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Introduction

The discussion about what a school should be like and what kind of teachers should
be working there has recently become quite varied. The professional and lay public
are focused on a variety of topics with the common denominator being quality and
efficiency of teaching, and the ways in which these can be achieved. The need to revise
the curricular documents, or the concept of an inclusive school cannot be questioned.
However, these are the requirements or intentions visible from the outside. The in-
ternal problems faced by schools and above all, teachers, are more serious, though.
Even though we do not primarily address political or economic issues, these aspects
need to be considered at a time when professional discussion affects the nature of the
educational process.

Educational criteria are clearly given by the socio-cultural, economic and geographi-
cal conditions of our country, but we cannot ignore themes of global dimensions. These
are the perspectives of the near and far future, for which future teachers should be
prepared, and should accept the perspectives and include them in their practice. From
the themes dealt with regionally, we come to terms with the phenomenon of scientific
and technological development in general. Here, of course, one can always ask ques-
tions about what knowledge and skills pupils should acquire. It can also be suggested
that it is primarily a complex of skills that make it possible for pupils to succeed in
their chosen professions. For this purpose, the World Economic Forum, together with
analyses of changes resulting from The Fourth Industrial Revolution can be used. We
can also anticipate changes in the constitution of professions that will bring new chal-
lenges and opportunities. But naturally only to those who will be ready for them. We
can approach these challenges in several ways; try to ignore them, struggle against
them, face the obsolescence of them, or truly accept them.

We believe that current schools decide on the fourth option; to accept the challenge
and the opportunity. Teachers who can look into the future through a quality profes-
sional lens can provide their students with a quality education. However, this is only
with the assumption that the pupils will actively participate in this education based on
their internal motivation, awakened and encouraged curiosity and, above all with the
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awareness that, in addition to the necessary skills, they must also be equipped with
quality knowledge. They form the basis for further personal and professional devel-
opment and must be acquired gradually, systematically and permanently. It is a shift
in the paradigm of the relationship between the teacher and the pupil. Pupils must
actively take responsibility for their education. Far-sighted and well-prepared teachers
first know that there is a huge difference in simply teaching and actually passing on
the knowledge to someone else.

Editorial board



Articles

One More Way How to Improve
the Higher Education Teaching

Dana Dobrovska

Abstract

Much of higher education stresses the elimination of emotions in exchange for cool,
analytic detachment. The idealized picture of the impartial student who engages in
logically precise reasoning is the traditional norm to which we wish our students to
aspire. Students confronted with the average university teaching are often left baffled
why anyone would devote his or her life to the study of such limp material. But the
traditional lecture format is not always the most effective way of transferring informa-
tion. That is why we should pay attention to the powerful affective impact that a live
lecture can deliver.

There is no doubt students like to attend some teachers’ classes more than the
other’s. Social psychology and sociology researched the topic of charismatic leaders
trying to analyse their personal profiles and methods.

In our paper we intend to shed more light on the concept of teacher charisma and
to identify qualities charismatic teaching is characterized by.

Keywords: teaching; learning; teacher behaviour; charisma; charismatic teaching.
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K dal$im moznostem zkvalitnéni vyuky na vysoké skole

Abstrakt

Znacnd ¢ast vysokoskolské vyuky smétuje k potlaeni zapojeni emoci a upfednostiuje
strohy analyticky odstup. Ve vyuce ucitelé vétSinou usiluji o pfiblizeni se idealizovanému
modelu studenta, jehoz studijni aktivity probihaji v logicky pfesném schématu uvazo-
vani. Studenti si tak navykaji na tradi¢ni vyuku majici podobu takto pojatého uciva.
Tradi¢ni formét vysokoskolské pfednasky nemusi byt nejuc¢innéjsim prostiedkem, jak
studijni material studentlim zprostredkovat. Proto by ucitelé neméli zanedbavat vliv
emoci, jez mohou hrat pii vyuc¢ovani zna¢nou roli.

Neni pochyb o tom, Ze studenti maji v oblibé prednasky nékterych ucitelli vice nez
jinych. Socidlni psychologie a sociologie se jiz v minulosti zabyvala tématem charis-
matickych lidr(i a snazila se vymezit jejich osobnostni profil a metody, jichz pouZivaji.

V nasem pfispévku se budeme zabyvat konceptem charismatu ucitele a pokusime
se identifikovat, co je pro charismatickou vyuku typické.

Kli¢ova slova: vyucovani; uceni; ucitelovo chovani; charisma; charismaticka vyuka.

Introduction

The HE teacher’s personality is a deciding quality factor in the educational process.
Experts in various sciences, such as theory of education, educational psychology,
philosophy and sociology of instruction have tried to analyse this issue. Different ap-
proaches have been used: deduction — when scientists described an ideal teacher, in-
duction — when students evaluated their teachers, or when psychological tests backed
the illustration of real personal qualities of teachers. Sometimes, a combination of both
approaches seemed appropriate (Bryson, Hand, 2007).

We had reviewed literatures and conducted surveys about the teaching behaviours
good teachers in engineering programmes had in common (Dobrovskd, 2016, 2017a,
2017b). In our research as well as in a research conducted by J. Davies (2006), students
reported various qualities — these can be divided into 3 categories: A good teacher
should be an expert in his specialization, he/she should have good didactic, pedagogi-
cal and presentation skills and he should have certain human qualities (e.g. humour,
disponibility, enthusiasm).

Other authors offered lists of personality attributes — principles of effective teach-
ing in higher education. Ramsden (2003) suggested 6 key principles of a good teacher:
interest and explanation, respect for students and student learning, appropriate assess-
ment and feedback, clear goals and intellectual challenge, independence, control (by
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students over their own learning) and engagement. A good teacher should be able to
reflect stimula from his/her students.

Unfortunately, too many classroom presentations seem to be based on a similar
even-handed approach that robs fascinating subject matter of its intellectual richness
and converts it to a bland assemblage of lukewarm facts to be digested for yet another
examination (Milojkovic, 1980).

Everyday practice proves students like to attend some teachers’ classes because
of special characteristics of their personality. We expect there are some reasons make
these teachers welcome and attract students. In some resources (Davies, 2005, Do-
brovska, 2016 and 2017b), these teachers are simply called quality teachers or good
teachers while in other cases the term charismatic teachers was used (Milojkovic, Zim-
bardo, 1980, Lin and Huang, 2014). Teaching charisma is described as a positive be-
haviour of a teacher in his class, which can deeply appeal students to learn. While
the teacher is perceived approachable, well prepared and sensitive to student needs,
students might be committed to work harder. Students are more likely to be recep-
tive to learning under his/her supportive social climate in the classroom. The teacher
plays important role in developing such environment and has a strong impact on their
students (Lin and Huang, 2014).

1 The Concept of Charisma

The term charisma was used by St. Paul to describe the gifts of divine grace which
manifest themselves in forms such as prophecy and healing. In the late nineteenth
century, it was picked up by Rudolf Sohm as part of his historical analysis of the way
by which inspired individuals transformed Christianity into the charismatic Catholic
Church, bearing the mission of redemption (Eatwell, 2014).

1.1 Historic Approach

Since the early twentieth century, the term has been especially associated with the
German sociologist, Max Weber, who in many ways anticipated the challenges to liberal
democracy which were to emerge from new forms of political movement and dictatorial
regime in the post-1918 era. Weber developped insights drawn from his remarkably
broad studies into a threefold ideal-typical classification of legitimacy and power. The
first type was termed traditional, which he linked with systems such as monarchies. The
second he termed bureaucratic, and was associated with institutions such as democracy
and political parties. The third Weber termed charismatic (Weber, 1997).

Although his use of the term charisma was not always clear or consistent, Weber’s
main focus was on the emergence of exceptional, radical leaders in times of crisis.
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Weber believed that such charismatics could attract an affective community of sup-
porters, largely unconcerned with rational economic affairs. However, he thought that
it would be difficult to sustain such support as it would require the constant achieve-
ment of miracles, and it was unlikely that such personalised rule could be routinised or
stabilised — though he did briefly discuss possibilities for continuity, including forms of
clan and institutional charisma (Weber, 1997).

Subsequently, the term charisma entered the professional vocabulary of many his-
torians and social scientists, though few have sought to delineate a precise conceptu-
alisation or theory of charisma.

1.2 Teacher Charisma

The concept of charisma was not used in the educational area until the break of the
19th and 20th century. Among the first were Milojkovic and Zimbardo who described
the concept of teacher charisma on the base of their own life-long experience with
charismatic teachers: the charismatic teacher can engender an enthusiasm that may
not only ignite a fierce desire for more knowledge and deeper understanding but may
also spark a career (Milojkovic, Zimbardo, 2000).

A profile of the charismatic teacher (based on the authors’ own classroom experi-
ences as students of electrifying master) is composed of 12 characteristics:

«  The charismatic teacher appears to be the absolute master of his/her domain of
expertise. Every concept presented appears to have been fully thought through.

- Delight with his/her field is directly apparent and immediately communicated. Self-
disclosures reveal the sophisticated process of thought that lead to his/her present
conceptualization of the domain under discussion.

+ Insatiable curiosity: charismatic teacher is never satisfied with his/her current level
of understanding but continually seeks deeper and fuller explanations. He/she
learns from every teaching encounter and is open to new ideas regardless of their
source.

+  Sincerity: He/she has a genuine belief in the importance of the field and is ready to
further it.

« Perfect Presentation: The teacher’s apparently effortless delivery is smooth and
precise. Technical details have been attended to so that all flows like clockwork.

«  Overt Assertiveness: He/she proclaims interpretations and analyses with the vig-
our of one convinced of internal consistency and global completeness. Everything
about his/her manner smacks of assertive drive and projects an infectious air of
confidence that penetrates the whole classroom.

« High Energy Level: Nothing is approached half-heartedly. Every action is powered
with a dynamic force.
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- Dramatic Appreciation: Such teacher has a profound sense of the dramatic com-
bined with an acute appreciation of timing.

«  Clear Affect: The teacher does not hesitate to express proper emotional reaction to
any facet of his/her endeavour. Facial expression, gross body movements and tone
of voice all combine to clearly indicate every affective response.

«  Positive Self-lmage: The charismatic teacher regards his/her own personality in
a positive light and conveys no doubts concerning proper self-worth.

+ Sense of Perspective: The power of thought is accentuated by are markably clear
perception of the context of the discipline and of the importance of outstanding
problems in the field.

«  Unity of Purpose: The charismatic teacher reveals to students the path they should
take toward a commonly shared goal - the enrichment of both intellect and spirit.

The authors use the term educational seduction typical for charismatic teachers and
criticise everyday practice of university teaching. In their view, for the great majority of
students, higher education has become sufficiently impersonal to lead most of them to
believe that someone cares enough to bother to intellectually seduce them.

Both authors are convinced the students of charismatic teachers marvel at their
exceptional ability to rivet their attention not only for a full class period but, more
strikingly, over the entire course or school year. The electric quality pervading their
classrooms creates a deep impression that is fondly remembered, much admired, and
yet poorly replicated in the classrooms of other teachers with equal knowledge and
experience (Milojkovic, Zimbardo, 2000).

1.3 Teacher Personality, Charisma and Related Terms

Most psychologists involved in researching qualities of successful teachers agree the
gift of charismatic teaching is not an exclusive quality only few teachers were born with.
Quality teaching is a final result of hard and well organized cognitive activity backed
by passionate desire to perform good teaching. Charismatic teaching may be defined
as a complex of learnable attitudes, behaviour patterns and skills, not as in-born quali-
ties. Macro-skills of good teaching can be reached by combination of several micro-
communication and social skills. Dynamic teaching is a kind of of social interaction with
a leading personality of teacher.

Some experts in theory of education focus at the concept of teacher’s authority
considered a fundamental quality of a good teacher. Neither this term has a clear defini-
tion and demarcation. We believe both terms are often related, but not identical. While
a charismatic teacher generally posseses informal authority a teacher with informal
authority might not always possess teacher charisma.
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2 Measuring and Training Teaching Charisma

2.1 Measuring Teaching Charisma - (ITCCC - Inventory of Teaching
Charisma in the College Classroom)

Taiwanese authors Huang and Lin (2014) researched the topic of teaching charisma.
They identified four merits that deeply attract students and are essential for a charis-
matic teacher.

«  First, a charismatic teacher should be knowledgeable, since teaching requires an
interweaving of many kinds of specialized and continuously innovated knowledge
(also by Dobrovskd, 2017b, Minchew, 2001, Neumann, 2018).

« Second, a charismatic teacher should have positive character traits such as friendli-
ness, approachability, patience and enthusiasm (Lin and Huang, 2014) since teach-
ers are expected to be good role models for the students and they should perform
what a teacher should have. The teachers’behaviour models, attitudes, appearance
and character may affect the feeling students perceive, and may even influence the
interaction between teacher and students.

« Third, a charismatic teacher should attach importance to teaching methods. The
teachers should possess teaching skills and be able to choose the most suitable
teaching method from a variety of teaching tools (also by Labaree, 2000).

«  Fourth, a charismatic teacher should have a good sense of humour, since students
prefer listening to teachers who incorporate humour into the lecture (also by Davies,
2006).

On the basis of these indicators — knowledge, character traits, teaching methods and
humour - an instrument was developped to measure teacher’s teaching charisma (Lin
and Huang, 2014). Taiwanese authors summarize the ITCCC (Inventory of Teaching
Charisma in the College Classroom) was found a valid and reliable tool to measure the
phenomenon in the accounting fundamental course in Taiwan.

2.2 Czech version of the ITCCC

Both Taiwanese authors noted limitations in their study and suggested the measure-
ment invariance of their scale across different subjects needs to be examined. That is
why we conducted a preliminary study translating the English version of the ITCCC into
Czech and submitting it in an engineering pedagogy course (Dobrovskd, 2018). Com-
paring the mean, SD and Cronbach a coefficient for each of four factors results showed
no significant differences from the original Taiwanese scale. On the other hand some
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more research should be carried out to confirm whether the scale covers all qualities of
a charismatic teacher as few items relate to the electric qualities of a charismatic teacher
as formulated by Milojkovic and Zimbardo.

When we analyse content of all 23 items of the ITCCC the first subscale is an equiva-
lent of what is called expertise by J. Davies (2006) — based on cognitive qualities of
teachers. The second subscale contains items corresponding to personal qualities. The
third one (with only 4 items of 23) is dedicated to didactic skills and cannot cover all
spectrum of teaching methodologies. Last subscale (7items of 23) relates to humourand
some of these items are the only ones which relate to emotional impact in teaching. If
we agree with the concept of charismatic teaching bringing an extra value of specific
emotional effects on students some items need modification.

2.3 Suggestions How to Train Charismatic Teaching

Zimbardo characterised charismatic teaching as energizing. His conviction was that
teaching charisma can be trained. It takes work, but inspired, evolving instruction makes all
the difference to students (Zimbardo, 2003). Beyond just imparting knowledge, teachers
have to add sparkle so students absorb and retain information.

Some universities organize workshops — when developping teaching style, experi-
ence with communication skills training can be used with some modifications. During
specialised courses or workshops, participants (future teachers) engage in a number
of exercises designed to enhance classroom interaction skills.

Minchew (2001) reports one exercise involves students preparing a 5-10 minute talk
on a topic they consider to be one of the most interesting in their discipline. They then
deliver this mini-lecture playing the role of the most boring instructor they have ever
had. After a group discussion of the finer features of the much practiced art of being
boring, participants are urged to think about the overt behaviours of charismatic teach-
ers. They re-give their talk displaying these behaviours to the group and to a videotape
camera. These tapes form the basis for further group discussion about the distinctions
between the assertive versus the aggressive teacher, the dynamic versus the overbear-
ing teacher, and the effective educator versus the merely flamboyant showperson.

It should be clear that this and other exercises practiced in the workshops are short-
term experiences that serve to highlight only some of the features of outstanding teach-
ing. In addition, one must adopt a long-term approach to effective teaching during
which various techniques are sought, tried and discarded as appropriate.
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Conclusions

Although there is no general consent in defining teaching charisma we agree with Milo-
jkovic and Zimbardo describing teaching charisma as positive behaviours of teachers,
which can emotionally appeal students to learn. An emphasis throughout is to con-
stantly strive for superb teaching that excites and inspires. Although not every teacher
can become charismatic, for each of the abstract principles of charismatic teaching, a set
of operational tactics and strategies can be realized by training. Charismatic teachers
are not only masters of their subject areas but that they also have a keen understand-
ing of group dynamics, develop excellent social skills, and learn how to display a range
of motivating styles.
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A Comparison of Professional
Careers of Early Childhool Teachers:
A Qualitative Investigation

Adriana Wiegerova, Beata Deutscherova

Abstract

The aim of this study was to describe the development of preschool and primary school
teachers’ careers. The theoretical portion of this study summarizes knowledge about
a teacher’s profession and the development of a teacher’s career. The results of quali-
tatively oriented research are presented in the empirical portion. The researched data
was obtained through twenty in-depth interviews that were conducted with teachers
and kindergarten school directors, teachers, and head teachers at primary schools. By
analysing and processing interviews, categories that capture the teachers’ career paths
were identified. The processing and evaluation of obtained data led to the creation of
a theoretical model of the career path of preschool and primary school teachers.

Keywords: teacher professional career; teacher profession; professionalization; crucial
moments.



A Comparison of Professional Careers of Early Childhool Teachers:
A Qualitative Investigation Adriana Wiegerovd, Beata Deutscherova

Srovnani profesni kariéry ucitel déti
predskolniho véku a ucitelli na zdkladnich skolach:
kvalitativni vyzkumné setreni

Abstrakt

Cilem této studie bylo popsat vyvoj kariéry uciteld déti predskolniho véku a ucitell
na zakladnich skolach. Teoreticka ¢ast této studie shrnuje znalosti o profesi ucitele a vy-
voji profesni kariéry. Vysledky kvalitativné orientovaného vyzkumu jsou prezentovany
v empirické ¢asti. Uvedené udaje byly ziskany prostfednictvim dvaceti hloubkovych
rozhovord, které byly provedeny s uciteli a rediteli matefskych skol a uciteli a rediteli
zakladnich skol. Na zékladé analyzy a zpracovéani rozhovor( byly identifikovany kate-
gorie, které zachycuji rlizné kariéry ucitel(l. Zpracovani a vyhodnoceni ziskanych dat
vedlo k vytvoreni teoretického modelu kariérniho postupu ucitelt déti predskolniho
véku a uciteld na zakladnich Skolach.

Klicova slova: profesni kariéra ucitele, profese ucitele, profesionalizace; rozhodujici
okamziky.

1 Introduction

Teaching as a profession plays a very significant and important role in society and has
a long history. In the context of the development of society, the field of education
and cognition has increased, and as a result the view on the teaching profession var-
ies (Vasutovd 2004, Lukasova 2003, Deutscherova &Wiegerovd, 2016). The teaching
profession can be studied from the point of view of the didactic field, the phase of a
teacher’s professional career or the typology of a teacher’s personality. In this study
we focus on the professional career of teachers that work in preschool and primary
schools. The professional career in accordance with the theory of Day, Calderhead,
and Denicolo (2014) is understood as a progressive development that a person goes
through throughout his/her life. The concept of a career is often misunderstood as only
an individual career path. This is a very limited understanding of this concept. A career
can be of either a progressive or regressive trend. An individual does not need to iden-
tify himself/herself with a career, because every person has a different set of values.

According to Snydrova (2006), the professional career is always judged according
to certain criteria, namely: the job position in which the individual is, the amount of
wages, material benefits, the number of subordinate workers, the extent of responsibil-
ity, decision-making powers, and others.
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Professional career differentiates into two elementary dimensions a) objective and
b) subjective. A subjective career reflects an individual, a subjective interpretation of
a career, a subjective interpretation of objective and subjective data, and the subjective
meanings of an objective career. An objective or so-called external career is created by
judgement of others and is recorded in personal documentation.

