO-HHIMBHIYaJIbHBIM
HEHHOCTAM. JTO, a TaKXKe OTCYTCTBHE UETKO C(HOPMYIMPOBaHHOW HAIMOHAIHHOM
uaen W OOBENWHSIOMEH WACONOTHH, CTPATETHH PAa3BUTHA, KOHCOJIHIMPYIOMIESH
00IIecTBO, HENOCTATOYHOE BHHMAaHHE K KYJIBTYPHOMY pa3BUTHIO HAaCEJICHHS,
IPOTUBOPEYUBOCTh TOCYAAPCTBEHHOW MOJIOJICKHOM TONUTHUKH 3aKOHOMEPHO
MIPUBOJUT K KpaifHe HEraTUBHBIM ITOCIIEACTBUSIM.

Ha ¢oHe MHpOBO33peHUECKOW HEOMPEACICHHOCTH MOJIONEKH (OTCYTCTBUS Y
HEe MHPOBO33PEHUYECKUX OCHOB CMBICIOOPUCHTAIMH M COLMAIbHO-KYIbTYPHOI
nieHTUGHUKALUK), KOMMEpUMalU3aluud ©  HeratuBHoro  BiusHus CMU
(popmupyromux «obpasz» cyOKyIbTYpHI), HEPEKPAIAIOIEHCs TyXOBHOM arpeccuu
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3amaza u 9KCIIAaHCHH MacCOBOH KOMMEPYECKOH KyJIbTYphI, HACAKCHHUS CTAaHIAPTOB
U TICHXOJIOTMM OOlIecTBa MOTPeOJICHHs, NPOUCXOIUT NPUMHUTHBU3ALMNS CMbICIA
YeJI0BEUECKOTO OBITHSI, HDABCTBEHHAS JIETpa/Ialiys JIMYHOCTH U CHIDKEHUE IIEHHOCTH
4Ye0BEUEeCKON JKM3HU. MJeT pa3MblBaHHE LEHHOCTHBIX OCHOB U TPAJAMIMOHHBIX
¢dopMm oOmecTBeHHOW Mopanu, ocnalbleHue U paspylIeHHE MEXaHH3MOB
KyJIbTypHOH NPEEeMCTBEHHOCTH, CHUKEHUE HMHTEpeca MOJOJEKU K OT€UeCTBEHHOMH
KyJNbType, €€ UCTOPUH, TPAAULIUAM, K HOCUTEISIM HAallHOHAIBHOTO CAMOCO3HAHHUS.

ITo muenmio I'. B. AxomoBa, nuHaMHWKa COOBITHH, CKOPOCTb TEXHHYECKHX,
SKOHOMMYECKUX, COLHUAJIBHBIX, OPraHU3alMOHHBIX W3MEHEHUN CTAHOBUTCS CTOJb
BBICOKOM, YTO BIIOpPY T'OBOPUTb O «JIM