In principle, we can talk about four stages of a professional career. The preparatory
stage lasts till the first starting of employment. The career start-up stage is defined
from the first starting of employment to approximately the age of thirty-five of an
individual, in this time period a “shock of reality” may occur. The next stage concerns
a career of middle-aged individuals, lasting approximately from the age of thirty-five
to fifty-five of an individual. The last career stage for individuals of an older age is
characterized from the age of fifty-five, and the typical feature of this stage is passing
down experience through mentoring or coaching younger colleagues. Sikes’ model
(1985) differentiates a professional career into five successive stages. The first stage
lasts from the age of twenty-one to twenty-eight. In this stage there are also significant
events that are a turning point in a teacher’s profession, see Sikes, Measor, and Woods
(1985). The second stage is characteristic of individuals aged between twenty-eight to
thirty-three; some individuals may be promoted at this stage and therefore move pro-
fessionally forward. The third stage is defined as an individual from the age of thirty to
forty. This period is typical for finding a balance in the actual career (Huberman 1995).
The fourth penultimate stage is defined as the range from the age of forty to fifty or
fifty-five, at this stage there is a decline of professional ambitions. The last fifth stage is
typical for individuals aged fifty and fifty-five or more and one of the tasks in this stage
is so-called career guidance.

1.1 Problem statement

In terms of the professional career development of teachers in preschools and primary
schools, we have thought that there are relevant differences. We wanted to find the
crucial differences in the professional careers of these teachers, why they arise, and what
impact they can have on preparation of future teachers at universities.

For this research, a research method of an in-depth interview was chosen. Inter-
views were recorded on a Dictaphone. After the interview was carried out, the tran-
scription phase followed. During the repeated reading of some interview parts, there
was a gradual entering into the participants’ thoughts and opinions. This resulted in
a summary of participants’ testimonies and contributed to the understanding of the
interview as a complex. Already at the first reading, the possibility of denotation or
so-called immersion in the data appeared. Subsequently, the first interpretative ideas
were recorded, the relevant sections identified, and the associations found. Gradually,
a list of notes was created for the next stage of data analysis. The principle of induction
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was used in this research. The benefit of this induction principle was the emergence of
a potentially new view on a research phenomenon(a). While reading and producing the
transcript, firstly, the sensitive parts were identified — segments of the transcript that
provided some relevant information. These were marked with codes. The segments
were of a varying length. For example, “no other choice than becoming a teacher’,“not
every teacher is a good teacher”, “the realisation of desire”. After all codes were given,
they were systematized and grouped according to a significance and then hierarchically
sorted. The result of this procedure was the revelation of basic categories, which were
afterwards processed in a descriptive way.

1.2 Sample

The research sample consisted of a total of twenty teachers from the Czech Republic,
five teachers of preschools, five teachers of primary schools, five directors of primary
schools, and five directors of preschools. The participants were chosen intentionally.
The participants were teachers in their middle age and they were contacted by phone.

The personal data of the participants was also presented in the research, hence,
in order to ensure anonymity, fictitious names and abbreviations such as UA, UC were
used to refer to the participants. In the study, we avoid the precise indication of the
places in which teachers used to live or have been living, used to work or have been
working. Informed consent was submitted to the participants prior to implementation
of the interview. By signing the consent, the participants confirmed their participation
in the research.

2 Findings

In the following text, the data obtained through in-depth interviews with teachers and
directors of preschools, teachers of primary schools and directors of primary schools
is interpreted.

2.1 Turning points or a way towards achievement of professional
goals

Turning points are “key events in the life of an individual and his/her surroundings
concerning the change of decision. These make the individual to choose a particular
action that leads to certain goals” (Sikes, 1985, p. 57) Thus, these are situations or events
that represent a significant change for a teacher, a turning point in the development
of his/her professional career.



-PEDAGOGIUM IV/2018

The period of change must not always be anticipated, it may have both a positive
and negative influence, and may even contain a certain traumatic element. With the
passage of time, we can truthfully state whether we evaluate the event as successful or
unsuccessful, and what factors have affected a certain event. We will find this out after
or during the transition from one professional development phase to another, which
is mostly correlated to a change of a job position or an employer.

Our participants went through several significant changes.

To provide a better overview, we present the processing of outputs in a graphi-
cal form. Each chart illustrates the development of a professional career with turning
point(s) of a preschool teacher or a primary school teacher. In the chart, these events
are marked in yellow. On the horizontal axis, a time zone is displayed. The vertical axis
shows the events of each teacher and its range of values from one to six. The closer the
curve approaches zero, the more negatively the event is perceived at the time it hap-
pened. By contrast, the closer the curve approaches the value of six, the more positively
the event is perceived at the time it happened.

The following turning points occurred for participants:

a) the birth of a child,

b) gaining the position of director,
¢) graduation,

d) jobloss.

As you can seeg, the first three events have positive connotations, the other is on the
opposite side of the spectrum.
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2.1 The birth of a child

Chart 1
An example of the professional development of a female teacher with an emphasis on
the period of the birth of a child

Development of professional career of teacher Iva preschool

7 maternity leave position of teacher
Child birth in preschool Z

the same employer for

the position of a teacher . 22 years
tth hool X the position of a teacher
4 at the preschoo! at the XY preschool
the position of a teacher

3 at the preschool X
2
1
0

1982-1987 1987-1998 1998 1991 1992-1995 1995 Same employer

22-years (2017)

An important turning point that has changed the view of a profession is the birth of
a child. In particular, women’s emotions are changing, and the emotional and decision-
making experience interferes more with the profession.

“..maybe because | became a mother, | was totally looking at it all differently, at the
profession. You know, | have always loved children, but | was not that emotionally in-
volved in it, | was taking it only as a profession, but then when you see the little child to
grow up and it is always with you and you still hold it by hand, well, then you take the
job quite differently...” (Ul)

2.2 Gaining the position of a director

A middle-aged person usually achieves a relatively stable and secure job position. The
assessment of experience and reassessment of work plans can lead to almost a half of
the professional career already occurring. At a certain stage of a teacher’s development,
the development of new skills is suspended or decreased and teachers respond to that
in different ways. Some become routine workers, others start looking for opportunities
of self-realization, perhaps through professional growth in the form of gaining a func-
tion that brings new challenges. There are many reasons for becoming a school direc-
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tor like (new contacts, higher income, new experience, personal growth, etc.), on the
other hand, there is also a risk which is connected with this position: the level of social
responsibility, less time for a family, and a possible change in the attitudes of colleagues.

“..Istarted as a teacher and then, after eight years, | became a director, because | had
worked here as a teacher, afterwards, after the current director retired | took over the
position of a director...” (UC)

Chart 2
An example of the professional development of a female teacher with an emphasis on
gaining the position of a director

Development of the professional career of the director of Dita Preschool

Position of the
director in preschool

4,5 Y
Position of Teacher

4 at Preschool X o d
3,5

3 Same employer

37 years

2,5

) Position of the

teacher in preschool

1,5 Y

1
0,5

0

1974-1979 1979-2016 1996 2016

2.3 Graduation

On the following career path, three turning points can be observed; the first turning
point is a recognition by the Czech School Inspectorate, which was a stimulus and led
to the development of skills, abilities, and most importantly to the continuation of the
profession. The second turning point was the beginning of studies and graduation,
followed by the procedure for selection of the director.

“.. when the inspectorate came to the school for a control, my performance was evalu-
ated very positively. | was not used to it and I think that it was actually the stimulation
to continue in this profession and so | started with my studies and finally, | graduated.
I have the feeling that | know more now and | also know how to defend what | am do-
ing...” (UN)
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Chart 3
An example of the professional development of a female teacher who has experienced
several turning points

Development of professional career of the director of Nela Primary School

ambition to the
headmaster of

7 primary school, 34
years same employer
6 " university studies /.—.
the position of a

5 teacher in primary

school X
position of the

director of the
primary school X

Inspection in the hour

1982 1983 1985-1990 2012-2016 2016

2.4 Job loss

Some participants in this research suddenly became unemployed and did not know
what to do next or even whether or not to continue working as teachers. The un-
expected termination of employment was for everyone a very difficult situation. The
course of this situation is affected by several factors and leads to a decrease of a need
for further qualifications or loss of flexibility and rigidity, financial problems, family
problems. Everyone is looking for a job, especially according to their personal prefer-
ences. The unexpected termination of employment is in general not taken positively,
but it can be a stimulation for self-realization.
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Chart 4
An example of the professional development of a female teacher with an emphasis on
the loss of the first job that led to a new goal(s)

Development of the professional career of the teacher of the Sabina Primary school

the same employer for
3,5

17 years
3 the position of a
teacher at high school
2,5 X
the position of a
2 teacher in Primary
School X

1,5

1
0,5

! get fired

0

1990-1999 1999 1999-2016 2016

3 Conclusions

On the basis of the analysis of the interview, three essential categories were created,
which are significant in terms of the development of a career path of a preschool teach-
er and a primary school teacher.

Based on the analysis of twenty in-depth interviews followed by the compilation of
twenty career paths of preschool teachers, preschool directors, primary school teachers,
and primary school directors, theoretical models for the development of these teachers’
career paths were compiled. In principle, it can be stated that preschool female teach-
ers move faster into the phase of stagnation. The data showed that this is also caused
by the fact that they start their professional careers relatively early (usually at the age
of 18 after the graduation from secondary school), at that time they are not prepared
to make decisions.
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Table 1

Comparison of a preschool teacher and a primary school teacher

Category

Preschool teacher

Primary school teacher

Educational attainment

Secondary school

University/college

Age of children

3-6years old, heterogeneous

7-11 years old, homogeneous

Visit of the facility

voluntary/compulsory from the age of 5

compulsory

Educational activity

controlled activity 20 min.

lesson 45 min.

Contact with parents everyday parent-teacher conferences
Organization of the school year | school year midyear

Organization of the day regime fixed schedule

Pedagogical team 2 class teachers 1 class teacher

classrooms, rest room-with beds, lavatory | after school facility, school canteen

beds

Technical conditions

Material equipment of classroom benches

We can consider the professional career of every teacher as a unique one, yet we can
find some common features. Features based on which the above theoretical models,
in particular, the career paths of preschool teachers and primary school teachers, were
compiled.
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Pre-service Teacher Subjective
Responsibility for Pupil Outcomes:
Pilot Study

Veronika Pecivova

Abstract

Although teacher responsibility is a rather frequently investigated topic, less attention
has been paid to teacher personal perception of responsibility for pupil outcomes. This
study presents results of a pilot quantitative questionnaire investigation of pre-service
primary teachers at a Czech university with the aim to reveal teacher trainees’approach
to their subjective responsibility for pupil success or failure. The preliminary findings
suggest that pre-service teachers tend to assume a greater responsibility for pupil
success than for his or her failure. Since the results of our quantitative questionnaire
research do not provide a more complex insight into pre-service teachers’ perception
of responsibility in a broader sense, the study sets goals for further mixed methods
research combining longitudinal quantitative and qualitative strategies.

Key words: teacher responsibility, pupil success, pupil failure, pre-service teacher, pilot
testing.
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Subjektivni odpovédnost studenta ucitelstvi
za zakovské vysledky: pilotni studie

Abstrakt

Prestoze je odpovédnost ucitele tématem, kterym se vyzkumna Settreni zabyvaji po-
mérné ¢asto, méné pozornosti se vénuje tomu, jak ucitel vnima svou odpovédnost
za vysledky zaku. Tato studie predklada vysledky pilotniho kvantitativniho dotazniko-
vého Setreni u studentd uditelstvi pro 1. stupen zakladni Skoly jedné ceské univerzity
s cilem ukazat pristup studentl ucitelstvi k jejich subjektivni odpovédnosti za Zékovsky
uspéch ¢i nedspéch. Vysledky predvyzkumu naznacuiji, ze studenti ucitelstvi maji ten-
denci pfipisovat si vétsi odpovédnost za zaklv Uspéch nez za jeho nelspéch. Jelikoz
vysledky naseho kvantitativniho dotaznikového Setfeni neposkytuji komplexné;si vhled
do vnimani odpovédnosti u studentd ucitelstvi v $irSim smyslu, text vymezuje také cile
pro budouci smiseny vyzkumu, ktery bude zahrnovat jak kvantitativni, tak kvalitativni
longitudindini strategie.

Klicova slova: odpovédnost ucitele, zdkovsky Uspéch, zakovsky neuspéch, student
ucitelstvi, pilotni etfeni.

Introduction

With growing pressure on schools concerning student achievement, many researchers
have noted that teacher responsibilities present an important area of investigation.
The context of responsibility is very broad and includes a wide range or areas. In their
study, Helker, Wosnitza (2014) dealt with the responsibility frame within school context
from the view of teachers, students and parents, who mutually influence each other
and they defined up to 84 different goals of responsibility. Obviously, the concept of
responsibility is very complex and may be viewed from many perspectives. While nu-
merous studies dealing with school performance focus on teacher accountability’, less
attention has been paid to teacher internal subjective responsibility.

The way teachers themselves perceive their influence on pupil outcomes can be
approached from different, broader perspectives. Matteucci et al. (2017) discussed links
between responsibility and teacher wellbeing. Their investigation demonstrated a cor-
relation between subjective teacher responsibility and wellbeing. In other words, the
more responsible for pupil results teachers felt, the stronger was their job satisfaction.

' Pol (2007) perceives accountability in the context of changing situation of schools and views its purpose as
a tool for supporting pupil learning and outcomes and also for maintaining trust of the public in school (Pol,
2007, p. 42).
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Some researchers have aimed to discover connections between self-efficacy and teacher
responsibility. Lauermann, Karabenick (2013) concluded that teacher responsibility and
self-efficacy are conceptually distinct and that although the two concepts are inter-
related, the correlation depends on the type of learning outcome. Similar conclusions
are supported by findings of other authors (Silverman, 2010, Matteucci, Kopp, 2013,
Frumos, 2015).

Previous research has demonstrated that teachers tend to feel responsibility for
pupil success but on the other hand, they put the blame for failure on pupils. This re-
sponsibility attribution tendency was closely analysed in earlier studies (Guskey, 1981,
Mares, Skalska, Kantorkova, 1994, Dofkovd, Zdrahal, 2018).

Although considerable research has been devoted to teacher responsibility of
in-service teachers, fewer researchers have focused on students of teacher training
programs. In our research we concentrated particularly on this group. The aim of the
investigation was to examine whether pre-service teachers attribute the cause for pupil
success and failure to themselves or to the pupils. In this paper we present results of
our pilot testing of primary school teacher trainees at a Czech university. In addition,
the study reveals an outline of our future research.

1 Subjective teacher responsibility

The crucial concept of our research is subjective teacher responsibility, which is defined
as teacher internal responsibility forming part of teacher’s professional identity (Mares,
Skalskd, Kantorkova 1994). Other authors use terms self-responsibility (Guskey, 1981),
teacher’s perceived personal responsibility (Matteucci, Kop, 2013) or personal responsibil-
ity, which “reflects a sense of internal obligation and commitment to produce or prevent
designated outcomes or that these outcomes should have been produced or prevented”
(Lauermann, Karabenick, 2011, p. 127).

This internal aspect of the concept contrasts with external accountability: “Whereas
those who are held responsible are judged as such externally, those who feel responsible
act as their own judges of responsibility and hold themselves accountable, which implies
internal regulation.” (Lauermann, Karabenick, 2011, p. 123). Subjective responsibility is
not imposed but comes from within, it is inherent and becomes part of an individual
(Satiené, 2017) and is related to teacher self-regulation, autonomy, self-concept and
his or her professional consciousness (Lukasova, 2015). Inspecting and identifying
one’s subjective responsibility is a way of professional identity self-reflection and self-
evaluation (Lukdsova, 2017).

Subjective teacher responsibility is also related to teacher self-efficacy and there is
a positive correlation between these two concepts (Gavora, 2008, Lauermann, Kara-
benick, 2011, 2013, Silverman, 2010, Mares 2013, Matteucci, Kopp, 2013, Frumos, 2015).
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Regarding this connection, Gavora (2008) describes two self-efficacy approaches: locus
of control of Julian Rotter (1966, In Gavora, 2008) and the socio-cognitive learning theory
of Albert Bandura (1991, 1994, In Gavora, 2008). Based on Rotter’s concept, teachers
may be divided into two categories: 1) teachers who attribute causes of student’s suc-
cessful learning to themselves and 2) teachers who attribute causes for successful re-
sults to students and other external factors. In terms of socio-cognitive learning theory,
two concepts are mentioned: personal teaching efficacy and general teaching efficacy.
The former reflects teacher’s belief in his or her ability to influence student’s learning
and behavior and the latter reflects teachers’ attribution of success in class to them-
selves or to external factors (Gavora, 2008).

Although our research does not view subjective responsibility within a broader
context we believe it is necessary to introduce the concept from different perspectives.
Questionnaire of subjective responsibility used in our survey provides a self-reflective
tool, which may help pre-service teachers better understand certain aspects their pro-
fessional identity.

2 Methodology of Research

The data of our pilot testing were collected from primary school pre-service teachers at
a Czech university. Participants were recruited in two lectures which they attended in
their primary school education program. Overall, 54 students completed the survey —
39 respondents were in the first year and 15 in the second year of their studies. However,
two questionnaires were excluded from the survey data due to invalid answers.

The respondents were invited to complete a quantitative research questionnaire
(Questionnaire of pre-service teacher responsibility for pupil outcome, Mares, Kantor-
kovd, 1991, In Lukasova-Kantorkovd, 2003 - given in Annex 1), which is a standardised
version of a scale RSA questionnaire (Responsibility for Student Achievement) devel-
oped by Guskey (1981). The RSA questionnaire includes 30 items designed to present
an educational situation describing a positive or a negative student achievement. The
respondents are to divide 100 percentage points between two given options reflecting
their view of responsibility attribution.

On the other hand, the pre-service teacher responsibility questionnaire (Mares,
Kantorkovd, 1991, In Lukdsové-Kantorkova, 2003) is composed of 20 items offering
two alternatives (see Annex 1). All the items represent situations dealing with a class
as a whole and lead to reflections on influences of pupil outcomes (Mares, Skalska,
Kantorkova, 1994, p. 26). Ten items are related to pupil success and the other half fo-
cuses on pupil failure and each of them provides two possible causes — one option
attributes subjective responsibility for pupil positive or negative result to the teacher
and the other option to the pupil. Due to the preliminary character of our research we

30



Pre-service Teacher Subjective Responsibility for Pupil Outcomes: Pilot Study Veronika Pecivova

instructed the respondents to choose one of the statements attributing cause of the
pupil result either to the teacher or to the pupil instead of dividing 100 percentage
points between them.

In our research, following research questions were answered:
1. Who do pre-service primary teachers attribute causes of pupil success in class to?
2. Who do pre-service primary teachers attribute causes of pupil failure in class to?

For the data analysis, we used descriptive statistics, i.e. absolute and relative frequencies
in the program Microsoft Excel.

3 Results and discussion

In the data analysis the results for pupil success and pupil failure are presented sepa-
rately. The bar graphs show results for each questionnaire item, 10 of which relate to
a positive outcome and the other half to a negative one. The numbers of items focused
on pupil success are: 3,4, 5,6, 10, 14,15, 16, 18 and 19. The items related to pupil failure
are:1,2,7,8,9,11,12,13,17 and 20.

Firstly, we will present results related to pupil success indicated in Figures 1-3. Fig-
ure 1 shows that 79% of pre-service teachers attribute the responsibility for pupil suc-
cess to themselves. As presented in Figure 2, over 90% of respondents feel responsible
for pupil success in four questionnaire items and in one of the items all the respondents
attribute the cause of pupil to the teacher. The item with 100% teacher responsibility
attribution (Item No. 3) is related to a positive evaluation of teacher’s performance by
a school director. The second highest value can be found in the item describing a posi-
tive feedback from a pupil (Item No. 14). Both instances represent third party approval
which may have encouraged the respondents to assume responsibility for positive
results. It appears that the feedback from the school director is more authoritative and
thus motivated our respondents to choose unanimously the first option and take credit
for school success of their pupils.
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Figure 1
Subjective teacher responsibility for pupil success
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Figure 2
Subjective responsibility for pupil success attributed to the teacher
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As for the responsibility for success attributed to the pupil, Figure 3 demonstrates that
the highest level appears in the situation when a pupil is able to remember a concept
after a long time (Item No. 16). In this case over 70% of respondents view pupil persis-
tence as the cause of his or her achievement. Considering this item is related to pupil
motivation, the results of our research confirm conclusions of Daniels et al. (2017),
whose survey proved that teacher trainees and in-service teachers feel the least re-
sponsible for pupils’ motivation.
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Figure 3
Subjective responsibility for pupil success attributed to the pupil
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In this part of the section we will comment on the level of subjective responsibility for
pupil failure as given in Figures 4-6. As can be seen in Figure 4 more than half of the
respondents attribute responsibility for pupil failure to themselves. The most frequent
results given in Figure 5 are near 50%, which demonstrates a more even distribution
of responsibility for pupil failure between teachers and pupils.

The highest value, over 90%, appears in the first questionnaire item (Item No. 1)
describing pupils having difficulty understanding what teacher has explained to them
(see Figure 5). On the contrary, as shown in Figure 6, in a situation when a pupil can-
not remember something that the teacher has just said (Item No. 2), more than 80%
attribute the cause for his or her failure to pupil’s lack of attention. This suggests that
the respondents do not feel responsible for attracting their pupils’ attention and they
do not believe that they can influence it but they feel responsible for an adequate ex-
planation of the lesson content. In other words, they hold themselves responsible for
their own teaching. Similarly, in the research of Daniels et al. (2017), teacher trainees
and in-service teachers felt the most responsible for their own teaching. This may be
accounted for the fact that they consider knowledge transmission a primary goal of
the teaching profession.
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Figure 4
Subjective teacher responsibility for pupil failure
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Figure 5
Subjective responsibility for pupil failure attributed to the teacher
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Figure 6
Subjective responsibility for pupil failure attributed to the pupil
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The tendency of pre-service teachers to assume a greater responsibility for pupil suc-
cess than for pupil failure reflects a general tendency of causal attribution (Weiner,
2008) and has been demonstrated in previous research (Guskey, 1981, Mares, Skalska,
Kantorkova, 1994, Frumos, 2015, Dofkova, Zdrahal, 2018). However, the results of our
survey indicate that the respondents attribute more responsibility to themselves than to
the pupils even in case of their failure. This might be due to the applied reflective model
of teacher training, which encourages students to develop self-reflective techniques
and evaluate their own professional development.

Focus on student trainees’ identity is important and research in this area “can help
educators to emphasize the multidimensionality and complexity of the teaching profession”
(Zivkovi¢ et al., 2018, p. 221). Teacher responsibility is a part of teacher professional iden-
tity (Mares, Skalskd, Kantorkova, 1994) and it is vital to promote pre-service teachers’
responsibility for pupils during their studies (Guskey, 1981, Daniels et al., 2017) because
it can make them realize the difference they make in the classroom.

Conclusion

The objective of this study has been to investigate the level of subjective teacher re-
sponsibility for pupil outcomes. Our research addressed only the responsibility attri-
bution view of pre-service teachers with a limited teaching practice. It should also be
noted that this study has examined only a relatively small sample size.
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The data analysis demonstrates that pre-service teachers have a rather strong ten-
dency to attribute responsibility for pupil success to themselves, while the level of
responsibility attribution for pupil failure to a teacher is significantly lower. However,
rather surprisingly, even in the case of failure, more respondents feel responsible for
pupil outcome. Despite its preliminary character, the research reported here seems to
indicate how pre-service teachers perceive their influence on pupil results and to what
extent they tend to attribute responsibility for pupil achievement or failure to pupils.
In our future research we will repeat the questionnaire investigation with the same
participants for two subsequent years, while in each year students from the first year
will be included too.

Unfortunately, we are unable to determine from this data what aspects influence
the level of subjective teacher responsibility for learning results. However, we would
like to reveal these influential factors in our future research. One possible strategy is
to combine the quantitative questionnaire method with a qualitative approach. Semi-
structured interview to inquire about students’ perception of responsibility categories
present in the questionnaire might shed light on their understanding of individual items
and may help to clarify the levels of subjective teacher responsibility demonstrated in
the quantitative research.
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Annex 1

Questionnaire of pre-service teacher responsibility for pupil outcome
(Mares, J., Kantorkova, H., 1991, In LukdsSové-Kantorkovd, 2003)

1. When your class is having trouble understanding something you have taught it
is usually
_____a) because you did not explain it very clearly
____b) because you students are just slow in understanding difficult concepts
2. When a student in your class can’t remember something you said just moments
before, it is usually
____a) because you did not stress the point strongly enough
____b) because some students just don't pay attention

3. Suppose your chairman or principal says you are doing a fine job. That is likely to
happen
____a) because you've been successful with most of your students
____b) because chairmen and principals say that sort of things to motivate teachers

4. Suppose you are particularly successful in one class. It would probably happen
a) because you helped them overcome their learning difficulties
b) because these students usually do well in school

5. If your students learn an idea quickly, it is
a) because you were successful in encouraging their learning efforts
b) because your students are basically intelligent

6. When your students seem to learn something easily, it is usually
a) because they were already interested in it
b) because you have helped them organize the concepts

7. When a large percent of the students in your class are doing poorly, it usually
happens
_____a) because they have done poorly before and don't really try
____b) because you haven't had the time to give them all the help they need
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8. When students in your class forget something that you explained before, it is
usually
____a) because most students forget new concepts quickly
___b) because you didn't get them actively involved in learning
9. When you find it hard to get a lesson across to particular students, it is
_____a) because you haven't insisted on their learning earlier lessons
____b) because they are just slow in understanding and learning
10. Suppose you present a new idea to your students and most of them remember
it. It is likely to be
_____a) because you reviewed and re-explained the difficult parts
_____b) because they were interested in it even before you explained it

11.  When your students do poorly on a test, it is
a) because based on their previous result, they were not expected to succeed
b) because you didn't insist they prepare adequately

12. Ifachild doesn’t do well in your class, it would probably be
a) because he did not work very hard
b) because you didn't provide the proper motivation for him

13. Suppose you don't have as much success as usual with a particular class. This
would happen

____a) because you didn't plan as carefully as usual

____b) because these students just had less ability than others

14. If one of your students says:“You know, you're a pretty good teacher”, it is probably
a) because you make learning interesting for students
b) because students generally try to get on a teacher’s good side

15.  When students in your class remembers something you talked about weeks be-
fore, it is usually

____a) because some students have that potential to remember things well

____b) because you made the point interesting for them

16. If you are working with a student who can’t remember a concept and he suddenly
gets it, that is likely to happen

_____a) because you have given him regular feedback on each learning step

b) because he usually works on something until he gets it
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17.  When you are having hard time getting your students interested in a lesson, it is
usually

____a) because you didn't have the time to plan the presentation well

____b) because your students are generally hard to motivate

18.  When your students seem interested in your lessons right from the beginning,
itis

_____a) because the topic is one which students generally find interesting

____b) because you were able to get most of the students involved

19. If you were to discover most of the students in your class are doing very well, it
would probably be

____a) because their parents were supporting the school’s efforts

____b) because you had been able to motivate them to work hard

20. When your students seem to have difficulty learning something it is usually
a) because they are not willing to really work at it
b) because you weren't able to explain it properly or get them practice it enough

Veronika Pecivova is a lecturer at the Language Centre of the Faculty of Humanities, Tomas
Bata University in Zlin, Czech Republic. She teaches English and Spanish language at differ-
ent TBU faculties. She is also a PhD student at the Department of School Education, Faculty
of Humanities, Tomas Bata University in Zlin, Czech Republic. Her research activities focus on
teacher subjective responsibility and teacher training.
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Sharing pedagogical knowledge
between student teacher and her
training teacher in the course

of pedagogical practice

Katefina Caskova, Stefan Chudy

Abstract

The aim of this study is to illustrate the pedagogical knowledge through the empirical
data from the case study, which emerged in the process of sharing between tutor teach-
er and future teacher trainee. In the first part, the theoretical basis is defined. Attention
is paid to sharing of knowledge, which is realised in the model of apprenticeship. Then
the methodology is introduced, the research problem is defined, as well as the design,
sample selection, method of data collection and analysis and interpretation. Based on
the data analysis, it was found that sharing in the apprenticeship model had an impact
on more effective professional preparation. Different experiences of teacher trainer
trainers or educators and future teachers often block understanding of the observed or
said, because the purpose of sharing is not only to describe what was done in lessons,
but in particular to understand what is behind the observed behaviour. Our research
has shown that the precondition for sharing is mutual respect and support with regard
to the needs of the other. Detailed analysis and description of pedagogical situations
enables students to make deeper reflections, which can result in the modification of
existing or adopt new elements of practical knowledge to their knowledge base.
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Sdileni pedagogickych znalosti mezi
studentkou ucitelstvi a jeji cvicnou ucitelkou
v pribéhu pedagogické praxe

Abstrakt

Cilem této empirické sondy je ilustrovat prostfednictvim dat z pfipadové studie peda-
gogické znalosti, které vznikly v procesu sdileni mezi cvi¢nou ucitelkou a studentkou
ucitelstvi. Nejdfive jsou vymezena teoreticka vychodiska. Nasledné je vénovana po-
zornost sdileni pedagogickych znalosti, které je realizovano v modelu u¢ednictvi. Poté
je pfedstavena metodologie, tedy: vyzkumny problém, design, vybér vzorku, metoda
sbéru, analyzy a interpretace dat. Na zékladé analyzy dat bylo zjisténo, ze sdileni ode-
hravajici se v modelu u¢ednictvi ma vliv na efektivnéjsi profesni pfipravu. Rozdilné
zkusenosti cvi¢né ucitelky a studentky mnohdy brani porozuméni pozorovaného nebo
fe¢eného, proto smyslem sdileni nenf jen popsat to, co se v hodinach délo, ale zejména
porozumét tomu, co je za pozorovanym jednanim. Z nasi vyzkumné sondy vyplynulo, ze
predpokladem pro sdileni se stdva vzajemny respekt a podpora s ohledem na potreba
toho druhého. Podrobny analyza a popis pedagogickych situaci ze strany cvi¢ného
ucitele umozni studentce hlubsi reflexi, kterd maze vyustit v modifikaci stavajicich ¢i
pfijmout nové prvky praktickych znalosti do své znalostni baze.

Klicova slova: pedagogické znalosti, sdileni pedagogickych znalosti, u¢ednictvi, cisty
jazyk.

Introduction

Students of teaching programmes at university (fututre teachers) acquire knowledge
for their professional development not only in theoretical training but also during
practical training. Most students may not be aware of the knowledge gained in their
preparation for their profession. We believe that this knowledge could be made aware
of, and if necessary, modified in the process of sharing, and this could make the training
of future teachers more effective. The sharing of practical pedagogical knowledge is
based on the mutual cooperation of the teacher trainer trainer with the future teacher
and is realised in the apprenticeship model. During this cooperation the teacher trainer
trainer analyzes the pedagogical situation by reflecting on his/her experience, which is
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associated in most cases with the problematic situation in which the student’s teaching
is received or because of the student’s professional development stimulating this, from
which an impulse to share arises. Thus trainees are given the opportunity to modify
existing knowledge in the reflection process throughout this detailed analysis.

1 Definition of pedagogical knowledge and its sharing

Knowledge can be defined from the point of view of various disciplines of philosophy,
sociology, psychology, pedagogy etc. Due to the fact that this research is situated in
the school environment, the subject of the research is sharing pedagogical knowledge
between the teacher trainer and teacher trainee, which we define as“a wider cognitive
structure that includes theoretical knowledge and practical knowledge” (Janik, 2005,
p. 26).

Our attention will be primarily focused on the practical pedagogical knowledge
of the teacher trainer trainers, as this knowledge is predominantly the subject of the
sharing in practice. Practical knowledge is one that is shaped mainly by experience from
teaching practices (Eraut, 1994) and can be projected into the teacher’s behaviour. Since
the teacher trainee has minimal pedagogical experience, practical knowledge cannot
be created as is the case with a teacher trainer trainer. To create practical knowledge,
teacher trainees work not only with their own experience in practice but also with
sharing knowledge with the teacher trainer trainer.

One area that is often thematized in the context of teacher research is the area of
teacher’s pedagogical opinions, attitudes, values or beliefs (belief - this is a professional
belief, see Pisovd, 2005, p. 26), which influences the teacher’s behaviour. In the Czech
context, the concept of teacher’s concept of teaching is used in this context (Mares,
2013, p.455). If we talk about teacher trainees (future teachers), the term student’s
concept of teaching is usually used in this context (Svec, 1999, p.39). In the concept
of teaching, not only theoretical but also practical knowledge has certain influence.
“Teacher’s concept of teaching is a complex of pedagogical opinions, pedagogical at-
titudes and teacher’s arguments that justify it. This complex creates a cognitive and
emotional basis for teacher’s thinking about education, for the assessment of educa-
tion and teacher’s negotiation with all participants in the educational process.” (Mares,
2013, p. 455).

We believe that the concept of teaching is formed even before the beginning of the
teacher’s career, even before the beginning of the education preparation. The experi-
ence of the teacher trainee as a pupil has a strong influence (Richardson, 1996) and
so-called apprenticeship of observation (Lortie, 1975). A no less powerful influence
on the student’s learning is the experience from out - of — school activities. Finally,
the teacher trainer contributes to the formation of the concept of teaching as he/she
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shared his/her professional experience and the associated practical knowledge which
encourages the teacher trainees. Student’s concepts of teaching is a kind of “filter” that
enables him/her to process new incoming pedagogical knowledge (Richardson, 1996).

The development and cultivation of pedagogical practical knowledge in peda-
gogical preparation is influenced by sharing among teaching staff and their trainees.
A well-known fact is that students often fail to link the knowledge of theoretical training
with practical experience and also often do not understand the practice of the teacher
or feedback because they do not know the background of their teacher trainer (Elliott
& Calderhead, 1994). Teacher trainees and their teacher trainer trainers therefore have
a different level of practical knowledge, so sharing is more difficult. In this case, the
teacher trainee and the teacher trainer trainer enter into a relationship that can be
labelled as an apprenticeship.

Our research is based on our previous study (Caskova, 2014, modified). The shar-
ing between the trainee and the teacher trainer takes place in a collaborative model
of apprenticeship that combines elements of the traditional and cognitive model of
apprenticeship (Van Velzen et al., 2012). The traditional model of apprenticeship lies in
the imitation of what the experienced master does. In other words, the teacher shows
the student the solutions for pedagogical situations. Observation (or tracking) plays
an important role in the traditional apprenticeship process. In pedagogical practice,
observation allows students to see general teaching, and this could be a stimulating
factor in the learning process of teaching, for two reasons. First, it provides students
with an idea of the organization of the individual steps of the lesson before he / she
will teach. Secondly, it can help the student understand the feedback from the teacher
trainer (cf. Collins, Holum & Brown, 1991).

In pedagogical practice, the traditional model of apprenticeship, which is based
primarily on observation, is insufficient for the student to further develop understand-
ing of a teacher’s behaviour, so it is important to promote this understanding through
the cognitive model of apprenticeship (Collins et al., 1991). The cognitive model of ap-
prenticeship is different from the traditional one as the traditional model can observe
individual steps leading to the successful accomplishment of the task, whereas when
learning how to teach this is not always valid, and it is important to complement the
discussions about its justification ie “making thinking visible” (Collins et al., 1991 ). This
model has been extended to a model of collaborative apprenticeship (Glazer & Han-
nafin, 2006), which is based on the mutual interaction of both participants. The model
inspired Van Velzen et al. (2012), who pointed to the problem of novice teachers lacking
practical knowledge. In their development, they are assisted by the teacher trainer,
because this knowledge cannot be obtained other than by practical experience. Col-
laborative apprenticeship allows the teacher trainee to gain access to the everyday
experience they encounter in practice. The teacher trainer analyzes and explains in
detail the way in which the pedagogical situation is based on experience, this may

44



Sharing pedagogical knowledge between student teacher and her training teacher
in the course of pedagogical practice Katefina Caskova, Stefan Chudy

give the trainee a stimulus for critical reflection of the situation, while opening the
door for learning to teach.

If a student reflects any fact, this reflection is probably triggered by some experi-
ence - a first-order personal experience- conceptualizing it in conjunction with current
experience translates it into a so-called second-order experience. The student finds
a connection between the past experience and the present experience by the teacher
trainer’s behaviour or by the analysis of the situation, and by reflecting it in relation to
another context, the student elevates it to a higher abstract level (Shulman 1996, p.209).
This approach is understood as an analogy to Korthagen’s (2011) view of teacher’s ca-
reer development from gestalt (past experience expressed as a metaphorical gestalt)
to the schematization of personal practical knowledge and from schematized personal
practical knowledge to formal theory. In both approaches, the current experience of
the student in the practice serves to create general proposals, which can be verified in
practice in other pedagogical situations.

A teacher trainer can be a bridge between the student’s experience and general-
ized practical constructs or theory, making theories easier for students to grasp. By
observing the student’s behaviour, the trainer can reveal his/her concept of teaching,
and the consequent link to his/her role as a teacher - first-order teaching, which reflects
towards the positive career development of the student/teacher trainee. This reflec-
tion is a transition to the so-called second-order teaching, that is, the role of teacher as
a future teacher (Murray & Male, 2005). In order to share and thus extend the student’s
knowledge base, the teacher trainer should (according to Shulman & Shulman, 2004):
a. have a well-developed vision for the development of the teacher trainees; should

be able to communicate and analyze their convictions, assumptions and judgments

and relate them to the pedagogical context and thereby create space for students’
critical reflection,

b. be respectful to student’s needs and be respected by the student,

c. combine theoretical and practical knowledge that are highlighted in student’s en-
gagement.

2 Methodology

The aim of the study is to find out in which way the sharing of pedagogical knowledge
between the teacher trainee and the teacher trainer is taking place within their peda-
gogical practice.

The research examines:

How pedagogical knowledge is shared between the teacher trainee and his/her
teacher trainer?
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Due to the complexity of the concept of sharing of pedagogical knowledge, a quali-
tative approach was chosen. A research study by Svafi¢ek & Sedova (2007) was chosen
as a research design that enabled us to fulfill our goals; to capture the process of shar-
ing pedagogical knowledge between the teacher trainee and his/her teacher trainer.

The sharing of practical pedagogical knowledge takes place in the apprenticeship
model. Our research is based on a collaborative apprenticeship model by Van Velzen
et al. (2012), which focuses on the sharing of practical pedagogical knowledge in the
framework of the co-operation of a teacher trainer with a student of teaching (teacher
trainee), but in our research we are based on a certain modification’.

The research was carried out at a primary school in Brno, Czech Republic. The stu-
dent? and the teacher trainer® were selected on the basis of their voluntary decision to
participate in the research, the selection was in the subject of mathematics. In the Czech
environment, in the context of practice management, the term facultative teacher or
teacher trainer are most often used (with a difference in professional preparedness to
practice) (PiSova, 2005), therefore we have decided to use the term “teacher trainer”.
The research was in agreement with its ethical aspect. Both the teacher trainer and the
teacher trainee were acquainted with the course of the interviews as well as with the
research. With respect to anonymity, the student performs in a research study under the
fictitious name of lvana. The content of the research interviews was tied to pedagogical
practice* that the trainee graduated from within her studies.

3 Data collection and analysis

The data for this case study was collected primarily through in-depth interviews for one
and a half years. Most of the interviews were focused on the termination of first-person

' The co-operation of the teacher trainee (future teacher, or the student of pedagogy) and a teacher trainer
trainer involves three consecutive phases. At first, the student observes the class of the teacher trainer trainer
and follows her actions, such as interacting with pupils, organizing the class etc. Thereafter, the teacher
trainee takes the real teacher’s role. The lesson is being prepared by the trainee with the help of the teacher
trainer trainer. The student is teaching the class, the teacher trainer trainer observes her activity. The lesson
is followed by an analysis of the lesson by the teacher trainer trainer, in the form of a discussion. The student
receives recommendations or comments from the teacher trainer trainer. In the third phase, a student usu-
ally prepares a lesson plan for his/herself, which s/he then practically realizes, again in the presence of the
teacher trainer trainer.

2 Teaching as a follow-up Master’s programme of teaching mathematics and arts.

3 The teacher trainer has 27 years of teaching experience, she has studied mathematics and biology, and she
teaches mathematics and natural science at the lower secondary level at the elementary school.

4 Pedagogical practice at the Faculty of Education of the Masaryk University in Brno in the follow-up Master’s
programme is for three-semesters: the first and second semesters are continuous; in the third semester the
practice is continuous (4 weeks). However, the student teaches only 3 lessons in one subject in his/her first
practice, 10 lessons in one subject during the second practice. In the third practice, the student teaches
20 hours.
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experience (Varela, Thompson, & Rosch, 1993), led by a researcher in an inductive way
and inspired by the pure language method (Lawley & Tompkins, 2000).
Data was obtained:
« through direct observation of the teaching of the teacher trainee and the teacher
trainers by interviews R1-R7,
+ In-depth interviews R1-R10 (January 2014 - May 2015), the average length of which
was about 1.5 hours, and except for the first two the rest were recorded on video,
+ areflective diary of the teacher trainee who is tied to pedagogical practice 1.

The time sequence of the interviews was first aimed at finding out the concept of
teaching before entering the practice where the research was conducted, then what
pedagogical knowledge was the subject of sharing during practice, and finally whether
there has been a shift in the formation of the concept of teaching of the student/trainee
after graduation.The last interview was retrospective, the structure of this last interview
was that the researcher first asked the following open question: What changed after
the practice? And he let the student talk freely and then compared his findings with
the student’s testimony.

Realized interviews® are literally rewritten in the Videograph programme (Rimme-
le, 2002). Subsequently, their analysis was performed by open coding (Svafi¢ek & Se-
dovd, 2007) with the support of Atlas.ti and the key themes were sought. Interview
topics have been studied in context, although they may have occurred remotely in one
interview or later in other interviews. The interviews and the topics identified therein
have been constantly compared (Svafi¢ek & Sedova, 2007).

4 Research results

The study results that are loosely linked and expanded (Caskovd, 2015) will be presented
in the following section.

4.1 How does sharing pedagogical knowledge take place through
mutual observation of teaching

In this chapter, attention will be focused on how to share pedagogical knowledge
related to the concept of student’s education. When observing the teacher trainer,
the student reflected her experience on the basis on which she formed her theoretical

5 In the interviews, we refer to individual participants as Researcher, teacher trainer trainer, student or Ivana
accordingly. In square brackets, a commentary from the researcher is given.

47



-PEDAGOGIUM IV/2018

schemes. The researcher asked Ivana for a“good relationship” that plays an important
role for her.

Researcher: Now, when you say a good relationship is important, between the pupil and the
teacher, the important word is good, so in your case, what is a good relationship?

Student: | do not know, | have had a chance to have a lot of observations recently. | think that there
was a lot of deficiency in how pupils perceive teachers. If they simply perceived the teachers as
cool and a natural authority, they just worked and it was not a problem [it is based on the lessons
of her teacher trainer, who she perceives as a natural authority]. But if a teacher who was a little
strict, perhaps very authoritativethe pupils just had a block or little respect for him (teacher).
So they seemed to be building their aversion to the subject from the beginning, and they were
deliberately disturbed [as a result of observing the teaching of another teacher the student had
been able to see before entering the school where the research took place]. R10

The student realized that the authoritative behaviour of the teacher did not lead to the
achievement of educational goals, and we believe that it also started the process of
learning and this is the beginning of understanding the importance of class manage-
ment. This negative experience has been so emotional to the student that she has been
reflecting it several times using metaphors even in her diary, where she is more open
(“aggressive’, “pupils strike fear’, “the atmosphere could be cut”... and the question aris-
ing is“How do | get rid of the fear of the lesson?”), she returns to the topic several times
in other interviews. Depending on the atmosphere in the classroom and the teacher’s
relationship with the pupils, the personality of the teacher is categorized.® We believe
that observing the teacher’s practice has enabled the student to grasp the concepts of
theoretical teaching by associating them with experience in practice.

Another benefit of the observations is the fact that the teacher trainer knows the
pupils. Before the following demonstration, lvana had listened to feedback from the
teacher trainer, and then there was a conversation between the researcher and the
teacher trainer.

Researcher: So | wanted to ask what interests you based on everything you heard, what did you
say to yourself, when did you think something like: | was interested in this, is that good?

Student: | think it is very beneficial that the teacher knows that the children and he/she knows
what to expect from them. R4

Benefits can be seen in the teacher’s readiness for potential pupil errors or pupil’s reac-
tions. The teacher trainer gave her an idea on the organization of the individual steps
of teaching before she began teaching, which became a stimulus for reflection and
a prerequisite for developing professional thinking. The conversation continues.

© Some refer to “natural authority’, other “authoritarian” or “liberal”.
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Researcher: So, the teacher trainer, helped you in the sense that she knows the kids. Did she give
you some kind of motivation?

Student: Well it's motivating for me to see the lesson, the style of the teacher because | can learn
from it, it's from life, just from the practice. Otherwise, there may be other communications, such
as how does the teacher communicate with pupils, how she explains the content of the lesson,
as a whole persona. R4

The following R6 demonstration followed lvana’s taught lesson. The teacher trainer first
reflects on lvana’s teaching in general, then an interview between lvana and a teacher
trainer takes place, which the researcher continues in order to find out how lvana un-
derstood what was said.

Teacher trainer: [...] The lesson today lacked dynamics, | might have put a more theatrical ap-
proach, more like that ... So it would probably be from me, and if you still want to ask something
or do you want to discuss it or say your point of view?

Student: It was | messy for me today, like the lesson. | was wondering if the kids are capable of
understanding if | do not explain it so much.

Teacher trainer: [jumps to speech]. Well, no, but you know if you did the breaks there, somehow
it ended and just closed it, that part. It went so smoothly and merged, and it may have been
confusing for the slower ones, it was that it was so loosely passing onto the second example and
the second issue that they did not have enough time to finish and they did not know where they
were ... | would probably just go there ... yeah ... it’s really to split the lesson dynamically like that.

The teacher trainer provides her recommendations in line with the needs of the student,
analyzes the development of the situation and explains its pitfalls. She points out the
feedback on the basis of how she would have preserved herself in the given situation.
The teacher trainer refers to her practice by using a metaphor of “theatre”.

Later in the interview, the researcher asks for a “dynamic split of the lesson”.

Researcher: [...] So | still have a note that the teacher has used the phrase dynamically break at
some moment in the lesson, so what does this mean to you?

Student: Not to speak monotonously. | think it can have a connection with that award, just use
some theatrics, just work more with the voice.

Researcher: Do you think it will have any benefit for you?

Student: Yeah, | think this will make sense, and | think it’s very important for the kids. [from Ivana’s
reflection is clear that she realized the importance of “theatre” with respect to pupils, we think
because of establishing a relationship with the pupils].

Researcher: When | get back to what we've been discussing... So for you, what would you like to try
to include in the future from what the teacher told you about or what we were talking about here?

Student: In the lesson create a relationship with the kids, get to know them to start with some
theatrics or something. | know that’s what | need, | have the experience that it simply works, just
put it somewhere in the school environment. R6
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We think that Ivana recalled past experiences of leisure activities based on observa-
tion and then teacher-formulated by the “theatre” metaphor, which became a stimulus
for reflection. So the student has probably moved in thinking from her experience
(which expresses metaphorical gestures) that she abstracts in relation to another con-
text (school) and thus shifts in her process of learning the teaching. So far, she does
not know how to transfer her experience to the school environment, she understands
recommendations and looks for concepts to grasp the essence of the classroom man-
agement strategy, for the time being abstracts them in using the “theatre” metaphor. We
believe this fact has become a challenge for her (Minafikova & Pravdova, 2016), which
she will try to fulfill in her future practice. The teacher trainer enters the interview with
her commentary that reflects her experience and explains this vision and points to the
student’s positive career development.

Teacher trainer: If | work with children and | know them very well and I'm already older. So | can
afford the theatrics more because I'm in front of them. | will not get humiliated as much as a young
person they do not know much about it. It's more difficult for Ivana, | can afford any shouting,
panting, banging on the board. They are laughing and it is an extraordinary situation for them and
| have either acclaimed success or an accentuated failure and know that there is a border here.
If Ivana does it, if she overdoes it, then there are pitfalls; as the student-teacher trainee the kids
do not know her and she may feel embarrassed or if the kids react to it, and she does not know
now if it was good or wrong. So it is clear that the student will not exaggerate if the children do
not know [the teacher trainer foresees the possible pitfalls of lvana’s position in practice, learning
from her experiences with the pupils]. R6

In the extract we can also see the respect of the teacher trainer for the needs of the
student. Based on this, we assume that the student understands and absorbs this ex-
planation, as will be seen in the next demonstration.

The barriers between researcher and the student have been abolished with increas-
ing number of talks. What emerged during the last interview of R12 was that Ilvana
responded more openly, more specifically, and the ideas were systematically organ-
ized. We can see a gradually formed schema from the original metaphorical gestalt.
In an extract of the interview, she describes the teacher trainer as a natural authority,
who even becomes a model for her. By schematizing her previous experience, she is
shaping her theorythat the positive relationship of pupils with the teacher which has
an influence on the motivation for the learning process, is important.

Researcher: What was important to you with regards to feedback?

Student: So my first formula was the teacher on the practice and that she really did manage those
pupils — to communicate, and those pupils loved her while being a natural authority. There was no
authoritative type [she critically reflected this experience] and it really was like she knew how to
handle the pupils. So for me, the most important thing was probably the point of view from the
observation, just as if her approach to the pupils was as if she was on her side and then warmth
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on the part of the pupils. | do not know but they have a simple built relationship, and | liked it
[noticing the relationship of the teacher trainer with the pupils — see the demonstration of her
teaching concept]. | think the lesson can developped from that point. | do not know, so maybe
it came to me as a natural lesson. And then it was important to me that | wanted to achieve that
in my classes. Because | think that then the matter can be dealt with in a different way, because
as it is going to be fun, they will learn [despite the interest of the pupils to get to the interest of
the subject-transition from the first order experience to the second order experience] it was just
lessons with the guys like football players, so it was just plain to see, the boys just hanging out
with their eyes on the teacher, just like they swallowed every word from her. And although there
were certain funny moments in its own way, they took it as if someone else said it and seemed to
have missed it as if it were a teacher, they might laugh a lot [it can be assumed that this reflection
is taken from teacher trainer], but it just happened there. R12

From the first part of the sentence, “the first formula ..., we can conclude that, after
intensive cooperation with the teacher trainer, she moves from the emotional to the
so-called second-order experience (the school environment) using metaphors. She
basically schematizes her current experience, which is based on so-called metaphori-
cal gestats, and by reflection she shapes her concept of teaching. She finds out that
the approach of “natural authority” leads to motivation to learn in pupils, the result of
which is a collaborative class with fulfilled educational goals, all of which is built and
understood in the context of her initial concept of teaching.

By sharing with a teacher trainer she theoretically defined her desired teacher’s self
(cf. Pravdova, 2014, pp. 119-135), that is, how she wants to behave in the role of a teach-
er, literally saying “it was important to me that | wanted to achieve in my class”and so
transfer it to my future practice. She wants to achieve a good relationship with pupils,
communicate with them i.e being a “natural authority”, this good “class management
strategy” gives prerequisites to motivate pupils to the subject and it affects the learning
of the curriculum. It is likely that if the “class management strategy” were pointed out
in relation to that situation, we would be closer to grasping this theoretical construct.

4.2 Reflection of the teacher trainer in relation to lvana’s concept
of teaching

In the next part the reflection of the teacher trainer will be shown and her relation to
the student’s concept of teaching. At the beginning of the practice and during the
first joint interview, the teacher trainer positively evaluates Ivana’s teaching practice.

Teacher trainer: In the introduction part, | liked that there is a relationship between you and the
kids, | liked that you asked for the last job what you are interested in about them, it is positively
attuned, | think it was really nice. R4

51



-PEDAGOGIUM IV/2018

The teacher trainer reflects on the existence of the relationship between the pupils and
Ivana, which is reflected in Ivana’s actions, she recognizes the essence of her concep-
tion of teaching.

Another passage that the teacher trainer reflects on and which underlines the rela-
tionship with pupils is a positive, non-stressful atmosphere in the classroom that again
reflects lvana’s concept of teaching.

Teacher trainer: What | envy is your very balanced calm atmosphere, very pleasant all the time,
non-stressful, nor do you look that you are neither too excited nor too desperate, and especially
important, the children are not getting any stress. R4

Ivan also notes the atmosphere in the classroom in her diary. She evaluates the lesson
of art education, which she had the opportunity to see in contrast with the teaching
of Czech, she participated in both in the beginning of her pedagogical practice. The
researcher, in interview R1, is asking about the atmosphere in the classroom.

Researcher: Here you write about the atmosphere of the art lesson. The atmosphere was relaxed,
the pupils listened to music, the pupils were working or talking. What is atmosphere for you?
Student: Well, the atmosphere is sort of how everything is going, how the pupils feel there, and
whether they feel some pressure on the part of the teacher, it will be transferred to them as well.
E.g. they will not work if the Czech language teacher is predominantly aggressive, so they will
not work. When the teacher has a kind approach to them, pupils do not feel under pressure, and
I think pupils work better. R1

It is clear from the excerpt that there are two different experiences, both of which are
conceptualized towards educational goals. The student notices the uncooperative be-
haviour of the pupils, which is caused by the inappropriate behaviour of the teacher
(cf. Cangelosi, 1994) and thus the process of learning was conducted.

In another example, the teacher trainer highlights and commends the empathy
among the pupils and Ivana, explaining the implications for their reaction.

Teacher trainer: First of all, it is her nature that she is really calm. And she does not seem to offer
the situations they (pupils) would have to deal with by some emotional speeches. I'm glad to be
their class head teacher, really ... discipline with no problems. In any lesson there was not a situ-
ation that it would be out of the hands. | think even the feeling that you are basically the pupil,
even for me, they know I'm sitting there, making some notes, so | think there’s that empathy ... |
think a lot of the nature of lvana, because they know her from art, if they do not mislead and do
not feel like she ever embarresed anyone. She did not even mark something negatively, the signs
were more motivational, never harmful, instead she behaves kindly. So they (pupils) feel like she
is a person who does not deserve ill-treatment. R4

The teacher trainer positively reflects lvana’s behaviour in teaching pupils, she is able
to read the student’s concept of learning with her attitudes and direct her explanations
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and comments with respect to her needs, thus opening up space for grasping new
knowledge and including these in the knowledge base.

Later in the interview R4 Ivana herself elaborated on the topic that “children are
sensitive and receptive”. The reaction has prompted the researcher’s question of the
veracity of man.

Student: The child is generally very receptive to such stimuli, a child can feel like a lot. There is an
important fairness and certain rules given, but | think the child perceives the person as a person.
Those rules, if | agree with them, | have to adhere to them, if | say something once, so it must be
true. | can not approve of someone else and do it in some other way. R4

The teacher trainer evaluates Ivana’s fair and empathic attitudes towards the pupils
and the evaluation of the teacher trainer by Ivana is fair and empathic as well. Even this
concept of teaching is evident in her behaviour. In the next chapter we will attempt to
summarize the results of the research.

5 Summary of results and conclusion

During teaching practice, both Ivana and the experienced teacher trainer shared their
pedagogical knowledge, in particular, practical pedagogical knowledge. The research
survey was focused on sharing, which was based on mutual observation of lessons
and their subsequent reflection. To the observation of lvana’s lesson the teacher trainer
responded with her commentary or recommendations. Ivana looked at her teacher
trainer’s teaching (lessons) using her own views of perceiving teaching process. lvana
reflected her attitudes to these topics, based on her previous experiences of her first or-
der experience, when she was engaged in free time activities and conceptualized them
in the context of updates with second-order experience (Shulman, 1996). The teacher
trainer made recommendations for those situations that appeared to be problematic
or those that were positive to Ivana’s further professional development. These recom-
mendations or comments addressed to lvana, she formulated based on her many years
of experience with respect to lvana’s concept of teaching (Shulman & Shulman, 2004).

In the following part, we will try to answer the above-mentioned research question.

The form of her (trainee) desired teaching self is based on the help of sharing with
the teacher trainer (cf. Pravdova, 2014, pp. 119-135), in other words, how to behave in
the role of the teacher. She would like to create a good relationship with pupils, i.e be
a natural authority, because it gives prerequisites to motivate them to the subject inter-
est and it affects the learning of the curriculum. It was interesting to find out that the
student may not even realize that what she would like to achieve in her future teaching
is already reflected in her behaviour. This claim is based on the fact that it spontane-
ously emerged from the observation of the student’s teaching and was highlighted by
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a teacher trainer who was not in any way encouraged to do so, and which confirms that
the concept of teaching is reflected in the action (Mares, 2013).

How is the sharing of pedagogical knowledge shared between the teacher trainee
and his/her teacher trainer?

When sharing the behaviour of the teacher trainer becomes an incentive to be aware
of, the experience one (trainee) comes to practice. These the trainee reflects and thus
modifies, if necessary, in accordance with his/her teaching. This is followed by a phase of
cooperation in which, based on his/her long experience, the teacher trainer comments
on the student’s teaching or recommends her/him the direction of her/his positive
career development. The teacher trainer identifies the situation, details it and analyzes
it in relation to their further development. It is this description and its analysis that
contributes to the student’s deeper reflection, the awareness of past experience and
connection to the present, all contributing to the approximation of practice and theory.
A detailed description of the pedagogical situation brings the student new knowledge
or modifies the existing one if he/she finds a link to past experience. This situation is a
reference point, therefore a higher level of abstraction (schematization of the situation)
and possible integration into his/her knowledge base (Korthagen, 2011).

During pedagogical practice, both the student and the teacher trainer respected
each other and aligned each other with the other’s goals and needs. The teacher trainer
provided the student with a detailed analysis of the situations, anticipated the devel-
opment of the situation on the basis of her teaching. This mutual respect and support
has become a prerequisite for sharing current experiences and has opened up scope
for eventual modification in the concept of teaching.

The described qualitative research was focused on sharing the pedagogical knowl-
edge of the teaching of a teacher trainee and her teacher trainer. Sharing can be consid-
ered as one of the main activities carried out in the course of teacher training. Typically,
what was shared was what and took place in the classroom of a student and a teacher
trainer and how this worked. So, what the teacher trainer observes at the student’s
classes and what the student sees in the classes of the teacher trainer. The difference lies
in the fact that the teacher’s experience is greater than the experience of the student
in practice. Therefore, the purpose of sharing is not just to describe what is happening
in the lessons, but especially to understand what is behind the observed behaviour.
Our research probe has shown that sharing with a detailed analysis of pedagogical
situations by a teacher trainer enabled the student to modify existing or accept new
elements of practical knowledge into his knowledge base and to help bring practice
and theory closer together.
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Abstract

The paper presents selected results of a research focused on Czech language teachers
at lower secondary schools, its main aim is to describe the current state and possibili-
ties of the reflection of gender issues in literary education. By evaluating the results
from a non-standardized questionnaire, we obtained answers to five identified research
problems. The research is focused on the factors influencing the use of the literary text
as a media reflecting the gender order of the society in literary education and the fac-
tors related to the formation of teachers’ views on gender stereotypes in the current
literature for children and youth.

Key words: literary education, teachers, gender, literature for children and youth, re-
search.
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Vysledky dotaznikového Setifeni zaméreného
na genderovou problematiku v literatufe pro déti
a mladez a jeji reflexi v pedagogické praxi

Abstrakt

Prispévek prezentuje vybrané vysledky vyzkumu zaméfeného na ucitele ceského jazyka
na 2. stupni zakladnich 3kol, jehoz hlavnim cilem bylo popsat aktualni stav a moznosti
reflexe genderové problematiky v hodinéch literarni vychovy. Vyhodnocenim vysledk(
ziskanych z nestandardizovaného dotazniku jsme ziskali odpovédi na pét stanovenych
vyzkumnych probléma. Vyzkum se orientoval na faktory, které ovliviuji vyuziti literar-
niho textu jakoZto média odrazZejiciho genderovy fad spole¢nosti v hodinach literdrni
vychovy, a na faktory souvisejici s utvarenim nazor( vyucujicich na genderové stereo-
typy v soucasné literatufe pro déti a mladez.

Klicova slova: literarni vychova, ucitelé, gender, literatura pro déti a mladez, vyzkum.

Introduction to the topic

The interest in examining gender issues in various levels of society and individual lives
is increasing and this fact is more and more reflected in education. The reflections on
the possibilities of applying gender issues in the process of school education are based
on the premise that the task of school education is also the formation of pupils’values
and attitudes, in this case the values and attitudes corresponding to the definition of
the so-called social sex, i.e. gender (Priicha, 2009;, 2001; Smetackovd, 2005). The gender
issues in this paper are understood as the issues related to displaying a set of proper-
ties and behaviour that are formed by culture and associated with the image of man
and woman (Linhart, 1996). In connection with fiction, the image of man and woman
is usually presented to the reader through male / boy and female / girl characters. The
examination of the gender aspect in the literature for children and youth presents a new
challenge not only in the field of literature but also in didactics. The teachers who are
qualified to engage in gender topics in literary education are the teachers familiar with
the aims, methods and organizational forms of the lesson (Prlicha, Walterova & Mares,
2003) as well as with specific literature suitable for working in this subject.

The term“gender”is not mentioned in the Framework Educational Program for Basic
Education (RVP ZV). However, the term covers several sub-themes which are the sub-
ject of the RVP 2V, especially in the areas of social and scientific nature. These include,
for example, Human Being and Society, where one of the goals is “to create positive
relationships to the opposite sex in the school environment and outside school, to
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recognize stereotypical views of the position of men and women in family, work and
political life, the perceptions of prejudices concerning the role of women in society”
(RVP 2V, 2016, p. 52).

By combining the objectives of literary education with the objectives of other edu-
cational fields, a variety of topical issues, including gender issues, can be incorporated
into literary education. The essence of its reflection through literary texts is the motiva-
tion of adolescents to critically assess the role of men and women in society and related
gender stereotypes and to help girls and boys develop their own identity.

1 Research tasks

Our research responds to the absence of knowledge demonstrating the current state
and possibilities of incorporation of gender issues into literary education classes in the
Czech basic school environment. When defining the research tasks, we have also taken
into account the results of foreign research according to which books are “structured
in the spirit of culturally-based expectations of gender-appropriate behavior” (Renzetti
& Curran, 2003, p. 120). Experts focus mainly on gender stereotypes at different levels in
fiction. They analyse the frequencies and ways of portraying male and female characters
in picture books for the youngest (Williams, Vernon, Williams & Malech, 1987), in fairy
tales as well as in stories for adolescents, and assess the progress achieved by children
and youth literature in this regard (Jacobs, 2004). Numerous foreign studies also deal
with gender analyses of textbooks (Sovic¢ & Hus, 2015).

Taking into account the acquired theoretical knowledge, the main goal of the re-
search was to describe the current state and possibilities of reflection of gender issues
in the classes of literary education at lower secondary schools. A partial goal was to find
out whether the teachers’ other field of study had an impact on the inclusion/exclu-
sion of gender issues in literary education classes. Another partial goal was to find out
whether factors such as an interest in gender issues outside school and the didactic
skills of teachers influence / do not influence their opinion on the use of literature for
children and youth as a tool for reflection on gender issues. The last partial goal was
to find out if teachers are familiar with specific fiction with a non-stereotyped heroine
and whether they consider the number of such heroines in literature for children and
teenagers to be sufficient. Based on these goals, we have identified specific research
issues and hypotheses.
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2

Description of the research

2.1 Research topics and hypotheses

1.

What is the relationship between the other field of study of Czech language teach-
ers and the inclusion of gender issues in literary education?

What is the relationship between the declared level of didactic skills of teachers to
reflect gender issues in literary education and pupils’interest in gender issues?
What is the relationship between the declared level of didactic skills of teachers to
reflect gender issues in literary education and their view that literature for children
and youth offers many opportunities to consider gender issues?

What is the relationship between the teachers’interest in gender issues outside
school and their view that the current literature for children and youth does not
offer enough literary texts avoiding gender stereotypes?

What is the relationship between the opinion of teachers that literature offers
enough female figures avoiding gender stereotypes and their knowledge of spe-
cific books with such characters?

Following the research topics we have determined the following hypotheses:

H1:

H2:

H3:

H4:

H5:

The teachers with the other field of study in humanities include gender issues in
literary education more often than other teachers.

The teachers who judged themselves to be sufficiently prepared to reflect gender
issues in literary education have pupils more interested in gender issues than the
teachers who do not consider themselves sufficiently prepared.

The teachers who judge themselves to be sufficiently prepared didactically to
reflect gender issues are of the opinion that the literature for children and youth
offers many gender issues opportunities more often than the teachers who do
not consider themselves to be sufficiently prepared to consider the issues.

The teachers interested in gender issues outside school find the amount of con-
temporary literature avoiding gender stereotypes smaller than the teachers with-
out this interest.

The teachers who believe that contemporary literature depicts plenty of female
characters that go beyond gender stereotypes know more specific titles with such
characters than the teachers with a different opinion.

2.2 Research tool

A non-standardized questionnaire was used as a research tool. Based on the data ob-
tained from the pre-survey (the electronic questionnaire was filled in by 20 teachers
of the Czech language), we adjusted the wording of some items and reduced their
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number. The final version of the questionnaire contained 34 items. The questionnaire
was divided into four parts. The first two parts of the questionnaire surveyed the views
of Czech language teachers on how to integrate gender issues into literary education
(the last part was a filter); the third part was filled in only by the teachers experienced
with the topic in the classroom. The fourth part concerned the demographics of teach-
ers. In twelve Likert-type scales, teachers expressed the degree of their agreement with
the statements on the scale 1 to 5 (1 - | totally agree, 2 — | more agree than disagree,
3 - I have no clear opinion, 4 - | more disagree than agree, 5 - | totally disagree). The
remaining items were closed (12), semi-closed (4) and open (6). Some items were also
control items. Only some of the scaled and closed items served to verify the research
hypotheses; the other items provided answers to supplementary research questions
which are not discussed in more detail in this paper.

2.3 Research sample and data collection

Through e-mail, we contacted a total of 516 male and female directors of primary
schools in four randomly drawn regions (South Moravian Region, Liberec Region,
Vysocina Region and Pilsen Region) and asked them to distribute the electronic ver-
sion of the questionnaire among Czech language teachers at lower secondary school.
The complete research sample consisted of 121 teachers of elementary schools in four
Czech regions who taught Czech language and literature at lower secondary level in
the school year 2017/2018. The breakdown of the respondents by region is, along with
other demographic data, recorded in Table 1.

Table 1
Distribution of respondents by demographic items

Gender Frequency 2nd field of study Frequency Years as a teacher Frequency
Men 8 Humanities 63 Less than 10 years 26
Women 113 Other 58 More than 11 years 95
p2 121 X 2 b3 2
Region
South Moravia Liberecky Vysocina Plzerisky X
48 27 25 21 121

2.4 Verification of hypotheses and discussion

We validated H1-H5 hypotheses using the chi-square statistical test for the Pivot Ta-
ble. For each hypothesis we have formulated two statistical hypotheses, the zero one
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(the assumption that there is no relation between the observed phenomena) and the
alternative (the assumption being that there is a relationship between the observed
phenomena). We have decided to accept or reject hypotheses by testing the zero hy-
pothesis (Chraska, 2016).

For hypotheses H1, H2 and H4, the significance level was set at 0.05, for the hypoth-
esis H3 t0 0.01 (the risk of unauthorized rejection of the zero hypothesis and incorrect
acceptance of the alternative hypothesis (Chraska, 2016) when the required value was
lower than 0.05 (0.01) we rejected the zero hypothesis and accepted the alternative
hypothesis.

The numbers in the Pivot Tables (Tables 2-6) express the number of teachers who
responded in a certain way to the first question and at the same time in a certain way
to the second question. The numbers in brackets are the expected frequencies that
correspond to the validity of the zero hypothesis (Chraska, 2016). For all scale items,
very small frequencies were found at the extreme values (1 and 5), only the scale values
of 2, 3 and 4 were used in the compilation of the Pivot Tables.

Gender issues (behaviour, characteristics or the social roles of literary characters
with respect to their gender) concerned 95 (78.5%) teachers when working with the
literary text. On the basis of this high frequency, it can be stated that the literary text
can become a tool for the reflection of the issues, but the question remains how, in what
context and with what purpose the teachers work with gender aspects of specific texts.

When formulating the H1 hypothesis, we assumed that the gender aspects of the
texts is more frequent in the classes taught by the teachers with a higher interest in
social and scientific topics, who had studied humanities (the respondents had degrees
in history, civics, pedagogy and special pedagogy). The distribution of the respondents
according to their professional orientation is shown in Table 1.

However, the hypothesis H1 did not show a significant level of 0.05 (Pearson’s chi-
square: 0.057, d.f.= 1, p.=0.812). The fact that the teachers of literary education include/
exclude gender issues in their teaching is influenced by other factors than is the focus
of their fields of study.

Table 2
Pivot Table for H1 Verification

Teacher’s experience with gender The 2nd field of study
issues in literary education Other Humanities b
Ne 13 (12,46) 13 (13,54) 26
Ano 45 (45,54) 50 (49,46) 95
)3 58 63 121
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We also examined what were the most frequent responses the teachers encountered
when dealing with these topics. 54 teachers out of 95 checked the answer “there was
an evident interest and activity”. For the hypothesis H2, we verified the relationship
between this response and the evaluation of the teachers’own didactic skills concern-
ing gender topics in literary education. Of the 121 respondents, only 36 of them felt
they had the skills. A great number (50) chose the option “do not know”. This option has
not been flagged in the Pivot Table, but it probably suggests that the teachers have no
clear idea of their role when working with this topic.

The H2 hypothesis was demonstrated at the significance level of 0.05 (Pearson’s
chi-square: 6.544, d.f. = 2, significance p. = 0.038). There is a statistically significant re-
lationship between the declared didactic skills of the teachers and the pupils’interest
in the subject — see Table 3.

Table 3
Pilot Table for the verification of H2

H2
Didactic skills of teachers to reflect Interest of pupils in texts on gender issues in literary education
gender issues in literary education | Notinterested | More interested than not Interested 3
Yes 3(3,76) 17 (20,08) 12 (8,16) 32
No 3(2,24) 15(11,928) 1(4,48) 19
) 6 32 13 51

Another area of our interest was the role of the literature for children and youth in gen-

der issues. In this context, the teachers were presented with the following scale items:

«  The literature for children and youth offers many opportunities to reflect gender
issues.

« The current literature for children and youth (published after 1989) does not offer
enough literary texts that go beyond gender stereotypes.

For the first item, teachers most often chose option 2l more agree than disagree” (42 re-
spondents), and 3 “l do not have a clear opinion” (42 respondents). Option 4 “l more
disagree than agree”was chosen by 24 respondents only. Average item rating was 2, 77.

In the second item, option 2“l agree”, 30 respondents, “l do not have a clear opinion”
57 respondents and option 4 “l more disagree than agree” 28 respondents. The average
score for the item was 2, 95. Positive and negative responses are very balanced for the
second item. There are very contradictory or unclear views among the teachers there.

The validity of the H3 hypothesis was demonstrated at the significance level of 0.01
(Pearson’s chi-square: 10,633 d.f. = 2, significance p. = 0,0001) - see Table 4. The teach-
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ers acquainted with various didactic aspects of their work see more opportunities in
the literature for children and youth to reflect gender issues than the other teachers.

Table 4
Pivot Table for Verification H

H3

Evaluation of literature for children Didactic skills of teachers reflecting gender issues in literary education
and youth with regard to its gender

reflection possibilities Yes No I

2 —many possibilities 21(12,90) 4(12,10) 25

3 —no clear opinion 8(13,42) 18(12,58) 26

4 — less possibilities 3(5,68) 8(5,32) 1

Y 32 30 62

In compiling the H4 hypothesis, we assumed that the teachers who are interested in
gender issues will be more aware of the current discussion of gender stereotypes in
literature and will also recognize these stereotypes in literary texts more often. Only
27 of all respondents are willing to engage in gender issues outside school (“l agree”
and”“I more agree than disagree”). The average rating is 2.95. The fact that these teach-
ers evaluate the contemporary literature for children and youth as predominantly
stereotypical, however, has not been proven. The validity of the H4 hypothesis was
not demonstrated at the significance level of 0.05 (Pearson’s chi-square: 1.106 d.f. = 4,
p. = 0.893) — see Table 5. In this case, the three-point scales were designed so that the
scale value 2 agreement and the value 4 disagreement with the claim.

Table 5
Pivot table for H4 Verification

H4

Teachers'interest Assessment of the volume of gender non-stereotyped literary texts in contemporary literature
in gender issues for children and youth

outside school 2 deficiency 3 4 sufficient b3

2 —interest 6 (4,63) 8(9,27) 5(5,10) 19

3 —no clear opinion 7(8,78) 19(17,56) 10(9,66) 36

4 —no interest 7(6,59) 13(13,17) 7(7,24) 27

)3 20 40 22 82

34 of the 121 interviewed teachers assess the number of gender-based non- stereo-
typical female heroes in the current literature as satisfactory. A total of 31 respondents
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have the opposite view and 56 respondents do not know the answer. It confirms the
opinion that gender stereotypes are contradictory and unclear to the teachers. At least
one work of fiction with a non-stereotyped heroine is known only to 17 respondents,
the remaining 104 respondents did not mention any book. When examining the H5
hypothesis, the relationship between the opinion that the current literature (published
after 1989) showed enough female figures outside gender stereotypes and knowledge
of specific works with such characters was not shown at the significance level of 0.05
(Pearson’s chi-square: 0.015, d.f. = 1, significance p. = 0.901) - see

Table 6
Pivot table for H5 Verification

H5
The view that contemporary literature An example of a particular work with a non-stereotypical heroine
for children and youth contains enough
non-stereotypical heroes None Yes 1
Yes 27(27,20) 7(6,80) 34
No 25 (24,80) 6(6,20) 31
Y 52 13 65

Conclusion

The results of the research have provided partial information which will be followed by
further research of the current state and possibilities of the reflection of gender issues in
the classes of literary education at the lower secondary school. The data obtained also
stress the timeliness and necessity of this research which has also shown that addressed
teachers mostly did not consider themselves sufficiently didactically prepared to reflect
on gender topics in literary education, although in general, didactic skills of teachers
are one of the decisive factors of effective fulfilment of school education objectives. The
teachers also do not usually have a clear view of the presence of gender stereotypes
in the literature for children and youth. They cannot judge whether the contemporary
literature is rather stereotyped or vice versa or whether it offers enough female heroines
in non-traditional gender roles. These facts are neither related to the field of their study,
nor to their own outside school interests. There is a considerable lack of knowledge
of specific non-stereotypical gender fiction. The vast majority of teachers, even those
who answered that the present literature for children and youth included enough non-
stereotyped female characters did not mention any specific book.

Although our research was only partial in nature and we are aware that there are
differences in the knowledge of the subject and its practical (didactic) implementation
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among the teachers, these findings lead us to the conclusion that Czech language
teachers at lower secondary school work with the gender issues in the lessons of liter-
ary education rather randomly and intuitively, without a more pronounced support
from the RVP ZV and without relevant methodological recommendations. From the
point of view of the needs of a democratic society that accentuates the equality of all
its members, the correction of this state is more than desirable.

This contribution is part of the project IGA_Pdf_2018_013 Gender Issues in Litera-
ture for Children and Youth and its Reflection in Pedagogical Practice undertaken in
Specific Research at Palacky University, Olomouc.
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Abstract

The purpose of this research is to analyze Madurese’s cultural values that will be served
as the basic framework and content of tourism-aware curriculum development which
can be implemented at school. This research uses research and development approach.
The results show: first; Madura’s value system is very strong with religious and magic nu-
ance. The Madurese’s cultural value which is as the resources and content (core values)
of the development of a tourism-aware curriculum model in Madura consists of eight
elements: religious, politeness, mutual cooperation, cleanliness, creativity, social aware-
ness, hospitality, and environment-friendly. Second; The main factor in the development
of tourism-aware curriculum in Madura is Kiai as a religious figure who is considered by
the Madurese as symbols who play a role in maintaining a system of cultural values in
Madurese’s people. Third; The target of developing tourism in Madura through tourism-
aware curriculum development is to emerge the ‘Five Madura Enchantment’ (Lema’
PesonaMadhura): clean, peaceful, ordered, islamic, and memorable. Fourth; There would
be a guidance book of tourism-aware curriculum which is‘very appropriate’to be used
as teacher’s guidance in deciding development model and material for discussion of
tourism-aware curriculum at school.

Key words: cultural value, Kiai, religion, curriculum and tourism, Madura.

68



The Development of Tourism-Aware Curriculum Based On the Cultural Values
in Madura Suryo Tri Saksono, Sulaiman, Chairul Anam, and Mujtahidin

Rozvoj vyukovych programu pro cestovni ruch
zalozenych na kulturnich hodnotach v Madure

Abstrakt

Cilem tohoto vyzkumu je analyzovat kulturni hodnoty Madury, které budou slouzit jako
zakladnirdmec a obsah rozvoje u¢ebnich osnov, které mohou byt realizovany ve skole.
Tento vyzkum vyuziva pfistup vyzkumu rozvoje. Vysledky ukazuji: Madursky hodnotovy
systém je velmi silny s ndbozenskou a magickou nuanci. Madurska kulturni hodnota,
kterd je zdrojem a obsahem (zdkladnimi hodnotami) vyvoje modelu u¢ebnich osnov
v Madure, se skldda z osmi elementl: ndbozenstvi, zdvofilost, vzadjemna spoluprace,
Cistota, tvorivost, socidlni povédomi, pohostinnost a pratelstvi k Zivotnimu prostredi.
Hlavnim faktorem vyvoje u¢ebnich osnov v Madure je Kiai jako ndbozenska osobnost,
kterou Madurané povazuji za symboly, které hraji roli pfi udrzovéani systému kulturnich
hodnot v Madurském lidu. Cilem rozvoje cestovniho ruchu v Madufe prostfednictvim
vyvoje ucebnich plant, které si uvédomuji cestovni ruch, je objevit,Pét kouzel Madu-
ry” (Lema’ PesonaMadhura): Cisté, pokojné, uspofddané, islamské a pamatné. Byla by
vypracovana pfirucka o u¢ebnich osnovach, kterd by byla,velmi vhodnd” jako ucitelsky
navod pfi rozhodovani o modelu rozvoje a materidlu pro diskusi o u¢ebnich osnovach
uvédomuijicich si cestovni ruch ve skole.

Kli¢ova slova: kulturni hodnota, Kiai, nabozenstvi, kurikulum a turismus, Madura.

1 Introduction

The modern era of globalization demands the availability of high quality human re-
sources in responding to the advance of science and technology and in an effort to
adapt to the structural transformation in the field of manpower.Comparative excellece
alone will not be enough to compete in the global arena without the support of human
resource excellence. The development in the field of education should be directed into
efforts to raise public awareness about tourism development in Madura, particularly
through the school curriculum. This is because of the amount of tourism potential that
can be a capital acceleration of development in Madura, however it is not in line with
the development through education and learning programs at schools. One of the
functions of education is for the inheritance of cultural values (including local cultural
values) that can be used as a guide in good social life and develop themselves in society.
Therefore, in order to have development in Madura running and working well, it must
be harmonized with the value system that developed in the society. A positive thing
and growing system of values, ethics and culture in society needs to be explored so
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that it can serve as a guide in developing development priorities (both in education
and in tourism) in Madura.

The results of Focused Group Discussion (FGD) Education of Science Techno Park
(STP) at the University of Trunojoto Madura (UTM) with stakeholders and related institu-
tions in Madura recommends the need for education development efforts in Madura
aimed at raising awareness, participation, and community preparedness more spe-
cifically the members of the school) about the development of tourism in Madura.
Based on the report of Education of STP (Saputro, 2015), several issues of education
development based on identification of mapping problems and education develop-
ment priorities in Madura are: (1) index of Madurese human development is still low,
(2) openness to community change is still low, (3) the instrument of tourism develop-
ment planning in Madura is still weak, especially in the school curriculum, and (4) the
unavailability of tourism-aware curriculum in educational institution (school), either
in the form of self-development curriculum (life skill and entrepreneurship), as well as
local content curriculum.

The development planning that has space from the life and social setting of Madu-
rese, will not only cause alienation, therapy will also lead to disconnected continuity
and alignment, which eventually Madura island will be difficult to catch up with the
other areas of development. Characteristics of the Madurese are to have a high work
ethic and a strong and deeply rooted (religious) community value system. These char-
acteristics are balanced with the potential of natural resources in the form of tourism
destinations in Madura which is wide and very diverse.

The purpose of this study is to analyze the cultural values of the Madurese com-
munity that will serve as the basic framework and content of tourism-aware curriculum
development that can be implemented in schools.

2 Methods

This research uses research and development approach. Overall, in accordance with the
general purpose of the research, the type of research used is a development study that
uses cycles of analysis, design, evaluation, and revision (Plomp, 2010). For research in the
first phase in the first year used exploratory study method with the aim of mapping and
making analysis of core values system of Madurese which will serve as the basic frame-
work and content development of tourism aware curriculum that can be implemented
in educational institutions (schools) in Madura. The types of the data collection in this
study include both qualitative and quantitative data. Data collection techniques used
are observation, interviews, questionnaires, field notes, document analysis, and image/
video recording. Instruments are developed according to the stages of the study. The re-
search and development stage using the adaptation of the model of development steps
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proposed by Borg and Gall (2007) includes 10 (ten) stages of activity: (1) preliminary
study, (2) data analysis, (3) developing research instruments, 4) field studies, (5) floating
conceptual models, (6) model validation, (7) model revisions, (8) model trials, (9) model
enhancements, and (9) reports and publications. The data obtained were analyzed by
qualitative analysis technique with interactive analysis model by: (1) data collection,
(2) data reduction, (3) display data, and the last (4) conclusion: drawing and verifying
of data and information obtained (Millers and Heberman, 2009). Qualitative data col-
lection uses saturation techniques (data coverage) and triangulation, with the aim of
testing whether the proposed model is feasible and can be implemented in schools.

3 Results and Discussion

3.1 Preliminary Study Results

Madura is an island located in the west of East Sea of East Java. The length of Madura
island is about 190 km and the widest distance from the north coast with the south
coast of the island is about 40 km, with it’s area about 5.250 km2 (smaller than Bali
Island). Madura administration is divided into 4 (four) districts, namely: Bangkalan, Sam-
pang, Pamekasan, and Sumenep. While politically, Madurese for centuries has became
a subordinate of power dominated in Java. Around 900-1500 AD, the island is under the
influence of the Hindu Kingdom of East Java such as Kediri, Singosari, and Majapahit
(Source). Between 1500 and 1624, Madurese rulers depended on the Islamic empire in
the blood of north coast of Java such as Gresik, Demak and Surabaya. In 1624, Madura
was conquered by Mataram. In 1882 Madura was in Dutch colonial power, first by the
VOC later by the Dutch East Indies. In the 1920s Madura became part of the province
of East Java. The tribe of Madura is an ethnic with a large population in Indonesia. The
number is now about 20 million inhabitants. They are from the island of Madura and
the surrounding small islands. The tribe of Madura is famous for his outspoken style
of speech so that the tempramental nature is easily offended. Self-esteem is also im-
portant in the life of Madura, they have the proverb ‘angok pote tolang, tembot pote
mata’ which means better to die than to bear shame. Madura value system is very
strong with religious and magical nuances, has a character with a hard nature as well
as some other calm. Madura can not be separated from Islam, although it is admitted
that its inhabitants because of illiteracy and blind religion do not know the true nature
of Islamic teachings. His soul is similar to the soul of the Bugis tribe, equally dared to
seize the great ocean, pitched in between the waves and waves (Source). This character
has given birth to an unyielding and consistent work ethic for an ideal, to build up the
economy, to uphold and maintain honor or dignity, and to defend his religion. Not
a few of those who (only) have a strong willpower, without a clear set of bikes, but they
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succeed in economics, become great merchants and businessmen. Those who have
a career through education, also many adorn the positions to the national level, both
in the bureaucracy, politics and Armed Forces and Police. Even among them many who
succeed in the academic path become lecturers, researchers, professors to university
leaders, and many more stories of successful Madurese in other professions.

Economic success as well as other strategic positions for the Madurese, still boils
down to one point ie Islam. The Madurese who succeed anywhere and in any position,
remain inseparable with Islam, although many of them are in the level of symbolic
acknowledgment, but their Islamic commitment has not faded since Islam entered
this island of funds into a choice of Madurese beliefs until now. The persistence of the
Madurese community of the Islamic tradition is inseparable from the role of religious
figures since Islam entered the island along with the time of the entry of Islam in the
archipelago, especially on the island of Java. The early scholars of Islam spread were
trusted people because of the height of mind and the knowledge they possessed. His
daily life is like a mirror for other members of society, a role model and an almost flaw-
less role model, to gain a glorious place in the midst of his society. Even in its develop-
ment, the cleric became the central who “defeated” the character of kings, government
officials and nobles (Hamka, 1982).

Madurese has assumption that the development of tourism can influence the cul-
tural value system that has been attached to Madurese society. The ethical system em-
bedded in the minds of the Madurese is a strong Islamic or Eastern ethic. Changing the
view (mainstraim) of society can not be done as easy as turning the palm of the hand.
These changes should be made through the awareness process one of them through
the education process. Development in the field of education should be directed at
efforts to raise public awareness about tourism development in Madura, especially
through the school curriculum. This is because the amount of tourism potential that
can be a capital acceleration of development in Madura but not in tune with the de-
velopment through education and learning programs in schools. As far as research
and identification has been done by the Research Team, there is no tourism-aware
curriculum in Madura schools, whether developed in the form of local content subjects,
integrated in subjects, as well as in self-development activities.

3.2 Field Study Results

Culture of Madurese people with religious culture and adhering to their culture and tra-
ditions can become one of the trademarks in tourism development in Madura. Tourism
awareness curriculum (KSP) as one of the curriculum implementation in schools aims to
increase the participation of students and school residents as members of the commu-
nity in the development of tourism as an empowerment effort so that people can play
a more active and optimal role as well as receive positive benefits from development
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activities the field of tourism undertaken for the improvement of his welfare. The em-
powerment of learners and schoolchildren in the context of tourism development can
be understood as an effort to strengthen and improve the capacity, roles and initiatives
of school members as community members and stakeholders to participate and play
an active role as subject or actor or beneficiary in sustainable tourism development.

This understanding affirms the important position of schools in development activi-
ties, namely as’head’as well as‘tail'in community empowerment. As the ‘head’ means
the school is expected to be a driving force that prepares innovations in various areas of
life that benefit the community in the future. While as ‘tail’means the changes made by
the school always follow and adjust to the needs and characteristics of the community
around him. This will bring benefits for the formation of learners who can play a role
as a subject or development agent, can also prepare learners with competencies that
meet the needs of the community as beneficiaries of development.

School residents as subjects or development actors imply that schools should be
important actors who must be actively involved in the process of planning and de-
veloping tourism, along with other relevant stakeholders from both the government
and the private sector. In its function as a subject or actor, the school has the roles and
responsibilities to jointly promote the successful development of tourism in its territory
(region) respectively. While the school community as beneficiaries implies that schools
can prepare students with a set of competencies in the future that is not just’spectators’
but can become‘actors’ of tourism empowerment. Thus, learners are expected to obtain
significant economic benefits from the development of tourism activities to improve
their quality of life and social welfare in the future.

Implementation of KSP in schools can be a cultivation of character values that sup-
port the development of tourism through curriculum and school culture in Madura.
The cultural values of Madurese society which are the basic values and the value of the
needs that are the core values in the development of the tourism conscious curriculum
are eight: religion, politeness, mutual assistance, hygiene, creativity, social concern,
hospitality and environmental care. The target of KSP development and implementa-
tion in schools is to establish learners’ awareness about the importance of realizing
tourism development in Madura. This targets are expected to lead to: (1) increased
interest in tourist visits to tourism destinations in Madura, (2) growth of prospective
tourism business climate, and (3) increased employment and income opportunities
and economic impacts for Madurese. This effort is done through the formation of the
character of learners in creating a conducive and ideal environment for the develop-
ment of tourism in Madura through Panca Pesona Madura (Léma’ Pesona Madhura).
Panca Pesona Madura means five Madura charms that become the ideals and targets
of tourism development that can attract tourists to visit Madura. Panca Pesona Madura
is poured in the jargon “BATIK MADURA” which became the target of the tourism con-
scious formation in Madura, they are: Bersih (Clean), Aman (Safe), Tertib (Orderly), Islami
(Islamic), and Kenangan (Memories).
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= Clean is an environmental condition that displays a healthy atmosphere, comfort-
able, free of dirt, waste, disease, and pollution. If the tourist spot is clean, will cer-
tainly make tourists feel at home to enjoy it, because tourists will feel at home and
comfortable when in clean and healthy places.

= Safe is a condition where tourists feel happy to visit a place or a tourist attraction
because they feel safe, not afraid, peaceful, and protected. The sense of security is
very beneficial to the attraction of tourists so that there is no fear of traveling, the
desire to visit will be greater, and the positive image of tourism will also be main-
tained, as well as opportunities for development and improvement of facilities and
useful service and information systems both in places of attractions and in other
places will become more open. This will have an impact for the emergence of tourist
attraction to the island of Madura.

= Orderly is a condition that reflects an orderly, neat and smooth atmosphere and
shows high discipline in all aspects of people's lives. The benefits of the realization
of an orderly atmosphere is the creation of calm, orderly conditions, the formation
of dignity as a cultured society in accordance with the cultural values of Madurese
society.

= Islami means Islamic or Islamic morals. Religion for the people of Madura is synony-
mous with Islam, because Islam has permeated and colored their social life patterns,
and religion is considered a sacred thing to be defended and implemented in all the
joints of life. Islamic refers to the conditions of tourism development by consider-
ing the basic values of Muslims in the presentation, ranging from accommodation,
restaurant, to tourism activities that always refer to the norms of Islam.

= Memories are memories or positive impressions that are stored or attached to and
strong in the memory/ mind of a person caused by experience gained. Memo-
ries can be something beautiful (fun) or unpleasant memories. The development
of tourism in Madura is expected to create beautiful (pleasant) memories in the
memories and the feeling of tourists from the experience of traveling in Madura.
Beautiful memories will benefit the formation of respect and appreciation from
others, the formation of a good image for the person and society of Madura, the
creation of satisfaction for both yourself and for every visitor (tourists) who will
come to Madura, and can increase the mutual trust among others.

3.3 KSP Implementation Model at School

The main factor in the development of The tourism-aware curriculum in Madura is Kiai
as a religious figure who is considered to play a role in maintaining the cultural value
system in society. That is, the development of tourism in Madura needs to get support
from the figure of Kiai. Investors and the private sector can contribute in the develop-
ment of tourism in Madura, but must get support and approval from Kiai first. This
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factor is always a very important factor to the attention of the investors, private, and

government. Tourism potential that can be developed into a tourism-aware curriculum

is cultural tourism and religious tourism. The tourism-aware curriculum implementation

using the concept of cultural tourism development and religion is expected to be one

of the‘entrance’in order to prepare the instrument of tourism development in Madura

through the school curriculum. In the future, it is expected that the development of

nature tourism (beach) will also be developed more prospectively.

= The core values which are the basic values and the value of needs in realizing the
Panca Pesona Madura through ‘BATIK MADURA'in the development of The tourism-
aware curriculum consist of religious values, modesty (polite), mutual cooperation,
maintaining cleanliness, creativity, social, hospitality, and caring environment. KSP
can be implemented through local content subjects, through personality develop-
ment subjects (Religion Education, Civics, Social Studies, and Cultural Arts), and
through self-development and entrepreneurship activities.

= The tourism-aware curriculum models through local content subjects are imple-
mented through special subjects in local content subjects. The local content is the
study material in the educational unit containing the content and learning process
about the local potential and uniqueness that is intended to shape the learners'
understanding of the potential in the area where they live.

= The tourism-aware curriculum model through personality development subjects
(Religion Education, Civics, Social Studies, and Cultural Arts) implemented using
integrated approach to the subjects and integrated development pattern that is by
linking Basic Competence subjects with study materials contained in the tourism-
aware curriculum

= The tourism-aware curriculum model through self-development activities and
entrepreneurship is done through self-development activities by integrating the
tourism-aware curriculum study materials in extracurricular activities. This model is
implemented using a holistic and humanistic approach by providing opportunities
for learners to develop and express themselves according to the needs, talents, and
interests of each learner in accordance with school conditions. Self-development is
done through extracurricular activities such as scouting, leadership, youth scientific
groups, and career guidance. While entrepreneurship can be done through training
expressing entrepreneurial ideas, choosing entrepreneurial activities, and preparing
business plans.

3.4 Implementation of The Tourism-Aware Curriculum at School

Implementation of KSP in schools can be implemented with the following provisions
(1) The tourism-aware curriculum can be implemented as a separate subject in the
form of local content subjects. (2) The tourism-aware curriculum as a special subject
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of local content, the time allocation is 2 hours/ week. (3) The tourism-aware curricu-
lum as special subject matter of local content carried out for one semester or one
year. Thereafter, the tourism-aware curriculum implementation can be evaluated in
3 years. (4) The tourism-aware curriculum learning assessment as a special subject of
local content prioritizes performance, product, and portfolio. (5) If not as a separate
subject, the tourism-aware curriculum study materials can be integrated into other sub-
jects (Religion Education, Social Studies, Civics and Cultural Arts). (6) The tourism-aware
curriculum study materials can be developed in entrepreneurship learning in schools.
(7) The tourism-aware curriculum study materials can be implemented through self-
development activities (extracurricular activities) in schools, such as Boy Scouts. (8) The
tourism-aware curriculum can be implemented through school habituation and culture
activities such as culture of good attitude and behavior, displaying slogans, examples,
and some positive habituation activities for learners. (8) The tourism-aware curriculum
can be taught at every level ranging from primary and secondary education level.

3.5 The contents of the the tourism-aware curriculum

Content include the following development outcomes: Madura tourism industry, Madu-
ra tour guide, Madura tourism promotion, Madura regional crafts, Madurese language,
Madurese history, traditional ceremonies, Madurese folk games, traditional Madurese
sloths and tunes, traditional music, Madura performing arts, Madurese specialties, as
well as knowledge of Madurese nature and natural environment. Based on the results of
the research, the The tourism-aware curriculum development guidebook was obtained
with the criteria ‘very feasible, which can be used as a guide for teachers in determin-
ing development model and the tourism-aware curriculum study materials in schools.
This tourism-aware curriculum development guide book can be used as a guideline
for teachers and schools in preparing the basic framework and content of the tourism-
aware curriculum development either through special local content subjects as well as
integrated through personality development and self development activities in schools.

Conclusion

Madura value system is very strong with religious and magical nuances, has a char-
acter with a hard nature as well as some other calm. If they (Madurese) are placed
in a clear position, not disturbed, treat them fairly, then they will be good to anyone
even though they are new to him. The cultural values of Madurese society which are
the basic values and values that are core values in the development of tourism-aware
curriculum consist of eight, namely: religious, modesty, mutual assistance, maintaining
hygiene, creativity, social caring, value of hospitality, environmental caring value. The
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main factor in the development of the tourism-aware curriculum in Madura is Kiai as a
religious figure who is considered to play a role in inheriting and maintaining a strong
cultural value system inherent in community life. The target of tourism development
in Madura through the development of the tourism-aware curriculum in schools is the
realization of ‘Panca Pesona Madura' (Léma’ Pesona Madhurd) which is poured in the
jargon of “BATIK MADURA" namely: Bersih (Clean), Aman (Safe), Tertib (Orderly), Islami
(Islamic), and Kenangan (Memories). The tourism-aware curriculum development needs
to be implemented in curriculum development and learning at educational institutions
in Madura, from elementary education to secondary education. The tourism-aware
curriculum development guidebook obtained based on the results of this study has
met the criteria ‘very feasible’and can be used as a guide for teachers and schools in
preparing the basic framework and content of the tourism-aware curriculum develop-
ment in schools.

Steps and efforts are required to develop, implement and cultivate the the tourism-
aware curriculum effectively and consistently through the school curriculum. Therefore,
the participation of all parties, both schoolchildren, together with the government
and relevant stakeholders to actively engage in the development of tourism aware-
ness through curriculum and school culture in Madura. The tourism-aware curriculum
manuals need to be complemented by the tourism-aware curriculum development
guidelines either through special subjects or integrated in other subjects. Therefore, in
the next stage it is necessary to study and prepare the The tourism-aware curriculum
development guidebook for teachers (school) in the form of (1) The tourism-aware cur-
riculum development guidance through local content subjects, (2) The tourism-aware
curriculum development guidance through self development and entrepreneurship
activities, (3) (model) syllabus and learning implementation plan of The tourism-aware
curriculum through local content and entrepreneurship subjects.
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Non-linguist future teachers’
translation skills of structurally
different clauses

Linda Chmelarova

Abstract

The paper deals with future teachers’ (non-linguists’) translation skills of chosen sen-
tences from English to the Czech language. The chosen structures are complex sen-
tences with a subordinate clause containing an ing-participle and these sentences are
structurally different from their Czech equivalents. The theoretical part analyses Czech
verbal tendencies and English nominal tendencies which result in the structural differ-
ences of both languages. The practical part describes the research and offers evaluation
of the translation of particular sentences with regards to their structural character.

Key words: non-linguists, translation skills, subordinate non-finite clause, ing-participle,
verbal and nominal tendencies.
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Dovednost budoucich ucitelli nefilologickych predméta
prekladat strukturalné odlisné véty

Abstrakt

Prispévek se zabyva dovednostmi budoucich ucitel(i nefilologického zaméreni v oblasti
prekladu vybranych vétnych celkl z angli¢tiny do cestiny. Vybrané vétné struktury jsou
souvéti s vedlejsi vétou, kterd obsahuje ing pricesti a je strukturalné odlisna od svého
Ceského ekvivalentu. Teoreticka ¢ast také analyzuje verbalni tendence cestiny a nomi-
nélni tendence anglictiny, které maji za nasledek strukturalni odliSnosti obou jazykd.
Prakticka ¢ast popisuje samotny vyzkum a nabizi vyhodnoceni prekladu jednotlivych
vét s ohledem na jejich strukturalni charakter.

Klicova slova: nefilologové, prekladové dovednosti, vedlejsi nefinitni véta, ing pficesti,
verbélni a nominalni tendence.

Introduction

This article is an attempt to consider the translation skills of future teachers with respect
to those teachers who do not major in a foreign language but are trained for teaching
other subjects at the lower secondary school level. At the beginning of their studies
students choose English or alternatively German and Russian. In this article we will
deal with English language development as this is by far the most common language
chosen by students. The content of the English course may differ depending on the
preference either to improve students’ general English or develop their English for
specific purposes in particular education.

To narrow the topic and have a deeper insight into the issue, we have decided to
focus on their translation skills; since the translation in ELT has been disputed for the
last couple of decades and it is finding its place in teaching, supporting successful ac-
quisition of the English language. The theoretical section will present a language item
which is structurally different in English and Czech.

Structural differences between English and Czech

English and Czech are typologically different languages with differences evident in,
beside others — phonological, morphological and syntactical levels. This article will focus
on an example of syntactical difference, specifically “condensed clauses”. To explain this
diversity, firstly it is necessary to point to the nominal tendencies in English and verbal
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tendencies in Czech which influence many structural aspects of both languages. The
Oxford Concise dictionary (OCDL 2007) explains “nominalization” as a process in which
a noun or a syntactic unit with the function of noun phrase is derived from any other
kind of unit. Thus, nominal structures are either nouns, noun phrases or other language
structures with the function of nouns. For instance:

I was smoking. -) | had a smoke.
They solved the problem -) their solution of the problem

Vachek (1990) paid attention to this issue having stated that English tends to use nomi-
nal structures to express the circumstances which are expressed by finite verbs in Czech.
Semantically important information is expressed in the nominal part of the sentence
which also has an impact on the structure. For instance:

I do the shopping every week. -) Nakupuji kazdy tyden.

Let’s have a rest. - Odpocinme si.

Nominalization is also evident in more complex structures. Vachek says that “the infor-
mation which is expressed by a subordinate clause or another main clause in Czech is
embodied in English sentence by the nominal element” (Vachek 1990, s. 24). As a result
of this, complex structures in English are more “condensed” and shorter in a written text.
Hornova (1983) points out that many linguists dealt with the sentence condensation by
defining the sentence elements which cause this condensation, namely infinitive, par-
ticiple and gerund. All of these forms are non-finite structures, thus they cannot serve
as the root of an independent clause and are signs of nominal tendencies in English.

Participle clauses in English and Czech

This article will primarily focus on the ing-participle, its function in the sentence and its
structural manifestation in Czech equivalent sentences. When the ing-participle follows
an element of substantive character, i.e. subject, object and complement, it develops
this element. Frequently used sentences containing the ing-participle include subor-
dinate clauses of circumstance, relative clauses and various types of adverbial clauses
often derived from the conjunction used within the sentence. For instance:

1. Isaton the sofa talking to my friend. — Subordinate clause of circumstance.

2. lvisited my father living in my home town. - Relative subordinate clause.

3. [Ifound the key when going home. — Subordinate adverb time clause.

The specific feature of these sentences is that their Czech equivalents often differ struc-
turally as the Czech language prefers finite verbs to non-finite ones. In the first case, the
structurally identical Czech form is the adverbial participle (pfechodnik) which is an ob-
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solete structure which even most Czechs cannot correctly use. For this reason it is more
convenient to use the finite verb form in the subordinate clause or other main clause.

Structurally identical form: Sedél jsem na pohovce povidaje si se svym pfitelem.

Structurally unidentical forms: Sedél jsem na pohovce a povidal si se svym pritelem. or
Sedél jsem na pohovce, kdyz jsem si povidal se svym pritelem.

In the second case it is also possible to use either identical (non-finite verbs) or noni-
dentical (finite verbs) structures in the Czech translation. Compared to the previous
example, the identical form does not sound so obsolete, but it is still more preferable
to choose the latter in the Czech language.

Structurally identical form: Navstivil jsem svého otce, Zijictho v mém rodném meésté.

Structurally nonidentical form: Navstivil jsem svého otce, ktery Zije v mém rodném mésté.

In the last case the choice of finite verb form in the Czech equivalent is enhanced by the
existence of the conjunction which does not allow many other possibilities.

Structurally nonidentical form: Nasel jsem ten kli¢, kdyz jsem Sel domd.

This structural disproportion was proved in the contrastive analysis which was carried
out by Chmelafova (2010). The given structures were selected from fiction for adults,
fiction for children and technical texts, and compared to their Czech equivalents in their
published translations. This analysis confirmed that verbal tendencies represented by
finite verbs in Czech are evident in comparison with nominal tendencies represented
by non-finite verbs in English.

Translation skills of future teachers

English for non-linguists which is taught in the Faculty of Education at Palacky Univer-
sity is primarily focused on general English using a course book common for teaching
various age groups from the lower-secondary schools to adult courses. As with most
of the other English course books, it is used internationally, thus the use of the mother
tongue is minimalized as well as using translation as one of the methods for improving
language competence. Similarly at the lower educational levels it is up to the teacher
whether they include translation in their teaching plan.

The practical goal of this article is to find out students’ (future teachers) skills in
translating structures analyzed in the previous paragraphs from English to their mother
tongue. The translation from English to Czech has been chosen deliberately as mini-
mum attention is paid to this particular skill. It demands not only knowledge of the
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target language but it also demonstrates whether students are aware of specifics of
their mother tongue and are able to use it naturally. At the same time this way of
developing students’ language skills supports cross-curricular links between English
and Czech language which is emphasized in the Framework Educational Programme.

Specification of the test used in the research

The types of sentences to be translated were chosen on the basis of the contrastive
analysis (specifically fiction for adults) mentioned before, i.e. their constant ratio was
maintained in this analysis. The overall number of sentences was 15; namely 7 clauses
of circumstance, 5 relative clauses and 3 other adverbial clauses with a variety of con-
junctions. The vocabulary selected for the test was adjusted to the level of students so
as not to influence general translation skills as the focus in this test was on structural
skills. Potentially difficult vocabulary was translated for the students. For the purpose
of this research the same test as the one in the author’s dissertation thesis was used
(Chmelafova, 2010) since it fulfils all demanded requirements. The sample of the stu-
dents involved is comparable and the language skills of University students in their
first year are similar to those of students at grammar schools. The sentences given to
the students are the following:

1. I left the school feeling a bit sick.
. She put the silver plates on the table standing in the corner.
. You are not allowed to enter the room if smoking.
. John nodded, thinking about his new plan.
. He looked through the window, sitting in his favourite sofa.
. Staring at his new car, we walked out of the garage.
. She couldn’t find her mobile phone ringing somewhere in the room.
. ... Peter asked, smoking his cigarette.

9. Steve didn't repeat it with the teacher standing behind him.
10. Smiling at his new colleague, he signed the paper.
11. She always sits in the garden, observing her small cats.
12. | sat there while trying to answer the questions.
13. All the boys playing in the street are my cousins.
14. Suddenly | met my friend talking to my new neighbour.
15. When leaving the church, he noticed that broken window.

0O NV~ WN

When evaluating the students’ translations, the focus was on the choice of the Czech
structure of particular sentences, i.e., whether it structurally suits the English non-finite
form and whether it is or is not used correctly; or if it contains the finite verb form in the
subordinate or other main clause which sounds more natural in the Czech language.
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Another option was to omit a verb completely and use a kind of prepositional phrase
which in some cases is grammatically and semantically acceptable. Any structure which
contradicted grammatical rules of the Czech language was considered as incorrect.

Specification of the students tested in the research

The research sample consisted of 21 students (non-linguists) who study in the Faculty
of Education, Palacky University and are not majoring in any foreign language but
are future teachers being prepared for the profession in which they will specialize in
other school subjects. The students were given the presented structures with a task of
translating them into their mother tongue.

Results of the research

The following chart presents all Czech structural forms chosen by the students when
translating the particular English sentences. The horizontal scale shows English sen-
tences in the order as they were written in the test and the vertical scale show the
students numbered from 1 to 21. The abbreviations were used to condense the results
into a clear survey presenting all translations given by the students.

1 2 3 4 5 6 7 8 9 0|11 12| 13 14|15
1| SC | SC | SC | SC | SC X SC X SC | SC X SC | SC | SC | SC
2 [ SC | NSC | SC X | MC| X | NSC| X [ NSC| X | MC | SC | SC | SC | SC
3 X | NSC | SC X | MC | X X | MC | NSC| X | MC | X X X SC
4 [ MC | NSC | SC X SC X SC X SC X X SC | NSC | NSC | SC
5 [ MC| SC | SC | MC | MC | MC | SC | MC | SC | MC | MC | SC | SC | NSC | SC
6 [ NV | NSC | SC X X X | NSC | X SC | MC | MC | SC | SC | SC | SC
7 | NV | NSC | SC X X X | NSC | X | NSC | X | NSC | SC | NSC | NSC | SC
8 [ MC | NSC | SC X | MC | X | NSC| X | NSC| X X SC | SC | NSC | SC
9 | SC X SC | sC | SC X SC X | NSC | SC | MC | SC | NSC | SC | SC

10 [ SC | SC | SC | SC | MC | SC | SC | SC | SC | SC | MC | MC | SC | SC | SC
1 [ NV | NSC | SC X X X SC | sC | SC X | NSC | SC | SC | SC | SC
12 [ NV | NSC | SC X X X | NSC | SC X X | NSC | SC | NSC | SC | SC
13 [ NV X X X SC X SC X X X X SC | SC X SC
14 [ X N SC | N X X | NSC | SC | NSC | X X SC | SC | NSC | SC
15 X SC | SC X | MC | SC | SC X SC X NV | SC | SC | SC | SC
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1 2 3 4 5
16 | MC | NSC | SC X X
17 | SC X SC | sC | SC

7 8 9 0|1 |12 13 14 | 15
NSC | SC X | NSC | X X | NSC | NSC | SC
SC | SC | NSC | SC | SC | SC | SC | SC | SC
18 | SC | SC X X X SC | SC | mC| X | MC | X SC | sC | SC
19 | SC | SC | SC X NV SC X SC X X | MC | SC | SC | SC
20 [ SC | NV | SC | SC | MC | MC | SC | SC | NV | MC | MC | MC | SC | SC | SC
21 [ NV | SC X X SC | MC | NSC | SC | SC | SC | mMC | X SC | SC | SC

>x< | X< [ >x< | < |

Legend: SC - Finite subordinate clause, NSC— Non-finite subordinate clause, MC— Main clause, NV — Non-verbal form, X — Incorrect
translation

To get the partial results, it is necessary to assess the translation of English structures
separately, i.e. adverbial clauses of circumstances (1, 4, 5, 6, 8, 10, 11), relative clauses
(2,7,9,13, 14) and other adverbial clauses (3, 12, 15).

As mentioned above, the first type of adverbial clause contains the participle which
develops the subject of the main clause and its Czech equivalent form (prechodnik)
is considered obsolete. Out of all Czech structures used by the students (21 students
X 7 sentences = 147 translations) only 4 of them were used correctly while keeping its
direct equivalent. On the other hand, a large number of incorrect translations appeared
(69), which is almost 47% and this result was probably caused by the fact that the
students do not know how to use these Czech identical forms correctly and often use
structures which do not exist or do not follow Czech grammatical rules. The insignificant
number is represented by non-verbal forms (10) which shows the students’ attempt
to avoid using the Czech equivalent completely. The results, including use of finite
subordinate clauses and main clauses are also relatively high; there are 28 main clauses
and 36 finite subordinate clauses, in which the students added a conjunction of their
choice to keep the semantic content of the sentence. Nevertheless, when analysing the
translation of adverbial clauses of circumstance there are evident tendencies to choose
identical non-finite forms which in the overwhelming majority are incorrect, meaning
there is a lack of attention paid to English nominal and Czech verbal tendencies in the
students’ translations.

The second type of analysed sentence is relative subordinate clauses containing
non-finite forms of the ing-participle; in the test 5 sentences of this type were included
(in total 105). To summarise the results, the majority of the Czech structures chosen by
the students for subordinate clauses in these sentences were finite subordinate clauses
represented by finite verb forms (56). It is evident that translating relative clauses and
respecting English and Czech structural differences is much easier for students than
in the previous adverbial clauses of circumstance. A small number of incorrect transla-
tions (10) is proof of this. A tendency to keep the same structure is still quite strong
as 35 translations contained Czech non-finite verb forms. Nevertheless, unlike in the
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first type of sentences, Czech non-finite verb forms used for relative clauses are much
more common, thus, students are used to using them correctly despite Czech verbal
tendencies. Only in minimum of the translations non-verbal (3) or other main clauses
(1) were used.

The last sentence type was represented by other adverbial clauses whose relation
to the main clause was characterised by conjunctions (in total 63). As assumed in the
theoretical part, existence of conjunctions can positively influence students’ choice
of appropriate finite sub-ordinate clause in their translations. A vast majority of the
translations (53) were such Czech clauses. There appeared only 7 incorrect translations
and 3 other main clauses.

For better illustration a chart with all results and their rounded proportions is in-
cluded:

X SC MC NSC NV
Adverbial cl. of circumstances (147) 69 (47%) 36 (24,5%) 28 (19%) 4(2,7%) 10 (6,8%)
Relative clauses (105) 10(9,5%) 56 (53,3%) 1(1%) 35(34,3%) 3(2,9%)
Other adverbial clauses (63) 7(11,1%) 53 (84,1%) 3(4,8%) 0(0%) 0(0%)

Conclusion

As the research has shown, students’ ability to translate non-finite clauses containing
the ing-participle from English into Czech with regards respecting different structural
tendencies in both languages, is partly influenced by the type of clause. The most
difficult for students to translate are adverbial clauses of circumstance which com-
monly appear in English. First, students do not respect the verbal character of the
Czech language as they choose structurally identical forms but due to their lack of
knowledge of these forms their translation is grammatically incorrect in most cases.
Relative clauses are less difficult for students, even though they do not always respect
verbal tendencies of the Czech language, their choice of form is mostly correct even
though these include nominal structure which is more typical for English. The easiest
clauses to translate for students are other adverbial clauses in which the conjunctions
lead students to correct translations.

To sum, the results of the research given have proved students’ lack of ability in
translating structurally different forms from English into Czech. One of the reasons may
be the fact that practising this specific translation skill is often neglected in all levels
of education, as much more emphasis is placed on improving all basic skills (speaking,
listening, writing, reading) and language aspects (grammar, vocabulary) with minimum
attention paid to English language and mother tongue. If teachers use translation as
one of the tools for achieving the expected students’language acquisition, they mostly
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focus on translating from their mother tongue into English which is very useful but it
does not emphasize Czech structural characteristics. Translating into the mother tongue
supports cross-curricular links and prepares students for correct interpretation of the
information from English into Czech whilst respecting not only grammatical accuracy
but also typology of both languages.
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The method of situational
factors analysis about problems
and its teaching essentials

Xu Bo

Abstract

The problem and the situation have close relationships, complex situational factors
and their interaction relationships contain the solutions to the problems. Through the
steps of defining the problems, defining the problem situations, analyzing internal and
external situational factors and their interaction relationships of the problems, examin-
ing and distinguishing the factors and their relationships and so on, the method aims
at helping students to understand and characterize the problems better, and then to
seek solutions to problems by the clue to the situational factors of the problem. When
using this method, teachers should pay attention to the combination of theoretical
explanations and practical analyses, considering the characteristics of the students’
thinking stage fully, and using other methods of problem analysis meantime.

Key words: problem, situational factor, thinking method.
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Metoda analyzy situacnich faktori o problémech
a jeho ucebnich potiebach

Abstrakt

Existuje blizky vztah problému a situace, komplex situacnich faktor( a jejich vzdjemné
vztahy obsahuji feSeni problém. Prostfednictvim definice problémd, problémovych
situaci, analyzy internich a externich situac¢nich faktoru a jejich interakcnich vztahd,
zkoumani a rozlisovani faktort a jejich vztah je cilem této metody pomoci studentiim
porozumét a charakterizovat problémy Iépe a poté hledat feseni problémd pomoci
klicovych slov k situa¢nim faktorlm problému. Pfi pouziti této metody by ucitelé méli
vénovat pozornost kombinaci teoretickych vysvétleni a praktickych analyz, pficemz
pIné zohlednuji charakteristiky studentského mysleni a vyuzivaji jiné metody analyzy
problému.

Klicova slova: problém, situa¢ni faktor, metoda mysleni.

Introduction

The method is one of the key factors to solve any problem. From different dimensions,
the methods can be divided into different types. According to the universal, abstract
degree, the methods can be divided into three layers: specific methods, thinking meth-
ods and philosophical methods. For solving the specific problems, it’s difficult to take
the Philosophical methods as the action strategies, because they are often more macro,
vague. Yet the concrete methods are too meticulous, often apply to specific domains
and situations. The thinking methods belong to the middle levels, they are compre-
hensive, but also practical. Therefore, they are very important for problem solving, We
should pay more attention to them.

The cultivation of thinking abilities, training of thinking method is an important
content in education and teaching. The students can only apply the knowledge and
skills that have been learned to the practical life and transformations of external world
unless they master the right way of thinking, form the habits and abilities of thinking
independently, analyzing and solving problems (Qian Xuesen, 1986). In the processes
of teaching, there are many ways to cultivate students’ thinking abilities. Combined
with a large number of educational practices, author finds that it's an effective way
through guiding the students to analyze the internal and external situational factors
directly or indirectly related to the problem and their interaction relationships, then
seeking solutions to problems.
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1 The concepts of “problem”, “situation”, and “problem
situation”

General speaking, the “Problem”is the contradiction or difficulty that needs to be stud-
ied, discussed and solved. In the field of psychology, it's often understood as an indi-
vidual psychological dilemma guided by some purpose when someone intends to do
something, but hasn't found the proper means (Zhang Chunxing, 1998). According to
different nature, problems can be divided into several types, but all of them contain
three elements: known conditions, the known environment, objects or other informa-
tion of the problem; objectives, the ultimate ideal state of problem solving; barriers,
many difficulties that the individual needs to overcome in the process of reaching the
target state by using known conditions (Shi Baoguo Shen Jiliang, Xu Jingjing, 2005).

“Situation” means some cesnes or circumstances. It contains the meaning of
abstract prospect besides specific circumstances, scenes. From the point of view of
problem solving, situation can be understood as the environment or background for
individuals to solve problems. It is a series of stimulus events or information materials
that makes the individual produce some emotional experience then induce individual
analysis, solve the problem. And it is also the carrier of information transmissions (Pan
Lixia, 2007). From this point of view, situational factors that affect the problem solv-
ing include both internal and external factors of the problem, as well as the external
factors and their interactions which are directly or indirectly related to the problem
solving. Machu J Kim, a famous psychologist, defines the “problem situation”as a form
of psychological interaction between the subject and object, Its primary feature is that
a psychological state of the subject when acquiring new knowledge, skills, and solving
new problems (Ding Nianjin, 2005).

1.1 The relationship between “problem” and “situation’,
and its enlightenment of “problem solving”

At present, researchers generally believe that “problem” and “situation” have a close
relationship. For example, some scholars point out that the problem is a situation, the
difficulty of the problem depends on the complexity of the situation, the situation is
more complex, the problem more difficult (Zhang Dajun, 2004). In fact, any problem
always arises in a specific situation, rather than independent existence without a basis.
The problem itself contains a wealth of situational factors, at the same time, it is also
restricted by external situational factors, the problem and the corresponding situational
factors are inextricably linked. Therefore, the so-called “problem solving” process can
often be translated into the following steps: analyzing all the sub situational factors
and their interaction relationship belong to the problem itself; clarifying the external
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situational factors and their interaction directly or indirectly related to the problem;
clarifying the interaction relationship between external or internal situational factors
of the problem. In other words, the complex situational factors and their interaction
relationships external or internal the problem contain the answer to the problem.

1.2 The appropriateness of “situational factor analysis”
to “problem solving”

There are many models for problem solving. The typical model includes some steps: un-
derstanding the problem, finding a answer, trying to solve, evaluating and so on. It’s first
step is to understand and characterize the problem, that to say the accurate description
of the problem, in order to achieve the purpose of understanding the background of
the problem and understanding the existing conditions of the problem solver. The
problem solving process in a typical mode can be represented by the following sche-
matic diagram(Chen Qi, Liu Rude, 2007).

Figure 1
A pattern of problem solving process

Model activation

i No activation succes
Undestand and characterize Seek the answers Try to solve evaluate cease

* failure

According to the figure 1 above, “Understanding and characterizing”is the first step for
this mode. In fact, regardless of any mode, an accurate description of the problem and
understanding the problem itself is the primary key to solve the problem. There are
many specific methods for understanding and characterizing problems based on differ-
ent theories. The author suggests it's an easy important way for students to understand
and master starting from the relationship between problem and situation, character-
izing the problem, then to solve the problem, according to the analysis of relationship
between “problem”and “situation” and it’s enlightenment for “problem solving” above,
and combined with a large number of educational practices.

In the process of problem solving, the students’ cognition and emotion are interac-
tive, emotion will regulate, strengthen, and power the cognitive activities. Situational
analysis and thinking help to stimulate students’ good emotional experience, then to
enhance the effect of emotion on cognitive activities; the process of problem solving
is also the process of interaction between intuitive and abstract thinking; situational
analysis is helpful to make abstract thinking concrete, promote the integration of in-
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tuitive and abstract thinking, and help students from intuitive perception to abstract,
rational insight. Besides through the analysis of situational factors and their interaction
relationship directly or indirectly related to the problem, it is also beneficial for students
to be conscious of unconscious mental activities, then to enhance the consciousness
and initiative of the thinking. Therefore, “situational factor analysis” has strong relevance
to “problem solving’, It helps students more actively, clearly and quickly seek clues to
analyze and solve problems.

2 The teaching steps of the method of “situational
factors analysis”

In order to help students better understand the problem, analyze the relationship be-
tween problem and situation, then to find a solution to the problem, we can translate
the related concept about analysis of specific situational factors into the operated think-
ing process and strategy from the view of point of actual teaching. On the basic of a lot
of teaching experience, the author conclude the following teaching steps gradually.

2.1 Identifying the problem

Identifying problem is the first step in solving problems. If the problem requires stu-
dents to put forward, teachers should guide them to mind the difficulties or doubts that
“only to be sensed, but not explained’, and make them conscious, worded, clearly define
the connotation and extension of the problem, analyze its difficulty, and use accurate
words to generalize the problem refinedly; If the problem to be solved is clear, it also
should make students know the elements of the problem, for example, the nature, the
scope, the known conditions, the target state and the main obstacles of the problem.

In the initial stage of problem solving, it's hard for the students to define the prob-
lem clearly and accurately if the problem is difficult or unfamiliar for them. Therefore,
it can help students understand and define problems better by means of situational
display, practical operation, problem situation reappearance and process or paper writ-
ing thinking.

2.2 Defining the situation of the problem

Although the stage of “identifying the problem” has been involved in understanding
and analysis of problem situations, it is necessary to define the problem situation clearly
in order to analyze the relationship between the problem and the situation deeply, and
effectively seek solutions to the problem. According to different criteria, “problem situ-
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ation” can be classified into different categories. For example, according to the different
degrees of abstraction it can be divided into specific situations, abstract situation; ac-
cording to the scope, it can be divided into macro situation, meso situation and micro
situation; according to the characteristics of time and space, time and space can be
divided into situational context; according to the saliency, it can be divided into explicit
situation and implicit situation and so on.

When using the method of situational factors analysis, clearly defining the problems
occurring in the actual operation situation, mainly means identifying the context or
background of the problem from the “internal-external” dimension and other dimen-
sions. If the problem is simple, or students are familiar with it, the problem situation
can be analyzed directly; if the problem is difficult or students are unfamiliar with it,
it can be combined with the specific experience of students’ study, life or practice,
looking for special cases related to this problem, or similar but more familiar issues as
inspiration. Through the analysis of their familiar even personal experience of special
cases and problems, help them to achieve the purpose of understanding and analysis
of the target problem situations. That'’s to say, making the abstract situation concrete,
making the unfamiliar situation familiar, making the fragmented situation correlative.

2.3 Analyzing the internal, external situation factors and their
relationships of the problem

In order to seek a solution to the problem better, students should be guided to ana-
lyze the situational factors in detail from the defined problem situations: analyze the
situational sub factors and their relationships of the problem itself; analyze the exter-
nal situational sub factors and their relationships directly or indirectly related to the
problem; analyze the relationships between internal and external situational factors
of the problem.

In the analysis, we should adhere to the principle of refining and deepening from
macro to micro, step by step. Firstly, analyze the main situational factors which are
directly or indirectly related to the problem, then analyze the secondary situational
factors corresponding to each of the main factor, the steps cease until presenting the
specific sub factors of the major factors related to problem solving.

In the operation, we should first analyze the situational factors of the problem, and
then analyze the relationship between the different factors. In addition to analyzing
the relevant factors and interaction relations of the problem horizontally, we should
use the method of longitudinal analysis, and search for the situational factors related to
problem solving. Through the analysis above, we can get a network about the problem
related contextual factor composed of different levels of factors and their relationships.
The network can be presented by the form of a tree diagram visually.
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2.4 Judging and discriminating the situational factors and their
interactional relationships

In the stage of analyzing different levels of sub situational factors related to the prob-
lem, brainstorming is the most important method, it's necessary to list the relevant
sub situational factors at all levels as comprehensive, accurately as possible from the
specific context dimension. However, whether the result of the analysis is comprehen-
sive, reasonable, and whether it is beneficial to seek solutions to the problem requires
further judgment and discrimination.

All of the missing important situational sub factors should be added to the cor-
responding levels of situation factors network of the problem; repeated or not high
degree of sub factors associated with the problem should be deleted; if the relationship
between the same level or different levels is contrary to the basic dimension of analysis
or logical confusion, it should be adjusted and optimized.

In addition, it’s necessary to carefully discriminate the appropriateness of the analy-
sis about situational factors between internal and external or different levels. If not
proper, it should be corrected. Through these optimizations, judgment and discrimina-
tion, We can get a network diagram of all levels sub situational factors and their relation-
ship related to high degree of correlation with the problem.

2.5 Seeking the solution with the clue of the situational sub
factors of the problem

The process of problem solving itself contains motivations, contents, methods, envi-
ronments and other factors. They are relatively independent and connected with each
other and reflected in the analysis of the steps above. It's always inextricably linked with
these factors and their relationship to solve the problem scientifically and effectively.
Therefore in the process of seeking the solution, it is necessary to refine and divide
the attention into the content of the problem, that is, the analysis of the sub factors of
the problem situation. Then to conclude gradually and form solutions to the problem
through specific arrangements, combinations, operations, or thorough analysis about
the sub situational factors and their relationship of the problem. That is to say, the
solution to the problem is contained in the complicated situation factors and their
interaction within the problem.

The contents above are the five steps of situational factor analysis that are rela-
tively independent. In the practical application process, these steps are interrelated,
enlightening and merging with each other. Analysis and thinking about the previous
step scientifically, effectively and reasonably contains the attention and understanding
of the latter step, it's the premise and basis to ensure the smooth progress of the latter
steps; in the process of analysis and discussion about a latter step, the understanding

94



The method of situational factors analysis about problems and its teaching essentials Xu Bo

of the previous step can also be further improved and deepened; in the process of real
analysis and thinking, these steps are often blended together.

In addition, whether the “solution” formed by the five steps above is feasible or not,
it still needs to be tested by practice. That means guiding practice with established
strategies, optimizing and improving the solution to the problem in practice, continu-
ously promoting the common growth and progress of both teachers and students.

3 Ateaching example for the method of situational
factor analysis

In order to illustrate the application steps of the method of “situational factors analysis’,
the author takes the example of “how to deal with children’s problematic behaviors in
collective teaching background”.

The first step is to define the problem: in this example, the key issue is “how to deal
with children’s problematic behaviors”. Its essence is to seek methods of intervention
for the children’s problematic behaviors from multiple dimensions under the special
space-time background of “collective teaching”

The second step is to define the situation of the problem: in this problem, although
clearly presented the situation “collective teaching’, it is not pointed out what kind of
specific situation the collective teaching is, what'’s the kind of the children, what's the
kind of specific problem behavior, and what’s the type of teachers and so on. So the
problem situation corresponding to this problem is a general, collective teaching situ-
ation that causes children to have problematic behaviors.

The third step is to analyze the internal and external situational factors and their
relationships of the problem: in this example, the widespread situations of children’s
problematic behaviors involve teachers, children themselves, peers, teaching activities,
external teaching environments and other macro situational factors. Each macro factor
includes several sub situational factors. Take the factor “teacher” influencing children’s
problematic behaviors as an example, its sub situational factors include “concept to-

"o "o U

wards students’, “teaching attitude’, “teaching language’, “teaching organizing abil-
ity”, “charisma”, “teaching experience’, “ability of thinking” and so on. After the similar
multilevel analysis and decomposition to each macro factor, a diagram of situational
different levels sub factors related to children’s problematic behaviors can be initially

obtained. The specific contents are as shown in the following figure:
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Figure 2
Situational sub factors analysis about children’s problematic behaviors
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The figure above shows the multiple situational factors associated with children’s prob-
lem behavior in general, the sub factors of internal factors, and between all levels have
a direct or indirect association. The relationships between these situational sub factors
restrict each other, their combined force affect the solving of the core problem.

The fourth step is to judge and identify the situational factors and their relation-
ship: as for the analyzed all levels of situational sub factors and their relationships, they
should be further optimized and discriminated, the ones that highly correlated with
the problem will be reserved, perfect, related and straightened out the relationship be-
tween them. Such as dividing one of the primary situational factors “teaching activities”
influencing children’s problematic behaviors into several categories: “faculty-student
ratio’, “teaching resources’, “teaching contents’, “teaching objectives” and so on. Each
main situational factor can be further divided into two or three lower level factors.

The fifth step is to find the solution to the problem by taking the situational sub
factors of the problem as clues: after the last step of judgment, screening, optimization,
the multi-level clues to solve the problem are found. So far, combined with the specific
case of teaching and education in the real scene, the problem of “how to deal with the
problematic behavior of individual children”is transformed into the following strategies:

7" . " .
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“improving teachers’ view of students”, “richening teaching resources”, “establishing

partner aid system’, “creating a quiet learning environment’, “improving children’s ability
to express”and so on. Then to verify their effectiveness in actual teaching.

4 The notices in the use of the method of situational
factors analysis

When using this method, teachers should not only explain the theory to students, but
also need to help them master the use of the method of each link and the main points
combined specific problems and through a lot of practical analysis. At the same time,
they must consider the characteristics of students’ physical and mental development.
For example, if the students are still in the image and intuitive thinking stage, the
specific and image teaching should be paid more attention to in each link and each
process. Teachers often need to resort to more material objects, models, pictures, or
specific words in the process of teaching and analysis; The method of situational factor
analysis itself is not complicated, if the teacher explain the core ideas and implementa-
tion methods of each operational step to the students, they can quickly understand
this method theoretically. However, if the students to be trained to use this method
of consciously and initiatively, even form a habit of this thinking, the teachers should
set a good example and give them long-term edification in the normal learning and
life. In addition, problems including various types, and there are more than one way
to understand and characterize problems. It's hard to solve the factual problems by
the method of situational analysis such as “what are the educational thoughts of Con-
fucius?’, “what day is today?”. Therefore, in the real situation of solving problems, this
method is often used in conjunction with other methods, in order to understand and
analyze efficiently, then solve the problem finally.

The cultivation of thinking ability is one of the eternal topics of education. Think-
ing skills, like motor skills, can be acquired through training. Thinking training can ef-
fectively helps students to master the skills and abilities of thinking in a certain range
and under certain conditions(Wang Xiaoyan, 2004). It is an important duty for teachers
to continuously improve students’ thinking quality, to help them gradually optimize
and perfect their own thinking system. As long as using this method skillfully and
frequently, teachers can help improve the students’ ability of understanding, analysis
and problem solving.
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Neurological assessment and
education of learners with specific
learning disabilities in Nigeria

James Bassey Ejue, Orim Samuel Orim

Abstract

This study investigated the relationship between neurological assessment and educa-
tion of learners with specific learning disabilities with particular focus on placement
options and the design of instructional programme. Survey design and quantitative
approach was used, 180 professionals in specific learning disabilities were purposively
sampled from tertiary institutions and special education centers in Nigeria. A 21 item
questionnaire with reliability coefficient of 78.6 was used as instrument for data col-
lection and method for data analysis was Pearson product correlation. The result of
the findings indicates that there is a strong positive correlation between the variables
investigated and measured. Based on the result of the study it was recommended
among others that, parents should be educated on relevance of neurological assess-
ment of the children, particular attention should be given to neurological assessment
of learners with specific learning disabilities as a parameter for quality education, pro-
fessionals in the field should partner with Neuropsychologist to provide services in
line with global best practices, template and code of conduct should be developed to
guide the process in Nigeria.

Key words: Neurology, assessment, placement, instruction, learning disabilities.
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Neurologické hodnoceni a vzdélavani osob
se specifickymi poruchami uceni v Nigerii

Abstrakt

Tato studie zkoumala vztah mezi neurologickym hodnocenim a vyukou z&k{ se spe-
cifickymi poruchami uceni se zamérenim na moznosti umisténi a navrhovani vzdé-
lavacich programd. Pro vyzkum bylo pouzito prizkumu a kvantitativniho pfistupu,
180 odbornikl z oblasti specifickych poruch uceni bylo ucelové vybrano z terciarnich
instituci a specidlnich vzdélavacich center v Nigérii. Jako ndstroj pro sbér dat byl pouzit
dotaznik s 21 polozkami s koeficientem spolehlivosti 78,6 a metodou pro analyzu dat byl
pouzit Pearsonuv korelac¢ni koeficient. Vysledek zjisténi naznacuje, ze mezi zkoumanymi
a méfenymi proménnymi existuje silna pozitivni korelace. Na zakladé vysledku studie
bylo mimo jiné doporuceno, aby rodice byli informovani o vyznamu neurologického
hodnoceni déti; zvlastni pozornost by méla byt vénovéana neurologickému hodnoceni
studentl se specifickymi poruchami uceni jako parametru pro kvalitni vzdélavani; od-
bornici v oboru by méli spolupracovat s neuropsychology a poskytovat sluzby v souladu
s celosvétovou osvédcenou praxi; a Sablony a kodexy chovéni by mély byt vypracovany
tak, aby vedly tento proces v Nigérii.

Klicova slova: neurologie, hodnoceni, umisténi, vyuka, poruchy uceni.

1 Introduction

Sustainable Development Goal (SDG) 4 and other global policy framework in line with
the Nigerian National policy on education adjudged education as a universal potent
tool for individuals including those with specific learning disabilities and societal de-
velopment. Educating this category of learners is seemingly prescriptive or clinical as it
relies heavily on assessment which determines other instructional variables critical to
the success of the process. The uniqueness of specific learning disabilities as a category
of exceptionality with the highest prevalence in the school and society requires assess-
ment beyond the general norm in special needs education practice. This is arguably true
because it implicates the state of the brain and the central nervous system more than
other disabilities. This is why National Joint Committee on Learning Disabilities (NJCLD)
traced the etiology to dysfunction of central nervous system. Association of Learning
Disabilities of Canada (ALDC) and the neurology school of thought and theorists equally
associate this disability with deficits in the ability of the brain and central nervous sys-
tem to process information through the input and output mechanism. Researches such
as Hinshelwood in Lerner (1997), Goldstein in Pierangelo and Giuliani (2006)), Werner
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and Strauss (1940), Wong (2004) and Barbara and Cote (2012) indicate that dysfunc-
tion of the brain functions is majorly one of the causes of specific learning disabilities.

Base on the foregoing, it is obvious that assessing the functionality of central ner-
vous system of learners with specific learning disabilities is cardinal to quality of their
education. Orim (2018), asserts that providing quality pedagogical intervention for
children with learning disabilities begins with general assessment and progress to
more specific assessment called neurological diagnosis also known as neurological
assessment. Neurological assessment in simple terms is a process of gathering verifiable
information from relevant and reliable sources about the functionality or otherwise
of central nervous system (CNS) primarily to enhance planning, placement, design-
ing, implementing and perhaps evaluation of pedagogical intervention for learners
with specific learning disabilities. Neurological assessment provides information on
hemispheric specialization where it exists for diagnosis and interventional plans. In the
foundational phase or brain research stage of the development of learning disabilities
this form of assessment was done through postmortem Anatomical studies/ autopsy.
With advances in science and technology there is a marked improvement as neuro-im-
aging techniques such as, the Computed Tomography Scan (STS), Magnetic Resonance
Imaging (MRI), Functional Neuro-imaging Techniques (FNT), Brain Electrical Activity
Mapping (BEAM) among others are commonly used for diagnosis (Pierangel & Giuliani,
2006). Despite the relevance of this assessment it is quite unfortunate that in Nigeria,
education or instruction for learners with this disability is designed without regards
to research proven relationship between assessment and teaching. This implies that
the deficits in the learner’s CNS that would have served as input into the educational
programme is neglected consequently making instruction not prescriptive or clinical.

Neurological assessment requires collaboration with different professionals such
as neuropsychologist, Educational psychologist, Pediatricians, Speech pathologists
and special educationist with specialization in specific learning disabilities. Like other
assessment practice, neurological diagnosis takes in consideration the following prin-
ciples; comprehensive, confidential, accessible to authorized persons, participatory
and dynamic.

2 Research hypotheses

The study is guided by two research hypotheses, framed thus:

1. There is no significant relationship between neurological assessment and place-
ment options for learners with specific learning disabilities.

2. Thereis no significant relationship between neurological assessment and the design
of instruction for learners with specific learning disabilities

101



-PEDAGOGIUM IV/2018

3 Statement of problem

Specific learning disabilities as neurobiological or cognitive disabilities interfere with
normal functions of the central nervous system as main engine room of any learning
activity. It presents serious difficulties in acquiring and processing information despite
normal intellectual ability of the child. This specifically impairs basic academic skills of
reading, writing, speaking, ability to perform calculation, and reasoning needed for
success in school and the society. This poses problems of what appropriate educational
placement and the nature of instruction to be designed for the child. Professionals in-
cluding the researchers have noticed that despite efforts of teachers, parents and other
stakeholders in education of learners with specific learning disabilities much is yet to
be desired in terms of quality education and learning outcome, even when many of
the clients go through diagnostic and ecological assessment of the disability. Research
indicates that children with this disability are merely enrolled in school without inter-
vention assessment such as neurological assessment to determine the functionality
of their central nervous system as one of the conditions for appropriate education of
this category of learners. Teachers and parents are worried about this unprofessional
practice that focuses only on a part of assessment practice. The border line problem of
this study is poor quality of education and learning outcome has been associated with
children with specific learning disabilities in spite of stakeholders’ efforts. This study is
therefore designed to find out:
= [fthereis any relationship between neurological assessment and education of learn-
ers with specific learning disabilities.
= [fthereis any relationship between neurological assessment and educational place-
ment options for children with the disability.
= Ifthere is any relationship between neurological assessment and instructional de-
sign for this group of learners.

4 Methodology

The study adopted quantitative research and survey design, 180 participants who are
professionals in the field of specific learning disabilities were purposively sampled from
a population of 180 lecturers in five tertiary institutions that run the programme in Nige-
ria. An instrument tilted Questionnaire on Neurological Assessment of Specific Learning
Disabilities (QNASLD) with five response scale was developed by the researchers and
validated by experts in relevant areas. Split-half reliability method was used to estimate
its reliability which ranged from 69.8-78.6 and it was considered good enough to use
for data collection. The instrument was sent to 200 participants through their emails
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and 180 were return, Pearson product moment correlation was used as method of data
analysis with the help of SPSS software.

5 Presentation of result

Hypothesis 1: There is no significant relationship between neurological assessment and
placement options for learners with specific learning disabilities.

Table 1
Pearson Product Moment Correlation Analysis of the Relationship between neurological
assessment and placement options for learners with specific learning disabilities (N = 180)

Variables Mean | SD | Ix’}y* Xy Sig R
Neurological assessment 51.88 | 17.56 | 1360.13
Placement options for learners with specific learning disabilities 5571 | 19.07 | 143231 | 153133 | .004 | 0.63

P <0.05,df =178

The Table 1, shows that neurological assessment with a mean of 51.88 and SD of 17.56
and placement options for learners with specific learning disabilities with mean of 55.71
and SD of 19.07 and sig. of 0.004 produced a coefficient r = 0.63 at degree of freedom
of 178 indicates that neurological assessment is significantly related to placement op-
tions for learners with specific learning disabilities. Therefore, the null hypothesis was
rejected. This indicates that neurological assessment offers very important source of
information in the educational placement of learners with specific learning disabilities.

Hypothesis 2: There is no significant relationship between neurological assessment and
the design of instruction for learners with specific learning disabilities.

Table 2
Pearson Product Moment Correlation Analysis of the Relationship between neurological as-
sessment and the design of instruction for learners with specific learning disabilities (N =180)

Variables Mean | SD | D3y* | Xxy Sig R
Neurological assessment 51.88 | 17.56 | 1360.13
Design of instruction for learners with specific learning disabilities | 57.71 | 19.97 | 1832.31 | 152.00 | 0.002 | 0.65

P <0.05,DF =178
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Table 2 reveals that neurological assessment has a mean and standard deviation of
51.88 and 17.56 respectively while design of instruction for learners with specific learn-
ing disabilities has a mean of 57.71 and standard deviation of 19.97. The r value is
r=0.65 at degree of freedom of 178 is significant at p <.05. The result indicates that
neurological assessment has a significant relationship with design of instruction for
learners with specific learning disabilities. Therefore, the null hypothesis was rejected.
This means that information based on the neurological assessment of a learner deter-
mines what content, instructional strategies, materials and method of evaluation to be
adopted for a learner with specific learning disabilities.

6 Discussion of result

Result for hypothesis one which aimed to find out if there is any relationship between
neurological assessment and educational placement options for learners with specific
learning disabilities indicates that the variables are related. That is a decision on ap-
propriate placement options such as inclusive classroom, resource room among others
are better taken when they are based on valid neurological assessment report on the
child. This result is in agreement with Ejue, Orim and Ndifon (2012) whose research
on the value of early neurological assessment showed that it has inputs into preven-
tive strategies for the disabilities and most importantly gives directions to educational
placement options for the learners. Like Smith (2007), the study holds that it helps in
taking decisions to move a child from one placement option to the other. In Dunn’s
model cascade of services, a child can be transferred from one option if there are evi-
dence from assessment to justify the change. This implies that there is no one option
that fits into the condition of all children as each child has a unique need that can be
used to determine the placement that will provide the desired intervention services. It
is interesting to note that Eno and Orim’s (2015) study confirmed findings of this study
when their research confirmed that response to instruction (RTI) as model of identifica-
tion rely on report on this type of assessment to be effective. Association of Learning
Disabilities of Canada, ALDC (2012) equally validates the present findings.

Findings from analysis of hypothesis two which sought to find out if the variables,
neurological assessment and design of instruction for learners with specific learning
disabilities, are related shows that there is significant relationship between them.The
result is supported by Bartonova (2014) whose study reveals that instructional con-
tent for students with learning disorders in inclusive school is based on professional
and comprehensive assessment of children. The author further explained that despite
inclusive school culture, specific needs of each child are still the focus of pedagogy.
As indicated by this present study, the principle of curriculum policy formulation as
defined by Czech Law, Act no: 561/2004 coll as amended gives right to students to
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choose instructional and educational programme based on ability as determined by
neurological assessment report and other parameters. The findings of this study are
consistent with that of Alfonso and Flauagan (2018) who have earlier identified positive
relationship between neurological assessment and content of educational programme
for this category of learners.

Conclusion

This study appreciates the positive relationship that exists between variables inves-

tigated and based on the result, stakeholders are enjoined to go beyond ecological

assessment to request for neurological assessment for learners with this disability as

a basis for proper educational placement decisions and the design as well as content of

educational programme. This is informed by the persistent frustration and poor learning

outcome associated with the learners despite their above average intellectual ability.

In view of this and result of the study it is recommended that:

= Learners with the disability should as matter of policy go through neurological
assessment to determine appropriate placement option and nature of instruction
to be designed and implemented.

= Parents should be educated on the value of this form of assessment when enrolling
their children in school particularly in the seemingly inclusive school era.

= Teachers and support staff should be retrained on how to work with relevant pro-
fessionals for this assessment.
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